Accepted for publication by European Journal of dresr Educatio

Connecting languages: the use of thaortfolio as a means of
exploring and

overcoming frontiers within the curriculum

Goncalves, Maria de Lurdes, & Andrade, Ana Isabel
®University of Aveiro, Portugal

(VERSION UNDER REVISION)

ABSTRACT:

The Linguistic European Policy stresses the impadaof linguisticdiversity and encourages students to
learn several languages, believing that the marguages we know, the better we can understandatheh
and preserve our languages. Developing a pluriithgad intercultural competence in the classrooooines

a challenge for teacher’s practice and for teash@ofessional development.

This paper describes the work within a projectphmfessional development of a group of in serveachers,
by analysing how, in their discourse, languageheecvalue the different languages in the curricuénd the
integrated development of a plurilingual an intéwoal competence. Aortfolio-oriented language learning
and teachingapproach is believed to be an appropriate towaldik with.

Sprachen verbinderPortfolios als Utensil fiir Forschung und Uberwindung der @eeninnerhalb des
nationalen Curriculum



AUSZUG:

Die Europaische Sprachenpolitik legt grossen Waftde linguistische Vielfalt. Eine der Prioritatast
dernach, Schiler zum Erlernen mehrerer Fremdspmaaihenotivieren. Diese Idee basiert auf der Gruyella
dass das Erlernen mehrerer Sprachen nicht nurbassere Verstandigung zwischen Kulturen ermdglicht,
sondern auch die eigene Sprache und Kultur erhalt.

Somit stellt sich im Fremdsprachenunterricht eireien Herausforderung fur die Unterrichtspraxis und
Weiterentwicklung der Lehrer: mit den Schilern piliguale und interkulturelle Kompetenzen zu beédre

In diesem Vortrag soll die Zusammenarbeit mit einehrer-Gruppe im Rahmen einer beruflichen
Weiterbildung beschrieben werden. Es wird analysarf welche Weise sich im Lehrer-Diskurs Meinumge
Uber die verschiedenen Sprachen des Curriculums Glned die integrierte Entwicklung der genannten
Kompetenzen verdeutlichen. Eportfolio-orientiertes Sprachlernen und Unterrichtevird aus dieser Sicht
als geeignetes Arbeitsutensil eingeschatzt.

TITRE

Vers une intégration des langues: l'utilisationpdutfolio en tant que moyen d'exploitation et de dépassement
des frontieres du curriculum scolaire

RESUMEE

La politique linguistique européenne souligne portance de la diversité linguistique et encourage
apprendre plusieurs langues, en défendant quenplus maitrisons des langues, plus nous contribadas
préservation linguistique et culturelle. Développgre compétence plurilingue et interculturelle écdle
devient un défi éducatif.

Cet article décrit un projet sur le développememtfgssionnel d'un groupe d’enseignants en situalien
formation continue, projet congu autour de la notae portfolio. Il s’agit d’analyser ici commentsle



professeurs en formation valorisent, dans leurodiss; les différentes langues du curriculum sce)aainsi
que le programme de formation auquel ils ont pigetic

TITULO:

Interrelacion de lenguas: el uso del portafolio oamedio de examinar y superar fronteras dentrpldel de
estudios.

RESUMEN:

La politica linguistica europea defiende la impacta de la diversidad linglistica y anima a aprendeos
idiomas, en la conviccion de que cuantos mas idsosabemos, mejor podemos entendernos y preservar
nuestros idiomas. Desarrollar una capacidad phggile e intercultural en la escuela se conviertgnethesafio
para la practica y para el desarrollo profesiorel pfofesor. Este texto describe el trabajo llevadecabo
dentro de un proyecto para el desarrollo profesideaun grupo de profesores en un instituto, aaatin
como, en su discurso, valoran los diversos idioera®l plan de estudios y el desarrollo integradamse
competencia plurilinglie e intercultural. Se tragaadalizar aqui de qué manera los profesoresacgin de
formacion, en el discurso que elaboran, valorardifesentes idiomas, presentes en el curriculog@sio el
programa de formacién en que han participado.
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INTRODUCTION



The on going research aims at pointing out therpiials and the constraints of the implementation of
the work with Language Portfolios as a pedagodical in a Portuguese secondary school and hownit ca
contribute for curriculum construction as far asgaage education is concerned, within the Portugues
educational system.

The Portfolio is understood as an organized catiaadf school-work produced by the student
throughout a period of time. This document providegidened and detailed vision of the different
components of the cognitive, metacognitive andcéiffe development. It also reflects the identityeath

pupil, each teacher, in each context, as constsctaheir life long learning processes.

The research, which is going to be described, adecbon a study conducted in the classroom of
German as a foreign language in the 12th gradd 8lyears old), third learning level, during the @ahyear
2000/2001.

Pupils’ learning activities were framed within arg@nalized curriculum management strategy. That is
to say that curricular work was developed accordmn@upils’ tastes, interests and needs, alwaysentsg
the guidelines of the national curriculum. In doisg, the pupils were personally committed to thoein
learning. The knowledge of each pupil’'s personaitdrand of their integration in the group providée
organisation and monitoring of the strategies, Whiere carried out in the classroom.

The implemented teaching approach facilitated &wamt learning, thus conducting the pupils in the
discovery and construction of their personal idgntiontributing as well to their whole developmebth as
a pupil and a person.

One of the findings of this study is related to ifmportance of the curricular strategies whereube
of the Language Portfolio emerged as the most aelepedagogical tool. Therefore, bearing in minthbo

these findings and the Linguistic European Poliey durrent research project was created.



Language education involves both the language sitigun and the concern for the respect for cultural
diversity and intercultural competence. These dspbave become prominent educational goals in the
European Community.

In fact, the Linguistic European Policy stresses tmportance of the linguisticliversity and
encourages students to learn several languagésyibglthat the more languages we know, the beteecan
understand each other and preserve our languades.implies working with the teachers in teacher
education programmes, empowering them in this moeaad thus becoming able of influencing their etisl

to learn more languages.

1. PORTFOLIO: A PEDAGOGICAL TOOL

The Portuguese Educational system has known itagit@lecade several curricular changes, mainly in
terms of a new perspective of the conceptufriculum which implies a new attitude as far as curricular
management is concerned, highlighting the need afheerent and articulated connection between legrni
and evaluating processes as the literature on démegdidactics has been pointing out for more tham t
decades (Ringbom, 1987; Roulet, 1980 about motimguie and foreign language learning).

Taking into account that the reality is complexg fihstruments of curricular implementation must
respect and reflect this complexity. Therefore, ube of Portfolios offer an authentic model of exdion as
an alternative to the standardised language tastsat the same time contemplates the singulamuaitpie
nature of each individual educative process (Kohprd®99; Klenowski, 2002; S4-Chaves, 2000). Though
portfolios are used in a wide range of areas foy d#ferent purposes, our concern is its very fpease in
the domain of language teaching and learning.

In general, a Language Portfolio can be defined agstematic and purposeful collection of student

language related work that shows progress over tam@ respects instructional objectives. A language



Portfolio can contain very different types of doants: written texts, drawings, learning logs, stige
reflections and audio or video tapes, with teackeigent and also parents’ comments on the prognase
by the student (Goncalves, 2002; Kohonen, 2002).

In the approach described above as a personalizeduwdum management strategy, the portfolio was
considered the axis of all curricular planning aubsequent work done in class. The introductiohef
portfolio was relevant in three basic aspects. firseone refers to the contextualization of thaleation, that
is, a wider linking of the evaluation to the siinatwhere learning was developed. The second rédetise
diversification of the evaluation instruments, liethese the result of the daily classroom actisitienally,
and due to the longitudinal nature of the portfolisegistered the difficulties and the progresgezienced by
the pupils. The Portfolio as a pedagogical toolvpsoto offer the possibility of a true continuowsleation
(Goncalves, 2002).

Therefore a model of Portfolio was born. It combineoth the national institutional curricular
evaluation requirements and also the student'sile@rprocess, allowing a personal, continuous anistic
assessment. The Portfolio was thus simultaneousiydent’s and teacher’s tool.

2001 was the European Year of Languages. To cééethis event and to fulfil the objectives of the
European Language Policy, the Common European Rkvarke(CEF) was published. Its aim is to set a
common basis for the creation of language currjcalaricular orientations, examinations, syllabusesl
everything that has to do with language teaching) laarning. Thus, the European Common Framework of
Reference refers plurilingualism and intercultugali as educational goals. In this context a Plgulai
Competence emerges, which involves a complex, phaltianguage competence that is activated in
intercultural contexts of communication. This cqoickirther refers to the ability to use the competein the
mother tongue and knowledge and skills learnedmei@n languages for both the learning and theaifise

other languages (CEF, 2001; Kohonen, 2002).



The development of a plurilingual and intercultucaimpetence may lead to the emergency of a
linguistic conscience, a form of awareness, anchefacognitive strategies that allow the social raidhave
conscience and to control his spontaneous waysask management and particularly of his linguistic
dimension (CEF, 2001).

Along with the CEF the Council of Europe created Buropean Language Portfolio (ELP). It is a
document in which individuals’ linguistic knowledg&d competences are identified, described andieert
Its general purpose is to deepen mutual understgratinong citizens in Europe, to respect the ditersi
cultures and ways of life. It is also a way of paimg a plurilingual and intercultural competentteis
divided into 3 parts:

1. The Language Passport provides an overvieweoirttlividual’s proficiency in different languages
at a given point of time. It is evaluated accordiaghe skills and the levels of proficiency deked in the
CEF. It is also used to record formal qualificaipfanguage competences and significant languagjelan
intercultural experiences. It includes information partial and specific competence (e.g. only spoke
language skills, or specific content areas). hvadl for self-assessment, teacher assessment assaent by
educational institutions and examination boards;

2. The Language Biography: facilitates the studemvolvement in planning, reflecting upon and
assessing his/her learning process and progresscdurages the learner to state what he/she caneafch
language and to include information on linguistrad acultural experiences gained in and outside forma
educational contexts;

3. The Dossier offers the student the opportunitysélect materials to document and illustrate
achievements or experiences recorded in the lamgBagsport or Biography (Principles, 2000 in Kolmpne

2002).



Some projects were conducted in Europe to impletienELP in schools. Among them, it is important to
refer to the conclusions of the Finnish pilot pobjhat emphasises the pedagogical potential and
significance of the Council of Europe’s Languagettéto, as pointed out in the model of Portfolio
described above and that gave origin to the cumsesstigation. In Finland the concept of portfelio

oriented language learning was constructed aftentad year’'s project work:

“We needed this concept to refer to the negotitgadhing-learning process whereby the students
gradually took increasing charge of their learnimgthin the pedagogical learning space and
guidance provided by the teacher (Kohonen 2004:4).”

Having realised the importance of the Council ofdpe’s ELP because it offers a wide range of
possibilities for promoting language learning imne of both thelearning processesnd thelearning
outcomegKohonen 2004), and taking my experience into aotavith a model of Portfolio that matched
both some aspects of the Council of Europe’s ELE the national curricular requirements, the seethef
current investigation was identified.

“The integration of the ELP with the national/lotahguage curricula is crucial for any wide-scale
and sustained use of the ELP in language clagsd® Work assignments and self-assessment of
language skills are only done as extra-curricularkywoutside the curriculum-based contents, the
work load soon becomes impossible for the studemtdo. The work also needs to be done
regularly; otherwise students get out of touch ks@ their interest in it. Similarly, the teachers
lose interest in the ELP if the work is done ouwsttieir curriculum-based teaching time and
resources” (Kohonen, 2004: 3).

The implementation of the ELP in the Portugueseo8ishcombined with the concept of portfolio-
oriented language teaching is a challenge that gasefor teacher’s practice and for teacher's psibesl
development.

The concept oportfolio-oriented language learning and teachi(gpersonalized management of the
curriculum) discloses the possibility of developiaglurilingual and intercultural competence (Costel.,

1987) in the classroom, where frontiers betweeguages tend to merge. This competence can befiddnti

with



“the ability to use languages for the purposesashmunication and to take part in intercultural

interaction, where a social agent has proficiermy,varying degrees, in several languages and

experience of several cultures: This is not seemthassuperposition or juxtaposition of distinct

competences, but rather as the existence of a eangpleven composite competence on which the

user may draw” (Council of Europe, 1998: 95).

We can say “plurilingual competence is thus theacdp to expand language and cultural competence

in a purposeful way in intercultural interactionrogucing a more skilled language learner and user”
(Kohonen, 2002: 80).

In order to decompose the complexity of this corape¢, as a means of better understanding its

activation, four dimensions have been identified:

- A: social-affective, related mainly to attitudesdapre-dispositions towards the Other, towards
languages, cultures and intercultural communication

- B: linguistic and communicative repertoires mamaget, that has to do with the individual’s ability
make use of all his linguistic and communicativetdiy, knowledge, where different languages and
cultures acquire different functions, status angs;oin order to successfully take part in a certai
communicative situation;

- C: learning repertoires management, which is edlab the subject’s ability to learn with the difat
communicative situations he gets involved into;

- D: interaction management, which has to do with thteractive processes characteristic of the
situations of contact with languages, such aspnéting, translation or codeswitching (Andradelet a

2001; Santos& Andrade, 2005).

Analysing this competence is to analyse a lingeistmmunicative process where multiple resourcesetivated and shape the way in which each indafid

relates with Otherness.

2. TEACHER EDUCATION RESEARCH PROJECT / EDUCATIOMRR®GRAMME



The research projédbas three leading questions: 1. How can the paliged use of the Portfolio
contribute to the construction of a Language EdanaCurriculum? 2. How can the shared reflectiortron
personalized management of the curriculum conteilbaithe construction of professional knowledgéass
the possibilities of development of the Plurilingaad Intercultural competence are concerned? @ &&m

collaborative cultures in the school be construgted

In order to answer these questions it is necessagcomplish the following objectives:

- To understand how portfolio-oriented language learning and teachiogn contribute for the
professional development of the language teachers;

- To identify collaborative processes and professiopractices which allow the curriculum
construction within a new language education;

- To identify constraints and facilitating factoier the professional development of the language
teachers;

- To produce knowledge on how language teachersaatmibute for the educative change towards a
reflexive learning school.

To fulfil these objectives, the education programmerking with the portfolio, developing the
plurilingual competencéor in-service teachers was designed. It aimsonbt at promoting the scientific and
pedagogic updating in a specific educative context,also at contributing for the resolution of fireblems
of the daily practice, as far as the implementabbmew learning and evaluation strategies are e,
under the scope of language diversity and competdagelopment.

What interests us most in the forefront is not wiha&t teachers do, but mainly what they know and

what informs their knowledge (Cochran-Smith; Lyt#)01). This knowing can be identified with what

! PhD-project funded by the F.C.T. (Foundation forieBce and Technology), currently being developed AtE (Open
Laboratory for Foreign Language Learning), Departhwd Didactics and Educative Technology, Universit Aveiro.



Conelly and Clandinin (1988) describe as ‘persgmrattical knowledge’ and that includes a wide ranfje
tacit knowledge.

Therefore, the first phase of the education prognamvants to enlighten tacit knowledge, analyse it
and turn it into conscientious knowledge in ordegtiestion it and then work on it. In doing so etsdther
becomes aware of his/her knowledge landscape (Hp@andinin, 1996), enhancing thus a self-questig
of individual practice and of the concepts thabini it. Only after this questioning are the corais are
created to work and understand the concepts ofdiorand of Plurilingual and Intercultural Compete.

In the second phase we will be able to follow tffeats of the first phase by monitoring teacher’s
practice and by observing some classes. This phildee conducted in the school year 2005/2006.

In Portugal the existing model of teacher educatas been lately a matter of analysis and discassio
The designed education programme offers a diffarerdel of teacher education that means an oppadytuni
for professional development within the working o, combining both working sessions among teacher
with monitored classes. According to the Pisa Rep@03, in Portugal the rate of monitored classefb
while the OCDE rate is, on average 61% (ME, 2004grefore, this project could be considered as a
mechanism that, intertwining theory and practiceiallow the valuation of the individual abilities
enhancing and harnessing collaborative work. Mogeawis education programme follows its effectthia

classroom practice, which, has already said, isrcm@mmon place in Portugal.

Thus we hope to make our way into a reflexive stillarcdo, 2001, 2003), stimulating and
harnessing the value of clusters of learning aadtfme (Andrade and Araudjo e Sa, 2001). This progna
shapes what NOvoa assumes as an analytic teaaleatiedh, which according to this author, prepahes t
teachers for a "deliberative transposition of krexge", that means, "a practical mobilization ofwtealge in

unexpected situations” (2004: 4).

Table 1 shows the organization of the first phdgb@designed Teacher Education Programme.



It was organised in ten group sessions of two haantsa half each. Borrowing from Kohonen (2004)
the concept of bridging tasks, teachers had assgtsmbetween the sessions that involved profedsiona
reading and reflection on discussed topics. WeddhemVisiting Harbours.The work was supposed to take
at least the same amount of hours (25). Teachersdiganised their work in a Portfolio.

The analysed data for this paper, as describeabie 2, include a questionnaire, answered befae th
starting of the programme, and three reflectioAsriying Harbourg written in sessions 7, 8 and 10,

respectively.

3. PORTFOLIO AND PLURILINGUAL COMPETENCE: A WORKIS PLATFORM ...

Recognizing the strong link between teachers’ itheand their practice (Freeman, 2002; Ellis, 2004)
it was necessary to know the participating teaclzerd their concepts and representations on language
teaching and learning before starting the educagtimgramme. This way, the tasks could accordingly b
designed in order to work the concepts and prodooge changes in teacher’s thinking. We furthergeise
that the teaching culture is not only linked to thegraphy but also to the working context (DuraRth &
Flavier, 2002), and thus a questionnaire was cocsd and applied to all language teachers ofd¢hed, as
we also want to understand the possibility of engat collegial professional within this specifiontext,
though these data is not going to be exploredigngaper.

We will now meet the five teachers who are attegdie education programme and then analyse how,
in the questionnaire, they value the different laages in the curriculum and the integrated devedraf a
plurilingual an intercultural competence using thatfolio as a pedagogical tool, before the progrem
started.

Focus will be set on three aspects: professionaéldpment, teaching practices and concepts on

language, language learning and teaching.



3.1. MEETING THE TEACHERS

Table 3 summarizes the main characteristics ofileeteachers involved in the education programme.
They are all women between 30 and 38 years oldy @mé teacher has less then 10 years of teachivey T
teach German and English, except one who teachgissEand French.

They all say they know 4 to 6 different languade=ing the majority of them common among them.
Though three of their families have experiencedgeation, there is one who does not consider heilyam
neither bilingual nor plurilingual. They all considthemselves plurilingual.

They share a common plurilingual basis. Knowing fiarilinguals, as a group think in more flexible
and divergent ways than monolinguals, as a grcugy tnnovate more, create more new knowledges and
dreams (Skutnabb-Kangas, 2002), this working platfs a good start for our intention of revealingacer
identities, intertwining personal biography wittetprofessional development. Furthermore, as EI4)
argues this “rich background in language learningstnprovide a stronger knowledge base for the foona
of personal beliefs and practices than a lessamgi (p. 105).

Considering teachers’ opinions on past teacher atuc programmes, though they underline the
positive results in personal and professional dosjaihey have a clear perception they need progemmm
which have a direct link to classroom practicespnter to explore in a deeper way the teachingleawhing
processes and consequently achieve better leaesnids,

It would be great to participate in teacher educatprogrammes in the most forgotten areas,

such as teaching vocabulary, learning from the akis$s or how to make the classes more
profitable, Quest. Célia, Oct/Nov 04, (our translation).

Although they acknowledge this lack of specific jggbrelated professional education they also state

that each individual should choose professionakbigament programmes.



It seems to us that this individual choice may hangpsubject-related professional education because
the offer must be of a wide range to meet the nitgjof individual inclinations and tastes,

| would ask teachers to state their thematic prerfiees so as to include them in future education
programmegQuest. Eugénia, Oct/Nov 04, (our translation).

Here, the school could have an important role disfyang not only individual needs, but rather
context-based needs. The school is both seenlasarngsponsible for promoting programmes of psifesl
development and as having an inadequate respotise ientified needs. As one teacher puts it,

The school should promote teacher education programthat will lead to a more profitable/worthy
teaching and learning procesQuest. Eugénia, Oct/Nov 04, (our translation).

According to the data, we can identify an emptycspahere the proposed education programme
clearly fits. It is an answer to the subject-raflateeds and also a means of clarifying the amléguébout
the role of the school.

After knowing what teachers think of programmesgdmfessional development in general, we shall

now look at their practices in what language edanas concerned.

3.2. PORTFOLIO, LANGUAGES AND THE PLURILINGUAL COMPTENCE: TEACHER'S
PERCEPTIONS

As far as teaching practices are concerned, tlispgof teachers does not identify neither what they
know nor what they do best or worst, though theyotle a clear and unanimous conscience that tharkack
in collaborative work and a lack in the work witietlanguage itself as a curricular issue. This hestdhe
identified needs when talking about teacher edooati
In what my department is concerned, | would lika the several teachers teaching the same level

would organize themselves in pedagogical teamsssto @repare lessons in a more complete
way, Quest. Isabel, Oct/Nov 04, (our translation).



Teachers state they need to vary, do differengthishare work but can not identify neither positiv

nor negative aspects of their practice
As far as my working habits are concerned, | tHirdhould vary materials a little more and |
think it would be great to work more collaboratiyetlith the other teachers of the department,
Quest. Célia, Oct/Nov 04, (our translation).

These data seem to indicate that practice assessnegry diffuse and underestimated. Along with
this lack of self-evaluation there is also no ttiadi related to reflection on practice.

When it comes to methodologies, these teachersrlimelenainly external aspects of the learning
process such as logistic conditions and numbeupiigpin classes.

Their teaching practices focus on the traditioralguage teaching competences, according to a
communicative approach, fostering an utilitariae oflanguage and bearing in mind the model ointte/e
speaker. They value materials diversification; hesvethere aren’t any words about its results qaest.
They also mention a wide range of materials andcss, yet they do not include the CEF and only one
mentions the Portfolio as an assessment instrument,

The teacher should promote, as often as possildal communicating situations (almost
simulations) so as to develop the learners’ compation competenciefuest. Isabel, Oct/Nov
04 (our translation).

Whereas there is a sense that something is lackind, though the needs (language work) are

identified as well as the means to do it (collabweawork), what prevents these teachers from iwipigs?
We strongly believe that the concepts and repratens of these teachers have to be worked anestedd.
That is why the programme starts with a reflecttonthe self as educator and goes on questionintatiie
knowledge so as to become conscious. It is impbttamention that when asked about the changes they
would like to introduce in the Portuguese curricajuwone of the five teachers doesn’'t answer, anddbe

only refer to aspects which are external to thphrese of intervention and do not directly dependtloair

action as language educators,



Maybe syllabus reduction, so as to develop a maegral and stress-free study of the different
topics Quest. Eugénia Oct/Nov 04 (our translation).

Along with the mother tongue Fhe mother tongue is the most important languagaueee it is our
identity, the first reference point and the trantemiof our culture Quest. Eugénia, Oct/Nov 04he English
language is seen as an important asset, as it g@iposver to its users. However, as Skutnabb-Ka(2@G2)
clearly argues as the number of people with preficy in English increases, the power of this lagguaill
decrease. In this moment we think that our teacthersot see Plurilingualism as an advantage iriuttuee.

The teachers recognise that learning a languagelviesr the widening of personal horizons, the
possibility of communicating and contacting withhet people, other cultures and the possibility harsg
experiences that lead to a better understandirigeofvorld. However, only one mentions the imporéant
linguistic diversity and the narrow choice offeried the Portuguese curriculum. It is important tontren
that, in general, they neither acknowledge the mamze of linguistic diversity nor seem to be awaféts
relationship to bio-diversity (Skutnabb-Kangas, 20As Hazel Henderson says, the “cultural DNA tbeat
help us create sustainable economies in healthyystams on this the only planet we have” (in Skoibra
Kangas, 2002: 14).

Emphasis is given to the fact that language legrimwolves the acquisition of the structure of the
language and the vocabulary. The analysis of tteessers’ answers makes us agree with Moreira:

“Though culture teaching has constituted a gersa@lconcern of educationalists for at least a

decade, language teaching technicians have tendledortinue to focus on the effective
acquisition of the language (i.e. grammar rules twedfour skills) as an end in itself, or as atfirs
step towards ‘cultural learning’. Moreover they Basoncentrated on an idealised state of native
speaker competence, both linguistic and behaviputath does not make sufficient use of inter-
cultural and cross-cultural potential for reachetlyicational objectives” (Moreira, 1999: 172-173)

Learning languages is also assumed as an assehdtightes the learning of other languages. It is a

process based on the socio-cultural competencen@indn the development of an intercultural competen



Focus of attention must change, learning objectmest change and that means we no longer striva for
“native-like” linguistic competence, rather a plumgual and intercultural competence.

The teachers also mention the benefits of learmoge than one foreign language, but they don’t go
any further than assuming it as a learning strategyther domains or to the learning of other laaggs, as
they identify learning strategies that can be rdug®ugh still in a very narrow spectrum.

If we refer to the four dimensions of the plurilird competence we can disclose some signs of the
presence of dimensions B (linguistic and communieatepertoires management) and C (learning rejpesto
management), though not operational and mostlyeelto an utilitarian use of the foreign languagke
teachers also mention dimension D, yet in a bilaignerspective referring to a separated mastelingiistic
codes.

Starting from different points, as each teachaungue, they seem willing to learn. The needs, the
wishes, the beliefs we could find in the questiorenare the seeds we intend to water with the mego

education programme so as they can blossom acgaiaiie uniqueness of each teacher.

4. EDUCATION PROGRAMME: A FIRST GLANCE ... HIGHLIGHTS

After the first six sessions of the education pamgme, we asked the teachers to write short
reflections, which we calledrriving Harbours These reflections are the basis for a first engbiyy analysis
of the impact of the programme in the reconstructibthe educational theory of teachers.

Other collected data, such as the transcript oaitito-recorded programme sessions, the constructed
materials and all the process work included initickvidual portfolios are going to be analysed.

As first impressions the teachers point out thatabnstruction of their biography highlights thpet

of the plurilinguism among themselves,



As positive impressions | must highlight some teedsl such as “Multilingual Lives”. The class
conducted by Judit¢teacher who has presented her work with her stsden plurilingual
competencejvas very interesting because of her work withgtpils. | find it interesting to see
the learning processes in the acquisition of a nemguage when we make use of the other
languages from our linguistic luggag&P1 Célia (our translation).

They value reflection and consciousness in threensnaspects that are related to the discussed
concepts, the processes of teaching and learnih@lan the need of reflecting on them. Individwdlection,
group debate and collaborative work are recogniasdinstruments of professional questioning and
development. As constraints emerge the amount of @wod consequent tiredness and lack of time asal al
the fact that reflection on teaching practice isamoommon habit,

| feel all activities made me conscious of subjeatters/concepts that deserve reflection,
however, we as professionals, for some reason tlaedicate time to thenAH1 Eugénia (our
translation);

and

The dialogue and discussions/analysis of each@egsbmote self-reflection and have helped me
to question my performance as English teacher aak halso enriched my (our) pedagogical
thinking, AH1 Isabel. (our translation).

It is interesting to acknowledge that each teadtighlights what is most relevant for herself and
directly relates it to her professional and persdnagraphy, for example the teacher with an entigra
experience clearly values the reflectionMaltilingual Lives,whereas the teacher worried with the education
of the English speakers stresses the importangaestioning her teaching practice of that language.

As far as the concept of Portfolio is concernedchers revealed an integrated perspective of beth t
ELP and the portfolio as an evaluation instruméidwever, one of the teachers still felt the need to
distinguish the difference between the ELP andpbefolio as a pedagogical tool for the learningtio#
English Language (cf. AH22June).

All of them underline the fact that it is a persbdacument that belongs to the learner and thiatat

means of documenting/showing and self-evaluatieglearning process. It further encompasses not thely

learners’ but also the teachers’ reflections asathe learning outcomes are concerned. It isiaportant to



mention that one of the teachers mentioned the nitapbrole of the teacher in the process of momtpand
evaluating student’s learning according to not ahlg school rules and national curriculum directiobut
also to the European language policy guidelines,
Comments on the learning process will be basederiundamental competencies to be acquired
which should be defined not only by the departnagick the school/nation but also by Eurgpe
AH2 Zélia 29 June, (our translation).

This group of teachers seems to understand partbolia three level scale:

1. pointing out the differences between somethirtgchy is familiar and ELP, something still distant,
belonging to other sphere of the educational cdntex

2. developing an integrated vision of the conceyal stressing its main features — process-oriemégiegction
on work done and certification of competencies;

3. an integrated vision which values all its featubut integrating it, not only in the nationalrazulum, but
also in a wider context of Europe and beyond dstiers.

It seems to us that these teachers are prepare gortfolio-based learning and teaching approach,
even though we can not assure that these ideasréalye been absorbed and imprinted in their pitesl
repertoire.

In what the plurilingual and intercultural competenis concerned, they all refer the cross-
communication between different languages and mdtwhere each individual makes use of the linguist
and cultural repertoires. In order to better unided this cross communication we find again theselk:

1. cross-communication only among the languagestheidual knows;
2. cross-communication among several differentlaggs and cultures, either known or unknown;
3. cross-communication among languages and cultuniesown to the individual.

Summing up, the plurilingual and intercultural catence is, in the words of a teacher,



Competence that allows the learner to make hinezBelf understood and communicate in
languages / cultures which he/she doesn’'t knowgusiechanisms he/she has from other known
languages and cultures, establishing common pdsadlel2 Zélia, 2 June (our translation).
Having a narrower or a broader range, these vieescome a segmented vision of the languages,
therefore promoting plurilinguism and intercultusan.
Thinking of the near future, the next school yélae, teachers are willing to put these ideas in&cfore.
Once again they refer they have become aware ofmpertance of the portfolio and of the plurilingua

and intercultural competence, being the later Byreaaw concept. The teachers recognize they havem

worked this competence and express their wish imgoiso,

In the future I'll try to develop this competenoea conscious way. | must say that this is a task
that requires teamwork and the sharing of knowlednéd experiencesAH3 Eugénia, 14 June,
(our translation).

They consider portfolio-centred learning and teachirgpproach as a twofold challenge: involving
the agents and the work itself. It is a challengedose neither learners nor their parents areifaisédd with
portfolio-oriented learning and teaching practi¢dhat try to overcome the barriers between langyages
summoning for the learning of one language anyrddrguages.

It is also a challenge because there is a needl rieal collaborative work among teachers due azk |
of materials, as the regular course books don#éradidequate proposals and also it is necessantdgrate
this work within the school context and simultanggwvithin the national curriculum requirements.

Though with different levels of motivation, all theachers expressed their intention of continumthe

project we have just started.

CONCLUSION



Considering the fact that we traditionally are anwmlongual culture and that this may hinder the
development of a plurilingual competence, this erqtbry study seems to point a change in beliets an
willingness to change classroom practices in otdevork within theportfolio-centred learning and teaching
approach so as to develop a plurilingual and inteaal competence, though these concepts stilll fiether
work in order to become mature professional beliefs
| feel highly motivated to something different batn also prepared to the anguish of sometimes
wanting and not being ablkH3 Eunice 1# June, (our translation);

and (...) in what the articulation between both aspeasconcerned (portfolio and plurilingual
competence) | still feel insecure and needing stme to cement what has been discussed in
these sessionsH3 Isabel, 14 June (our translation).

Anyway, practice changes can not be taken for grhiftthere seems to have occurred a change in
beliefs (Clarke & Hollingsworth, 2002) and as theran increasing complexity of teaching work teesd
part of this teacher education programme requiresra@sponding sophistication in models of botlthéay
and of teacher professional growth so as to adaptmmnitoring work to each of the teachers, as kKél&
Hollingsworth advise: “professional development greons should be deliberately designed to offer
participants the opportunity to enact change inadety of forms and change sequences consisteht wit
individual inclinations” (2002: 962). In doing scewntend to explore the possibility of creatingdlexgial
professional by supplying not only the intellecfusdcial and material resources for teacher legrhut also
by encouraging and preparing materials for innavetiin practice.

We still have a hard work ahead towards acceptiegniotion that the educational curriculum is not
limited to school and does not end with it. Plaglual and intercultural competence may begin befoh®ol
and proceed parallel to it (Council of Europe, 199&e use of the Portfolio may play an importaneras a
means of exploring and overcoming frontiers witthie curriculum as it allows teachers to take irdooant

and recognise a plurilingual and intercultural peofvhich includes the ability to cope with sevdiiguages

or cultures and manage such repertoire.



Portfolio-centred learning and teaching approachbzconsidered a holistic approach that considers
the learner the centre of the learning process.Weftcan not forget that it is a long-term and deaiirag

process, as one of the teachers reminds,

(...) I also think we have to establish small steptake each at a time, as the teacher’s work is
evermore demanding, exhausting and underpai@ Zélia, 14' June, (our translation).

The Language Educator is thus a comprehensiongsiofeal, a bridge builder between individuals,
languages and cultures. He/she is the comprehemslmidual himself/herself (Larrosa & Skliar, 200dho

connects languages using the means at his dispgsal this case, the portfolio.
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Tables

working with the portfolio, developing the plurilingual competence

S. | Date Summary of the Activities

1 | 27/01/05| Construction of Professional and LingaiBtiography with examples
from the European Language Portfolio and expergreachange.

2 | 23/02/05| Reading, analysis and discussion on iguél Biographies.
Discussion about: “What's a Language Educator?”

3 | 08/03/05| Discussion and selection of 10 princifiies foster a Plurilingual
approach.

4 | 13/04/05| Analysis of the section in the ELP dedidab learning strategies.
Quiz on the methodological principles adopted kghaaacher.

5 | 21/04/05| Presentation and discussion on classroaontiges of awareness and
transfer.

6 | 03/05/05| Analysis of national language Syllabusesaf CEF.

7 | 19/05/05| Preparation for the planning of a teaclimig

8 | 02/06/05| Concept clarification: portfolio and plumgual and intercultural
competence.

Beginning of a unit plan construction.

9 | 09/06/05| Unit plan conclusion.

10 | 14/06/05| Presentation of the unit plans and etialuaReflection on the future
work.

Table 1: Teacher education programniepliase

| Date | Instrument | Type of data . Treatment |




Oct/Nov 2004 Questionnaire (Quest) Factual / shastvains
19/05/05 (Y Ses.) | Arriving Port 1: Impressions... (AP1)  Writtefieetion Content analysi
02/06/05 (8 Ses.) | Arriving Port 2: Clarifications...(AP2) Writteaflection
14/06/05 (18 Ses.)| Arriving Port 3: Projections... (AP3 Writterilegtion
Table 2: Collected data for this paper
S |A Family Self Ser | Language Language
Teachers | ex| g monolingu | monolingu | vi taught Language Reception | Reception
e al al ce | atschool | & Production skills skills only
bilingual, | bilingual,
plurilingu | plurilingu
al al
Célia F | 30 B P 4 English Portuguese, French | Spanish,
German English, German, Italian
Eugénia | F | 37 M P 14 English Portuguese, English | Spanish
German French, German
Eunice F |34 M P 10 English Portuguese, Italian
German English, German,
Isabel F | 38 M (2 P 14 English Portuguese, French | Spanish
people B) French English
Zélia F | 38 M P 18 English Portuguese, German
German English, Spanish

Table 3: Teachers’ Characterization




