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LanQua Year 1 synthesis report: mapping the subject area

Introduction

This report presents a synthesis of the mapping reports produced by the Language Network for Quality Assurance (LanQua) sub projects in the areas of intercultural communication, language teacher education, content and language integrated learning (CLIL), literature and culture, and language learning.  Full versions of each sub project report, published in September 2008, are downloadable from the documents section of the LanQua project website: www.lanqua.eu/documents.html.  This report will be of interest to academics and senior managers with responsibility for higher education curriculum design and evaluation, and agencies working in the field of quality assurance.
1) Definitions
The following definitions present our understanding of the terms ‘intercultural communication’, ‘language teacher education’, ‘CLIL’, ‘literature and culture’, and ‘language learning’ within the context of LanQua.  In order to arrive at these definitions, the five sub projects discussed how their subject areas are defined in different European higher education contexts and the subjects that might be included within them.
Intercultural communication is defined as situated communication between individuals or groups of different linguistic and cultural origins.  This is derived from the following fundamental definitions: communication is the active relationship established between people through language, and intercultural means that this communicative relationship is between people of different cultures, where culture is the structured manifestation of human behaviour in social life within specific national and local contexts, e.g. political, linguistic, economic, institutional, and professional.  Intercultural communication is identified as both a concept and a competence.  Intercultural competence is the active possession by individuals of qualities which contribute to effective intercultural communication and can be defined in terms of three primary attributes: knowledge, skills and attitudes.  In the context of LanQua, the acquisition of skills and human attributes likely to enhance intercultural communication is viewed exclusively as a component of language programmes, i.e. as an accompaniment to the practical acquisition of language itself.  
Language teacher education in this context concerns the initial training of pre-school, primary, lower and upper secondary school teachers of languages.  Pre-school and primary school teachers are distinguished from lower and upper secondary school teachers in the educational paths they follow and in the language and language education training they receive, with the former following a generalist route and the latter receiving specific language teacher training.  The objectives of teacher education programmes are defined in terms of competences to be obtained and in relation to the level of education for which the student teachers are being trained, although these are not generally specified in terms of language competences.  Curricula contain general educational disciplines and subject specific elements, e.g. second language didactics and supervised teaching practice.  Concurrent models (e.g. a four-year Bachelor of Education degree) are more usually associated with primary and pre-school levels and may contain no foreign language competences or competences for teaching foreign languages.  Consecutive models (e.g. a postgraduate educational qualification taken immediately after a BA in the subject area) more often apply to lower and upper secondary school levels, and their curricula include training in the languages to be taught and in how to teach them. 
Content and language integrated learning (CLIL) was originally defined as a pedagogical approach with a dual focus, involving the integration of (second/foreign/target) language study with the study of a subject domain instructed in that language.  However, there are many other definitions and terms, with over 40 in use in Europe alone (see e.g. www.clilcompendium.com), all referring to some kind of an approach where both content learning and language learning are being promoted.  Nevertheless, because CLIL has become a relatively established term in European primary and secondary education, and also suggested for higher education, LanQua decided to use the term as an umbrella term for all those HE approaches in which some form of specific and academic language support is offered to students in order to facilitate their learning of the content through that language. These approaches vary on a continuum of discipline-specific and pre-content support to full integration of language and content. As CLIL requires new kind of collaboration between subject specialists and language specialists it is important to acknowledge that new kinds of pedagogical practices are also required and that  interdisciplinary meanings have to be negotiated for the role of language in knowledge construction and sharing. In principle, the language learning outcomes in CLIL are considered from a functional and communicative viewpoint, which is in line with the descriptors of the Common European Framework of Reference for Languages (CEF). This implies interactive pedagogical approaches and carefully designed learning tasks, as well as institutional support systems for both students and teachers. 
Literature in our context refers to foreign language literature.  As a starting point it can be defined as written texts with artistic value, including the traditional literary genres of poems, fiction and drama. Besides the ‘canon’ of culturally and literary accepted texts a broader concept of literature is needed to reflect the wider cultural horizon of text-mediation. Thus non-fiction narratives such as diaries, autobiographies and letters are included as well as children’s literature and folklore narratives.  Culture is considered in terms of its relationship with literature, i.e. as a combination of literature AND culture, and how this is being delivered in different higher education contexts.  Subjects within literature may be classified as traditional (denominated according to chronology, genre or theme), reformed (highlighting new perspectives), and newer subjects addressing Bologna and subject-area challenges.  Subjects within culture tend to exhibit a contemporary, reformed approach.  Not all culture and literature subjects in foreign language contexts are delivered in the target language. 
Language learning is broadly defined as developing the ability to communicate in the second / foreign language, and in this context includes: 

· languages for specialists, e.g. BA or MA in translation/interpreting

· languages for non-specialists / service languages, which are general courses available to all interested students and some of which may have a focus on specific topics (e.g. German for law) or on the enhancement of selected skills (e.g. effective speaking skills)
· languages of instruction (including English and language/s of a host university), where the native language or English is normally used as the language of instruction, e.g. writing academic papers

· languages for social purposes (for mobility, to meet the needs of students studying abroad), where the local language is taught as a foreign language to incoming students.  

2) Delivery
This section addresses the issues of how and where intercultural communication, language teacher education, CLIL, literature and culture and language learning are delivered in the LanQua partner countries.   
Intercultural communication is an implicit element of most language courses or features as an autonomous subject in other disciplinary fields.  Where intercultural communication features as an autonomous subject the content is theoretically grounded in a specific discipline, e.g. anthropology, linguistics, philosophy and sociology.  Alternatively, it is frequently linked to subjects like business studies, economics and tourism with the aim of providing students with the competence to operate in the professional sector concerned.  In some cases it is taught not only as knowledge and a skill but also with the aim of promoting an appropriate attitude / awareness as an integrated part of language learning. Intercultural communication is sometimes associated with translation or with intercultural knowledge dissemination.  In some business schools it is taught as part of business language degrees.  In general, foreign language degree programmes do not offer courses in intercultural communication as such.  Business schools and the business / economics faculties of universities offer a variety of courses on cultural theory and behaviour but many of these have no direct connection to languages at all.  
Language teacher education 

In some countries, prospective primary language teachers must follow a three or four year Bachelor of Education degree qualifying them as specialists in a foreign language, whereas in other countries all students who have obtained a first degree in education are allowed to teach foreign languages at primary level.  Prospective secondary school teachers must either complete a first degree plus a Master / postgraduate certificate in education, or a BA in education with a major in one or two specific foreign languages. Language teacher education curricula place a strong emphasis on the importance of the teaching practice and, therefore, on the need to establish a cooperative education philosophy between education institutions and schools. Time allotted to this teaching placement and supervision mechanisms vary enormously.  Some countries have nationally approved standards which all student teachers must meet during and by the end of their initial teacher education course, while in others university departments establish their own programme following national and regional legislation and the delivery modes depend on the individual trainer.  Although a stay in the foreign country is not generally required, student and teaching staff mobility under the Erasmus scheme is becoming more and more popular. 

Content and language integrated learning (CLIL)

At present, CLIL-type approaches are becoming frequently adopted in European higher education in the fields of Law, Business and Economics, Engineering, Medicine and Humanities. Predominantly they appear at MA level, often as degree programmes which are either fully delivered in a foreign/target language ((L2; most frequently English) or contain extensive modules delivered in that language. At BA and postgraduate levels, students may take content modules in a foreign language or individual lectures.  Language support is delivered both as direct contact teaching and using blended approaches with e‑learning methodology / distance-learning. The number and distribution of hours, as well as the European Credit Transfer System (ECTS) credits allocated differ with each higher education institution and the CLIL variety adopted.  Language for specific purposes (LSP) / language for academic purposes (LAP) practices are more common than fully integrated approaches. The content courses, then, are usually taught by either a native or non-native speaker of the L2, and pedagogical collaboration between the content teacher and the language teacher is quite rare..  Some institutions have developed CLIL practices whereby specific LSP/LAP courses are offered as pre-sessional modules to students before they enrol in their subject studies.  Closer content and language integration, with the language support coinciding with what is required in the subject studies is also practised successfully. These models involve full coordination between language specialists and subject specialists, either in the form of joint planning or team teaching. 

Literature and culture

In general, foreign language literature modules or programmes are mainly delivered at traditional universities, in faculties of arts or humanities, in translation departments or in programmes of applied language and intercultural communication. In all such cases, literature is offered as part of foreign language syllabi, whereas the picture is more varied when it comes to foreign language culture, which is also delivered in a wider range of institutions such as a business school, polytechnic, college, or högskola. These are often programmes with a foreign language component but are based in other disciplines (e.g. communication, social science subjects, media, tourism) as major disciplines.

Language learning

Most languages courses are delivered face-to-face, in a classroom setting, although blended learning (with e-learning support) is also becoming quite common. Fully on-line language courses are a very small minority.  Languages are taught in language centres and / or language departments and / or commissioned from external institutions (outsourced). In many universities, language departments also offer language courses to non-specialist students. Non-specialist students take as well advantage of the language centres’ offerings, whereas almost everywhere specialist students are taught exclusively in language departments.  It is noticeable that there is little cooperation between language centres and language departments (providers of the language courses) in the creation of the didactic offering. 
3) Assessment / evaluation of students
In this section, we look at how student performance in intercultural communication, language teacher education, CLIL, literature and culture and language learning is assessed / evaluated.

Intercultural communication

A distinction needs to be made between the assessment of knowledge and of skills.  Courses on the theory and content of intercultural communication tend to evaluate knowledge by means of written examination and essay.  Alternatively projects may involve students applying their theoretical knowledge to particular communicative situations or conducting small-scale ethnographic or case study research.  Evaluation of intercultural communication as practice may occur in the assessment of general language courses (e.g. translation), but since intercultural communication is not systematically taught as part of general language courses, formalised assessment is not widespread.  In some institutions, however, the practice of writing logbooks is established, and intercultural awareness is assessed through reflective essays.  Any such assessment is likely to be integrated with other factors associated with advanced language learning.  There is little sign of role-play or self-assessment being widely practised, though, in exceptional cases, it can be effectively integrated into oral assessment, e.g. through situation based interpreting. Given that intercultural competence can be separated into knowledge, skills and attitudes, only the knowledge component can, strictly speaking, be assessed in traditional ways. Skills and attitudes need to be assessed in other ways such as role-play, observation, self-assessment or reflection on critical incidents.  Yet such assessment practices are not widespread within European higher education language programmes.  One example of the way in which awareness of intercultural communication can be raised and learners made capable of self-assessing their language and intercultural skills is by using the LOLIPOP portfolio www.lolipop-portfolio.eu, an on-line, interactive version of the European Language Portfolio with an enhanced intercultural dimension.
Language teacher education

Forms of assessment consist of a combination of written assignments, oral examinations, written examinations, portfolios, observed field placement, and informal reports submitted by school mentors. Assessment of student teachers is generally the responsibility of teacher educators and mentors.  In countries where teacher education is based in an institution, assessment is carried out exclusively by teacher educators; in countries where teacher education has structured links with schools, mentors carry out informal or formal assessment of the performance of student teachers during their field placement.  Student teachers are invited to self-assess through logs or self-assessment forms kept during field placement and as they build up their portfolio.  Self-assessment also takes place during feedback sessions in relation to field practice.  In some countries this assessment contributes to the students’ grades but in most it does not.  The contribution of an external examiner is sometimes sought in connection with dissertations as well as with field placements.  The level to which assessment criteria are made public varies from country to country.  Statements representing standards or lists of criteria are commonly used for practical aspects of the teacher education course.   Level of performance on practical aspects such as field placement is assessed on a two, three, or four-point scale generally using descriptors such as pass / fail / unsatisfactory.  Written work is assessed using a combination of grades and marks. Professional competences may be described using ‘can do’ statements on a three or four point scale indicating level of performance (beginning, developing, competent, excellent).  

Content and language integrated learning (CLIL)

All forms of assessment are used in European CLIL varieties: formative assessment (project-based, continuous individual or class work), summative assessment (oral and written exams), self‑assessment and peer-assessment, with the latter two generally appearing in combination with the former two. Depending on the CLIL variety, assessment ranges from individual / separate assessment of language and content to joint / team assessment where there are jointly agreed language and content criteria used by the assessors. In the former situation the student will receive two grades (with the respective ECTS credits), whereas in the latter the assessment often results in one joint grade (with the respective ECTS credits). Ideally, the progress of the students is also monitored and considered in the evaluation. In any case, the assessment procedure needs to incorporate both language and content focused components, as the student is expected to develop subject competence as well as language / communicative competence during their CLIL programme.
Literature and culture

In new programmes decisive trends towards new forms of assessment are being detected (active participation, continuous assessment and assignments, group assignments and presentations, portfolios, final reports on project work, online tests, peer review, self evaluation), while traditional assessment methods still persist to a large extent (final written and oral exams centering on the reproduction of knowledge rather than the achievement of competences. Essays are used either as part of continuous assessment or as final subject evaluations.  Project work is rare in literature subjects, but more common and rising in popularity in the assessment of culture subjects. Longer papers on literary subjects are usually chosen on the 2nd cycle level (MA).  Other methods of assessment reported include open-book exams that are taken home by the students and must be submitted in a very short time span.  Assessment is usually carried out by the teacher of the subject but a few countries include additional external examiners who in the field of literature specialize in the subject being evaluated.  The assessment methodology is usually decided by the teacher of the subject. In most reformed curricula, subjects have to define the percentage allotted to the different assessment forms used. Students’ active participation in class is also commonly taken into account.
Language learning

In all universities, learning outcomes are assessed by oral and / or written exams, administered by expert language teachers. Interestingly, some universities also use language tests provided by external developers, especially with non-specialist students. Some universities use computer based tests together with traditional tests. In most universities, exit levels for non-specialist students have already been defined, or are in the process of being defined according to CEF levels. This is not always the case for specialist students. Some university language centres and language departments use the CEF and CEF-related instruments, such as the European Language Portfolio (ELP) and Dialang, to achieve transparency and comparability of learning outcomes and to foster autonomous learning and language awareness among learners. Dialang is reported to be used for placement and / or formative assessment in different universities. The ELP is much less widely used than Dialang. 
4) QA mechanisms
This section presents a general overview of the quality assurance mechanisms, organisations and strategies which exist in the LanQua partner countries.  It contains information on how programmes are evaluated including reference to professional bodies and associations that have an impact on teaching and learning in the five sub project areas.

From its inception, the LanQua project sought to incorporate European reference points for quality assurance into its work. These reference points included the Framework for Higher Education Qualifications for the European Higher Education Area (FHEQ_EHEA) (see www.ond.vlaanderen.be.hogeronderwijs.bologna), the Tuning statements (see www.tuning.unideusto.org/tuningeu) and, in particular, the Standards and Guidelines for Quality Assurance in the European Higher Education Area (ESG) (see www.enqa.eu).

The ESG are written in three parts: part one deals with internal quality assurance (QA) mechanisms within higher education, part two with external quality assurance mechanisms and part three, which does not concern this project, with the quality assurance of QA agencies. External, internal and, indeed, individual practitioner quality assurance mechanisms are often interrelated.  For example, the widespread practices of individual and institutional self-evaluation may be used as evidence for external accreditation purposes; formal external evaluation / accreditation by quality assurance agencies may focus on the development of internal processes for assuring and enhancing quality.

The ESG try to recognise and work with this interrelationship and it is interesting to note through the LanQua project, how this is beginning to become more apparent, although the relationship will be more or less obvious depending on the national context.

The need also to take into account different national contexts is at the heart of the development of the ESG and the rest of this section should be read with that point in mind – many countries have long-established and detailed traditions of quality assurance in higher education, both internal and external. Others may be at the beginning of this journey, or may be in the process of changing the political context within with their higher education institutions work. The challenge for the LanQua project, and indeed the ESG, is to provide a reference point or “toolkit” that is as useful as possible across the diverse European landscape of QA activities.
External mechanisms for QA in higher education

External quality assurance mechanisms tend to focus on programmes or whole institutions rather than individual disciplines.  Such mechanisms include:

· the ESG themselves

· centralised guidelines and/or inspection criteria laid down by government. This may include the creation of formal national quality assurance agencies (see www.enqa.eu/allagencies.lasso for a complete list of agencies in Europe) which may be more or less independent of the government/ministry.  In many cases, the agency has the important role of providing public information about the quality of the awards offered by institutions.
· national evaluation centres responsible for evaluating educational programmes in all sectors of education

· a process of periodic review or evaluation facilitated by the QA agency. The ESG specify a 4-stage model incorporating a self-assessment exercise by the subject of the QA process, an external assessment by an independent group of experts, including as appropriate, student and international member(s) and site visit(s) as decided by the agency, the publication of a report and a follow-up procedure.  The development and practice of these four aspects will vary, according to national contexts and priorities.

· the use of reference points at both European (e.g. the FHEQ-EHEA or Tuning statements) and national level (e.g. the FHEQs of each individual country or reference points such as the subject benchmark statements in the UK which set minimum expectations about degree standards in  different broad subject areas. 
Internal, institutional mechanisms for QA in higher education
Higher education institutions may have their own internal quality assurance processes for the approval and review of study programmes and student feedback. Again, these will vary depending on the level of autonomy granted in each national context and on how mature the concept of QA is in that context. In some cases periodic quality review of all disciplines, including languages is standard institutional practice.  The ESG suggest that higher education institutions should have in place a policy that allows it to assure the quality of the programmes of study it offers. The mechanisms by which this policy is implemented might include:
· formal mechanisms for the approval (where relevant), monitoring and review of programmes. Many of the LanQua partner countries achieved this by using panels made up of institutional academic and administrative staff, and external experts

· consistently applied and clear assessment regulations

· a means of ensuring, where relevant, that the staff employed to teach students are qualified and competent to do so

· a means of ensuring that adequate and appropriate learning resources are in place

· the collection, analysis and use of relevant information and data and

· the publication of up to date, impartial and objective information

LanQua partners indicated that bullets 2-6 above might be achieved through a number of mechanisms including:

· regular faculty and departmental level evaluation meetings involving teaching staff and management to discuss programmes / subjects
· boards of study / programme committees which regularly revise and update programmes and which sometimes include student representation

· the introduction of formalised sub-policies in relation to different aspects of university responsibilities (e.g. pedagogy, in-service training)

· consultation with potential employers and related associations in relation to curriculum design (however, this consultation process tends to be at a general level and does not usually focus on specific courses)

· in-service training 
· surveys addressed to graduates and alumni for evaluating the quality of course
contents, delivery mode and impact

· regular publication of up-to-date, objective information on provision and awards
Individual practitioners’ quality assurance mechanisms
Quality assurance mechanisms also exist at individual practitioner level, and may or may not form part of a formalised, internal process or may contribute to external processes.  Such mechanisms include:

· regular self-evaluation (either on an individual basis or as part of a self-evaluation process contributing to an external QA process)

· peer-assessment / observation (either voluntarily or as part of an internal, institution-wide process)

· student evaluation / feedback, which mainly takes the form of questionnaires answered on completion of courses, modules and / or the study year.  Some practitioners devise their own student questionnaires in order to obtain more detailed subject-specific feedback than standardised institutional or departmental surveys allow

· QA of assessment practices including blind and double marking or a more informal process of asking a colleague to consider and comment on grades or feedback given.

Conclusion

The LanQua project demonstrates inter-relationship between the different levels of QA; it also clearly demonstrates the importance of taking into account the differences in national context. A greater or lesser understanding of the concept of QA was demonstrated by different partners in the project. This reflects, not that QA is taken more or less seriously in different countries or an indifference on the part of participants but only that the European QA landscape is a varied one. The task of the LanQua project is to produce a QA reference point that will be relevant and useful across all contexts.
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