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Preface

The purpose of this book is to give teachers some ideas
about how they can implement portfolios in their classrooms. It
contains reproductions of actual materials used by teachers in
classrooms [e.g., copies of letters sent to parents, handouts to
students, checklists, and so forth) as well as examples of student
portfolios across subjects and grades. It also provides research-
based information to help teachers explain portfolio concepts to
parents, the community, administrators, and other interested
parties.

The book repeatedly emphasizes that there is no “right” way
toimplement portfolios, that each classroom will reflect a unique
approach to authentic assessment, and that each child’s collec-
tion of documents will differ. To this end, we have attempted to
provide many examples from all the different classrooms in
which we have been, and we have tried to illustrate the many
ways teachers have used portfolios from kindergarten through
high school.

The most important idea we wish to convey is the spirit of
portfolios: developing classroom practices and traditions that
reflect a student-centered approach to assessment.

Five basic beliefs are at the root of the ideas in this book:

1. Teachers are capable professionals who have the capacity to
facilitate intellectual and emotional growth in students. With
teaching comes a commitment to a lifelong educational pro-
cess for both the teachers and their students. When teachers
are given autonomy and respect, they can create classrooms
with positive, supportive environments that foster excellence
among students.

2, Students are learning how to think for themselves and how to
educate themselves over the course of their lives. When given
ownership over the direction of their learning, they will work

" to their greatest capacity and in a creative fashion,

3. Reading and writing are not only essential survival skills in
this society but are also pathways for a lifelong educational
process, for self-expression, and for socio-economic, political,
and personal empowerment., The history of civilization has

vii
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been a history of ideas. The classroom is a microcosm where
students can learn to engage with their own ideas as well as
the ideas of others and can learn to communicate and use
these ideas effectively.

4, Diversity is not only inevitable, it is also desirable. The process
of education should reflect the diversity of human experience
and creativity. Only through respect for diversity can excel-
lence be achieved, since excellenice involves people working to
their ultimate capacity. If we attempt to define that capacity or
make it uniform across students, we cut it off, If students are
empowered to find that capacity for themselves, they will
frequently surprise us with their abilities.

5, The key word in the relationship between teachers and
students is respect, and this must be mutual. Respect cannot
be based on the students’ fear of punishment by teachers and
the teachers’ concormitant right tojudge the personal worth of
students. Rather, respect is characterized by an understand-
ing that all human beings are worthy and what they create
(whether it is a short story or a classroom) is also worthwhile.
The education process seeks ways to expand people’s ability
to create and the range of their creations and to make their
creations effective vehicles for learning, communication, and
progress.

While this book names three coauthors, many others au-
thored what is described in the book. The thoughts related fo
portiolios have been shaped in conjunction with a multiyear
research and development effort with teachers, administrators,
and others interested in portfolios.

In 1987, Rob Tierney was challenged by his friend and
calleague, David Pearson, “to put up or shut up.” Rob had been
very critical of David’'s attempts to establish a new and better
reading assessment for the state of Illinois. Rob’s argument was
that the test was not addressing some of the major problems with
testing. He suggested to David that it was adding more problems.
As he stated, “It's the emperor’s new clothes, It is still a test by
which outsiders define and measure literacy in an arbitrary and
rather singular fashion.” David's response, which was perhaps
understandable, was, “I agree. But I would prefer that critics
[such as yourself] either suggest alternatives or stop criticizing
those of us who are trying to do so.”

Over the next year or so, Rob struggled with the challenge.
Duringthis period, his work with Columbus City Schools had led
to his development of primary trait assessment procedures as
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well as student directed self-assessment. At the same time, some
of his Columbus City Schools colleagues suggested that portfo-
lios might be worthwhile pursuing. Toward the end of 1987,
Laurie Desai expressed an interest in assessment, and together
Rob and Laurie began a search for information on portfolios.
Over thefall of 1987, we gathered whatever information we could.
In February 1988, Rob and Laurie (together with Mark Carter,
who shared their interest) began working with seven volunteer
teachers exploring their use of portfolics. Since 1988 they have
researched portfolios in several school districts.

There are a number of dimensions to these pursuits. To
develop assessment practices that allow for a more robust rep-
resentation of students’ work and serve to empower teacher and
student learning, we (Mark Carter, Laurie Desai, and Rob
Tierney, with the support of Antonia Moss) have been involved in
studies examining the certain portfolio-related assessment prac-
tices.

1. We have been concerned with developing a model for using
portiolios in the classroom—what reading and writing portfo-
lios might include; how portfolics might be developed by
students and teachers; what purposes portfolios might serve:
how teachers and students might use portfolios along with
ongoing assessment and learning. We have been concerned
with how classrooms, schools, and school districts might
implement portfolios.

2. We have developed a keen interest in self-assessment—in
particular, student self-selection of past work, procedures
that support self-reflection, and the establishment of ongoing

learning goals.

3. We have been interested in exploring the impact of portfolios
upon students and teachers as well as parents.

4. We are interested in what might be viewed as an obvious but
disregarded issue: the assessment of assessment, Qur goal is
not to have a vested interest in portfolios per sebut to pursue
the assessment of assessment as we study the impact of a set
of assessment procedures involving portfolios. At the begin-
ning, our pursuit of this question in terms of teacher and
student empowerment was unique.

A related goal has to do with sponsoring change in class-
rooms and developing procedures for implementing and study-
ing the implementation of assessment procedures. Over the
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three years of the project, we have incorporated the use of a
teacher-researcher model in which we have tried to follow the
lead of teachers as they develop portfolio practices to fit their
classrooms and as they have joined with us in researching
portfolic use. In year one we pursued case studies of teachers
who were interested in trying portfolios in their classrooms. In
year two, we set up comparisons between teachers who did and
those who did not use portfolios. Inthe third year, we approached
the study of portfolios using a time-séries-approach that allowed
us to compare teachers with themselves (prior to, during, and
after the use of portfolios) as well as with teachers who began
using portfolios at different times.

The project was truly a research and development effort. We
began by reviewing existing literature on the uses of portfolio for
assessment purposes, We found very little information on port-
folios and no research. As we discussed portfolios with others we
found several advocates of their use and occasional, alleged use.
On exploring these claims, however, we found that they were
where we were—their advocacy was stronger than their explica-
tion of how it might be implemented. In situations where
portfolios were supposedly being used, a close examination sug-
gested that the portfolics were more idle than dynamic. For
example, such teachers did little more than have students
accumulate work in folders. It was not until we began exploring
the use of portfolios in other fields (e.g., art education) that we
discovered any substantial discussion of their use.

Aswe immersed ourselves in thinking about portfolios, some
definition of their possible uses began to emerge. We beganto see
portfolios as systematic collections by students and teachers
that could help both consider effort, improvement, processes,
and achievement across a diverse range of texts that were read
or written. Critical features that began to emerge were an empha-
sis upon process and product and student involvement in self-
assessment, It was this latter feature that we sensed was most
often lacking from past conceptualizations of the use of portfo-
lios.

What also emerged from our review were more questions
than answers: How might portfolios be operationalized in
different classrooms? What might portfolios that emphasized
product look like? How might students be involved in managing
portfolios? How might students begin to assess their own efforts?
How successful would these self-assessments be? What impact
might portfolios have uponteachers, especially teachers’ views of
their students? Above all, what impact might portfolios have
upon the students? Would the students have a clearer and more
positive view of themselves as readers and writers? Would they
develop a more discerning understanding of their strengths,
processes, and improvement?
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Rather than speculate about the answers to these questions,
we chiose to pursue this project as a research and development
effortin close collaboration with K-12 teachers. Working with the
Columbus, Chio City Schools, Westerville, Ohio Schools, and
Upper Arlington, Ohio School District we were able to locate
seven Interested teachers to pursue the use of portfolios in their
classrooms and help us answer some of our questions.

In working with the teachers we did not want to prescribe
what they might do. We gave them broad guidelines and worked
with them as they fashioned portfolios to fit their individual
situations. We stressed the importance of using portfolios as a
means of highlighting process along with product, the value of
effort and improvement along with achievement, and the basis
for engaging students in self-evaluation. To stimulate their
thinking, we shared with them audiotaped interviews along with
slides showing portifolic use by a high school artist and by a
journalism student. '

Over the course of the two years we worked with the teachers
and their students as they explored the uses of portfolios. We
obtained answers to some of our questions from observations.
We sought other answers through interviews with selected
students and the teacher. Four students of varying abilities and
their teacher were interviewed periodically over the year. We held
meetings with teachers outside of the classroom. In addition, we
had comparison classrooms that were not using portfolios, We
hoped that by the end of the year we would have the basis for
offering educated advice rather than speculative suggestions on
how others might use portfollos. We feel that our hopes were
realized,

In the first and second years of the study we explored the
issue of student and teacher empowerment. While a demonstra-
tion of the impact of portfolios was forthcoming, the data was not
clearly comparative (i.e., we did not have a comparison with
teachers who did not use portfolios) and was restricted to a
relatively small sample. To afford a clearer comparative assess-
ment across a large number of feachers and students, a more
expansive detailed and careful comparison of the use of portfolios
is being pursued.

The third year was devoted to pursuing such a study at the
samne time as we worked in an entire school district (Bay Village
Schools). In terms of research design, the third year study
represented an attempt (1) to integrate traditional comparisons
(forced and random) with a time-series approach and (2) to
implement a research design that would work in a school setting
in which teachers need support rather than interference. Two
sets of comparison were pursued. The first set involved a
comparison across selected teachers and students who initiated
portfolios at staggered times during the year. As depicted in
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Figure 1, three randomly assigned cohorts, whose initiation of
portfolios was staggered, were compared four different times.

Figure 1

Tl T2 Ts Td.
Cohortl1 o x x o© X X O X X O
(N=7)
Cohort 2 0 o X X ©0 X X ©
(N=7)
Cohort 3 ] 0 o x X o
(N=7)

x denotes classroom use of portfolios
o denotes observations of teachers and students

T1 corresponds to beginning of quarter one
T2 corresponds to beginning of quarter two
T3 corresponds to beginning of quarter three
T4 corresponds to beginning of quarter four

The second set involved a comparison of the randomly
assigned cohorts with a fixed nonportfolio group. As depicted in
Figure 2, each of the three portfolio cohorts were comp ared with
the nonportiolio group.

Figure 2
Comparison of cohorts with nonportfelio group
Tl T:l - TS T4
Cohort 1 0 x X 0O X X 0 X X o0
Cohort 2 o 0 X X O X X o0
Cohort 3 o 0 0 X X O
Nonportfolio o 0 o o

Twenty-two teachers from grades 3 through-7 constituted the
portfolio group as well as twenty-nine teachers in the nonportfo-
lio group. The twenty-two teachers were randomly assigned to
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the various portfolio cohorts; the nonportfolio cohort was fixed.
Four students from each class were randomly selected to repre-
sent above average and below average ability groups. Further-
more, a subsample of parents of the studentsfrom each classwas
selected for questioning.

The teacher data, which was collected four times, includes
transcribed interviews of self-reports and written analyses of the
following:

1. Classroom assessment practices:

2. Classroom instructional practices;

3. Sources used to assess students;

4. Sources used to plan instruction:

5. Belief systems, background of experiences regarding reading
and writing;

6. Analyses of interview questionnaires.

The students’ data, which was collected four times, include
transcribed interviews of students directed at determining;

1. Self-assessment of strengths and weaknesses:
2. Perceptions of how their reading and writing has changed:
3. Perceptions of how others judge their writing:

as well as (at the end of the year) selected samples of their work
with comments and copies of the self-evaluation comments.
The parent data also includes their written responses to:

1. Their perceptions of their child’s growth as a reader and writer:

2. Their perceptions of the information they are provided by the
teachers in the various cohorts; '

3. Their description of how they interact with their child as a
reader/writer.

Simultaneously, other initiatives began in other sites. For
example, Mark Carter pursued his doctoral thesis at Barrington
Elementary in Upper Arlington, focusing on the development of
student self-assessment. Laurie Desai and Rob Tierney explored
the use of portfolios in a high school classroom where students
were involved in learning within the context of technology-based
classrooms,

As we look over these involvements, we recognize that this
book could not have been written until now. It has taken time to
learn about the portfolio process in the reading-writing class-
room—what it is and what it is not. It has taken until now to
recognize what to say to teachers about what we have learned
about portfolios and share what the teachers, students, parents,
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and administrators have shared with us. We especially wish to
thank those who encouraged us.

They include Carolyn Allen, Linda Allenbach, Terry Appell,
Jackie Ashmun, Marie Ashmus, Brenda Behrendt, Patty Berkow-
itz, Evelyn Biesterfeldt, Terrie Botkins, Edwina Bradley, Carol
Brown, Linda Cannon, Sheila Cantlebary, Chris Cassidy, Vir-
ginia Charles, Kay Coletta, Sharon Danison, Lisa Dapoz, Jackie
Day, Sharon Dorsey, David Dwyer, Maggie Eaton, Moira Erwine,
Martha Fisher, Darice Fritschle, Joan Fusco, Toby Gilliland,
Nancy Glinka, Jean Hartman, Jayne Hertvik, MaryBeth Hoke,
Jodi Jirik, Roz Kalinoski, Arlene Karnatz, Jill Kuhn, Lucy Laing,
Maureen Larsen, Peggy Liberatore, Rita Loksa, Duanne MacMil-
lan, Carol McCabe, KelliMcMaugh, Carol Neutzling, Julie Nuskin,
Randy Rush, Marcia Schinski, Marion Shoemaker, Jean Sper-
ling, Randy Stortz, Burlah Taylor, Shirley Thompson, Shirley
Tillia, Richard Tracy, Arlene Way, and Barbara Woodburn.

In addition we offer special thanks to Susan Myers who did
the illustrations; and Antonia Moss for her help in countless
ways in the preparation of the book.

Afinal word: While we hope this book will prompt teachers to
pursue portfolios in their classrooms, we know it will not provide
answers to every question they might have. We would not want
it to do so. Ideally, we would prefer that teachers proceed as if
they were investigating the possibility of using portfolios for the
first time. Since each setting is different and each student
unique, the implementation of portfolios will be somewhat idio-
syncratic.

If we approach portfolios with a research and development
orientation, we simply ask ourselves to identify possible goalsfor
portfolios and consider possible procedures and ways we can
keep tabs on what is happening. Thus we are open to revamping
Our processes, reexamining possibilities, and exploring promis-
ing avenues,
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Chapter 1

Questions and Answers
About Portfolios

In our experience with workshops on porifolics, teachers
often have specific questions about implementing portfolios in
their classrooms. In order to address these concerns, we ar-
ranged the interview/discussion below. Rob Tierney is a profes-
sor in the department of Educational Theory and Practice at Ohio
State University. His specialties are Critical Thinking, Reading
Comprehension, and Reading and Writing Research, Mark Carter
has been an elementary school teacher for ten years and is
currently serving as a “teacher on special assignment” in the
Upper Arlington, Ohio, school district. He is completing a doc-
toral degree in education at Ohio State; his dissertation topic is
a study of portfolios and self-assessment. Laurie Desai has
taught in Duluth, Georgia. She is working on her doctorate at
Ohio State University, where she is a research assistant with the
Apple Classroom of Tomorrow™ program. Carolyn Cutler, who
hasworked closely with the three authors in the organization and
revision of this text, moderated the interview, She is a graduate
student at Ohio State in the Master of Liberal Studies program;

The “Spirit” of the Portfolio Classroom

Carolyn: The governing question seems to be the spirit of
portfolios, the spirit of the classroom that you are trying to convey

3
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through the book, Why is it so important for students to have a
sense of ownership? What does that mean for students to have
ownership and what sort of classroom environment allows that
ownership to take place?

Rob: The concept of portfolios is really driven by an attempt to
actually approach the issue of assessment in a manner which
befits different classrooms and different students, Our goal from
the very outset was to have assessment which was responsive to
what students were doing; assessment that represents the range
of things they're involved in; the processes they enlisted, the
effort they put in, and the improvement and the range of abilities
that students have demonstrated.

We were concerned that traditional assessment was both
limited and subversive. Students and their teachers’ creative
energies were being subverted into students being prepared to
respond to tests which have very little relationship to literacy as
we know it. We want to provide a rich literacy environment in -
which assessment is linked to what the child is doing and might
do. In other words, there is some return from assessment—
namely, the child is empowered,

Mark: Ultimately, we want students to grow to be independent.
For them to do that, they have to have a sense of what the criteria
is that makes them successful. For a long time, the criteria has
been a mystery to students. Part of the spirit is inviting students
to help develop the criteria so that they know exactly what they
have to work toward to be successful.

A second aspect that I'm really concerned about is that
students produce quality work. I think part of the spirit is that
wewant students to feel ownership and involvernent so they have
a stake in the work that they're producing; that they want it to
be good. I think if we want students to produce quality work then
we have tolet students have a say in the kinds of work that they're
goingtobe doing. If children are working from their own interests
towards criteria that they think are understandable and reason-
able for where they are, we have a much better chance of having
children work at a level to produce the kinds of quality work that
in many cases is absent in lots of classrooms. Portfolios are the
link to help the students see the kinds of thingsthat they're doing
sothat they canindeed make improvements overa period of time,

Laurie: And when they really care about what it is they're doing,
then they care more about improving it, too. When it seems so
totally isolated and removed from anything that matters tothem,
then they don't care.

Rob: Portfolios do provide something that even rich literacy
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classrooms did not have in place. In particular no matter what
the literacy environment, whether it be literacy-based or whole
language, it really didn't invite students fo be part of the
assessment, Portfolios actually get students involved in reflect-
ing upon what it is they're about; what goals they have; what
theyre achieving and how they have improved,

The difficulty that anybody is going to have with portfolios is
developing the pedagogy around them. There's a dearth of worth-
while pedagogical suggestions with respect to getting students
involved in self-assessment. As we've been involved in portfolios
we're learning what it means to get students involved in self-
assessment.

Laurie: We're also giving teachers the opportunity for more self-
assessment than they've had in the past. Portfolios allow the
teacher to really lock at what's going on in their classrooms in
terms of the students’ actual work instead of basing their
judgment on standardized tests scores. We are suggesting amore
valid method to determining the success of instructional meth-
ods.

Changing Role of the Teacher

Carolyn: Could you expand on the role of the teacher in portfolio
classrooms?

Laurie: I think that while the teacher is the guiding force in any
classroom, the teacher in a portfolio classroom is a part of the
team and that the students are working with the teacher to
establish goals. Of course they need someone there to help give
the guiding:direction, but the teacher is not the whole focus.

Alot of classes aren't student centered, they're teacher cen-
tered. The teacher is the focus of decisions, of what happens next,
of what's considered good or bad, of what counts and doesn't
count, without ever giving the students an opportunity to partici-
pate in the decision-making. While we might produce studernts
who can read and write everything the teacher says, we haven't
produced students who can think for themselves and who are
active members of the community. :

Mark: One of the things that come to mind is Glasser. He says
we have to get rid of the “boss™ mentality. We should invite
students to be full members of the classroom. It is as much their
classroom as it is the teacher’s. The role change involves taking
a new stance towards the profession.

Part of the school’s mission is to produce lifelong learners.
There’s no reason for someone to feel like there's nothing much
to do. If we help students while they’re in school become lifelong
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learners with some kind of control over the things that they're
learing, we really enrich their lives beyond whether they're
successful today in the classroom; we make a dent in whether
they're going to be successful in life,

Laurie: Teachers are lifelong learners, too. We need to allow the
teachers to feel that their judgment is important and respected.
They conference with students, work with students on an indi-
vidual basis, and really know what's working, what’s not working
for the individual student. Too often schoois fail tc take advan-
tage of teachers’ abilities and Imowledge: schools have “teacher-
proofed” the process of education. Using portfolios puts respect
back into the profession and allows respect forboth students and
teachers.

Rob: Portfolios can be characterized by words such as “collabo-
rative,” “cooperative,” “partnership,” “literacy-based.” One of the
key things about portfolios is the fact that it provides a vehicle by
which students and teachers can be sure that there are links with
the important literacy experiences the students have, in and out
of school, as well as assessment links that are productive rather
thanjudgemental. Portfolio assessment helps students link with
other students and link with the teacher in a collaborative
parinership.

Portfolios help us achieve a movement towards having as-
sessment which is clearly grounded in the classroom, clearly
grounded in recognizing that we should be helping the child
develop as a decision-maker,

Portiolios begin to provide teachers with something akin to
what a tax receipt organizer would provide a taxpayer in prepa-
ration for an audit. If, in fact, we're wanting accountability, it's
important that we begin to help teachers and students organize
themselves so that they don't become accountable to things
which are alien but to things which are grounded in the reality
of their own experiences.

Facilitating the Development of Meaningful Writiné

Carolyn: One of the things that becomes apparent with portfolios
is that students are doing a lot of different kinds of writing—
journalwriting, poetry, and so forth, which might be personal. Do
you want to make comments on the kind of environment or the
spirit of the classroom that would allow students to take that
kind of risk to be able to produce materials that are meaningful
to themselves?

Mark: There are a couple of issues with respect to the question.
The first is that it goes along with the teacher's role. Over the last
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10 years, teachers have become much more knowledgeable of
reading and writing and how to get students involved in choosing
their own reading and writing topics. I think that’s great. It
means a new focus on what we call generative work. We want
students to be generating things that are their own stories. That
might be an expository story or it might be a poem. The teacher
needs to be accepting of the kinds of things students produce.

Second, time is a crucial element in the classroom, but
students need time to produce meaningful pieces of work. Teach-
ersneed to provide time for students towork, time where theycan
think about and generate meaningful pieces, time to read and
discuss books. Providing time for students to share their writing
and their thoughts about books, providing time for students to
work in collaboration with other students—those are the kinds
of things thatteachers can doIthink that really facilitate the kind
of environment where students can be generative.

Laurie: I think there’s another important facet of the classroom
environment which involves respect. This, again, is part of the
teacher's role, and includes respect for everyone's writing, pri-
vacy, sharing, and for the idea that it takes time to work through
a piece. First drafts aren’t always wonderful and sometimes the
last draft still becomes a work in progress. There is a develop-
mental process that's going on with writing, Respecting the proc-
ess and each other becomes a very important component of the
portfolio classroom. It is important to recognize the student’s
ownership of the portfolio.

Time Management in the Portfolio Classroom

Carolyn: What kind 6f time commitment does it take for teachers
to implement portfolios in the classrooms? How do teachers deal
with time issues?

Mark: Over the years of working with lots of teachers using
portfolios, especially teachers in transition from a text/basal-
oriented classroom toward a literature-based reading-writing
classroom, initially time is an important issue because they feel
frustrated. In essence, they’re trying to run two classrooms.
Portfolios don’t take any more time, but during the transition
something has to give.

Managing portfolios involves a refocusing, Instead of doing a
lot of group things or working out of a particular textbook or
workbook, time can be allotted differently so that teachers are
using that time to work with individuals, conferencing with
individuals. Maybe working with some small groups. It's a
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question of setting priorities differently and of using the class-
room time differently, more than it is taking more time.

Rob: | think you've got to define what takes time in portfolios.
Developing the materials included in portfolios doesn't take time,
since the portfolio is intended to represent things that are already
going on in the classroom. Arranging to get students to pull
together, reflect, review, share, and evaluate the portfolio will
take the time.

What is key isto realize that what’s taking time is instruction-
ally worthwhile. As teachers have gotten involved in portfolios,
many have had students at the end of a quarter pull together the
showcase portfolio. This is not just a sort of clerical activity; it
is an opportunity for the students to look back at what they have
done over the quarter, what they have achieved, sometimes what
they haven't achieved, what future goals they might have.

We're not talking about inordinate amounts of time. We're
talking about things taking probably two or three days, thirty to
forty minutes per day, to lock over their work and discuss it with
their classmates, There is also the opportunity oftentimes in
classrooms for students to share their portfolios with others.
We've found that teachers haven't really taken new time to do
that. Typically, they have in place structures for students to
share with a group. Instead of sharing a single piece, the teacher
has students share their portfolios.

Where time becomes anissue isin terms of their conferencing
with the students individually about their portfolios. My view
with respect to that is that I would love teachers once a quarter
tobe able to conference with a student on his portfolio and to take
15 minutes out or 5 minutes out to do that with every student.
That may be unrealistic. Perhaps a teacher could conference with .
" the students “on the run” or in conjunction with parent nights.

Mark: But if the teachers have been conferencing with students
all along on those pieces of writing, they have a pretty good idea
of what's in their portfolios.

Rob: Somaybe the teacher shouldn’{ view i as a conference with
the student but as serving as a consultant.

Mark: It's refocusing. Looking at where that individual child is
and how they can work with that child,

Rob: We've worked with probably 50 teachers at this point. Ido
not know a teacher whowould say that it isn't worth the time that
it takes.

Laurie: The things that are most important are the kinds of
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abilities we want the students to develop, We want students to
have the opportunities to reflect on what they've done, to begin
to be able to assess for themselves what’s good about their work
or what's not so good, to consider how they can improve, and to
be able to make a decision that a piece finished to that point.
Whenyou start tovalue these abilities, the time also doesn’t seem
to be as much of a factor because you see instruction is stjll
ongoing and valuable,

Each teacher has to develop routine ways of conferencing or
talking to the students. Different teachers find different ways to
feel comfortable. Some teachers take quick notes after they've
talked to a student so that they have some sort of running record
of what's going on with the student, or they develop other
methods over time to help them feel like they're on top of what's
in the portfolios. -

Rob: At the very minimum I would think that portfolios would
need to be done with a class of students once in a course of study.
In elementary school that would be at least once a year. I'd like
to see it done more and be an integral part of the classroom ex-
perience. Ideally, it should be woven into the fabric of the
classroom. :

Laurie: I don't think that once a year is enough. If the students
haven'thad experience assessing and talking about their strengths
and weakmnesses, you're not going to get a real in-depth analysis
of theirwork. This isn’t something that canjust happen once and
the student can be successful. It's something that needs tobe an
ongoing part of the curriculum.

Mark: The benefits for the students grow the more that they have
to deal with their reflections. The more that they have to deal with
what they've done, the better they become at assessing their
work. Initially, students will start out at relatively mundane
levels. They look at surface features of writing, and maybe they
only see certain aspects of their pleces. They don't see them as
a whole. The more that they're engaged in reflecting on their
work, choosing their work, analyzing the work, the better that
they become at doing those kinds of tasks. If we say that it's
valuable for students to reflect on their work, to make decisions,
to see where it is that they have to immprove, then I think that we
need to make provisions for that to happen often, It does have to
be interwoven into the classroom.
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Working With Parents and Administration

Planning for portfolio assessment involves negotiation as teachers
tallor this tool to fit their goals, classrooms, and students.

Rob: With respect to time, teachers also need to think about
working with the parents; that is, keeping the parents informed
as to what's going on and how to interact with the students with
respect to portfolios.

Teachers need to communicate clearly with the school
administration as towhat they're trying to do, what the rationale
is, and so an, They need to think carefully about what the rami-
fications of portfolios might be in terms of report cards, grading,
the possibility of dealing with state mandates, and the ways in
which portfolios can be used to complement or substitute for
state mandates, along with time spent actually in the classroom
working with students.

Laurie: Teachers have to help parents and administrators feel
comfortable that they know the skills and abilities and develop-
mental levels of their students. In that way, evenwhen they aren’t
using a basal series with everything spelled out, everyone feels
comfortable that the students are progressing and that the
teacher knows what is going on with the students.

Mark: What we're talking about is professionalism.
Laurie: The teachers know their craft.

Mark: That's right. Along with that comes a lot of responsibility
because now we're saying that teachers have to know how to
intervene with students, what's expected at certain developmen-
tal levels. They have to be, in some sense, diplomats because
while you certainly want children to be working on things thatare




Questions and Answers About Portfollios 11

interesting to them, we all know you're going to have students
that aren’'t quite sure what to be working on. Some students are
going to need more help with making some of those decisions.
That’s okay, because that’s part of the teacher’s job.

We are saying that teachers are professionals, they canmake
those kind of decisions, and indeed they should make the deci-
sions based on their day-to-day contacts with students.

Conferencing with Students

Rob: Part of the danger with portfolios is that people might lose
sight of the goals that we've talked about and displace them with
a formalization of the approach. Self-assessment is one such
area. In some classrooms were seeing teachers gravitate to
having students conference about their portfolios in terms of a
preset criteria for which the students have had little opportunity
forinput. It hasn't grown from the students. Our fear isthat what
we'Te seeing there is like the composition codes that were so
prevalent in the classrooms, that weren't carefully tied to a
specific writing event and didn’t grow out of the individual as
much as conferencing did.

Mark: To build on that, Lucy Calkins calls that the “front stocp”
conference. Conferencing is an informal talk, Certainly the
teacher knows what some of the qualities are and what the
qualities that the piece might be lacking, There is that spirit in
the conference where the child is leading the conference, but with
an informed questioner. The teacher knows when and where to
intervene and to make some suggestions. It’s that subtle art of
teaching; of helping the child feel valuable and at the same time
making a comment about a particularthing so an aspect receives
attention. Decisions are guided by the child’s agenda, by being
aware of the individual's needs, academic goals, and personal
concerns,

Rob: Teachers have to develop the art of getting students to talk
about compositions and for teachers to talk about compositions
on their terms and not terms that come out of an English
grammar book or English language arts books, If the criteria that
teachers use to talk about students’ compositions were part of a
film review in the local newspaper, people would respond hysteri-
cally. We need to get students to begin to be able to talk about
their work in the conferencing and in self-assessment. Just the
way people talk about a film.

Mark: So many teachers that we've worked with say, after
conferencing with students on portfolios, that they're shocked
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with how much they know about their students. They end up
saying: "I don’'t need a textbook to tell me where to go with this
student. I can see. It's right here in front of us where I need to go.
I not only know what the child’s needs are but I know about the
child as a human being."” One of the richest things that has come
out of ourwork with teachers and portfolios is the knowledge that
teachers have developed about their students and how good they
feel about knowing their students intimately.

The Range of Children's Portfolios

Carolyn: What types of things can you expect to see in a child’s
portfolio?

Mark: The content of portfolios changes drastically as children
move through school; from kindergarten through high school.
We've seen certainly some very sophisticated portfolios from high
school students who have done things on computer disks that
are, tome, amazing, They're interactive; they're wonderful. They
encompass a historical perspective of the child. There are very
sophisticated porifolios that go across different content areas
and include different forms of writing to kindergartners whose
first atternpts at writing are in portfolios, including labels for
pictures, pictures from stories that the teacher has read, things
the students value as kindergartners.

Teachers often help students use portfolios as a way to
chronicle their growth into becoming users of reading and
writing for certain tasks, In the middle grades we see students
that include writing about books in their portfolios. They have
piecesthat share their thinking about their reading arid how they
feel about their reading, much more than just what the text was
about but pieces that really begin analyzing that text from their
own viewpoint. Where the real value comes is when we see
students who begin to become experts at certain forms of writing
and want to show that off. Whether if’s a poet or a story writer,
we have students who begin to find a niche for themselves,

The same is true with reading, There might be students that
go through and chronicle their reading in series of books or of
non-fiction books. The nice thing is that the portfolios reflect the
wide interests and versatility that the students have.

Laurie: You can expect to see the students. With the portfolio
that’s what you truly discover, Youlearn wheyre the students are,
the things students care about, and those things which aren’t as
important to them; things they're good at and things they’re not
S0 good at. You can sit down and look at the portfolio and you
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know something about the student before you ever even meet the
student. .

Rob: Oftentimes students will bring things in from home. We had
students who were bringing in the lyrics that went along with
popular music, lyrics that they had written themselves, or letters
that they had written. In a sense the portfolio became somewhat
like a photo album or a scrap book, but one that had multidimen-
sional proportions.

One concernteachers have as they look towards portfolios as
assessment tools, including the possibility of making compari-
sons across groups of students, is to make sure that portfolios
represent a range of different things, including students’ best
efforts over different genres in writing. The danger that you have
with the students’ portfolio is that you may not get the range
unless you discuss it with the students ahead of time.

Sometimes teachers keep a section of the portfolio for things
they prescribe. For example, in some classrooms teachers kept
an audio tape of each child’s oral reading. They were interested
in seeing across time how these students fared in terms of their
oral reading strategies. Other teachers require students to keep
logs of their reading and writing,.

Mark: You get the range by talking to the students in group
sessions and by saying this can be avaluable component of their
portfolios. You get a wide range by asking students to consider
the benefits of developing versatility in their portfolios. Teachers
can provide guidance through using examples, questioning, and
discussing shared portfolios.

Portfolios and Grading

Rob: The student might have done what you consider, as a
teacher, an incredible piece about a visit of an aunt and he
decides to not include that but to include a piece on a super hero
that's got a nifty sketch or something that he’s really excited by.
When we think about grading, we have to realize that what you
may see in the portfolio may not represent the full range and the
potential richness that you want. Sometimes the teachers will
negotiate what goes in the portfolios with the students, Some
teachers will actually add things to the student’s portfolio or will
have a supplemental portfolio which is part of their class file, as
ways of making sure that the range Is in there. .

The use of portfolios doesn’t necessarily preclude duplication
of material. Iwould hate to see portfolios displacing the possibil-
ity of a student’s work appearing in the classroom library. Or the




Portfolio Assessment in the Reading-Writing Classroom 14

possibility that a student’s work might appear in an institutional
portfolio as well as the student’s portfolio. There are things I
think teachers have to truly work out in schools and districts.

Mark: When I was using portfolios in my classroom, I developed
ateacher’s portfolio on the children, too. They had their portfolio
that they were developing and certainly I had input into that, but
at the same time there was other information that I felt like I
needed on students: notes from conferences that we've had, my
anecdotal records, spelling inventories that I did with students
to get a better understanding of how I could help them develop
as spellers, pieces that they didn't include in their portfolio but
that I really liked and that I had asked them if I could include a
copy of that in my collection of their work, For some students I
included irformal reading inventories that I did to get a better
understanding of them as readers.

I needed this kind of thing to develop a teacher portfolio on
students which breadened my view of students. We need mul-
tiple forms of assessment in classrooms. The students’ portfolios
are one form, but we also can't lose sight that teachers need a
variety of information. I found it helpful to think of the other
information that I collected as my teacher’s portfolio on each
student.

Rob: In terms of grading, ideally we wouldn’t have teachers
grading the student’s portfolio, giving them A’s and B's and C’s.
We would much more be interested in helping that child assess
him or herself and doing some sort of collaborative report.

Mark: A reflective narrative.

Rob: That's right. Teachers need to develop the ability to do that.
It’'s an area which is typically not covered in workshops, courses,
or as part of staff development.

The same with report cards. In a whole language classroom
I think it’s a mistake to think that you should use a single report
card form for every student. We've got to develop ways of
approaching our students so that each student is viewed and
treated uniquely.

Laurie: With grades, we get students to start thinking about their
rank in the class, something is better and something is worse, or
one of the students is good and I'm bad. ‘

I heard two little girls the other day who were first graders.
They were looking through picture books, One said to the other,
“Here, this one has simpler words. You'll be able to read this.” It
wasn’'t ajudgment and it wasn’t taken that way. I thought it was
great, because it just showed the students valuing each other
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where they were at that point and valuing the way they were
developing. Not as this one is better than the other one. It's just
this student is different from the other one.

Mark: The nice thing about portfolios is that they can literally fit
into any grading scheme that is being currently used. If a school
district uses A,B,C,D they can use the same kind of criteria to
grade portfolios if they need to do that. At the same time what
we've seen happen probably with all the teachers that we've
worked with is, as they work with portfolios, they see the value
in a more descriptive form of assessment.

Rob: A descriptive form which includes a wider variety of things
entering into what might be graded or considered as part of the
description.

Laurie: You never want to look at any one thing as an indicator
of what a child knows or doesn’t know. When you're talking about
assessments, you want to look at a broad base of different
measures over time, in different settings, and in different situ-
ations.

Mark: But there again it's that idea that teachers are empowered,
and as teachers use portfolics, they have a sense of what's
important for their particular grade level or class. What we've
seen happening is that teachers are talking about changing the
ways that they report. In report cards, in parent conferences.
They are including portions of the portfolio in district cumulative
records. Teachers are seeing the value of including a broader
picture of the child.

Rob: As teachers do grade students with portfolios, the menu
which they use for grading increases. Typically gradesin the past
have focused just on achievement, All of a sudden we're looking
at where that child has come from, what his goals have been,
what effort he has put in, and what improvement he has made
across a range of things. Teachers who use portfolios move
beyond a single achievement grade.

Laurie: It goes back to what you value, If you're looking at effort
and involvement being important, then you're going to start
valuing that in your assessment, too.

Rob: The portfolios do pick up the students who we sometimes
call the “hoppers” because they hop from one thing to the next
and don't really get much done. That’s okay because sometimes
they might get enough done to really reflect upon it and gain
something, You've got to watch for that.
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There is another side of evaluation which we've got to talk
about. Teachers should also realize that they can use the
contents of the portfolio, if they plan ahead, as substitutions for
the state mandates. Instead of collecting another writing sample
or collecting the students’ responses to certain passages, they
can find in their portfolios bench marks which would actually
serve the purpose of state assessment. Teachers can say to the
state: You want to know how this child writes? You want to see
how this student has been reading? We've got this information
for you.

Portfolios can be used as a replacement for and complement
to state assessment. In one district, where a child was not going
to be promoted based upon a standardized test result, they
looked in the student’s portfolio and saw what he had really done.
They made the decision not to retain.

Mark: That’s powerful. Teachers understand the value of what
we're talking about. They also understand that in many cases
parents may not initially understand some of the changes that
are occurring. Part of thisis parent education, informing parents
about some of the changes that are occurring in the classroom:
why some of those changes are occurring: what some of the
values are that portfolios facilitate.

Every teacher thatwe've worked with hasmade some contact
with parents in efforts to help them understand the changes that
are occurring, and without fail the teachers have felt embraced
by the parents. It's not that the parents demand grades. The
teachers that we've worked with are substituting rich descrip-
tions of what that “A” really means or “B” or “C” really means.
They're talking about traits or characteristics of the students.
Parents value that kind of information. Certainly teachers can
still let the parents know if this is falling within grade level
expectations. Parents want to have some kind of information,
and if no other information is being given to them, then they are
going to want grades. The teachers that have taken some
initiative to contact parents and to work with them have been
embraced by parents.

Portfolios and Self-evaluation

Carolyn: What sort of self-evaluation can you expect with
students?

Mark: Interestingly, students like to evaluate their own writing,
They like to write about what it is they think are strengths. They
might focus on surface structures, Their evaluations grow during
the course of the year.
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Students don't evaluate pieces based on adult standards. It's
really very refreshing because they see things from a more
personalized perspective, They make cormnments on a piece be-
cause it was a particularly meaningful event. That's why they
want toremember it and that’s why they have included it in their
portfolio. But that shows that they're valuing the writing process
and the purpose of writing.

One of the things that happens, though, with teachers facili-
tating self-evaluation and sharing those self-evaluations over the
course of theyear, students’ self-evaluations expand so that they
do cover adult expectations, perscnal expectations, affective.
They reveal their feelings, but it takes a long time.

Traditionally we've looked at school as being chopped up into
little bits and pieces. We do this for forty minutes. We move onto
this for forty minutes and we move onto this for forty minutes.
The view that porifolios precipitate is that the school year is seen
as an entity, We want students to grow during the course of that
year. Given time to do that, their personal evaluations become
much richer, They are able to evaluate mechanical things about
their pieces as well as things about content, organization, and
style. Bui it takes time to develop that kind of eye.

Laurie: Inliterature-based, whole language classrooms, reading
and writing are seen as something that'sintegral, something that
works together. Students see alot of evaluation happening allthe
time. You read a book and the students think it’s neat and you
talk about why it is neat. They start thinking about how the
author wrote and to decide how it applies o their own writing.
They learn to see themselves as they see published authors and
tovalue the craft of writing, They have learned that their contem-
poraries, their peers also do neat things when they write or the
teacher does neat things when he or she writes. It becomes part
of the atmosphere of the classroom. What they're doing is not so
unique because it's what is happening around them all the time.
That takes time, but it is a whole atmosphere that develops.
Portfolios can help to foster that kind of atmosphere.

The Spectrum of Portfolio Proposals

Rob: What do we see as the spectrum? How do we see our ideas
fitting in with portfolio proposals that are being pushed forward?

Mark: A lot of people are now moving toward authentic kinds of
assignments like portfolios. There are several problems in port-
folios that I've seen to this point, One is that initially teachers
want to have control over the portfolio, which means that
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portfolios become another assignment and students aren’t nec-
essarily involved in the critical part of the decision making—what
goes in the portfolio, comparing and contrasting their pieces and
making important decisions about their own achievements and
goals—which, I think, is probably at the heart of it.

Laurie: As teachers begin to develop their understanding of
portfolios, the portfolios themselves range from a folder that just
contains an accumulation of a student’s work for the year to
something that is a much more active and process-oriented and
which allows students to compare and contrast thelr effort as
well as their process of achievement.

Mark: For teachers who are making a {ransition to a more
literature-based classroom, it's difficult to give up the controel.
And I think that part of the problem, too, is if you're looking for
just skills in student writing instead of helping students under-
stand themselves as writers—which means seeing the writing in
a whole form—then it's much easier tc use them as another
teacher tool instead of allowing students to have control.

Laurie: Portfolios became more student-centered, which is an
advantage. They go beyond just the reading and writing and
incorporate how students think about themselves as students
and individuals,

Rob: Our proposal is driven by a desire to get the students
actively involved, a desire to allow the portfolio to represent the
literacy artifacts which actually grow out of the classroom, their
lives outside of school, rather than being imposed on them, I
would characterize our proposal as child centered versus insti-
tutionalized. Although there may be some requirements pertain-
ing to portfolios emanating from the state or school district, they
wouldn't dominate or subvert it from being student owned.

Mark: Yes. The teacher in a collaborative classroom is part of the
group. If the teacher has recommendations or suggestions or
even certain criteria that they would like to see in the portfolio,
they can certainly bring that out in the group format with the
class and discuss those criteria along with all kinds of sugges-
tions that students have for portfolios. There are times, espe-
cially if teachers are going to want to use portfolios for accounta-
bility to school districts or to the state, there may be certain
things that they need tomake sure are in the portfolio. But 1 don’t
think that those kind of things should take-away from the child's
ownership,
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Final Words on Portfolios

We want to close with five thoughts about portfolios in class-
rooms:

1. This book is not the definitive account of portfolios. We
encourage you to read our ideas thoughtfully and critically
and to reflect upon them and to implement them in your own
way.

2. We would encourage people to be thoughtful and careful as
they read other people’s presentations of portfolics. We are
hesitant about some of the discussions of portfolios, particu-
larly those that are solely intent on the institutionalization of
portfolios; that is, those where the district {s going to mandate
what the portfolio will be and what it will include.

3. Related to where we think portfolos are—our work has been
a research and development effort—if we were to write this
book In a year’s time we would write something different. This
book has taken three years to write and over that three years
it hasbeenrevised and revised—not just at the level of surface
text but substantially in terms of the ideas. The areas that
we're wrestling with right now are in the area of getting
students involved in self-assessment and the whole issue of
how do we use portfolios also to meet the demands of the
institutional accountability.

4. We would hope that just as we are approaching these thing
with aresearch and development orientation, that teachers do
so as well. We hope teachers think about these issues, try
them out, and experiment with them by watching students
and finding out how other people are exploring these issues.

5. Finally, we fear the teacher who takes the ideas in this book
and sees themn as a formula. We're interested in improving as-
sessment in classrooms so it empowers teachers, students,
and parents. We hope teachers develop that spirit of owner-
ship and empowerment in their classroom efforts and ap-
proach their efforts with a research and development attitude.




Chapter 2

Toward a Theory of Assessment

This book is intended to help you orient your assessment
practices so that assessment has a working relationship with
teaching and learning, We believe that assessment should em-
power teachers, students, and parents; that worthwhile class-
room practices should be ignited and not extinguished by
assessment; and that students should view assessment as an
opportunity to reflect upon and celebrate their effort, progress,
and improvement, as well as their processes and products.

It may appear that we are asserting that portfolios are a
powerful assessment tool. This is only partially true. It is you, the
classroom teacher, and your students who are the most impor-
tant assessment tools in the classroom. We believe that the
teachers and the students, rather than tests devised by others,
should be the crucial element in assessing growth and progress
in the classroom.

Before we begin to discuss the use of portfolios it {s important
toreflect on what we mean by assessment. What do we see as the
current state of assessment in schools? What are the underlying
principles that should guide assessment? What role should
teachers assume? What is the relationship of students to assess-
ment? How should parents be involved?

The State of Testing in Schools

There are major problems with assessment in schools. In

21
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particular, we are concerned that:

1. Testing appears to consume enormous amounts of in-
structional time that seems difficult to justify given the
nature of the tests and purposes for which they are used.

2, Thereasonsfor administering tests represent a restricted
array of purposes, and many of these purposes may be
difficult to justify if examined in terms of the goals
assoclated with a child-centered view of literacy develop-
ment,

3. Most tests do not mirror the nature of literacy that is
occurring in today’s classrooms.

4, Most tests appear to reflect assumptions that either run
counter to current views of reading and writing or, at
best, reflect a rather restricted view.

5. The stature of formal tests tend to disenfranchise teach-
ers and constrain, rather than enhance, teaching prac-
tices.

6. Studentsareviewed asthe subjects oftesting ratherthan
partners or clients in the testing enterprise. Student self-
assessment has long been ignored in the classroom.

Before addressing these concerns in more detail, let us
explain the basis for our concerns by addressing the data that
deal with:

1. The amount of testing occurring in schools;
2. The purposes of tests;
3. The nature of tests.

Amount of Testing in Schools

It seems that an enormous amount of testing occurs in
schools when the various types of testing to which students are
exposed is added to the time devoted to preparing for such tests.
Currently test sales are at an all-time high as test publishers and
publishers of reading programs offer spurious promises of
educational improvement by accountability. Rough estimates
suggest that alarge percentage of children in this country receive
more than 2,000 test items every year —including items on stan-
dardized tests, basal tests, and teacher-made tests. Further-
more, surveys of teachers suggest that on average fourteen hours
.are spent over the course of a year preparing students for stan-
dardized tests (six hours preparing for commercial tests, six
hours for state tests, two hours for district tests), twenty-six for
basal tests, eighteen hours for teacher-made tests.

Why be bothered with the amount of testing? We are
bothered for several reasons. First, we donot think tests contrib-
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ute to student learning, In our informal surveys with test takers,
we have found that most tests engender anxiety and fear rather
than fulfillment. Ask yourself: Did testing enhance your learn-
ing? Did testing engender anxiety? Second, testing is taking time
away from learning when time is a precious commodity in
schools. In almost every conversation we have had recently with
teachers and students about teaching and learning, time is
identified as one of the key factors that interferes with what
teachers and students want to be able to achieve.

Who Conitrols Testing?

Are teachers the victims or the perpetrators of testing? Are
administrators, state department personnel or politicians re-
sponsible? Do students have a voice? The answer to the first two
questions seems yes and -no. The answer-to the third is no.

While teachers might act as if they have little say over what
isassessed, arecent survey of the testing practices of elementary
and secondary teachers in the United States (Valencia & Pear-
son, in press) suggests that teachers do an enormous amount of
testing during the school year, and a large proportion of it falls
under their auspices. In particular, while teachers might be
required to administer standardized tests once or twice a year, a
great deal of other testing occurs in their classrooms that they
control in various ways. For example, the survey reports the
following: 91 percent of teachers give basal tests three or more -
times everyyear; 22 percent report giving basal tests nine or more
times a year; 64 percent give teacher-made tests three or more
time a year; 37 percent report that they give teacher-made tests
nine or more times a year.

Increasingly, when principals are asked to indicate how
frequently teacher-made tests are administered the percentages
are slightly higher—namely, principals perceive that 78 percent
of the teachers create and administer their own tests three or
more times per year; 48 percent feel teachers do so nine or more
times per year,

Apart from teacher-made tests, some 92 percent of teachers
report using observations of students to assess their students:
70 percent report using structured observation forms: and 90
percent of teachers report using assignments.

The problem arises that the tests that the teachers admini-
ster might not count as much as those legislated by politicians,
mandated by state departments, and focused on by administra-
tors and teachers. -

The Purpose of Testing

Why are we testing so much? There appears to be a host of
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possible reasons for testing in schools. They include:
» Making policy decisions;
e Evaluating a program’s effectiveness;
« Assessing whether or not students are achieving certain

standards;

Informing curricular decisions;

Rewarding or penalizing certain groups;

Giving students feedback:

Having an opportunity to collaborate with students.

State departments and legislators often cite determining and
assuring standards, allocating resources, and ensuring ongoing
improvement as reasons for testing. Regardless of whether or not
tests can be used for any of these purposes, they tend to pursue
the first two goals rather than the last one. Teachers are more
likely to say that tests are used to plan curricula and to grade
students than to say that they are used to involve students as
collaborators in such efforts.

What Do Reading and Writing Tests Measure?

To address the question, a quick reminder of what most
reading and writing tests look like may be worthwhile. Most form

reading tests involve
the use of a multiple
choice format with a
single right answer in
conjunction with pas-
sages thattend toward
being a special kind of
genre just for tests—
namely, snippets of
fiction and nonfiction.
Evenatthekindergar-
ten levels, multiple

choiceformatsprevail. -

Typical of the types of
items and passages
that are included in
these tests are the
illustration (right).
Students* re-
sponses are thenusu-
ally added for pur-
poses of comparison
with other studentsto
determine a grade.

Fill in the circle for the word that has the same or almost the same meaning
as the word in dark type.

1. afraid 2. entire

O strong ) whole
@ scxed Qpax
O happy @ piesx
3. begin 4, silly
O finish Q tiny
® stan O funny
- O keep O sad

Fill in the circlc to answer the questions about the story.

Tallor Bird

One of the most interesting birds T have secn s the Indian Tailor Bird. They
are small olive green birds that don't ook a1 all unusual, but they have a most
unusual way of making their nests. The birds work together in pairs, First they
find a leaf, the right Size, and make holes along the edges with their beaks.
Through these holes they thread grass. One bird pushes the thread from the
outside, while the other bind sits in the nest and it back undl the edges of the
teaf arc scwn tagether to make & kind of bag, stll hanging on the wree, in which the
“Tailor Bird lays iis c2gs-

‘What doTailor Birds use as thread?
Q Grss

Swing
Spider web
O Thoms

The Tailor Birds are interesting because they
© are small and elive green in color,
O livein pairs., X

make their nests in # special way.

fly very fast.
ani!anhd‘guthuumcbeuusei(

O isa small bind.
Q looks unusual.

8 can sew.
has 2 beak shaped like a pecdle.
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Ease of administration, ease of scoring, and ease of trans-
forming a student score into a grade seem to be the overriding
motivation for the test structure and practice. Unfortunately,
these benefits appear to override the fact that a reader’s re-
sponses to a set of multiple choice items might not be a fair
sample of reading abilities because:

* Apredetermined response is the only acceptable answer

for each question;

* A student’s understanding is either “right” or “wrong”
rather than partial or different;

* A specific set of passages or paragraphs will not ade-
quately sample the reading abilities of a student:

* Themeasure of the student’s reading ability is the extent
to which the student can read snippets and choose from
somebody else’s set of possible responses their choice of
the preferred response;

* A score or grade based upon the total of correct choices
reflects the student’s reading ability.

The typical writing assignment requires students to write an
essay for a specified topic that is then scored against agreed upon
standards. The Educational Testing Service and a number of
school districts have rubrics or scoring guides that involve
standards for content, style, form, and mechanics to which
examiners are expected to agree as they assess student writing,
On the positive side, the assessment of writing is not plagued
with the widespread use of multiple choice items, though such
writing assessments exist. Furthermore, writing assessment af-
fords students the opportunity to develop their ownideas. Onthe
negative side, they do so typically in response to somebody else’s
(other than the writer’s) assignment. Essentially they measure
the writer’s forced response in accordance with somebody else’s
standards.

Missing from both the assessment of reading and writing are:

* The use of reading and writing together;

* Anopen-ended understanding of why students read and
write;

* Judging readers’ and writers’ responses on their terms:

* Aninterest in the differences that emerge across a range of
“authentic” situations involving reading and writing;
An appreciation of effort and process;
An interest in discovery and idiosyncratic learning rather
than in judging students in terms of standards that reflect
conventionality,

In essence, most formal assessment devices represent a
genre unto themselves. What is measured on these tests fails to
approach what we view as literacy and the changes that are
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occurring in classrooms. As a result, one must ask oneself if most
scores derived from these tests misrepresent the nature of
reading abilities and, therefore, have little predictive utility.

Problems with Testing

with these considerations as a foundation, we believe that
the following problems exist with testing,.

ProBLEM 1:

Tests reflect an outdated view of classrooms and
restricted goals for learning.

In Duluth, Minnesota, two fifth grade students asked their
teacher, “Why are we doing all of this discussion and writing if
this is not what is on the tests?”

In Columbus, Ohio, the first question asked by students was,
“How will this be graded?” When they realized that grades were
based upon how a project looked and a test of the facts, they
played it safe and focused upon what their projects looked like
and attended to the facts likely to be tested. Meanwhile, the
teacher was frustrated with their lack of investment and motiva-
tion for doing the projects. Not surprisingly when students were
asked to share their projects, they did not ask questions or
discuss interesting issues. Instead, students did little more than
politely listen to each other’s presentations as they jotted down
testable facts.

Standardized and formal classroom testing are removed from the
teaching and learning that naturally occurs in the classroom. Portfolics
shift classroom assessment from formal to informal, from anxiety-
producing to supportive, from uni-dimensional to multi-dimensional, and
Jrom isolated to collaborative.
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Both teachers and students paint a bleak picture about the
current uses of formal tests in their classrooms and how they
relate to their goals. Teachers attribute to formal tests a rather
narrow view of what tests measure. The following are comments
by teachers about testing,

» The items on the tests do not reflect what we teach in our
classrooms.

* The test items are not representative of the kinds of work
that students do daily.

* Tests do not reveal what kids really do.

Students' comments suggest similar concerns:

* Tests and how we are graded do not reward experimenta-
tion or getting into new ideas.

* They want to be sure we got it their way. They are not so
interested in me.

‘The mismatch between what is taught and what ismeasured
should come as no surprise. Oftentimes, ease of administration
takes precedence over including the kinds of open-ended activi-
ties that may exist in classrooms. Also, tests may reflect a view
of reading and writing that is quite dated and, as a result, less
valid. Lee Cronbach (1971), one of the foremost test and meas-
. urement scholars of this century, argues that tests developed in
one decade are apt to be inappropriate in another. Unfortunately,
testing practices in reading and writing have changed very little
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for almost thirty years. Table 1 (see page 29) outlines the contrast
between current practices in teaching reading and writing and
the testing practices used to assess the learning of reading and
writing skills,

In past years, reading programs required students to re-
spond to segments of texts artificially constrained by vocabulary
controls, Nowadays, with the advent of reading/writing and
literature-based curricula, reading and writing are less fre-
quently taught in separate, neatly packaged units than the
traditional tests reflect. In classroom situations where reading,
writing, and other language arts are integrated, reading and
writing occur simultaneously, Teachers are interested in how
writers use reading as a springboard and how readers use writing
to reflect upon and to develop meanings. There is a host of other
developments that have occurred or are occurring, including:

s Tradebooks are replacing graded readers;

» Collaboration and cooperative learning are replacing indi-
vidual worksheet activities,

Response and discussion are replacing teachers questions;
Journals and extended responses are replacing workbook
pages;

* Projects and units in which stories and writing activities
are tied together are replacing the reading of single selec-
tions and one-time writing assignments;

¢ Reading and writing skills are presented less lock-step in
a rigid sequence with mastery;

+ Individual selection of reading materials and writing activi-
ties have replaced teacher assigned topics and selections.

ProOBLEM 2:

Formal tests reflect a limited view
of reading and writing,

In many ways, traditional reading and writing tests do not
live up to the standards that come from an expanded and
evolving view of literacy. An expanded view of literacy would
include an interest in assessing:

What learners read and write;

How learners read and write;

Why learners read and write;

Their approach to reading and writing and their emerging

goals and attitudes;

e The understandings and discoveries learners achieve as
they read and write;

The uses of these new learmings;

The extent to which reading and writing empower student

thinking;
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Table 1

Practice

Reading and writing are taught
together. Readers write in re-
sponse {o what they have read;
writers read in conjunction with
their writing.

Reading and writing programs of-
ten have the students select their
own texts or topics, establish their
own purposes, ask their own ques-
tions, develop their own mean-
ings of text, share and compare
own interpretations of texts with
others, revise theirinterpretations.

Reading programs are including
more and more opportunities for
students toread trade books that
are not controlled for vocabulary
or excerpted. Character develop-
ment and story lines are usually
in place.

Reading and writing programs
Involve having students pullideas
together from multiple sources
(several books, peer input, films,
ete.).

Reading and writing programs
expect students to respond differ-
ently to different texts read and
written for different purposes.

Reading and writing programs
have as a goal the empowerment
of students and the development
of their independence. They have
as goals the enjoyment of reading
and the ability to self-initiate and
self-assess.

Current Testing Procedures

Reading and writing are tested
separately, Reading tests rarely
include items requiring responses
that involve extended writing:
writing tests do not require stu-
dents to read in conjunction with
their writing.

Reading tests require the student
to read a text selected by some-
body without regard to interests
and assess the student's under-
standings based upon his/her re-
sponses to somebody else's ques-
tions. Writing tests often do not
include having the students write.
Ifwriting 1s involved, students are
given the topic and purpose and
are expected to work by them-
selves.

Reading tests have students re-
sponding tovery short paragraphs
that are often lacking in character
development or story line.

Reading and writing tests are tied
to a single text.

Reading and writing tests assume
students' reading and writing
performance is generally the same
across all texts.

Reading and writing tests do not
address enjoyment, empower-
ment, self-initiation, and self-as-
sessment.
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Formal tests focus upon a narrow band of acquired under-
standings—namely, whether students can produce according to
established expectations.

Furthermore, formal tests seem largely to ignore some key
findings from research on reading and writing. Whereas the
research on reading comprehension and writing emphasizes the
extent towhich readers’ or writers' background of experience and
purpose will have an overriding impact on their understanding,
tests tend to focus upon verbatim recall and judge reading
comprehension by a predetermined standard of response. It is as
if formal testing may be forcing readers and writers to hold in
abeyance their own understanding. It is not surprising that ina
number of studies researchers have found marked differences in
how readers and writers approach tests and how they approach
other reading and writing experiences. It is as if tests require
learning the art of test taking and a set of behaviors that may be
counterproductive in more authentic reading situations.

There are a number of other problems with tests. Tests
assume that reading abilities can easily be summarized or
totalled. The use of a single score or a total score that is then
translated into a grade equivalent, stanine, or percentile rank
ignores natural variation that is known to exist—namely, under-
standings will and should vary across selections, situations, and
across time. Assessment of writing also tends to disregard
growth over time, range of writing pursued, use of resources,
problem solving, reflection, and purposes achieved.

Formal testing, by its nature, has treated the complex task of
assessment of reading and writing abilities as if it were simpler
than it really is, and, in so doing, it has artificially neatened the
process of language arts assessment. Such neatening has re-
sulted in the misrepresentation of children’s abilities to read and
write.

We are not alone in arguing that such a mismatch exists. In
a number of articles and papers {Johnston, 1984; Pearson &
Valencia, 1987; Jett-Simpson, et al., 1990) similar concerns
have been expressed. The following seven items outline some of
these problems associated with the differences between reading
and writing in the classroom, concerns that should be addressed
by assessment, and current testing practices (adapted from
Tierney and McGinley, 1990):

1. Readers and writers come from diverse backgrounds. Each
person has a different purpose for reading and different
understandings and interpretations, which results in dif-
ferences in appropriate questions, summaries, and recalls.
Writers' diverse backgrounds cause considerable variation
in compositions from one situation to the next. Reading
and writing assessment, then, must be able to account for
divergent responses, which means it cannot be measured
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by the fixed or absolute standards currently being used.
Should we assess students using fixed standards? Typi-
cally tests use multiple choice items for which there is an
assumed correct answer. Is this viable? We would argue
that each person’s unique purpose, background, perspec-
tive, and sense of audience or authorship have pervasive
and dynamic influences upon what he or she reads and
writes. Reading and writing performance, therefore, should
take into consideration the ways in which these factors
interface with one another throughout the activities of
reading and writing, Unfortunately, few assessments con-
sider the interplay of reading and writing. Recent attempts
to assess the impact of background knowledge, purpose,
and selected behaviors fail to address their interplay or
misconstrue them as static with single scores.

Can we assume that a single score can summarize a stu-
dent’s performance in reading or writing? In most test
situations, student performance is summed across sets of
test items. We question the viability of these practices.
Reading and writing performances are not stable, nor can
they be viewed as a unity; students respond differently to
different tasks at different times in different settings. Meas-
uring reading and writing by aggregating performance
acrosstexts, tasks, and settings misrepresents differential
performances. Tests, however, tend to aggregate rather
than differentiate performance. When there is differentia-
tion of data in standardized tests, the groupings tend to be
simplistic and do not adequately represent the complex
interrelationship between an individual’s reading and

writing.

. When tests are developed, is it reasonable to exclude those

items that most students get right, or most get wrong, or
items for which only certain students get right? No. Items
should not be dropped based upon whether or not certain
students respond to them correctly or incorrectly. Each
item should be judged in terms of whether or not it is a
question worth asking. Many tests are constructed to
eliminate items that do not differentiate between “good”
and “poor” readers or writers. Dropping “erratic” items
contributes to a limited representation of student perform-
ance. Given the normal instability of reading and writing
skills over time and tasks, these erratic test items should
not be regarded as exceptional or anomolous.

Should we assess reading and writing only through paper
and pencil tasks? We would argue that adequate assess-
ment extends beyond that which can be represented on
paper. The quality of thinking engaged during reading and
writing may not appear on paper, in part, because it is
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difficult for students to articulate. Various direct and
indirect measures are needed if we are to capture the
quality of thinking engaged during reading and writing.

6. Can we assume that the material included on tests is
representative of what students should be reading and
writing? To assess real-world reading and writing, stu-
dents should be assessed in contexts that mirror or simu-
late such uses. Real-world tasks or simulations are rarely
included in assessment batteries. Reading and writing are
separated, and in both reading and writing tests the
passages and tasks presented are distortions of real-world
situations.

7. Should students be involved in assessment? Areader’s or
writer's perspective of his or her achievements and mean-
ing-making skillsis at the heart of assessment and empow-
ering students to be effective decisionmakers. Assessment
should be directed at helping students engage in self-as-
sessment and evaluation of their own abilities. Self-assess-
ment, unfortunately, is omitted from most assessment
batteries, or it is assessed superficially (i.e., through se-
lected items using rating scales).

PROBLEM 3:

Tests disenfranchise teachers and constrain
instructional possibilities.

What appears to be a key consideration of the role of
assessment is a tension between individual empowerment and
governmental accountability. Inmost situations, the scales seem
weighed heavily on the side of the governmental (national, state,
and district level) to the detriment—perhaps disenfranchise-
ment—of teacher and student. Rather than recognizing the
importance of having faith in the teacher’s ability to negotiate
instruction based upon the unique needs of individual students,
there seems to be an attempt by states, districts, and, now, the
federal government to police performance through standards.
The federal government, many states, and numerous districts
seem intent on arranging a marriage between teaching and
testing with little regard for the shortcomings of formal festing
programs, as well as a lack of concern for empowering teachers
and students as effective decisionmakers.

The costs are immense. The end result may be a mismatch -
between what is assessed and what should be assessed, who
should be assessing and who is assessing, and what teachers
and students should be pursuing and what they actually do.
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Many school districts put aside time just to prepare students for
these tests; likewise, publishers include example activities to
ensure students involved in their programs have practiced
certain types of test items. Moreover, such tests relegate the
teacher to the role of a technician rather than an expert. The
point is that testing places teachers and students in a role that
is reactive rather than proactive. It is as if teachers and students
have become clerks in their own classrooms, helpless to do
anything other than to perpetuate the system they have internal-
ized. Indeed, when given the chance, some teachers may opt to
choose someone else’s test rather than to use their own powers
of observation, and students may express preferences for tasks
in which they don't have to think.

ProBLEM 4;

Students are not engaged in
self-assessment.

Do students seem empowered by tests? Qur observations of
students suggest that students find most tests to be anxiety
producing, view tests as relatively non-informative, and question
what they measure. In our analyses of students’ views of tests
and their assessment of themselves, we found that most stu-
dents have a restricted view of their strengths and weaknesses,
goals, and achievements, and they predominantly tend to have
a negative view of themselves. It came as no surprise to read
recently about the statement students in Torrance, California,
purportedly wanted to make:

Students Subvert Own Scores
Torrance, Calif., May 2 (AP)

Seniors at a top-performing high school in this Los Angeles
suburb sabotaged their answers on a recent annual test that
measures schools' academic quality.

One of the students says the diminished scores were a
rebellion against pressure to perform. But administrators at the
school, West High, deny that there was too much pressure, and
a spokeswoman for the State Department of Education suggests
that the effort to drag down the school's score on the examina-
tion, the California Assessment Test, may have resulted from
something else.

The results of the California Assessment Test are used to
determine a school's academic placement among other schools
in the state. The results are published in newspapers and are
considered by the state for achievement awards and grants. In
addition, prospective home buyers use the results when a good
school district is a consideration.
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West High School's reading scores in the test dropped from
the 85th percentile statewide lastyear to the 51st percentile this
year, and mathematics scores fell from the 95th percentile to the
7 1st percentile.

William Bawden, the school's principal, said a check of
students’ test booklets, which are not signed, had shown an
unusual number of wrong answers in 18 booklets, including
some booklets that contained no right answers. He sald one
student had admitted deliberately doing poorly.

The student body president, Kelle Price, said some senlors
became disgruntled when teachers interrupted classes to pre-
pare students for the test and when administrators visited
classes to stress the importance of doing well on it.

New York Times, Education, May 3, 1989, p. 21.

The point is, shouldn't assessment empower learning and
teaching rather than be detached from it? The current state of
affairs in schools is that students are denied any substantive role
in assessment. Their views of their progress or what they are
trying to achieve along with their self-assessment is overlooked.
Testing is not a partnership between student and teacher, self-
assessment is not a goal, and as a result, assessment seems to
remain detached from learning,

Ideally, we envision a classroom where students are involved
in judging themselves with the support of teachers, peers, and
parents. Self-assessment helps students to take steps toward
becoming lifelong learners and assists students with taking
responsibility for their learning processes and the work they
produce. This kind of assessment requires anewkind of partner-
ship between teacher and studerits—a partnership where teach-
ers help students assess themselves. It requires viewing assess-
ment as a goal for learning rather than an outcome.

Goals for Classroom-based Assessment

We believe that we need tc move beyond current testing
practices and to do so educators need to consider the desired
outcome from the assessment procedures utilized. In other
words, how might assessment become useful to teachers and
students, better inform teachers and students about achieve-
ment, progress, and effort, and fuel teacher and student instruc-
tional collaborations?

As we take an appraisal of assessment it is jmportant to be
clear about what we need from our assessment efforts.

1. It is important for teachers to take a lead in being able to
report to parents, district administrators, board members,
and state departments valid information about how stu-
dents are achieving and performing over time. Assessment
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intoday's society should provide accountability to involved
and interested stakeholders.

2. Assessment should provide the information that is needed
to pursue ongoing curriculum development that is respon-
sive to student needs and therefore, provides directions for
instructional decision making, -

3. Assessment should consider definitions of literacy, includ-
ing the range of different kinds of reading and writing ex-
periences, as well as their facets. Rather than limiting as-
sessment in reading and writing to a restricted set of
subskills or outcomes, our view of what is measured and
how it is measured should broaden assessment possibili-
ties.

4, Assessment practices should involve the students. If we
want students to develop into independent thinkers and
successful performers they must have the skills, knowl-
edge, and confidence to evaluate their own processes and
products.

5. Through an effective assessment program teachers should
grow in their knowledge about how children develop as
readers and writers. Through this understanding, teachers
can also continually evaluate their own performance. Teach-
ers can ask themselves questions that reveal if what they
are doing instructionally is truly making a difference in
their student’s growth in reading and writing.

6. Procedures for summarizing and reporting student per-
formance should be consistent with what we purport to be
measuring and developing. Current methods. of practices
for reporting literacy achievement are oftentimes scores or
grades that do not translate into practice.

Assessment should provide all interested parties with infor-
mation that illuminates the student growth that occurs as a
result of collaborative contacts with teachers. It should also
facilitate learning, appropriate instruction and students’ aware-
ness of their own strengths and needs as readers and writers and
enhance teacher and curriculum development.

Features of a Classroom-based Assessment Program

The following characteristics summarize what we believe to
be essential features of a classroom based assessment program
that respects readers and writers in the process of learning and
that meet the goals we have for assessment.

1. Assessment is based on what the child actually does.
Student work and process are observed and.analyzed to
provide a rich view of progress, achievement, effort, strate-
gies, and versatility.

2. Assessment addresses the reading and writing experiences
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in which students are engaged.

3. Classroom assessment procedures should describe clearly
and accurately how students do on a variety of tasks over
an extended period of time. Decisions about students’
strengths and needs are derived as a result of analyzing
multiple samples of student work that have been collected
during the course of the year and show the students’
versatility.

4, Effective classroom assessment programs are designed to
include the students as active participant in forming the
reading and writing tasks, in developing assessment crite-
ria, and in assessing their own effort, progress, achieve-
ment, attitude, and goal attainment.,

5. An assessment program should be multifaceted. There
should be provisions to assess more than just the final
products. Assessment should focus on achievement, pro-
cess, and quality of seif-assessment.

6. Assessment is continuous and inseparable from instruc-

+ tHon. It is an interactive and collaborative process in which
information is collected in natural classroom instructional
encounters (individual, small group. and whole group).
Assessment should have a reciprocal relationship with the
nature and goals of schools. That is, assessment should be
informed by the nature and goals of schools and, in turn,
inform these goals.

7. Ayearly assessment plan guides the timing and use of a
variety of assessment procedures. These procedures should
work together to form a composite, It is likely that there are
regular assessments that occur weekly, quarterly, and

“yearly. These assessments may be varied and serve slightly
" different purposes.

8. Assessment strengthens teacher’s and student's knowl-
edge. Assessment should contribute to a teacher’s and
student’s understanding of themselves and each other.
Teachers and students should find assessment empower-
ingrather than beleaguering. Teachers and students should
grow in their ability to make insightful analysis of the data
gathered.

9. Record keeping and collections of work samples by both
teachers and students provide the systematic information
that facilitates communication.

1G. The teacher is an expert evaluator, recognized and sup-
ported:

* Theteachernot only knows the nature ofthe learner’s
reading and writing but provides first-hand evi-
dence of progress and achievement.

¢ The teacher recognizes patterns by relating what
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readers and writers are doing and thinking to knowl-
edge of the learner and understanding of literacy.
The teacher has the opportunity tc observe the
leamer first-hand across a variety of situations
including those in which learners are interested,
have varying degrees of background knowledge,
interact with others, or proceed independently.
The teacher can explore the envircnments and situ-
ations that enhance learning.

The teacher assesses what students have achieved
in terms of effort, improvement, and process.

The teacher assesses the learner’s literacy develop-
ment in the context of what learners are deing.
The teacher pursues collaborative assessment with
the learner, as well as the learner’s ongoing assess-
ment and development of self-assessment sirate-
gles.

11. The students’ ability to assess themselves is viewed as a
measure of how testing and assessment have a meaning-
ful, ongoing, and working relationship with teaching.

12. Parental and other stakeholders’ involvement in the as-
sessment program is vital to supporting the learmer’s
ongoing literacy development and the legitimization of
assessment practices consistent with what literacy is and
literacy instruction should be.

The subsequent chapters in this book describe how reading
and writing portfolios fit into and facilitate a sound assessment
program, Webelieve porifolios are ameans of providing the depth
and breadth of information to help teachers to put into practice
a sound theory of assessment in their classrooms.
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Chapter 3

An Introduction to Portfolios

Some Essentials of Portfolios

¢ Portfolios are systematic collections by both students and
teachers. They can serve as the basis to examine effort,
improvement, processes, and achievement as well as to
meet the accountability demands usually achieved by
more formal testing procedures. Through reflection on
systematic collections of student work, teachers and stu-
dents can work together to illuminate students’ strengths,
needs, and progress.

* Portfolios are not objects. They are vehicles for ongoing
assessment by students. They represent activities and
processes (selecting, comparing, self-evaluation, sharing,
goal setting) more than they do products.

* Some of the values that underlie the use of portfolios
include a belief in developing procedures for planning
classroom learning that represents what students are
actively doing; a commitment to student involvement in
self-evaluation and helping students to become aware of
their own development as readers and writers; a beliefin
the view that assessment should take into consideration:
1) the processes readers and writers enlist; 2) the products
they develop; 3) the improvements they achieve; 4) the
effort they put forth, as well as 5) how these féatures vary
across a range of reading and writing.

41
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Portfolios offer a new framework for assessment—one that
facilitates student reflection in conjunction with reading and
writing—a framework that responds to demands for student
empowerment, the changing nature of classrooms, and a new
consensus regarding the need for revamping testing practices.
Portfolios offer a framework that is dynamic and grounded in
what students are actually doing. It is a framework with the
potential to empower both teachers and students to reflect upon
their reading and writing and to grow in their understanding of
their reading and writing, as well as themselves.

Portfolios engage students in an assessment and evaluation cycle.
Working by themselves and with others, students will mull over their
work, reflect on their efforts, and become actively involved in self-
evaluation. .

We hope teachers will develop portfolio practices that reflect
the literacy experiences and character of their unique class-
rooms., We recognize the need for teachers to establish elements
tobe included in each student's portfolio; indeed, if portfolios are
to replace formal testing practices, having some benchmarks in
common may be essential. The problem, the fear, is with becom-
ing overly prescriptive. One of a portfolio’s key benefits is that it
is a robust concept that allows for diversity. If standard guide-
lines are imposed, diversity may be displaced and student
investment and self-assessment maybecome a secondary rather
than primary concern. Therefore, we hope teachers will encour-
age students to customize their own portfolios and that the
portfolic practice in each classroom will reflect a great number of
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possibilities for students to express their individual personali-
ties, desires, and work styles.

The Origins of Portfolios in Other Fields

Portfolios are not as novel to other fields of endeavor as they
are to reading and writing classrooms. Commercial artists, mod-
els, photographers, artists, and people in other flelds of endeavor
use portfolios to showcase their achievements and skills, Whether
it is in conjunction with a journalist’s resume—including ex-
amples of projects, by-linefiles, and stories—or an artist’s collec-
tion of work, the portfolio is tangible evidence of accomplish-
ments and skills that must be updated as a person changes and
grows. For example, Mark, a journalism student at the Ohio
State University, maintains two porifolics—a copy-editing port-
folio and a news report portfolio, Mark uses them to reflect upon
his work, to consider what he has achieved, and to put together
samples of his work forjob interviews. Since a journalist must re-
vise, edit, and write headlines, cut lines, and eatch ines. Mark’s
portfolios include a range of
samples of his efforts.

Jownalis& keep portfolios
which may include samples

of their reporting, copy-edit-
ing, and/or layout.

Artists’ portfolios vary consid-
erably, and may include origi-
nals or photographs of work in
several media.

Amy, a young artist, maintains a portfolio of her artwork. As
Amy says, “these are pieces I feel happy with, that I have gotten
feedback from, and that I feel content with, and that I'd like to
show people.” Although each piece included is not entirely fin-
ished, they are “finished to a point you feel that it's as far as you
want to go with it. Some might be in process, at a sketch stage,
80 it may not be polished but it feels finished.” When Amy wishes
to represent her artwork to her friends, teachers, or prospective
colleges or when Mark wishes to represent his journalist skills to
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peers or prospective employers, the portfolio is the basis from
which they share themselves. It is from their portfolios that they
pull together their work and the basis by which their work is as-
sessed in a variety of contexts.

Assessment Using Portfolios vs. Standardized Testing

The benefits of portfolios are most apparent when what
portfolios afford is compared with what seems to be traditional
practices, especially the imposition of a narrow range of stan-
dards. Thefollowing chart summarizes the differences inassess-

ment processes and outcomes between portfolios and standard-

ized testing practices:
Portfolio

sRepresents the range of
reading and writing stu-
dents are engaged in;

*Engages students in
assessing their progress
and/or accomplishments
and establishing on-going
learning goals:

sMeasures each student’s
achievement while allow-
ing for individual differ-
ences between students;

sRepresents a collabora-
tive approach to assess-
ment;

sHas a goal of student
self-assessment;

eAddresses improvement,
effort, and achievement;

eLinks assessment and
teaching to learning.

Testing

sAssesses students across a
limited range of reading and
writing assignments which
may not match what students
do;

eMechanically scored or
scored by teachers who
have little input:

sAssesses all students on
the same dimensions;

eAssessment process is
not collaborative;

«Student assessment is
not a goal;

sAddresses achievement
only;

-Separétes learning, test-
ing, and.teaching.
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Portfolios in the Classroom

We do not expect any two classrooms, nor any two students,
to have the same portfolios. Portfolics should grow from the
students’work, interests, and the projects and activities pursued
by the class. Here are some “snap shot” descriptions of some
classrooms that may give you a sense of the ways in which
portfolios have been implemented across a variety of classrooms
and age groups. '

A Primary Classroom in Westerville, Ohio

In Westerville, the primary classrooms are literature-based
with a great deal of emphasis upon writing, Shared book expe-
riences, lots of different kinds of writing activities, conferencing,
and projects are commmonplace. Over the course of the year, stu-
dents accumulate in their folders stacks of their own writing,
response journals and other materials. Portfolios that showcase
their special work become part of the classroom life as soon as the
students have projects from which to select. Students develop
and use their portfolios in a variety of activities:

» Sorting through their projects to decide what they wish to
keep as “special”;

* Noting why they think each of the projects selected is
special;

* Collecting comments from friends and the teachers as to
why they think different pieces are special;

¢ Sharing the range of their work and their comments with
classmates, teacher, and parents:;

» Deciding future goals for themselves with teacher guid-
ance.

Each portfolio consists of a large folder for each student that
is placed in a key location in the classroom so that the students
have easy access to them. Students sort through them, select
materials to go in and out of them, share them with their parents,
classmates, and visitors and use them to help them decide upon
future learning goals. These portfolios represent the work stu-
dents do across time and serve as the catalyst and basis for self-
assessment,

In previousyears, such products were not gathered together,
and the teachers rather than students assumed responsibility
for assessing the gains that were made and the goals that were
set. Portfolios set the stage in Westerville for expanding what was
assessed and initiating student involvement in their own self-
assessment.
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Ouer o six month period of time, this second-grader
developed aportfoliowithavariety of carefully-selected
work to reflect on and share with others.

Prior to Portfolios With Portfolios

Students were assessed Teachers and students ass-

on products, and teach- essed effort, improvement,

ers decided both achieve- process, and achievement

ment and future goals. across a range of work as
well as the students’ own
ability to assess their prog-

ress and set future goals.

Self-assessment is pursued directly and indirectly by the .
Westerville teachers. Periodically, students are encouraged to
select materials for their portfolio, conference with classmates
about their selections, write book jacket kinds of comments °
about different pieces, and look over their work for purposes of
reflecting upon what they had learned and wanted to learn.

Why I Chose This Piece What I Learned ' My Future Goals
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On many occasions students share their work with their
peers, selecting pieces they like or want to celebrate or just to
compare them with others.

In conjunction with these self-assessments, the teachers at
Westerville grade students, but this is done in partnership with
the child and includes a consideration of effort, improvement,
and process. It does not invelve comparisons'with other children.

Elementary Classroom, Upper Arlington, Ohio

Mark Carter, who is with Upper Arlington Schools, set up
portfolios in his informal literature-based fourth grade class-
room somewhat differently. At the end of every quarter, Mark's
students select from their reading (journal entries, reading logs}
and writing (projects, stories, etc.) those that they wish to place
in their portfolio. While pulling together these materials, the
students write an evaluation for each piece selected. During
portfolio conferences with the teacher, the students develop their
future goals.

Other students, the teacher, and the child's parents help in
the selection of these materials and discuss with the child what
they have achieved. In Mark's class, assessment is a collabora-
tive effort. Assessment becomes a celebration of effort and im-
provement and a forum for teachers, children, and parents to
consider future goals rather than simply to give the student a
grade.

At the end of class projects, the class also pulls together a
class portfolio—a place where the students and teacher gather
together the projects and materials that represent experiences of
the entire class.

Middle School, Columbus, Ohio City Schools

Chris Cassidy, a middle school teacher, uses a portfolio ap-
proach in a reading/writing classroom that focuses on the use of
short stories, anthologies, and other materials. The classroom
features several shelves filled with paperback trade books,
magazines, and comic books. Along the back of the room is a
large bulletin board with individual portfolios decorated and
displayed with strings. There is a portfolio for each of the more
than 100 children Chris sees every day. The desks are arranged
in groups of twos and threes. )

Chris uses a clipboard and checks off the names of each
student as he sees their writing homework, and he holds
spontaneous conferences with students during the check-off
process. The portfolios in this classroom have a section for rough
drafts and one for finished work. Students work with each other
to revise and edit works in progress. At the end of each term the
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students share in the choice of which writings will be evaluated
for their semester grades. Students agree to criteria and make
suggestions about what grades they feel they deserve. Final
grades are ultimately decided together.

RIODY  PERIODS

This middle school teacher found a way to rmanage
portfolios for over 100 students across several periods.

High School: Advanced Reading/Writing,
Columbus, Ohio City Schools

In Carol Neutzling’s class there are more portfolios thanthere
are students. Each student has at least one working portfolio,
which includes their drafts and notes, as well as one showcase
portfolio for selected finished pieces. Each student’s portfolios
are different in both appearance and content. They represent the
efforts of individual students as well as the outcomes of these
efforts. _

One kind of portfolio is the showcase portfolio, for which the
students decided what they wanted to include and what their
portfolios might look like. They decide how to showcase their
work as well as what to showcase. One student, for example,
showcases her work in a folder. She includes work dating back
to when she was in elementary school.

The students in Carol Neutzing's classroom also have port-
folios that they refer to as working portfolios, for work in
progress. As the name implies, these portfolios include working
copy, drafts, notes, comments from conferencing, the student’s
own self-evaluation, and so on. Each portfolio represents the
processes students enlist and the responses students had as
they read and wrote in response to different short stories and
novels. They represent the history of reading and responding to
selected stories. .

The benefits are irnpressive. They afford students the oppor-
tunity to review what they have done and are doing, including
their strategies, to formulate their assessment of their progress
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and to represent their effort, progress and process to others. For
the teacher they offer a basis for conferencing, observing, assess-
ing, and evaluating the student’s processes, progress goals, and
self-evaluations. For example, Neville's working portfolio in-
cludes her notes, reactions, drafts of responses, commments from
boththe teacher and peers reacting to herwork aswell as her own
self-evaluative commments in response to Fahrerntheit 451.

These high school students developed several kinds of portfolios. The
top portfolio includes samples of the student’s work from elementary
through high school. James® portfolio tncludes a computer paper
timeline of his life with photographs and even an airplane ticket that
relate to different letters, poems, reports, and stories he has written
bath inside and outside of school. The two bottorn portfolios include a
rich assortment of school work and songs the students have writter.

While portfolios can take various shapes and forms, they
share a common philosophy—namely, users of portfolios believe
that we should value what it is students are achieving and allthat
they are doing. In reading and writing, this entails valuing
process as well as products, effort as well as outcomes, iImprove-
ments as well as achievements, and diversity as well as stan-
dards. For example, when a student in Carol Neutzling’s class
represent her work, she displays her working portfolios as well
as her showcase portfolio. She represents the thinking she did by
sharing her drafts, responses, revisions, self-evaluative com-
ments and the like. From these artifacts process as well as
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product and effort aswell as achievement are apparent. Toafford

awider glimpse of her abilities, working portfolios onothertopics

might be studied along with her showcase portfolios. For in-
stance, by looking through her showcase portfolio you could
attain an appreciation of the range of writing on different topics,
for different audiences and purposes. :

Portfolios in a Computer-based Classroom
across Subjects

Computer technology offers platform for stu-
dents to create and integrate texts and images
(both still and animated) using a variety of soft-
ware, as well as to present their multimedia-
based efforts in a dynamic, open-ended fashior.

In a similar fashion, Richard Tracy and Sheila Cantlebary
have begun having their students pull together a showcase
portfolio from the various computer disks representing their
work in all subjects (math, science, English, and social studies)
at the end of the year. A novel feature of their portfolios is the
inclusion of a user guide. The user guide introduces the portfolio,
explains how it is organized, and includes the basis for selecting
material and self-evaluations. Tracy and Cantlebary work in a
rather unique environment where students have immediate
access to computers and various software (word processing,
desktop publishing, spreadsheets, etc.). In their classes, which
are usually team-taught, students complete numerous projects
and assignments involving real-world problem-solving. Prior to
using the portfolio, the students’ work was often cleaned from

——_‘
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their disks to make space for next year's work. As a result of the
introduction of portfolios, their work from year to year no longer
disappears but is retained for reflection, self-evaluation, and
comparisons with later works.

Pursuing Portfolios

Over the past three years, we have been in more than fifty
classrooms in which students and teachers have implemented
portfolios. The results so far have been most encouraging:

¢ Students from kindergarten to college appear empowered,
enthralled, and appreciative of the opportunity to develop,
share and reflect upon their portfolios.

» Students take ownership of the portfolios and have a
richer, mnore positive and expanded sense of their progress
and goals as readers and writers across time,

* Assessment becomes collaborative rather than competi-
tive.

* Parents are engaged in seeing first-hand what students
are achieving. As a first grader suggested, “My parents
were flabbergasted at how much I had done and grown.”

¢ The literacy activities that students pursue along side of
school (e.g., hobbies) or outside of school (e.g., leisure time
reading and writing, songwriting) have a place to be
represented in school.

¢+ Teachers obtained a richer, clearer view of their students
across time,

* Teachersnegotiated a view of the student that ismore fully
informed in terms of what each individual child has
achieved.

* Teachers have available to them the records or receipts of
what students are actually doing.

* Teachers have avehicle for pursuing assessment practices
that are student-centered and focus on helping the learn-
ers assess themselves.

* Administrators have a vehicle for pursuing audits of
classrooms and individual performance that represents
what their students and classes are doing.

These portfolios can be used as a check upon the validity of
other test results or as a means of creating benchmarks or school
portfolios that are kept for the student across the school years,
In one of the schools where we were working, a teacher was able
to appeal the decision to retain a student when she was able to
show the inconsistency between the test results and the stu-
dent'’s portfolio. .

Portfolios are likely to be a far richer source of information
about a student's literacy achievement, progress, and ongoing
development than other, more formal sources. Besides, portfo-
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lios have the potential to contribute to everybody’s understand-
ing of the student’s ongoing learning in ways which are positive
and grounded in reality. Our studies suggest that students,
teachers, and parents develop in their understanding of their
strengths and needs in ways they would not otherwise develop.




Chapter 4

Features of Reading
and Writing Classrooms

Certain characteristics are becoming more common in
classrooms. Ina number of classrooms, teachers have developed
a collaborative approach with students and have made specific
opportunities are available for students. More and more teachers
are establishing process reading/writing classrooms in which
students are given multiple opportunities to interact with print,
to choose the material they read, to collaborate and communi-
cate with each other, to write often, to use literature for a variety
of purposes, and to engage with assessment of their own prog-
Tess.

Connecting Literacy Experiences with Students’ Lives

In recent years we have become increasingly aware of the
shortcomings of our schools not only for minority students, but
also for disenfranchised individuals and groups such as stu-
dents whose families are in lower socio-economic groups and
individuals who do not easily “fit” into the school’s social commu-
nity.

As students move through the grades, an increasing number
of minorities begin to fail whether or not their progress is
assessed by traditional means or by numbers of dropouts-and
absenteeism. The problem is not limited to minorities; rather, it

53
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affects all of our students.

Student failure seems closely related to shifts in their atti-
tudes and views of themselves as learners. In Columbus City,
Ohio Schools, for example, surveys of students’ views of them-
selves shows a decline beginning with middle school. Likewise,
the National Assessment of Educational Progress surveys sug-
gest that there are very able students who choose not to engage
in reading and writing activities.

Reasons for thisfailure and disinterest may be tied to existing
schisms between schools and communities. For many students
school-based literacy activities seem too removed from their cwn
experience. John Oghu, an anthropologist, suggests that some
black male students regard school assigned literacy experiences
as requiring thermn to compromise themselves.

For these reasons and others, we encourage teachers to ask
themselves how they can connect in-school literacy experiences
with their students’ experiences outside school. Teachers may
take their consideration several steps further by asking:

e Howmight we encourage studentsto incorporate their out-
of-school reading, writing, and other uses of literacy into
their portfolios?

» How might we engage students with literacy experiences
that connect their personal lives to academic work?

« How might students be encouraged to use literacy for self-
expression and/or community change?

Several teachers have succeeded in helping students connect
literacy with their lives, including individuals such as Paolo
Freire and Ira Shor. Eliot Wigginton related literacy to his
Appalachian students’ lives with the launching of the Foxiire
books. William McGinley and Daniel Madigan have pursued
community-based writing projects with inner-city Detroit fourth
graders. In conjunction with our portfolio research, several
teachers included student work done outside of school. These
activities included a class project exploring ways (o assist
younger students with dealing with the drug problem, coopera- .
tive work ventures with home and community-based groups
such as churches and clubs, and letters, rap songs, and videos
the students had produced independently.

1. Provide multiple opportunities for students to interact
with books

Teachers in elementary classrooms, middle school class-
rooms, and high school classrooms are providing a stimulating
reading environment by allocating time for books to be read and
discussed aloud, for students to read and respond to readings
independently, and for students to read and interact with books
of interest in small groups. Accordingly, classroom collections of




Reading and Writing Classrooms 5b

reading materials are becoming wide enough to provide reading
for a variety of interests and levels. Teachers are also allotting
time for students to write about and to talk about their reading
experiences. _

In one fifth grade classroom the teacher has spiral notebooks
for each child. These spiral books are used as literature journals.
Students are expected to make three entries in the journal each
week. The journals are discussed during regular individual
reading conferences. Occasionally she gives her students topics
to write about, but most frequently students choose how to
respond to the reading they are doing. During individual reading
conferences the student shares his or herjournal entries with the
teacher. It is during this time that the teacher provides direction
and responds to the students’ thinking about the book.

Oftentimes students respond to parts of the book that the
teacher would not have thought to ask about. In this way the
students are free to have an individual reading experience that
is personally relevant and still have someone that can monitor
and enrich their thinking about texts they are reading.

Shared book experiences, drama, and other response activi-
ties can be enlisted to bring students into a greater level of
awareness of issues, values and the interrelationships between
plot, setting, and character values in literature. In English
classrooms at the high school level and in middle school and
elementary school classrooms many teachers not only share
books aloud but also encourage students to share their own
writing and reporting, thus honoring their own endeavors as
authors. Students’ expanded interaction with books not only
provides them with information but can also generate the
emotions that becorne catalysts for students {o initiate their own
explorations. Many times students develop a personal reaction to
a book and find they want to share this. '

Opportunities can be made for students to use books for a
variety of purposes. This may mean that teachers will introduce
many books and stories on many topics across genres. Some
teachers in elementary classrooms have students using litera-
ture across the curriculurn, Many books are brought into the
classroom by the teacher and by students that support a topic of
study. In one classroom the teacher had more than a hundred
books displayed in different interest areas around the room that
all supported the “nature” theme the class was investigating.

Accordingly, students in reading and writing classrooms
generate work that reflects thought, ownership, and personal
relevance. When students are attempting to showcase them-
selves as readers and writers they can do so by drawing from
work they have generated in response to a rich and varied
classroom environment.
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2. Provide opportunities for students to talk about a
variety of topics. -

Work times in reading and writing classrooms reflect a
comrnitment to collaboration between students. Students inter-
act with each other while completing their work. They may have
conversations about topics of their own choosing: selection of
pieces for their portfolios or some of their future goals. These
conversations can be the catalyst for new reading and writing
topics. Student participation and collaboration means that
stimulating ideas are presented by each member of the class-
room. These ideas enrich and deepen student thinking and are
reflected in the improved quality of student writing.

Teachers form book groups around student interests and
allow students totalkabout issues, characters, or evenisthat are
of interest to them. Students share stories, books, and their own
writing and are asked to discuss each of these events. These
valuable interactions allow for self-assessment opportunities.
Students gather other perspectives and are more likely to make
informed decisions, These collaborative experiences dovetail ef-
fectively with using portfolio, and may actually be key to a suc-
cessful and creative portfolio process in the classroorm.

Making a switch from a teacher-talk classroom to a student-
talk classroom, however, can be difficult. As Carol says about her
transition, “Turning over perceived teacher responsibilities is
very difficult, Teachers want to select the gems, revise the papers,
grade the essays, and make all the assignments, But the obvious
result has been excitement—the student’s and my own.”

Carol has experienced that when students begin to be
listened to and when their interests are sometimes the topic of
classroom investigation, conversation, and writing, a new energy
and level of involvement is created.

3. Provide opportunities for wide variety of writing.

At every grade level students are being given more opportu-
nities to write about topics and issues of their own choosing. The
amount of writing opportunities for younger students has in-
creased dramatically. In one kindergarten class students began
writing on the first day of school. The classroom teacher had
developed an effective nonthreatening reading/writing work-
shop. Students can write about one of the many events that have
happened at school or at home, or they can use the time to look -
throughbooks or do extensionsfrom abook the teacherhasread. .
There are many choices so students are not forced into uncom-
fortable situations before the teacher feels the child is ready.
Many of the students represent their thinking by drawing
pictures and making a label for the picture. Several kindergarten -
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teachers have successfully incorporated writing portfolios into
their classrooms. Kindergartners often comment on how much
their writing is improving during the times they are adding new
things to their portfolios.

Joumals often serve a variety of functions in classrooms. In
many classrooms students have several different journals. Inone
fifth grade classroom that utilized portfolios, students wrote in
writing journals, poetry journals, and literature response jour-
nals.
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Reading-writing classrooms have become environments which afford
students multiple opportunities to engage in a variety of literacy events,

The writing journal was used during writing workshop.
Students wrote on topics of their own choosing most of the time
during writing workshop. Four kinds of writing most often
appeared in thesejournals: fictional stories, personal narratives,
Informational pieces to go along with a theme being studied inthe
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classroom, and writing about assigned topics. During individual
conferences with the students, the teacher listened to students
share their current writing. The teacher provided assistance that
was helpful for the individual as well as monitoring the amount
and kind of writing each student was doing. If the teachernoticed
that the student was only doing expository writing the teacher
suggested that the student attempt a different kind of writing and
provided the help and support so the student felt comfortable
making a transition to writing in a different form.

Students were encouraged to write in their poetry journals—
spiral notebooks—on a daily basis. The classroom teacher read
poetry daily, usually at the beginning of writing workshop.
Students began writing workshop by writing something in their
poetry journal: an idea for a poem, or list of topics, a response
to a poem read by the teacher or by another student, or a tentative
line or two,

Studentsmade two entries into a literature journal sometime
during the week. Most of the time students responded to their
reading by writing about topics of their own choosing. Two or
three times a month the classroom teacher presented a question
or issue for students to respond to in their journals. The assign-
ments pulled together important issues from the class read-
aloud or from a book group experience.

The project journals focused on writing across the curricu-
lum. During a study about animals, students kept notes from
guest speakers, movies and filmstrips, and from readings they
had completed on an animal about which they had chosen to
become expert. Asection of the project journal was designated as
an observation section. The students, under the teacher’s direc-
tion, created a mini zoo in the classroom. Students kept detailed
journal entries about the animals they were studying, which in-
cluded snails, lizards, snakes, salamanders, newts, and turtles.
This project motivated students and provided many interesting
experiences to write about. Some of the writing that was gener-
ated was chosen by students to go into showcase portfolios to
illustrate an understanding of scientific research, detailed rec-
ord keeping, and the depth of information students learned
about a certain animal. :

Journals for this particular classroom, then, were a major
source of material for students’ portfolios. As students searched
for material to showcase, they would peruse their various
journals en route to making selections.

4. Interactive collaborative assessments.
Teachers may not realize the extent to which their assess-

ment is collaborative or could be more coliaborative. Many
teachers have developed ways to share the responsibility of
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assessment with their students. In these classrooms students
are being asked to think about the quality of their own work. By
encouraging students to engage in self and peer evaluation
teachers empower students to take control of their own leaming,
When students help determine the criteria for assessment they
can make reasonable decisions about the quality of thelr own
work.

By engaging students in self-assessments students learn
they are ultimately responsible for their own learning. It is in this
area that portfolios are so powerful. The atmosphere many
teachers have created in their reading and writing classrooms
increase student involvernent in assessment. As students are
asked to take on more responsibility for selecting topics for their

- reading, planning theme worlk, choosing reading material, and

deciding on the criteria for projects, evaluating individual efforts
is meaningful and purposeful to students.

A fourth grade teacher states that, “Students save work in
their portfolios. Children see progress. It's cbvious, Both the
student and I know the work they have done and how it was done.
We both can see the strengths and areas to work on.”

In classrooms that utilize portfolios, teachers and students
are analyzing portfolios to determine many facets of student
work including versatility, effort, achievement, growth in use and
understanding of a thoughtful process, and progress over time,
A reasonable message is given to students about learning and
performance by utilizing performance assessment procedures
that value the work of students in a variefy of areas over an
extended period of time. Students learn that quality work takes
time and that input from others, while in process, facilitates
depth of thinking.

Teachers are finding that, through using a reading/writing
portfolio, students can become involved in collaborating and
reflecting on their own work. Through this process student
strengths and needs become more visible to students and to
teachers.,

Portfolios, in reading and writing classrooms, help students
to: '

* Make a collection of meaningful work:

* Reflect on their strengths and needs;

* Set personal goals;

* See their own progress over time;

* Think about ideas presented in their work;

* Look at a varilety of work;

¢ See effort put forth;

* Have a clear understanding of their versatility as areader
and a writer;

Feel ownership for their work;
* Feel that their work has personal relevance.
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In our research with teachers and students we have found
that students prefer portfolio assessment over more standard
forms of assessment. One student put his feelings about using
portfolios this way, “It was a chance to show your writing and
express how you are. And to let people know your real
character...like, you know, if you're imaginative or creative.”

Students have become very involved in collecting, compar-
ing, analyzing, and selecting work that will represent them in
their portfolio. These students enjoy the more collaborative role
offered them in their classroom.

Developing Sensitive and Informative Procedures

In reading and writing process classrooms there is an abun-
dance of data generated by students. By collecting and analyzing

_this data, teachers are finding appropriate direction for instruc-

tional interventions for individual students. The data reveals
student strengths as well as areas where the student repeatedly
gets stuck. Changing the focus of instruction to individuals has
opened opportunities for teachers and students to communicate
about matters of importance that facilitate individual progress.

Interactihg with students in the process of becoming more
mature writers and readers generates a valuable source of
information that is necessary for planning meaningful interven-
tions. Interaction, either in impromptu conversations, sched-
uled conferences, small group reading or writing meetings, or
listening to students converse, is an important characteristic of
many reading and writing classrooms.

Conferencing with students, with portfolios present, allows
teachers to develop a broad picture of the child based ondifferent
tasks that have occurred over a period of time. In conferences,
assessment and instruction are inseparable. This process hon-
ors students as collaborators as teachers and students share
their thinking with each other.

Through careful observations, detatled analysis of student
portfolios, reflections, and systematic interactions with stu- -
dents, teachers become more sensitive to the information that is
available that clarifies a student’s strengths and needs. Instruc-
tional interactions formulated with a clear meaningful purpose
for the child help teachers and students succeed in the class-
room.

Three crucial elements are present during instructional -
contacts with students: the child, the teacher, and the portfolio.
Having the porifolio in front of the child helps focus the confer-
ence on the student’s ideas. Through diseussion portfolios used
in conferences can be a vehicle for discovery and enlightened.
thinking. Drawing examples from the child's work to emphasize

. a particular idea is a powerful teaching aid.
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Student As Decision-maker

Positive reading and writing classroom environments have
emerged in recent years that support and encourage a high level
of student participation. Students are being encouraged to
choose their own writing topics, read books that have personal
relevance, and develop criteria for assessment. In these class-
rooms, students generate their own writing and reading for a
variety of purposes, sharing and discussing their own reading
and writing, and engaging in self-assessment.

Portfolios that contain carefully selected samples of work are
meaningful to students in classrooms where they have a high
ievel of personal involvement. A high school student shared that
he “liked portfolios because they gave students a chance to prove
themselves. Some of the students can really write!” His teacher,
Carol Neutzling, feels that, “Students have enjoyed being a part
of planning their own reading and writing. Seldom have they
been given the chance for so much input about requirements for
an assignment or for the standards of evaluation.”

The involvernent many students are experiencing in reading
and writing classrooms empowers them to share in decision-
making in their classroom. Carol feels that her students have
developed a strong sense of ownership for their work since their
responsibilities have increased. Her students have an opportu-
nity to write and read pieces that are meaningful to them, review
each piece, compare and contrast their pleces, and decide which
pieces represent their best thinlking, effort, and versatility as a
reader and a writer. Students are empowered to choose piecesto
place in their showcase portfolio. Carol and her students will
work together to evaluate the portfolios. Their evaluations of the
portfolio will eventually determine the student’s grade in the
course.

Reading and writing classrooms like Carol’s provide students
an opportunity to reflect on their own thinking, discuss readings,
and generate a variety of writing that represent the depth of
student thinking and their level of writing proficiency.

This is Chris Cassidy’s first year using portfolios in his class-
room. He has involved his students at a level of real importance.
During this year his teaching style has changed to allow students
a collaborative role in deciding writing topics, criteria for assess-
ment, what pieces will be evaluated. Chris has his reading/
language arts classroom arranged in a workshop atmosphere. He
works diligently to motivate and actively involve his-students. He
involves them by requesting, listening to, and responding to stu-
dent input and interests. This makes them active partners in
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shaping some of the content curriculum,

Chris said that before he adopted a process reading and
writingmodel to guide his instructional thinking, he relied on the
English skills text. He feels that his classroom used to be very
teacher-directed. As more and more information emerged about
encouraging students to write for purposeful reasons, Chris
adapted his teaching style. “I had tomake provisions for students
to be at different stages on writing assignments and personal
writing, Portfollos are the hub. Students touch, look at, and
discuss their pieces, They have ownership. They share and
interact. The physical structure of my room changed to accom-
modate student conferencing.”

Both Chris and his students have taken on new roles. A new
level of activity fills Chris’s room. He enjoys the new profession-
alism. “It is a challenge to incorporate curricular goals into a
creative classroom,” he says about changing instructional role.
Chris knows his curriculum and helps individuals and small
groups accomplish curricular goals through their own writing.

Overview of Teacher and Student Roles

Carol and Chris have adapted their teaching and in the
process they have empowered their students, There are different
roles or expectations for behavior in their classrooms. These new
roles facilitate the implementation and use of portfolios. There is
no question that both Chris and Carol are the leaders in their
classroom, They both set the tone for thoughtful classroom inter-
actions and have developed an environment that encourages .
students to take risks. The chart below outlines some important
roles in operationalizing a portfolio approach to reading and writ-
ing assessment.
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Teacher Roles Student Roles

s Provide a well ~* Choose writing topics:
provisioned classroom;

» Plan for student e Choose reading material;

involvement, interaction,
and input in classroom

activity;

s Provide time for assign- ¢ Organize, maintain, and
ments that encourage accept responsibility for
decision-making, drafting, reading and writing
reflecting, discussing, portfolios;
reading, and responding;

¢ Provide instruction and e Involvement in self and -
modeling of expectations; peer assessment;

s Assess student process, s Collect, analyze, com-
effort, progress, and pare, and select writing
achievement, as well as and reading samples;
products;

+ Help students manage * Collaborate with others
portfolios; to understand personal

strengths and wealk-
nesses;

s Collect and analyze s Set goals.
student work samples;

s Develop an interactive
style of teaching;:

» Use information gathered
from interactions with the
child ahout their porifolio
to guide instructional direction;

* Use analysis and samples to
report to stakehoelders.

These roles are being lived out in high schools, middle
schools, and elementary schools across the country. Teachers
believe that the classroom environment is important to facilitate
student interest and learning. Teachers are provisioning class-
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rooins with reading materials that interest students, learning
areas filled with hands-on materials to stimulate thinking about
a theme that is being studied by students, reference books,
computers for word processing and creative desk top publishing,
and a variety of paper and writing utensils to support student
writing.

Large budgets certainly help; however, building rich environ-
ments is more of an attitude than a money issue. A spirit of
inquiry cannot be purchased. Students can bring in collections
of books and magazines from home and immediately the environ-
ment begins to take on a new tone, a tone that says to the
students: What you think counts here,

In reading and writing classrooms that encourage student
involvemnent teacher plans are changing also. Teachers are
planning more ways for students to take active roles by allowing
more time for students to draft, reflect, and have conferences
with teachers and students about real questions and dilemmas
students face as readers and writers,

Along with the changes in classroom structure, the way
teachers are viewing assessment is changing also. By using
interactive teaching methods teachers like Chris and Carol are
deepening their understanding of their students with every
contact. Instruction and assessment are occurring concurrently.

Knowledge of content
area and the child

Student thinking, growth
over time, achievement,
progress, effort

Teacher Pertfolio

Student

Ideas, interests, strengths
feelings, needs
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Furthermore, portfolios of student work provide opportunitiesto
clarify instructional needs, reveal student strengths, celebrate
student thinking, value student interests, take into account
effort, and engage the student in deliberations and conferences
that help the student understand their own achievement and
progress.

Portfolios offer teachers a sensitive, flexible procedure by
which to assess student classroom work. Student portfolios in
the same classroom will undoubtedly be vastly different. Each
student will showcase pieces that represent their own thinking,
interests, and strengths.

Portfolios may have one particular focus or may showcase a
wide variety of student work. It may be that you have a student
who loves towrite poetry. That student may want to keep a poetry
portfolio. The portfolio could emphasize the ideas the student
wishes to express as wellas his orher understanding of formand
poetic devices. In this way one specific focus can be emphasized
and deliberated about closely. A portfolio that has a particular
intent provides students a medium in which to represent their
thinking and understandings about a particular aspect of read-
ing and writing, This portfolic may be an aspect of a larger more
inclusive reading and writing portfolio.

Reading and writing portfolios contain samples of student
work that demonstrate the changing understandings students
have as they mature as readers and writers. For example, one
fourth grade teacher has her class keep reading and writing
portfolios that are representative of the work they do during the
year. In her classroom, students may keep finished pieces they
have published, evidence of wide writing including a variety of
forms, pieces that are evidence of growth and development over
time, a list of books that have beenread including date completed
and genre represented, written responses to literature experi-
ences, and pieces that represent the child’s writing process,
including writing in different phases of completion. To develop
reading and writing portfolios, she plans carefully so classroom
activity supports the generative and reflective work students
need to be doing so adequate samples of work are available to
represent effort, progress, versatility, quantity of work com-
pleted, and capabilities.

Portfolios vary from class to class. In a fifth grade classroom
students keep portfolios that showcase what they are capable of
in reading and writing. Their portiolios contain examples of their
progress, achievements, process, strategies, efforts, versatility,
and self-evaluations for both reading and writing.

In all classrooms though, portfolios go beyond mere folders
or collections of student work. Items in a portfolio are reviewed,
compared, analyzed, and possibly reworked.

Items in portfolios are chosen by students io represent
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specific aspects of themselves as areader and a writer, The items
not only chronicle the development of a student’s thinking but
also show the result of instructional interventions. Through a
wide collection of student work assessment is able to be descrip-
tive and continuous,

An exciting feature of using portfolios for many teachers is
that they are actually monitoring the effects of their interventions
each time they conference with a student. Their suggestions can
be tailored to be effective with each student. Program analysis
occurs in a consistent, integrated fashion.

Contexts for Learning

In many reading and writing classrooms students have been
empowered to share in developing the planning, criteria, and
evaluation fortheir reading and writing work. Teachersfeel a new
level of excitement from exercising their professional judgments
to increase student’s ownership, enjoyment, and progress in
their school work. They especially enjoy that students are more
involved and responsible for their own learning and that stu-
dents are more informed about classroom expectations.

It is exciting to think that portfolios of students’ authentic
work are being carefully developed, by teachers working hand in
hand with their students, and sent on from year to year supple-
menting or even replacing standardized measures. Portfolios,
containing authentic pieces of work, carefully chosen by stu-
dents, are providing students an opportunity to showcase their
talents.

One high school student sums up these feelings about his
writing portfolio:

I prefer portfolios because looking at the portfolio you
can see where you started out, see how much you
have improved since then. I write better now. I express
. my feelings better. I'm more organized and my me-
- chanics are better. I learned that it is good to venture
into different types of things. You can write different
types of papers you never thought you would be able
to do. Ofcourseitwas hard but with a little assistance
from classmates and the revision processes we used
made things a lot easier.

The Classroom Environment

The process of writing can become extremely personal, espe-
cially as students are encouraged to write poetry, fiction, and
personal narratives. Students who are experiencing difficult
personal lives (living in a dysfunctional family; for instance), stu-
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dents who are members of devalued social groups (ethnic minori-
ties, children from poor families, children with disabilities, and
so forth) and students who feel that their lives are not acceptable
to the teacher or the classroom comrnunity may experience a
great deal of difficulty writing or allowing others to view their
writing. They may not want their parenis to see their writing, or
they may choose less personal pieces to put into a portfolio
because they are not ready to share significant information about
themselves. They may have difficulty accepting feedback from
their peers during workshop sessions or during informal confer-
ences. It is critical for teachers to recognize and support stu-
dents’ rights to both privacy and acceptance from the commu-
nity, to set by example high standards within the classroom
community for support and appreciation of diversity, and to find
ways of helping these students explore writing processes in ways
that reduce personal risk or exposure. Students helping to set
criteria to determine the expectations for the quality of work; stu-
dents involved in making decisions about topics for reading and
writing; assessments that involve students as collaborators; a
supportive atmosphere; interactive teaching, conferencing, and
attention to individual interest and needs—are elements of
reading and writing classrooms that are making it possible for
students to have meaningful learning experiences.




Chapter 5

Getting Started with Portfolios

Observations in many classrooms have helped us under-
stand that meaningful, useful portfolios must reflect what is
sensible and important to you and your students. Key concepts
and helpful suggestions will be discussed in this chapter that will
help you put portfolios into operation in your classroom. The in-
tention of this chapter is not to lay out “THE” way to get portfolios
established in your classroom; it is, rather, to help teachers help
students to discover themselves. Writing and reading offer places
for students to discover their thoughts. We hope that each child
isable to develop a personal collection of writing and reading that
has significance for the owner. Understanding your students as
human beings and helping them see a connection between
school and real issues in their lives is an important springboard
portfolios can provide,

Classroom teachers of all grade levels have followed similar
procedures for creating portfolios in supportive classroom con-
texts. To establish portfolios you and your students will more
than likely need to make provisions for the following: establish
ownership, save representative work samples and provide a
storage area for work collections, brainstorm elements that may
be in reading and writing portfolios, communicate with parents
about portfolios, discuss reading and writing to help students
discover their thinking and recognize features of stories and of
quality writing, introduce the portfolio concept to students,
provide guidance and time for students to compare and select

69
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pieces for their portiolio, facilitate self-evaluation, establish a
review process, and plan for portfolio conferences.

Establishing Ownership

When students read and write on topics of theirown choosing
and then select samples from their work to showcase themselves
they come face toface with their thoughts, feelings, and strengths
as a reader and writer. An important belief of the authors of this
book is that portfolios lose their effectiveness if they are institu-
tionalized. We use the term “institutionalize” to refer to the use
of portfolios in terms spelled out by outsiders. If students lose
control of their own work, portfolios becomne justanother assign-
ment. Akeyistointroduce and use portfolios so that they remain
the students’ property. In this way students become an impor-
tant force in the classroom. The ground work will be set for
students and teachers to work together in an atmosphere that
helps students to take an active role in schoo] issues that affect
their lives,

In some classrooms, the student work folders belong to the
teacher. The teacher assigns all of the reading and writing tasks,
grades all of the assigned work, and chooses the pieces that are
tobe placed instudent folders. A primary reason for the portfolio,
however, is to engage the student at a new level of involvement.
Teachers who accept students as collaborators begin to see and
understand their students in a new light. Teachers who use
portiolios express that they become aware of and more sensitive
to their students' strengths and needs and are able to provide
personalized instructional support for students.

Benefits exist for students as well when they assume owner-
ship of their work. Students begin to recognize their own strengths
and needs, and assessment becomes a reasonable process to
them. They begin to understand what they want to write or read,
what is expected, how to improve, and they begin torecognize the
power of their own and other’s pursuits. One student said he
liked evaluating his portfolio because, “It showed the student
how the student has improved, and what the student coulddoto
keep improving.” Comments like this epitomize the benefits of
taking the mystery out of assessment by including students in
the process of assessment with classroom work that is under
their control to compare to criteria they have established, to
reflect on, to analyze, to make sense of, and eventually to develop
understanding of and control over.

Save Work Samples

Many teachers have students keep folders of their own work.
It has been traditional for teachers to keep folders of students’

4
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best work to share with parents at conference times, Working
with students to help them save a wide variety of their reading
and writing work is an important first step teachers can take in
getting portfolios started.

Shirley, a third grade teacher in Columbus, Ohio City Schools,
has her students keep writing folders, math folders, and project
folders. Students keep their own work in these folders while they
are working on a specific project. At the end of the week Shirley
collects, reviews, and returns the folders containing work the
students have compiled during the week. She has had a chance
to check it for completeness and accuracy and intervene with
those students who are having difficulty. Students search through
theirfolders and keep best pieces in a Best Work Folder. She and
her students have started a collection of the students’ best work.

Sherry, afifth grade teacher in Upper Arlington, Ohio, keeps
every piece of writing her students do during the year in one
drawer of her file cabinet. Each child has a folder, made by folding
a 12 x 18 piece of construction paper in half, in which to store his
or her writing when it comes down from displays. At the end of
the year, she asks her students to choose three pieces from their
folder to put in a cumulative writing folder that is kept in the
child’s permanent record and is added to each year the child is
in school. Sherry has established an effective way to save her
students’ finished writing,

Kathleen, a first grade teacher in Upper Arlington, Ohio,
tapes students’ reading three times each year as a part of her
collection of student work to illustrate the students' growth as
readers. She also keeps student art work and writing that are
responses from book experiences in a reading folder along with
the list of books the students have read. There is a place in the
folder to note strengths the teacher has observed during reading
conferences as well as goals the student and teacher decide on
together.

Each of these teachers has established a procedure to collect
student work that represent certain aspects of the students’
growth. Initially, you and your students can begin by designating
a place for students to keep their finished work. In most
classrooms students and teachers share in the process of
deciding what to collect. It is important to keep a wide variety of
work so students actually have work to choose from to place in
their portfolio that represents their thinking, their level of
achievement, their versatility, and their progress over time.

Awell provisioned portfolio can be a powerful tool that can be
used to share with parents and others. At this point it is not
necessary to limit the collections students make .to only the
“best” work. These broad collections become a pool of work from
which children can draw throughout the school year to showcase
their reading and writing for particular reasons.
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Elements in Portfolios

The list below represents possible elements that reading and
writing portfolios could contain. It is not our intention to suggest
that all of the following items should be represented in every
student’s showcase portfolio. There are elements in the list that
could be important for primary students, middle school stu-
dents, and high school students to include in their portfolios.
Since reading and writing growth is a continuous event there will
be some overlap of development represented by student portfo-
lios across grade levels. The list or menu is not inclusive of every
possible kind of work that could be placed in porifolios, The list
is meant to give teachers an idea of items that could represent
aspects about a student as a reader or a writer.

There are both process and product elements in the menu.

' Process elements reveal how the child goes about reading and

writing tasks. The emphasis is on strategies used and the child's
awareness of the strategies being used. Process items reveal
individual differences in how students go about their reading and
writingwork and encourage awareness and thoughtful reflection
on the importance of the journey. We would offer a caution about
process artifacts. For some students, an overemphasis on proc-
ess—a formulaic approach to planning or revision for example—
may hamper their ability to create the new material,

Product elements are evidence of the understandings that
students have about reading and writing that can actually be put
into operation. The goals of reading and writing programs
include helping students respond to their reading, apply what
they learn, communicate with an audience, and understand
other authors’ attempts to communicate. Product elements are
examples of students’ responses to what they read, projects that
accompany the reading and writing they do, as well as attempts
at utilizing their knowledge. They reveal students’ strengths and
needs at communicating with a variety of audiences in diverse
forums,

The list of items are representative of items that students can
collect and place in their portfolio to showcase themselves as
readers and writers. Process and product items obviously serve
both purposes. That is, a piece that reveals a student’s develop-
ment of a paper also is evidence of their achievements. Likewise,
reading and writing elements also overlap. There are reading
elements that are expressed through writing about readin
experiences, ,

Some possible elements for reading and wtiting portfolios
* Projects, surveys, reports, and units from reading and
writing 3
* Favorite poems, songs, letters, and comments
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Interesting thoughts to remem-
ber
Finished samples that illustrate
wide writing
— persuasive
letters
— poetry
information
— stories
Examples of writing across the
curriculum
— reports
— journals
- literature logs
Literature extensions
— scripts for drama
— visual arts
~ written forms
— webs
- charts
- time lines
- murals
Student record of books read
and attempted
Audio tape of reading
Writing responses to literary
components
- plot
- setting
— point of view
— character development
— links to life
~ theme
— literary links and criticism
riting that illustrates critical
thinking about readings
Notes from individual reading
and writing conference
Items that are evidence of devel-
opment of style
- organization
- voice
— sense of audience
— choice of words
— clarity
riting that shows growth in
usage of traits
- growing ability in self-correc-
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tion, punctuation, spelling, grammar, appropriate form,
and legibility

* Samples in which ideas are modified from first draft to
final product

* Unedited first draft

* Revised first draft

* Evidence of effort
— improvement noted on pieces
— completed assignments
— personal involvernent noted

* Self-evaluations

* Writing that illustrates evidence of topic generation

Hopefully, the menu will stimulate your thinking about the
kinds of reading and writing events that occur in your classroom
that could assist students in showing and discovering them-
selves as readers and writers, Collections wil] undoubtediy differ
from classroom to classroom and from student to student
depending upon teacher and student interests, cultural back-
ground, grade level, and many other varigbles,

These elements are examples of student work that can aid
teachers and students to develop an understanding of student

+ Reviewing these items with students helps teachers
and students discover new directions for inquiry, new ideas, and
an accurate appraisal of students’ strengths,

Collecting work is not unusual. However, using the collected
work for self-analysis is an unique feature of the portfolio
assessment process. Representing students as readers and writ-
ers in the portfolio allows the students' continuous literacy
development to be accurately documented. Whether students
are in elementary school or in college, saving samples of their
work is necessary if they are to have the data to reflect upon, to
facilitate their understanding of their own strengths, needs, and
development.,

Parents as Partners

When students are involved in generative classroom work,
fewer work samples are available on a daily basis to go home for
parents to see. It takes time for students to write meaningful
stories orto generate a thoughtful response to a reading experi-
ence. Once you start collecting reading and writing work stu-
dents generate, even that will not be going home on a regular
schedule. Anticipate that parents may be concerned about the
lack of work coming home from school. If you-are making a
transition from a classroom where lots of work went home on a
daily or weekly basis toward a classroom that collects and savors
student work, you will need to Ccommunicate that change to
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parents. It will be necessary to develop new procedures to keep
parents involved and informed.

One method of keeping parents informed about classroom
activities is to write regular parent newsletters that chronicle
classroom events. One newsletter could be sent to inform parents
about a development of writing and reading portfolios in the
classroom. A parent newsletter to inform parents that work is
being kept at school so that students can develop a broad collec-
tion of their work will help parents understand and feel involved
in the process. Inform parents that work samples from folders
will corne home regularly but that you would like to have the work
returned on the following day.

Of course teachers could always have an open house to share
portiolios. Parents could come in at a designated time with their
child, The child could present his or her portfolio to their parents.
When the child was finished they could leave.

D Grase

Today your child ia bringlag home hip or her "Nriting Showcaze
Portfolic." Much time and thought has gone into the melsction and
evaluation of the pluces in 1f.
but ve wont to abare them Wwith you at this time, Yeu will

fAstice thers are 5 picces of your child's writing in the portfolie,
Below is & detalled description of how thia Showoase Portfolic vas
developed over the past 2 ponths.

¥e beqan by discussing what a portfolio da, uaing the exssple of
an arcist, model, phatographer, or tven teachar, having & cellectisn of
thair hest work to show to prodpactive employach.

Each child selected what rhey thought their five best uzicing
plecas ware 80 faz thls year, They have zaved all of theic writing
throughout the year La a folder, 30 they selected from that, as well as

Thus, the commments changed to auch things as, "1 used gond paragrephs,™
h Ject, ” good word usage when
used many different words,= or "The poem rhymed,” Wa talkad about Che
criteria uaed In holistic ansessment of thair writing, and I gave them a
abeet which dracribes papers Tanging from 1-B. (Ini# L4 in the pocket
of thedr Showoase Portfoliol .

Hext, the children added features o their portfolics whlch made
¢ach one unique. Many pot in B Teble of Contents, i1lustrated the
pieces, wrote an ~AboUL the AUERoz® page, decoratud the caver, wrote a
Page about why they ldked all thelr pieces, ste.

After the loltial nelf-apseasments, 1 Wrohe & CORDENC 0 4 yellow
card about their portfolio. They procesded to tefine thelr evaluations
23d sulestiony, Very faw children changed thelr melections, although I
¢noourage then to be constantly coosidering replacing o piece in thesir
Shoucass Fartfolio if Chey write momebhlng better. Just before esch
grading pericd, we will thoroughly re-svaluste the portfolica. I would
iike to wem zore varicty in tha amlections in somw portfolica, however
the cholces are stricrly oade by esch chlld.

Today vban your child shares this very ppecinl foldar with you,
a/he will axk you to evaluste pae piccs which a/he han chosen to be
locked at by ethers--you, o, and a friend, I would like to suggeat
soma guldelines for you to Follow 83 you write your B3sessment on the

13 not the tina to be ¢ritfcal, You shouldn't ba painting out spelling
AIZOTE, Wrohy ward usnge, Ehe facC That the piece Could ba shortsr or
longes, mtc, Hopefully, the piecs is a3 near to “parfect® as your child
ia capable of at thia tims, for s/he salested it a3 an txarple of their
perzonal best. I might know Of babter work they've dooe, but this La
not my porcfolla. Rewesbar, alas, thet this im only OWE of yaur child'a

&y, Z20F: many arorlsa, poems, latters, reports, reading responsed, sic. Oe
% 2eark, too, Ehat chis has becose someching extidmely persanal, special,
Gy 242 a_source of pride te your child. .

I hava been pubting off sharing the Shoucsss Forcfolics with you
until they weze in n finished form. Howswvar, the longez we wark uich
them, the mtre clear it becomes that thay will Rever become finiahed,*

Becauso thaza portfolics are never a ~completed asaigament, = the
childzen csn see the progress they are meking 3 writers. When chay
TRmove & piece, thay have to tell me why tha Ieplacement i3 better, Of
couzds, It 13 impartant for you and I to know the child's arrengths and
wedkneages, That £s how T em eble to guids them in bacomdng befter
Fxiters, But it i3 even mora important for the child to know him or her
oun

2 very uans
of daing thia. Thank you for taking the tims this weskend to sit down
itk yaiz child and talk sbout thelr Showcase Portfollo, Paracnally, I
think it 13 much mote indioative of their progzwss than that =oe or WE"

gor A
Jan Beagle, a fourth grade teacher in Upper Arlington, Ohio,
sent home a parent letter that not only informed the parents

about the portfolio process but also invited them to participate
in the scrutiny of a student selected piece.
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Examples of Letters to Parents

February 16, 1990
Portfolios

. Normandy School

Dear Parent(s),

At open house I discussed our use of portfolios for the
year. First, Iwould like to refamiliarize you withwhat we have
been doing, The children collected their work done in reading
and writingin a storage bin (accessible to them) in the TOOM.
Throughout the first nine weeks they shared the work with
classmates. Toward the end of the first nine weeks each child
chose three pieces that were speclaltohim or her in some way.
Finally, I met with each child. In the conference we spoke
aboutwhy each of the three pleces was special, and I used this
opportunity to help the student verbalize why one particular
plece might be stronger than another, Weaknesses in areas
were also noted and discussed. I believe strongly that these are
critical opportunities for the children to evahiate thelr own
finished pieces and to begin to verbalize their strengths and
wealknesses.

We are all in a learning curve with this project, and as we
repeat this process each nine weeks I am sure the benefits will
increase.

A next important step with the portfolio is to share them
at home. You are receiving two separate units with this letter.
The larger set of items were those completed in the first nine
weeks but not chosenby the children for their portfolio. These
You may keep. The second set of items are the three special
pieces,

I'would ask that you allow your child to share his or her
special pieces with you. I have attached a sheet on which I
would encourage you to comment. It is imperative to a portfolio
project such as this that you give your child lots of praise. If
you see problems, realize these are being addressed in class.
If you are concerned please feel free to contact me, Most
important, lask thatyou find only positive things to say about
your childs work,

We will be repeating this process after each nine weeks
and I feel sure that as concerned and involved parents I can
count on your support.

The three special pieces must be returned by S0
that we may keep them inour portfolio and compare ourwork
as we grow throughout the year.,

Thank you again,

Miss Fritschle
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Normandy School

March 1990

Dear Parents,

We are again sending home our portfolios to share with
you. Please take some time to look over our three newest
special pleces and find some positive commernts towrite down.

Thelarge set of papers maybe kept at home. Please returm
the portfolio with two sets of speclal work.
Thank you for your support and concern.
Miss Fritschle

L I BN R I N

Teachers who invite parents to participate in celebrating the
positive efforts of their children help parents gain a deeper
understanding of the process of developing as a reader and a
writer. It helps parents appreciate the strengths their children
have developed as well as understand the need for the support
and kinds of activities and instruction you are providing, Educat-
ing parents, through involving them in guided viewing of their
child's work, gives them first-hand experiences that enable them
to understand their developing child and the efforts schools are
making to engage students in becoming full participants in their
own education through expanding teacher and student roles.

Reflecting on Writing and Reading

A feature of reading/writing classrooms is providing oppor-
tunities for children to share their work with their peers. Stu-
dents who are older may be reluctant to share. It is still important
to have upper elementary, middle school, and high school
students share their pieces, although may be necessary to have
students share their work in small groups or with reading /writ-
ing partners instead of in one large group. Authors have an
opportunity to express their purpose in writing the piece, for all
students need the opportunity to hear other students’ comments
about their writing,

These experiences can broaden student thinking as well as
provide insights about style, use of mechanics, and attention to
audience. Reflecting on their work with other students becomes
a vehicle for students to discover important ideas, explore new
concepts, think in new ways, and refine their methods of
communicating to different audiences.

Anongoing chart can be developed as away to record student
insights about reading and writing. Student samples canbe used
as exemplars of a certain feature that students think is important
to emphasize in their work. For example, if a student writes an
expository piece that has well developed paragraphs the piece
could be used as an example of that feature. The chart that is
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developed from the students’ iInput becomes a menu of features
that are characteristic of quality writing that the students
recognize,

In a first grade classroom we were in recently, students had
begun a chart of “What makes writing good.” On the poster were
student comments like the following:

exciting story

interesting pictures

use of , ?

funny characters

capitals

has a title

sounds like a story

like the story
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This firstgrade teacher encourages the students todiscuss the
Jeatures they admire about Maria’'s work and her approach to
writing, )

Ifyou have an overhead projector, it could be used occasion-
ally to share visually a special plece with the class so it could be
discussed in depth. Students could suggest features of good
quality writing, Doing this by usinga complete sample keeps the
integrity of the piece intact. It is important to preserve the context
as the features are only meaningful in the context of the whole
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writing sample.

Accept student’s thoughts about writing, When we begin to
understand what our students think, we can offer appropriate
guidance that successfully facilitates individual progress. In
some classrooms, teachers have asked students from other
classrooms to share portfolios, discussing why they chose the
pieces théy did and their future goals. In some second and third
grade classrooms, students complete self-assessment sheets.
For example, the students in one class periodically review their
portfolios, list what they have learned, and detail future goals. It's
amazing how much they will list as they learn about themselves.

Students also need to have time to discuss reading they are
doing. Like sharing writing, reading discussions can happen in
a variety of forums. Teachers have had a lot of success having
students discuss readings in small groups. Students that have
similar reading interests can form discussion groups. Certain
stories could be discussed in a whole class setting, while other
personal readings might be best discussed during individually
scheduled reading conferences.

Writing about literature experiences is greatly enhanced
through peer and teacher interactions in a community of read-
ers. Not only do students grow in their knowledge of books
available to read, but they also have a chance to reflect on how
the reading made them think or feel about a certain topic.
Studentscan discuss the kinds of reading they do to meet certain.
purposes. As students share reading experiences, characteris-
tics of various genre and literary features of stories become more
clearly articulated.

Once students have a variety of samples and have generated
ideas about criteria for guality writing and the uses and purposes
of writing, they are ready to begin to apply that criteria to their
own writing, Student comments, even at the upper grades, will
not be as sophisticated as teacher comments. It may be that they
focus on features of reading and writing that are not that
important at first. Remember, they are just beginning to develop
the tools necessary to think crifically about themselves as
readers and writers. Even at a beginning level, students can
become engaged in the act of reflecting on their work. The very
fact that they are becoming increasingly responsible for judging
the quality of their own work enables students to take control of
their own learning.

Introducing the Portfolio Concept

It is common in certain fields for students and professionals
to have a portfolio that represents their skills, It may be that you
could invite a local artist, a high school art student, or even a
Jjournalist to share his or her portfolio with your class. The visitor
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could be asked to share individual pieces and tell why they have
been included in the portfolio.

For example, in one classroom the teacher introduced her
students to portfolios through Amy, a high school art student
who was willing to share her art portfolio. Her portfolio included
a selection of her work in different media (sculpture, line draw-
ings, screen prints, watercolors) as well as works in progress. In
presenting her portfolio she shared her goals, self-analysis, and
view of each work as well as the whole.

Explain to students they are going to create their own
portfolio that will represent their very best thinking, effort,
knowledge of process, problem-solving, versatility as a writer and
reader, progress, and achievements. Discuss with them the
possibility that they might include pivotal Pieces as well as their
best work and a range of documents that capture the breadih of
their efforts as well as the trail of their progress.

Students might forget all of the things they have read or
written. As a class, make a list of the pieces that have been
written and read. Students may want to go through their work
folders to help them recall each piece. When they are ready to
begin selecting some of theirwork fora portfolio they should have
an opportunity to see their collection of work. They may have
forgotten that a certain piece of work is very special,

Students can decide, with the teacher’s guidance, howmany
pieces should make up the portfolio. Some students may want to
include everything, while others may not want to include any-
thing. Areasonable number should be decided upon. For the first
portiolio, most teachers we have worked with start with three to
six pieces. Too few pieces may leave some students feeling all of
their special pieces cannot be included, while too many pieces
may limit the very important task of contrasting and comparing
work that has been collected so a critical decision can be made
about what to put in the portfolio based on a clear rationale for
each selection.

All portfolios do not look alike. Some teachers use large
artist’s folders while others use pocket folders. Some others have
had students keep their writing and reading portfolios on com-
puter disk. Students who use disks often include a section onthe
. disk that serves as a table of contents as well as provides
directions for the order in which they would like pieces to be
viewed. Portfolios canbe designed to suit your classroom context
best!

One Classroom's Concept of a Reading/Writing-Portfolio

We have found that during the selection process students
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like to have comments from others regarding their choices. As
students make selections, encourage them to work with a friend
or twe and to share pleces of work at home. Some teachers ask
students to choose portfolio pariners. These students comment
about which pieces they think are the better pieces and explain
their reasons for their decisions. Of course, the final decision will
remain in the hands of the owner of the portfolid. Having
students give comments to a friend not only clarifies and
supports a decision but in many cases provides additional
reasons why the piece should be included. These added insights
help the owner scrutinize his or her work from a broader
perspective,
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The left side of this portfolio is devoted to writing, and the
right half to this student's reading responses. The student
has attached index cards with self-evaluative comments.

Students who need more guidance in developing their port-
folic than others may benefit from direct assistance from the
teacher. Pinpoint several strengths in their writing and ask them
to find similar strengths in one other piece. Students may lack
confidence in choosing their best work. Provide the support
necessary for them to succeed and remove the support as they
increase in their ability to choose for themselves. Students in
learning disabled classrooms have successfully used reading
and writing portfolios with a teacher that helped make the
purpose and method of portfolios clear to them. An art of teaching
is giving the additional direction when necessary.

Portfolios may take on special individualized focuses. Some
students may see themselves as budding poets or as award-
winning fiction authors. Their portfolio may overemphasize
these forms of writing. Encourage the feverish author to “follow
the dream” while at the same time recommend that the student
develop another section of the portfolio for other pieces as well.
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Students often personalize portfolios by including an inter-
esting design on the outside, using certain colors of paper for
their finished pieces, including an elaborate table of contents,
producing interesting pieces using desk top publishing software,
or adding autobiographical pages. This variability should be
celebrated. It is one sign that students are genuinely interested
in their portfolio. One high school student wanted to develop a
theme for his portfolio. He stated, “When I put my porifolio
together I wanted to show my personality, my thoughts, and
present issues that I feel strongly about to give other people
something to think about.” Allowing students to personalize
their portfolios can bring out a personal commitment like the one
this student has expressed.

Apple Classroom of Tomorrow (ACOT)
Student Handout on Portfolios

Creating a Portfolio
Portfolio (It. portafoglio, Fr. portare to carry (fr. L.) + foglio
leaf, sheet) 1: a hinged cover or flexible case for carrying loose
papers, pictures, or pamphlets 2: {fr. the use of such a case fo
carry documents of state): the office and functions of a minister
of state or member of a cabinet 3: the securities held by an
investor: the commercial paper held by a financial house (as a
bank]). :
Why create an ACOT portfolio? What are its purposes?
Your portfolio will include samples from the following areas:
I. Writing samples
What are some of your strengths as a writer?
What are some of your weaknesses as a
writer that you will work on next year?
C. Which piece represents your best writing this
year?
. How have computers influenced your writing?
II. English/Social Studies Project samples

w >

w]

owp

III. Science/Math samples

vowp

IV. Keyboarding early and later sarnples

What were your most successful experiences
with your early typing?

How have you improved your keyboarding
sldlls?

wo»
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C. How have your keyboarding skills changed?
Words per minute?
V. Miscellaneous (Your own files)
A
B.
VI. Guide

Create a printed “user’s manunal” for your disk. This should
include an introduction that explains how your disk is set up. Be
sure to tell your audience what software they will need to run
your files,

Include a statement on why you selected each piece for your
portfolio, You may describe your effort, frustrations, pride,
growth, and interest connected with the particular selection, You
may also include information about who helped you and what
you would change if you were to redo the project.

Notes: This project will be worked on at home and at school.
You should have two disks, one to turn in and one to keep.

Self-evaluative Statements

While each piece of work is being considered, ask studentsto
think about their reasons for possibly including the piece in the
portfolio. Some teachers have asked students to write their -
reasons for inclusion of an item on a 3 x 5 card and then
paperclipped the card to the actual piece.

Example of 3x5 Student Evaluation Cards

Why I Chose This Piece What I Learned My Future Goals

With younger students, and more than likely the first time.
older students are asked to develop their thoughts about their
work, it will be difficult for them to make comments about form,
style, clarity of text, logical content development, or other
sophisticated features. Commentslike: “Ilike this piece because
it's my favorite” or “This writing shows how good my handwriting
can be” may tend to dominate the first round of portfolio
comments. .

However, after students gain experience with comparing and
contrasting their work and become more familiar with explaining
features in their own and other’s writing, more substantial




comments will develop. Comments will change, certainly with
older students, to include such things as: “This piece is special

Exzample of a Portfoliop Peer Review Sheet

From Apple Classroom of Tomorrow

What to do: Browse through three of your peers’ portfolios.
You must do the person directly across from You or one person
assigned by the teacher. Choose two other portfolios you would
like to review.,

Look at three entries, Identify the best or the unique features
of each entry and explain how those features enhance the
students’work. You may also make general comments about the
way the portfolic and user's guide is set up.

PORTFOLIO ONE: NAME

PORTFOLIO TWO: NAME

PORTFOLIO THREE; NAME

Reviewing Portfolios

After students have assembled the pieces of work that will go
into their first portfolios, it is time for you as their teacher to read
and analyze them. Initfally, you may want to jot comments on
Individual “Portfolio Review” sheets about strengths and needs
that you notice. This Wway you will end up with an individual
overview sheet for each student., During this reading try not to
compare student pieces to outside criteria. Simply view each

and needs of the individual student, :
Reviewing portfolios is time consuming, This is another

reason for limiting the number of pleces that go into portfolios,

Your written comments should be kept as brief as Possible,
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Comments on your review sheet may range from concerns about
the range of books and compositions pursued, interests, effort,
approach (planning, use of resources), collaborations, self-evalu-
atons, improvement, as well as strategies used to: cope with
difficulties. You might also approach aspects of style and versa-
tility, recognizing a strong personal voice or tremendous efforts,
You can note the extent to which the student is using literacy to
reflect upon issues and to pursue personal interests. You may
wish to keep track of your comments—in a tabbed binder, for in-
stance—and use them as a basis for reports t¢ parents and
others,

While reading the portfolios you may want to use a list of
features and a checklist fo consolidate issues that occur across
portfolios. In this way you can see strengths and needs of the
entire class in a condensed form. On the checklist you could
place the students’ names along one column and label the rows
with a range of options that you may select from for noting the
progress of different students. Your list will probably contain
differing features for each student.

Some teachers make a checklist of issues about reading and
writing that they have noticed in many portfolios. You could
record, for example, which students use reading and writing for
a variety of purposes, reading experiences in various genres, or
which students are and are not successful at expectations and
at this time. This list can provide information for teaching poinis
for individuals, for small groups and for entire class minilessons,
In this way you are continually informed, through a highly valid
procedure, about the developing strengths and needs of your
students.

Portfolio Conferences

Insights from portfolio reviews are used several ways. They
can be used in student-teacher portfolio conferences. Begin the
initial portfolio conference by asking the child to present or share
the portfollo with you. Allow the student to retain control of the
portfolio. Tailor individual comments to provide the reinforce-
ments the student needs as well as the instruction that would be
helpful for a student to improve as a reader or writer.

You can do this by selecting one or two teaching points to
emphasize during the conference. Ask the student what he orshe
thinks are the strengihs of the portfolio. Point out what you think
are the positive aspects of the porifollo. Comment about the
agreement you share with the student about a particular evalu-
ation of a piece. Together, the student and you may end the
session creating goals for the student to work on during a certain
period of time, When the student feels a particular goal has been
accomplished you can ask the student for new priorities or refer
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toyour analysis of the portfolio for new teaching points to empha-
size,

Regular reading and writing conferences may take from five
to ten minutes. A scheduled portfolio conference may last from
ten to twenty minutes. Time for conferences emerges as teachers
and students play out new active roles in the classroom. Since in
reading/writing classrooms student activities such as working
on their own writing, conferencing with peers, reading for an
intended purpose, and discussing literature in small groups are
valuable uses of classroom time, the teacher is able to hold indi-
vidual conferences.

You may only have one, two, or three conferences a day,
depending onhow involved the conference needs tobe and onthe
other activities you want to facilitate in the classroom. It usually
takeslonger than a week to complete all the portfolio conferences
for one class. If you teach in a middle school or in a high school
it is impractical to consider having more than one hundred
conferences. You may want to rotate classes for which you hold
conferences or have small group conferences. Teachers may also
facilitate peer portfolio conferences. Try rofating conferences
using various suggestions until you find a system that is right for
you—that is, one marking period have individual conferences
with one section, peer conferences with another section, and
small group conferences with a third section.

Classmates and teacher engage in a conference. The student
uses them as a sounding board for hiswork. The teacher offers
input for the student and notes his progress.



Gelting Started with Portfolios

87

A Report on the First Year of Portfolio Assessment

The Apple Classroom of Tomorrows™

Excerpt from a report by Sheila Cantlebary and
Richard Tracy

...We both became increasingly interested in the portfo-
lio for assessment idea. We were fairly discouraged
by...comments on the futility of standardized testing with
which we, for the most part, agree. We see portfolios as away
to provide richer information for ourselves and for the stu-
dents. Portfolios can, we hope, “fuel learning” in a way
standardized tests cannot....

We have been bothered by the [institution of } additional
standardized testing. We doubt that these measures will
show much of what our students have accomplished. In-
stead we have preferred to amass a kind of rich collective
portfolio with a wide variety of student-produced materials.
That is how we want our program evaluated....

Wewere constantly reflecting during the pilot...We didn't
want to be too restrictive in our directions to the students
since this was exploratory. Besides we weren't even sure
what we wanted to do.

When we introduced the project, the students were
passive. There were few questions and little feedback., We
tried to make them aware that they were partners with us in
the research... The students did seem engaged from the
beginning and began immediately to initialize disks and to
browse through their files....

Many students seemed to be taking pride in what they
were doing. Jodi got excited about completing a “miscellane-
ous” project she'd been working on during the year, a
Hypercard stack on her favorite rock group. She ended up
staying after school for two hours Friday night so she could
have access to the scanner as she continued working, As she
left she announced that even though her birthday was the
next day, she was going to work all day on her portfolio. On
Monday she told us that she had stayed up until 3:00 a.m.
compiling her portfolio,

In her user’s guide Jodi reflected, “you are reading this
project. I used many things to do this, I think thisis what they
call a mass-media project. This is the project I enjoyed most
this year. I put everything that I was proud of or not so proud
of on one disk. Looking at this portfolio I see where I could
have done something different and in the future I might
choose to do a similar project that way. Another thing the
portfolio did was to give me an excuse to make my Triumph
stack [a rock band]; it might not have gotten done.”

Thebiggest problem forall the students seemed tobe the
lack of time and the fact that they had not saved work from
earlier in the year. We asked them to write comments and
suggestions. Many were insightful and helpful...
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The students had particular interest in each other's
[portfolios]. This gave them an opportunity to share their
peers’ special interests. Most of these files were created at
home. They included short stories, data bases, poems,
games, original student art, and student-enhanced clip art.
Several students commmented about Jenny's file entitled
“Stars 30's, 40's, 50's.” Michelle wrote, “I looked at a list of
her stars that she likes...and she has them listed along with
some Important facis about them. It was interesting to
browse through!”

The portfolio assessment was indeed valuable in our
year-end evaluation and was Included as part of our final
exam. We definitely want to continue to use portfolios next
year. We need to share our work with the other teachers in
the program and involve them in the planning,..

We're not completely certain how often to do portfolios.
If we only do one near the end of the year, we will make the
assignment early and have checkpoints along the way. The
sharing process needs work. We'd like to allow time for
multimedia presentations. Then, too, perhaps we can re-
quire students to share their work with a parent and have
them include comments, We need to make the expectations
for the user’s guide and reflective statements clearer. We
want to allow room for creativity there but also to make sure
certain informationis included. A reading component needs
to be added. We need more than Justa list of books, though.
Perhaps we could have students keep a reader’s journal as
part of the portfolio. Some students would like the option of
furning in not only a disk, but also a folder of hard copies,
Others would like to use HyperCard for the entire portfolio...

Allin all we feel good about the results of our first attempt
at student portfolios. We are convinced that they are worth-
while for students and for teachers. We are getting a real
picture of student progress, effort, and attitudes. We hope
they may prove to be of interest to parents also, We are even
hopeful that if we can refine this, other educators may find
our work worthwhile as they, too, consider alternate means
to student assessment.

Summary: Using Portfolios

1. Respect students' ownership of their work,

" 2. Students and teacher collect samples of student work
generated in a classroom context that is supportive of
student interests, decision-making, and collaboration.
Establish a safe place to keep student collections (folders,

notebooks, a drawer in a file cabinet, ete.).

3. Invite parents to be involved in the portfolio process.
Students can share their writing with parents to help
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parents understand the kind of reading and writing that
is taking place in the classroom. A regular parent news-
letter can help keep parents informed about classroom
activity.

. Facilltate class discussion about establishing showcase

portfolios. Explain to students that they are to choose
pieces (best pieces, pivotal pleces, companion pieces,
etc.) that represent their strengths, interests, versatility
and effort and trace their development. Discuss aspects
that make reading and writing special. Place their ideas
on chart paper so students can refer to the list to assist
them when they write personal reasons for including
pieces in their portfolios. Use student exemplars when
possible to {llustrate aspects of reading and writing. Help
students recognize these elements in their own reading
and writing,

. Discuss different elements that could be included in their

portfolios. Again, place their thoughts on chart paper so
they can refer to it as they put their porifolio together so
students do not forget pieces they have in storage.

. Assist students In selecting work for their showcase

portfolios. During this choosing process students have
an opportunity to analyze and compare their pieces, They
can make explicit why they have chosen certain pieces.
Initially, your students may need help making choices
about what to select. It may be helpful to work with
students to develop guidelines about what to keep. Dis-
cuss saving pieces that show what the students like or
can do well, such as special topics, favorite books, range
of writing/projects, lists of books read, responses toread-
ings, and so forth.

. Ask students to write their reasons for including each

piece in their portfolio, These pieces can be dated to help
students recall dates completed. Work could be labeled
ona 3 x b card stapled to the work that tells the strengths
the piece shows or other reasons for its being included in
the portfolio. .

The writing selected for a showcase portfolio can be
discussed with peers. Students can be encouraged to
write an evaluation of their portfolio, which could include
aresponse about the process used in selecting and final-
izing their showcase portfolic. Students can do a table of
contents and even organize their portfolic into sections
(reading section, writing section, pieces in process, etc.).
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8. Take time to review the portfolios by yourself. Allow each
portiolio to reveal its cwn specialness. Reflect on what
your goals have been. Are the students meeting these
goals? Write a few comments on a portfolios review
record about the strengths and needs you notice about
each portfolio. If it would be helpful, create checklists to
facilitate instructional interventions as well as to keep
track of student accomplishments.

8. Update portfolios at regular intervals. As collections of
student work grow, students will have a more difficult
time narrowing their choices for their portfolio. When
portfolios are updated, students can include work that
illuminates progress. Some teachers update during par-
ticular times in the year while other teachers and stu-
dents revise portfolios continuously. Decide, with stu-
dents, on how many pieces should be included in each
successive revision of the showcase portfolio. This will
force students to compare, analyze, and select carefully.

10. Students may share their portfolios with other students
at a class meeting and with their parents at a'scheduled
open house. Students whoare willing could read selected
samples aloud. As a class, have students work with the
teacher to decide on criteria for portfolio evaluations.
Students can be assisted to engage in peer assessments
that are fair, helpful, compassionate, and insightful,

11, Use portfolios to discuss aspects of student work with
parents and district personnel. A district-wide portfolio
assessment program could be established to replace
other less valid forms of assessing student understand-

ings.

This process will help you establish portfolios that reflect
important issues while at ‘the same time Tespect individual
classroom goals. Showcase portiolios are a tangible collection of
student interests, thinking, effort, versatility, progress, accom-
plishments, and skills. Touse portfolios effectively, interact with
your students, This process helps you get to know your students
on. a personal level. Portfolios help promote good teaching and
observing habits because they facilitate a thorough understand-
ing of reading and writing, as well as how your students progress
as readers and writers. We believe portfolics enhance your
reading and writing program by making the child arid his or her
strengths and needs more visible to child and to you.

A key concept in using portfolios is to give students as much
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responsibility in maintaining them as they can handle. The
students leam valuable organization skills and they develop a
sense of ownership,

One middle school teacher feels that the most significant
change in his students since using portfolios is the value they
now place on their own reading and writing. He also feels his
students have a sense of ownership in the process of “school” as
they become more involved in helping decide topics for writing,
in helping form assessment criteria, and in selecting and evalu-
ating their writing and reading.

e D




Chapter 6

Sustaining Portfolios

Meaningful Assessments Occur over Time

Today, more than ever before in education, teachers are
asked to be accountable for student achievement and progress
inreading and writing. Regardless of grade leveltaught, teachers
need to develop an accurate appraisal of each student in their
classroom. It is also important for each student to develop a
sense of his or her achievemnents, We have found that teachers
and students who critically analyze the contents of reading and
writing portfolios over time will develop a comprehensive under-
standing of achievement and growth that is rooted in the
students’ actual classroom performance.

Consider, if you will, some of our students' reflections on
themselves as readers and writers in conjunction with reviewing
their portfolios:

“I saw how my writing has improved over the past threeyears.
Iwrite better now. I express my ideas better. I am more organized
and my mechanics are better. | have learned quite a few things
about myself that I hadn't noticed before until I started compar-
ing my writing from eighth grade to this year. I've noticed how my
attitudes toward different topics have changed, such as topics
that affect our society like drugs and teenage pregnancies, My
opinions toward those things have changed.” .

“Maybe I'm a better writer than I give myself credit for.I have
a lot of writing. I never realized how much I writing I had done

93




Portfolio Assessment in the Reading-Writing Classroom 94

until I pulled 1t together for the portfolio or enjoyed writing
because I have a lot of stuff that I had done out of class. I never
realized I wrote about things that really affected me, like I had
written an article about things that really helped me out.”

These students have learned that it is important for them to
analyze and assess growth over the time. They comment onbeing
aware of the quality of ideas, organization, mechanics, effort and
amount of writing, the motivations for writing, and their own
personal development as human beings.

Teachers who use portfolios feel there are advantages 1o
using portfolios over other forms of assessment. The chart below
{llustrates what three teachers feel are advantage of portfolios
after using portfolios in their classrooms:

Teacher A

¢ Students share work with other students.

s+ The teacher is involved with what kids actually do.

e Students have more control—must be more re-
sponsible as they manage their own portfolios.

s Classroom is more responsive to students.

+ Students learn they are doing this (reading/writ-
ing) for themselves.

Teacher B

e Students can see their own progress as they com-
pare and contrast pieces.

» Teacher sees work done and how well it is done, as
well as how it has improved.

« Errors and strengths are right there.

Teacher C

» The obvious result is excitement — students’ and
teacher's.

_e Students have enjoyed being a part of the plan-
ning. Seldom have they been given the chance to
give so much input on requirements for an assign-
ment or for the standards of evaluation.

« Students have pride and increased sense of au-
thorship. Writing partnerships have increased this
pride.

» Evaluation sheets on papers have positive resuits.
They make conferences more efficient. Evaluation
sheets also provide impetus for self-evaluation.
They must also assess strengths and weaknesses
as well as assign grade. -

l Utilizing reading and writing portfolios in assessment makes
a difference for students and for teachers. They make a difference
because teachers have made an effort to sustain their use over
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time; analyze and understand student achievemnents, progress,
and needs; and involve studentsinself-assessment. Duringthe
process of sustaining portfolios, teachers use ongoing student
collections to provide insights for instructional planning and
discuss and reflect with students upon the characteristics of the
portfolio as a whole.

LA N
AR SNED

Updating a portfolio on a periodic basls is a rewarding
experience. It represents a mix of rediscovery and self-
evaluation along with the struggle to decide what to
include, exclude, reconsider, highlight, and propose.

Updating Portfolios

Teachers who use portfolios in their classrooms afford stu-
dents time to perodically update their growing collections, time
to reflect on their work, assistance in deciding what criteria to
apply in their decision-making, and opportunities to conference
with them and their classmates.

In several classrooms (elementary, middle school, and high
school) teachers asked students to prepare updated portfolios
each nine weeks. Deciding on the number of items that would
be in the portfolio was an important group decision.

In a fifth grade self-contained classroom, students kept year
long showcase portfolios. Portfolios were divided into two sides:
a reading part and a writing side. The teacher discussed the
contents with the students so they were aware that there were
pieces that could easily go on either side, depending on what
reason the piece was placed in the porifolio, For example,
Lindsay chose a piece of writing about frontier life for her writing
side because it was a well organized expository piece of writing,.
She could also have put the piece in her reading side as it
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{llustrated her ability to synthesize information from her read-
ings. The first quarter students agreed that at least three pieces
be placed in each side of the portfolio. The second quarter the
teacher and students decided each side of the portfolio should
contain three to six pieces.

To provide additional support for student's teachers ask
students to share items with several friends or with an editing
partner. Students are given class time to read and comment on
each. other's selections for their portfolio. Up to a week is given
for students to peruse, analyze, and decide what pieces are to
represent their best work. Parents are involved in some class-
rooms. Students are encouraged to share several pieces with
their parents toget their input about the strengths of each piece.

~ Several teachers who use portfolios do not take a spectfic
week to focus on portfolios. They have their students update
portfolios throughout the year. Each time a student finishes a
piece of work he or she is asked to decide if it should go in the
showcase portfolio. The teacher and the student discuss the
piece’s merits and compare it to others in the portfolio to see if it
offers new features that would enhance the portiolio.

Iuminating Students With Portfolios

Each time portfolios are updated, students are asked to
determine features to notice as they analyze their own writing
and reading work. These features are added to a continuing list
or chart kept by the classroom teacher. For older students
features can be categorized into appropriate areas that exemplify
strengths students have as readers and writers. Caution has to
be taken here or students will begin to believe that teachers are
looking for certain “skills” only, Student samples should be
viewed as a whole and in that context certain elements are
judged, by teachers and students, to be used correctly and effec-
tively. It is important that students are aware that the essence of
the piece, its purpose and meaning, are more thanjust the sum
of its parts. It is the orchestration of those elements that can
occur in infinite patterns that is at the heart of reading and
writing,

Many qualities of writingand reading have been generated by
students as they study and discuss their own and their class-
mates’ work, It is the process of generating and perceiving these
elements over time that helps students develop their own
reading and writing. Examples of student-generated ideas about
features to notice in their own reading and writing are listed in
several categories below. :
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Sharing involves revealing work to and pursuing reac- :
tions from other students. \,

BREADTH OF READING EXPERIENCES i
Reads across content areas while working on
projects
Reads stories .
Reads poems, songs, and a variety of other ‘

material
TyPES OF WRITING
Reports
Essays
Letters
Journals ¥

Reflections ' 5

Documents ' I

Other i
|
|
|
|
|
|
|
|
|
\

Uskes ReaDiNG AND WRITING
To solve problems
To pursue projects (everyday, community-
based, classroom-based, home-based,
school-based) .
To communicate with others I
To influence or affect others
To enjoy :
To engage in “lived-through” experience
To make new connections and discoveries
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To check on ideas or satisfy curiosities
To leam about people and places
To learn how things work
To gather one’s own thoughts
To improve seif
To reflect on own life
STRATEGIES
Planning
Constructing ideas
Dealing with difficulties
Reflecting
“ Response
' Explores new possibilities
Writes about a variety of story elements
Expresses in depth ideas about a reading
passage
Relates readings to personal experiences
‘ : Suminarizes readings
. Synthesizes from a variety of sources
C Compares and contrasts
STYLE
Strong voice
Appropriate voice
Attention to audience
Careful word choice
_ DEVELOPMENT
. Logical paragraphs
Organization
; Depth of thought
o Coherent story line
Eo Clear focus
Well formed sentences
Variety of sentences
Use of paragraphs
{ Beginning middle end
\

Usine CONVENTIONS
T Appropriate spelling
q. Proper capitalization
; : Correct punctuation
L Legible handwriting
i SELF-EVALUATION
b ) & Thoughtful analysis of efforts, achievement,
A and shifts/improvements
Makes comparisons
: Assesses improvemernt
Sets future goals
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ReaDiNGg AND WRITING FLUENCY
Reads with appropriate expression
Uses strategies effectively and efficiently
Adjusts reading to meet different demands of
texts and purposes
Effectively reads and reworks own writing

The items above represent developmental ranges of charac-
teristics of reading and writing that students can illuminate as
they reflect on their own strengths. Students can use a single
piece of work to represent multiple features in their portfolios. As
they reflect on a piece and write about its strengths they often
recognize several elements that are embodied in the piece.

Sometimes students may be encouraged to take a piece that
may have not been included in their first portfolic and either
rework it or reevaluate it so it is significantly improved and use
it as a sample in a later updated portfolio. In this way students
can be encouraged to revisit ideas at a different time with a fresh
perspective. Helping students reflect on their work and develop
a critical stance about the quality of their own work can be
accomplished through conferences with them. Students can
develop their ideas on how to improve a piece and learn to
recognize their strengths.

Possible Criteria for Assessment
From Student Writing Portfolio, Columbus Public Schools

Logk for growth in these areas:

Content
» finding a subject
narrowing a topic
having a controlling idea
collecting specific information on that subject
supplying appropriate and significant information
ordering and presenting content to meet areader’'s needs
using transitional devices to accommodate the organiza-
tion of ideas
Style
» presenting the information with clarity and grace
» using appropriate diction for his/her purpose
« using variety of sentence structures
Mechanics
» following the customs of spelling, usage, punctuatmn
and capitalization
» following the custom for a manuscript: margins, para-
graphing, neatness, and legibility
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Portfolios Provide Information for Instructional Decisions

Student collections that have been assembled over a period
of time present an unmistakably clear image of what students
have actually accomplished. Each portfolio will be different. The
contents of the portfolios will represent topics the students have
found interesting as well as the process they have used to create
their products. Long term portfolios help teachers understand
the ideas and concepts students are consistently struggling with,
those that the students have mastered, and the individual
developmental process of becoming a mature reader and writer.

By analyzing the collections teachers are able to make
informed decisions about instructional interventions that pro-
vide the timely assistance students need to gain confidence and
competence. Teachers who analyze portfolios over time are able
to get to know their students, what makes them excited, what
interests them, and how they perceive themselves.

Once a classroom reading and writing program emphasizes
student cheice in a wide variety of reading and writing experi-
ences, supplies ample time for students to read and write, and
encourages self evaluation, the teacher is able to provide mean-
ingfulinterventions that are based on the students performance.

Conference for Portfolio Assessment
FErom Student Writing Portfolio, Columbus Public Schools

Do:

¢ Build on what the writer has done and encourage the
student to recognize what he[she] can do and what
he[she] has done, then see what more he[she] would like
to do to grow as a writer;

e Praise the writer by becoming involved in the specific
writing. Praise by describing the effects specific tech-
niques have on you as a reader;

» Listen carefully to the student’s perception of what are
successful strategies for his or her writing. Respond to
the writer's concerns about his or her writing;

* Reinforce writer's terminology whenever you discuss the
piece of writing and what aspects on which to concentrate
for the future;

e Limit goals set by the teacher and writer so that students
can attend to and accomplish themn;

¢ Discuss how the writer performed to produce this par-

ticular piece of writing., Include both the pitfalls and
successes of this effort.

Don't:
*» Bemoan what isn’t in the paper or what is wrong with
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what is there;

¢ Be judgmental about the writing so that you take over
ownership in determining what is or isn't good writing;

* QOverwhelm the student with too many objectives or
things to consider:

+ Take over the dialogue so that it becomes a lecture;

* Concentrate just on the product and not the process of

writing.

Features of the Entire Portfolio

There are features of the portfolio as a total entity that
students should also take into consideration as they are
reflecting on and writing about pieces that go into updated
versions of their portfolios. Later portfolios begin to reveal rich
information about readers and writers that students can be
helped to understand and orchestrate to illuminate all of their
strengths. Individual pieces may be able to illustrate a student’s
control over a few impaortant elements; however, the power of a
portfolio is the accumulation of a variety of pieces that, taken as
a whole, show broad and expanding control. A collection of
student work reveals quite a lot about the personal characteris-
tics of the student. Not only are a student’s confidence, interests,
and quality of thinking visible, but so are a student’s power,
versatility, effort, knowledge and use of process, self-reflections,
and growth.

Power

Portfolios reveal the power of the readers and writers. The
sheer volume of work they are capable of producing is what is
considered power. A portfolio should make a prolific reader and
writer visible, and students should be recognized and supported
if they are avid readers and writers. As teachers, we need to be
aware of the students who would literally carry on without us.

We all know students who read hundreds of books during the
school year or write for their own enjoyment. These students
have special needs. They may benefit from book suggestions and
individual times to discuss their reading. Some students write
volumes for their own enjoyment. They may improve theirwriting
if they have amentor whotakes an interest in the stories or poetry
they do on their own.

Teachers can provide guidance if they are aware of students’ -

power and ask themselves: What special needs do these stu-
dents have? What can I contribute to make their reading and
writing experiences more meaningful?
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Versatility

Over time, portfolios show the versatility of readers and

writers. With the support and direction of a skilled classroom |

teacher students learn to read and write in a variety of experi-
ences and opportunities that facilitate wide reading and writing,
Teachers do this in a variety of ways. They choose topics to study
that are of Interest to students. For example, a class study about
the sea captures students’ imaginations and provides multiple
entry points. Students read informational books on sharks,
whales, or any other animal they may be interested in learning
more about. Poetry books are shared and written. Students read
fictional books about sea adventure and respond in literature
journals. A newspaper may be started that focuses on problems
that confront sea life. Editorials and articles are written.

During the course of the year many themes may be studied.
The teacher can provide a balance of activities that give students
opportunities to study a wide variety of genres. Students could
read and have read to them realistic fiction, biographies, histori-
cal fiction, informational books, and fantasies. Students should
have opportunities to write in a variety of forms, including poetry,
expository, personal narrative, persuasive, and fictional stories.
Students can be encouraged to build portfolios that show their
versatility as readers as well as writers. We can help students to
become aware of versatility as a goal by being aware ourselves of
the kinds of writing and reading our students are doing and
direct them to forgotten or neglected areas.

Effort

Effort is an important feature for students as they update
portfolios. Students in high school classes and in elementary
classes can keep reading and writing records to illustrate not
only the types of books they have read but also the extra things
they have done. Some students may read a book over and over
again or they may work on a piece of writing, revising it several
times until it is just the way they want it . They are different from
the student who quickly finishes a task and never looks back.
The introspective student may be willing to receive your thought-
ful comments and certainly will need your reassurance.

It is important to help students value quality work. The
portfolios that reflect the extra effort it takes to rework a piece
until it is the very best the student can do should be recognized
and celebrated.
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Use of Process

Understanding how students go about their reading and
writing task is also an important goal. Students can have pieces
in their portfolios in all stages of completion to show how they go
about different tasks. As students do so they can be asked to
reflect upon their own process of reading and writing,.

Teachers can ask themselves; Howdo students approachthe
reading and writing of different texts? How do students integrate
information from various sources? Do students take notes or
write summary passages about theirreading? Whatis the nature
of the students’ self-reflective commentis? How have students
revised their writing? Have they adopted different perspectives?
Have students reread their writing? Understanding how stu-
dents go about reading and writing can help teachers make
meaningful interventions that provide important information
about how a task could be done more effectively.

Self-reflection

Many teachers who use portfolios in their classrooms have
students write about the pieces they place in their portfolios.
Student perceptions about their own reading and writing is an
important aspect of student learning to consider before making
instructional decisions. Often times students' comments reveal
what is important to the student.

Students may place items in portfolios because of one aspect
they have noticed or because of multiple reasons. Students may
like a piece for personal or sentimental reasons; they may value
the work for the quality of ideas or for their use of descriptive
language; or writers may like their organization, mechanical
skills, or their choice of topic. Likewise, readers value their work
for a wide variety of reasons. An item may be placed in the
showcase portfolio because it is a topic the student is interested
in, an author the student admires, a familiar and favorite genre,
a piece of writing about a text that expresses an aspect that is
significant to the reader, or for a host of other reasons. '

Understanding what a student is focusing on and how this
compares to the strengths you see in portfolio samples can help
you help students to see their pieces in a broader perspective.
Since students are the ones being evaluated, it is important for
them to understand what others are evaluating about their work.

Student Questions for Self-evaluation of Portfolio Writing
From Student Writing Portfolio, Columbus Public Schools

1. How does this writing compare with other pieces of
writing you've written this year?
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2. What makes a piece of writing good? Relate these “good”
gualities to this paper.

3. At present, what doyou feel are your sirengths in writing?
How does this paper reflect these strengths?

4, At present, what areas of writing give you the most
difficulty? Are these difficulties reflected in this writing?

5, What qualities of this piece led you to choose it as your
best?

6. Reflecting back on this piece of writing, is there anything
that you now think you would do differently if you were
writing it again?

7. What changes have you noticed in your process of
writing?

8. What would you like to work on improving in your next
piece of writing?

Grdwth

A strength of the portfolio concept is that it helps students,
teachers, and parents see the growth and development that has
been made. Many teachers and students have shared that the
growth is “right in front of you.”

Parents feel reassured when pieces from early in the year are
laid beside pieces from the end of the year and the classroom
teacher points out several areas in which their child has pro-
gressed. It is difficult for parents to see growth from only letter
grades on report cards, Having concrete examples is a powerful
tool to convince both parents and students that growth is
occuring. :

Monitoring for student growth alse helps teachers assess
their own programs, If teachers see several students struggling
with similar concepts or neglecting certain aspects of reading or
writing, they can add mini-lessons to help students overcome
problems or broaden students’ reading and writing experiences.

Using a Broad Perspective to Monitor Growth

Portfolios are a framework that provide teachers, students,
and parents with information in an alternative process to stan-
dardized tests. They can help teachers develop clear expectations
for students, actually decrease paper work, provide continued
insights into students that enhance teachers’ effectiveness, and
help students take an active role in their own learning,.

Measuring growth using portfolios does not exclude students
from the process of assessment. Assessing students through
portiolios reduces or eliminates test anxieties and provides a
valid and reliable composite on which to base educational
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decisions. Using the student’s actual classroom work provides
actual data about how students perform on tasks that are
important for their success in their classroom. Most importantly,
teachers and students gain insights about where further instruc-
tion is needed. Many teachers feel that instructional contacts
gain power as theyfocus on students and needs for success inthe
classroom away from test preparation.

Furthermore, a portfolio process of assessment protects
students from biased tesis and the misuse of test results.
Students who come from all backgrounds can he assessed
effectively by teachers through interacting with them on work
that has been accumulated for analysis. Children who are poor
test takers yet are capable students are not penalized by evalu-
ations that focus on a variety of samples collected over a period
of time.

Portfolios involve a partnership between students, parents,
and teachers. It is a partnership centered on empowering stu-
dents to assess themselves, For many teachers, this is a desir-
able goal. As one teacher states, “Turming over responsibilities to
students is very difficult for me. Iwant to select their gems, revise
their papers, and make all the assignments. The enthusiasm,
pride, new skills, and new teaching methods generated by
greater student involvement in revision and assessment of
writing rmake this effort worthwhile,”

Portfolio assessment positions studentstolearn about them-
selves at the same time as it places teachers in the position of
being an assessment coach. Maintaining portfolios over the
course of the year allows the teacher to learn about each student
and therefore to become the critical link that supports and nur-
tures growth. In the portfolio process teachers are empowered
and valued as professionals capable of making insightful in-
structional decisions. Through using knowledge of reading and
writing development and instruction combined with knowledge
about each student, teachers individualize and perscnalize
interventions, Assessments, centered around a rich and varied
collection of student work, are meaningful, continuous, and
intertwined with instructional goals.




Chapter 7

Portfolios and Self-assessment
by Students ’

A mteresting trend in reading and writing instruction has
been helping students become independent learners, Alongwith
attempts to improve reading comprehension, educators have
gravitated to ideas such as strategic learning and metacognitive
control inhopes of developing classroom practices that help stu-
dents achieve independence. In conjunction with the increased
interest in teaching literature, self-selection by students and
interpretation have been stressed. The increased interest in
writing includes a great deal of emphasis upon student decision-
making. Students choose the topic, make decisions about what
to include and revise, and so on.

Despite the emphasis upon students as decision-makers,
students still are forced to play what has become commonly
known as the “game of school.” They have learned that it is
important to know what the teacher wants:

“How long should it be?”

“What do you want?”

“Is spelling important?”

“What counts?”

In most classrooms, the teacher decides what is “right” and
“wrong,” “exemplary” and “poor.” It is the student’s goal to
anticipate and meet somebody else’s (the teacher’s) criteria.

It is unfortunate that most students hand in their papers or
responses to the teacher because some of the most valuable
“teachable moments” disappear. It is as if teachers assume an
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ordained right: the power to separate the wheat from the chail.
What is left forgotten is helping students learn to assess their
own work.

Some people might excuse this oversight by claiming that
students cannot assess themselves, questioning whether or not
students can be trusted to do so critically. We have had teachers
from kindergarten through high school make such statements
until they begin to pursue self-assessment earnestly. We suspect
that helping students assess themselves is one of the least
developed areas of reading and writing programs. Indeed, most
of the teachers that we have interviewed have very little to say
when you ask them to describe how they get their students
involved in learning how to assess themselves.

Student self assessment is one of the major principles
undergirding the use of portfolios. Portfolios are not merely
storage areas for student work. Instead, students are involved in
self-assessment as they organize their portfolios, select axid
arrange their materials, reflect upon what they have achieved,
plan their future work, share their work with others, and offerin-
troductory critiques to accompany their work. Self-assessment
is one of the major reasons for advocating the use of portfolios.

How Portfolios Support Student Self-assessment

~ As we reflected upon the assessment and evaluation proce-
dures in place in most school settings, we realized that students
were not involved. They were rarely even partners in the assess-
mentand evaluation activities. Essentially it seemed asifassess-
ment and evaluation were used to police rather than enhance
learning.

Along with pursuing our goal of tying assessment to student
learning and, therefore, shifting responsibility for assessment
and evaluation to the students, we began to see four important
prerequisites for using portfolios in self-assessment: student
ownership, student-centeredness, a noncompetitive environ-
ment, and customized portfolios.

Student Ownership

Students need to be invested in the portfolio process. Stu-
dentsneed to have a sense of ownership, which suggests that the
portfolios should be viewed as the property of the student, notthe
teacher. The teacher may use the student portiolio to select
illustrative or representative pieces of the student work, and the
teacher can maintain his or her own portfolio of the student’s
work. But if student self-assessment is your goal, it is necessary
to establish portiolios that the students consider their own.
There are various ways teachers can support a feeling of owner-
ship:
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e Ensure students have a major say as to what is included
or excluded,;

e Maintain easy physical accessibility of the portfolios for
students;

« Ask students’ permission for you to share or look over
their portfolio;

» Engender in classmates a respect for one another’s
portiolios;

» Make joint decisions on developing portfolios, sharing,
and so on;

s Give students the opportunity to make choices about
what they write and read.

Finally, the concept of student ownership suggests that
students should be given some say in the portfolioc process,
including the nature of the selection process, method of self-
evaluation, and sharing as well as guidelines for evaluation.

Student Centeredness

The portfolio and its appearance is secondary to involving the
student in self-assessment. Unfortunately, many of us have a
tendency to want to take over portfolios; that is, we may become
so intent on what the end result looks like that we step in and do
it for students. Some of us may not see our domineering ways as
we emphasize or impose requirements pertaining to the final
product that override students’ involvement in the important
decision-making steps of putting together, sharing, and evaluat-
ing their work. As we try to help students assess themselves, we
should keep in mind:

» The portfolio process is more important than the portfolio
product;
* The overriding goal is to develop self-assessment systems.

It seems key that teachers strive toward;

» Developing portfolios in partnership with students, serv-
ing as their consultant, advisor, and guide;

» Developing self-assessment systems to aid students in
collecting, organizing, selecting, reflecting, and sharing;

» Understanding the student’s level of competence in order
to tailor comnments that will broaden and support individ-
ual student thinking and growth.

Don't expect a rapid return. It may take time to develop the
necessary trust with your students and time before students
become connoisseurs of their efforts, improvement, and process
and effective self-monitors of their progress and future goals, We
have found that students’ evaluations initially may seem rather
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glib and limited. Over time, however, they do develop in scope
and depth. Their involvement in the process may be what counts
more than their diagnostic skill.

Noncompetitiveness

In the primary grades at Westerville, Ohio, the teachersmade
what they felt was an important shift in their grading practices,
which, in their view, had major ramifications for their self-
assessment goals with portfolios. They shifted from grading
students by comparing the students with one another to a
grading system whereby students were compared with them-
selves. In Upper Arlington, Ohio, teachers write descriptive re-
ports in partnership with the students to illuminate their devel-
opment and achievement. In the minds of these teachers, com-
petition between students for grades may have a detrimental
effect on self-assessment. They suggest that students seemed
lessfocused onreflecting upon theirwork, less willing to collabo-
rate with others, and less likely to take ownership, make their
own decisions, and so forth, when grading excluded student
participation.

Customizing

We have already discussed owmnership. In many ways, cus-
tomizing or the tailoring of portfolios to fit particular structures
is a natural outgrowth of ownership. Different students will have
different contents in their portfolios, and different classrooms
will have different portfolios and will pursue different portfolio
process. Teachers and students should tailor the portfolios and
their implementation to their situations—that is, in ways that
befit their goals, their implementation of the portfolio process,
and their learning experiences.

Problems arise when outsiders or Institutions overly pre-
scribe the portfolios. In our conversations with districts that have
tried to introduce portfolios system-wide, a rigid preset frame-
work for portfolios was viewed by teachers as an encumbrance
rather than an enhancement. We hold the view that portfolios
will not work (in the ways we would like them to) unless teach-
ers and students initiate portfolios that fit their classrooms,
students, and portfolio process. District-mandated portfolios
might be viewed as off-shoots, but not the primary portfolios.

A number of proposals, which will be analyzed in the next
chapter, mandate a fixed approach to the intent of portfolios and
arigid process for using portfolios. Our proposal is not intended
to prescribe; instead, it takes its lead from what teachers and
students develop themselves. Portfolios should be informed but
not mandated by others.
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Self-selection and Informal Self-assessment

“I'm not sure what to put in my portfolio. Should I include
lots of different things?”

“Should I show how much I have improved?”

“These are my favorite stories. They introduce a character
that I created after reading Soup.”

“I think that I will include my project on the survival of
whales.”

“I'm also going to include a section that includes my read-
ing journal and reports. Some of my reports aren’t too great.
But others are stupendous.,”

As studenis mull over what they are to include, they are
involved in a great deal of decision-making about what it is they
value, what their work represents, what they have achieved, and
how they have changed. By having to choose among various
pieces, students notice differences and similarities as they
discern features that would otherwise go unnoticed.

-This student accomplished an enormous amount of work
in one grading period. Now she faces the difficult but
rewarding task of deciding how and what to select.

To what extent does this selection process prompt self-
assessment? Most of the teachers who use portfolios claim that
the selection process engages the students in an enormous
amount of self-evaluation. Without being formalized or overly
structured, students become intensely engaged in decision-
making and reflecting, They use peers and the teacher as
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sounding boards for their decision-making. While incidental,
self-assessment is both pervasive and vital.
The self-selection process has three aspects:
« Deciding upon the areas to be represented by the portfo-
lios;

. » Working as a class to establish procedures, criteria for
" self-selection, and a process for recording students’

‘ reasoning for their selections;
» Selecting representative material in these areas.

Students decide what they might include in their portfolios,
with suggestions from the teacher during conferences. This can
run the gamut of samples of different kinds of writing, from
reports, projects, stories, songs, poems, drafts and plans to
different kinds of reading responses and related material, includ-
ing annotated reading lists.

The teacher and student discuss possibilities and then
specify what kinds of materials will be included and how many.
In one elementary classroom, the teacher and children decided
to Include materials related to both their reading and writing.

| They agreed on selecting eight examples of their work. In a high
" school classroom, the teachers and students agreed that they
HE should include written reading reports from school and writing
o from home that represented their efforts over time,

vl As Sandra Murphy, who has been working with portfolios in
i California suggests, it seems as if teachers and children have a
i range of options along the following continua:

Everything Selected Samples
Finished Products Intermediate or Draft-level Work
Student Work OtherInformation

Establishing the Criteria and Making the Selection

Once the teacher and students establish the kind and
amount of material to be included, the selection procedure
i begins. Teachers may need to develop procedures for making
! iR selections so that students don't just rush and select with little
: reflection. We suggest that teachers encourage students to look
14 over what they have done and consider the kinds of efforts that
i “h “ they want represented. :
\ i

In one elementary classroom where students develop portfo-
lios, they pursue a range of writing that includes:
» Stories that are their favorites;
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Reports that they thought were interesting;

Papers that were done with others;

Pivotal pieces;

Companion pieces;

Letters or messages they sent;

Favorite journal entries;

Papers that were their best work;

Papers that were difficult;

Pieces that provide a trail or “footprint” showing their

development.
The students and teacher negotiate the number and kinds of
material that will go into their showcase portfolio. The teacher
also encourages and provides time for students to obtain com-
ment from others about what they are planning to include.
Students who have made hasty decisions on what to include
usually become more reflective when a classmate makes differ-
ent suggestions, Students who have difficulty making decisions
tend to be spurred to make choices when others are involved.

Class discussions are effective in helping students make

decisions about their work in terms of versatility, improvement,
achievement, and personal relevance. By sharing student writ-
ing and reading responses over time and discussing purposes,
strengths, and needs, students develop a sense of the important
aspects of both writing and reading,.

Students exarnine thetr portfolios periodically to decide
what they have achieved and to develop future goals.
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Self-evaluation Procedures

There are a host of ways more formal self-evaluation proce-
dures can be enlisted in conjunction with the use of portfolios.
These proposals tend to run the gamut from open-ended ap-
proaches to structured checklists and from student self-evalu-
ation to peer or parent evaluation,

We should warn people about the use of many of these
checklists for a number of reasons:

1. Students may not be as interested in more formal ap-
proaches to self-evaluation that require them to relay in
writing what was saild or could be said. Teachers have
reported that students become tired of completing formal
evaluations. They suggest that some students viewthem as
Jjust another thing they have to do.

2. The self-evaluation procedures with which teachers have
reported success are those that are integrated into the
students’ ongoing classroom experience. For example, self
evaluation comments that arise spontaneously in conver-
sation with peers may be more meaningful and generative
than the comments students offer in response to question-
naires or checklists, Students are likely to view question-
naires and checklists as ends unto themselves and less
useful as resources for self-evaluation.

3. Have realistic expectations. In evaluating themselves stu-
dents may appear to be saying much the same thing over
and over again, and they may not say much. Over time,
however, look for an expanding set of features and more
definition.

4, Alarge number of suggestions for self-evaluation have been
proposed in numerous journal and book articles that may
not have been tried with children. Don’t assume that the
suggestions for self-evaluation have worked in classrooms.
The best approach will be for you and your students to ex-
periment with possibilities.

Some examples of more formal procedures follow:

Note cards

A number of teachers have had a great deal of success with
having students use note cards to gather student self-evaluation
comments for individual pieces chosen for their student portfo-
lios. These note cards simply describe why a piece was selected
for the portfolio and may include some introductory remarks
stating the merits of the piece or some information about its
origins., Usually teachers combine the use of note cards with
having students write a brief essay describing or comparing the
various elements in their portfolios.
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Checklists

If you scan recent articles on assessment you will find a
number of suggestions for checklists and questionnaires to
guide self-assessment of a single piece of writing, While we are
somewhat hesitant about using some of these because they may
be untested or become ends unto themselves, we have included
a compilation of some of the questions or problemsthat they tend
to include.

A Single Piece of Writing
Name

Title of Piece

Why did you select this piece of writing?

What do you see as the strengths?

What was especially important to you when you were
writing this piece?

What things did you wrestle with?

If you could work on this further, what would you do?

What were some of the reactions you received?

How is this the same or different from your other pieces?

A Reading Response
Why did you select your response to this story?
What did you particularly like about this selection?
How do you think others would react to this selection?
How would they agree or disagree with you?
How was this the same as or different from other things
you have read and responded to?
How did or will this influence what you will do in the
future?

Thinking about Yourself as a Reader or Writer
What kinds of writing (reading) have you done in the past?
What kinds of things do you like to write (read) most?
What do you like to do least?

How do you decide what you will write (read)?

What things do you spend time wrestling with as a writer/
reader?

What are your strengths as a writer (reader)?

What have you learned to do as a writer (reader)?

What are your future goals as a writer (reader)?

How do others react to your writing (reading)?
Looking back over your writing (reading), what do you

notice?
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Thinking about Your Portfolio

What kinds of material have you included in your portfolio?

In what ways are they different? The same?

What does your portfolio reveal about you as a reader,
writer, person?

What does your portfolio suggest your strengths are?

What does your portfolio suggest about how you have
changed?

What do you think people will learn about you from your
portifolio?

How do you plan to use your portfolio?

Responses by Peers and Parents

In previous chapters we described how peers and parenis can
offer valuable feedback and support for students’ reading and
writing development. This assumes that they offer meaningful
support. We would hope for positive feedback. We would suggest
that time be put aside to prepare peers and parents in the ways
they might offer support to students. They may need guidance in
being reflective listeners, supporting strengths and appreciating
effort.

In a recent presentation, Roberta Camp shared a peer and
teacher response form that has been used in high school
classrooms.

Name Period
Title of Paper
Date Written

Peer Evaluation I

1. What do you see as the special strength of this work?

2. What do you think was especially important to the
writer in working on this piece?

3. Suggest one thing for the writer to focus on next in
her/his writing.

Peer Evaluation IT

1. What do you see as the special strength of this work?

2, What do you think was especially important to the
writer in working on this piece?

3. Suggest one thing for the writer to focus on next in
her/his writing,
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Teacher Evaluation !
1. What do you see as the special strength of this work?
2. What do you think was especially important to the
writer in working on this piece?
3. Suggest one thing for the writer to focus on next in
her/his writing,

Roberta Camp stresses that the proposed question set is i
exploratory and that it is important to understand how the
questions are used. After students evaluate their own pieces,
they use the questions in a read-around. After working through
rough drafts and approaching final drafts, the students are
grouped together in threes. Papers are passed around, with the
questions used to initiate conversation and dialogue.

Camp sees the ensuing discussion and reflection as the
essence of the portfolio process. It is important to note that this
ongoing procedure is done only after the students have consid-
ered their own pieces in a similar way, Camp stresses the impor-
tance of students having a sense of ownership of their pieces
prior to their being reviewed or shared with outsiders. |

Additionally, teacher input occurs only after students have ‘
shared with each other., Camp mentions that students have
commented that they prefer to have teacher feedback, including
grading, occur after peerinteraction. The students' remarks have
equal legitirnacywith those of the teacher since the guiding ques-
tions are the same, a point not lost on the students.

In conjunction with Roberta Camp's work in Pittsburgh
Schools, Kathryn Howard (who is the middle school teacher on
special assignment for Arts PROPEL Imaginative Writing), has
beeninvolved in exploring guidelines for parent review of student ,
folders. Her forms below represent a spectfic and positive way of
parents, and in turn, their children getting invoived in the |
portfolio assessment process. !

PARENT FOLDER REVIEW AND REFLECTION

Student

Reader

Date

Please read everything in your child's writing folder; including

drafts and commentary. Each piece is set up in back-to-front _
order, from rough draft to final copy. Further, each piece Is i
accompanied by both student and teacher comnments on the piece ‘
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|
and the writing process. Finally, the folders also include written 3 ‘
questionnaires where students write about their strengths and : J
weaknesses as writers.

Webelieve that the best assessment of student writing begins with
the students themselves, but must be broadened to include the

widest possible audience, We encourage you to become part of the
audience.

When you have read the folders, please talk toyour children about
thelr writing, In addition, please take a few minutes to respond to
these questions.

* Which piece of writing in the folders tells you most about your
child's writing?

* What does it tell you?

* What do you see as the strengths in your child's writng?

and development as a writer?

i

ro

\

[

B * Whatdoyouseeasneeds tobeaddressed inyour child's growth ] | J
|
* What suggestions do you have which might aid the class's }

growth as writers?

* Other comments, suggestions? -

|
Thank you so much for investing this time in your child's writing, ‘ :
Ms. Howard . -E : ‘
il STUDENT RESPONSE TO PARENT REFLECTION

& Most of you seemed to respond very positively to the experience of

108 havingyourparentsand/orothersmyourfamﬂyreadyourwﬁting
folders. '

Please take a few minutes now and respond to the following
questions about Yyour experience.

i * What do you think your parents learned about you as a writer [
; as a result of their reading vour folders and discussing them 1 1 ;

|

|

|

with you?

* Whatdidyou learn aboutyourself as a writer as a result of your
discussion with your parents?

|

¢ What surprised you most about the discussion?- E | \

=T

* What suggestions do you have that might improve your
discussion with your parents about your writing?
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COnferences and Summits

In the porifolio classroom, "author’s chair" becomes an opportunity for
students to present and recelve reactions to their pieces.

Conferencesmay be among the most vital means of support-
ing student self-assessment. Conferences offer a unique means
of supporting student self-assessment. Unlike more formal self-
evaluation procedures, conferenices can follow the lead of the
student and offer the support or feedback necessary to prompt
as well as guide reflections.

There are at least three kinds of conferences that might be
enlisted in conjunction with using portfolios:

1. Planning conferences, directed at helping students pull
together their porifolios, including their self-evaluative
remarks;

2. Sharing conferences, invoiving having students share their
portfolios with classmates;

3. Formative conferences, which involve joint assessment of
the portfolios by the teacher and students as they develop
goals for the future.

The frequency with which such conferences are held mayvary,
but a reasonable goal may be to plan one every semester or
grading period.

Conferences should not be viewed as ends unto themselves,
finales, or opportunities to upstage others, Rather, conferences
are largely intended to help students better understand their
strengths and needs. To maximize such benefits from these vari-
ous conferences, some planning should occur. Before the plan-
ning conference, the teachermight give one or more mini-lessons
in which he or she demonstrates with cne or two students how
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to decide what to place in the portfolio and some of the kinds of
evaluative comments that might be included. Before the sharing
conference, the teacher might discuss with the student (whose
work is to be shared) what she or he plans to share and sample,

Some guidelines for conferencing might be established with
the class, For instance, this might include developing a class list
of do’s and don’ts, such as the following:

Do's Dont's

» Give the writer feedback » Criticize the selection;
on what you like about
the selection;

* Comment on things that * Be negative;
are the sarmne and different.

* Ask: ¢ Interrogate.
Why certain pieces were
chosen;
What the writer learned
about him /herself;
What the writer plans to
do next;

* Encourage comparisons and
contrasts with other strategies;

* Let the writer do most of the
talking;

s Have the writer discuss areas
of improvement;

* Enjoy the fact that different
people will like different things.

Before the sumimit, have the students look back over their
portfolios. At this time, they might be encouraged to include
some of the comments that their classmates or the teacher
offered. In fact, they might include on their self-evaluations a
place to quote others. In addition, they might be encouraged to
complete a self-evaluation form or report directed at the portfolio
as a whole. For example, they might simply respond to the
following questions:

1. What can you do now that you could not,do before?

2, What are some of the things that you can do very well?
3. What do you want to do next?

4, What do you want to learn next?
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Logs and Journals

Logs and journals may be used to keep track of the amount
of reading and writing pursued as well as reflect on ongoing
achievements and future goals.

The role of logs and journals should not be minimized in
supporting student self-assessment. Many teachers are familiar
with reading and writing logs in which students keep track of
what they have read and written. These often serve a valuable
role in helping students reflect upon what they have read and
written as well as their progress so far.

Less commonplace may be the use of learning logs. Learning
logs are lists that students periodically develop to detail what
they have accomplished and future goals. For example, in
Westerville, some of the teachers have students look through
their portfolios for purposes of logging their accomplishments
and goals.

What I Have Learned My Future Goals

The students will pull out their portfolios, review their work,
and jot down rather expansive lists of achievements and future
goals. Perhaps their analyses may lack sophistication; nonethe-
less, they are generally on target and thoughtful.

Journals are another invaluable means by which students
can be engaged in meaningful reflection on their work and
accomplishments. Journals are private places where students
can record for themselves and the teacher their day-to-day
experlences. How might they be used with portfolics? Some
teachers encourage students to include their entire journals as
part of the portfolio or to copy sections from it. Other teachers
may encourage the students to refer to their journals especially
the self-evaluative comments, when pulling together their port-
folios, or to refer to their portfolios in their journals.

Other Approaches

The questionnaires presented here do not exhaust the pos-
sibilities, Other approaches to formalizing self-assessment are
available. In some of the classrooms that we have visiied,
teachers have involved students in helping define the criteria for
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grading their work and, in turn, evaluating themselves in accor-
dance with this criteria. Some of these practices are discussed in
the next chapter. In one high school classroom, the teacher had
students choose from a menu of possible criteria a subset of
characteristics for which they gave themselves grades; they
suggested different weights in determining an overall grade.
Regie Routman, in an excellent discussion of assessment (in her
update of her book Transitions), describes students’ use of self-
generated report cards. These self-generated report cards are
reports that students prepare on themselves.

Analysis of Student Self-assessment

A study conducted by one of the authors focuses on analyzing
students’ self-assessments of material included in portfolios.
Preliminary findings indicate that students’ self-assessments
mature over time. Specifically, students’ comments change in
the following ways:

1. Number of comments increase;

2, Comments focus on more aspects of writing;

3. Comments hecome more focused on both perscnal and
community expectations;

4, Students begin to notice growth through comparisons with
previous work:

5. Students’ ability to evaluate their total performance in-
creases.

Over the course of a one-year period, students produced
successively more comments about their work during each
grading period. As portfolios grew to encompass both recent and
past pieces, students had more opportunities to evaluate their
work, which increases student reliability.

As the number of comments increases, so does the breadth
of the comments. Students evaluate from personal views of what
is important, and their evaluations exceed the traditionalfocuses
of usage, style, handwriting, and form. When students are given
an opportunity to evaluate writing that isimportant to them, they
consider purpose, topic, personal relevance of the piece and per-
sonal qualities {effort, feelings) as well as other aspects.

Student assessmentsbegin tobe systematic. Students monitor
their progress toward accomplishing their goals as well as goals
or criteria that the classroom community of students has dis-
cussed. During the course of the year, students begin to use
previous pieces to show areas of specific improvement. They
become acutely aware of all of their work and are able to notice
small improvements from piece {o piece.

As student involvement and awareness of their own work
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grew, students grew in their ability to make decisions about their
overall portfolio contents. In other words, pieces are put into
portfolios for expanding purposes: to show new achievements,
toillustrate versatility, and to show personalinterests. Over time
students began to notice the ways in which all of the elements in
their portfolio form a composite picture of themselves.

A Final Word and Warning

Perhapsbecause of the newness of the topic of self-evaluation, we
wish to close with an expression of concern. As we have worked
with teachers on developing self-evaluation systems, especially
formal approaches such as guestionnaires, notecards, and logs,
we have noticed a couple of problematic tendencies. First, mak-
ing students overly conscious of what they are learning and
achieving has the potential to interfere with the spontaneous ex-
citement of writing. It would be a horrible world if all of our
experiences demanded analysis. Second, we worry about the
criteria that may be enlisted by students to make evaluative
analysis. In some classrooms, criteria may emerge that misdi-
rects students to low-level conventions (e.g. spelling and punc-
tuation) rather than get at the heart or the essence of a specific
selection. Furthermore, the same criterfa may be applied to
different works and so on. We would hate to see self-evaluation
become wall charts suggesting fixed criteria by which students
assess themselves.

Portfolios Available Through Publishing Houses

Several school text publishers and test development houses are
producing portfolios. They include:

« The Riverside Integrated Literature and Language Arts Portfolio
* Psychological Corporation, Integrated Language Arts Portfolio
e Silver-Burdett and Ginn

¢D.C. Heath

sHarcourt, Brace, and Jovanovich
» Scott Foresman and Company

While we laud the direction of such efforts, at the same titne we
also caution consumers. Portfolios should be viewed as vehicles
for student self-evaluation and assessment practices rooted in
thelife of the classroom and the world of the student. Scmetimes
prepackaged portfolios may work against the customization,
flexibility, and differential use of portfolios by teachers and
students. We recommend that such attempts be subjected to the
analysis described in the chapter "A Survey of Portfolio Projects.”




Chapter 8

Portfolio Analysis
and
Record Keeping

Portfolios increase the visibility of students. When wide col-
lections of reading and writing can be viewed over an extended
period of time, teachers are able to see patterns of strengths and
needs. One of the strengths of portfolios is the teacher interven-
tions they make possible. To take full advantage of information
gleaned from portfolios, many teachers keep anecdotal records
from conferences, make analytic notes while viewing portfolios,
and consolidate intervention possibilities on different checklists.

In one fifth grade classroom the teacher holds a variety of
conferences with his students. The teacher has many informal |
daily conferences, but in the heat of classroom life it is imprac- ‘

| \

Anecdotal Records from Portfolio Conferences
|
|

tical to record everything from these brief sessions. The teacher
therefore holds monthly portfolio conferences with each student.
During the scheduled conferences the teacherjots downnotesin
arecord bock. Anecdotal notes from monthly reading and writing
portfolio conferences are shown below, The students bring their
portfolio, their current writing projects, and books they are
reading to the conference.

125 d
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This teacher views the teacher-
student assessment conference
as a time lo engage with students
in a partnership that celebrates
achievement and provides direc-
tion for the future through setting
goals.

In the conference the teacher and student meet face to face.
Comments are focused on specific aspects of a student’s writing
or reading. This ensures communication on points that are
specific to the student’s needs. The teacher keeps records of
current reading or writing, notes whether student entries are up
todate in theirjournals, notes strengths and needs, and provides
instructional suggestions during the session.

The information this teacher learns during the portfolio
conference is used tofocus instruction during daily brief encoun-
ters, to develop end of term reports, as well as to form short-term
small groups for instruction on topics with which several stu-
dents need help.

Notes for Portfolio Analysis

At the end of each grading period, this teacher reviews each
portfolio in-depth, Three broad categories along with a menu of
possible areas for comment are used to help the teacher focus
analytic comments. The teacher notes overall characteristics,
reading strengths and needs, and writing strengths and needs.
The analysis form below illustrates notes taken during the full
portfolio analysis of one fifth-grade student’s portfolio.

Obviously the teacher’s anecdotal records are for his per-
sonal use. The comments he has written about the portfolio
reveal qualitative features that canbe focused on during instruc-
tional contacts as well as shared with parents during confer-
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ences. Furthermore, the teacher has noted stirdent self-evalu-
ations. This student has accurately recorded her confusion with
correct paragraphing in a self-evaluative comment. The teacher
noted the student’s desire in this area and followed through with
amini-lession tomeet this need. Collaboration like this helps the
teacher to develop instructional focuses that honorthe students’
readiness and reveals to students that they are heard and
respected as full members in a classroom that addresses their
concems.

Checklists

Often there is a need to compile information in a form that
affords a composite picture of the entire class so students’ needs
can be addressed efficlently through short term small group
mini-lessons.

o o

T

B R

Vehicles _for "on-the-run” assess-
ment are inlegral to successful
record-keeping and management,
Teachers can make forms suited
to their own classroorn needs.

In the sample checklist above, the teacher notes character-
istics from conferences and from a portfolio analysis. The teacher
uses a simple checking systemwherea + illustrates strong per-
formance, illustrates adequate progress, and a — denotes a
need for instructional emphasis.
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The teacher may use the checklist to form short term mini-
lesson groups or other support. By glancing down categories the
teacher can see who would benefit from similar specific lessons,
small group conferences, networking between students, or the
provision of resources.

Portfolio Analysis Guide

In this classroom criteria for portfolios are decided upon by
the entire class. Aholistic analysis guide was developed based on
levels of performance on the criteria. This guide can be used to
analyze portfolios by comparing each portfolio with descriptors
in each category. This type of guide should be developed and
understood by participating students. The primary intent is not
torank order students but to focus attention on descriptors toil-
luminate possible areas for inferventions to extend or supportfor
the student’s individual growth. The guide is intended for
analysis of individual work rather than as a comparative analysis
across a group of students.

Descriptors that focus teacher attention can be noted during
portfolio analysis and can serve as another source of information
for communication about students’ present level of performance.

Continua of Descripfors

A series of continua can also be used to plot individual
students’ achievements. An example of one such continua is
shown below. By plotting student performance several times
during the school year, student growth becomes more visible.
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Portfolio Analysis Guide

Beginning

Students may appear to be at beginning stages for a number of different
reasons: they may be emerging learners or learners who are only partially
engaged with the classroom community in this activity. They have yet to
realize their full potential; they may not be aware of or engage with their
potential. These portfolios exhibit:

« Some or very little versatility, little risk-taking in trying out new forms, a preference
for routine tasks over exploration.

* Detachment from the portfolio process.

» Unidimensional self-evaluations: either global statements or focusing on one
aspect of the work.

« Individual pieces reflect inexperience with written organization, standard English
conventions, and /or written development of ideas. Their message may be distorted
due to surface-feature errors.

* Responses inchide brief restatement of an incident and little evidence of personal
stance or involvement.

+ Limited interest in or use of reading and writing beyond classrcom requirements.

* On-going goals and goal-setting processes are either global or sketchy.

» Improvement: few shifts apparent.

» Problem-solving processes reflect few resources, disengagement, lack of confidence,
and/or lack of motivation.

» Limited use of resources such as sharing or peer input.

Intermediate

Developing leamner exhibits strengths and independence in selected areas
and potential yet to be realized in others. These portfolios exhibit:

» Expanding versatility.

» A reasonable effort to complete the portfolio with some attention to detail,
organization, and overall aesthetics.

s Se f-gvﬂ?luaﬂons which may be multidimensional but lack specific details and/or
breadih.

« Individual pieces that falter on more than one feature. For example, papers may
meander from the topic at times or there may be significant spelling or
punctuation errors. The pieces in the portfolio falter in development, structure,
and/or sophistication of ideas without distorting the central message.

+ Responses include comments about important incidents, but their focus is narrow
and has little development.

* Some interest in using reading and writing beyond assignments in classroom.

* Goal setting occurs, but is restricted or does not grow or shift across time.

= Depends on repetitive use of strategies for problem-solving.

* May use resources and suppeort in a rote fashion.

Advanced

More fully engaged, independent learner, These portfolios exhibit:

= Versatility in the variety of forms chosen.

* Clear organization of contents.

« Multidimensional self-evaluations that include reflections about a wide varety of
observed traits: process, text features, surface features, voice, word choice.,
audience awareness, perspective, and purpose.

» Individual pieces which: have a strong voice, stay on topic, are well-organized, have
weﬂ-fonneg sentences, and demonstrate effective word choice.

* Reponses represent sirong engagement and understanding of story elements;
key 1ssues are discussed.

« Uses reading and writing for many different reasons. Motivated to go beyond class
as signments.

= Goal-setting is expansive and shifts in relevant ways across Hme.

* Problem-solving involves using various resources in expansive and meaningful
ways.

« Flexible use of resources and support.
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Continua of Descriptors

Strong Performance NeedsImprovement
Versatility
Wide variety of Some variety Little or no variety.
reading and writing Collection shows
across genre. little breadth or depth.
Process
Samples reveal Processillustrated Minimal use of
discoveries or pivotal in inflexible or process to reflect
learning experiences. mechanistic ways. onachievements.
Response
Engaged with story Personalreflection Brief retelling of
Discusses key issues but focus is narrow. isolated events.
Evidence of critical
questioning,
Self-Evaluations
Multidimensfonal Developinginsights Single focus, global
Wide variety of Some specifics noted in nature.
observations.
Establishing Limited goal setting. Goal setting too broad
meaningful goals. ornon-existent.
Notesimprovement. Vague idea of improvement.

Individual Pieces

Strong control of Growing command Needs to improve:

a variety of elements: evidenced. Some flaws sophistication of
organization, cohesion, but major ideas are {deas, text features,
surface features, ete, clear. and surface features.

Problem Solving

Wrestles with problems Uses limited resources. Seems helpless.

using various resources. Wants quick fix. Frustirated by
Enjoys problem solving problems.
and learning new ways.

Purposefulness/Uses

Uses reading & writing Uses reading & writing Apathetic, resistant.
to satisfy various goals to meet others’ goals.

including sharing with

others.
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Clearly the intent of any continuum or scoring guide should
be to focus teachers and students on strengths, needs, imiprove-
ments, efforts, and growth from collaborative reflection. Setiing
criteria for portfolio assessment should be pursued cautiously
and with student input. Criterla will vary as students become
more sophisticated readers and writers, and should reflect their
new understandings. It has been our experience that student
self-evaluations should not be Hmited by a narrow list of traits.
When given an opportunity to reflect openly on their work
students’ comments are refreshingly honest and insightful.
Many times their reasons for including a piece in a portfolio is
because it has high personal significance. Remembering that the
portfolio is first and foremost a student-owned collection of most
highly-prized work should help us to proceed cautiously-—
because of the possibility of offending a child by telling him or her
that their best work is unsatisfactory.

Anecdotal records, checklists, continua, and scoring guides
facilitate an understanding of students’ strengths and needs.
The intent is to build, over time, a compilete record that reveals
achievemenits, needs, effort, growth, and reflection about accom-
plishments. Through these records the teacher and student can
better understand the breadth and depth of student work, and
together with the student, can form goals for future work,

Analyzing A Portfolio

One fifth grader in his autumn writing portfolio included
three samples of his writing: a poem about the wind, an article

about Olympic boxing, and an informational piece about high
jumping;

Over ¥ne podt 2
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P

These three pieces are works the teacher and the student
discussed in writing conferences while the pieces were in prog-
ress and are only a small portion of the student's total writing
collection. The three pieces this student chose for his showcase
portfolio represent his perceptions of his best work during Sep-
tember, October, and November,

This fifth grade student writes in three different forms, He is
able to express himself clearly and is willing to take risks with
language and form. He sustains a topic and communicates his
message clearly to an audience. Each piece has been revised.




Portfolio Analysis and Record Keeping 137

This student finds writing tedious but is willing to persist until
he has reached a final product. These pieces represent a lot of
work for the student at this point in the school year. The
comments he has written about each piece reflect only some of
his thoughts about his work. Such comments can emanate from
a conference or from sharing. On the surface, they reveal that he
is concerned and aware of his use of language. He says about his
boxing piece: “I especially like the phrase, ‘sending Chun Jin-
Chull {o the mat.”™

He comments on the use of “good” cursive writings in his
poem and points out that he has “described a lot.” He also
distinguishes between forms of writing. He attends to the infor-
mational piece by commenting on his use of information and
especially his use of percentages.

We see the teacher's function as helping the students reflect
upon their work. To that end, the teacher might view conferences
as a time to encourage further reflection by asking the child:

* What other things did you like?
* What things did you wrestle with?
¢ Were there things you discovered as you wrestled with

this ?
» How is this like other things you have done or planned
to do?

At the same time the teacher might share with the student his
or her thoughts as well as comments others might make. For
example, the teacher might talk about the events described by
the student or other stories, poems, and so forth, of which the
teacher was reminded. The teacher could comment on the
richness and power of the language. Most importantly, the
teacher could have the student reflect on what might happen to
the text (sharing, publishing, etc.) and future goals. Finally, the
teacher might jot down some notes detailing the student’s inter-
ests and comments perfaining to strategies and skills.

This particular student’s teacher chose aspects of his work
to focus on and praise. His teacher, for example, noted that the
student approaches planning by enlisting input from peers and
revises with a great deal of (maybe too much) concern for
neatness. His work demonstrates a growing awareness of audi-
ence by providing the information an outsider would need to
know to understand the circumstances, and it shows the au-
thor's poem is rich with imagery. He clearly is working on a form
that works for this free verse poem and he is successful at
capturing the growing sense of winter's presence. Furthermore,
he enjoys mulling over what should be selected to go into his
portfolio and has two or three comments about his work. All of
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these characteristics should be celebrated with this writer.

Based upon the conference, the teacher might offer some
suggestions for proceeding. The teacher might note that over
time this student could benefit from having a facilitator help him
extend his ideas; each piece is short and could be enriched with
additional information. The student might be given some help
with revision, a process the teacher feels the writer has little
patience for at this time. This type of assistance would help the
student develop new ideas, although feedback of this sort would
have to be done carefully to avoid frustrating a budding writer.
The student could also benefit from some instruction about
paragraphing as well as drawing his attention to other minor
mechanical and spelling errors that may help tighten his editing
skills. The student himself should be asked what his goals are
for improving his writing,

Certainly, there are many strengths and needs this writer
exhibits in his portfolio. A look at this student’'s subsequent
portfolio would reveal his growth in the areas the teacher and
student chose to discuss.

Parental Review, Feedback, and Reflection

Often we encounter experiences that turn our stornachs
about assessment and parental involvement. These stories range
from parents becoming disillusioned with their child’s abilities to
young adolescents becoming sufficiently depressed about their
performance and the reaction of family members to their re-
ported progress that they drop out or even contemplate or
comimit suicide. We need to begin to ask ourselves how can we
re-orient assessment so that our students, parents and the
school are working together in positive and productive ways.

How might we approach parental involvement? As proce-
dures and criteria are developed for analyzing portfolios, parents
should be involved and considered as an audience for and
contributor to both the students’ portfolios and methods for re-
porting student progress. We would like to see parents engaged
in offering input about their children Furthermore, asmethods
are developed for reporting student progress using information
available in the students’ portfolio, we hope that parents are
involved in offering input and, in turn, that they will understand
the information that is reported. The school-based assessment
plan should nourish a positive ongoing relatienship between the
child, the parent and the school,

We would suggest that you begin with informational meet-
ings, open houses, memos outlining the nature of assessment
practices as well as conferences with parents individually.
Unless parents are informed in face to face meetings, by tele-
phone or with clearly presented background information on
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carefully crafted porifolio-based reports or analysis schemes,
they may not understand the information they are sent or they
may interpret the reported progress of their child negatively. We
should ask ourselves: How we might develop a parent’s under-
standing? How might we obtain input from the parents? How
might we develop a reciprocal relationship with the parent that
works for the child?

We try to use the following guidelines when we conference
with the child’s parents:

1.

Give the parent advance notice that you will be contacting
them about setting up a conference;

Invite the parents either by phone, face to face, or in
conjunction with preestablished parental evenings;

Have on hand the student’s portfolio and other relevant
information such as his or her ongoing folder. In several
of the school districts there exists ongoing literacy folders
or profiles which are part of the student’s permanent file.

Create a situation that is comfortable, non-threatening,
and that allows you to work collaboratively with the
parent. Sit side-by side rather than across from one an-
other. If the parent’s language is other than your own, pre-
arrange for an interpreter.

Keep the focus on having a conversation about the child.
Some of the areas that you might discuss are: the types of
stories and reports that the child likes reading and writing;
particular interests of the child that might be drawn upon;
how the child spends her or his time outside of school and
the types of interactions he or she has with siblings and
parents; changes that the parents and you have observed;
opportunities that the parents might pursue at home; op-
portunities that the parents would like for their child; and
SO OIL

Ask open-ended questions, ask parents to expand upon
points, ask them to provide illustrations, as you talk about
the child’s progress refer to the portfolio and related forms
upon which you have been keeping tabs on their child.

Pull together the conference in some form of collaborative
summary for both yourself and the parent to keep. Write
up summary as part of your ongoing literacy folder for the
child. In future conferences, you can refer back to the
summary. :
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As an aside, the format we have outlined for a parent confer-
ence parallels the fypes of negotiations that we would like to see
occur between the child and the teacher periodically.

Report cards serve a major role in informing parents about
theirchild’s progress. Unfortunately, we suspect that they create
more problems than they solve. Oftentimes, the report cards'
forms themselves reflect a very narrow view of the student’s
reading and writing, The comments or grades tend to represent
a form of summarization that fails to do justice to the child’s
reading and writing experiences—their diversity, his improve-
ments, her efforts, ongoing learning goals and so on. Examina-
tions of the think-alouds of teachers as they determine grades
suggest that decisions tend to be forced to fit the grade or made
using criteria which seems objective but may in actuality be
arbitrary. Moreover, most report cards tend to compare students
with A’s, B’s, C’s, or D’s or categories that canbe easily translated
tomean the same kinds of evaluations of success orfailure which
work against the view of the child as an ongoing leamer.

Aswe have contemplated the use of report cards in conjunc-
tion with portfolios, we encourage teachers to consider the
following gnidelines: '

1. EKeep the report cards as open-ended as possible

2. Focus on the student’s achievements and ongoing learn-
ing goals rather than weaknesses

3. Expand the menu of possible topics for discussion on the
report cards to include those which follow from portfolio
use (see analysis forms)

4. Involve the students in pursuing a collaborative report

Permanent School-based Portfolios: Meeting the Needs of
Next Year’s Teacher and other Stakeholders

Frequentlywe are asked by administrators and teachers Can
the student portfolio becomes part of the school's permanent
record? Can some kind of score or analysis of the portfolio serve
in its place? Our response tends to be “Yes and No.”

Yes, we like the idea of the school maintaining an ongoing
~ portfolio of the students’ reading and writing and other activities
such as science, art, and so forth, which is updated by the
teacher in collaboration with the students on an annual or semi-
annual basis. This should not replace the student’s own portfolio
which he or she maintains and retains. There should be two
portfolios: the student’s own portfolio and a portfolio that is part
of the child’s ongoing permanent folder. Certainly, they may
share some things in common and relate te one another, but we
see them as serving somewhat distinct audiences and purposes.
Whereas the student’s portfolio is a vehicle largely for student
reflection, teacher reflection and parents, the ongoing school-
based portfolio can serve as a vehicle for resource teachers, next
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year's teacher, administrators and other stake-holders., While
the student’s portfolio is intended to capture the student’s work
and reflections related to the particular kinds of experiences that
emerge from particular classrooms, the school-based portfolio
may be more structured and call for certain kinds of inclusions
from different classrooms. The student’s portfolic can serve as
the basisfor selecting materialforthe school-based portfolio, but j
should not displace or replace it. Furthermore, it should not be
detached from the student.

An interesting proposal along these lines is currently being ‘
developed by Bay Village, Ohio. The superintendant at Bay {

Village has proposed that an ongoing permanent portfolio be
part of the permanent records for all of the district's students.
Upon graduation the student would receive his or her portfolio ‘
along with his or her diploma. %‘
We do support the use and incorporation of various portfolio
analysis forms and procedures. However, it is key to use analysis
procedures that reflect the nature of portfolios and their potential
rather than some preset notions, yardsticks, or motivations that
limit the possibilities or work in opposition to the possibilities
with portfolios. Among the methods proposed to analyze portfolio 1
that we have reviewed in the next chapter are some which I
approach portfolio analysis in a rigid versus flexible, unidimen- 1
sionalrather than multi-dimensional, aswell as detached rather |
than collaborative fashion, We view such proposals as problem-
atic. In other words, we support proposal for analyzing portfolios
in terms of features that reflect the nature of portfolios rather

than those that do not.
In the current chapter we have tried to describe what we see
as some possibilities. The following flowchart represents an ,
overview of how we envision the portfolio process. We would hope ]
that our proposal is more suggestive than prescriptive. S
H
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Chapter 9

A Survey of Portfolios

i
At a recent meeting, a colleague made the comment that
portfolios were worthwhile but would not survive long in schools
“since you can't score or grade them, and whether or not you like \
it, society demands scores.” We both agree and disagree with i
him, We agree that it is unfortunate that society demands scores.
We would add that it seems unfortunate that schools might try l
to score or grade portfolios. But we disagree that it can’t be done. I
In fact, a number of proposals exist for doing so. {
This chapter attempts to describe some of the proposals that ‘
have evolved. Before describing these efforts, we would like to Ji
emphasize the following points: ‘
1. We would prefer that portfolios were not scored or
graded but that students’ efforts be evaluated through i
descriptions that illustrate individual strengths and j |
needs;
2. If they are graded, we would like to see multiple grades
differentiating a variety of aspects of student achieve-
ment, effort, and goals. Ideally, we prefer narrative ,
comments that capture the individual and what he or }
she has done and is doing. |
This should come as no surprise since it seems almost
hypocritical to pursue simplification, standardization, and ob-
jectivity when portfolios are based upon notions of complexity,
individuality, and subjectivity. :

147 A |
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Overview of Selected Evaluation Schemes

The state of Vermont, the Educational Testing Service,
selected university groups, various school districts, and class-
room teachers have drafted proposals for using portfolios as a
basis for evaluating individuals. In general, there seems to be a
number of dimensions that characterize the variations that are
being proposed. The following tables depict the variations that we
see across the purposes for using portfolios, their use as sources
of data for making judgments, the criteria applied to the data
sources, the involvement of participants, and the kind of sum-
mary developed. _

Each proposal will be reviewed across the dimensions out-
lined on the Proposal Characteristics, and the summary chart
below will be used to synopsize the characteristics of each
proposal. The dimensions are defined in the summary chart on
p. 149,

Nature & Degree of Flexibility/ Amount of
Use of Differen- Arbitrariness Teacher-
Portfolios tiation in Student
Performance Involvement
-
ErEl |z 2
Fi ¢% |25 s i E
3| 2 £5 |52 22| & | 2
-] o =5 s g 228l =g a <
gl 5 3 |2€ 53| = 3 2
3| & 58 |2 SE| e S| &
Purposes
Use of Portfolio
Data Sources
Criteria Applied
to Data Sources
Summary
and Report

Examples of Using Portfolios to Evaluate Students
A High School Classroom

Background '

Prior to using portfolios, a high school English teacher had
students submit new work to her for grading. Her method of
grading was tied to a computation of scores she gave to various
aspects of their work or assignment. For example, with essays
they had written on two books they had read, points were
awarded for evidence of development and planning, first draft,
use of peer input, and final draft.

The teacher set her criteria and awarded the final grade.




Evaluating Portfolios 149

‘sojjopIod ‘sofjopzod
50108 UOREZIpUEs I} B AP “BAINE3
gy1odaz Areununs | pus Aypqeredwod | -me 5E0I02 530U *gofjopacd -sptodar Bupeps Jo Sumey] € Ry
Jo uoneuLIo) a1 | welunsse ey s P LM SUEPI0S *a[eIs atp jo epadse 07 uopeuuefs | -3odaz jo uopdimesp yroday
uo ayetoqeqen |  offitia ® uo AW | -0e Uy Area 0} JdE & axp-Arewums 3fuie | jo M3Lrea v g [Ejap reuopdo Jo | aaperreu Fugdojaasp pue
'gpodas Aeunung SO R -ggosse ojjopiod |uopruLIOj aspdpos ® 0] PojI}SAT 2apdimeap pue [euoRIppE T8 u} sommes Lreugsd Apmnuing
dofaa3p sIepIIng| 'HUsPIE 'MIBYPEIL soeid 0} BpUAL -3p ® EAUATICT 2 0) SPUSL| [ENURISYID §3p1Acsd | Pasn 3B 60ONI0d | ¥ §E aa198 BO[OLI0d
'SprepuTys
2]08 L[ T8 pamals
10U 3FE PUR SULII}
2apdineap jJo faprea saousiradie Ot
“SILISWIIOD 3R apepset| opp e plaif ealHD -ofjoped i jo [EN0R MUspYs
‘P Aq pauezojuy are | -sofopaed yuAIAnp a§1ome | esaLp jo 3esqna e o] sojopted jo soadee | GaIME3) [EPRUDEED It 0} PaR THNID
PUB BI3LDE| PpUE SUIPIYE IPM|  ss0XH Aem oursw | samyea) @ ojjonaod rensyew ojjopIed snopea Fuupiinexs o quesaxdal | ipeaR sofopaod ey
wieg yndug jnoym|  uopersdeod up pa a1 wy pafdde o) ojjopJod wog s uodn pasodun spiym padeaasp | jou Aewt sojjoptod | LOpEBULIG)LT JO SPUR] AN
padojaasp sae viIED|-doEaop are eINUD | € THSI paxy V Area Keut IR 91 Boym aius v| are epoym oidpiny | o) pondde wapn oL} 1090 BERIHD
*PRIIPISUOD
aq Lew gpdasde a0
"UOREN[EAD 91 JO ‘suzajed Bupeed pue Juawaacsd
‘papasu| yred se pogaalas are -fing 10] 10 SaRRKIE ‘uopenfeas]| -un ‘3fuey sapmqe | 31008 189 BB LONS
§179mu0d JUSPINE 10| eI BIIN0E ¥jEp | pIEPIEPUES puE | jo oBuUBL e Jof 30UAP | I0] HIFE] FE PRI sidpinw jo anogradar | S30IN08 BIEP IS0 g
TOU8a) [EILUTI YRR | 2u3 U0 RIIHO TR paLguLINapaId -1AD H2 JAL3E YL oxg idures Fupiim|  JO FULID] UJ pIURLE aoedep Jou w30p ‘syusuipn| Jo
Kem ¥ yong Uy paugep|  Sezoqe[od HUSP 5 sadures | weppqiseed 10] ojul anejuasaadal &8 3 are sojjoptod | pue s paredwod | Fupfeux xo] #jeeq g SI0IMOG
o8 §33IT08 BYEp 1| -TiE PUE SIIPRIL Funoo(e8 Jo pOIPAW | paaep ae sofjontod |yons *sadures offg | jo SITQ RS SNOMEA | 8} [PHAEW OO0 | 6 [RHABWX OJ[013I0]
ey
-gaagred -jopicd Aupenie | | "PIRRQ-UCHIR
PIAIDAUT UM -A9 10§ vasodmd e ‘SAN[AROR B SPRIIE | ‘§169) PIZIpIepUE}S
-aq uopunofau Fupepoau 12 pawgurrajepaad | 03 358 TenplalpLy 0f Jo afues 'sea00ad se yans eep
Suwofuo ynoa pa|  -uoEs B ‘sjuared 2q o3 pus ofjoj | menpiamu *ojjoptod | -Aepyerd [eI3s0 quawasactdin Guamt | Jdtpo juswaiduten "2)BD JUIUISSIS sauodm,g
«do[aaop are sasod| ‘SJUIPIIE BIA[0A rod Sunenyeas 03 ojjoppiod wog 0 YUSWISSIeER 0] | -AQRPE [[21340 t3pnfo | Jo SjERUElsqre o) | -8E J0f 0aN0S I0few
~md uopenERsd U RORERBAT 10 sesodmy | Ares Kew sssodmg| pamsas sasodmd -uy Kewt senodang | pasn e sejofiIod |SY) S JATIR HOJ[ONIOL
S[qreafd Pamesyd [ERUaRALId
PIYPERQ ‘A AREICE][0D paxld® PSR PA W S[qELTEA R Ll R T % Adpn ERydiRd EA reQuan

Figure 9.1: Summary Chart
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The teacher then decided to use the portfolio as the major
bhasis for evaluating students. She engaged students in helping
her to develop guidelines for the features included in the portfo-
lios, to identify possible criteria that might apply to select
material for the portfolios, and to corroborate with her both in
awarding points for various aspects of their portfolio and in de-
termining the overall final grade.

Purpose

* To evaluate the student’s portfolio;
* To engage students in collaborative self-assessment;
» To determine a final grade for course performance.

Process

At the end of the course, the students developed showcase
portfolios from work they completed during the course. The
students and the teacheridentified the general guidelines for the
portfolio; and the criteria that might apply for grading their own
portfolic (with peer input), and they shared portfolios with
classmates. After sharing portfolios, students offered each other
feedback and used the criteria as a basis for evaluating their
portfolios prior to submitting them to the teacher for her evalu-
ation.

Evaluation Process

Goals of portfolios are discussed and negotiated with
students.

Guidelines and procedures for developing showcase are
determined, as well as sources of material and criteria.

Showcase portfolio is developed by student with peer input.

Self-evaluation comments are developed and showcase
portiolios presented.

Students select criteria to apply to portfolio and evaluate the

portfolio in these terms.
Portiolio is submitted to teacher. Teacher reviews portfolio,
student self-evaluative comments, and criteria scores and
then awards grade.

Porifolios are returned to students.
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Sources for Evaluation

The students and the teacher discussed features they should
include in the portfolio and to be used as the basis for evaluation.
They set up as goals for the portfolio:

s Arange of projects from school assignments and writing
outside of school;

» A presentation based upon those projects as well as the
folder that organizes their materials;

e Self-evaluative comments that describe the portfolio
selections.

Criteria for Evaluation

The students and the teacher identified a list of criteria
against which porifolios might be evaluated. Each student was
responsible for selecting at least four criteria that were to be
applied to the portfolio; deciding the weight or maximum number
of points that these selected areas of criteria might receive; and
evaluating his or her own portfolios on these terms. Students’
portfolics and their evaluations were then submitted to the
teacher. Possible criteria from which they selected included:

¢ Evidence of improvement;
Evidence of effort:
Quality of self-evaluation;
Range of projects;
Presentation;
Future goals.

Summarizing and Reporting

The teacher returned the portfolios with a set of scores for
each criterion and comments. The final grades were based on an
aggregation of the subscores.
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Qualitative Analysis of Portfolio Evaluation Procedure

Nature & Degree of Flexibility/ Amount of
Use of Differen- Arbitrariness Teacher-
Portfolios tiation in . Student
Performance Involvement
T
5_; 2 3 £
= - - - =
S SE |52 2 5 g
B2 | |22 (35 [ 58l 34 | 2| 2
Y I ZE E R @E z 2
ol & Za8 |ne k| diE ] a
Purposes v v v v
Use of Portfolio
Data Sources V “ ‘/ V
Criteria Applied
to Data Sources V V V ‘/
Summary
and Report V V “ V
Comments

Portfolios contributed to a shift in this high school teacher's
evaluation procedures from being teacher-controlled to collabo-
rative. Students became more engaged in the evaluation process.
Perhaps the method of summarizing could have been more
descriptive, affording greater flexibility and offering more vari-
ation from student to student.

An Elementary School Classroom
Background

Prior to using portfolios, the teacher had students keep their
material in folders. At the end of each quarter, he would develop,
using his notes, a written narrative of each student’s progress,
for which he would obtain feedback from the students. When he
introduced portiolios and student self-assessment, his focus
shifted to having students scrutinize their own work, select
representative samples of their efforts, and develop self-evalu-
ative comments of these selected efforts and their overall per-
formance. Instead of his wriling narrative summaries based
upon his notes, his end-of-quarter evaluation moved toward
cultivating the students’ achievements and offering feedback on
their evaluations of their achievement and future goals. The
teacher still developed written narratives, but this was informed
by the students and characterized by greater collaboration
between teacher and students.
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Purposes

» To engage the students in periodical self-evaluation of
their achievements, efforts and improvements;

* To help the students establish future goals;

* To confer with students on their progress and future
plans: .

» To develop written narrative on their work,

Process

At the end of every grading period the students sort through
the reading and writing projects they have pursued. They select
those that they wish to include in their portfolios, using note-
cards (clipped to the various pieces) to write their reasons for
selecting each piece and to explain its origin. Upon completing
their reading-writing portfolio, they develop a self-evaluation
summary of their portfolio detailing what they see as their
strengths and future goals. These self-evaluation summaries are
submitted with the portfolios to the teacher, who meets with
them as he is developing his written narratives. The teacher
plans interventions that guide future contacts with individual
and small groups.

Evaluation Process

The teacher and students discuss the goals of portfolio,
the nature of the process, possible guidelines for selecting
materials, and features that might be mentioned in the

' self-evaluation report.

Students collect reading and writing work.
Students select reading and writing pieces to be included in
portfolios and consult with peers, parents, and teachers.
They develop self-evaluation notecards for each piece.

Students review entire portfolio and develop a
self-evaluative summary.

Portfolio, self-evaluation cards, and summary are
shared with teacher and parents.

Teacher holds a conference with each student.
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Sources for Evaluation

The class agrees to limit each student to a certain number of
pieces: in this case, eight. Sources for pieces include projects,
reports, stories, letters, journal entries, reader-response sheets,
and so forth.

Criteria for Evaluation
The students and teacher discuss possible criteria that might
guide students’ choices but they do not set any fixed criteria and

self-evaluation. Students are encouraged to make selections and
to develop self-evaluative statements with comments from peers.

Summarizing and Reporting
Each student’s self-evaluation note cards and summary
serves as the basis for a conference with the teacher, which,

in turn, frames the teacher’s narrative suminary.

Qualitative Analysis of Portfolio Evaluation Procedure
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*Indicates parents are involved with this aspect of the portfolio process.

Comments
The use of portfolios for evaluation in this classroom repre-
sents a concerted effort to involve the students in collaborative
evaluations; to pursue evaluation procedures grounded in the
students’ literacy experiences and their views of their literacy
experiences; and to developthe students’ self-assessment strate-

gies.
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District-Level Portfolio Evaluation Procedure
Background

The large city school district initiated a number of innovative
assessment and teaching practices including a holistic assess-
ment of writing using analytical procedures to assess various
stylistic and mechanic features of student writing. Teachers were
encouraged to use one rubric at all levels in their evaluation of
students’ writing, Students kept their writing in working folders.
Some teachers in the school district initiated their own student
portfolios. To complement other assessment data, portfolios are
being initiated district-wide at the elementary, middle, and high
school level.

Purpose

The district’s proposalfor evaluating portfolios is intended to
serve as a means of broadening the district's writing evaluation
to complement holistic writing assessment, and as a means of
supporting state mandates for ongoing records of student’s
strengths and weaknesses. Secondary goals include involving
the students in self-assessment.

Process

Schools maintain individual student portfolics, which in-
clude:
1. Summative writing samples and scores from the
district-wide holistic writing assessment;
2. A representative work sample from each grading pe-
riod, including a completed self-evaluation form.
Teachers are expected to have a conference periodically with
each student for selecting both the writing sample that would be
analyzed in accordance with the district’s analytic trait rubric
and a sample representative of the progress the student makes
over the year.

Evaluation Process
Student work is collected in folders provided by the district.
At the end of every quarterly grading period students select
their “strongest” draft and complete a self-evaluation of the
work to place in their porifolio.

The teacher selects one of the two drafts for forinal evaluation
using the district’s analytic trait rubric,

At the end of the year, when four papers are placed in folder,
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the student and teacher jointly determine the work that “best
reflects the student’s growth.”

Summative writing assessment scores and samples are added,
and the portfolio is passed on to the next year's teacher.

Sources for Evaluation

Writing samples completed in conjunction with classwork as
well as writing samples acquired during district-wide writing
assessment are used. Scores are derived by applications of the
analytic-trait rubric to selected samples.

Criteria for Evaluation

Theteacher and students collaborate on the selection of work
that represents their best effort and progress over the year.
District-level analytic procedures are intended to assess the
stylistic and mechanical qualities of individual writing samples.

Summarizing and Reporting

Scores for selected writing samples are generated. In addi-
tion, a supplementary evaluation form is completed by the
teacher and attached to each student’sreport card. A copy of this
report card is presented in figure 9.2.

Some of the areas included on the report form (e.g., “Writes
in a variety of forms™; “Demonstrates ownership of own learning”)
and the criteria (“Usually”; “Sometimes”; “Working on”) tie di-
rectly to the portfolio.
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Supplementary Report to Parents
WRITING

This supplementary evaluation form 1s attached to your child's
regular report card in order to supply information that reflects
the focus of our imstructional program and conforms with our phi-
losophy of education and our schocl's mission statement.

Explanation of Marks
U = Usually
S Sometimes Grading Grading Grading  Grading
W = Working on Period 1 Period 2 Perlod 3 Period 4

il

Demonstrates fluency
in written expression

Enjoys and initiates
own writing

Uses own creative
ldeas in writing

Develops and organizes
ideas

Writes in a varilety of
forms

Uses the writing process

Communicates clearly in
written form

Shows a willingness to
take risks

Demonstrates ownership of
own learning

Comments:

Grading Period 1 Geal:Demonstrates fluency in written expression.

Grading Period 2 Goal:

Grading Periocd 3 Goal:

Grading Pericd 4 Goal:

Figure 9.2: Supplementary Report to Parents
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Comments

This district-level proposal represents an attempt to evaluate
portfolios in a manner consistent with preexisting views of
assessment and evaluation. The portfolios are not the primary
means of evaluation but are subordinate to existing goals.
Instead of considering the range of possible data that portfolios
can yield and the variety of criteria that can be applied, the
district proposal is rather restrictive and rigid. Above all, the dis-
trict proposal forces the portfolio to fit the district’s existing
analytic scoring procedures. In this regard, the proposal seems
to reflect an unwillingness to consider what portfolios might
afford and a reluctance to move away from preexisting evaluation
procedures. It is as if the district has a limited willingness to
consider portfolios.

On the positive side, however, the district has begun to shift
its report card to reflect the students’ portfolios, In particular, it
has included an evaluation of the range of reading and writing the
students are pursuing and their degree of ownership. The area
of self-evaluation by students has gone undeveloped. The dis-
trict’s goalis tobroaden the portfolio approach, including the de-
velopment of reading portfolios (list of books read, tapes of oral
reading, students’ published books, reader-response journal
entries) as well as teacher observations and assessment. Hope-
fully, its evaluation procedures will not be limited to the same
preexisting procedures, criteria, and strategies that limit the
writing portfolio.

A State-level Example
Background
The state of Venmnont appears to be about to launch portfolio

assessment procedures statewide, The Vermont Commmissioner
of Education, Richard Mills, describes the evolution of a decision

to use portfolios:

Teacher after teacher argued standardized tests measurea
narrowband of performance and trivialize the curriculum...
Others insisted there had to to be a test ...[to] show where
the money goes... To respond most appropriately to the
concern over the lack of statewide assessment, weneeded a
way to combine the proven familiarity of standardized tests
with something that would capture the full range of student
performance... We finally hit upon a unique approach, the
centerpiece of which is an assessment of performance
through a portfolio of student work beginning with writing
and mathematics, then expanding into other areas of the
curriculum. Also standardized tests, based on Vermont ob-
Jectives, will provide important anchors (1989, p. 8-9).
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Since that decision, the proposal to use portfolics has
received funds from the governor and the Governor's Associa-
tion, approval from the state board of education, and, after
lengthy study in committee, support fromn the state legislature.

Purpose

The Vermont Portfolio plan is intended to address concerns
over accountability and the need for assessment data that
achieves the following:

1. Informs and enhances curriculum decisions;
2. Spurs examination, reflection, and action on educa-
tion.

Process

Vermont's portfolio-based evaluation system was piloted in
the 1990-91 school year, The plans for 1990-91 were to assess
fourth and eighth grade students in writing and mathematics by
the use of three methods—a portfolio, a best piece, and a uniform
test. In particular, all fourth and eighth grade studenis will keep
portfolios of their “significant work” {papers, poems, extended
problems, informative writing, persuasion). The writing portion
of the portfolio assessment will contain a minimum of six re-
quired pieces that will reflect work across the curriculum. Each
piece willbe dated, and the portfoliowillinclude all drafis leading
to the final product. In addition, each student will select from the
portfolio the piece of work that represents his or her best piece
of the year. Given that the portfolio is an ongoing part of
classroom activities, each portfolic piece as well as the portfolio
as a whole will have been assessed by the teacher. A conference
with the student is planned to give the student feedback on the
portfolio and the criteria used to evaluate it.

Teams of Vermont teachers, trained to evaluate portfolios,
will, using a subset of the fourth and eighth grade portfolios,
validate the evaluation on the portfolios mmade by the teacher. In
addition, they will score this same set of portfolios against state-
established criteria.

Evaluation Process
Guidelines for developing portfolios are implemented.
Students keep collections of Various documents (including

drafts} of schoolwork and these are dated. Teacher evaluative
comments are also kept.

Selected “pieces” including a “best piece” are chosen by the




Portfolio Assessment in the Reading-Writing Classroom 160

students with the teacher’s help.

Self-evaluative comments as well as teachers evaluative
comments are included with the portfolio document.

Teacher evaluates “whole” porifolio and gives feedback to
students.

Trained, outside reviewers randomly select a subset of
portfolios that are evaluated in accordance with state
adopted criteria and guidelines,

Summary report for portfolios is provided for schools and
programs. Schools share portfolio-based report with
community and discuss plans for improvement.

With staff support, plans for improvement are pursued.
Sources for Evaluation

The minimum content for the Vermont writing portfoliosis as
foliows:
1. Table of contents:
9. “Best piece” (dated, chosen with teacher’s help, all
drafts);
3. Letters to reviewers explaining choice of “best piece”
and process of development; :
4. Poem, short story, or play (dated, all drafts};
5. Content area prose piece (dated, all drafts);
6. Personal, written response to a book, current issue,
social problem, math problem or scientific phenomena
(dated, all drafts).
For purposes of state-level evaluation, a random sample of
student portfolios is collected.

Criteria for Evaluation

The guidelines for evaluating portfolios is accomplished with
established criteria applied to a random set of portfolios from a
grade level. The following two sets of criteria are applied to the
portfolio by the outside reviewers:

1. A set of criteria for evaluating individual student
porifolios and “best pieces”;

2. A set of criteria for evaluating the program represent-
ing the portfolio set. . _

Figure 9.3 lists the criteria or guidelines used to evaluate in-
dividual portfolios; Figure 9.4 lists the criteria or guidelines used
to evaluate portfolios across a program.
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Figure 9.3 Criteria for Individual Portfolios

1.  Does the writing exhibit sentence variety and a sense of personal
expression?

[l Unaccepiable [} Low Acceptable [] High Acceptable [] Outstanding

2.  Doesthefinaldraft exhibit an awareness of appropriate mechanics,
usage and grammar?
[l Unacceptable [} Low Acceptable [| High Acceptable [] Outstanding

3. Istherea senseof fluency and organization suitable to the writer's
purpose?
[l Unacceptable {j Low Acceptable [] High Acceptable [] Qutstanding

4.  Does the writer attempt significant revision and s there evidence of
improvement from the first draft to the final copy?
[l Unacceptable [| Low Acceptable [| High Acceptable [] Outstanding

(] N/A: Writer's submitted work demonstrates first draft work at "final
draft” level.

Figure 9.4: Criteria for Program

1. Development of student: Is there progress from earliest dated to
most recently dated works?

[l Unacceptable [] Low Acceptable [] High Acceptable [] Outstanding

2.  Rangeofwriting: Is there evidence of sufficient variety to challenge
all students and to allow each student an opportunity for success?

{l Unacceptable [| Low Acceptable [l High Acceptable [] Cutstanding

3.  Breadth/intensity of responses tothe writing: Howmuchevidence
is there of teacher / peer response to the student's drafts, and opportunity
Jor revision by the student?

[l Unacceptable [] Low Acceptable [] High Acceptable [] Outstanding

Summarizing and Reporting

" The strengths and weaknesses of portfolios as determined by
the various criteria are transformed into a summary report. This
report lists the extent to which various “best pieces” and “port-
folios” are acceptable—outstanding or low acceptability or unac-
ceptable—and provides an overall summary of the report. An
example of such a report is included in Figure 9.5.
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VERMONT STATEWIDE WRITING ASSESSMENT:

NAME OF SCHOOL: ALL THINGS UNION SCHOOL (K-12)
YEAR OF REPORT: 1990-91

GRADE REPORTED: ATH
NUMBER OF CLASSRCOMS REPORTED: 4
TOTAL NUMBER OF _4TH GRADE STUDENTS IN SAMPLE: 34

1. Sentence variety and sense of personal expression:

Best plece Portfolio
of students "Unacceptable"
of students “Low acceptable®
of students *High acceptable™
of students “Outstanding™

L

2. Machanics, usage and grammar:
$ of students “Unacceptable®

% of students "Low acceptable"

% of students "High acceptable”

% of students "Qutstanding"

3. Fluency and organization:
$ of students "Unacceptable"

% of students “Low acceptable"

% of students "High acceptable"

% of students “Outstanding"

4. Revialon, improvement from lst draft to final copy:
% of students "Unacceptable"
% of students "Low acceptable”
% of students “High acceptable"
% of students "Qutstanding"

PROGREM EVALUATICON:

1. Development of Students:
% of students “Unacceptable"

% of students "Low acceptable"

% of students “High acceptable®
% of students "Outstanding®

2. Range of writing challenges:
% of students “Unacceptable"

% of students "Low acceptable"

% of students "High acceptable"

% of students "Outstanding"

3. Breadth/intensity of focus on each assignment:
% of students "Unacceptable"

% of students "Low acceptable“

% of students "High acceptable"

% of students "Outstanding"

REVIEWERS ' COMMENTS: Fourth graders at this school have a strong grasp
of mechanics, and the fluency in thelr papers demcdnstrates that most of them
write frequently: They are well practiced., The high percentage of students
whose work never goes beyond a flrst draft suggests that the school might
want to make a greater effort at encouraging students to revise their work.
Responses from teachers in three of the four classrooms were designed to
encourage the students but did net provide direction for future work. We
commend the teacher of class 4D and encourage the school to review the way
this teacher responds to student werk. None of the portfollos reviewed
contained work from content areas other than Language Arts. We exhort
teachers to foster writing in all content areas.

Figure 9.5: Summary
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Schools will report the results to their communities on
school report day, and the state will report the result in its report
on the condition of education, In partnership with the state,
schools will plan to initiate improvements based upon these
reports.
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Arts PROPEL
Background

Arts PROPEL, a five-year cooperative project, is funded by the
Arts and Humanities Division of the Rockefeller Foundation and
involves artists, researchers, and educators from Harvard Proj-
ect Zero, the Educational Testing Service, and the Pittsburgh
public school system. Believing that those educated in an art
form should be able to express themselves in that form, compre-
hend and appreciate art from different cultures, and reflect on
features of production and perception in that form, Arts PROPEL
focuses on three areas—music, visual arts, and imaginative
writing. Through the use of two educational vehicles, domain
projects and portfolios, Arts PROPEL is exploring tools that
provide a record of artistic growth and development as well as
acccurate authentic curriculum based assessment (Portfolig,
1989).

Purpose

Participants in Arts PROPEL believe that there is no single
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right way to use portfolios and, therefore, suggest that it is first
important to consider what portfolios are being asked to accom-
plish. They suggest that a portfolio 1s more than the work it
contains, its strength lies in the preocess of how it is used.
Portfolios become evidence of growth and change over time in
terms of reflection, involvement in long-termn projects, self-
concept, and visual awareness,

Process

Portfolios in the Arts PROPEL project are a developmental
process in which students become the center of the assessment
process and are asked to provide answers to questions about
their strengths, weaknesses and improvements. Students are
expected to explore their discipline, maintain long-term interest,
and develop in the artistic process. Portfolios become a forum for
their creative expression and provide evidence of their growth in
terms of production, perception, and reflection.

Norman Brown, an Arts PROPEL art teacher, discusses
several important components of this process: the portfolio
review, pivitol pieces, companion pieces, and footprints (Brown,
1989). The portfolio review iscontinual and occurs on an ongoing
basis, providing students with the opportunity to discuss their
ideas freely and become apart of the evaluation process. Pivotal
pieces are those that have “provided students with new insight
or sense of direction.” Companion pieces are two-fold: they can
be pieces that developed as an outgrowth of class critique or are
projects that involve the same idea constructed in different ways.
Footprints involve returning to pieces done in the past and a
willingness to continue working on and refining the piece. As
Brown suggests, each of these components engage students in
their work and the assessment process.

Process of Evaluation

While there appears to be no standard porifolio process
within Arts PROPEL, a look at the phases outlined by Kathryn
Howard provides a framework for PROPEL portfolios (Howard,
1990}.

Modeling and oral reflection: Students collect work. Students
begin to think of themselves as writers. Teacher models
response to reflection questions.

First written reflection are produced by students.

Portfolios begin: Student selects important piece. Student
responds to reflection questions about the piece.
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Portfolio update: Student selects both a satisfying and an
unsatisfying piece. Student responds to reflection questions
about the pieces.

Finalizing portfolio: Students review the entire body of
their work, Students are given opportunity to replace a
selection. Students respond to reflection questions
about any replaced plece.

Sources for Evaluation

It is difficult to compile a list of sources for Arts PROPEL
portfolios because they cover a wide range of disciplines. Arts
PROPEL portfolios reflect the work of musicians, playwrites,
choreographers, dancers, artists, and writers. Below is a listing
of generic sources that could apply to any Arts PROPEL portfolio:

* Finished pieces;

s Pivotal pieces;

¢ Companion pieces;

» Journals—student reflections;
» Work In process or progress;

o Videotapes;

* Audiotapes;

* Class discussions;

» Peer reflections.

Criteria for Evaluation

As with all aspects of PROPEL portfolios, criteria for evalu-
ation varies depending on the need or purpose of the portfolio.
Listed below are possible criteria for evaluation as outlined by
Steve Seidel {Seidel, 1989},

¢ Number of writing opportunities in a new genre;
» Investigation of accomplished work in an area;

» Collaborating with peers;

¢ Sharing work;

» Assessment of one’s own work;

* Revision.

Summarizing and Reporting

Believing that at this point the most important function of
curriculum-based assessment is the establishment of a “portfo-
Ho culture,” little has been written about the summarizing and
reporting of PROPEL portfolics. This remains an area for more
development. -
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Qualitative Analysis of Portfolio Evaluation Procedure
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As is evident from this overview of the Arts PROPEL project,
it is difficiilt to define or develop a single PROPEL portfolio, and
we believe this to be one of the many strengths of the project. A
portfolio is not a static tool but one that is meant to be fluid to
meet the needs of students and teachers. PROPEL porticlios
provide a forum for creative experimentation as well as a tool for
assessment of growth and development. They encourage collabo-
ration and foster learning and reflection. It will, therefore, be
interesting to watch the growth and development of PROPEL
portfolios and the continual growth of the “portfolio culture”
within PROPEL classrooms.

Stanford Teacher Assessment Portfolios

Background

The Stanford Teacher Assessment portfolio project repre-
sents a unique use of portfolios as an evaluation tool. Whereas
the major focus of our book is the evaluation of student reading-
writing portfolios, we feel the Stanford portfolic evaluation
procedures were sufficiently unique and innovative to merit
inclusion.

The main goal of the Stanford project was to develop criteria
for teacher certification. With this in mind, it focused on specific
areas (e.g.. integrated language arts) for which it explored the
possibility of teachers documenting their instruction with port-




Evaluating Portfolios 167

folios and the viability of establishing criteria and strategies for
evaluating these portfolios in terms of meriting teacher certifica-
tion,

_ A unique aspect of the Stanford proposal was the degree to
which the team asked themselves ongoing questions about the
data sources they needed, the criteria that might be applied, and
the extent to which the assessment and evaluation should and
can be collaborative. As a research and development effort, the
Stanford initiative is exemplary in terms of the waysin which it
has pursued the ongoing refinement of a portfolio evaluation
process.

Purpose

The Stanford Portfolio Evaluation for teachers represents a
research and development effort which has focused on identify-
ing usable ways a portfolio-based evaluation process can assess
the quality of teaching practice in conjunction with making
judgments as to whether or not a teacher should be certified.

Process

There are several strands to the Stanford project. For our
purposes, we have focused on the elementary literacy strand in
which differentiated criteria for teachers representing alternative
approaches (e.g., integrated language arts versus traditional
language arts) have been developed. We will describe the proce-
dures for evaluating the portiolios of teachers representing inte-
grated language arts.

The teachers are asked to identify their planning and inter-
action for three-to-five weeks of integrated language arts. In
particular, teachers are asked to show evidence of areas deemed
important points of emphasis for an integrated language arts
orientation:

1. Literature anchors the plans;

2. The language arts (reading, writing, speaking, and
listening) are integrated;

3. Lessons reveal a linking of concepts and skills over
time;

4, Individual differences (cultural, language, ability, prior
knowledge) are assessed;

5. Desired outcomes are pursued,

Tb this end, teachers are provided with a ‘¢hecklist that
itemizes the required portfolio documents {see Figure 9.6).
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INTEGRATED LANGUAGE INSTRUCTION: CEECKLIST
I. Entry One: Planning and Adapting Instruction

A. OVERVIEW: one-to-three page overview of plans for
three-to~five weeks of integrated language instruc—
tion

B. LESSON PLANS: detailed plans for three constructive
days of lessons

C. LIST OF LITERATURE SELECTIONS: list of selections used
during the period of instruction, with brief annota-
tions providing reasons for choices

D. JOURNAL EXCERPTS: three excerpts from Jjournal that
describe adaptations made as instruction proceeded and
reasons for changes from the advance planning

E.REFLECTIVE STATEMENT: A one-to-two page statement
about what happened during implementation of plans
(See Handbook, page 48 for more details}

IT. Entry Two: Teaéhing Integrated Language Arts
A. 0] UCTIO
__1.A large—group lesson dealing with literature

__2.A small-group discussion of a literature selec-
tion, from ten-to-fifteen minutes in length using
four to eight student participants

___3.Two one-to-one writing conferences, using stu-
dents with diverse literacy needs

B. STATEMENT OF PURPOSE: brief statement describing pur-
pose of each videotaped lesson, including intended
student learning. Handbook, page 51 ("Document the
circumstances..."}) describes some optional informa-
tion you may want to include regarding special
circumstances of videotaped lesson or class

C.SAMPIES OF SIUDENT WORK:  items produced: during a
lesson, with caption attached

D. COPIES OF HANDOUTS: handouts, boardwork notes, or any
other aids used during videotaped Ilessons (OPTIONAL}

E. VIDEQTAPE ANAIYSIS: one-to-two page written or short
audiotaped analysis of videotaped lesson(s} (OP-
TIONAL)

F. OBSERVATION NOTES: notes from an outsider's observa-
tion of your teaching by mentor, advisor, administra-
tor, etec. (OPTIONAL)

Figure 9.6: Integrated Language Instruction Checklist
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Once the documentation is gathered the material is sub-
jected to several reviews, including some by both an external
reviewer and the teacher collaboratively. The first review is di-
rected at identifying the data sources that offered evidence of
the aforementioned features. (See Figure 9.7)

Figure 9.7: Matrix of Performance Criteria
ENTRY ONE: PLANNING AND ADAPTING

Mark an X in appropriate spots.
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Matrix of Performance Criteria:
Integrated Language Instruction
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The second review is intended to evaluate each portfolio
quantitatively and qualitatively. (See Figure 9.8) The final prompt
on the page is intended as an advance organizer for a future
review that is carried out in conference with the teacher. This
conference may involve having the teacher do the following:

1, Expand on some element of the portfolio:

2. Clarify the purpose of intended student outcome;

3. Identify the support provided students in a learning
episode;

4, Address a perceived deficiency.

Figure 9.8: Characterizing the Portfolio Entry Chart
CHARACTERIZING THE PORTFOLIO ENTRY: ENTRY ONE: PLANNING

INSTRUCTIONS: Circle the number for the most appropriate characteri-
zation and flll in pertinent information below.

Criterion 1: Integration of the Language Arts. Plans were effectively or-
ganized to integrate the language arts (reading, writing, speaking, and
listening), rather than treat them in isclation.

1 UNACCEPTABLE.
Even for a novice, these lessons, fraught with errors or problems,
are badly conceived, disorganized, misinformed.

2 WEAK
Evidence of only one or two language arts in use; language arts
appear to be treated in isolation. Acceptable only for a novice.
Teacher will likely need much help with this criterion.

3 AVERAGE.
Language arts appear to be fairly well integrated for teaching
concepts, themes, skills. Plans are reasonably well conceived and
organized, but are not of Board Certification calibre.

4 IMPRESSIVE. :
Clear evidence that the teacher integrates all four language arts to
teach concepts, themes, skills. Teacher exiends student learning
and practice from one language art into other lJanguage arts. Plans
well informed and conceived. Board Certification calibre.

EXAMPLE: The teacherreads an excerpt aloud from a bock then
poses for students a question to be explored insmall discussion
groups: after students discuss responses in groups, they write
responses individually then return to full class to read some
responses aloud.

5 OUTSTANDING.
Beyond the qualities suggested for aratingof4, the lessons include
exceptional insight, creativity, energy, or grace that clearly exceeds
Board expectations.
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()  Whichdocument(s)/evidence support therating? (e.g.Lesson Plan
#2)

{2) How does the evidence justify the rating?

(3) Qualifications:

(a) Special strengths of the performance for this criterion:

b) “Flags,” problems, concerns:

() Areas to probe in Assessment Center Follow-Up Interview?

Evaluation process

Goals of portfolio evaluation including criteria and
documentation guidelines are presented.

Teacher gathers documentations and annotations
(think-alouds, explanatory notes, etc.).

Teacher portfolios are reviewed to assess the documents
that can be used to evaluate teachers.

Portfolios are evaluated in terms of criteria. Checklists are
completed and written comments are developed.

Teacher reviewer conferences are held to clarify,.to
obtain further information, and to offer to feed back
to teachers and reviewers.
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Sources for Evaluation

The teacher portfolio for evaluation involves documentation
of three to five weeks of instruction. To this end, they are
encouraged to provide: '

1. An overview of the three to five weeks,

2. Detailed plans of three consecutive days of lesson plans,
as well as

3. Various other support such as audiotapes of planning
conferences, captions or documents, samples of student
work, their own think-alouds, teacher explanations to-
gether with accompanying student work. A listing of
some of these sources Is included in Figure 9.6.

Criteria for Evaluation

Drawing from observations of talented teachers, research,
and experience with the portfolios, the Stanford research group
generated a list of features for which the teachers are expected
to provide documentation and a listing of performance criteria
related to these features. In evaluating each teacher's portfolio on
these criteria, they examine the different portfolio documents as
well as hold conferences with the teacher.

Summarizing and feporting

Checklists and written comments are the primary means
used to summarize and report the teacher performance.

Qualitative Analysis of Portfolio Evaluation:

Nature & Degree of Flexibility/ Amount of
Use of Differen-’ Arbitrariness Teacher-
Portfolios tiation in’ Student
Performance Involvement
<]
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Comments

The Stanford Evaluation procedures represent an attempt to
use portfolios as a primary source of documentation and a
grounded evaluation of teachers. Above all, it does not assume
that portfolios will be totally similar nor does it assume that the
evidence of effectiveness is tied to documentation established a
priori. Furthermore, the approach to the evaluation is somewhat
collaborative. The teachers choose the material to be included in
the portfolio; however the teacher is not included in the actual
evaluation of these materials. In terms of the proposal’s limita-
tions, it is unfortunate that the criteria that they have thought-
fully developed do not allow for more variation, Along with the de-
velopment of criteria, a decision was made to implement the use
of a single set standard across all portfolios rather than to apply
different standards to different portfolios. The standard that
evolved was tied to California State Department guidelines.
While we would argue that menu of possible criteria would have
been more reasonable, the Stanford group seemed to view such
as difficult to manage.

Discussion of Portfolio Evaluation

It was our hope that this chapter would answer the question:
How might portfolios be used to evaluate student portfolios? We
have presented a number of different models that have emerged
from classroom teachers, district-level personnel, state depart-
ments and university-level researchers. We hope the models gave
you an appreciation of the possibilities and that this information
reinforced the fact that not all portfolio evaluation procedures are
equal. Implicit in the framework we have used to discuss the
various portfolio evaluation proposals are some biases that you
have probably discovered.

We favor an approach to portfolio evaluation that is primary,
central to the life of the classroom, multiple and differentiating,
variable and flexible, and, above all, collaborative. Portfolios can
be dynamic vehicles for student self-evaluation. We hope that the
evaluation is grounded in documents that reflect the range of
“real” literacy effort of students rather than those restricted and
rather constrained responses evaluated using formal indices. In
essence, some of the proposals described in this chapter are
“portfolios in name only.” The pursuit of simplification, stan-
dardization, and objectivity for portiolio evaluation seems con-
trary to actual portfolios that are by nature complex, individual,
and subjective. ‘

Some Related Concerns

We are often asked by teachers about student involvement
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and how to proceed: is it empowering or overwhelming for
students to be asked to sit down with their portfolio and to arrive
at an appropriate formal assessment not only for their achieve-
ment but also for their process, effort, progress, and attitude?
How can we expect children to adequately and competently
assess their own work? Are we, as teachers, abdicating our role
if we encourage students tohelp to establish the criteria by which
their work will be assessed and then encourage them to apply
those criteria to their own portfolios?

The answer is that it is far more overwhelming for students
to sit by passively while their work is being evaluated by what
appears to them to be a series of arbitrary and incomprehensible
- standards established independently of the work being as-
sessed. We have found that when given the opportunity, it is the
students who are the most perceptive judges of their own work
because it is the students who best know the intricacies involved
in the formulation of the portfolios. It is the students, in conjunc-
tion with teachers, parents and peers, who have struggled with
the compilation of the portfolic. Assessment is not anisolated re-
sponsibility for the teacher, but a collaborative effort designed to
inform not only the teacher’s instruction but also the students’
learning, As such we believe that it is essential to involve the
students in actively developing criteria and assessing their own
portfolios. -

How often should the students be asked to assess their
portfolios formally? In a large measure this depends on the
organization of the individual classroom, the number of times
students are asked to review the entire body of their work,
selecting favorite or representative pieces, and the needs of
individual students. In many classrooms showcase portfolios are
assembled and assessed on a quarterly basis, enabling students
and parents to better understand the grades reflected on the
report card. Insome cases it is the student who decides that there
are several new pieces that represent growth and change to be
included in the portfolio. Since informal self-assessment is
occurring on an on-going basis, students are well aware of their
own growth and progress.

For the students it is this ongoing informal assessment that
enables them to become active participants in more formal
assessment practices. On a daily basis students are encouraged
to examine their work in process, to compare it to previous
pleces, and to analyze their purpose for writing, their perspec-
tive, and their audience, They are asked to consider their effort
and to discuss the strengths and weaknesses in their work. In
conjunction with their teachers and peers, they are asked to
establish for themselves a concept of a good reader and writer
and the skills involved in the process, and then to develop
personal goals for becoming readers and writers themselves.
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Daily, they are asked to measure themselves against their own
goals and to revise those goals as they mature and develop and
discover their strengths as well as the areas in which they still
need work.

For these students formal assessment becomes an extension
of a daily process, perhaps in a more institutionalized format.
Again that format varies depending on the needs of the student
and teacher, As we have suggested, in some cases students are
asked towrite a paragraph that gives their overall opinion of their
portfolio in terms of their effort, progress, achievement, atti-
tudes, and goals. They are asked to include in the summary an
indication of improvement and change and to cite examples.
Students might be given a checklist to ensure that they cover
criteria important to themselves as well as the teacher and then
be asked to assess each of the criteria on a predetermined scale.
Such a scale could include categories such as little evidence, evi-
dence, and much evidence in the portfolio and then ask for
specific examples and explanations. Often assessment scales are
differentiated for effort and achievement, In some cases a formal-
ized scale could be quantified, allowing the student to arrive at
an overall score, much like an holistic assessment.

Regardless of the system used, we have found that students
are an important component in the evaluation process. As
collaborators rather than participants, students are empowered
toevaluate their own processes and products, their own strengths
and needs as readers and writers, and as a result they grow in
skill, knowledge and confidence and are more likely to become
lifelong learners. Giving students the opportunity to be collabo-
rators in the assessment of their choices and their learning
allows the grading process to become a tool for learning and for
the development of further goals. ‘

We are often asked to address the ways in which parents
respond to portfolios. In our experience, parents have preferred
portfolios over standardized test results. Furthermore, portfolios
invite parents to take an active role in their children’s evaluative
experiences. Parents can be an extremely important component
in their children’s learning process. We have found that beyond
possessing a concern for their children’s growth and develop-
ment, parents can become active participants in their children’s
learning. Prior to formal schooling 1t is often solely the parents
who know and can discuss their children’s strengths and weak-
nessesin terms of language acquisition or their likes and dislikes
regarding books and favorite characters. All too often, with the
advent of formal schooling, parents can lose the intimate knowl-
edge they have of their children’s language development. A
child’s triumph in reading is noted by an “A” but does not reflect
the wide range of different genres the child has sampled. How-
ever, portfolios not only allow parents to continue their involve-
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ment in their children’s language growth, they can also allow
them to become participants in the assessment process.

In many classrooms parents have become important links in
the assessment of their children's showcase portfolios. This
serves a three-fold purpose in that parenis not only see a wide
range of their children’s work but also, learn how their children
view their own work and the criteria by which they are assessed.
In such a system, where parents see a vast array of their
children’s work on a continual basis, they are immediately aware
of problems or concerns and canwork with the teacher and their
children to arrive at appropriate solutions.

There are many ways parents can serve as pariners in the
assessment process, particularlywhen they have a strong overall
sense of their children’s work, On a dally basis parents serve as
an audience for work in process. Parents can serve as reviewers
for a particular finished product or for an entire showcase
portfolio. They can be asked to note growth and change or to
comment on content or voice. They can note lists of books read
and can encourage their children to experience a different author
Or a new genre.

However, we have found that it is essential that this is not
done in isolation. It is important that portfolios are carefully
explained to the parents and that criteria
for evaluation are shared with them. For
many teachers a private conference spent
reviewing a portfolio in process has be-
come an excellent tool for explaining not
only the portfoliobut
also the parents’
role, Forotherteach-
ers a letter sent
home with the port-

folio documents the
importance placed in
the portfolio, the par-
ents’role, and the cri-
teria by which par-
ents are asked toview
the work.

The number of times parents. are in-
volved in this formal assessment of their
child’s portfolio will vary with the individ-
ual classroom, as will the particular form of . :
evaluation. Some teachers ask that the parents review and
comment on the entire portfolio, while others prefer that parents
comment on the piece that the student has determined to be the
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best.

The evaluations themselves will, also, vary across class-
rooms, In some cases parents are asked to write brief comments
that note achievement, effort, process, growth, and change. In
others, they are provided with a basic holistic scoring guide and
are asked to assess on the criteria noted. In still other class-
rooms, parents are asked to discuss with their children their
individual goals and plans and then to comment on the portfolio
on the basis of those individual goals.

However portfolios are developed and used in the classroom,
parents can serve an important role in the assessment process,
and the portfolio itself can provide the link that draws the parents
into the classroom and into their children’s work. As a result,
report card grades will be more relevant to the parents, and their
understanding of the process of their children’s learning will aid
in the children’s growth and development. Again, the collabora-
tive nature of assessment will have allowed parents to become a
part of the learning process, and assessment will have become a
tool for instruction rather than an isolated report.

A Final Word

The bulk of the testing that occurs yearly in classrooms are
the statemandated achievement tests. It has been estimated that.
over the course of a school year at least fourteen hours are spent
preparing students for standardized tests, and this does not
account for the time actually spent taking the tests. It is, also, not
clear that such tests actually give policy makers appropriate
information regarding student progress and achievement. Why,
therefore, do we spend preclous classroom time asking our
students to take such tests? Isthere a viable alternative that will
better fulfill the goals of standardized testing without necessitat-
ing such a large additional allocation of classroom time and
effort?

For the most part standardized tests are touted as the best
and most efficient way to provide accountability to stakeholders.
While individualized reporis are essential on a classroom level,
schools, districts and states are locking for the aggregate report-
ing of performance. Policy makers want to see documented the
overall picture of a large group of students. Such information
aids in their policy decisions, as well as their analysis of program
effectiveness, and provides assurance that students are achiev-
Ing appropriate standards. It is, therefore, essential if curricu-
lum is to be developed that is responsive to students’ needs and
provides direction for instruction, that teachers report valid
information on how students are achieving over time. The
summarizing and reporting of students’ achievement must be
consistent with and reflect what we know to be the process of
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students’ learning, It must be an appropriate representation of
the way teachers and students collaboratively develop and
inform instruction.

Portfolios not only provide insight into individual student
learning, they can also serve to provide aggregate information for
schools, districts, and states. Already documented within a
portfolio is evidence of the standards being met by children. An
overview of the portfolios of an entire grade level will provide
immediate information about prograimn effectiveness,
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Athanases, S. Dolan, J., Dillen, D. (1989). Problems in the assessment
of teacher portfolios of integrated language arts instruction. Paper pre-
sented at American Educational Research Association Annual Meeting,
San Francisco, CA.
Theauthors describe the Stanford Teacher Assessment project, which
incorporates the use of teacher portfolio for teacher evaluation. The
paper describes the procedures for developing and evaluating the
portfolios of language arts teachers as well as the problems involved.

Au, K. (1990). From tests to portfolios: Exploring assumptions about
literacy assessment, Paper presented at the National Reading Confer-
ence, Miami, FL. '
Comparisons are made across teachers who use portfolios and those
who choose niot to do so. She traces theirassumptions and beliefs and
how thaose views shifted for those who used portfolios.

Bingham, A. (1988). “Using writing folders to document student prog-
ress.” In T. Newkirk and N. Atwell (Eds.), Understanding writing: Ways
of observing, learning, and teaching(2nd ed.), pp. 216-225. Portsmouth,
NH: Heinemann.
Sugpgesting that documenting progress is the primary focus of writing
folders, Bingham discusses how the folder can become an important
teaching tool, as well as a resource in parent education. Through a
series of examples, she demonstrates how awriting folder coupled with
ateacher’s notescan document student's growth and development over
an acadermic year.

Brandt, R. (December, 1987 /January,. 1988). On assessment in the
arts: A conversation with Howard Gardner, Educational Leadership, 45,
4), 30-34.

. Through the use of an interview format, Harvard's Project Zero is
discussed with Howard Gardner. Gardner Indicates that in assessing
aesthetic growth three kinds of things are monitored: production,
perception, and reflection. He stresses that in this program students
learn by doing rather than imitating, as can be demonstrated throngh
their portfolios, which are envisioned as a “data base,” allowing
students and teachers to see what has actually been accomplished.

Brown, N. (1987). Pivotal pieces. Portfolio, 1, {2}, 9-13.
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Brown, avisualarts specialistin the Pittsburgh Public Schools involved
with Arts PROPEL, traces the growth of his understanding of the use of
portiolios and of their significance in students’ rowth and develop-
ment. For him portfolios have become more inan a collection of
students’ work; portfolios involve students in the perception and
reflection of their work. Using his students’ own pieces, he cites the
significance of the students’ preliminary sketches, or “pivotal pleces,”
in their understanding of their own growth and development.

Brown, N. {1989) Portfolio review: Pivots, companions and footprints

Portfolio, 1, (4) 8-11.
Brown, an Arts PROPEL art teacher, discusses learning as a develop-
mental process involving studentsin finding their own answers to their
strengths, weaknesses, and improvementsand necessitating the use of
portfolios He reflects on several important components of this
process—the ongoing porifolio review, the use of “pivotal pieces” to
provide new insight and direction for students, the use of a “series” or
“companion pieces” to show the development of a set of ideas, and the
use of “footprints™ or the ability to reexamine old ideas and irace
learning and development.

Camp, R. (1990). Integrating testing, teaching and learmning. Paper
presented at the annual meeting of the International Reading Associa-
tion, Atlanta, GA. ‘
Camp traces the nature and role of portiolios in conjunction with
describing the Arts PROPEL portfolio project and providing a forum for
comparing traditional assessment with portfolio assessment.

Camp, R. (1990). Thinking together about portfolios. The Quarterly, 12,
2), 8-14, 27.
In this article Camp, aresearcher from the Educational Testing Service
working with the Arts PROPEL project, presents a retrospective of the
collaborative development of PROPEL writing portfolios. Shediscusses
the thinking that prompted the use of that portfolios, the development
of the portfolios themselves, and the environment that fostered their
owth. Camp also focuses on and discussesa key component of the
Arts PROPEL classrooms, the series of activities and procedures that
helli: studentscreate portfoliosand leads toan ongoingreflection of thejr
work.

Carr, B. (1987, March). Portfolios. School Arts, 86, 55-56.
A portfolic that provides a record of accomplishments and skills is an
essential requirement for thoseworkinginthe visualarts, Carr provides
suggestions for the creation and layout ofa student's first portfolio.

Carter, M., & Tierney, R. J. (1988). Reading and writing growth: Using
portfolios in assessment, Paper presented at National Reading Confer-
ence, Tucson, AZ,
The authors describe the impact of portfolios upon teachers and
studentsin different classrooms. Specifically, they present the findings
of astudy that examines how teachers' awareness of students, teaching
practices and students’ views of themselves as readers and writers
shifted in conjunction with their use of portfolios. -

Chapman, L. H. (1978). Approaches to art in education. New York:
Harcourt Brace Jovanovich, 392-399.
Given the belief that evaluation should be an integral part of the
learning process, this section of the text discusses important factorsto
beconsidered when evaluating a student, including methods of obtain-
ing records, interpretation of the materials collected, and reporting that
information fo others.
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Collins, A. (1990). Portfolios for assessing student learning in science;
Anewname for a famillar idea? In A.B. Champagne, B.E. Lovitis, & B.E.
Callinger.(Eds.), Assessment in the service of instruction. Washington,
DC: American Association for the Advancement of Science.
Collins provides an overview of portfolios in terms of three important
features—the purpose, the context and the design, and suggests that
these features will change in accordance with teachers’ and students'
needs. While suggesting that portfolios will differ from discipline to
discipline, he provides excellent examples of how portiolios can be used
across grade levels In the science classroom.

Educational Testing Service (1989). The student writer: An endangered
specles? Focus 23. Princeton, NJ: Education Testing Service.
This pamphlet contains brief but good summaries of writing as a
process, writing portfolios, writing across the curriculum, and whole
language instruction. It evaluates and discusses the effectiveness of
these processes using research that is short-term and that does not
reflecta student-centered approach to elther portfolios orassessment,

Educational Testing Service (1990). Reading framework: 1992 National

Assessment of Educational Progress reading assessment consensus

planning project. ‘
This explores the shifts in assessment in literacy and discusses the
ramifications for future NAEP assessments, Among the proposals
discussed and outlined is the intreduction of portfolio-based assess-
ment for reading. To this end, they describe the need for a study of
actual classroom work in reading,

Elbow, P., & Belanoff, P. (1986). Portfolios as a substitute for proficiency

examinations. College Composttion and Communication, 37, (3), 336-

339.
Believing that proficiency exams were not the way to document profi-
clency with the writing process, the State University of New York at
Stony Brook adopted the portfolio as the method of assessment for their
required writing course. In thisarticle Elbow and Belanoif describe the
portfolio system as it worked for them in terms of its effect on students’
writing, the roles developed between student and teacher, and the
collaboration encouraged and developed among teachers.

Evans, K, & Vavrus, L. (1990). The role of document captions in student
portfolios as a link between teacher and student assessment. Paper
presented at National Reading Conference, Miami, FL.
The authors focus on the nature and role of teacher reflections via
captions on documents included in student portfolios. Their findings
suggest that such captions reveal the teacher's knowledge, and deci-
sion-making and serve asa vehicle for linking assessment to teaching,

Farr, R. & Lowe, K. (1990). Alfernative assessment in language arts.
Paper presented at the National Symposium on Alternative Assessment,
Indiana University, Bloomington, IN.
This paper discusses guldclines for assessment, the use of portfolios as
a example of assessment that meets these objectives, and {ssues
(philosophical, political, implementation) surrounding alternative
assessment

Flood, J., & Lapp, D. (1989). Reporting reading progress: A comparison
portfolio for parents. The Reading Teacher, 42, (7), 508-514,
Flood and Lapp describe the portfolio as a tool to be used in parent
conferences to document student change across time. They suggest
thata single score fails to report progress accurately. A portfolto should
contain not only grades, norm, and criterion reference tests, but also
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informal measures that provide examples of progress. They document
how these informal measures might be collected and suggest possible
interpretations for use with parents.

Galleher, D. (1987). Assessment in context: Toward a national writing

project model. The Quarterly, 9, (3), 5-7.
Through a hypothetical situation Galleher documents many of the
problems students face when states attempt to implement large-scale
assessment in writing without consulting those directly involved in
instruction. He concludes by suggesting that portfolioassessment can
offer a more valid measure of a student’s ability than the score from a
single test, and he highlights the role of the National Writing Project in
attempting to develop more appropriate large-scale assessment.

George, J. E. (1990) Portfolio assessment: Monitoring teacher change
through video-tape. Paper presented at the National Reading Confer-
ence, Miami, FL.
This paper reports the ways that teachers were able to usevideo-tapes
int their portfolios to implement strategies in micro-teaching simula-
tions and in their own classrooms.

Howard, K. (1990). Making the writing portfollo real. The Quarterly, 12

(2), 4-7, 27.
As a member of the PROPEL writing team, a collaborative profect
involving Harvard's Project Zero, the Educational Testing Service, and
the teachers in the Pittsburgh Public Schools, Howard documents two
years spent putting the PROPEL writing portfolio into practice with two
eighth grade middle school classes. She identified a series of phases
which students in her classes passed through as they. created their
portfolios, and in this article she discusses the impact of those phascs
on the students’ development.

Hunt, D. C. (1986, December). Preparing a portfolio. The Instrumental-
ist, 41, 30-38.
Hunt discusses how a professional portfoliocanbe an invaluable asset
duringa job interview. In this capacity a portfolio can provide evidence
of background and experlence and can help document answers to
questions. Hunt provides suggestions for materials to be included and
discusses presentation of the portfolio during an Interview.

Johns, J. L. & VanLeirsburg, P. {1990). Portfolio assessment: A survey

among professionals. Literacy research and reports, Northern Illinois

University.
Theauthorsreport a survey of 128 educators with regard to their views
of assessment, knowledge of portfolios and concerns regarding portfolio
assessment. At the time of the survey (June 1990) the majority of
educators agreed with the assumptions underlying the portfolio con-
cept, but they knew very little about the use of portfolios. Those
educators who had knowledge of portfolios expressed a eoncern with
making decisions about which data documents might be included.

Jongsma, K. S. (1989). Portfolio assessment. The Reading Teacher, 43
(3), 264-5.
This Question and Answer column focuses on portfolio assessment,
with responses from researchers and teachers. In particular, Roger
Farr's response is an excellent summary of some of the major issues
around the useof portfolios, e.g. guidelines, selection, conferences with
students, and so forth. i .

Levi, R. (1990). Assessment and educational vision: Engaging learners
and parents. Language Arts, 67 (3), 269-273.
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Using the work of his students, and the words of the students’ parents,
Levi documents how portfollos involve students, parents, and teachers ;
as collaborators in the assessment process. He suggests that the dl
portfolio, based on Gardner's contextual appreach to assessment,
provides a framework for learning, a tool for self-assessment, and a
format for collaboration that can encourage students to reach their ’|
goals.

Mathews, J. K. (1990). From computer management to portfolio
assessment. The Reading Teacher, 43 (6), 420-1.
As the Orange County, Fiorida, school district began to view reading
and writing as dynamic interactive processes rather than a set of g
discrete skills, it became apparent that its assessment system must
also change to reflect the nature of instruction. In thisarticle Mathews |
details the steps taken and challenges faced as the district begins to
move its elementary schools to a portfolio approach to literacy assess-
ment.

I

|

Mills, R. P. (December, 1989). Portfolios capture rich array of student 1

performance. The School Administrator, 8-11. !

As Vermont's Commissioner of Education, Mills provides an overview ]

of Vermont's struggle to develop a statewide measure of educational

performance. The article also previews the newapproach developed by

the state that will use portfolios as well as standardized tests as tools

for the assessment of student performance in writing and math. Mills

reviews the procedures for completion as well as assessment of the

portfolios and discusses the methods under consideration for public
reporting of the results of the assessment process,

Murphy, S. (1990). Portfolio assessment: Models and variations in the

United States. Paper presented at the annual meeting of the Interna-

tional Reading Assoclation, Atlanta, GA
The author describes various portfollo approaches as a means of
detailing the dimensionsalong which they vary, and define the various
approaches: Who makes the assessment decislons? What are the
purposes? Who selects what goes into the portfolio? What goes into the
portfolic? Howmuch isincluded? What isdone with the portfolio? Who
hears about the results? What provisions can be made for revising the
portfolio?

Murphy, S. & Smith, M.A. (1990). Talking about portfolios. The Guar-
teriy 12 (2).
Believing that portfolios can take many forms and that there is no one
right way to develop a portfolio, Murphy and Smith suggest that
teachers’ decisions regarding expectations of the portfolios willhave a
profound effect on the resulting format and implementation, As ex-
amples they cite three schools In California that, as a result of different
needs, established quite different portfolio projects, In one school
teachers were interested in how students’ writing changed with audi-
ence and purpose; in another teachers were attempting to tie teaching
practices to the motivation of student writers; and in the third portfolios
- were used to help assess curriculum and student growth, Murphy and
Smith discuss the individual programs and document important
lessons learned about the use and development of portfolios,

Ogle, D. (1990). Portfolio assessment: Monitoring teacher changethrough
oral and written components. Paper presented at the National Reading
Conference, Miami, FL. }
This paper presents case studies of teachers involved in developing
portfolios in terms of their shifts in thinking and teaching practice and
discusses the use of portfolios to these ends,
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Ohlhausen, M. M. & Ford, M. P. (1990). Portfolio assessment inteacher

education: A tale of two cities. Paper presenied at the National Reading

Conference, Miami, FL.
This study grew out of our beliefby the authors (both teachereducators)
that teachers enrolled in graduate courses and the students they teach
must become responsible for their own learning and evaluation. Tothis
end, they asked: In what ways would portfolio assessment in graduate
literacy learning affect teachers and, in turn, these experiences alter the
teachingand assessment practicesof these teachers in theirown class-
rooms?

Reif, L. (1990). Finding the value in evaluation: Self-assessment in a

middle school classroom. Educational Leadership, 47 (6), 24-29.
Reif presents a portrait of how portfolios are used in her seventh and
eighth grade middle school classes in Durham, New Hampshire, by
highlighting the portfolio of one of her students. In her classes “portio-
lios have become each student's story of who they are as readers and
writers.” Portfolios are a collection of her students’ best work and are
used for evaluation by students and teachers. Reif also provides
valuable suggestionsfor providing a supportive classroom environment
that promotes the use of portfolios as a tool for assessment.

Roettger, D. & Vavrus, L. (1990). Evaluating astaffmodel for implement-
ing student assessment portfolios. Paper presented at National Reading
Conference, Miami, FL. '
Report findings from a project that involves a year-long staff develop-
ment and research effort in which teachers from selected school
districts in lowa initiate the use of portfolios to assess student literacy
learning,

Rynkofs, J. T. (1988). Send your writing foldershome. InT. Newkirkand

N. Atwell. (Eds.), Understanding writing: Ways of observing, learning,

and teaching (2nd ed.), pp. 236-224. Portsmouth, NH: Helnemann.
Rynkofs states that while the writing folder serves asan important tool
for documenting students' growth inwritten literacy, parents willneed
help in understanding the development of a child’s writing. He, there-
fore, suggests that folders be sent home with a form that discusses,
using written narrative, four important components of the writing
folder—"themes the child explored, focus of writing the child used,
language and structures the child used, and the mechanics of writing
the child learned.”

Seidel, S. (1989). Even before portfolios... Theactivitles and atmosphere

of a portfolio classroom. Portfolio, 1 5) 6-11.
Seidel, a drama teacherwith the Arts PROPEL project, discusses the six
waysPROPELresearchers have identifled for teachers tobring students
into the assessment process, an essential component in the use of
portfolios. Opportunitiesinclude “providing anumber of writing oppor-
tunitiesin a new genre, investigating already accomplished work in the
area, collaborating with peers, sharing work, assessment of one’s own
work, and revision.” As Seidel suggests, these opportunities place the
student in the center of the assessment process and encourage themto
focus on their own learning,

Simmons, J. (1990). Portfollos as large-scale assessment. Language
Arts, 67 (3}, 262-267. '
Based on the work done by his research team in Durham, New
Hampshire, Simmons discusses a field-test of a large-scale niodel of
portfolio assessment involving portfolios collected randomly to repre-
sent the district’s entire fifth grade. The researchers compared papers
from portfolios with holistically scored timed tests and found that,
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unlike a one-shot test, portfolios produced profiles of student writers.
They also found that while imed tests and portfolic assessments
produced the same rank ordering of students, the portfolios more
accurately represented the true abilities of all students. Acontinuation
of the work by the Seacoast Educational Services in the spring of 1990
should add additionalinsight towhat Simmons suggestsis a successful
combination of large-scale assessment with classroom practice.

Valencia, S. (1990). A portfolio approach to classroom reading assess-

ment: The whys, whats, and hows. The Reading Teacher, 43 (4), 338-

340.
Based on the assumption that portfolios represent a philosophy that
views assessment as an important part of the learning process, this
article highlights the research and instructional practices that make
portfolios a viable form of assessment. The article also suggests howa
portiolio might be organized and implemented in an instructional
setting.

Vavrus, L. G. (1989). Portfolios as dalternatives to traditional teacher

assessment. Paper presented at the annual meeting of the National

Reading Conference, Austin, TX.
This paper reports on Stanford University's Teacher Assessment Pro-
ject's study of performance portfolios as a method of teacher assess-
ment in elementary literacy instruction. Based an concerns resulting
from prior applications of portfolios for teacher assessment, the Project
developed and piloted portfolios designed to document the daily prac-
tice of the teaching of reading and writing. Vavrus provides an
interesting discussion of the results of the study and suggests that
portiolios can serve as aviable component ina multifaceted assessment

progra.

Vavrus, L. (1990). Put portfolios to the test. Instructor, 100 (1), 48-53.
Vavrus introduces the concept of portfolios and outlines several ideas
for teachers to consider, including selection of work to go into portfolios,
evaluation, and passing portfolios on to other teachers, however, the
article neglects the importance of developing portfolio processes in
conjunctonwith students. The articledoes inciudea side-bar interview
with Grant Wiggins.

Vavrus, L. G., Athanases, S., Chin, E., Wolf, K., Sugarman, J., & Calfee,
R. (1988). Portfolio development handbook jor.teachers of elementary
literacy. Technical Report L05, Teacher Assessment Project, Stanford
University.
Theauthors describe the Stanford Teacher Assessment project inwhich
portfolios are used as a basis for documenting teaching practices and
using this documentation to, evaluate teachers for certification pur-
poses.

Vavrus, L. G. & Collins, A. (1988} Portfolio documentation and assess-
ment center exercises: A marriage made for teacher assessment. Paper
presented at the annual meeting of the American Educational Research
Association, San Francisco, CA.
Having developed assessment center exercises and portfolio documen-
tation activities as alternative modes of performance-based assessment
for teachers, Stanford University’s Teacher Assessment Project is
investigating what they term a marriage between the two methods of
assessment. In this paper the authors present their plans for a third
alternative, the combination of portfolios and assessment center exer-
cises. Vavrus and Collins document the plans as they impact work in
elementary literacy and high school biology and discuss the benefits of
this combined approach,




Portfolio Assessment in the Reading-Witing Classroom 188

Vavrus, L. G. & Calfee, R.C. (1988) A research strategy for assessing
teachers of elementary literacy: The promise of performance portfolios.
Paper presented at the annual meeting of the National Reading Confer-
ence, Tuscon, AZ.
The authors reéview the development by Stanford University’s Teacher
Assessment Praject of a literacy prototype performance-based assess-
ment for teachers. They provide an overview of the research and
highlight the conceptual framework and development of the elementary
literacy prototype. Also mentioned are several issues remaining to be
addressed, including the nature and use of performance portfolios as
a viable method of assessing teacher performance.

Whiitier, S. A. (1989). Portfolio reflections: Personalizing education with
portfolios. Portfolio, 1 (4), 5-7.
Inthisarticle Whittier, avocal arts teacher involved with Arts PROPEL,
discusses her portfolio work with seventh graders and her realization
that portfolios enable her to personalize her approach to her students’
learning,

Winner, E. & Rosenblatt, E. (1989). Tracking the effects of the portfolio
process: What changes and when? Portfolio, 1 (5), 21-26.
Stating that a PROPEL portfolio is a record of process rather than
product, Winner and Rosenblatt discuss student reflections of their
work, animportantcomponent of the portfolio, and cite the importance
offocussing on how portfolios are nsed in the classroom rather than on
their contents. Using the students’ own words, they suggest that
student growth and learning, as aresult of the portfolio process, canbe
- documented in termsof “reflection, involvementin long-term projects,
self-confidence, and visual awareness.”

Wiser, B. & Dorsey, S. (1990). Alternative assessment in reading and
writing: What we're doing and what we'd like to do in Columbus Public
Schools. Paper presented at National Symposium on Alternative Assess-
ment, Bloomington, IN.
The authors describe the use of portfolios as an assessment tool being
implemented in Columbus Public Schools. Their proposalincludes the
use of analytic scoring procedures to score selected representative
writing pleces. Included in the paper is a discussion of other ongoing
developmentand alternative assessment practices. (e.g., primary trait
scoring procedures for open-ended responses to reading passages).

Wolf, D. P. (April, 1989). Portfollo assessment: Sampling student work.

Educational Leadership, 46 (7), 35-39.
Given the importance ofa student's ability to learn how to think arnd self
assess, an important goal of the Arts Propel project was to design ways
ofevaluating a student’s thinking across ime that allowed the student
to become involved in the evaluation process. In this article Wolf
discusses In greater detail the development of Propel portfolios as a tool
which accomplishes this goal. Thie article highlights the characteristics
of portfolios that enable students to reflect on the process involved in
the development ofa wide range of their own written work and discusses
the impact this form of evaluation has had on the teachers’ abﬂlty to
assess their students and themselves.

Wolf, D. P. (December, 1987 /January, 1988). Opening up assessment.
Educational Leadership, 45, (4), 24-29.
Using the work done through Arts PROPEL, Wolf discusses the devel-
opment, by students and teachers of the arts, of holistic and qualitative
modes of assessment of stndents’ thinking processes, problem solving,
and self-assessment abilities. She focuses on the tools of projects,
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portfolios, and reflective interviews and discusses their ability to
provide information for students and teachers about students’ develop-
ment and change across time. Wolf suggests that what isapplicable to
the arts will transfer to all academic areas.

Wolf, K. (1990). Student portfolios as a window onteacher knowledge of

literacy assessment and instruction. Paper presented at National Read-

ing Conference, Miami, FL.
This paper reports findings from an in-depth examination of student
portfolios submitted by teachers as part of the Stanford Teacher
Assessment Project. The student portfolos framed by the teacher's
goals, explanations, and reflections provided evidence of the assess-
ment practices and their appropriateness as well as connections
between assessment and instruction.

Wolf, K. (1990). A portfolio approach to assessing student progress in
literacy. Paper presented at the National Reading Conference, Miami,
FL

This paperreports research on portfolio assessment in literacy and was
pursued with two goals in mind: developing an approach to using
portfolios and the influence on teachers’ instructional decisions and
evaluations of their students. The portfolio assessment had two parts:
studentwork (included in writing folders, literative logs, library check-
oufcards) and teacher records (anecdotal records, observational check-
lists, surveys, test results, ctc.). Over the course of the year, teachers'
views of students became more positive and their instruction more
tailored to their students.

Zessotles, R. (1989). The dance marathon: learning over time. Portfolio,

1(5), 11-19.
Zessoules looks at the use of portfolios in introductory choreography
classes asa tool not only to document what students have learned but
also to reveal the processes involved as new skills are discovered. For
students in the choreography classes portfolios have become a way of
building theirown “history aslearners,” and as a result assessment and
learning are integrated. Through examples of student choreographers,
Zessoules provides a concrete picture of the students’ interaction with
their portfolios as they develop understanding of their owm growth and
development. ’

Articles, Papers, and Books about Assessment

Afflerbach, P. (1990). The appropriateness of report cards for communi-
catifg teachers' knowledge of student literacy achievement. Paper pre-
sented at 40th Annual meeting of National Reading Conference, Miamdi,
FL.
Traces studies describing the use of report card, as well as his own
analysesof teacher decision-making in conjunction with using different
report cards.

Afflerbach, P. (Ed.) (in press). Issues in statewide reading assessments.
Washington, DC: American Research Institutes.
Explores a host of assessment related topics of pertinence to assess-
ment and evaluation at various levels.

Atwell, N. Making the grade. In T. Newkirk and N. Atwell. (Eds.),
Understanding writing: Ways of observing, learning, and teaching (2nd
ed.) (pp. 236-244). Portsmouth, NH: Heinemann.
In this article Atwell discusses the use of conferences to evaluate
students'writing. Expecting grades toreflect students’ growth in areas
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such as topic selection, invelvement, language, effort, completeness,
and editing, Atwell believesit is essential to discuss with students their
accomplishments and goals. Through the use of example, she provides
an overview of the procedures used and anexplanation of an evaluation
conference.

Barrs, M. (1990). The primary language record: reflection of issues in

evaluation. Language Arts, 67 (3), 244-253.
This article discusses the benefits of the Primary Language Record
(PLR), an assessment tool developed by the Inner London Education
Authority. Barr briefly discusses several of the strategles incorporated
into the observation-based record, including structured observation,
samples, error analysis, conferencing, teacher judgment scales and
cumulative records. She highlights the value of such assessment
techniques as compared to traditional standardized testsand findsthat
the PLR allows for systematic observation and diagnosis that can
immediately impact student learning. Asare portfolios, Barrssu ggests
that the PLR Is multidimensional in that it results in observationona
varjety of occasions over time and in avariety of contexts and involves
a number of different techniques of recording and assessment.

Barrs, M., Ellis, S., Hester, H., & Thomas, A. (1988). The primary

language record. Portsmouth, NH: Helnemann.
Developed and piloted as part ofan injtiative for the Center of Language
in Primary Education, this publication is one of the best sources
available for implementable ideas related to analyzing reading and
writing. Certain principles undergird The Primary Language Record:
involvement of parents, teachers and children; the importance of
rewarding development in all areas of language; a clear framework for
evaluating progress in language; and the importance of meeting the
needs of people in different language groups.

Bintz, W. & Harste, J. C. (1990). Whole language and the future of literacy
assessment: Some insights and concemns. Paper presenied at the
National Symposium on Alternative Assessment in the Language Arts,
Indiana University, Bloomington, IN.
This paper discusses the problems with traditional assessment ap-
proaches as well as the advantages and disadvantages of current
alternatives such asvariations on standardized testing, literacy portfo-
lio approaches, and holistic assessment procedures.

Calfee, R. C. (1987). The school as a context for assessment of literacy.

The Reading Teacher, 40 (8), 738-743.
In this article Calfee defines assessment as a process of exchanges
between teacher and student that involves instruction and assessment
asan integral part of the assessment process. He suggests that teacher
questioning further enhances this process by providing a chance for
immediate assessment of student progress and of program effective-
ness and, as a result, enhances the relationship between curriculum,
instruction, and assessment.

Calfee, R. & Hiebert, E. (1990). Classroom assessment of reading. InR.
Barr, M. L. Kamil, P. Mosenthal & P. D. Pearson (Eds.), Handbook of
Reading Research, (Vol. 2). White Plains, NY: Longman.
The authors provide a comprehensive discussion of assessment prac-
tices in elementary reading-writing classrooms in which they focus on
the nature and outcomes of externally mandated tests and internal
assessment ({.¢., classroom-based procedures). The chapter closeswith
thoughts about future directions.

Clay, M. M. (1990). Research currents: What is and what might be in
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evaluation. Language Arts, 67 (3), 288-298,

In this article Clay discusses her view of teaching and evaluation as it
1s practiced in New Zealand and makes suggestions for its improve-
ment. She suggests that standardized tests serve well as outcome
measures but provide little information in terms of how to teach to
change the ouicomes. A review of current practices in New Zealand
elementary schools documents how teachers have developed informal
measures that go beyond the standardized tests to evaluate student
growth and change. Clay calls for the development of measures at all
levels of education that evaluate process and product and reminds us
that such methods empower teachers as well as learners.

Farr, R., Lewis, M., Fasholz, J., Pinsky, E., Towle, S., Lipschuiz, J., &

Faulds, B. P. (March 1990). Writing in response to reading. Educational

Leadership, 47 (6), 66-69.
Roger Farr explains the development of Writing in Response to Reading,
an instructional program covering all grade levels begun in the River
Forest School District in Illinois. The program was developed to
integrate the use of reading and writing and includes an assessment
component that allows assessment to match and measure instruction.
Teacherswere involved in the development and testing of the rubric so
that assessment is consistentacross grade levels and allows the district
to measure student progress. The resutt is a district that is more
comfortably moving away from assessment of isolated practices tomore
holistic scoring of reading and writing.

Farr, R. & Carey, R. F. (1986). Reading: What can be measured? (2nd
edition). Newark, DE: International Reading Association.
This second edition represents one of the most comprehensive and
critical reviews of assessment issues in reading,

Frederiksen, J. R. & Collins, A. (1989). A systems approach to educa-
Honal testing. Educational Researcher, 18 (9), 27-32.
Frederiksen and Collins argue for the systemic validity of tests. This
extension of the notion of validity is important for it takes into account
the effects of instructional changes brought about by the introduction
of the test into an educational systern.

Goodman, K. S., Goodman, Y. M., & Hood, W. J. (1989). The whole
language evaluation book. Portsmouth, NH: Helnemann.
The authors describe various attempts by teachers to develop assess-
ment procedures in line with elassroom practices; portfolios are among
thosediscussed.

Jett-Simpson, M., Dauer, V., Dussault, N, Gaulke, B., Gerhart, L.,
Leslie, L., McClain-Ruell, L., Pinlott, J., Prentice, W., & Telfer, R. (1990).
Toward an ecological assessment of reading. Madison, WI: Wisconsin
State Reading Association.
As stated in their introduction “Ecological assessment is assessment
that transcends Informal classroom assessment.” Grounded in the
relationship of readers to their reading environment, it is systematic
planned assessment of students’ reading behaviors in classroom
settings where they are engaged in authentic reading tasks with
authentic texts. This monograph provides a thoughtful discussion in
the problems of traditional assessment on the way to suggesting
guidelines and describing a host of practices (book selection, observa-
tion, response journals, think-alouds, interviews, portfo]ios] that might
be used by classroom teachers.

Johnston, P. (1989). Steps toward a more naturalistic approach to the
assessment of the reading process. In J. Algina & S. Legg (Eds.),
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Cognitive assessment of language and mathematics outcomes. Norwood,
NJ: Ablex.
Thischapter providesa rationale and some guidelines fora naturalistic
approach to assessment—that is, observations of children’s perform-
ances as these behaviors occur.

Johnston, P. (1987). Assessing the process, and the process of assess-

ment in the language arts. The Dynamics of Language Learning. Urbana,

IL: NCTE.
This article provides an excellent argument for process assessment in
the language arts. Johnston suggests there are three characteristics
{mportant for effective assessment: “the information collected isuseful
and isused in a timely manner, the procedure for collection isefficlent,
and the information provided is of high quality.” He also highlights the
differences between measurement and evaluation, suggesting there is
little use for measurement in the educational process since it is not
“action-oriented” and the attributes measured are often questionable.
He, therefore, recommends agsessment processes thatare “well-devel-
oped, independently motivated, self-correcting, and stress the impor-
tance of motivation.”

Johnston, P. (1987). Teachers as evaluation experts. The Reading

Teacher, 40 (8), 744-748.
Johnston discusses how teachers can most effectively evaluate the
process of literacy development by suggesting they become experts at
“detecting patterns, knowing clagsrcom procedures, and by listening.”
He further suggests that such individualized process centered evalu-
ation notonly servesinstruction but alsoallows studentsand teachers
to collaborate in the learning process.

Johnston, P. (1984). Assessment In reading. In P. D. Pearson, R. Barr,
M. L. Kamil, & P. Mosenthal (Eds.) Handbook of researchinreading. (Vol.
1). New York: Longman.
The author offers a comprehensive examination of assessment issues,
including suggesting several challenges for the future.

Krest, M. (1987). Time on my hands: Handling the paper load. English

Journal, 76 (8), 37-42.
Krest argues that the teaching and grading of writing must reflect a
sound research-based theory and suggests that since growth inwriting
is developmentat, it is important for teachers to approach the task of
assessment as responsive adults guiding students to recognize their
own strengths and weaknesses, She provides numerous techniques to
assist in the process, including the use of the portfolic as a guide to
assessment. She suggests that portfolios be collected quarterlyand that
they contain drafts and revisions, as well as final producis of four
pieces. Students determine the one piece in each portfolio that will be
specifically graded, and grades reflect efforts at revision as wellas the
success or failure of the final product.

Lucas, C. K. (1988), Toward ecological evaluation, Part 1. The Quarterly,

10(1), 1-3, 12-17.
Lucas suggests a move beyond tests that are worth teaching toward an
ecologlcal model of evaluation. Such a model includes tests that “reflect
the whole writing environment of the learnerand impacts that environ-
ment in positive rather than negative waya.” In Part I of this article she
highlights the history of writing assessment prior to her suggested
reforms by dividing that histeryinto three parts. Phaselincludesdirect
measures of writing assessment; Phasel, the introductionof the essay
tests inresponse to criticismof direct measures; and Phase I1, the move
toward creating “tests worth teaching to.” Lucas suggests that current
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experimentation with portfolios1s a recognition of the need to go beyond
Phase Il toward a new model of evaluation.

Lucas, C. K. (1988). Toward ecologjcal evaluation, Part 2. The Quarterly,

10 (2), 4-10.
In the second part of this article Lucas describes in detail Phase IV
assessment, which she suggestsisbased on “literacy performance fully
contextualized in the classroom.™ This phase adds a new dimension to
ecological evaluation by providing assessment that increases the
“amount, quantity, and usefuiness” of the information provided by
assessment to the teachers and students. Lucas suggests that assess-
ment becomes part of the context of the classroom, so that assessment
can reflect what i3 naturalily occurring in the class.

Pearson, P. D. & Valencla, S. (1987}. Assessment, accountability and

professional prerogative. In J. E. Readence & R. S. Baldwin. (Eds.),

Researchinliteracy: Merging perspectives. 36th yearbook of the National

Reading Conference. Rochester, NY: National Reading Conference.
The authors explore a wide range of assessment issues in terms of the
relationship between new assessment alternatives and issues of ac-
countability, especially at the state level.

Pikulski, J,J. (1989). The assessment of reading: A time for change? The

Reading Teacher, 43(1), 80-81.
In this October 1989 article reviewing the state of assessment in
reading, Pikulski discusses what the readers of The Reading Teacher
can expect to find in the assessment column during the 1989-90 year.
He suggests that an important concept being discussed in the field is
the portfolio approach to the assessment of reading and literacy, and
highlights the potential of portfolios for placing teachers and learners
at the center of the assessment process.

Routman, R. (1991). Invitations: Changing as Teacher and Learners, K*
12, Portsmouth, NH: Heinemann.
The author includes a rich description of classroom assessment and
evaluation practices for teachers making the transition toward more
naturalistic and student-empowering assessment.

Shepard, L. A. (1989). Why we need better assessments. Educational

Leadership 46 (7), 4-9.
Thelarge-scale use and imitations of standardized tests are discussed,
and the separation of such accountability measures from those that
inform instruction is suggested. Problems facing the construction of
such accountability tests are noted, and the resuiting practices of
teaching to the test are discussed. It is suggested that better instruc-
tional assessment needs to be developed that allows assessment to
resemble learning tasks and involves the development of portfolios that
contain samples of students’ work. It is also suggested that such a
strong difference exists between accountability and instructional as-
sessment that the two cannot be merged. Finally, the article suggests
the use of scientific samples to enhance the credibility of standardized
tests,

Stayter, F. Z. & Johnston, P. (1990). Evaluating the teaching and
learning of literacy. InT. Shanahan (Ed.), Reading and writing together:
New perspectives for the classroom. (pp. 253-271). Norwood, MA:
Christopher-Gordon.
Stayter and Johnston discuss the integration of redding, writing,
teaching, and learning and suggest that evaluation needs to be an
integral component of this process. Believing that evaluation is con-
structive, they look at theimpact that techniques, focus, and language
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have on evaluation of learners, as well as at the importance of the
contextin which learning occurs, and at the opportunities studentsare
given for self-assessment. Several tools for evaluation are discussed, in-
cluding portfolios, interviewing, student questioning, and teacher
evaluation.

Taylor, D. (1290). Teaching without testing. English Education, 22 (1), 4-

74.
Taylor presents the essence of a project intent on developing biographic
literacy profiles from the perspective of the child. She provides a rich
description of the features and methods associated with the varlous
objectives of the project: Learning to Observe Children's Literacy
Behaviors; Learning to Develop Note-taking Procedures to Record
Observations of Children Reading and Writing; Learning to Write
Descriptive Biographic Literacy Profiles; and Learning to Increase our
Awareness of the Multiple Layers of Interpretation that We Are Incor-
porating into the Children’s Biographic Literacy Profiles.

Tierney, R.J. & McGinley, W. (In press). Serious flaws in written literacy
assessment. In A. Carrasquillo and C. Hedley (Eds.), Whole language
and the bilingual learner. Norwood, NJ: Ablex.
Explores in some detail the limitations (especially mismatch between
what is literacy and how it is taught versus testing practice) of
standardized testing practices that are mandated.

Valencia, S. & Pearson, P. D. (1987). Reading assessment: Time for a

change. The Reading Teacher, 40. (8), 726-732.
In this article Valencia and Pearson claim that the current view of
reading that emphasizes the active role of readers as they construct
meaning with a text is not reflected in our present practices, By
presenting the pilot projects begun in Illinois to develop new statewide
assessment measures, they document the need for developing a new
framework for thinking about assessment that is based on our current
knowledge of the reading process and considers the decision-making
levels of our educational system.

Valencia, 5. W, &Pearson, P. D. (1990). National survey of the useof test

data for educational decision-making. Reading Research and Education

Center Technical Report, University of Illinois at Urbana-Champaign.
This report describes the scope and nature of testing-—especially
reading testing—and how different tests are selected and used by
teachers and administrators. Above all, thereport provides systematic
datahbearlng on how tests influence educational decision-making and
teaching.

Valencia, S.W., McGinley, W. &Pearson, P. D. (1990). Assessingreading

and writing, In G. Duffy (Ed.), Reading in the middle school. (pp. 124-

153). Newark, DE: International Reading Association.
The authors advocate a move to contextualized assessment that views
assessment as “continuous, multidimensional, grounded in knowl-
edge, and authentic” and suggest that portfolios in their philosophical
sense reflect a dynamic attitude toward assessment that integrates
instruction and assessment. However, believing that teachers need
criteria for evaluating their own assessment strategies, they offer a set
of five continua for evaluation of assessment strategies—"focus, strue-
ture, mode, locusof control, and intrusiveness™—and provide scenarios
1o serve as conceptual frameworks in the analysis process.

Wiggins, G. (1989). Teaching to the (authentic) test. Educational Lead-
ership, 46 (7), 41-47.
As Wiggins argues, “If tests determine what teachers teach and what
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students will study for—and they do—then the road to reform is a
straight but steep one.” The problem as Wiggins states it is for tests to
be authentic, {L.e., trulyrepresentative of performance in the field), tied
tocriteria that make sense; involve student self-assessment, and soon.
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