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     Foreword 

The Common European Framework of Reference for Languages: Learning, teaching, assessment 
(CEFR) was published in 2001 (European Year of Languages) after a comprehensive process of 
drafting, piloting and consultation undertaken by the Council of Europe in Strasbourg. Available in 40 
languages the CEFR is one of the best known and most used Council of Europe policy instruments and 
has been the subject of Recommendations by its Committee of Ministers and Parliamentary Assembly. 
The CEFR has also been adopted by the European Commission, including in their EUROPASS project 
and the project to establish a European Indicator of Language Competence. 

The CEFR is one of a number of major initiatives in the language field by the Council of Europe in an 
engagement that has been continuous since 1964. Engagement in languages started as a means to 
increase international understanding, promote lifelong learning and increase the quality and practicality 
of language education in schools. It is evident that language education is fundamental to the effective 
enjoyment of the right to education and other individual human rights and the rights of minorities. 

Since the CEFR was published, the engagement of the Councilôs Language Policy Programme 
together with its European Centre for Modern Languages (ECML) has broadened, building on the 
success of the CEFR and other projects. A number of policy documents and resources that further 
develop the underlying educational principles and objectives of the CEFR are available, not only 
concerning foreign/second languages but also as regards the language of schooling, and the 
development of curricula to promote plurilingual and intercultural education. Many of these are 
available on the Platform of resources and references for plurilingual and intercultural education, for 
example: 

Ʒ Guide for the Development and Implementation of Curricula for Plurilingual and Intercultural 
Education; 

Ʒ A Handbook for Curriculum Development and Teacher Education Concerning the Language 
Dimension in All Subjects. 

Ʒ From Linguistic Diversity to Plurilingual Education: Guide for the Development of Language 
Education Policies in Europe; 

Others are available separately: 

Ʒ Policy guidelines and resources for the linguistic integration of adult migrants; 

Ʒ Guidelines for Intercultural Education and an Autobiography of Intercultural Encounters 

Competences for Democratic Culture: Living together as equals in culturally diverse democratic 
societies (2016).Since its launch, the CEFR, together with its related instrument for learners, the 
European Language Portfolio (ELP), has been a central feature of the Council of Europeôs 
intergovernmental programmes in the field of education, including their initiatives to promote the right to 
quality education for all. The development of language competences is essential for social inclusion, 
mutual understanding and professional development. The CEFR has contributed to the implementation 
of the Council of Europeôs language education principles, including the promotion of reflective learning 
and learner autonomy. 

A comprehensive set of resources has been developed around the CEFR since its publication in order 
to support implementation and, like the CEFR itself, is presented on the Councilôs CEFR website and 
the ECMLôs thematic area website for CEFR and ELP. However, regardless of all the support material 
provided, the Council of Europe has frequently received requests to continue to develop aspects of the 
CEFR, particularly the illustrative descriptors of second/foreign language proficiency. Requests have 
been made to complement the original illustrative scales with descriptors for mediation, reactions to 
literature and online interaction, to produce versions for young learners and for sign languages, as well 
as to develop more detailed coverage in the descriptors for A1 and the C levels. Much work done by 
other institutions and professional bodies since the publication of the CEFR has confirmed the validity 
of the initial research conducted in a Swiss National Science Research project by Brian North and 
Günther Schneider. To respond to the requests received and in keeping with the open, dynamic 

http://www.coe.int/en/web/common-european-framework-reference-languages/recommendations
http://europass.cedefop.europa.eu/
http://www.coe.int/lang-platform
https://rm.coe.int/16806ae621
https://rm.coe.int/16806ae621
https://rm.coe.int/a-handbook-for-curriculum-development-and-teacher-training-the-languag/16806af387
https://rm.coe.int/a-handbook-for-curriculum-development-and-teacher-training-the-languag/16806af387
https://rm.coe.int/16802fc1c4
https://rm.coe.int/16802fc1c4
http://www.coe.int/en/web/lang-migrants/officials-texts-and-guidelines
http://www.coe.int/t/dg4/autobiography/default_en.asp
https://rm.coe.int/16806ccc07
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character of the CEFR, the Education Policy Division (Language Policy Programme) therefore resolved 
to build on the widespread adoption and use of the CEFR to produce an extended version of the 
illustrative descriptors that complements the original ones contained in the body of the CEFR text. For 
this purpose, validated and calibrated descriptors were generously offered to the Council of Europe by 
a number of institutions in the field of language education. 

However, for mediation, an important concept introduced in the CEFR which has assumed even 
greater importance with the increasing linguistic and cultural diversity of our societies, no validated and 
calibrated descriptors existed. The development of descriptors for mediation was, therefore, the longest 
and most complex part of the project that led to the production of this CEFR Companion Volume. 
Descriptor scales are provided for mediating a text, for mediating concepts, for mediating 
communication, as well as for the related mediation strategies and plurilingual/pluricultural 
competences. In addition, illustrative descriptor scales specifically for sign languages are provided, 
again informed by a Swiss National Science Research project2. Links to variants of the original CEFR 
illustrative descriptors scales produced for sign language in the  project of the Council of 
Europeôs European Centre for Modern Languages (ECML) are also provided. 

The fact that this extension takes the CEFR descriptors beyond the area of modern language learning 
to encompass aspects relevant to language education across the curriculum was overwhelmingly 
welcomed in the extensive consultation process undertaken in 2016ï17. This reflects the increasing 
awareness of the need for an integrated approach to language education across the curriculum. 
Language teaching practitioners particularly welcomed descriptors concerned with online interaction, 
collaborative learning and mediating text. The consultation also confirmed the importance that policy 
makers attach to the provision of descriptors for plurilingualism/pluriculturalism.  This is reflected in the 
Council of Europeôs recent initiative to develop competences for democratic culture, such as valuing 
cultural diversity and openness to cultural otherness and to other beliefs, world views and practices. 

In addition to the extended illustrative descriptors, this CEFR Companion Volume contains an 
introduction to the aims and main principles of the CEFR that the Council of Europe hopes will help to 
increase awareness of all of the messages of the CEFR. The main functions of the CEFR are:  (a) to 
provide a metalanguage for discussing the complexity of language proficiency and for reflecting on and 
communicating decisions on learning objectives and outcomes that are coherent and transparent, and 
(b) to provide inspiration for curriculum development and teacher education. To assist in these 
functions, each descriptor scale is now presented with a rationale. 

In addition to the Companion Volume, a new collation of descriptors relevant for young learners, put 
together by the Eurocentres Foundation, is also available to assist with course planning and self-
assessment. Here, a different approach was adopted: descriptors in the extended illustrative 
descriptors that are relevant for two age groups (7ï10 and 11ï15) were selected. Then a collation was 
made of the adaptations of these descriptors relevant to young learners that appeared in ELPs, 
complemented with assessment descriptors for young learners generously offered by Cambridge 
English Language Assessment. 

The Council of Europe hopes that this Companion Volume, with its extension of the CEFR illustrative 
descriptors to include areas such as mediation, plurilingual/pluricultural competence and sign language 
will contribute to the quality inclusive education for all, and the promotion of plurilingualism and 
pluriculturalism. It is important to note that the additions do not impact on the construct described in the 
CEFR, or on its Common Reference Levels. The Companion Volume, and in particular the descriptors 
for new areas, represent an enrichment of the original descriptive apparatus. Those responsible for 
curriculum planning for foreign languages and languages of schooling will find further guidance for 
promoting plurilingual and intercultural education in the Guide for the Development and Implementation 
of Curricula for Plurilingual and Intercultural Education. 

 

Sjur Bergan               Villano Qiriazi 

Head of Education Department       Head of Education Policy Division 

                                                
2 Swiss National Research Programme Project 100015_156592 Gemeinsamer Europäischer Referenzrahmen für 
Gebärdensprachen: Empirie-basierte Grundlagen für grammatische, pragmatische und soziolinguistische Deskriptoren in 
Deutschschweizer Gebärdensprache conducted at the Zurich University of Applied Science (ZHAW, Winterthur). 
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     Introduction to the CEFR Companion   
     Volume 

The Common European Framework of Reference for Languages: Learning, teaching, assessment 
(CEFR), and this current extension of it, are part of the Council of Europeôs goal to ensure quality 
inclusive education as a right of all citizens. This CEFR Companion Volume is intended as a 
complement to the CEFR, which was published as a book in 2001 and which is available in 40 
languages at the time of writing. The present document does not change the status of that 2001 
publication. 

Following this brief introduction, the Volume elaborates some of the key notions of the CEFR as a 
vehicle for promoting quality in second/foreign language teaching and learning as well as plurilingual 
and intercultural education. The CEFR consists of far more than a set of language proficiency levels. 
As explained in the text, the CEFR broadens the perspective of language education in a number of 
ways, not least by its vision of the user/learner as a social agent, co-constructing meaning in 
interaction, and by the notions of mediation and plurilingual / pluricultural competences. The CEFR has 
proved successful precisely because it encompasses educational values, a clear model of language-
related competences and language use, and practical tools, in the form of illustrative descriptors, to 
facilitate the development of curricula and orientation of teaching and learning. 

The Companion Volume is the product of a project of the Education Policy Division (Language Policy 
Programme) of the Council of Europe. The focus in that project was to update the CEFR illustrative 
descriptors by: 

Ʒ highlighting certain innovative areas of the CEFR for which no descriptor scales had been 
provided in the 2001 set of descriptors, but which have become increasingly relevant over the 
past twenty years, especially mediation and plurilingual / pluricultural competence; 

Ʒ building on the successful implementation and further development of the CEFR, for example 
by more fully defining óplus levelsô and a new óPre-A1ô level; 

Ʒ responding to demands for  more elaborate description of listening and reading in existing 
scales, and for descriptors for other communicative activities such as online interaction, using 
telecommunications, expressing reactions to creative text and literature; 

Ʒ enriching the description at A1, and at the C levels, particularly C2. 

Following the text on the CEFR, therefore, the Companion volume presents the extended version of 
the illustrative descriptors: 

Ʒ newly developed illustrative descriptor scales are introduced alongside the existing ones; 

Ʒ schematic tables are provided, which group scales belonging to the same category 
(communicative language activities or aspects of competence); 

Ʒ a short rationale is presented for each scale, explaining the thinking behind the categorisation; 

Ʒ descriptors that were developed and validated in the project, but not subsequently included in 
the illustrative descriptors are presented in an appendix (Appendix 9). 

In addition to the Companion Volumeôs clarification of aspects of the CEFR, and the extended 
illustrative descriptors that it provides, users may wish to consult the following two fundamental policy 
documents related to plurilingual, intercultural and inclusive education: 

Ʒ Guide for the Development and Implementation of Curricula for Plurilingual and Intercultural 
Education (2016), which constitutes an operationalization and further development of CEFR 
Chapter 8 on language diversification and the curriculum. 

https://rm.coe.int/1680459f97
https://rm.coe.int/1680459f97
https://rm.coe.int/16806ae621
https://rm.coe.int/16806ae621
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Ʒ Competences for Democratic Culture: Living together as equals in culturally diverse 
democratic societies (2016), the sources for which helped to inspire some of the new 
descriptors for mediation included in this volume. 

Users concerned with school education may also wish to consult the paper Education, mobility, 
otherness: the mediation functions of schools (2015), which helped the conceptualisation of mediation 
in the descriptor development project. 

 

https://rm.coe.int/16806ccc07
https://rm.coe.int/16806ccc07
https://rm.coe.int/education-mobility-otherness-the-mediation-functions-of-schools/16807367ee
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     Key aspects of the CEFR for teaching  
     and learning 

The Common European Framework of Reference for Languages: Learning, teaching, assessment 
(CEFR) presents a comprehensive descriptive scheme of language proficiency and a set of common 
reference levels (A1-C2) defined in illustrative descriptor scales, plus options for curriculum design 
promoting plurilingual and intercultural education, further elaborated in the Guide mentioned in the 
introduction. 

One of the main principles of the CEFR is the 
promotion of the positive formulation of 
educational aims and outcomes at all levels. Its 
óCan doô definition of aspects of proficiency provides 
a clear, shared roadmap for learning, and a far more 
nuanced instrument to gauge progress than an 
exclusive focus on scores in tests and examinations. 
This principle is based on the CEFR view of 
language as a vehicle for opportunity and success in 
social, educational and professional domains. This 
key feature contributes to the Council of Europeôs 
goal of quality inclusive education as a right of all 
citizens. The Council of Europeôs Committee of 
Ministers recommends the óuse of the CEFR as a 
tool for coherent, transparent and effective 
plurilingual education in such a way as to promote 
democratic citizenship, social cohesion and 
intercultural dialogueô (CM/Rec(2008)7). 

As well as being used as a reference tool by almost 
all member states of the Council of Europe and the 
European Union, the CEFR has also had a 
considerable influence beyond Europe and this is an 
on-going process. In fact, the CEFR is being used 
not only to provide transparency and clear reference points for assessment purposes, but also 
increasingly to inform curriculum reform and pedagogy. This development reflects the forward-
looking conceptual underpinning of the CEFR and has paved the way for a new phase of work around 
the CEFR, leading to the extension of the illustrative descriptors published in this CEFR Companion 
Volume. Before presenting the illustrative descriptors, however, a reminder of the purpose and nature 
of the CEFR is outlined. First we consider the aims of the CEFR, its descriptive scheme and the action-
oriented approach, then the Common Reference Levels and creating profiles in relation to them, plus 
the illustrative descriptors themselves, and finally the concepts of plurilingualism/pluriculturalism and 
mediation that were introduced to language education by the CEFR. 

The aims of the CEFR 

The stated aims of the CEFR are to: 

Ʒ promote and facilitate co-operation among educational institutions in different countries; 

Ʒ provide a sound basis for the mutual recognition of language qualifications; 

Ʒ assist learners, teachers, course designers, examining bodies and educational administrators 
to situate and co-ordinate their efforts. (CEFR: Section 1.4) 

  

BACKGROUND TO THE CEFR 

The CEFR was developed as a continuation of the 
Council of Europeôs work in language education during 
the 1970s and 1980s. The CEFR óaction-oriented 
approachô builds on and goes beyond the 
communicative approach proposed in the mid-1970s in 
The Threshold Level, the first functional/notional 
specification of language needs. 

The CEFR, and the related European Language 
Portfolio that accompanied it, were recommended by 
an inter-governmental Symposium held in Switzerland 
in 1991. As its title suggests, the CEFR is concerned 
principally with learning and teaching. It aims to 
facilitate transparency and coherence between 
curriculum, teaching and assessment within an 
institution and transparency and coherence between 
institutions, educational sectors, regions and countries. 

The CEFR was piloted in draft versions in 1996 and 
1998 before being published in English (Cambridge 
University Press) and French (Hatier-Didier) in 2001 
and has since been translated into 40 languages. 

https://rm.coe.int/1680459f97
https://rm.coe.int/1680459f97
https://rm.coe.int/16806ae621
https://search.coe.int/cm/Pages/result_details.aspx?ObjectId=09000016805d2fb1
https://www.coe.int/en/web/portfolio
https://www.coe.int/en/web/portfolio
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But besides these formal and institutional aims, the CEFR seeks to continue the impetus that Council 
of Europe projects have given to educational reform. In addition to promoting the teaching and learning 
of languages as a means of communication, the CEFR brings a new, empowering vision of the learner. 
The CEFR presents the language user/learner as a ósocial agent,ô acting in the social world and 
exerting agency in the learning process. This implies a real paradigm shift in both course planning 
and teaching, promoting learner engagement and autonomy. 

The CEFRôs action-oriented approach represents 
a shift away from syllabuses based on a linear 
progression through language structures, or a pre-
determined set of notions and functions, towards 
syllabuses based on needs analysis, oriented 
towards real-life tasks and constructed around 
purposefully selected notions and functions. This 
promotes a proficiency perspective guided by óCan 
doô descriptors rather than a deficiency perspective 
focusing on what the learners have not yet acquired. 
The idea is to design curricula and courses based on 
real world communicative needs, organized around 
real-life tasks and accompanied by óCan doô 
descriptors that communicate aims to learners. 
Fundamentally, the CEFR is a tool to assist the 
planning of curricula, courses and examinations by 
working backwards from what the users/learners 
need to be able to do in the language. The 
provision of a comprehensive descriptive scheme 
containing illustrative óCan doô descriptor scales for 
as many aspects of the scheme as proves feasible 
(CEFR Chapters 4 and 5), plus associated content 
specifications published separately for different 
languages (= Reference Level Descriptions: RLDs) 
is intended to provide a basis for such planning. 

To further promote and facilitate cooperation, the 
CEFR also provides common reference levels A1 
ï C2, defined by the illustrative descriptors. The 
Common Reference Levels are introduced in CEFR 
Chapter 3 and used for the descriptor scales 
distributed throughout CEFR Chapters 4 and 5. The 
provision of a common descriptive scheme, common 
reference levels, and illustrative descriptors defining 
aspects of the scheme at the different levels, is intended to provide a common metalanguage for the 
language education profession in order to facilitate communication, networking, mobility and 
the recognition of courses taken and examinations passed. In relation to examinations, the 
Councilôs Language Policy Programme has published a Manual for relating language examinations to 
the CEFR, now accompanied by a toolkit of accompanying material and a volume of case studies 
published by Cambridge University Press, together with a Manual for Language Test Development and 
Examining. The Councilôs ECML has also produced Relating language examinations to the Common 
European Framework of Reference for Languages: Learning, teaching, assessment (CEFR) Highlights 
from the Manual and provides capacity-building to member states through its RELANG initiative. 

However, it is important to underline once again that the CEFR is a tool to facilitate educational 
reform projects, not a standardisation tool. Equally, there is no body monitoring or even 
coordinating its use. The CEFR itself states right at the very beginning: 

óOne thing should be made clear right away. We have NOT set out to tell practitioners 
what to do, or how to do it. We are raising questions, not answering them. It is not the 
function of the Common European Framework to lay down the objectives that users 
should pursue or the methods they should employô. (CEFR: Notes to the User) 

  

PRIORITIES OF THE CEFR 

The provision of common reference points is 
subsidiary to the CEFRôs main aim of facilitating quality 
in language education and promoting a Europe of 
open-minded plurilingual citizens. This was clearly 
confirmed at the intergovernmental Language Policy 
Forum that reviewed progress with the CEFR in 2007, 
as well as in several recommendations from the 
Committee of Ministers. This main focus is 
emphasized yet again in the Guide for the 
Development and Implementation of Curricula for 
Plurilingual and Intercultural Education. However, at 
the same time, the Language Policy Forum underlined 
the need for responsible use of the CEFR levels, 
exploitation of the methodologies and resources 
provided for developing examinations and relating 
them to the CEFR. 

However, as the subtitle learning, teaching, 
assessment makes clear; the CEFR is not just an 
assessment project. CEFR Chapter 9 outlines many 
different approaches to assessment, most of which are 
alternatives to standardized tests. It explains ways in 
which the CEFR in general, and its illustrative 
descriptors in particular, can be helpful to the teacher 
in the assessment process, but there is no focus on 
language testing and no mention at all of test items. 

In general, the Language Policy Forum emphasised 
the need for international networking and exchange of 
expertise in relation to the CEFR through bodies like 
ALTE, EALTA and Eaquals. 

http://www.coe.int/en/web/common-european-framework-reference-languages/reference-level-descriptions
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Implementing the action-oriented approach 

The CEFR sets out to be comprehensive, in the sense that it is possible to find the main approaches to 
language education in it, and neutral, in the sense that it raises questions rather than answering them 
and does not prescribe any particular pedagogic approach. There is, for example, no suggestion that 
one should stop teaching grammar or literature. There is no óright answerô given to the question of how 
best to assess a learnerôs progress. Nevertheless, the CEFR takes an innovative stance in seeing 
learners as language users and social agents, and thus seeing language as a vehicle for 
communication rather than as a subject to study. In so doing, it proposes the analysis of learnersô 
needs and the use of óCan doô descriptors and communicative tasks, on which there is a whole chapter: 
CEFR Chapter 7. 

The methodological message of the CEFR is that 
language learning should be directed towards 
enabling learners to act in real-life situations, 
expressing themselves and accomplishing tasks of 
different natures. Thus, the criterion suggested for 
assessment is communicative ability in real life, in 
relation to a continuum of ability (Levels A1-C2). This 
is the original and fundamental meaning of ócriterionô 
in the expression ócriterion-referenced assessmentô. 
Descriptors from CEFR Chapters 4 and 5 provide a 
basis for the transparent definition of curriculum aims 
and of standards and criteria for assessment, with 
Chapter 4 focussing on activities (óthe WHATô) and 
Chapter 5 focussing on competences (óthe HOWô). 
This is not educationally neutral. It implies that the 
teaching and learning process is driven by action, that 
it is action-oriented. It also clearly suggests planning 
backwards from learnersô real life communicative 
needs, with consequent alignment between 
curriculum, teaching and assessment. 

At the classroom level, there are several implications of the implementation of the action-oriented 
approach. Seeing learners as social agents implies involving them in the learning process possibly with 
descriptors as a means of communication. It also implies recognising the social nature of language 
learning and language use, the interaction between the social and the individual in the process of 
learning. Seeing learners as language users implies extensive use of the target language in the 
classroom ï learning to use the language rather than just learning about the language (as a subject). 
Seeing learners as plurilingual, pluricultural beings means allowing them to use all their linguistic 
resources when necessary, encouraging them to see similarities and regularities as well as differences 
between languages and cultures. Above all, the action-oriented approach implies purposeful, 
collaborative tasks in the classroom, whose primary focus is not language. If the primary focus of a 
task is not language, then there must be some other product or outcome (e.g. planning an outing, 
making a poster, creating a blog, designing a festival, choosing a candidate, etc.). Descriptors can be 
used to help to design such tasks and also to observe, and if desired, (self-) assess the language use 
of learners during the task. 

Both the CEFR descriptive scheme and the action-oriented approach put the co-construction of 
meaning (through interaction) at the centre of the learning and teaching process. This has clear 
implications for the classroom. At times, this interaction will be between teacher and learner(s), but at 
times, it will take a collaborative nature between learners themselves. The precise balance between 
teacher-centred instruction and such collaborative interaction between learners in small groups is likely 
to reflect the context, the pedagogic tradition in that context and the proficiency level of the learners 
concerned. In the reality of todayôs increasingly diverse societies, the construction of meaning may take 
place across languages and draw upon user/learnersô plurilingual and pluricultural repertoires. 

  

A REMINDER OF CEFR CHAPTERS 

Chapter 1: The Common European Framework in its 
political and educational context 

Chapter 2: Approach adopted 

Chapter 3: Common Reference Levels 

Chapter 4: Language use and the language 
user/learner 

Chapter 5: The user/learnerôs competences 

Chapter 6: Language learning and teaching 

Chapter 7: Tasks and their role in language teaching 

Chapter 8: Linguistic diversification and the 
curriculum 

Chapter 9: Assessment 

https://rm.coe.int/1680459f97
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Plurilingual and pluricultural competence 

The CEFR distinguishes between multilingualism (the coexistence of different languages at the social 
or individual level) and plurilingualism (the dynamic and developing linguistic repertoire of an individual 
user/learner). Plurilingualism is presented in the CEFR as an uneven and changing competence, in 
which the user/learnerôs resources in one language or variety may be very different in nature to those 
in another. However, the fundamental point is that plurilinguals have a single, inter-related, repertoire 
that they combine with their general competences and various strategies in order to accomplish tasks 
(CEFR Section 6.1.3.2). 

Plurilingual competence as explained in the CEFR (Section 1.3) involves the ability to call flexibly upon 
an inter-related, uneven, plurilinguistic repertoire to: 

Ʒ switch from one language or dialect (or 
variety) to another; 

Ʒ express oneself in one language (or dialect, 
or variety) and understand a person speaking 
another; 

Ʒ call upon the knowledge of a number of 
languages (or dialects, or varieties) to make 
sense of a text; 

Ʒ recognise words from a common international 
store in a new guise; 

Ʒ mediate between individuals with no common 
language (or dialect, or variety), even with 
only a slight knowledge oneself; 

Ʒ bring the whole of oneôs linguistic equipment 
into play, experimenting with alternative forms 
of expression; 

Ʒ exploit paralinguistics (mime, gesture, facial 
expression, etc.). 

Mediation between individuals with no common language is one of the activities in the list above. 
Because of the plurilingual nature of such mediation, descriptors were also developed and validated for 
the other points in the above list during the 2014ï17 Project to develop descriptors for mediation. This 
was successful except in respect of the last point (paralinguistics), on which unfortunately informants 
could not agree as to its relevance or interpret descriptors consistently. 

At the time that the CEFR was published, the concepts 
discussed in this section, especially the idea of a holistic, 
inter-related plurilingual repertoire, were innovative. 
However, that idea has since been supported by 
psychological and neurological research in relation to both 
people who learn an additional language early in life and 
those who learn them later, with stronger integration for the 
former. Plurilingualism has also been shown to result in a 
number of cognitive advantages, due to an enhanced 
executive control system in the brain (i.e. the ability to divert 
attention from distractors in task performance). 

Most of the references to plurilingualism in the CEFR are to 
óplurilingual and pluricultural competenceô. This is because 
the two aspects usually go hand-in-hand. Having said that, 
however, one form of unevenness may actually be that one 
aspect (e.g. pluricultural competence) is much stronger than 
the other (e.g. plurilingual competence: see CEFR Section 
6.1.3.1). 

  

By a curious coincidence, 1996 is also the 
year in which the term ótranslanguagingô is 
recorded (in relation to bilingual teaching in 
Wales). Translanguaging is an action 
undertaken by plurilingual persons, where 
more than one language may be involved. A 
host of similar expressions now exist, but all 
are encompassed in the term plurilingualism. 

Plurilingualism can in fact be considered 
from various perspectives: as a sociological 
or historical fact, as a personal characteristic 
or ambition, as an educational philosophy or 
approach, or ï fundamentally ï as the socio-
political aim of preserving linguistic diversity. 
All these perspectives are increasingly 
common across Europe. 

The linked concepts of plurilingualism / 
pluriculturalism and partial competences were 
introduced to language education for the first time in 
Draft 2 of the CEFR proposal in 1996. 

They were developed as a form of dynamic, creative 
process of ólanguagingô across the boundaries of 
language varieties, as a methodology and as 
language policy aims. The background to this 
development was a series of studies in bilingualism 
in the early 1990s at the research centre CREDIF in 
Paris. 

The curriculum examples given in what is now CEFR 
Chapter 8 consciously promoted the concepts of 
plurilingual and pluricultural competence. 

These two concepts appeared in a more elaborated 
form in the following year 1997 in the paper 
Plurilingual and Pluricultural Competence. 

http://rm.coe.int/CoERMPublicCommonSearchServices/DisplayDCTMContent?documentId=090000168069d29b
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One of the reasons for promoting the development of plurilingualism and pluriculturalism is that 
experience of them: 

Ʒ óexploits pre-existing sociolinguistic and pragmatic competences which in turn develops them 
further; 

Ʒ leads to a better perception of what is general and what is specific concerning the linguistic 
organisation of different languages (form of metalinguistic, interlinguistic or so to speak 
óhyperlinguisticô awareness); 

Ʒ by its nature refines knowledge of how to learn and the capacity to enter into relations with 
others and new situations. It may, therefore, to some degree accelerate subsequent learning 
in the linguistic and cultural areasô. (CEFR Section 6.1.3.3) 

Neither pluriculturalism nor the notion of intercultural competence ï referred to briefly in CEFR Section 
5.1.1.3 and 5.1.2.2 ï are greatly developed in the CEFR book. The implications of plurilingualism and 
intercultural competence for curriculum design in relation to the CEFR are outlined in the Guide for the 
Development and Implementation of Curricula for Plurilingual and Intercultural Education. In addition, a 
detailed taxonomy of aspects of plurilingual and pluricultural competence relevant to pluralistic 
approaches is available in the ECMLôs Framework of Reference for Pluralistic Approaches to 
Languages and Cultures (FREPA). 

The CEFR descriptive scheme 

In this section, we outline the descriptive scheme of the CEFR and point out which elements have been 
further developed in the 2014ï17 Project. As mentioned above, a core aim of the CEFR is to provide a 
common descriptive metalanguage to talk about language proficiency. Figure 1 presents the structure 
of the CEFR descriptive scheme diagrammatically. 

After an introduction to relevant key concepts (CEFR Chapter 1), the CEFR approach is introduced in 
the very short CEFR Chapter 2. In any communicative situation, general competences (e.g. 
knowledge of the world, socio-cultural competence, intercultural competence, professional experience 
if any: CEFR Section 5.1) are always combined with communicative language competences 
(linguistic, sociolinguistic and pragmatic competences: Section 5.2), and strategies (some general, 
some communicative language strategies) in order to complete a task (CEFR Chapter 7). Tasks 
often require some collaboration with others ï hence the need for language. The example chosen in 
CEFR Chapter 2 to introduce this idea ï moving ï is one in which the use of language is only 
contingent on the task. In moving a wardrobe, some communication, preferably through language, is 
clearly advisable, but language is not the focus of the task. Similarly, tasks demanding greater 
sophistication of communication, such as agreeing on the preferred solution to an ethical problem, or 
holding a project meeting, focus on the task outcomes rather than the language used to achieve them. 

The overall approach of the CEFR is summarised in a single paragraph in CEFR Chapter 2: 

óLanguage use, embracing language learning, comprises the actions performed by 
persons who as individuals and as social agents develop a range of competences, both 
general and in particular communicative language competences. They draw on the 
competences at their disposal in various contexts under various conditions and under 
various constraints to engage in language activities involving language processes to 
produce and/or receive texts in relation to themes in specific domains, activating those 
strategies which seem most appropriate for carrying out the tasks to be accomplished. 
The monitoring of these actions by the participants leads to the reinforcement or 
modification of their competencesô. (CEFR Section 2.1) 

Thus, in performing tasks, competences and strategies are mobilised in the performance and in turn 
further developed through that experience. In an óaction-oriented approach,ô which translates the CEFR 
descriptive scheme into practice, some collaborative tasks in the language classroom are 
therefore essential. This is why the CEFR includes a chapter on tasks. CEFR Chapter 7 discusses 
real-life tasks and pedagogic tasks, possibilities for compromise between the two, factors that make 
tasks simple or complex from a language point of view, conditions and constraints etc. The precise 
form that tasks in the classroom may take, and the dominance that they should have in the 
programme, is for users of the CEFR to decide. CEFR Chapter 6 surveys language teaching 
methodologies, pointing out that different approaches may be appropriate for different contexts. As a 
matter of fact, the CEFR scheme is highly compatible with several recent approaches to second 
language learning, including the task-based approach, the ecological approach and in general all 

https://rm.coe.int/16806ae621
https://rm.coe.int/16806ae621
http://carap.ecml.at/Accueil/tabid/3577/language/en-GB/Default.aspx
http://carap.ecml.at/Accueil/tabid/3577/language/en-GB/Default.aspx
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approaches informed by sociocultural and socio-constructivist theories. Starting from a discussion of 
the place of plurilingualism in language education, CEFR Chapter 8 outlines alternative options for 
curriculum design, a process taken further in the Guide for the Development and Implementation of 
Curricula for Plurilingual and Intercultural Education. No matter what perspective is adopted, it is 
implicit that tasks in the language classroom should involve communicative language activities and 
strategies (CEFR Section 4.4) that also occur in the real world, like those listed in the CEFR 
descriptive scheme. 

With its communicative language activities and strategies, the CEFR replaces the traditional model of 
the four skills (listening, speaking, reading, writing), which has increasingly proved inadequate to 
capture the complex reality of communication. Moreover, organisation by the four skills does not lend 
itself to any consideration of purpose or macro-function. The organisation proposed by the CEFR is 
closer to real-life language use, which is grounded in interaction in which meaning is co-constructed. 
Activities are presented under four modes of communication: reception, production, interaction and 
mediation. 

 

Figure 1 ï The structure of the CEFR descriptive scheme3. 

The development of the CEFR categories for communicative activities was considerably influenced by 
the distinction between transaction and interpersonal language use, and between interpersonal and 
ideational language use (development of ideas).  This can be seen in Table 1. 
  

                                                
3 Taken from page 55 of the ECEP project publication: Piccardo, E., Berchoud, M., Cignatta, T., Mentz, O. and Pamula, M. 
(2011). Pathways Through Assessment, Learning and Teaching in the CEFR. Graz, Austria: European Centre for Modern 
Languages: ISNBN: 978-92-871-7159-7 
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Table 1 ï Macro-functional basis of CEFR categories for communicative language activities  

 RECEPTION PRODUCTION INTERACTION MEDIATION 

Creative, 
Interpersonal 
Language Use  

e.g. Reading as a 
leisure activity 

e.g. Sustained 
monologue: Describing 
experience 

e.g. Conversation 
Mediating 
communication 

Transactional 
Language Use  

e.g. Reading for 
information and 
argument 

e.g. Sustained 
monologue: Giving 
information 

e.g. Obtaining goods 
and services 

Information exchange 

Mediating a text 

Evaluative, 
Problem-solving  
Language Use 

(Merged with reading 
for information and 
argument) 

e.g. Sustained 
monologue: Presenting a 
case 

e.g. Discussion Mediating concepts 

With regard to the approach to language activities set out in Table 1, the following list of advantages of 
such a development beyond the four skills is taken from one of the preparatory studies written in the 
lead up to the development of the CEFR4: 

Ʒ the proposed categories (reception, production, interaction, mediation) make sense not just 
for insiders but also for users: such categories reflect more the way people actually use the 
language than do the four skills; 

Ʒ since these are the types of categories used in language training for the world of work, a link 
between general purpose language and language for specific purposes (LSP) would be 
facilitated; 

Ʒ pedagogic tasks  involving classroom collaborative small group interaction, project work, pen 
friend correspondence, language examination interviews, would be easier to situate with this 
model; 

Ʒ organisation in terms of transparent activities in specific contexts of use would facilitate the 
recording and profiling of the óslices of lifeô which make up the language learner's experience; 

Ʒ such an approach based on genre, encourages the activation of content schemata and 
acquisition of the formal schemata (discourse organisation) appropriate to the genre; 

Ʒ categories which highlight the interpersonal and sustained self-expression are central by A2 
and may help to counter-balance the pervasive transmission metaphor which sees language 
as information transfer; 

Ʒ a move away from the matrix of four skills and three elements (grammatical structure, 
vocabulary, phonology / graphology) may promote communicative criteria for quality of 
performance; 

Ʒ the distinction Reception, Interaction, Production recalls classifications used for learning and 
performance strategies and may well facilitate a broader concept of strategic competence; 

Ʒ the distinction Reception, Interaction, Production, Mediation actually marks a progression of 
difficulty and so might aid the development of the concept of partial qualifications; 

Ʒ such relatively concrete contexts of use (tending towards supra-genres/speech events rather 
than abstract skills or functions) makes the link to realistic assessment tasks in examinations 
easier to establish, and should help facilitate the provision of more concrete descriptors. 

One of the areas in which the CEFR has been most influential is in the recognition in course aims and 
in the structure of oral examinations of the fundamental distinction between production (= sustained 
monologue; long turns) and interaction (=conversational dialogue; short turns). When the CEFR was 
published, splitting writing in the same way by distinguishing between written production and written 
interaction did not meet with much public recognition. Indeed, the original version of CEFR Table 2 
(self-assessment grid) was amended to merge written interaction and written production back into 
ówriting,ô giving rise to the widely spread but false notion that the CEFR promotes a model of five skills.  

                                                
4 Perspectives on Language Proficiency and Aspects of Competence: a reference paper defining categories and levels. 
Strasbourg, Council of Europe CC-LANG (94) 20, by Brian North. 
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The development of email, texting and social media since then shows that, as in many other areas, the 
CEFR was very forward-looking for its time. The fourth mode, mediation, was developed during the 
work of the original CEFR authoring group5. 

Figure 2, which appeared in the 1996 and 1998 drafts of the CEFR, shows the relationship between 
the four modes. Reception and production, divided into spoken and written give the traditional four 
skills. Interaction involves both reception and production, but is more than the sum of those parts, and 
mediation involves both reception and production plus, frequently, interaction. 

The CEFR introduces the concept of mediation as follows: 

óIn both the receptive and productive modes, the written and/or oral activities of 
mediation make communication possible between persons who are unable, for whatever 
reason to communicate with each other directly.  Translation or interpretation, a 
paraphrase, summary or record, provides for a third party a (re)formulation of a source 
text to which this third party does not have direct access.  Mediation language activities, 
(re)processing an existing text, occupy an important place in the normal linguistic 
functioning of our societies.ô(CEFR Section 2.1.3) 

 
Figure 2 ï The relationship between reception, production, interaction and mediation. 

As with many other aspects mentioned in the CEFR, 
the concepts of interaction and mediation are not 
greatly developed in the text. This is one disadvantage 
of covering so much ground in 250 pages. One 
consequence is that the interpretation of mediation in 
the CEFR has tended to be reduced to interpretation 
and translation. It is for this reason that the 2014ï2017 
project to develop descriptors for mediation was set up. 
That project emphasised a wider view of mediation, as 
outlined in Appendix 5 and explained in detail in the 
paper Developing Illustrative Descriptors of Aspects of 
Mediation for the Common European Framework of 
Reference (CEFR). 

The CEFR represents a departure from the traditional 
distinction made in applied linguistics between the 
Chomskyan concepts of (hidden) ócompetenceô and 
(visible) óperformanceô ï with óproficiencyô normally 
defined as the glimpse of someoneôs underlying 
competence derived from a specific performance. In 
the CEFR, óproficiencyô is a term encompassing the 
ability to perform communicative language activities 
(can doé), whilst drawing upon both general and 
communicative language competences (linguistic, 
sociolinguistic, and pragmatic), and activating 
appropriate communicative strategies. 

                                                
5 John Trim, Daniel Coste, Brian North and Joseph Sheils.  

CAN DO DESCRIPTORS AS COMPETENCE 

The idea of scientifically calibrating óCan doô 
descriptors to a scale of levels comes originally 
from the field of professional training for nurses. 
Tests were not very helpful in assessing a trainee 
nurseôs competence; what was needed was a 
systematic, informed observation by an expert 
nurse, guided by short descriptions of typical 
nursing competence at different levels of 
achievement. 

This óCan doô approach was transferred to language 
teaching and learning in the work of the Council of 
Europe in the late 1970s. This happened through 
three channels: (a) needs-based language training 
for the world of work; (b) an interest in teacher 
assessment based on defined, communicative 
criteria, and (c) experimentation with self-
assessment using óCan doô descriptors as a way of 
increasing learner reflection and motivation. 
Nowadays óCan doô descriptors are being applied to 
more and more disciplines in many countries in 
what is often referred to as a competence-based 
approach. 

INTERACTION 

RECEPTION 

PRODUCTION 

MEDIATION 

https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/168073ff31
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/168073ff31
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/168073ff31


Key aspects of the CEFR for teaching and learning ƷPage 33 

The acquisition of proficiency is in fact seen as a circular process: by performing activities, the 
user/learner develops competences and acquires strategies. This approach embraces a view of 
competence as only existing when enacted in language use, reflecting both (a) the broader view of 
competence as action from applied psychology, particularly in relation to the world of work and 
professional training and (b) the view taken nowadays in the sociocultural approach to learning. The 
CEFR óCan doô descriptors epitomise this philosophy. 

Communicative language strategies are thus seen in the CEFR as a kind of hinge between 
communicative language competence and communicative language activities and are attached to the 
latter in CEFR Section 4.4. The development of the descriptors for strategic competence was 
influenced by the model: plan, execute, monitor, and repair. However, as can be seen from Table 2 
below, descriptor scales were not developed for all categories. The categories in italic were also 
considered at the time of developing the original CEFR descriptors, but no descriptors were produced. 
For mediation, a decision was taken to only develop descriptors for execution strategies. 

Table 2 ï Communicative language strategies in the CEFR 

 RECEPTION PRODUCTION INTERACTION MEDIATION 

Planning Framing Planning N/A  

Execution Inferring Compensating Turn-taking 

Cooperating 

Linking to previous knowledge 

Adapting language 

Breaking down complicated info 

Amplifying a dense text 

Streamlining a text 

Evaluation & 
Repair 

Monitoring Monitoring and self- 
correction 

Asking for clarification 

Communication repair 

 

Mediation 

As mentioned in discussing the CEFR descriptive scheme above, mediation was introduced to 
language teaching and learning in the CEFR, in the move away from the four skills, as one of the four 
modes of communication, that is: reception, interaction, production and mediation (see Figure 2). Very 
often when we use a language, several activities are involved; mediation combines reception, 
production and interaction. Also, in many cases, when we use language it is not just to communicate a 
message, but rather to develop an idea through what is often called ólanguagingô (talking the idea 
through and hence articulating the thoughts) or to facilitate understanding and communication. 

Treatment of mediation in the CEFR is not limited to cross-linguistic mediation (passing on information 
in another language) as can be seen from the following extracts: 

Ʒ Section 2.1.3: Make communication possible between persons who are unable, for whatever 
reason, to communicate with each other directly. 

Ʒ Section 4.4: Act as an intermediary between interlocutors who are unable to understand each 
other directly, normally (but not exclusively) speakers of different languages. 

Ʒ Section 4.6.6: Both input and output texts may be spoken or written and in L1 or L2. (Note: 
This does not say that one is in L1 and one is in L2; it states they could both be in L1). 

Although the 2001 CEFR text does not develop the concept of mediation to its full potential, it 
emphasises the two key notions of co-construction of meaning in interaction and constant movement 
between the individual and social level in language learning, mainly through its vision of the 
user/learner as a social agent. In addition, an emphasis on the mediator as an intermediary between 
interlocutors underlines the social vision of the CEFR. In this way, although it is not stated explicitly in 
the 2001 text, the CEFR descriptive scheme de facto gives mediation a key position in the action-
oriented approach, similar to the role that other scholars now give it when they discuss the language 
learning process.  
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The approach taken to mediation in the project to extend the CEFR illustrative descriptors is thus wider 
than considering only cross-linguistic mediation. In addition to cross-linguistic mediation, it also 
encompasses mediation related to communication and learning as well as social and cultural 
mediation. This wider approach has been taken because of its relevance in increasingly diverse 
classrooms, in relation to the spread of CLIL, (Content and Language Integrated Learning), and 
because mediation is increasingly seen as a part of all learning, but especially of all language learning. 

The mediation descriptors are particularly relevant for the classroom in connection with small group, 
collaborative tasks. The tasks can be organized in such a way that learners have to share different 
input, explaining their information and working together in order to achieve a goal. They are even more 
relevant when this is undertaken in a CLIL context. 

The CEFR common reference levels 

The CEFR has two axes: a horizontal axis of categories for describing different activities and aspects 
of competence, which were outlined above, and a vertical axis representing progress in proficiency in 
those categories. To facilitate the organisation of courses and to describe progress, the CEFR presents 
the six Common Reference Levels shown in Figure 3. This organisation provides a roadmap that 
allows user/learners to engage with relevant aspects of the descriptive scheme in a progressive way. 
However, the six levels are not intended to be absolute. Firstly, they can be grouped into three broad 
categories: Basic user (A1 & A2), Independent user (B1 & B2) and Proficient user (C1 & C2). 
Secondly, the six reference levels, which represent very broad bands of language proficiency, are very 
often subdivided. 

 

Figure 3 ï CEFR Common Reference Levels 

All categories in the humanities and liberal arts are in any case conventional, socially constructed 
concepts. Like the colours of the rainbow, language proficiency is actually a continuum. Yet, as with the 
rainbow, despite the fuzziness of the boundaries between colours, we tend to see some colours more 
than others, as in Figure 4. Yet to communicate, we simplify and focus on six main colours as in Figure 
5. 

  

  

Figure 4 ï A rainbow Figure 5 ï The conventional six colours 
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The Common Reference Levels are defined in detail by the illustrative descriptors in CEFR Chapters 4 
and 5, but major characteristics of the levels are summarised briefly in CEFR Section 3.6 (see 
Appendix 1) and in three tables used to introduce the levels in CEFR Chapter 3. 

Ʒ CEFR Table 1: a global scale, with one short, summary paragraph per level. 

Ʒ CEFR Table 2: a self-assessment grid, which summarises in a simplified form CEFR 
descriptors for communicative language activities in CEFR Chapter 4. Table 2 is also used in 
the Language Passport of the many versions of the European Language Portfolio and in the 
EUôs Europass. An expanded version including Written and online interaction and Mediation is 
given as Appendix 2. 

CEFR Table 3: a selective summary of the CEFR descriptors for aspects of communicative language 
competence in CEFR Chapter 5. An expanded version including Phonology is given as Appendix 3. 

It should be emphasised that the top level in the CEFR scheme, C2, has no relation whatsoever with 
what is sometimes referred to as the performance of an idealised ónative-speakerô, or a ówell-educated 
native speakerô or a ónear-native speakerô. Such concepts were not taken as a point of reference during 
the development of the levels or the descriptors.  C2, the top level in the CEFR scheme, is introduced 
in the CEFR as follows: 

óLevel C2, whilst it has been termed óMasteryô, is not intended to imply native-speaker or 
near native-speaker competence. What is intended is to characterise the degree of 
precision, appropriateness and ease with the language which typifies the speech of those 
who have been highly successful learnersô. (CEFR Section 3.6) 

óMastery (Trim: óComprehensive masteryô; Wilkins: óComprehensive Operational 
Proficiencyô), corresponds to the top examination objective in the scheme adopted by 
ALTE (Association of Language Testers in Europe). It could be extended to include the 
more developed intercultural competence above that level which is achieved by many 
language professionalsô. (CEFR Section 3.2) 

A1, the bottom level of the original CEFR is not the lowest imaginable level of proficiency in an 
additional language either. It is described in the CEFR as follows: 

óLevel A1 (Breakthrough) ï is considered 
the lowest level of generative language use ï 
the point at which the learner can interact in a 
simple way, ask and answer simple questions 
about themselves, where they live, people 
they know, and things they have, initiate and 
respond to simple statements in areas of 
immediate need or on very familiar topics, 
rather than relying purely on a very finite 
rehearsed, lexically organised repertoire of 
situation-specific phrasesô. (CEFR Section 
3.6) 

óLevel A1 (Breakthrough) is probably the 
lowest ólevelô of generative language 
proficiency which can be identified. Before 
this stage is reached, however, there may be 
a range of specific tasks which learners can 
perform effectively using a very restricted 
range of language and which are relevant to 
the needs of the learners concerned. The 
1994ï5 Swiss National Science Research 
Council Survey, which developed and scaled 
the illustrative descriptors, identified a band of 
language use, limited to the performance of 
isolated tasks, which can be presupposed in 
the definition of Level A1. In certain contexts, 
for example with young learners, it may be 
appropriate to elaborate such a ómilestoneô. 

  

BACKGROUND TO THE CEFR LEVELS 

The six-level scheme is labelled from upwards from A 
to C precisely because C2 is not the highest 
imaginable level for proficiency in an additional 
language. In fact, a scheme including a seventh level 
had been proposed by David Wilkins at an 
intergovernmental Symposium held in 1977 to discuss 
a possible European unit credit scheme. The CEFR 
Working Party adopted Wilkinsô first six levels because 
Wilkinsô seventh level is beyond the scope of 
mainstream education. 

In the Swiss National Research Project that empirically 
confirmed the levels and developed the original CEFR 
illustrative descriptors, the existence of this seventh 
level was confirmed. There were user/learners 
studying interpretation and translation at the University 
of Lausanne who were clearly above C2. Indeed, 
simultaneous interpreters at European institutions and 
professional translators operate at a level well above 
C2. For instance, C2 is the third of five levels for 
literary translation recently produced in the PETRA 
project. In addition many plurilingual writers display 
Wilkinsô seventh level of óambilingual proficiencyô 
without being bilingual from birth. 

https://petra-education.eu/
https://petra-education.eu/
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The following descriptors relate to simple, general tasks, which were scaled below Level A1, but can 
constitute useful objectives for beginners: 

Ʒ can make simple purchases where pointing or other gesture can support the verbal 
reference; 

Ʒ can ask and tell day, time of day and date; 

Ʒ can use some basic greetings; 

Ʒ can say yes, no, excuse me, please, thank you, sorry; 

Ʒ can fill in uncomplicated forms with personal details, name, address, nationality, 
marital status; 

Ʒ can write a short, simple postcardô. (CEFR Section 3.5) 

In the updated and extended set of descriptors in this document, the level referred to above has been 
labelled Pre-A1 and developed further on the basis of descriptors from the Swiss Lingualevel project 
and the Japanese CEFR-J project, both targeted at primary and lower secondary school. 

The CEFR stresses that the levels are reference levels and that in any given context, users may well 
want to subdivide them, illustrating ways in which this might be done in different contexts (CEFR 
Section 3.5). In the same section, the CEFR introduced the idea of the plus levels. 

In the illustrative descriptors a distinction is made between the ócriterion levelsô (e.g. A2 or A2.1) and 
the óplus levelsô (e.g. A2+ or A2.2). The latter are distinguished from the former by a horizontal line, as 
in this example for overall listening comprehension. 

A2 

Can understand enough to be able to meet needs of a concrete type provided speech is clearly and slowly 
articulated. 

Can understand phrases and expressions related to areas of most immediate priority (e.g. very basic personal 
and family information, shopping, local geography, employment) provided speech is clearly and slowly 
articulated. 

Plus levels represent a very strong competence at a level that does not yet reach the minimum 
standard for the following criterion level. Generally, features of the level above are starting to appear. 
Descriptors from the óplus levelsô are not included in the three tables that introduce the CEFR levels 
(CEFR Tables 1, 2 & 3). 

CEFR profiles 

Levels are a necessary simplification. We need levels in order to organise learning, to track progress 
and to answer questions like How good is your French? or What proficiency should we require from 
candidates?  However, any simple answer like B2 ï or even B2 receptive, B1 productive ï hides a 
complex profile. The reason the CEFR includes so many descriptor scales is to encourage users to 
develop differentiated profiles. Descriptor scales can be used firstly to identify which language activities 
are relevant for a particular group of learners and then secondly to establish which level those learners 
need to achieve in those activities in order to accomplish their goals. This can be illustrated with the 
following two fictional examples of individual language profiles shown in Figures 6 and 7. In each case, 
the four shapes in Figures 6 and 7 show the desired profile for reception, interaction, production and 
mediation respectively. The labels around the edge of the circle are the descriptor scales that are 
considered to be relevant, and the proficiency level deemed to be desirable on each descriptor scale is 
indicated by the shading. Notice that the descriptor scales included in the two diagrams are not 
identical. Only those activities considered to be relevant would be included. Profiles like Figures 6 and 
7 may get produced for individuals in the context of very intensive óLanguage for Specific Purposeô 
(LSP) training, but the technique is also very useful for analysing the needs of particular groups of 
learners. 

The profile shown in Figure 6 has óplus levelsô between the common reference levels. It sets a relatively 
high priority (B1) on reception ï including reading as a leisure activity ï on goal-oriented cooperation, 
facilitating collaborative interaction and spoken production. The highest priority, though, is on 
understanding the interlocutor (B2), in this case (CLIL), presumably the teacher. The profile shown in 
Figure 7 (post graduate science student) also puts an emphasis on reception (C1) and on certain 
aspects of mediation:  collaborating to construct meaning, explaining data, and processing text in 
writing. Profiles can be created for various groups, particularly in professional or in specialised 
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educational areas. Stakeholders can be consulted in a two-step process: first to establish the relevant 
descriptor scales and secondly to determine realistic goals on each one. 

Graphic profiles such as those shown in Figures 6 and 7 can also be used to describe the current 
language proficiency of a user/ learner. One can see the development of individual proficiency as a 
gain of space over time: a gain in relevant terrain6. A realistic graphic profile of any individualôs 
proficiency would be more like the uneven Figures 6 and 7 than the more abstract perfection levels 
shown as concentric circles in Figure 3. 

 

Figure 6 ï A fictional profile of needs in an additional language ï lower secondary CLIL (Content and 
Language Integrated Learning) 

  

                                                
6 The 1996 and 1998 draft versions of the CEFR contained a diagram like Figures 6 and 7 to illustrate this analogy of language 
proficiency profiles as spatial, territorial; in the working group the particular diagram was referred to as óAntarcticaô because of its 
shape. It was considered too complicated a concept for the time and was dropped from the published version. 
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Figure 7 ï A profile of needs in an additional language ï postgraduate natural sciences (Fictional) 

However, for a personal profile of proficiency, working with fewer categories is probably desirable in 
most circumstances. Figures 6 and 7 worked with the descriptor scales for different, detailed types of 
activities. A simpler alternative is to use only the seven overall scales (Overall listening comprehension, 
etc.). On the other hand, there is no reason why the profile should be confined to one language.  

One can take things a stage further and create graphic plurilingual profiles for individual user/learners. 
Figure 8 shows a plurilingual profile inspired by a model developed in a Canadian project.7  The profile 
for different languages is superimposed on each other in the same graphic. The figure shows a profile 
of ópartial competencesô not atypical of an adult user/learner: far stronger in reading in all languages. 

Such a profile can show the way in which the proficiency of any user/learner is almost always going to 
be uneven, partial. It will be influenced by home background, by the needs of the situation in which the 
person has found themselves, and by their experience, including transversal competences acquired in 
general education, in using other languages, in professional life. The profiles of any two user/learners 
at the same level are thus unlikely to be absolutely identical since they reflect the life experience of the 
person concerned as well as their inherent abilities, what the CEFR (Section 5.2) describes as their 
ógeneral competencesô.  

                                                
7 LINCDIRE: LINguistic & Cultural DIversity REinvented: www.lincdireproject.org 

Note: the website of the LINCDIRE project is under construction but it will be completed by the end of 2017 

http://www.lincdireproject.org/
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Figure 8 ï A plurilingual proficiency profile with fewer categories 

In practice, more linear diagrams have tended to be used to profile an individualôs CEFR language 
proficiency. Figure 9 shows proficiency in one language in relation to the CEFR óoverallô descriptor 
scales, and Figure 10 shows a profile across languages for listening (Overall listening comprehension). 
Graphics similar to these appear in versions of the European Language Portfolio. Earlier Portfolios 
profiled ability in one language after another (as in Figure 9), whilst some later ones show the 
plurilingual profile for overall proficiency in each communicative language activity (as in Figure 10). 

SPANISH Pre-A1 A1 A2 A2+ B1 B1+ B2 B2+ C1 

Listening comprehension          

Reading comprehension          

Spoken interaction          

Written interaction          

Spoken production          

Written production          

Mediation          

Figure 9 ï A proficiency profile ï overall proficiency in one language 
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LISTENING Pre-A1 A1 A2 A2+ B1 B1+ B2 B2+ C1 C2 Above C2 

English            

German            

French            

Spanish            

Italian            

Figure 10 ï A plurilingual proficiency profile ï listening across languages 

Graphic profiles have been associated with the CEFR and the Portfolio since their earliest versions in 
the late 1990s. Nowadays it is of course far easier to produce them from a spreadsheet (e.g. Excel) 
and with the many web tools available. However, such graphic profiles only have meaning if one can 
assume a familiarity with the levels and categories concerned on the part of the reader. The CEFR 
illustrative descriptors can bring that familiarity. 

The CEFR illustrative descriptors 

The illustrative descriptors are presented in descriptor scales, a list of which is given in the second 
contents page.  Each descriptor scale (both original and new) provides examples of typical language 
use in a particular area that have been calibrated at different levels. Each individual descriptor has 
been developed and calibrated separately from the other descriptors on the scale, so that each 
individual descriptor provides an independent, criterion statement that can be used on its own, out of 
the context of the scale. In fact, the descriptors are mainly used in that way: independently of the scale 
that presents them. The aim of the descriptors is to provide input for curriculum development. The 
descriptors are presented in levels for ease of use. Descriptors for the same level from several scales 
tend to be exploited in adapted form on checklists of descriptors for curriculum or module aims and for 
self-assessment (as in European Language Portfolios). However, the association of a descriptor with a 
specific level should not be seen as an exclusive or mandatory one. The descriptors appear at the first 
level at which a user/learner is most likely to be able to perform the task described. This is the level at 
which the descriptor is most likely to be relevant as a curriculum aim: it is the level at which it is 
reasonable to develop the ability to do what is described. That descriptor would be a challenging, but 
by no means impossible, aim for user/learners at the level below. Indeed, for some types of learners, 
with a particular talent, experience or motivation in the area described, it could well be a fully 
appropriate goal. This emphasises the importance of thinking in terms of profiles (c.f. Figures 6ï10) as 
well as levels.  Users may find it useful to read CEFR Sections 3.7 How to read the illustrative 
descriptor scales and Section 3.8 How to use descriptors of language proficiency. 

 

  

CEFR DESCRIPTOR RESEARCH PROJECT 

The illustrative descriptors published in the CEFR in 2001 were based on the results from a Swiss National Research 
Project set up to develop and validate descriptors for the CEFR and the ELP and to give a picture of the development of 
the language proficiency reached at the end of different school years in the Swiss educational system. The project 
described herein to develop an extended set of illustrative descriptors replicated the approach taken in this 1993ï97 Swiss 
project. The 3-phase methodology used in that original project is described briefly in CEFR Appendix B: 

Intuitive Phase: Detailed analysis of existing descriptor scales and authoring of new descriptors. 

Qualitative Phase: 32 face-to-face workshops with groups of 4ï12 teachers (a) sorting descriptors into the categories 
they purported to describe; (b) evaluating the clarity, accuracy and relevance of the descriptors; (c) sorting descriptors into 
bands of proficiency. 

Quantitative Phase: Rasch scaling analysis of the way 250 teachers interpreted the difficulty of the descriptors when 
each teacher assessed 10 learners forming a structured sample of two of their classes at the end of a school year. These 
evaluations with descriptors took place when the (c 80% secondary school) teachers were awarding grades for the school 
year. 

https://rm.coe.int/1680459f97%20-%20page=37
https://rm.coe.int/1680459f97%20-%20page=37
https://rm.coe.int/1680459f97#page=38
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The scales of illustrative descriptors consist of independent, stand-alone descriptors and are not 
primarily intended for assessment. They are not assessment scales in the sense in which the term is 
generally used in language assessment. They do not attempt to cover each relevant aspect at every 
level in the way that assessment scales for assessing a performance conventionally do. They are 
illustrative, not just in the sense that they are presented as non-mandatory examples, but also in the 
sense that they provide only illustrations of competence in the area concerned at the different levels. 
They focus on aspects that are new and salient; they do not attempt to describe everything relevant 
in a comprehensive manner. They are open-ended and incomplete.  

The illustrative descriptors are one source for the development of standards appropriate to the context 
concerned; they are not in themselves offered as standards.  The CEFR itself makes this point very 
clearly, stating that the descriptors are presented: 

óé as recommendations and are not in any way mandatory, óas a basis for reflection, 
discussion and further action... The aim of the examples is to open new possibilities, not 
to pre-empt decisionsô (ibid). It is already clear, however, that a set of common reference 
levels as a calibrating instrument is particularly welcomed by practitioners of all kinds 
who, as in many other fields, find it advantageous to work with stable, accepted 
standards of measurement and format. 

As a user, you are invited to use the scaling system and associated descriptors critically. 
The Modern Languages Section of the Council of Europe will be glad to receive a report 
of your experience in putting them into use. Please note also that scales are provided not 
only for a global proficiency, but for many of the parameters of language proficiency 
detailed in Chapters 4 and 5. This makes it possible to specify differentiated profiles for 
particular learners or groups of learnersô. (CEFR: xiii-xiv) 

The descriptor scales are thus reference tools. They are not intended to be used as assessment 
instruments, though they can be a source for the development of such instruments. These might take 
the form of a checklist at one level, or a grid defining several categories at different levels. Users may 
find it helpful to refer to CEFR Section 9.2.2: The criteria for the attainment of a learning objective. 

Each descriptor scale included in this Companion Volume is accompanied by a short rationale, which 
highlights key concepts represented in the descriptors as one progresses up the scale. The scales do 
not always provide a descriptor for every level. The absence of a descriptor does not imply the 
impossibility of writing one. For example, at C2 the entry is sometimes: óNo descriptor available: see 
C1.ô In such cases, the user is invited to consider whether he/she can formulate for the context 
concerned a descriptor representing a more demanding version of the definition given for C1. 

In CEFR Section 3.4, the claim made for the validity of the illustrative descriptors is that they: 

Ʒ draw, in their formulation, upon the experience of many institutions active in the field of 
defining levels of proficiency; 

Ʒ have been developed in tandem with the descriptive scheme presented in CEFR Chapters 4 
& 5 through an interaction between (a) the theoretical work of the authoring group (b) the 
analysis of existing scales of proficiency and (c) the practical workshops with teachers; 

Ʒ have been matched to the set of Common Reference Levels:  A1, A2, B1, B2, C1 and C2; 

Ʒ meet the criteria outlined in CEFR Appendix A for effective descriptors in that each is brief (up 
to 25 words), is clear and transparent, is positively formulated, describes something definite 
and has independent, stand-alone integrity ï not relying on the formulation of other 
descriptors for its interpretation; 

Ʒ have been found transparent, useful and relevant by groups of non-native and native-speaker 
teachers from a variety of educational sectors with very different profiles in terms of linguistic 
training and teaching experience; 

Ʒ are relevant to the description of actual learner achievement in lower and upper secondary, 
vocational and adult education, and could thus represent realistic objectives; 

Ʒ have been óobjectively calibratedô to a common scale. This means that the position of the vast 
majority of the descriptors on the scale is the product of the way in which they have been 
interpreted to assess the achievement of learners, and not just on the basis of the opinion of 
the authors; 

https://rm.coe.int/1680459f97%20-%20page=37
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Ʒ provide a bank of criterion statements about the continuum of foreign language proficiency 
which can be exploited flexibly for the development of criterion-referenced assessment. They 
can be matched to existing local systems, elaborated by local experience and/or used to 
develop new sets of objectives. 

As a result, the 2001 set of illustrative descriptors met with wide acceptance and has been translated 
into 40 languages. However, the illustrative descriptors were referred to in the CEFR as a ódescriptor 
bankô because the idea was that, as with a test item bank, they might later be extended once users 
developed and validated more descriptors ï as has now happened with this update. 

The descriptors are intended to provide a common metalanguage to facilitate networking and the 
development of communities of practice by groups of teachers. Users of the CEFR are invited to select 
the CEFR levels and illustrative descriptors that they consider to be appropriate for their learnersô 
needs, to adapt the formulation of the latter, in order to better suit the specific context concerned, and 
to supplement them with their own descriptors where they deem it necessary. This is the way that 
descriptors have been adapted for ELPs. 

Using the CEFR illustrative descriptors 

The main function of descriptors is to help 
align curriculum, teaching and 
assessment. Educators can select CEFR 
descriptors according to their relevance to the 
particular context, adapting them in the 
process if necessary. In this way descriptors 
can provide a detailed, flexible resource for: 

Ʒ relating learning aims to real world 
language use, thus giving a 
framework to action-oriented 
learning; 

Ʒ providing transparent ósignpostingô to 
learners, parents, sponsors; 

Ʒ offering a ómenuô to negotiate 
priorities with adult learners in a 
process of ongoing needs analysis; 

Ʒ suggesting classroom tasks to 
teachers, usually tasks that will 
involve activities described in several 
descriptors; 

Ʒ introducing criterion-referenced 
assessment with the criteria relating 
to an external framework (here the 
CEFR). 

Very often, CEFR descriptors are referred to for inspiration in adapting or making explicit the aims of an 
existing course. In such a case, descriptors from particular scales are selected, adapted to the local 
context and added to an existing curriculum document. 

However, CEFR descriptors can also be used to develop a set of learning aims from scratch. In doing 
so, one should ideally start by creating a needs profile, such as those shown graphically in Figures 6 
and 7. In practice, a short cut is often taken by starting from the checklists of CEFR-adapted 
descriptors already available for different levels in the Language Biography section of the many 
versions of the European Language Portfolio. 

Whichever approach is taken, any resulting list of descriptors needs to be slimmed down to a 
reasonable length by removing repetition and aspects that appear less relevant in the particular 
context. It is usually at this point that descriptors are adapted, shortened, simplified, merged with 
existing communicative aims, and supplemented by other educational aims. What is a óreasonableô 
length for a list depends on the precise purpose. A list can be long (e.g. 60-80 descriptors) in designing 
a curriculum for an entire level, but experience suggests that any list used as an instrument for teacher 

DEFINING CURRICULUM AIMS FROM A NEEDS PROFILE 

Step 1:  Select the descriptor scales that are relevant to the 
needs of the group of learners concerned. (See the Contents 
page; see Figures 6 and 7). Clearly this is best undertaken in 
consultation with stakeholders, including teachers and, in the 
case of adult learners, the learners themselves. Stakeholders 
can also be asked what other communicative activities are 
relevant. 

Step 2: Determine with the stakeholders, for each relevant 
descriptor scale, the level that the learners should reach.  

Step 3: Collate the descriptors for the target level(s) from all 
the relevant scales into a list. This gives the very first draft of a 
set of communicative aims. 

Step 4: Refine the list, possibly in discussion with the 
stakeholders. 

An alternative approach is to: 

Step 1: Determine a global target level for the course. 

Step 2: Collate all the descriptors for that level. 

Step 3: Identify the descriptors that are relevant, in 
consultation with stakeholders, and delete the rest. 
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assessment or self-assessment is more effective if it is much shorter (e.g. 10-20 descriptors) and 
focused on activities of relevance in a particular section or module of the course. 

Descriptors can also be useful as a starting point for providing transparent criteria for assessment. 
CEFR Chapter 9 outlines different forms of assessment and ways in which descriptors can be useful in 
relation to them. In discussing the exploitation of descriptors in assessment, the CEFR makes the 
following point: 

óIn discussing the use of descriptors it is essential to make a distinction between: 

1. Descriptors of communicative activities, which are located in Chapter 4. 

2. Descriptors of aspects of proficiency related to particular competences, which are 
located in Chapter 5. 

The former are very suitable for teacher- or self-assessment with regard to real-world 
tasks. Such teacher- or self-assessments are made on the basis of a detailed picture of 
the learnerôs language ability built up during the course concerned. They are attractive 
because they can help to focus both learners and teachers on an action-oriented 
approachô. (CEFR Section 9.2.2) 

The latter, descriptors of aspects of proficiency related to competences (CEFR Chapter 5), can be a 
useful source for developing assessment criteria for how well user/learners are able to perform a 
particular task: to assess the quality of their production. This is opposed to the what: communicative 
activities they ócan doô (CEFR Chapter 4). The relationship between the two types of illustrative 
descriptors is shown in Table 3, modified from CEFR Figure 6. Each type (what; how) can take two 
forms: simpler, for óoutsiders,ô and more elaborated, for óinsidersô (usually teachers). Simple forms of 
descriptors about what the learner can do are often used to report results to the user/learners 
themselves and other stakeholders (user-oriented); more elaborated, óinsiderô forms help teachers or 
testers to construct a programme and specific tasks in it (constructor-oriented). Simpler versions of 
descriptors for how a learner performs in a language are used in assessment grids, which usually 
restrict themselves to four or five assessment criteria; in a spirit of transparency these can be shared 
with user/learners (assessor-oriented). More elaborated, óinsiderô forms, usually for a longer list of 
aspects of quality, can be used as a checklist to diagnose strengths and weaknesses (diagnostic-
oriented).  Users may wish to follow up on this point in CEFR Sections 3.8 and 9.2.2, which explain 
these different orientations. 

Table 3 ï The different purposes of descriptors (after CEFR Figure 6) 

 WHAT the user / learner can do 

(CEFR Chapter 4) 
HOW WELL the user/learner 
performs (CEFR Chapter 5) 

 of relevance to:  

More complex 
descriptors 

constructor-oriented curriculum 
descriptors 

diagnostic-oriented assessment 
descriptors 

Curriculum designers 

Teachers 

Simpler 
descriptors 

user-oriented learning aims and 
'can do' learning outcomes  

self-assessment-oriented 
assessment descriptors 

Learners 

Parents/employers etc. 

As mentioned, the primary function of descriptors is to facilitate the provision of transparent and 
coherent alignment between curriculum, teaching and assessment, particularly teacher assessment, 
and above all between the ólanguage classroom worldô and the real world. Real world needs will relate 
to the main domains of language use: the public domain, the private domain, the occupational domain 
and the educational domain (CEFR Section 4.1.1; CEFR Table 5). These domains are illustrated in 
Appendix 6 with examples for the new scales for online and mediation activities. 

The educational domain is clearly as much a real world domain as the other three domains. Indeed 
both needs profiles shown earlier concerned the educational domain (Figure 6 for CLIL; Figure 7 for 
university study). It is particularly evident in cases such as the Language of Schooling for children with 
an immigrant background and CLIL (Content and Language Integrated Learning) that the teacher-
learner(s) interaction and collaborative interaction between learners that occur have mediating 
functions: 

Ʒ that of organising collective work and the relationships between participants; 

Ʒ that of facilitating access to ï and the construction of ï knowledge. 

https://rm.coe.int/1680459f97#page=38
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As diversity has increased at both the social and educational level since the CEFR was published, it 
has become increasingly important to make space for this diversity. This calls for a broader view of 
mediation, as taken in the 2014ï2017 project, together with a positive focus on user/learnersô diverse 
linguistic and cultural repertoires. Classrooms can become a place for raising awareness of and further 
developing learnersô plurilingual/pluricultural profiles.  The Authoring Group very much hope that the 
provision of CEFR descriptors for mediating text, mediating concepts, mediating communication and 
for plurilingual/pluricultural competence will help to broaden the types of tasks carried out in language 
classrooms and to value all the developing language resources that user/learners bring. 

Some useful resources for CEFR implementation 

The Council of Europeôs website contains links to many resources and articles relating to the CEFR, 
including a bank of supplementary descriptors, samples of performance (videos and scripts) and 
calibrated assessment tasks. In addition, materials from a number of CEFR-related projects are 
available through the ECML website. The following is a shortlist of some of the most practical guidance 
documents in relation to exploitation of the CEFR for language teaching and learning: 

Ʒ A Guide for Users (John Trim et al., Council of Europe) ï available in English and French; 

Ʒ Guide for the Development and Implementation of Curricula for Plurilingual and Intercultural 
Education ï (Jean-Claude Beacco et al., Council of Europe) ï available in English and 
French; 

Ʒ From Communicative to Action-Oriented: A Research Pathway (Enrica Piccardo, Curriculum 
Services Canada) ï available in English and French; 

Ʒ Pathways through assessment, learning and teaching in the CEFR. (Enrica Piccardo et al., 
Council of Europe) ï available in English and French; 

Ʒ Council of Europe Tools for Language Teaching: Common European Framework and 
Portfolios. (Francis Goullier, Didier/Council of Europe) ï available in English and French; 

Ʒ Eaquals CEFR materials; 

Ʒ CEFTrain; 

Ʒ Pour enseigner les langues avec les CERCL- clés et conseils (Claire Bourguignon, 
Delagrave). 

Ʒ Le point sur le Cadre Européen commun de référence pour les langues (Evelyn Rosen, Clé 
International) 

Ʒ The CEFR in practice (Brian North, Cambridge University Press) 

Ʒ Language course planning (Brian North et al, Oxford University Press) 

 

http://www.ecml.at/Thematicareas/CEFRandELP/Resources/tabid/2971/language/en-GB/Default.aspx
https://rm.coe.int/1680697848
https://rm.coe.int/16806ae621
https://rm.coe.int/16806ae621
https://transformingfsl.ca/wp-content/uploads/2015/12/TAGGED_DOCUMENT_CSC605_Research_Guide_English_01.pdf
http://ecep.ecml.at/Portals/26/training-kit/files/2011_08_29_ECEP_EN.pdf
https://rm.coe.int/168069ce6e
https://rm.coe.int/168069ce6e
https://www.eaquals.org/our-expertise/cefr/our-work-practical-resources-for-language-teaching/
http://www.helsinki.fi/project/ceftrain/index.php.35.html
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     The Project to Update and Extend the  
     CEFR Illustrative Descriptors 

These extended illustrative descriptors include the original set included in Sections 4.4 and 5.2 of the 
2001 CEFR published text. The descriptor scales are organised according to the categories of the 
CEFR descriptive scheme. Page numbers are indicated on the Contents. The original descriptors 
are indicated in blue font. Any changes made to original descriptors are listed in Appendix 7. 

The original descriptors have been supplemented by a selection of validated, calibrated descriptors 
from the institutions listed in the Preface and by descriptors developed, validated and calibrated during 
the 2014-2017 Mediation Project. The approach taken both to the update of the 2001 descriptors and 
in the mediation project is described in Appendix 5 and briefly summarised here. 

Ʒ Where a version of a descriptor scale is available for sign languages through the ECMLôs 

ProSign Project, this is indicated with the logo  top right. To see the ProSign 
descriptors for the respective scale please click on the logo. 

Ʒ Examples of contexts of use for the new illustrative descriptors for online interaction and for 
mediation activities, for the public, personal, occupational and educational domains, are given 
in Appendix 6. 

The relationship between the CEFR descriptive scheme, the 2001 illustrative descriptors and the 
updates and additions provided in this volume is shown in Table 4. As can be seen from Table 4, the 
descriptor scales for reception are presented before those for production, although the latter appear 
first in the 2001 CEFR text. 

The stages of the project 

Updating 2001 Scales 

The 2001 illustrative descriptor scales are one of the most widely exploited aspects of the CEFR and 
the relevance of the original descriptors has remained remarkably stable over time. Therefore, the 
approach taken was to supplement the 2001 set rather than change descriptors in it. There are, 
however, proposed changes to a small number of descriptors in the scales from CEFR Chapters 4 and 
5. The amendment of a small number of óabsoluteô statements at C2 is intended to better reflect that 
the CEFR illustrative descriptors do not take an idealised native speaker as a reference point for the 
competence of a user/learner. These small changes are included in the extended set of illustrative 
descriptors published here, and are listed in Appendix 7. The working method adopted began with a 
small authoring group from the Eurocentres Foundation who selected, incorporated and, where 
necessary, adapted relevant calibrated materials drawn from the sources cited in the Foreword. In a 
series of meetings with a small group of experts who acted as a sounding board, the resulting set of 
descriptors was refined before being submitted to a larger group of consultants for review. 

New scales 

At this stage of the project, new scales were added for Reading as a leisure activity (under Written 
Reception), for Using telecommunications (under Spoken Interaction), and for Sustained monologue: 
Giving information (under Spoken Production). Certain existing descriptors defining more monologic 
speech were also moved from the scale Information exchange to the Sustained monologue: Giving 
information scale during this process. 
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Table 4 ï The CEFR descriptive scheme, the 2001 illustrative descriptors, the updates and additions 

Activities 
In 2001 
descriptive 
scheme 

In 2001 
descriptor 
scales 

Descriptor 
scales updated 
in this volume 

Descriptor 
scales added 
in this 
volume  

Reception 

(CEFR 4.4.2) 

Spoken ã ã ã 
 

Written ã ã ã 
 

Strategies ã ã ã 
 

Production 

(CEFR 4.4.1) 

Spoken ã ã ã 
 

Written ã ã ã 
 

Strategies ã ã ã 
 

Interaction 

(CEFR 4.4.3) 

Spoken ã ã ã 
 

Written ã ã ã 
 

Strategies ã ã ã 
 

Online 
   

ã 

Mediation 

(CEFR 4.4.4) 

Text ã 
  

ã 

Concepts ã 
  

ã 

Communication ã 
  

ã 

Competences 
   

 

Communicative 
language 
competence 

(CEFR 5.2) 

Linguistic ã ã ã ã (Phonology) 

Pragmatic ã ã ã  

Sociolinguistic ã ã ã  

Plurilingual & 
pluricultural 
competence 
(CEFR 6.1.3) 

Pluricultural  ã   ã 

Plurilingual 
comprehension 
and repertoire 

ã   ã 

Pre-A1 

Pre-A1 represents a ómilestoneô half way towards Level A1, a band of proficiency at which the learner 
has not yet acquired a generative capacity, but relies upon a repertoire of words and formulaic 
expressions.  The existence of a band of proficiency below A1 is referred to at the beginning of CEFR 
Section 3.5. A short list of descriptors is given that had been calibrated below A1 in the Swiss National 
Research Project. A fuller description of the competences of learners at A1 and the inclusion of a level 
below A1 was important for users as evidenced by the number of descriptor projects which focused on 
these lower levels. Therefore, a band of proficiency labelled Pre-A1 is included in the majority of the 
scales.  
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Mediation 

The approach taken to mediation in the 2001 CEFR publication and in the 2013-2017 project is 
explained in the next section. The 1996 pilot version of the CEFR, published during the last stages of 
the Swiss research project, sketched out categories for illustrative descriptor scales for mediation to 
complement those for reception, interaction and production. However, no project was set up to develop 
them. One important aim of the current update, therefore, was to, finally, provide such descriptor scales 
for mediation, given the increasing relevance of this area in education. In the consideration of 
mediation, descriptors for building on plurilingual and pluricultural repertoires were also added. It was 
to the validation of these new descriptors for mediation, online interaction, reactions to literature and 
building on plurilingual/pluricultural repertoires that the institutions listed in the Foreword contributed. 

Phonology 

For Phonological Control, an existing CEFR scale, a completely new set of descriptors was developed 
(see report by Enrica Piccardo). Phonology had been the least successful scale developed in the 
research behind the original descriptors. The phonology scale was the only CEFR illustrative descriptor 
scale for which a native speaker norm, albeit implicit, had been adopted. In an update, it appeared 
more appropriate to focus on intelligibility as the primary construct in phonological control, in line with 
current research, especially in the context of providing descriptors for building on 
plurilingual/pluricultural repertoires. The resulting Phonology project followed all three validation phases 
described below in relation to other new scales, with over 250 informants involved in each phase. 

Development methodology 

A short description of the development project is given in Appendix 5, with a more complete version 
available in the paper by Brian North and Enrica Piccardo: Developing Illustrative Descriptors of 
Aspects of Mediation for the Common European Framework of Reference (CEFR). The project 
emulated and further extended the methodologies employed in the original CEFR descriptor research 
by Brian North and Günther Schneider in Switzerland. It followed a similar mixed methods, 
qualitative and quantitative developmental research design as summarised in Figure 11. An 
extensive review of relevant literature was followed by an intuitive authoring phase, with feedback from 
a sounding board. This was followed between February 2015 and February 2016 by three phases of 
validation activities with around 1,000 people. The validation was then followed in July 2016 to 
February 2017 by three rounds of consultation, with piloting from JanuaryïJuly 2017. 
  

https://rm.coe.int/phonological-scale-revision-process-report-cefr/168073fff9
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/168073ff31
https://rm.coe.int/common-european-framework-of-reference-for-languages-learning-teaching/168073ff31
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Figure 11 ï Multimethod developmental research design 
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Sign language 

Parallel to the main project mentioned above, descriptors for sign language competence were 
produced with a similar methodology in the first phase of a project at the Zurich University of Applied 
Sciences (ZHAW), funded by the Swiss National Research Programme. The project aims in a second 
phase to produce descriptors for receptive signing competence. These descriptors specifically for sign 
languages complement the existing CEFR for spoken languages. Many other CEFR descriptors are 
actually applicable to sign language since sign language is used to fulfil the same communicative 
functions. This is indeed the basis of the ProSign Project that has produced variants of existing CEFR 
scales, as indicated in this Volume. 

Ever since the CEFR for spoken languages was introduced, there has been a need to define common 
learning targets, curricula and levels for education in sign languages. The CEFR is in fact increasingly 
used in order to structure courses in sign language. 95% of deaf children are born to hearing parents, 
so, although the community of the deaf is small, there is a great need for such courses, not just the 
families of deaf children, but for educational purposes (interpreters, deaf migrants, hard of hearing, 
pedagogues, linguists, etc.). In addition, the CEFR is starting to play a role in relation to the training 
and qualifications of sign language teachers and interpreters and, most particularly, in the struggle for 
the recognition of sign languages and the qualifications of sign language professionals. The initiative to 
include descriptors for sign language in the CEFR therefore received vocal support from a number of 
associations in the community of the Deaf. Brief details on the project are included in Appendix 5. 

Young learners 

The collated descriptors for young learners are available here on CEFR website. There is a recognised 
need for instruments to better support CEFR alignment of teaching and learning for young learners. 
However, a conscious decision was taken to avoid parallel design and calibration of new descriptors for 
young learners during this project, as young learner descriptors are largely derived and adapted from 
the CEFR illustrative descriptors, according to age and context. Moreover, a great deal of work has 
already been done in this area by professionals across the Member States in the design and validation 
of European Language Portfolios for young learners. Therefore, the approach adopted for young 
learners was to collect and collate descriptors for young learners and organise these into the two main 
age groups 7ï10 and 11ï15 that were represented by the majority of validated ELP samples available. 

Though not fully comprehensive, the project brings together a representative selection of ELP 
descriptors for young learners from a range of Council of Europe member states, using in particular 
materials drawn from accredited models in the Council of Europe ELP bank and/or samples registered 
on the Council of Europe website, along with young learner assessment descriptors supplied by 
Cambridge English Language Assessment. These were individually aligned to the 2001 illustrative 
descriptors according to level, identifying meaningful correspondences between young learner 
descriptors and CEFR illustrative descriptors, and presented to sounding board of experts for 
document peer review. This collation and alignment is intended to support further development of 
young learner curricula, portfolios and assessment instruments, with a consciousness of lifelong 
learning leading to competences described in the CEFR. 

In addition, the extended illustrative descriptors were included in the document for educators to 
consider for relevance to young learner programmes. Guidance judgements were added as to the 
proposed relevance of each of the extended CEFR illustrative descriptors to each of the two age 
groups. These judgements were also ratified by the sounding board though peer review, and in a 
separate consultative workshop. 

The descriptors are presented in two documents, one for each age group. The documents have an 
identical structure, presenting the descriptors by level, starting with Pre-A1, and filtering out non-
relevant CEFR illustrative descriptors which have been evaluated as clearly beyond the typical 
cognitive, social or experiential capacity of the age group (mainly at the higher levels). The documents 
thus show what CEFR descriptor the young learner descriptor is related to along with an indication of 
the relevance of a CEFR descriptor to the age group if no young learner descriptor examples are yet 
available. Additionally, an archive document retains all the mapped descriptors together for both age 
groups, organised by scale. 

http://www.coe.int/lang-cefr
http://www.coe.int/en/web/common-european-framework-reference-languages/bank-of-supplementary-descriptors
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Figure 12 ï Development design of Young Learner Project 

Summary of changes 

Table 5 below summarises the changes to the CEFR illustrative descriptors resulting from the project 
and the rationale for these changes. 

Table 5 ï Summary of changes resulting from the project 

What is addressed 
in this publication 

Comments 

Pre-A1 Descriptors for this band of proficiency that is halfway to A1, mentioned at the beginning of CEFR 
Section 3.5, are provided for many scales, including for online interaction. 

Changes to 2001 
descriptors 

A list of changes to existing 2001 descriptors appearing in CEFR Chapter 4 for communicative 
language activities & strategies, and in CEFR Chapter 5 for aspects of communicative language is 
given in Appendix 7. 

Changes to C2 
descriptors 

Most of the changes proposed in the list in Appendix 7 concern C2 descriptors included in the 
2001 set. Some instances of very absolute statements have been adjusted to better reflect the 
competence of C2 user/learners.  

Changes to A1-C1 
descriptors  

Very few changes are proposed to other descriptors. It was decided not to óupdateô descriptors 
merely because of changes in technology (e.g. references to postcards or public telephones). The 
scale for Phonological control has been replaced (see below). Changes are also proposed to 
certain descriptors that refer to linguistic accommodation (or not) by ónative speakersô, because 
this term has become controversial since the CEFR was published. 

Plus levels The description for plus levels (=B1+; B1.2) has been strengthened. Please see Appendix 1 and 
CEFR Section 3.5 and 3.6 for discussion of the plus levels.  

Phonology The scale for Phonological control has been redeveloped, with a focus on Sound articulation and 
Prosodic features.  

Mediation The approach taken to mediation is broader than that presented in the CEFR book. In addition to a 
focus on activities to mediate a text, scales are provided for mediating concepts and for mediating 
communication, giving a total of 19 scales for mediation activities. Mediation strategies (5 scales) 
are concerned with strategies employed during the mediation process, rather than in preparation 
for it. 
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What is addressed 
in this publication 

Comments 

Pluricultural The scale Building on pluricultural repertoire describes the use of pluricultural competences in a 
communicative situation. Thus, it is skills rather than knowledge or attitudes that are the focus. 
The scale shows a high degree of coherence with the existing CEFR scale Sociolinguistic 
appropriateness, although it was developed independently.  

Plurilingual The level of each descriptor in the scale Building on plurilingual repertoire is the functional level of 
the weaker language in the combination. Users may wish to indicate explicitly which languages 
are involved. 

Specification of 
languages involved 

It is recommended that, as part of the adaptation of the descriptors for practical use in a particular 
context, the relevant languages should be specified in relation to: 

- Cross-linguistic mediation (particularly scales for Mediating a text) 

- Plurilingual comprehension 

- Building on plurilingual repertoire. 

Literature There are three new scales relevant to creative text and literature: 

- Reading as a leisure activity (the purely receptive process; descriptors taken from other 
sets of CEFR-based descriptors) 

- Expressing a personal response to creative texts (less intellectual, lower levels) 

- Analysis and criticism of creative texts (more intellectual, higher levels) 

Online There are two new scales for the following categories: 

- Online conversation and discussion 

- Goal-oriented online transactions and collaboration 

Both these scales concern the multimodal activity typical of web use, including just checking or 
exchanging responses, spoken interaction and longer production in live link-ups, using chat 
(written spoken language), longer blogging or written contributions to discussion, and embedding 
other media. 

Other new 
descriptor scales 

New scales are provided for the following categories that were missing in the 2001 set, with 
descriptors taken from other sets of CEFR-based descriptors: 

- Using telecommunications 

- Giving information 

New descriptors 
are calibrated to 
the CEFR levels 

The new descriptor scales have been formally validated and calibrated to the mathematical scale 
from the original research that underlies the CEFR levels and descriptor scales.  

Sign language Where variants of CEFR descriptor scales have been adapted for sign languages in the ProSign 
Project, this is indicated in the top right-hand corner of the scale with the  logo. In 
addition, seven scales specifically for signing competence are included in this Volume on the basis 
of research conducted in Switzerland. 

Parallel project: 

Young learners Two collations of descriptors for young learners from ELPs are provided: for the 7ï10 and 11ï15 
age groups respectively. At the moment, no young learner descriptors have been related to 
descriptors on the new scales, but the relevance for young learners is indicated.  

Issues and responses 

A great amount of feedback was given by participants in the validation activities in 2015, in consultation 
meetings and during the wider consultation and piloting in 2016ï7. This section focuses on some of the 
key issues which were raised over the duration of the project and how each one was addressed. 
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Relationship of mediation scales to existing CEFR scales 

Although the focus in the project was to provide descriptors for activities and strategies that were not 
already covered by existing CEFR descriptor scales, some aspects of the mediation scales, particularly 
at lower levels, are reminiscent of the kinds of activities described in existing CEFR scales. This is 
because some aspects of mediation, in the broader interpretation now being adopted, are already 
present in the original illustrative descriptor scales.  The new scales under Mediating a text for Relaying 
specific information, Explaining data and Processing text, for example, are an elaboration of concepts 
introduced in the existing scale Processing text under óTextô in CEFR Section 4.6.3. Similarly, the 
scales particularly concerning group interaction Facilitating collaborative interaction with peers, 
Collaborating to construct meaning, and Encouraging conceptual talk are in many ways a further 
development of concepts in the existing scale Cooperating strategies under Interaction Strategies. This 
underlines the difficulty of any scheme of categorisation. We should never underestimate the fact that 
categories are convenient, invented artefacts that make it easier for us to interpret the world. 
Boundaries are fuzzy and overlap is inevitable. 

Cross-linguistic mediation 

Earlier versions of the descriptors had experimented with various formulations seeking to take account 
of this point. However, making clear distinctions proved to be remarkably difficult. Mother tongue and 
first language and language of schooling are often not synonymous and even expressions like source 
language and target language proved confusing (e.g. when mediating from another language one may 
be mediating to the mother tongue, the other language is in such a case the source language and the 
mother tongue would be the target language). Attempts to cater for these variations also meant that at 
one point the collection of descriptors tripled in size unnecessarily, with very minor changes in 
formulation. 

Therefore, the project group decided to take the line that, as with the original illustrative descriptors, 
what is calibrated is the perceived difficulty of the functional language ability irrespective of whatever 
languages are involved. It is recommended that those languages should be specified by the user as 
part of the adaptation of the descriptors for practical use. 

The scales for Mediating a text contain a reference to óLanguage Aô and óLanguage Bô broad terms for 
mediated communication sources and communication outputs respectively. It is stated in notes that 
mediation may be within one language or across languages, varieties or registers (or any combination 
of these) and that the user may wish to state the specific languages concerned. Equally the user may 
wish to provide examples relevant to their context, perhaps inspired by those presented in Appendix 6 
for the four domains of language use: public, personal, occupational and educational. 

For example, the first descriptor on the scale for Relaying specific information in speech: 

Can explain (in Language B) the relevance of specific information given in a particular section 
of a long, complex text (written in Language A). 

might become: 

Can explain in French the relevance of specific information given in a particular section of a 
long, complex text in English (for example an article, website, book or talk face-to-face / online 
concerning current affairs or an area of personal interest or concern). 

or if communication within one target language is concerned: 

Can explain the relevance of specific information given in a particular section of a long, 
complex text (for example an article, website, book or talk face-to-face / online concerning 
current affairs or an area of personal interest or concern). 

All of the descriptors for mediating a text involve integrated skills, a mixture of reception and 
production. The focus is not on reception, for which CEFR scales already exist. The level at which 
descriptors are calibrated reflects the level of the processing and the production required. When the 
reception and the production are in different languages, then the level represented by the descriptor is 
that needed to process and articulate the source message in the target language(s). 
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General and communicative language competences 

In any CEFR descriptor scale, the descriptors at a particular level define what can reasonably be 
achieved when the user/learner has a communicative language competence (CEFR Section 5.2) in the 
language(s) concerned corresponding to the CEFR level given, provided that the person concerned 
also has the personal characteristics, knowledge, cognitive maturity and experience ï that is to say the 
general competences (CEFR Section 5.1) ï necessary to do so successfully. The CEFR scales are 
intended to be used to profile ability. It is unlikely that all users who are globally óB1ô are capable of 
doing exactly what is defined at B1 on all CEFR descriptor scales, no more and no less. It is far more 
likely that people whose overall level is at B1 will in fact be A2 or A2+ in relation to some activities and 
B1+ or even B2 in relation to others, depending upon their personal profile of general competences, in 
turn dependent on age, experience etc. This is the case with many existing CEFR descriptor scales 
that concern cognitive abilities like Listening and notetaking, Reading for information and argument, 
Formal discussion (Meetings), Sustained monologue: Addressing audiences, and producing Reports 
and essays. It is equally the case with many mediation activities. Some of the scales under mediating a 
text (e.g. Processing text) or mediation strategies (e.g. Streamlining text) involve activities requiring a 
degree of cognitive sophistication that may also not be shared equally by everyone. Furthermore, the 
scales for mediating communication require interpersonal skills that are not shared equally, partly due 
to experience. 

Similarly, the profiles of user/learners at, for example, B1 will differ greatly in relation to Building on 
plurilingual/pluricultural repertoire, dependent on their personal trajectories and the experience and 
competences acquired along the way. Therefore, rather than seeking to eliminate the influence of 
individual differences, the approach taken in the descriptors acknowledges that they are a key 
contributing factor to learnersô unique profiles of communicative ability. 

General and communicative language competences in building on pluricultural 
repertoire 

As with mediating, using oneôs pluricultural repertoire involves a range of general competences (CEFR 
Section 5.1), usually in close conjunction with pragmatic and sociolinguistic competences (CEFR 
Section 5.2.2 & 3). Thus in this scale, as in the mediation scales and many other CEFR scales, 
competences other than language competences come into play. The boundaries between knowledge 
of the world (CEFR 5.1.1.1), sociocultural knowledge (CEFR 5.1.1.2) and intercultural awareness 
(CEFR 5.1.1.3) are not really clear-cut, as the CEFR explains. Nor are those between practical skills 
and know-how (CEFR 5.1.2.1) ï which includes social skills ï and socio-cultural knowledge or 
intercultural skills and knowhow (5.1.2.2). The field of socio-pragmatics also studies aspects of these 
areas from a more ólinguisticô point of view. What is more important than possible overlap between 
categories is the fact that the user/learner calls on all these various aspects, merged with the 
appropriate communicative language competence, in the creation of meaning in a communicative 
situation. Some are more likely than others to be able to do this to the extent permitted by a given 
language proficiency level, perhaps because of their differing aptitudes and experience. 

Plurilingual comprehension and level 

Plurilingual comprehension usually involves activities like exploiting oneôs receptive ability in one 
language (however partial) to deduce the meaning of texts written in another language. Again, it is the 
minimum functional level needed in each of the languages concerned to perform these activities that 
the descriptor scaling refers to. Proximity of languages naturally helps. Therefore, again, in any specific 
context, users are advised to specify the languages concerned as part of the adaptation of the 
descriptor for practical use. 

Sign language users and descriptors 

People who are born deaf may acquire a sign language as their first language given appropriate input 
by their parents and peers. Sign languages are not merely a form of gesture based communication, 
and not simply a different medium to express a spoken language. Linguistic research has provided 
ample evidence that sign languages are human languages in their own right that display all features, 
means, rules and restrictions found in spoken language. This includes language acquisition, 
processing, loss ï that is all psychological processes and language specific representations found for 
spoken languages. 
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     The CEFR Illustrative Descriptor        
     Scales 

Communicative language activities and strategies (CEFR Section 4.4) 

Reception 

Reception involves receiving and processing input, activating what are thought to be appropriate 
schemata in order to build up a representation of the meaning being expressed and a hypothesis as to 
the communicative intention behind it.  Incoming co-textual and contextual cues are checked to see if 
they ófitô the activated schema ï or suggest that an alternative hypothesis is necessary. In aural 
reception (one-way listening) activities, the language user receives and processes a spoken input 
produced by one or more speakers. In visual reception (reading) activities the user receives and 
processes as input written texts produced by one or more writers. In audio-visual reception, for which 
one scale (watching TV and film) is provided, the user watches TV, video, or a film and uses multi-
media, with or without subtitles and voiceovers. 
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Reception activities 

Listening comprehension 

The aspects of listening comprehension included under reception are different kinds of one-way 
listening, excluding Understanding the interlocutor (as a participant in interaction), which is included 
under interaction. The approach is strongly influenced by the metaphor of concentric circles as one 
moves out from the role as participant in an interaction towards the one-way role of an overhearer or 
bystander, to being a member of a live audience, to being a member of an audience at a distance ï via 
media. Scales are provided for Understanding conversation between other speakers (as an 
overhearer) and for Listening as a member of a live-audience. To these scales particular media are 
added, with Listening to announcements and instructions, and Listening to audio media and 
recordings. There is also a separate scale for Watching TV and film included under audio-visual 
comprehension. 

SPOKEN RECEPTION 

OVERALL LISTENING COMPREHENSION 

C2 
Can understand with ease virtually any kind of spoken language, whether live or broadcast, delivered at fast natural 
speed. 

C1 

Can understand enough to follow extended speech on abstract and complex topics beyond his/her own field, though 
he/she may need to confirm occasional details, especially if the accent is unfamiliar. 

Can recognise a wide range of idiomatic expressions and colloquialisms, appreciating register shifts. 

Can follow extended speech even when it is not clearly structured and when relationships are only implied and not 
signalled explicitly. 

B2 

Can understand standard spoken language, live or broadcast on both familiar and unfamiliar topics normally encountered 
in personal, social, academic or vocational life. Only extreme background noise, inadequate discourse structure and/or 
idiomatic usage influence the ability to understand. 

Can understand the main ideas of propositionally and linguistically complex speech on both concrete and abstract topics 
delivered in standard speech, including technical discussions in his/her field of specialisation. 

Can follow extended speech and complex lines of argument provided the topic is reasonably familiar, and the direction of 
the talk is sign-posted by explicit markers. 

B1 

Can understand straightforward factual information about common everyday or job related topics, identifying both general 
messages and specific details, provided speech is clearly articulated in a generally familiar accent. 

Can understand the main points of clear standard speech on familiar matters regularly encountered in work, school, 
leisure etc., including short narratives. 

A2 

Can understand enough to be able to meet needs of a concrete type provided speech is clearly and slowly articulated. 

Can understand phrases and expressions related to areas of most immediate priority (e.g. very basic personal and family 
information, shopping, local geography, employment), provided speech is clearly and slowly articulated. 

A1 

Can follow speech that is very slow and carefully articulated, with long pauses for him/her to assimilate meaning. 

Can recognise concrete information (e.g. places and times) on familiar topics encountered in everyday life, provided it is 
delivered in slow and clear speech. 

Pre-A1 

Can understand short, very simple questions and statements provided that they are delivered slowly and clearly and 
accompanied by visuals or manual gestures to support understanding and repeated if necessary. 

Can recognise everyday, familiar words, provided they are delivered clearly and slowly in a clearly defined, familiar, 
everyday context. 

Can recognise numbers, prices, dates and days of the week, provided they are delivered slowly and clearly in a defined, 
familiar, everyday context. 

  

http://www.ecml.at/ECML-Programme/Programme2012-2015/ProSign/PRO-Sign-referencelevels/tabid/1844/Default.aspx
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Understanding conversation between other speakers concerns two main situations: the first is when 
other speakers in a group interaction talk across the user/learner to each other, so that the user/learner 
is no longer directly addressed. The second situation is when the user/learner is an overhearer: 
listening to a conversation between other people nearby. Both situations are noticeably more difficult 
than when the user/learner is directly addressed, firstly because there is no element of accommodation 
to them and because the speakers may have shared assumptions, experiences they refer to and even 
variants in usage, and secondly because the user/learner, not being an addressee, has no órightsô to 
ask for clarification, repetition etc. Key concepts operationalized in the scale include the following: 

Ʒ picking up and connecting words, phrases etc.; 

Ʒ catching enough to identify the topic, changes of topic; 

Ʒ identifying chronological progression, e.g. a story; 

Ʒ identifying when people agree and disagree, points made for and against an issue; 

Ʒ identifying attitudes and sociocultural implications (C levels). 

UNDERSTANDING CONVERSATION BETWEEN OTHER SPEAKERS 

C2 
Can identify the sociocultural implications of most of the language used in colloquial discussions that take place at a natural 
speed. 

C1 

Can easily follow complex interactions between third parties in group discussion and debate, even on abstract, complex 
unfamiliar topics. 

Can identify the attitude of each speaker in an animated discussion characterised by overlapping turns, digressions and 
colloquialisms that is delivered at a natural speed in accents that are familiar to the listener. 

B2 

Can keep up with an animated conversation between speakers of the target language. 

Can with some effort catch much of what is said around him/her, but may find it difficult to participate effectively in 
discussion with several speakers of the target language who do not modify their speech in any way. 

Can identify the main reasons for and against an argument or idea in a discussion conducted in clear standard speech. 

Can follow chronological sequence in extended informal speech, e.g. in a story or anecdote. 

B1 

Can follow much of everyday conversation and discussion, provided it takes place in standard speech and is clearly 
articulated in a familiar accent. 

Can generally follow the main points of extended discussion around him/her, provided speech is clearly articulated in 
standard speech. 

A2 

Can generally identify the topic of discussion around him/her that is conducted slowly and clearly. 

Can recognise when speakers agree and disagree in a conversation conducted slowly and clearly. 

Can follow in outline short, simple social exchanges, conducted very slowly and clearly. 

A1 

Can understand some words and expressions when people are talking about him/herself, family, school, hobbies or 
surroundings, provided they are talking slowly and clearly. 

Can understand words and short sentences when listening to a simple conversation (e.g. between a customer and a 
salesperson in a shop), provided that people talk very slowly and very clearly. 

Pre-A1 No descriptors available 

  

http://www.ecml.at/ECML-Programme/Programme2012-2015/ProSign/PRO-Sign-referencelevels/tabid/1844/Default.aspx
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Listening as a member of a live-audience concerns listening to a speaker addressing an audience, for 
example in a meeting or seminar, at a conference or lecture, on a guided tour, at a wedding or other 
celebration. Understanding the speaker as a member of an audience is in fact usually easier than 
Understanding conversation between other speakers, even though the user/learner is even further 
away from being a participant in the talk. This is firstly because the more structured nature of a 
monologue means that it is easier to bridge over sections that one doesnôt understand and pick up the 
thread again. Secondly, the speaker is more likely to be using a neutral register and projecting his/her 
voice to maximize the ability of the audience to follow. Key concepts operationalized in the scale 
include the following: 

Ʒ following talk accompanying real artefacts (e.g. on a guided tour) and visual aids (e.g. 
PowerPoint); 

Ʒ the degree of accommodation to the audience (speed of delivery, extent to which usage is 
simplified); 

Ʒ familiarity of the situation and subject matter; 

Ʒ following a line of argument, distinguishing man points etc. 

LISTENING AS A MEMBER OF A LIVE AUDIENCE 

C2 

Can follow specialised lectures and presentations employing colloquialism, regional usage or unfamiliar terminology. 

Can make appropriate inferences when links or implications are not made explicit. 

Can get the point of jokes or allusions in a presentation. 

C1 Can follow most lectures, discussions and debates with relative ease. 

B2 

Can follow the essentials of lectures, talks and reports and other forms of academic/professional presentation which are 
propositionally and linguistically complex. 

Can understand the speakerôs point of view on topics that are of current interest or that relate to his/her specialised field, 
provided that the talk is delivered in standard spoken language. 

Can follow complex lines of argument in a clearly articulated lecture provided the topic is reasonably familiar. 

Can distinguish main themes from asides, provided that the lecture or talk is delivered in standard spoken language. 

Can recognise the speakerôs point of view and distinguish this from facts that he/she is reporting. 

B1 

Can follow a lecture or talk within his/her own field, provided the subject matter is familiar and the presentation 
straightforward and clearly structured. 

Can distinguish between main ideas and supporting details in standard lectures on familiar subjects, provided these are 
delivered in clearly articulated standard speech. 

Can follow in outline straightforward short talks on familiar topics, provided these are delivered in clearly articulated 
standard speech. 

Can follow a straightforward conference presentation or demonstration with visual support (e.g. slides, handouts) on a topic 
or product within his/her field, understanding explanations given. 

Can understand the main points of what is said in a straightforward monologue like a guided tour, provided the delivery is 
clear and relatively slow. 

A2 

Can follow the general outline of a demonstration or presentation on a familiar or predictable topic, where the message is 
expressed slowly and clearly in simple language and there is visual support (e.g. slides, handouts). 

Can follow a very simple, well-structured presentation or demonstration, provided that it is illustrated with slides, concrete 
examples or diagrams, it is delivered slowly and clearly with repetition and the topic is familiar. 

Can understand the outline of simple information given in a predictable situation, such as on a guided tour, e.g. óThis is 
where the President lives.ô 

A1 
Can understand in outline very simple information being explained in a predictable situation like a guided tour, provided that 
speech is very slow and clear and that there are long pauses from time to time. 

Pre-A1 No descriptors available 
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Listening to announcements and instructions, involves a different type of extremely focused listening in 
which the aim is to catch specific information. The situation is complicated by the fact that the 
announcement or instructions may well be delivered by a (possibly faulty) public address system, or 
called out by a speaker some considerable distance away. Key concepts operationalized in the scale 
include the following: 

Ʒ understanding directions and detailed instructions; 

Ʒ catching the main point of announcements; 

Ʒ degree of clarity, from slow and clear to normal speed with audio distortion. 

LISTENING TO ANNOUNCEMENTS AND INSTRUCTIONS 

C2 No descriptors available; see C1 

C1 

Can extract specific information from poor quality, audibly distorted public announcements e.g. in a station, sports stadium 
etc. 

Can understand complex technical information, such as operating instructions, specifications for familiar products and 
services. 

B2 

Can understand announcements and messages on concrete and abstract topics spoken in standard speech at normal 
speed. 

Can understand detailed instructions well enough to be able to follow them successfully. 

B1 

Can understand simple technical information, such as operating instructions for everyday equipment. 

Can follow detailed directions. 

Can understand public announcements at airports, stations and on planes, buses and trains, provided these are clearly 
articulated in standard speech with minimum interference from background noise. 

A2 

Can understand and follow a series of instructions for familiar, everyday activities such as sports, cooking, etc. provided 
they are delivered slowly and clearly. 

Can understand straightforward announcements (e.g. a telephone recording or radio announcement of a cinema 
programme or sports event, an announcement that a train has been delayed, or messages announced by loudspeaker in a 
supermarket), provided the delivery is slow and clear. 

Can catch the main point in short, clear, simple messages and announcements. 

Can understand simple directions relating to how to get from X to Y, by foot or public transport. 

Can understand basic instructions on times, dates and numbers etc., and on routine tasks and assignments to be carried 
out. 

A1 

Can understand instructions addressed carefully and slowly to him/her and follow short, simple directions. 

Can understand when someone tells him/her slowly and clearly where something is, provided the object is in the immediate 
environment. 

Can understand figures, prices and times given slowly and clearly in an announcement by loudspeaker, e.g. at a railway 
station or in a shop. 

Pre-A1 
Can understand short, simple instructions for actions such as óStop,ô óClose the door,ô etc., provided they are delivered 
slowly face-to- face, accompanied by pictures or manual gestures and repeated if necessary. 
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Listening to audio media and recordings involves broadcast media and recorded materials including 
messages, weather forecasts, narrated stories, news bulletins, interviews and documentaries. Key 
concepts operationalized in the scale include the following: 

Ʒ picking out concrete information; 

Ʒ understanding main points, essential information; 

Ʒ catching important information; 

Ʒ identifying speaker mood, attitudes and viewpoints. 

LISTENING TO AUDIO MEDIA AND RECORDINGS 

C2 No descriptors available; see C1 

C1 
Can understand a wide range of recorded and broadcast audio material, including some non-standard usage, and identify 
finer points of detail including implicit attitudes and relationships between speakers. 

B2 

Can understand recordings in the standard form of the language likely to be encountered in social, professional or 
academic life and identify speaker viewpoints and attitudes as well as the information content. 

Can understand most radio documentaries and most other recorded or broadcast audio material delivered in the standard 
form of the language and can identify the speaker's mood, tone etc. 

B1 

Can understand the information content of the majority of recorded or broadcast audio material on topics of personal 
interest delivered in clear standard speech. 

Can understand the main points of radio news bulletins and simpler recorded material about familiar subjects delivered 
relatively slowly and clearly. 

Can understand the main points and important details in stories and other narratives (e.g. a description of a holiday), 
provided the speaker speaks slowly and clearly. 

A2 

Can understand the most important information contained in short radio commercials concerning goods and services of 
interest (e.g. CDs, video games, travel, etc.). 

Can understand in a radio interview what people say they do in their free time, what they particularly like doing and what 
they do not like doing, provided that they speak slowly and clearly. 

Can understand and extract the essential information from short, recorded passages dealing with predictable everyday 
matters that are delivered slowly and clearly. 

Can extract important information from short radio broadcasts, such as the weather forecast, concert announcements or 
sports results, provided that people talk clearly. 

Can understand the important points of a story and manage to follow the plot, provided the story is told slowly and clearly. 

A1 
Can pick out concrete information (e.g. places and times) from short audio recordings on familiar everyday topics, provided 
they are delivered very slowly and clearly. 

Pre-A1 
Can recognise words, names and numbers that he/she already knows in simple, short recordings, provided that they are 
delivered very slowly and clearly 
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Reading comprehension 

The categories for reading are a mixture between reading purpose and reading particular genres with 
specific functions. In terms of reading purpose, there is a fundamental difference between Reading for 
orientation and Reading for information / argument. The former is sometimes called search reading and 
mainly takes two forms: firstly, reading a text ódiagonallyô at speed in order to decide whether to read 
(parts of) it properly (= óskimmingô), and secondly, looking quickly through a text searching for 
something specific ï usually a piece of information (=ôscanningô). The latter is the way one reads 
artefacts like bus or train timetables, but sometimes one searches through a long prose text looking for 
something in particular. Then there is a fundamental difference between Reading for 
information/argument and Reading as a leisure activity. The latter may well involve non-fiction, but not 
necessarily literature. It will also encompass magazines and newspapers, blogs, biographies etc. ï and 
possible even texts another person would read only for work or study purposes, depending on oneôs 
interests. Finally, there are texts that one reads in a particular way ï like Reading instructions, a 
specialized form of reading for information. Reading correspondence is different again, and this is 
offered first since the scales start in each category with interpersonal language use. Reading as a 
leisure activity is given last purely because it is added in 2017. 

WRITTEN RECEPTION 

OVERALL READING COMPREHENSION 

C2 

Can understand virtually all forms of the written language including abstract, structurally complex, or highly colloquial 
literary and non-literary writings. 

Can understand a wide range of long and complex texts, appreciating subtle distinctions of style and implicit as well as 
explicit meaning. 

C1 

Can understand in detail lengthy, complex texts, whether or not they relate to his/her own area of speciality, provided 
he/she can reread difficult sections. 

Can understand a wide variety of texts including literary writings, newspaper or magazine articles, and specialised 
academic or professional publications, provided that there are opportunities for re-reading and he/she has access to 
reference tools. 

B2 
Can read with a large degree of independence, adapting style and speed of reading to different texts and purposes, and 
using appropriate reference sources selectively. Has a broad active reading vocabulary, but may experience some difficulty 
with low-frequency idioms. 

B1 
Can read straightforward factual texts on subjects related to his/her field and interests with a satisfactory level of 
comprehension. 

A2 

Can understand short, simple texts on familiar matters of a concrete type which consist of high frequency everyday or job-
related language. 

Can understand short, simple texts containing the highest frequency vocabulary, including a proportion of shared 
international vocabulary items. 

A1 
Can understand very short, simple texts a single phrase at a time, picking up familiar names, words and basic phrases and 
rereading as required. 

Pre-A1 
Can recognise familiar words accompanied by pictures, such as a fast-food restaurant menu illustrated with photos or a 
picture book using familiar vocabulary. 
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Reading correspondence encompasses reading both personal and formal correspondence. Key 
concepts operationalized in the scale include the following: 

Ʒ length and complexity/simplicity of message; 

Ʒ concreteness of information, whether it follows a routine format; 

Ʒ the extent to which language is standard, colloquial, idiomatic; 

Ʒ the extent to which the subject is an everyday one, one related to interests or specialised. 

READING CORRESPONDENCE 

C2 Can understand specialised, formal correspondence on a complex topic. 

C1 

Can understand any correspondence given the occasional use of a dictionary. 

Can understand implicit as well as explicit attitudes, emotions and opinions expressed in emails, discussion forums, blogs 
etc., provided that there are opportunities for re-reading and he/she has access to reference tools. 

Can understand slang, idiomatic expressions and jokes in private correspondence. 

B2 
Can read correspondence relating to his/her field of interest and readily grasp the essential meaning. 

Can understand what is said in a personal email or posting even where some colloquial language is used. 

B1 

Can understand formal correspondence on less familiar subjects well enough to redirect it to someone else.  

Can understand the description of events, feelings and wishes in personal letters well enough to correspond regularly with 
a pen friend. 

Can understand straightforward personal letters, emails or postings giving a relatively detailed account of events and 
experiences. 

Can understand standard formal correspondence and online postings in his/her area of professional interest. 

A2 

Can understand a simple personal letter, email or post in which the person writing is talking about familiar subjects (such as 
friends or family) or asking questions on these subjects. 

Can understand basic types of standard routine letters and faxes (enquiries, orders, letters of confirmation etc.) on familiar 
topics. 

Can understand short simple personal letters. 

Can understand very simple formal emails and letters (e.g. confirmation of a booking or on-line purchase). 

A1 

Can understand short, simple messages on postcards. 

Can understand short, simple messages sent via social media or email (e.g. proposing what to do, when and where to 
meet). 

Pre-A1 

Can understand from a letter, card or email the event to which he/she is being invited and the information given about day, 
time and location. 

Can recognise times and places in very simple notes and text messages from friends or colleagues, for example óBack at 4 
oôclockô or óIn the meeting room,ô provided there are no abbreviations. 
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Reading for orientation ï search reading ï involves óskimming:ô reading at speed in order to judge 
relevance and óscanning:ô searching for specific information. Key concepts operationalized in the scale 
include the following: 

Ʒ the type of texts (from notices, leaflets etc. to articles and books); 

Ʒ picking out concrete information like times, prices from texts that are visual artefacts, rather 
than prose text, with layout that helps; 

Ʒ identifying important information; 

Ʒ scanning prose text for relevance; 

Ʒ speed ï mentioned at B2. 

READING FOR ORIENTATION 

C2 No descriptors available; see B2 

C1 No descriptors available; see B2 

B2 

Can scan quickly through  several sources (articles, reports, websites, books etc.) in parallel, in both his/her own field and 
in related fields, and can identify the relevance and usefulness of particular sections for the task at hand. 

Can scan quickly through long and complex texts, locating relevant details. 

Can quickly identify the content and relevance of news items, articles and reports on a wide range of professional topics, 
deciding whether closer study is worthwhile. 

B1 

Can scan longer texts in order to locate desired information, and gather information from different parts of a text, or from 
different texts in order to fulfil a specific task. 

Can scan through straightforward, factual texts in magazines, brochures or in the web, identify what they are about and 
decide whether they contain information that might be of practical use. 

Can find and understand relevant information in everyday material, such as letters, brochures and short official documents. 

Can pick out important information about preparation and usage on the labels on foodstuffs and medicine. 

Can assess whether an article, report or review is on the required topic. 

Can understand the important information in simple, clearly drafted adverts in newspapers or magazines, provided that 
there are not too many abbreviations. 

A2 

Can find specific information in practical, concrete, predictable texts (e.g. travel guidebooks, recipes), provided they are 
written in simple language. 

Can understand the main information in short and simple descriptions of goods in brochures and websites (e.g. portable 
digital devices, cameras, etc.). 

Can find specific, predictable information in simple everyday material such as advertisements, prospectuses, menus, 
reference lists and timetables. 

Can locate specific information in lists and isolate the information required (e.g. use the óYellow Pagesô to find a service or 
tradesman). 

Can understand everyday signs and notices etc. in public places, such as streets, restaurants, railway stations, in 
workplaces, such as directions, instructions, hazard warnings. 

A1 

Can recognise familiar names, words and very basic phrases on simple notices in the most common everyday situations. 

Can understand store guides (information on which floors departments are on) and directions (e.g. to where to find lifts). 

Can understand basic hotel information, e.g. times when meals are served. 

Can find and understand simple, important information in advertisements, in programmes for special events, in leaflets and 
brochures (e.g. what is proposed, costs, the date and place of the event, departure times etc.). 

Pre-A1 
Can understand simple everyday signs such as óParking,ô óStation,ô óDining room,ô óNo smoking,ô etc. 

Can find information about places, times and prices on posters, flyers and notices. 
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Reading for information / argument ï detailed reading ï involves careful study of a text that one has 
judged to be relevant for a purpose at hand. It is often associated with study and professional life. Key 
concepts operationalized in the scale include the following: 

Ʒ type of texts, from simple, short illustrated informational material to complex reports and 
articles; 

Ʒ subject of texts, from familiar everyday subjects of personal interest to topics outside his/her 
area of interest; 

Ʒ depth of understanding, from getting an idea of the content to understanding finer points and 
implications. 

READING FOR INFORMATION AND ARGUMENT 

C2 Can understand the finer points and implications of a complex report or article even outside his/her area of specialisation. 

C1 

Can understand in detail a wide range of lengthy, complex texts likely to be encountered in social, professional or academic 
life, identifying finer points of detail including attitudes and implied as well as stated opinions. 

Can understand in detail lengthy, complex texts, whether or not they relate to his/her own area of speciality, provided 
he/she can reread difficult sections. 

B2 

Can obtain information, ideas and opinions from highly specialised sources within his/her field. 

Can understand specialised articles outside his/her field, provided he/she can use a dictionary occasionally to confirm 
his/her interpretation of terminology. 

Can understand articles and reports concerned with contemporary problems in which the writers adopt particular stances or 
viewpoints. 

Can recognise when a text provides factual information and when it seeks to convince readers of something. 

Can recognise different structures in discursive text: contrasting arguments, problem-solution presentation and cause-effect 
relationships. 

B1 

Can understand straightforward, factual texts on subjects relating to his/her interests or studies. 

Can understand short texts on subjects that are familiar or of current interest, in which people give their points of view (e.g. 
critical contributions to an online discussion forum or readersô letters to the editor). 

Can identify the main conclusions in clearly signalled argumentative texts. 

Can recognise the line of argument in the treatment of the issue presented, though not necessarily in detail. 

Can recognise significant points in straightforward newspaper articles on familiar subjects. 

Can understand most factual information that he/she is likely to come across on familiar subjects of interest, provided 
he/she has sufficient time for re-reading. 

Can understand the main points in descriptive notes such as those on museum exhibits and explanatory boards in 
exhibitions. 

A2 

Can identify specific information in simpler written material he/she encounters such as letters, brochures and short 
newspaper articles describing events. 

Can follow the general outline of a news report on a familiar type of event, provided that the contents are familiar and 
predictable. 

Can pick out the main information in short newspaper reports or simple articles in which figures, names, illustrations and 
titles play a prominent role and support the meaning of the text. 

Can understand the main points of short texts dealing with everyday topics (e.g. lifestyle, hobbies, sports, weather). 

Can understand texts describing people, places, everyday life, and culture, etc., provided that they are written in simple 
language. 

Can understand information given in illustrated brochures and maps, e.g. the principal attractions of a city or area. 

Can understand the main points in short news items on subjects of personal interest (e.g. sport, celebrities). 

Can understand a short factual description or report within his/her own field, provided that it is written in simple language 
and does not contain unpredictable detail. 

Can understand most of what people say about themselves in a personal ad or post and what they say they like in other 
people. 

A1 

Can get an idea of the content of simpler informational material and short simple descriptions, especially if there is visual 
support. 

Can understand short texts on subjects of personal interest (e.g. news flashes about sports, music, travel, or stories etc.) 
written with simple words and supported by illustrations and pictures. 

Pre-A1 
Can understand the simplest informational material that consists of familiar words and pictures, such as a fast-food 
restaurant menu illustrated with photos or an illustrated story formulated in very simple, everyday words 
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Reading instructions is a specialized form of reading for information. Key concepts operationalized in 
the scale include the following: 

Ʒ topic of instructions, from routine prohibitions on simple notices and simple directions to 
detailed conditions and complex instructions on something unfamiliar, possibly outside his/her 
area of expertise; 

Ʒ degree of contextualisation and familiarity; 

Ʒ length, from a few words to detailed and lengthy complex instructions in continuous text. 

READING INSTRUCTIONS 

C2 No descriptors available; see C1 

C1 
Can understand in detail lengthy, complex instructions on a new machine or a new procedure, whether or not the 
instructions relate to his/her own area of speciality, provided he/she can reread difficult sections. 

B2 
Can understand lengthy, complex instructions in his/her field, including details on conditions and warnings, provided he/she 
can reread difficult sections. 

B1 

Can understand instructions and procedures in the form of a continuous text, for example in a manual, provided that he/she 
is familiar with the type of process or product concerned. 

Can understand clearly written, straightforward instructions for a piece of equipment. 

Can follow simple instructions given on packaging, e.g. cooking instructions. 

Can understand most short safety instructions, (e.g. on public transport or in manuals for the use of electrical equipment). 

A2 

Can understand regulations, for example safety, when expressed in simple language. 

Can understand short written instructions illustrated step by step (e.g. for installing new technology). 

Can understand simple instructions on equipment encountered in everyday life ï such as a public telephone. 

Can understand simple, brief instructions provided that they are illustrated and not written in continuous text. 

Can understand instructions on medicine labels expressed as a simple command e.g. óTake before mealsô or óDo not take if 
driving. 

Can follow a simple recipe, especially if there are pictures to illustrate the most important steps. 

A1 Can follow short, simple written directions (e.g. to go from X to Y). 

Pre-A1 
Can understand very short, simple, instructions used in familiar, everyday contexts such as óNo parking,ô óNo food or drink,ô 
etc., especially if there are illustrations. 
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Reading as a leisure activity involves both fiction and nonfiction, including creative texts, different forms 
of literature, magazine and newspaper articles, blogs, biographies, etc. ï depending on oneôs interests. 
Key concepts operationalized in the scale include the following: 

Ʒ length, variety of texts and whether there are illustrations; 

Ʒ type of texts, from simple descriptions of people and places, through different types of 
narrative texts to contemporary and classical writings in different genres; 

Ʒ topics, from everyday topics (e.g. hobbies, sports, leisure activities, animals), concrete 
situations to a full range of abstract and literary topics; 

Ʒ type of language: from simple to stylistically complex; 

Ʒ ease of reading: from guessing with the help of images, through reading with a large degree 
of independence  to appreciating the variety of texts; 

Ʒ depth of understanding: from understanding in outline/the main points to understanding 
implicit as well as explicit meaning. 

READING AS A LEISURE ACTIVITY 

C2 
Can read virtually all forms of the written language including classical or colloquial literary and non-literary writings in 
different genres, appreciating subtle distinctions of style and implicit as well as explicit meaning. 

C1 

Can read and appreciate a variety of literary texts, provided that he/she can reread certain sections and that he/she can 
access reference tools if he/she wishes. 

Can read contemporary literary texts and non-fiction written in the standard form of the language with little difficulty and with 
appreciation of implicit meanings and ideas. 

B2 

Can read for pleasure with a large degree of independence, adapting style and speed of reading to different texts (e.g. 
magazines, more straightforward novels, history books, biographies, travelogues, guides, lyrics, poems), using appropriate 
reference sources selectively. 

Can read novels that have a strong, narrative plot and that are written in straightforward, unelaborated language, provided 
that he/she can take his/her time and use a dictionary. 

B1 

Can read newspaper / magazine accounts of films, books, concerts etc. written for a wider audience and understand the 
main points. 

Can understand simple poems and song lyrics written in straightforward language and style. 

Can understand the description of places, events, explicitly expressed feelings and perspectives in narratives, guides and 
magazine articles that are written in high frequency, everyday language. 

Can understand a travel diary mainly describing the events of a journey and the experiences and discoveries the person 
made. 

Can follow the plot of stories, simple novels and comics with a clear linear storyline and high frequency everyday language, 
given regular use of a dictionary. 

A2 

Can understand enough to read short, simple stories and comic strips involving familiar, concrete situations written in high 
frequency everyday language. 

Can understand the main points made in short magazine reports or guide entries that deal with concrete everyday topics 
(e.g. hobbies, sports, leisure activities, animals). 

Can understand short narratives and descriptions of someoneôs life that are written in simple words. 

Can understand what is happening in a photo story (e.g. in a lifestyle magazine) and form an impression of what the 
characters are like. 

Can understand much of the information provided in a short description of a person (e.g. a celebrity). 

Can understand the main point of a short article reporting an event that follows a predictable pattern (e.g. the Oscars), 
provided it is clearly written in simple language. 

A1 

Can understand short, illustrated narratives about everyday activities that are written in simple words. 

Can understand in outline short texts in illustrated stories, provided that the images help him/her to guess a lot of the 
content. 

Pre-A1 No descriptors available 
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Audio-visual Reception 

Watching TV and film includes live and recorded video material plus, at higher levels, film. Key 
concepts operationalised in the scale include the following: 

Ʒ following changes of topic and identifying main points; 

Ʒ identifying details, nuances and implied meaning (C levels); 

Ʒ delivery: from slow, clear standard usage to the ability to handle slang and idiomatic usage. 

WATCHING TV, FILM AND VIDEO 

C2 No descriptors available; see C1 

C1 

Can follow films employing a considerable degree of slang and idiomatic usage. 

Can understand in detail the arguments presented in demanding television broadcasts such as current affairs programmes, 
interviews, discussion programmes and chat shows. 

Can understand nuances and implied meaning in most films, plays and TV programmes, provided these are delivered in 
the standard language. 

B2 

Can extract the main points from the arguments and discussion in news and current affairs programmes. 

Can understand most TV news and current affairs programmes. 

Can understand documentaries, live interviews, talk shows, plays and the majority of films in the standard form of the 
language. 

B1 

Can understand a large part of many TV programmes on topics of personal interest such as interviews, short lectures, and 
news reports when the delivery is relatively slow and clear. 

Can follow many films in which visuals and action carry much of the storyline, and which are delivered clearly in 
straightforward language. 

Can catch the main points in TV programmes on familiar topics when the delivery is relatively slow and clear. 

A2 

Can identify the main point of TV news items reporting events, accidents etc. where the visual supports the commentary. 

Can follow a TV commercial or a trailer for or scene from a film, understanding what the actors are talking about, provided 
that the images are a great help in understanding and the delivery is clear and relatively slow. 

Can follow changes of topic of factual TV news items, and form an idea of the main content. 

A1 
Can recognise familiar words and phrases and identify the topics in headline news summaries and many of the products in 
advertisements, by exploiting visual information and general knowledge. 

Pre-A1 No descriptors available 
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Reception Strategies 

In reception, understanding progresses through a combination of bottom up/top down processing and 
of the use of content and formal schemata in inferencing. One scale is provided for the inferencing 
strategies that this involves. Key concepts operationalized in the scale include the following: 

Ʒ exploiting illustrations, formatting, headings, subtitles, position in the text etc. 

Ʒ ability to deduce meaning from the co-text and linguistic context; 

Ʒ exploiting linguistic clues: from numbers and proper nouns, through word roots prefixes and 
suffixes, temporal connectors, logical connectors ï to skilled use of a variety of strategies. 

IDENTIFYING CUES AND INFERRING (SPOKEN & WRITTEN)  

C2 No descriptors available; see C1 

C1 
Is skilled at using contextual, grammatical and lexical cues to infer attitude, mood and intentions and anticipate what will 
come next. 

B2 
Can use a variety of strategies to achieve comprehension, including listening for main points; checking comprehension by 
using contextual clues. 

B1 

Can exploit different types of connectors (numerical, temporal, logical) and the role of key paragraphs in the overall 
organisation, in order to better understand the argumentation in a text. 

Can extrapolate the meaning of a section of a text by taking into account the text as a whole. 

Can identify unfamiliar words from the context on topics related to his/her field and interests. 

Can extrapolate the meaning of occasional unknown words from the context and deduce sentence meaning provided the 
topic discussed is familiar. 

Can make basic inferences or predictions about text content from headings, titles or headlines. 

Can listen to a short narrative and predict what will happen next. 

Can follow a line of argument or the sequence of events in a story, by focusing on common logical connectors (e.g. 
however, because) and temporal connectors (e.g. after that, beforehand). 

Can deduce the probable meaning of unknown words in a written text by identifying their constituent part (e.g. identifying 
word roots, lexical elements, suffixes and prefixes). 

A2 

Can use an idea of the overall meaning of short texts and utterances on everyday topics of a concrete type to derive the 
probable meaning of unknown words from the context. 

Can exploit his/her recognition of known words to deduce the meaning of unfamiliar words in short expressions used in 
routine everyday contexts. 

Can exploit format, appearance and typographic features in order to identify the type of text: news story, promotional text, 
article, textbook, chat or forum etc. 

Can exploit numbers, dates, names, proper nouns etc.to identify the topic of a text. 

Can deduce the meaning and function of unknown formulaic expressions from their position in a written text (e.g. at the 
beginning or end of a letter). 

A1 
Can deduce the meaning of an unknown word for a concrete action or object, provided the surrounding text is very simple, 
and on a familiar everyday subject. 

Pre-A1 Can deduce the meaning of a word from an accompanying picture or icon. 
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Production 

Production includes both speaking and writing activities. Spoken production is a ólong turn,ô which may 
involve a short description or anecdote, or may imply a longer, more formal presentation. Productive 
activities, spoken and written, have an important function in many academic and professional fields 
(oral presentations, written studies and reports) and particular social value is attached to them. 
Judgements are made of what has been submitted in writing or of the fluency and articulateness in 
speaking, especially when addressing an audience. Ability in this more formal production is not 
acquired naturally; it is a product of literacy learnt through education and experience. It involves 
learning the expectations and conventions of the genre concerned. Production strategies are employed 
to improve the quality of both informal and formal production. Planning is obviously more associated 
with formal genres, but Monitoring and Compensating for gaps in vocabulary or terminology are also a 
quasi-automated process in natural speech. 
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Production activities 

The categories for spoken production are organized in terms of three macro-functions (interpersonal, 
transactional, evaluative), with two more specialised genres: Addressing audiences and Public 
announcements. Sustained monologue: Describing experience focuses mainly on descriptions and 
narratives whilst Sustained monologue: Putting a case (e.g. in debate) describes the ability to sustain 
an argument, which may well be made in a long turn in the context of normal conversation and 
discussion. Sustained monologue: giving information is a new scale, created by transferring certain 
descriptors from the scale for Information exchange that implied monologue rather than dialogue. 

SPOKEN PRODUCTION 

OVERALL SPOKEN PRODUCTION 

C2 
Can produce clear, smoothly flowing well-structured speech with an effective logical structure which helps the recipient to 
notice and remember significant points. 

C1 
Can give clear, detailed descriptions and presentations on complex subjects, integrating sub themes, developing particular 
points and rounding off with an appropriate conclusion. 

B2 

Can give clear, systematically developed descriptions and presentations, with appropriate highlighting of significant points, 
and relevant supporting detail. 

Can give clear, detailed descriptions and presentations on a wide range of subjects related to his/her field of interest, 
expanding and supporting ideas with subsidiary points and relevant examples. 

B1 
Can reasonably fluently sustain a straightforward description of one of a variety of subjects within his/her field of interest, 
presenting it as a linear sequence of points. 

A2 
Can give a simple description or presentation of people, living or working conditions, daily routines. likes/dislikes etc. as a 
short series of simple phrases and sentences linked into a list. 

A1 Can produce simple mainly isolated phrases about people and places. 

Pre-A1 Can produce short phrases about themselves, giving basic personal information (e.g. name, address, family, nationality). 
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Spoken Production 

Sustained monologue: Describing experience concerns narrative and description. It has many short 
descriptors at A1-B1 reflecting a relatively direct link between communicative functions and the 
language used to express them. There is little or no information about quality of language, for which 
scales for communicative language competence would need to be consulted. Key concepts 
operationalized in the scale include the following: 

Ʒ aspects described, from simple everyday information (describe him/herself, what he/she does 
and where he/she lives) through classic functions (e.g. describe plans and arrangements, 
habits and routines, past activities and personal experiences) and a wide range of subjects 
related to his/her field of interest, to detailed descriptions of complex subjects; 

Ʒ complexity of discourse: from simple words and formulaic expressions, and simple sentences, 
through relating as a linear sequence of points, to integrating sub themes and developing 
particular points in a smoothly flowing description. 

SUSTAINED MONOLOGUE: DESCRIBING EXPERIENCE 

C2 Can give clear, smoothly flowing, elaborate and often memorable descriptions. 

C1 

Can give clear, detailed descriptions of complex subjects. 

Can give elaborate descriptions and narratives, integrating sub themes, developing particular points and rounding off with 
an appropriate conclusion. 

B2 
Can give clear, detailed descriptions on a wide range of subjects related to his/her field of interest. 

Can describe the personal significance of events and experiences in detail. 

B1 

Can clearly express feelings about something experienced and give reasons to explain those feelings. 

Can give straightforward descriptions on a variety of familiar subjects within his field of interest. 

Can reasonably fluently relate a straightforward narrative or description as a linear sequence of points. 

Can give detailed accounts of experiences, describing feelings and reactions. 

Can relate details of unpredictable occurrences, e.g. an accident. 

Can relate the plot of a book or film and describe his/her reactions. 

Can describe dreams, hopes and ambitions. 

Can describe events, real or imagined. 

Can narrate a story. 

A2 

Can tell a story or describe something in a simple list of points. 

Can describe everyday aspects of his/her environment e.g. people, places, a job or study experience. 

Can give short, basic descriptions of events and activities. 

Can describe plans and arrangements, habits and routines, past activities and personal experiences. 

Can use simple descriptive language to make brief statements about and compare objects and possessions. 

Can explain what he/she likes or dislikes about something. 

Can describe his/her family, living conditions, educational background, present or most recent job. 

Can describe people, places and possessions in simple terms. 

Can say what he/she is good at and not so good at (e.g. sports, games, skills, subjects). 

Can briefly talk about what he/she plans to do at the weekend or during the holidays. 

A1 

Can describe him/herself, what he/she does and where he/she lives. 

Can describe simple aspects of his/her everyday life in a series of simple sentences, using simple words and basic 
phrases, provided he/she can prepare in advance. 

Pre-A1 

Can describe him/herself (e.g. name, age, family), using simple words and formulaic expressions, provided he/she can 
prepare in advance. 

Can say how he/she is feeling using simple words like óhappyô, ótiredô, accompanied by body language. 
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Sustained monologue: Giving information is a new scale concerned with explaining information to a 
recipient in a long turn. Although the recipient may well interrupt to ask for repetition and clarification, 
the information is clearly unidirectional; it is not an exchange.  Key concepts operationalized in the 
scale include the following: 

Ʒ type of information: from a simple description of  an object, or directions, through 
straightforward factual information on a familiar topic to complex professional or academic 
procedures; 

Ʒ degree of precision: from simple descriptions through explaining the main points with 
reasonable precision to communicating detailed information reliably to making clear 
distinctions between ideas, concepts and things that closely resemble one another. 

SUSTAINED MONOLOGUE: GIVING INFORMATION  

C2 No descriptors available; see C1 

C1 
Can communicate clearly detailed distinctions between ideas, concepts and things that closely resemble one other. 

Can give instructions on carrying out a series of complex professional or academic procedures. 

B2 

Can communicate complex information and advice on the full range of matters related to his/her occupational role. 

Can communicate detailed information reliably. 

Can give a clear, detailed description of how to carry out a procedure. 

B1 

Can explain the main points in an idea or problem with reasonable precision. 

Can describe how to do something, giving detailed instructions. 

Can report straightforward factual information on a familiar topic, for example to indicate the nature of a problem or to give 
detailed directions, provided he/she can prepare beforehand. 

A2 
Can give simple directions from place to place, using basic expressions such as óturn rightô and ógo straightô along with 
sequential connectors  such as ófirst,ô óthen,ô and ónext.ô 

A1 
Can give a simple description of an object or picture while showing it to others using basic words, phrases and formulaic 
expressions, provided he/she can prepare in advance. 

Pre-A1 No descriptors available 

  



Page 72 Ʒ CEFR Companion Volume with New Descriptors 

Sustained monologue: Putting a case (e.g. in debate) describes the ability to sustain an argument. The 
original scale (marked in blue) was bunched at B2, where this ability is a salient concept. Descriptors 
have now been added for more levels. Key concepts operationalized in the scale include the following: 

Ʒ topics: from what he/she likes or dislikes about something to opinions on subjects relating to 
everyday life, to topical issues and complex issues; 

Ʒ manner of arguing: from making simple, direct comparisons, through expanding and 
supporting viewpoints at some length whilst developing an argument systematically, to taking 
into account the interlocutorôs perspective and employing emphasis effectively; 

Ʒ manner of formulation: from presenting an idea in simple terms to highlighting significant 
points appropriately and formulating points precisely in well-structured speech. 

SUSTAINED MONOLOGUE: PUTTING A CASE (E.G. IN A DEBATE)  

C2 No descriptors available; see C1 

C1 

Can argue a case on a complex issue, formulating points precisely and employing emphasis effectively. 

Can develop an argument systematically in well-structured speech, taking into account the interlocutorôs perspective, 
highlighting significant points with supporting examples and concluding appropriately. 

B2 

Can develop an argument systematically with appropriate highlighting of significant points, and relevant supporting detail. 

Can develop a clear argument, expanding and supporting his/her points of view at some length with subsidiary points and 
relevant examples. 

Can construct a chain of reasoned argument. 

Can explain a viewpoint on a topical issue giving the advantages and disadvantages of various options. 

B1 

Can develop an argument well enough to be followed without difficulty most of the time. 

Can give simple reasons to justify a viewpoint on a familiar topic. 

Can express opinions on subjects relating to everyday life, using simple expressions. 

Can briefly give reasons and explanations for opinions, plans and actions. 

Can say whether or not he/she approves of what someone has done and give reasons to justify this opinion. 

A2 

Can explain what she likes or dislikes about something, why he/she prefers one thing to another, making simple, direct 
comparisons. 

Can present his/her opinion in simple terms, provided listeners are patient. 

A1 No descriptors available 

Pre-A1 No descriptors available 
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Public announcements are a very specialised way of passing important information to a group of 
people, perhaps in a private capacity (e.g. at a wedding), perhaps whilst organising an event or outing 
or in the manner of air cabin staff. Key concepts operationalised in the scale include the following: 

Ʒ type of content: from predictable, learnt content to announcements on a range of topics; 

Ʒ intelligibility:  from a delivery listeners will have to concentrate to follow, to effective use of 
stress and intonation, conveying finer shades of meaning precisely; 

Ʒ need for preparation: from very short, rehearsed announcements to spontaneous and almost 
effortless fluency. 

PUBLIC ANNOUNCEMENTS 

C2 No descriptors available; see C1 

C1 
Can deliver announcements fluently, almost effortlessly, using stress and intonation to convey finer shades of meaning 
precisely. 

B2 
Can deliver announcements on most general topics with a degree of clarity, fluency and spontaneity which causes no strain 
or inconvenience to the listener. 

B1 
Can deliver short, rehearsed announcements on a topic pertinent to everyday occurrences in his/her field which, despite 
possibly very foreign stress and intonation, are nevertheless clearly intelligible. 

A2 
Can deliver very short, rehearsed announcements of predictable, learnt content which are intelligible to listeners who are 
prepared to concentrate. 

A1 No descriptors available 

Pre-A1 No descriptors available 
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Addressing audiences involves giving a presentation or making a speech at a public event, in a 
meeting, seminar or class. Whilst the talk is clearly prepared it is not usually read word for word. 
Nowadays it is conventional to use visual aids like PowerPoint, but this need not be the case. After a 
presentation, it is customary to take questions spontaneously, answering in a short monologue, so this 
is included in the descriptors as well. Key concepts operationalized in the scale include the following: 

Ʒ type of address: from a very short, rehearsed statement, through a prepared straightforward 
presentation on a familiar topic within his/her field, to a well-structured presentation of a 
complex subject given to an audience unfamiliar with it; 

Ʒ consideration of the audience: there is no comment at the A levels, but from B1 the 
progression goes from being clear enough to be followed without difficulty most of the time, to 
structuring and adapting the talk flexibly to meet the needs of the audience; 

Ʒ ability to handle questions: from answering straightforward questions with some help, through 
taking a series of follow up questions fluently and spontaneously, to handling difficult and 
even hostile questioning. 

ADDRESSING AUDIENCES 

C2 

Can present a complex topic confidently and articulately to an audience unfamiliar with it, structuring and adapting the talk 
flexibly to meet the audience's needs. 

Can handle difficult and even hostile questioning. 

C1 

Can give a clear, well-structured presentation of a complex subject, expanding and supporting points of view at some 
length with subsidiary points, reasons and relevant examples. 

Can structure a longer presentation appropriately in order to help the audience follow the sequence of ideas and 
understand the overall argumentation. 

Can speculate or hypothesise in presenting a complex subject, comparing and evaluating alternative proposals and 
arguments. 

Can handle interjections well, responding spontaneously and almost effortlessly. 

B2 

Can give a clear, systematically developed presentation, with highlighting of significant points, and relevant supporting 
detail. 

Can depart spontaneously from a prepared text and follow up interesting points raised by members of the audience, often 
showing remarkable fluency and ease of expression. 

Can give a clear, prepared presentation, giving reasons in support of or against a particular point of view and giving the 
advantages and disadvantages of various options. 

Can take a series of follow up questions with a degree of fluency and spontaneity which poses no strain for either 
him/herself or the audience. 

B1 

Can give a prepared presentation on a familiar topic within his/her field, outlining similarities and differences (e.g. between 
products, countries/regions, plans). 

Can give a prepared straightforward presentation on a familiar topic within his/her field which is clear enough to be followed 
without difficulty most of the time, and in which the main points are explained with reasonable precision. 

Can take follow up questions, but may have to ask for repetition if the speech was rapid. 

A2 

Can give a short, rehearsed presentation on a topic pertinent to his/her everyday life, briefly give reasons and explanations 
for opinions, plans and actions. 

Can cope with a limited number of straightforward follow up questions. 

Can give a short, rehearsed, basic presentation on a familiar subject. 

Can answer straightforward follow up questions if he/she can ask for repetition and if some help with the formulation of 
his/her reply is possible. 

A1 Can read a very short, rehearsed statement ï e.g. to introduce a speaker, propose a toast. 

Pre-A1 No descriptors available 
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Written Production 

In the categories for written production, the macro-functions ótransactional language useô and 
óevaluative language useô are not separated because they are normally interwoven (Reading for 
information and argument also combined these two aspects). Creative writing is the written equivalent 
of Sustained monologue: Describing experience, and focuses on description and narrative. 

WRITTEN PRODUCTION 

OVERALL WRITTEN PRODUCTION 

C2 
Can write clear, smoothly flowing, complex texts in an appropriate and effective style and a logical structure which helps the 
reader to find significant points. 

C1 

Can write clear, well-structured texts of complex subjects, underlining the relevant salient issues, expanding and supporting 
points of view at some length with subsidiary points, reasons and relevant examples, and rounding off with an appropriate 
conclusion. 

Can employ the structure and conventions of a variety of written genres, varying the tone, style and register according to 
addressee, text type and theme. 

B2 
Can write clear, detailed texts on a variety of subjects related to his/her field of interest, synthesising and evaluating 
information and arguments from a number of sources. 

B1 
Can write straightforward connected texts on a range of familiar subjects within his/her field of interest, by linking a series of 
shorter discrete elements into a linear sequence. 

A2 Can write a series of simple phrases and sentences linked with simple connectors like óand,ô óbutô and óbecauseô. 

A1 

Can give information in writing about matters of personal relevance (e.g. likes and dislikes, family, pets) using simple words 
and basic expressions. 

Can write simple isolated phrases and sentences. 

Pre-A1 Can give basic personal information in writing (e.g. name, address, nationality), perhaps with the use of a dictionary. 
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Creative writing involves personal, imaginative expression in a variety of text types. Key concepts 
operationalized in the scale include the following: 

Ʒ aspects described, from simple everyday information, through a variety of subjects related to 
fields of interest to engaging stories and descriptions of experience; 

Ʒ types of texts: from diary entries and short, imaginary biographies and simple poems, to well-
structured and developed descriptions and imaginative texts; 

Ʒ complexity of discourse: from simple words and phrases, through clear connected text, to 
following established conventions of the genre concerned in clear, well-structured, smoothly 
flowing text; 

Ʒ use of language: from basic vocabulary and simple sentences, to an assured, personal, 
natural style appropriate to both the genre adopted and the reader. 

CREATIVE WRITING 

C2 

Can write clear, smoothly flowing and engaging stories and descriptions of experience in a style appropriate to the genre 
adopted. 

Can exploit idiom and humour appropriately to enhance the impact of the text. 

C1 

Can write clear, detailed, well-structured and developed descriptions and imaginative texts in an assured, personal, natural 
style appropriate to the reader in mind. 

Can incorporate idiom and humour, though use of the latter is not always appropriate. 

Can write a detailed critical review of cultural events (e.g. plays, films, concerts) or literary works. 

B2 

Can write clear, detailed descriptions of real or imaginary events and experiences marking the relationship between ideas 
in clear connected text, and following established conventions of the genre concerned. 

Can write clear, detailed descriptions on a variety of subjects related to his/her field of interest. 

Can write a review of a film, book or play. 

B1 

Can clearly signal chronological sequence in narrative text. 

Can write a simple review of a film, book or TV programme using a limited range of language. 

Can write straightforward, detailed descriptions on a range of familiar subjects within his/her field of interest. 

Can write accounts of experiences, describing feelings and reactions in simple connected text. 

Can write a description of an event, a recent trip ï real or imagined. 

Can narrate a story. 

A2 

Can write about everyday aspects of his/her environment e.g. people, places, a job or study experience in linked 
sentences. 

Can write very short, basic descriptions of events, past activities and personal experiences. 

Can tell a simple story (e.g. about events on a holiday or about life in the distant future). 

Can write a series of simple phrases and sentences about their family, living conditions, educational background, present 
or most recent job. 

Can write short, simple imaginary biographies and simple poems about people. 

Can write diary entries that describe activities (e.g. daily routine, outings, sports, hobbies), people and places,  using basic, 
concrete vocabulary and simple phrases and sentences with simple connectives like óand,ô óbutô and óbecauseô. 

Can write an introduction to a story or continue a story, provided he/she can consult a dictionary and references (e.g. tables 
of verb tenses in a course book). 

A1 

Can write simple phrases and sentences about themselves and imaginary people, where they live and what they do. 

Can describe in very simple language what a room looks like. 

Can use simple words and phrases to describe certain everyday objects (e.g. the colour of a car, whether it is big or small). 

Pre-A1 No descriptors available 
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Written reports and essays covers more formal types of transactional and evaluative writing. Key 
concepts operationalized in the scale include the following: 

Ʒ content: from familiar subjects  of interest and routine factual information, to complex 
academic and professional topics, distinguishing oneôs own viewpoints from those in the 
sources; 

Ʒ type of texts: from short reports and posters, to complex texts which present a case, or give 
critical appreciation of proposals or literary works; 

Ʒ complexity of discourse: from linking sentences with simple connectors, to smoothly flowing 
expositions with effective logical structure. 

WRITTEN REPORTS AND ESSAYS 

C2 

Can produce clear, smoothly flowing, complex reports, articles or essays which present a case, or give critical appreciation 
of proposals or literary works. 

Can provide an appropriate and effective logical structure which helps the reader to find significant points. 

Can set out multiple perspectives on complex academic or professional topics, clearly distinguishing his/her own ideas and 
opinions from those in the sources. 

C1 

Can write clear, well-structured expositions of complex subjects, underlining the relevant salient issues. 

Can expand and support points of view at some length with subsidiary points, reasons and relevant examples. 

Can write a suitable introduction and conclusion to a longer report, article or dissertation on a complex academic or 
professional topic provided that the topic is within his/her field of interest and there are opportunities for redrafting and 
revision. 

B2 

Can write an essay or report that develops an argument systematically with appropriate highlighting of significant points 
and relevant supporting detail. 

Can write a detailed description of a complex process. 

Can evaluate different ideas or solutions to a problem. 

Can write an essay or report which develops an argument, giving reasons in support of or against a particular point of view 
and explaining the advantages and disadvantages of various options. 

Can synthesise information and arguments from a number of sources. 

B1 

Can write short, simple essays on topics of interest. 

Can write a text on a topical subject of personal interest, using simple language to list advantages and disadvantages, give 
and justify his/her opinion. 

Can summarise, report and give his/her opinion about accumulated factual information on familiar routine and non-routine 
matters within his/her field with some confidence. 

Can write very brief reports to a standard conventionalised format, which pass on routine factual information and state 
reasons for actions. 

Can present a topic in a short report or poster, using photographs and short blocks of text. 

A2 

Can write simple texts on familiar subjects of interest, linking sentences with connectors like óand,ô óbecause,ô or óthen.ô 

Can give his/her impressions and opinions in writing about topics of personal interest (e.g. lifestyles and culture, stories), 
using basic everyday vocabulary and expressions. 

A1 No descriptors available 

Pre-A1 No descriptors available 
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Production Strategies 

Communication strategies are presented in the CEFR in relation to the classic approach to strategies in 
interlanguage communication: planning, execution, monitoring, repair. For production strategies, the 
execution strategy for which an illustrative scale is offered is Compensating. Before the appearance of 
the CEFR, this tended to be the main communication strategy taken into consideration. Monitoring and 
repair are then combined into one scale. 

Planning 

Planning is concerned with mental preparation before speaking or writing. It can involve thinking 
consciously about what to say and how to formulate it; it can also involve rehearsal or the preparation 
of drafts. Key concepts operationalized in the scale include the following: 

Ʒ working out how to express the point that needs to be got across, and perhaps rehearsing 
expression; 

Ʒ considering how recipients may react to what is said. 

PLANNING 

C2 No descriptors available; see C1 

C1 
Can, when preparing a more formal spoken or written text, consciously adopt the conventions linked to the particular type 
of text concerned (structure, level of formality and other conventions). 

B2 

Can, in preparing for a potentially complicated or awkward situation, plan what to say in the event of different reactions, 
reflecting on what expression would be appropriate. 

Can plan what is to be said and the means to say it, considering the effect on the recipient(s). 

B1 

Can rehearse and try out new combinations and expressions, inviting feedback. 

Can work out how to communicate the main point(s) he/she wants to get across, exploiting any resources available and 
limiting the message to what he/she can recall or find the means to express. 

A2 Can recall and rehearse an appropriate set of phrases from his/her repertoire. 

A1 No descriptors available 

Pre-A1 No descriptors available 
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