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Strategic issues for language teacher education  
in Europe

Michael Kelly

Abstracts
 
This article examines the wider social context for language education in Europe, and 
suggests some educational and organisational strategies that teacher educators can 
adopt to address the challenges. A number of significant changes have occurred over the 
past decade in socio-economic and educational contexts, including the ‘hyperdiversity’ 
of languages and the tension between issues of identity and issues of communication. 
New responses to the changes include technological advances, intercultural education 
and content and language integrated learning. If language education is to continue to 
play an important role in the future development of Europe, language teacher educators 
will need to address these challenges and develop appropriate programmes of initial 
training and professional development of language teachers. Drawing on the Euro-
pean Profile for Language Teacher Education, the article identifies some useful strate-
gies, which educators should consider in reshaping their programmes to address the 
rapidly changing situation. These include issues of curriculum organisation, knowledge, 
competences, values and cooperation with fellow teachers and other stakeholders. If 
these are successfully addressed, language education can play an important strategic 
role in the future development of Europe.

Cet article examine le contexte social plus large pour l’enseignement des langues en 
Europe, et suggère quelques stratégies pédagogiques et organisationnelles que les 
formateurs d’enseignants peuvent adopter pour relever les défis actuels. Un certain 
nombre de changements importants sont survenus au cours des dix dernières années, y 
compris l’ ‘hyperdiversité’ des langues et la tension entre les questions d’identité et les 
questions de communication. Parmi les nouvelles réponses aux changements, on trouve 
les progrès technologiques, l’éducation interculturelle et l’enseignement d’une matière 
par l’intégration d’une langue étrangère (Content and Language Integrated Learning 
EMILE/CLIL). Si l’enseignement des langues doit continuer à jouer un rôle important 
dans le développement futur de l’Europe, les formateurs d’enseignants de langue devront 
relever ces défis et élaborer des programmes appropriés (formation initiale et continue). 
S’appuyant sur le Profil européen pour la formation des enseignants de langue, l’article 
identifie quelques stratégies utiles que les éducateurs devraient envisager dans le renou-
vellement de leurs programmes pour répondre à la situation qui évolue rapidement. Il 
s’agit notamment des questions d’organisation du curriculum, des connaissances, des 
compétences, des valeurs et de la coopération avec les autres enseignants et autres inter-
venants. Si ces défis sont relevés avec succès, l’enseignement des langues peut jouer un 
rôle stratégique important dans le développement futur de l’Europe.

Dieser Artikel untersucht den breiteren gesellschaftlichen Zusammenhang für Sprach-
erziehung in Europa. Dabei werden einige pädagogische und organisatorische Strate-
gien vorgeschlagen, die Lehrerbildung ergreifen kann, um die Herausforderungen zu 
meistern. Eine Reihe von signifikanten Veränderungen sind im vergangenen Jahrzehnt 
in sozio-ökonomischen und pädagogischen Kontexten aufgetreten, einschließlich der 
‘Hyperdiversität’ der Sprachen und die Spannung zwischen Fragen der Identität und 
Fragen der Kommunikation. Neue Antworten auf die Veränderungen sind technolo-
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gische Fortschritte, interkulturelle Bildung und der Unterricht der Fremdsprache in 
Sachfächern (Content and Language Integrated Learning CLIL).
Wenn Sprachunterricht auch weiterhin eine wichtige Rolle bei der zukünftigen 
Entwicklung Europas spielen soll, müssen Aus- und Fortbildung von Fremdsprachen-
lehrkräften zusammenarbeiten, um diesen Herausforderungen zu begegnen und geeig-
nete Programme zur Ausbildung und beruflichen Entwicklung für Sprachlehrkräfte zu 
entwickeln. Mit Bezug auf das Europäische Profil für die Aus- und Weiterbildung von 
Sprachenlehrkräften, identifiziert der Beitrag einige nützliche Strategien zur Bewälti-
gung der sich schnell vollziehenden Veränderungen, die in der Lehrerbildung bei der 
Neugestaltung von Ausbildungs- und Studienprogrammen beachtet werden sollen. 
Dazu gehören Fragen der Organisation des Lehrplans, Definition von Wissens- und 
Kompetenzbereichen, Werte im Umgang mit Lernen sowie die Zusammenarbeit mit 
KollegInnen und anderen Interessengruppen. Der Beitrag argumentiert, dass der erfolg-
reiche Umgang mit den sich stellenden Herausforderungen wesentlich dafür ist, dass 
Spracherziehung auch weiterhin eine wichtige strategische Rolle bei der zukünftigen 
Entwicklung Europas spielt.

Professor Michael Kelly
School of Humanities/ Modern Languages
University of Southampton
Southampton SO17 1BJ, England
Email: M.H.Kelly@soton.ac.uk
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Introduction
Policy-makers frequently declare that the development of a multilingual and multicul-
tural society is a fundamental part of the European project (European Commission 2003; 
2005a; 2008b). To achieve it, they believe that Europeans will need to increase their 
willingness and capacity to speak each other’s languages and understand each other’s 
cultures. This requires a substantial commitment to extend the scope and quality of 
language teaching, and places a high expectation that language teachers will be trained 
and supported to fulfil their mission. In this perspective, the education of language 
teachers is regarded as having strategic importance for Europe. If they are to achieve 
progress in the future, language teacher educators will need to take these aspirations 
into account.

Language learning therefore has an important role to play in the future development 
of Europe, but language education is now facing some significant challenges, arising 
from the rapid changes that are now taking place in the social and economic context, in 
technology, and in systems of education. Language teacher educators have a key role 
in the training and development of language teachers and are responsible for providing 
effective education that enables teachers to rise to the challenges now facing them. The 
purpose of this article is to outline some of the most significant policy issues, which 
now confront language teachers in Europe, and to propose some ways in which they 
can be addressed in teacher education. In order to address them, it is helpful to examine 
some of the most important social and educational changes that have occurred over the 
past decade, and some of the changes in the language landscape, including the emer-
gence of linguistic ‘hyperdiversity’, and the developing tension between the role of 
language in identity and its role in communication. Drawing on the European Profile 
for Language Teacher Education (Kelly & Grenfell 2004), a number of strategies are 
proposed, which educators should consider in reshaping their programmes to address 
the rapidly changing situation. And it is suggested that language teachers and educators 
will find it useful to cooperate more actively with each other and with a wider range of 
stakeholders.

Part one: Analysing the strategic context

Economic and social contexts
Over the last decade, the European Union has undergone a major expansion, with the 
accession of many new countries and an increase in population to over 450 million 
(Sakwa & Stevens 2006). In that context it was clearly more important than ever that 
communication and exchange between Europe’s diverse range of citizens should 
be encouraged and promoted. A decade ago, the European Union was pursuing the 
ambitious economic goals of the Lisbon strategy, launched by the European Council 
in March 2000 (European Council 2000). This set the target of becoming the world’s 
most competitive and dynamic knowledge-based economy in the world by 2010. It 
was clearly understood as a competitive strategy to match the economic power of the 
United States, and reflected a shared optimism in Europe’s ability to achieve sustainable 
economic growth, with the resulting benefits of creating more jobs and greater social 
cohesion.

The emphasis of the Lisbon strategy was on the ‘knowledge society’, which combined 
innovation, especially in the area of information and communications technology, with 
a well trained and highly skilled workforce. The strategy was considered crucial in 
strengthening Europe’s position in the era of globalisation, when trade and industry 
was becoming increasingly international, and when the economies and societies of the 
world were becoming increasingly interconnected. Education played a vital role in the 
strategy, first in providing the skilled workforce that could build innovative and world-
leading businesses, and second in enabling key workers to move around Europe, taking 
their skills to the places where they could be most effectively used.
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To sustain this strategy, Europe’s leaders emphasised the importance of a supportive 
social environment. They argued that it must be multicultural and multilingual, so that it 
could accommodate the mobile workforce required by the knowledge economy. Mobility 
was a long standing European value, and one of the traditional ‘four freedoms’, which 
aspired to ensure the free movement of goods, capital, services and people. The pluralist 
society was also important for countries that hosted significant numbers of migrant 
workers and their families. Pluralism was necessary if these countries were to attract 
workers from outside the Union, whether to take up highly skilled jobs or to carry out 
the basic work of building and maintaining the infrastructures of a modern society. The 
Lisbon strategy recognised the dangers of social exclusion and fragmentation that were 
a source of concern in many countries. It saw the need to protect and develop social 
cohesion within existing communities, and within areas where migration was producing 
significant changes in the make-up of the local population. 

Education was called upon to play an important part in social change. It was seen as 
an essential tool for enabling people from all social and ethnic backgrounds to play a 
full and productive role within society. It was also viewed as a means of building rela-
tionships between different groups within society and thereby forestalling tensions and 
conflicts between them.

The Lisbon strategy has frequently been reviewed and amended. Its ambitious goal 
for 2010 has increasingly been overshadowed by the need to create more jobs and the 
need to ensure economic growth (European Commission 2005b). Progress was mixed 
until 2008, when the international economic and financial crisis began to hit Europe. 
Now, in 2011, the economic climate is rather bleak, and most European countries have 
experienced a serious decline in growth and in employment. Many national govern-
ments and international agencies have been obliged to intervene on a large scale to 
support the financial sector in particular, with consequent pressures on other areas of 
public spending. European governments are therefore caught between the need to invest 
in supporting an economic recovery and the need to reduce the amount of public debt 
they have already incurred. Fostering growth and creating jobs has become increasingly 
important.

Changes in education
The economic importance of education has become even more prominent. In every 
country, it is an important source of employment and in its own right. It also provides 
an important reservoir of activity for people who may be unwilling or unable to join the 
active workforce, but who may continue to develop their knowledge and skills through 
education. Higher education is becoming particularly important as a source of new 
ideas and inventions that can contribute to economic development, and as a means of 
developing the most highly skilled workers in the new knowledge economy. This is now 
a significant element of the Bologna Process, and was strongly emphasised by the EU’s 
Ministers of Higher Education, meeting in April 2009:

Our societies currently face the consequences of a global financial and economic 
crisis. In order to bring about sustainable economic recovery and development, 
a dynamic and flexible European higher education will strive for innovation 
on the basis of the integration between education and research at all levels. We 
recognise that higher education has a key role to play if we are to successfully 
meet the challenges we face and if we are to promote the cultural and social 
development of our societies. Therefore, we consider public investment in 
higher education of utmost priority. (Conference of European Ministers 2009)

The commitment to maintain public investment is accompanied by a strong indica-
tion that higher education must focus more on innovation and must make a significant 
impact on the development of the wider society.
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At the same time, education has also changed over the last ten years (Corbett 2005). 
The profile of learners has changed. All educational institutions from schools to univer-
sities are working hard to achieve a wider participation of students from less privileged 
social backgrounds. This is a particular priority in the later stages of education, when 
it is no longer compulsory. Perhaps even more striking is the way in which increased 
mobility and migration have brought noticeable changes to the cultural and ethnic 
background of students. This is felt at every level of the education system as the chil-
dren of mobile families undertake education in their host country. In higher educa-
tion, the changes have been further increased by the growth of mobility in studies. A 
larger proportion of Europe’s students undertake at least some of their studies outside 
their home country. And Europe’s universities actively recruit increasing numbers of 
students from other countries across the world. 

The recent changes in technology have also made a big impact on the nature of 
education (Davison 2005). Teachers have taken advantage of many of the changes to 
support their classroom pedagogy. However, the widespread experience is that students 
have been much quicker to take up new technologies. Consciously or not, school and 
university students are using them to become active independent learners. This often 
means that their learning is not structured or controlled by their teachers but is shaped 
by what they can access via their computer or phone on the Web, on social networking 
sites, by electronic messaging and through other channels.

A significant recent development within education in many countries has been the 
growing emphasis on the autonomy of schools and universities to make their own 
choices in matters of education and administration (Eurydice European Unit 2007). 
This has been driven in large measure by the increased complexity and diversity of the 
educational environment, which makes it difficult and undesirable for national govern-
ments to exercise control in fine detail over individual institutions. This brings both new 
dangers and new opportunities for teachers, whose roles are increasingly negotiated 
with the senior management of their own institution.

It is noticeable that the different sectors of education are now often closely connected 
with each other. Traditionally, schools and universities have worked in cooperation on 
initial teacher education. However, there is a growing concern to ensure that student 
progression is maintained in the transitions between different sectors: from primary to 
secondary, and from secondary to higher education. There is also a strong awareness 
that the future needs of society require individuals to continue to learn and develop, and 
to undertake continued professional development. The aims of personal and profes-
sional development are broadly defined as lifelong learning, and it is emerging in many 
countries that this can involve different sectors of state education, as well as involving 
private providers. These are issues, which increasingly affect the professional develop-
ment of teachers.

Hyperdiversity of languages
The work of language teachers is increasingly affected by the changing profile of 
languages in society. The question of why and how languages should be taught is 
linked to the experience and needs of the wider society. For many years, educators have 
attempted to respond to the diversity of languages with which their students may have 
contact. However, in recent years ‘diversity’ no longer adequately conveys the scale and 
variety of languages with which people must engage, and it may be more accurate to 
speak of a ‘hyperdiversity’ or ‘superdiversity’ of languages in contemporary societies 
(Creese & Blackledge 2010). 

As a result of increased migrations, the range of languages encountered in daily 
life in any country has risen very rapidly. It is a long time since the only languages 
encountered in the street were those spoken in neighbouring countries. For the past 
fifty years, most European societies have received inflows of workers and families 
from a clearly defined number of countries with which they had historical ties, often 
through colonial relationships. However, in the past ten years, the pattern has changed 
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and most European countries now receive migrants from many parts of the world. In 
any supermarket queue in England, it is possible to hear many languages spoken other 
than English: Urdu, Pashto, Somali, Polish, Czech, Arabic and many others. A study of 
London schoolchildren in the late 1990s revealed that more than 300 languages were 
spoken by pupils, with twenty-five languages spoken by more than 1000 pupils (Baker 
2000). This has increased significantly in the past decade, and there are now forty-two 
languages spoken by more than 1000 pupils (Eversley et al. 2010). Similarly, the Roma-
nian national census of 2002 revealed that in addition to Romanian and Hungarian, 15 
other languages had more than 1000 speakers, with many other languages spoken by 
smaller groups (Institutul National de Statistica 2002).

The number of languages present in European countries therefore now significantly 
exceeds the ability of any individual to learn. It is commonplace in multilingual Europe 
for some individuals to speak two or three languages in addition to their own. Some 
exceptional individuals may speak ten or more languages. But even the most gifted 
linguist cannot approach the number of languages that are now present on the streets of 
any major city. The hyperdiversity of languages in contact is a challenge for society as 
well as for individuals. 

In addition to the sheer quantity of languages that Europe must cope with, the need 
for competence in further languages is remarkably unpredictable. For example, in 
England, there is currently a great deal of investment in teaching Pashto and Farsi to 
adult learners, mainly as a result of migrations from Afghanistan. But ten years ago, 
only a small number of specialists had even heard of these languages. Similarly, the 
2008 conflict between Russia and Georgia over South Ossetia generated a need in the 
public services for people who knew the languages concerned. The UK intelligent serv-
ices were very pleased to locate two British citizens who could provide language serv-
ices in Georgian. However, they could find no one to speak Ossetian. This information 
was presented at a conference in England in 2010 by a spokesman for the UK’s Govern-
ment Communication Headquarters, to illustrate the point that individuals and countries 
do not know which languages will be needed in the future.

Hyperdiversity therefore poses a challenge for language strategies and for educa-
tional policies. How should we respond as educators? The European target of all citi-
zens speaking two languages in addition to their mother tongue is a significant commit-
ment, but most countries struggle to achieve it. In the light of hyperdiversity, it appears 
as a modest aim, but it would be a valuable step forward towards European societies 
being able to accommodate a great range of languages. 

A recent Report for the European Commission, chaired by Amin Maalouf, made 
the innovative suggestion that Europeans should learn one language of international 
communication and one “personal adoptive language” (Maalouf 2008). It was argued 
that this would enable a diversity of individual choices to generate competence in 
a broad range of languages across a society. The real challenge would be to create 
an educational strategy capable of delivering such an aim. The idea initially aroused 
considerable interest as an aspiration for citizens in the voluntary, complementary and 
lifelong learning sectors, but interest has waned among policy makers, who recognise 
the difficulty it would pose to national systems of formal education. 

Language and identity
It is well established that languages serve a dual function of expressing our own sense 
of identity and communicating with other people (Joseph 2004). These two dimensions 
lead in different directions. One of the challenges that educators face is to accommodate 
the competing imperatives and to negotiate an effective path between them.

The link between language and identity has become an increasingly important part 
of the languages landscape over the last few years, and appears almost as a counter-
weight to hyperdiversity. There are many examples of how different groups have sought 
to protect their linguistic identity (Blommaert & Verschueren 1998; Greenberg 2005; 
Risager 2007).
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It has long been seen at national level, where most countries lay great emphasis on 
educating their citizens to be competent users of the national language or languages. 
One of the responses to migration is to provide support for migrants to learn the domi-
nant language of the host country, and increasingly to place requirements on them to 
achieve certain levels of competence. Many national governments have taken measures 
to preserve and support the main national languages and, in some cases, to restrict the 
use of other languages.

Similar responses are visible at a regional level across Europe. This often involves 
promoting a language that is specific to the region, but different from the dominant 
language of the country. The cases of Catalan in Catalunya or Welsh in Wales are clear 
examples (Edwards 2010). Likewise, particular ethnic groups will wish to protect their 
language as a key part of their culture. This is evident in minority groups who wish to 
assert a distinct identity within the wider society, and in migrant groups who wish to 
retain a cultural link with their country of origin.

Attempts at language protection have in some cases contributed to a renaissance of 
the language and culture and have mobilised a great deal of passion and commitment. 
At a national level they have generated innovative programmes of teaching a national 
language as a second or foreign language. They may pose difficulties for language 
educators in navigating the identities that are attached to a particular language. On 
the one hand, an excessive partisanship can suggest the superiority of one language 
over others. On the other hand, teaching and learning a particular language may confer 
membership of a particular social group, to the exclusion of others. These difficulties 
are frequently recognised, and require careful management by teachers.

Language protection is paradoxically supported by the developing internet-based 
services (Crystal 2001). A vast array of languages is now available on the Web. In 
early 2011, for example, Wikipedia alone had some 17 million articles in 278 languages 
(Wikipedia 2011). However, the very enormity of the Internet has led to a ‘smart mono-
lingualism’. That is, the interactions of most people with online materials take place 
almost exclusively in one language. An Internet search will generally provide a list of 
sites, which are predominantly in one language, unless the searcher takes positive steps 
to access other languages. This can be illustrated by a search for the French President 
Nicolas Sarkozy, using the English version of Google. At the first attempt in July 2007, 
two months after his election, the search yielded only one French-language reference 
on the first page, and two more on the second page. In October 2009, the same search 
yielded no French-language references until page 8. In January 2011, the first French 
reference (apart from the title of a video) was on page 22. The equivalent French search 
engine yielded only French-language sites for more than 20 pages. 

After searching, Internet users will typically move from one website to another in 
the same language, so that it is easy to imagine that the whole of the Web is mono-
lingual. While this may reinforce the monolingual inclinations of some users, it also 
serves to provide a linguistic community for speakers of less widely used languages and 
languages whose speakers are dispersed over a wide geographical range. In overcoming 
geographical boundaries, however, the digital age may have constructed linguistic 
boundaries. While these are not policed by guards as land borders are, they may prove 
even more difficult to cross.

Although the assertion of linguistic identities is a growing tendency in contempo-
rary societies, there are many people who cross the boundaries of language and culture 
(Blackledge & Creese 2009; Risager 2007). Broadly, these are either the elite or the 
excluded. The elite consist of a cosmopolitan middle class of mobile and well educated 
people, who often have a family background in several countries. Perhaps their parents 
are of different national origins, or they have lived, studied or worked in other countries 
during the course of their life. They include the ‘new Europeans’, who feel comfortable 
in a number of cultures and move from one language to another without difficulty. At 
the other end of the social spectrum, the excluded consist of migrant peoples who have 
a home culture, which is not recognised or valued by the host country. Families feel a 
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pressure to leave behind their multilingual background, which is viewed as a problem 
in schools and a barrier to social advancement.

Language and communication
Much of the motivation felt by language learners is based on the need to be able to 
communicate effectively. This is also a leading factor in recognising the social and 
economic need for language learning, as distinct from the political and cultural needs. 
At European level, languages were identified at an early stage as ‘non-tariff barriers’ 
to trade and mobility (Hanson 2010). A good deal of European investment has since 
been devoted to reducing or removing them. A principal method has been to invest in 
encouraging language learning, with the aim of enabling citizens to communicate in an 
increasing diversity of languages. However, the removal of language barriers can be 
pursued by other means, and it is important for teachers to recognise them.

A popular solution is for the population to learn a single language of communica-
tion, which would facilitate all transactions. Historically, this solution has been pursued 
by most European states within their own borders (Truchot 2008). In the most benign 
cases, this has been accompanied by an acceptance of other languages coexisting in 
vernacular practice. In less benign cases, varieties other than the standard language have 
been rejected or eradicated. The generalised use of a widely spoken language between 
countries has been a common phenomenon throughout history, to facilitate trade or 
diplomatic relationships. The term ‘lingua franca’ derives from the Romance pidgin 
language widely used for trading around the Mediterranean basin during the Middle 
Ages. Historically, a vehicular language of this type has coexisted with the languages of 
the different countries where it was used. In present-day Europe, the English language 
has come to be used most widely in this role (Cogo & Jenkins 2010). 

The advantages of a vehicular language in facilitating communication bring concerns 
about its impact on social and cultural identities. A major concern is that those who 
speak it fluently may enjoy social advantages, especially where they are native speakers 
of the vehicular language. There are concerns that the lingua franca may provoke 
changes in the languages with which it interacts, and that the language may itself be 
changed by its vehicular use. And from the point of view of language educators, there 
is a serious concern that the adoption of a lingua franca may discourage the learning 
of other foreign languages. The current experience in Europe is that the widespread 
adoption of English has been accompanied by a decline in the learning of other second 
languages (Eurydice Network 2008).

A second major alternative for increasing communication without language learning 
is to find technological solutions. The progress of computer-based translation has been 
very rapid over the past few years, and although it is not yet perfect, and perhaps never 
will be, nonetheless it is sufficiently advanced to be able to meet many practical needs 
of communication (Jurafsky & Martin 2000). There are very many computer-based 
language tools, whose effectiveness may be expected to improve. In particular, many 
different tools for language manipulation are being integrated. For example, if speech 
recognition software converts speech into text, and translation software converts text 
from one language to another, speech synthesis software can speak the text and thus 
serve as an automatic interpreter. This is being further assisted by increasingly powerful 
portable devices. As yet, these tools remain imperfect, but a great deal of investment is 
being made and there are grounds for thinking that high quality language competence 
may in due course be supplied by a small portable device.

Technological advance of this kind offers significant communication benefits and 
may be felt as less threatening in respect of identities, since users would not need to 
leave their linguistic and cultural ‘comfort zone’. It may reduce the need for vehicular 
languages. It would undoubtedly discourage the learning of other languages, since that 
competence would be embedded in technology and would not require the long and 
arduous acquisition of another language. 
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A third non-linguistic solution to communication needs is the development of inter-
cultural communication skills. This could be combined with the use of a lingua franca 
or of technical solutions. The value of intercultural communication is increasingly 
recognised, especially in business, as it becomes more apparent that language is not 
the only barrier to communication (Kotthoff et al. 2007). On the contrary, differences 
in culture frequently provoke misunderstandings even between people who share a 
common language. This point was emphasised by a range of activities connected with 
the European Year of Intercultural Dialogue in 2008 (European Commission 2008a), 
which aimed:

•  “to promote intercultural dialogue as an instrument to assist European citi-
zens, and all those living in the European Union, in acquiring the knowledge 
and aptitudes to enable them to deal with a more open and more complex 
environment; 

•  raise the awareness of European citizens, and all those living in the European 
Union, of the importance of developing active European citizenship which 
is open to the world, respectful of cultural diversity and based on common 
values.” 

To a large extent the value of intercultural dialogue is central to language education. 
Much of the work of educators is intended to achieve these aims. However, there is a 
serious risk that intercultural communication may become an alternative to language 
learning. On the one hand, intercultural dialogue can take place through a lingua franca 
or through the use of communication technology. And on the other hand, language 
teachers have not sufficiently emphasised the intercultural value of language learning. 

This may appear a paradox, but the intercultural dimension does not always sit well 
with the methodologies of language teaching, many of which are in fact ‘monocultural’. 
That is to say, teaching focuses exclusively on the target language and culture, and does 
not take explicit account of other languages and cultures, including the language of the 
learners or other languages present in the target culture. There are difficulties in this 
area, which language educators need to examine more closely (Chambers & Ó Baoill 
1999). 

Language teachers and teacher educators therefore face a significant number of chal-
lenges arising from changes in the outside world and in education. Acknowledging the 
two distinct functions of language, to facilitate communication and to express identi-
ties, language educators need to address them both in their practice, in the contexts of 
the wider changes in society. Their aim is to enable language learners to communicate 
and also to recognise the identities that languages carry. This has clear implications 
for the abilities that language teachers will need to have, and therefore for the qualities 
that language teacher education must seek to develop in them. There are two particular 
qualities, which are needed in the new environment, and which traditional language 
teacher education has tended to omit: an ability to negotiate intercultural spaces and an 
ability to integrate language and content in their teaching.

Intercultural and bilingual responses
Negotiating intercultural spaces has become an urgent necessity. Traditionally, 
language teachers have been accustomed to developing a working relationship between 
two cultures. For foreign language teachers, these are the culture (or cultures) of the 
target language and their own home culture. For teachers of their native language as 
a foreign language, the two cultures are their home culture and the culture of their 
learners. In both cases, the dominant ethos has been to enable learners to enter into the 
target language and culture (Risager 2006). The second culture is recognised at best as 
a stepping stone to making this entry and at worst as an obstacle to entry. The relation-
ship between the two cultures is largely incidental and does not feature as a focus of 
attention. As a result, the intercultural nature of language learning may provide teachers 
with some implicit intercultural skills, but does not usually encourage them to reflect on 
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the intercultural nature of their teaching. It is a starting point but only the beginning of 
intercultural awareness.

A more developed approach to intercultural learning would need to focus more 
clearly on the comparisons and contrasts between the two cultures in play (Kelly 1998). 
It would need to enable teachers to become reflective practitioners of an intercultural 
approach. And it would need to provide them with strategies for fostering intercul-
tural thinking among learners. This would lead to a further stage in which teachers 
become more clearly aware of the ways in which the two cultures differ or are similar, 
and are led to generalise their insights to develop their understanding of a wider range 
of cultural relationships. In this way, cultural understanding can serve as the basis on 
which intercultural understanding can be built.

The ability to integrate language teaching with teaching a subject other than language 
has become an increasingly desirable quality in teachers. There have been rapid devel-
opments in the methodologies of content and language integrated learning, CLIL (ensei-
gnement d’une matière intégré à une langue étrangère, EMILE). It is sometimes referred 
to as bilingual education, and takes many forms in different countries and different 
phases of education (Dalton-Puffer 2008). However, it may be understood as all those 
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 (Greere 
& Räsänen 2010). What they all have in common is that the focus of learners is on both 
learning about a subject and learning a language. From the point of view of language 
learning, it is a key benefit that learners will be better motivated because they need to 
learn the language in order to gain an understanding of the subject matter. It overcomes 
the difficulty of finding interesting subjects to discuss that go beyond the everyday life 
of learners. Most language teachers have little contact with CLIL approaches, and it is 
an increasingly important aim of teacher education to equip them more effectively to 
engage with it.

The relatively new approaches of intercultural and bilingual education have the 
potential to give language teachers a broader range of expertise that can make them 
more valuable in schools. The value of these approaches may become even greater if 
teachers of other subjects experience the need to take account of intercultural issues, 
or to include language learning in their subject teaching. The changes in society and in 
education that have created these needs are affecting teachers of all subjects, and it may 
be in due course that language teachers will be called on to pass their expertise in these 
areas to their colleagues who teach other subjects. This could create opportunities for 
language teachers to be involved in training others, and taking on specific responsibili-
ties in their own school. It could also involve language teacher educators passing on 
their expertise in this area to student teachers across a wider range of subjects.

To respond to these challenges, it is likely that language teachers will need to adopt 
new attitudes and practices in their work. If they are to teach from a more strongly 
intercultural perspective, they will need to have increased experience of living in an 
intercultural space. This would be greatly assisted by more mobility, so that language 
teachers had a wider experience of living and working in another country. At present, 
there are many personal and professional obstacles to teacher mobility and consider-
able effort is being made at European level to address these: through the Comenius and 
Erasmus programmes and through consultative groups and networks. The experience 
of mobility itself is a valuable learning process, but it would be strengthened by more 
formal preparation of teachers in issues of intercultural working.

For the pedagogy of bilingual education or CLIL to be effective, language teachers 
will also need to develop their knowledge of particular subject areas, so that they can 
teach on the basis of professional expertise, rather than purely on the basis of their 
general culture. In this sense, a language teacher must also become a geography 
teacher, or a history teacher, for example. This has considerable implications, not least 
for the profile of students recruited to be trained as teachers. It would be preferable 
that they should have formal qualifications in another subject in addition to a language 
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qualification. There are significant challenges in equipping existing language teachers 
with the knowledge and skills to teach another subject, which requires a considerable 
investment in professional development. And there are implications for teacher educa-
tion. Educators would not only need to support students as teachers of both a language 
and another subject but would also need to equip students to integrate the two subjects.

Paradoxically, one of the major obstacles to these new attitudes and practices arises 
from the extent to which teachers identify with the language and culture they teach. 
It is a common experience that teachers of one language feel a strong solidarity with 
other teachers of that language but may wish to distinguish themselves strongly from 
teachers of another language (Risager 2007). For example, teachers of German may 
see themselves as very different from teachers of French. To some extent, this stems 
from the strong bond they feel with the countries whose language they teach, which 
may shape their lifestyle, their values, their loyalties and their pedagogical approach. 
To some extent, it also stems from the fact that teachers of one language are often in 
competition with teachers of another language for students, for resources or for recog-
nition. And yet, teachers of different languages have many common concerns and can 
benefit from stronger cooperation across the language boundaries. 

This common cause is widely recognised by the cultural services of European 
governments, and there is a growing pattern of close cooperation between, for example, 
the British, French, German and Spanish cultural agencies. They recognise the need 
to support language education in general, as well as promoting teaching of the partic-
ular language they represent. Their cooperation is generally welcomed by ministries of 
education and other policy makers, but it is not always apparent to language teachers. 
No doubt there is further work to be done to reassure teachers of a particular language 
that they are not abandoning their traditional cultural loyalties by cooperating with 
teachers of another language.

Part two: enhancing language teacher education

The Profile project
As part of its programme of enhancing language education, the European Commission 
supported the development of the European Profile for Language Teacher Education, 
undertaken in 2002-4 (Kelly & Grenfell 2004). This was based on empirical research, 
which included a study of teacher education in thirty-two countries (Kelly et al. 2002), 
extensive consultations and eleven detailed cases studies across Europe, available on 
the project website (Profile project 2004). The Profile recognised that the situation of 
teacher education in each European country is distinctive. This has been confirmed on 
many occasions (Hudson & Zgaga 2008). Almost all governments are currently consid-
ering or introducing major changes in their systems of initial teacher education (Euro-
pean Commission 2007), and these changes are likely to have a significant impact on 
the education of language teachers. The arrangements for professional development are 
even more diverse from country to country. As a result, although the following discus-
sion draws on approaches that have been developed in particular institutions across 
Europe, the issues will be addressed at a high level of generality, and will not offer 
specific analyses of practice in particular cases. 

The Profile offers an outline of key elements in the education of language teachers 
and a common vocabulary with which these elements can be discussed. In that sense, it 
provides a frame of reference, which is designed to inform both language teacher educa-
tors and education policy makers, and to contribute to the enhancement of language 
teacher education across Europe. It was drawn up in consultation with a wide range 
of European experts on language teacher education, and drew on the experience of a 
number of European teacher education institutions. It serves as a checklist for existing 
teacher education programmes and a guideline for those still being developed. It also 
suggests guidelines for quality assurance and enhancement. The Profile provides an 
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outline of key elements in the education of language teachers, arranged to address four 
distinct dimensions of teacher education: 

1. Structure. These items describe the different constituent parts of language 
teacher education and indicate how they could be organised.

2. Knowledge and Understanding. These items relate to what trainee language 
teachers might know and understand about teaching and learning languages as 
a result of their initial and in-service teacher education. They correspond to the 
Common European Framework (CEF) category of ‘savoirs’.

3. Strategies and Skills. These items relate to what trainee language teachers 
might know how to do in teaching and learning situations as teaching profes-
sionals as a result of their initial and in-service teacher education. They corre-
spond to the CEF category of ‘savoir-faire’.

4. Values. These items relate to the values that trainee language teachers might be 
taught to promote in and through their language teaching. They correspond to 
the CEF category of ‘savoir-être’.

Although it is not feasible to describe the forty components of the Profile in detail here, 
it will be helpful to single out a number of components in each of the four sections that 
address the challenges that have been outlined in this paper. The following discussion 
will seek to identify the specific benefits of the components in relation to the chal-
lenges identified. They refer principally to initial training, though in most cases the 
same elements could be incorporated in continuing professional development. 

Organising teacher education programmes
The Profile suggests that a language teacher education programme could be structured to 
provide experience of an intercultural and multicultural environment. This means 
that trainee teachers would have experience of living, studying, working or teaching in 
a context characterised by distinctive or different social, cultural, ethnic, national, reli-
gious, or linguistic groups. It also means that trainee teachers are taught that intercul-
tural and multicultural approaches to teaching and learning involve teachers promoting 
dynamic interactions between teacher and learner and between learners themselves.

In this context ‘multicultural’ is understood as a descriptive term, referring to a range 
of different cultural perspectives and attitudes existing in parallel. ‘Intercultural’ refers 
to a dynamic state of exchange and interaction between these cultural perspectives. 
These processes may take place both in the trainee teacher’s own country and abroad. 
Even within one national context, learners can have a wide range of cultural perspec-
tives and attitudes, shaped by social, ethnic and political factors, as well as gender, age 
and sexual orientation. These affect how learners respond to teaching and learning. One 
way to experience an intercultural environment is by teaching one’s native language 
to non-native speakers (for example, children from immigrant communities). Trainee 
teacher placements in multicultural classrooms help develop an intercultural mindset.

It is suggested that a teacher education programme may include participation in 
links with partners abroad, including visits, exchanges or ICT links. This means that 
trainee teachers would become aware of the diverse ways to communicate and exchange 
information and resources with partners abroad. As well as visits to partner institutions, 
there are benefits to be drawn from written exchanges; e-twinning of institutions; an 
interactive forum between institutions; email contact; and video-conferencing, among 
other activities. 

A programme could include period of work or study in a country or countries 
where the trainee’s foreign language is spoken as native. In this way trainee teachers 
would spend a period of time in the country in which the foreign language they teach 
is spoken as native whenever possible. Whether the extended stay abroad is carried 
out before or during teacher education, the benefits to the trainee, both personally 
and professionally, can be very real. Besides the obvious improvement in language 
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competence, trainees are given insight into the culture and every day life of another 
country. Meeting people and participating in events and activities are also beneficial to 
trainees. It increases their communication skills and cultural awareness, and it is likely 
that these experiences will be passed on to their learners, making the language more 
tangible and relevant. During their teacher education, the extended stay abroad could 
usefully focus on establishing networks and contacts with the target culture, as well as 
gathering authentic materials and resources for use during teacher education and future 
teaching.

A programme might well include close links between trainees who are being 
educated to teach different languages. To achieve this, trainee teachers who are 
being educated to teach different foreign languages would cooperate during lectures, 
seminars, workshops, and other learning activities, as well as during their school-based 
teaching practice. They would follow certain teacher education modules in common 
and be encouraged to explore and compare their methodological approaches. Trainee 
teachers of different languages can cooperate during school-based practice, if they are 
placed in the same school, through peer observation, peer review and other collaborative 
written and practical projects. Joint seminars or workshops could be organised to focus 
specifically on comparisons and contrasts between different disciplinary approaches 
and cultural contexts to foreign language teaching and learning. They could also focus 
on the European dimension and concepts such as plurilingualism and pluriculturalism.

Encouraging close links between trainees is a good means of promoting intercultural 
exchange and the exchange of good teaching and learning practices. This type of collab-
oration would be useful for the exchange of materials, especially for teachers of lesser-
taught languages for whom the choice of materials is often limited. Although basic 
foreign language teaching methodology can be taught to future teachers of different 
languages, part of the foreign language teacher education would still be language 
specific.

Developing knowledge and understanding
Trainee teachers need to acquire a wide range of knowledge and understanding, and this 
typically includes training in the development of a critical and enquiring approach to 
teaching and learning. Trainee teachers need to view teaching and learning as continu-
ally evolving processes. Their education as language teachers does not stop once their 
initial teacher education finishes. They will often be keen to experiment with different 
methodologies and resources after their initial teacher education. This is assisted if their 
attitude to teaching is open-minded and experimental. Increased autonomy is central 
to a critical and enquiring approach. Trainee teachers need to learn about teaching and 
learning at the same time as learning how to enhance their own abilities and compe-
tences independently. A critical and enquiring approach is fostered through coopera-
tion and exchange with peers, contact with different methodologies and other national 
education systems and practices, and an encouragement to undertake action research 
and maintain reflective practice. Placing increased value on in-service education also 
integrates this critical attitude into language teaching. The transition between being a 
trainee teacher and a qualified teacher is important. Developing a critical and enquiring 
professional approach at an early stage helps to make this transition easier.

Initial teacher education may well include a course in language proficiency what 
will enhance and assess trainees’ linguistic competence. It is helpful for trainee teachers 
to study for a course to improve their language proficiency as part of their initial teacher 
education. This course might aim to improve their language competences in correspond-
ence with the learning scales outlined in the Common European Framework (CEF). The 
course might aim to improve key skills and fluency in writing, reading, speaking and 
listening, and in the trainee’s productive, receptive, interactive and mediating skills. It 
will be helpful for this course to be linked, if not integrated, with teaching about the 
CEF and ways of assessing learners’ progress. The course could also refer to the Euro-
pean Language Portfolio and other types of self-evaluation. It would be helpful for the 
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course to begin with an extensive language competence Needs Analysis questionnaire 
to determine the trainee teacher’s existing language levels based on the CEF.

Linked to this is training in the application of various assessment procedures and 
ways of recording learners’ progress. Trainee teachers need to be aware of the criteria 
that affect methods of assessment. They can be encouraged develop a comparative view 
of the advantages and disadvantages of various assessment methods such as oral and 
written tests or exams, summative assessment, written project-based work, continuous 
assessment, practical projects, group projects and portfolios. They may have the oppor-
tunity to experiment with different ways of recording learners’ progress, analysing 
the advantages and disadvantages of a range of methods. It would be useful for their 
assessment methods to correspond with the CEF scales, or to be compared with them. 
The CEF is widely employed across Europe. It provides a key point of comparison 
for national educational systems aiming to ensure similar levels of quality in foreign 
language teaching and learning. However, it can be difficult to validate assessment and 
testing materials against the CEF. Trainees need to be able to record their learners’ 
results accurately and from these they will be able to recognise areas of strengths and 
the areas where more work is needed. This is useful as it acts like an audit for the 
standard of teaching in general and highlights individual learner’s needs.

Developing know-how
Trainee teachers might receive training in ways of adapting teaching approaches to 
the educational context and individual needs of learners. They could be taught to be 
responsive to the different reasons people have for learning foreign languages. They 
need to understand the different factors that affect people’s abilities to learn, and the 
different attitudes and cultural perspectives people bring to learning. For example, the 
trend towards placing learners with special educational needs in mainstream schooling 
means that trainee teachers must be prepared to adapt their teaching approaches to meet 
a variety of different special needs. Adapting teaching approaches involves thinking 
about classroom management issues, sensitive and suitable use of materials and 
resources and employing a variety of learning activities to achieve learning outcomes. 

Many people learn foreign languages for vocational or professional purposes. Trainee 
teachers could be taught particular strategies for teaching such learners effectively. 
In particular, trainee teachers can aim to integrate vocational and professional issues 
into the foreign language classroom through relevant use of materials, resources and 
classroom techniques such as role-play and situation-based language learning. Learners 
from different regions of a country may have specific learning needs. They may speak 
regional dialects, which differ from the standard form of the language in which they are 
educated. Trainee teachers need to be made aware how to adapt their teaching of the 
foreign language to take this specific need into account. 

Learners from ethnic minorities or immigrant communities may also bring partic-
ular learning needs to the foreign language classroom. As with learners from different 
regions, the teacher will adopt different approaches to meet their needs. At the same 
time, learners whose first language is different from that used in the classroom add 
to the multilingual and multicultural learning environment. Learners with different 
linguistic abilities and experiences are valuable to the teacher and the class. Learners 
from different age groups may come to the language classroom with different experi-
ences and expectations. Trainee teachers ought to be aware of the potential social and 
culture differences between age groups, and be able to adapt to these.

Student teachers may receive training in methods of learning to learn. This means 
that they will be aware of the specific goals and outcomes of learning. They may be 
taught how to structure their learning strategies effectively and to reflect on the different 
ways in which learning occurs. They need to be able to respond to the specific learning 
contexts they encounter in the classroom. Methods of learning to learn used by a teacher 
can then be fostered in their learners. Key points in methods of learning to learn are: 
organising time; monitoring progress; identifying areas of strength and weakness; and 
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recognising different learning techniques and their contributions to learning. By under-
standing the implications of learning to learn, trainee teachers will be able to apply 
methodologies flexibly and creatively, and in a context-sensitive way. They can be 
encouraged to experiment with different teaching styles in order to develop a critical 
ability to distinguish which is best for the learning context.

Trainees might receive training in the development of independent language 
learning strategies. They will benefit from developing independent language learning 
strategies to improve their own language competence and to transfer these skills to their 
learners. New learning environments such as virtual resources, language centres, multi-
cultural learning environments as well as up to date course books and materials play a 
major role in this process. Knowledge of independent strategies allows teachers to set 
tasks for their learners that foster the ability to improve language competence beyond the 
classroom without the explicit guidance of the teacher. Independent language learning 
strategies help foster the practice of life-long language learning. As a result, teachers 
will be able to pass on to learners the methods they have been taught during their initial 
teacher education. Classroom-based learning and independent learning activities can be 
integrated. Independent learning strategies are valuable in promoting life-long learning 
skills, which should be a key focus as early as possible in the learning process.

It is increasingly important for trainee teachers to have training in Content and 
Language Integrated Learning (CLIL). This means that they will learn the meth-
odologies and strategies for teaching another subject through the medium of a foreign 
language. Even if trainee teachers do not intend to specialise in this area, such training 
improves their language competence, encourages more comprehensive use of the target 
language in non-CLIL classes, and gives teachers ways of raising social, cultural and 
value issues in their foreign language teaching. CLIL approaches also encourage coop-
eration with colleagues from different disciplines. CLIL approaches are recognised 
as a growing area in language teacher education across Europe and many institutions 
already use them or are planning to introduce them. However, CLIL approaches depend 
on the existence of local CLIL schools in which to train trainees. 

Recognising core values
Since language education necessarily carries values, trainee teachers need access 
to education about social and cultural values. They may be taught explicitly that 
teaching and learning foreign languages help promote social and cultural values such 
as respect for difference, active communication, a participatory attitude to society, and 
experience of a range of different cultures and lifestyles. These values are fostered 
through inclusive and context-sensitive classroom management strategies, a choice of 
teaching materials that reflects social diversity and cultural plurality, and the develop-
ment of international networks of communication and exchange between learners from 
different contexts and countries. 

Social and cultural values can obviously be promoted right across the school curric-
ulum. Language teachers benefit from cooperation with colleagues from different 
disciplines when promoting these values. The emphasis on social and cultural values 
will differ according to the local and national context of the school. Teachers may be 
made aware that social and cultural values cannot simply be applied, but are devel-
oped through an ongoing and context-sensitive process. When thinking of the social 
and cultural values of a range of countries, trainees might be reminded that what people 
have in common is as important as the differences that distinguish them.

Linked to this is training in the diversity of languages and cultures. Trainees may 
be taught that respect for diversity is a key element in their teacher education and subse-
quent teaching. They need to know about the linguistic profile of countries in which the 
languages they teach are spoken as native. They may be made aware of the importance 
of maintaining linguistic diversity in Europe, given the growing trend towards English 
as a global lingua franca. They need to be able to identify the diverse range of language 
contexts and backgrounds of their learners, and it will be useful for them to be familiar 
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with the notions of plurilingual competence and pluricultural competence set out in the 
CEF.

Training in the importance of teaching and learning about foreign languages and 
cultures could well be an explicit part of the teacher education programme. Trainee 
teachers need to be aware that their language teaching contributes to their learners’ abil-
ities to understand and respect others. They may be invited to recognise that learning 
foreign languages goes hand in hand with learning about other cultures, and leads to 
increased mobility in education, commerce, arts, tourism and numerous other spheres. 
They will know that learning foreign languages is a way of safeguarding linguistic and 
cultural identity, a process in which foreign language teachers play a crucial role. They 
will need to explain to their learners that learning foreign languages gives them impor-
tant benefits, including:

 ▶ increasing their mother-tongue competence;
 ▶ promoting their communicational and presentation skills;
 ▶ giving them access to other cultures which enrich their own cultural background;
 ▶ helping them to develop a critical mindset towards their own social and cultural 

presuppositions.

Since they need to be aware of the wider social and political contexts, teachers could 
usefully receive training in teaching European citizenship. They may be led to see that 
the concept of European citizenship entails a set of shared values and beliefs in democ-
racy, the rule of law, the free press and a shared cultural heritage. EU citizenship more 
specifically confers a set of legal and civic rights and duties on citizens, allowing them 
to work and travel freely between EU member states. They can incorporate this into 
teaching content through promotion of these shared values, choice of teaching materials 
and intercultural and multicultural networks and exchanges. The term ‘citizenship’ is 
complex, referring to different things in different contexts. European citizenship is not 
the same as national citizenship. Citizenship can refer to ideas concerning nationality 
or to issues of morality and responsibility, and teachers may be encouraged to explore 
the idea that European citizenship is one type of citizenship in a chain linking regional, 
national, international and global citizenship.

Working with colleagues and stakeholders
The areas discussed above, along with others explored in the Profile, can best be 
addressed by being included in programmes of language teacher education. In the first 
instance, this is a matter of curriculum development on the part of teacher educators. 
However, the effective implementation of these elements needs to be supported by 
broader social strategies, and in particular requires a higher level of cooperation between 
teachers, and increased cooperation between teachers and their principal stakeholders.

Cooperation between teachers is necessary to support the broad remit that language 
teachers will increasingly want to pursue. We have examined the first level of coopera-
tion, between teachers of different languages, but language teachers will also need to 
work closely with teachers of other subjects. This is not only a fundamental requirement 
of CLIL approaches, but will also be needed to foster an environment, which sustains 
the social and cultural values that language teachers represent. For example, the values 
of diversity will be a lot easier to convey to language learners in schools, which have 
an ethos of recognising diversity. It is much more effective if the language class is able 
to confirm and reinforce values of social and cultural diversity, which are also taught in 
other subject areas. This offers learners a more coherent experience, and also provides 
opportunities for teachers across the school to build a sense of community, based on 
shared values.

A further level of cooperation is needed between teachers in different sectors of 
education. Pragmatically, this is an important factor in enabling learners to make a 
successful transition between successive phases of their education. Language learning 
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is a long and cumulative process, and it is necessary for teaching at each stage to build 
on what has already been achieved. This is not always an easy thing to do, but is much 
more difficult if the teachers in one phase have no relationships of cooperation with 
teachers at a previous phase. Beyond the need to support transition, there are opportu-
nities for teachers in different sectors to learn from one another. There are differences 
in context and approach between sectors. Teaching strategies are not interchangeable. 
However, the differences can be a creative opportunity, if teachers are willing to learn 
from the insights generated by teachers in a different sector. The exchange of ideas must 
be a two-way process based on mutual respect if cooperation is to be developed. The 
benefits it can provide lie in building a richer learning community in which all teachers 
can participate.

Classroom teachers need to develop supportive relationships with those who have 
managerial responsibilities in their school, whether teachers or administrators. This is 
a sensible approach for teachers of any discipline, who need resources and other forms 
of support to enable their subject to flourish. In the case of languages, the role of school 
managers is important in supporting the social and cultural values embedded in the 
subject, and is particularly crucial in promoting mobility, study visits and links with 
teachers and schools in other countries.

In many instances, the forms of cooperation between teachers are assisted by asso-
ciations. Trainee teachers need to be aware of the support these can offer, for example, 
in providing information, in offering a network of contacts and in giving access to 
resources and opportunities for development. Associations can take many forms, and 
perhaps the most directly supportive for language teachers will be those organised 
around aspects of language education. But associations may be motivated by many 
other kinds of affinity: by type of school, by social or cultural orientation or by regional 
location, for example. In some countries, important opportunities may be provided by 
trade unions, political parties, religious groups or voluntary organisations.

Teachers will find many opportunities for cooperation arising from continuing profes-
sional development, sometimes called in-service training. There are many providers of 
different kinds, and teachers can allocate a limited amount of time to these activities. 
They will therefore need to choose their opportunities carefully. However, this is an 
important pathway to developing their professional standing, and in due course young 
teachers may themselves become trainers and be able to pass on their experience and 
insights within the learning community of teachers.

The task of cooperating with other educators is a substantial commitment, but teachers 
must also learn to develop partnerships with a range of other stakeholders: people who 
have an interest in the outcomes of their teaching. From an early point in their career, 
teachers become aware that their relationship with their learners is a reciprocal one. 
They can learn from their students at the same time as teaching them. They are likely 
to have contact with parents, whether on an individual basis or through organised struc-
tures. It is helpful to be aware that this is an important partnership both for the wellbeing 
of students and for the support that the school can receive within the local community.

At a broader social level, teachers encounter a range of advisors, inspectors and other 
officials with responsibility for the public administration of education. It is helpful for 
teachers to view this as a form of partnership, in which both partners can assist the other. 
This may be difficult to see in the case of relations of authority, where the teacher is 
accountable to the administrator, or being evaluated by them. However, if approached 
in this positive spirit, the relationship is more likely to be a helpful one. The same is 
true of the range of policy-makers, with whom teachers are likely to have contact during 
the course of their career. If teachers can engage constructively with civil servants, 
politicians and other decision-makers, they can expect to help shape the way in which 
education policy develops, and thus contribute to the creation of a more supportive 
environment within which to pursue their own teaching and professional development.
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In recent years, it has been recognised that partnerships need to be developed between 
teachers and people in businesses or in voluntary bodies. On the one hand, these organi-
sations are dependent on the work of teachers in preparing students to enter the world 
of work and to play an effective role in their employment. On the other hand, people in 
business or other enterprises can support teachers in a number of ways. These include 
offering work placements and careers advice. Employers and business people are also 
playing an increasing role in making the case publically for the value of language educa-
tion and providing motivations for people to engage actively in learning languages.

Conclusions
From this discussion, it is clear that the development of language teacher education now 
takes place within a complex and rapidly changing context. The purposes of language 
teaching connect with the broader European project of creating a multilingual and 
multicultural society. In order to achieve it, Europe will need to extend the scope and 
quality of language teaching, and will need well trained and energetic language teachers 
to carry it forward. The future development of language teacher education must take 
these strategic issues into account, and be sensitive to the social and economic condi-
tions, which shape the way in which teacher educators can carry out their role. 

The role of languages is evolving in the contemporary world, with the upsurge in the 
numbers of languages in contact, and the conflicting demands of identity and commu-
nication. And there are several ways of addressing these changes, including the role of 
technology, the development of intercultural approaches and the emergence of content 
and language integrated learning. These figure as complementary to traditional language 
education but may also appear as alternatives to language learning. 

In response to this rapidly shifting context, there are many elements that can be incor-
porated effectively into initial training and continuing professional development. These 
elements concern the organisation of language education, and the knowledge, strate-
gies and values that it embodies. And beyond this, educators can play an active role in 
building cooperation between teachers in their own subject area and in other subjects. 
They can also increase their effectiveness through engaging in productive partnerships 
with a wider range of stakeholders. 

The challenge for language teachers and for educators is now very great. There are 
many tools they can adopt in order to meet the challenge, but it is far from certain that 
they will be successful. If they fail, Europe could fall into a linguistic dystopia in which 
the majority of citizens speak only their own language and perhaps a common lingua 
franca, often imperfectly and reluctantly. This outcome could have grave consequences 
for Union. On the other hand, if they are successful in revitalising language educa-
tion, then language teachers will be able to play a pivotal role in developing the kind 
of Europe in which many voices can be heard, and where mutual understanding can 
flourish. In this sense, the education of language teachers is of strategic importance to 
the future of Europe. 
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