California State University, San Bernardino

CSUSB ScholarWorks

Theses Digitization Project John M. Pfau Library

1993

Portfolio assessment; An authentic method of student evaluation

Arlene Lois Garnett

Follow this and additional works at: https://scholarworks.lib.csusb.edu/etd-project

b Part of the Educational Assessment, Evaluation, and Research Commons

Recommended Citation

Garnett, Arlene Lois, "Portfolio assessment: An authentic method of student evaluation” (1993). Theses
Digitization Project. 825.

https://scholarworks.lib.csusb.edu/etd-project/825

This Thesis is brought to you for free and open access by the John M. Pfau Library at CSUSB ScholarWorks. It has
been accepted for inclusion in Theses Digitization Project by an authorized administrator of CSUSB ScholarWorks.
For more information, please contact scholarworks@csusb.edu.


https://scholarworks.lib.csusb.edu/
https://scholarworks.lib.csusb.edu/etd-project
https://scholarworks.lib.csusb.edu/library
https://scholarworks.lib.csusb.edu/etd-project?utm_source=scholarworks.lib.csusb.edu%2Fetd-project%2F825&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/796?utm_source=scholarworks.lib.csusb.edu%2Fetd-project%2F825&utm_medium=PDF&utm_campaign=PDFCoverPages
https://scholarworks.lib.csusb.edu/etd-project/825?utm_source=scholarworks.lib.csusb.edu%2Fetd-project%2F825&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:scholarworks@csusb.edu

PORTFOLIO ASSESSMENT:

AN AUTHENTIC METHOD OF STUDENT EVALUATIC

A Project
Presented to the

| Faculty of
California State Unive

'San Bernardino

rsity,

In Partial Fulfillme
of the Requirements for th
Master of Arts

in

Education: Reading O

nt

ption

by
| Arléne Lois Garne

June 1993

tt

e Degree




- PORTFOLIO ASSESSMENT: |
AN AUTHENTIC METHOD OF STUDENT EVALUATION

A Project

~ Presented to the
Facuity of
’ Célifomia' State Um'Ve-rsii:y,

San Bernardino

Arlene Lois Garnett
© June 1993

Approved by:

(-3-93
- Date

| Cousin, Advisor

Dr. Katharine Busch, Second Reader




'ABSTRACT

Th1s i:)roject 'Was developed asa ‘response
'standardiZed testing—%a form of eValua‘tion t!
' teacher a t'ull -picturevof a student’s ahilities,t
of today S hohstlc methods of teachlng and le
- This prOJect prov1des a dlscussmn of the
: on portfoho assessment as Well as a handboo
grades 1- 5 can 1mp1ement portfoho assessme
Portfoho assessment is an authentlc method
enables teachers to acqulre an ongomg plCtll]
B ,readers and Wmters._ This typev of assessmen

needs of today’s holistic methods of teaching

lnvolvmg students 1nto the process of self—evaluatlon

The teacher S handbook is d1v1ded 1nto two sectlons Sectlo

one descnbes what portfoho assessment enta

provides teachers with an explanatlon of var

gwhlch may be used to document student growth as Well as stuo
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a‘to the problem of
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INTRODUCTION & STATEMENT OF THE PROBLEM|

‘There is a growing movement toward c|

educational assessment. "Yesterday's standardized methods of

evaluat1on do not appear to meet today s hol1
As educators contmue to move toward the W]
# ’readlng and ertlng, many are ﬁndlng that t
evaluation no longer are apphcable

Th1s new shift in student evaluatlon isn

stic methods of tea

he old methods of

hanging how we vllew |

ching.

hole language mow:lel of

ot merely a passing trend

in fact the Enghsh-Language‘ Arts Framewor_k (1987), addresses the

problems assoc1ated with standardized testin
have long understood the 1nadequacy of test s
the dimensions of students' success in school”

One issue troubling educators is that test

(p. 33).

cores for identifyir

scores do not refle

g: "Classroom teachers

1g all

ct

objective learning, an asvpe'ct which may focus undue attention on the

.-s‘tudents" weaknesses instead of the students'

Routman (1988) standardized testlng often focuses on What students

can't do, as opposed to what they can do.

Due to the limitat_ions of standardized testing, a need has

for alternative forms of student evaluation, one such form is por

~ assessment. .Although the use of portfolios in
" recent development,' ‘portfolios have been use
‘buSi'nessvas" a way to both display and evaluate

' accomphshments Professmnals, like artists a

a person's SklllS a

ind writers,

strengths. According to

education is a fairly

d for many years i

surfaced

tfolio

n

nd



http:identif3n.ng

o commonly use p_ortfoli&é to showcase their "b
| increasing number of téa(:hers_, administrato
‘are turning. tb portfplios as an effort to bétter
(Vavrus, 1990) |

Portfolio assessment is a systematic and

assess their studer

organized collecti

‘student selected work Which» serves as a basis for ongoing evalu

(Vavrus, 1990)., Portfoliv(})s reﬂebt actual day-

- of students and their reﬂe‘ctions based on thei
documents student development (strengths ¢
focuses on growth (Hamm & Adams, 1991).
i _Portfolios inay take many forms, but the
file folder which includes samples of a studen
teacher or the student), obServat‘ional notes t:

student’s self-evaluation of progress over a ce

to-day learning ac

and weaknesses) a

'y commonly consi.

aken by the teache

rtain period of tim

est” work, and nov

rs, and school disitj'

r work. A portfoli

t's work (selected I

v an
icts

its

n of
ation
I;ivitiés
also

nd

st of a
y the
r, a

e, and

| collaborative progress notes made by the student and teacher. The

items placed in a portfolio may include written responses to reac

ling,

reading logs, selected daily work, pieces of writing at different stages

of completion, classroom tests, checklists, unit projects, and audio or

video tapes (Valencia, 1990). According to Valencia (1990), a portfolio
‘must include a wide range of the student’s work, "The key is to ensure

hat teachers, pare;

a vériety of types of indicators of learning so t nts,

students, and administrators can build a complete picture of student
development” (p. 339).

The use of portfolios also offer teachers an opportunity to

2




examine their teaching practices. Through t
teachers can reflect on classroom instructior
alliance with the icurricul’um,.an'd monitor tk
claséroorn In addition teachers can use the
' from portfohos to manipulate- classroom inst;
(Far West Laboratory for Educatlonal Resea
1991a). |

- The whole premise of portfolio assessme:

E‘nglish-Language Arts Framework (1987) in which it states,

"Good ass'eSsment practices will include infor;
assessment will be strﬁctured to assess stude
accomplishments, not simply weaknesses or {
- key components 1n evaluation make portfolio
with the state's guidelines on evaluation as di
Aframework. | |

According to Grant Wiggins, :director of
. on Learning, Assessment and School Structu
authority.on portfolio-based assessment, ther
| why portfolio assessment has gained growing
First of all, the work being done in Whole lang

Writing has caused the state to move away fr(

for wrltlng Second there i 1s a general move toward assessment t

reform as more attentlon is focused on schoo]

- and teacher a0countab1hty, And finally, with

he use of portfolios,
1, determine their
1e progress of their

d

information gaine

ruction for their st

irch and Developm

nts' strengths and |

failures” (p. 33). T

scussed in the

ruage and process

assessment consis

research for Consu

e are several reasc

interest and popn
»m standardized te

reform, vrestructu

the restructuring- )

udents

lent,

nt is addressed in the

mal daily activities . . .

hese

stent

1ltants

re (CLASS), a leadi
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larity.
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other countries, organizations, and institutions are doing as a way

to establish a better form of student evaluation. Their findings

that schools in other countries have moved toward performance

- evaluation (Vavrus, 1990), a category that includes portfolio

}assessment. .

The use of portfolio asses'Sment meets the needs of today’s f‘ '

schools becoming more common, educators are looking at what

v
h

|
1
i

1
show

| holistic methods of teaching. It provides teachers with a cleareir view

of their students’ development and growthv not commonly seen |

ln the

tradltlonal methods of evaluatlon In addition, portfoho assess ment |

promotes an authentic form of evaluatmn——an element found ’llﬂrtl’l‘e

~ whole language model. Because of the 'advantages of portfolio |

~ assessment for both teacher and student, this

form of evaluatio;

u will

- become more prevalent in the coming years; however, teachers may

find themselves in unfémiliar territory when confronted with ;

" mandates to use portfolios from their adminis

trators and 'distr]ll't

<

~ office. For this reason, a handbook on portfolio assessment Would be

beneficial for teachers who do not know where to begm The gonl of

~this project is to develop such a handbook Wh1 ch will enable ‘teaur‘ hers

-to make the ti'anSition into this style of student evaluatlon By |

‘providing examples of various instruments of

- observation checklists, reading miscue inventories, and ‘spellingj
analysis, teachers new to portfolio assessment can more readily

grasp the principles needed to successfully implement this type of

4 -

assessment such

4
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evaluation, and begin to explore ways to customize the use of portfolios
| in their clasSrooms to best meet their needs and the needs of thur ir

| students.




. LITERATURE REVII

The review of literature on portfolio asse
this type of authentic assessment is one of th
student evaluation is taking. Since today's m

teaching do not fit yesterday's standardized n

" transition process—i.e., the use of portfolio assessment—is taking

| place in order to make student evaluation co
. philosophylof teaching.

' This review of literature is organized int
that will examine the various components an
portfolios: (a) what is a portfolio? (b) how is
different from standérdized testing? (¢) how
the thle‘language philosophy of teaching a
goes into‘a portfolio? (e) what are the roles of|

student? and (f) how are portfolios evaluatec
What is a Portfolio?

A portfolio is a collection of studént work
student can do. Portfolios focus on growth a
development of student‘s. Acéofding to Ham;
"A portfolio is more than a 'folder’ bf student 1
~ specific collection of accomplishments” (p. 20

In a recent interview, Grant Wiggins, d

nd document the

work; it is a deliber

W

ssment indicates t

|
e current direction
nethods of evaluat;
nsistent with the‘ ¢

o the following are

portfolio assessme
do poi‘tfolios fit in.
nd learning? (d) w
the teacher and th

1?

that shows what :

m and Adams (199

).

irector of research

ethods of holistic |

I

hat

[92]
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d issues pertaininjg to
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S

citesvportfolios as a sample of work that repre
 First, it contains samples which students con
work. Second, portfolios incorporate examply
various types of genres (Vavrus, 1990).

| ‘De Fina (1992) reinforces Vavrus defini
stating, "Portfolios are systematic, purposefu
colle_ctions of étﬁdents' work in one or more s
Thereforeﬁ, student work is not thrown togetl
faShion but rather in a way which bost reflec

accomplishments (De Fina, 1992).

sider to be their be

Consultants on Le‘arning, Assessment and School Struoture (C]

sents two perspect
es of student work i

tion of portfolios b
1, and meaningful
ubject area” (p. 13}.
1er in a haphazard

ts a student’s

In addition, De Fina (1992) states that p\ortfohos should cor

the actual day-to;day work of students whic
learned. He also bolieVes that portfolios shou
ongoi_ng'efforts, progress, and ac_complishme

" so that growth can be observed.
How is Portfolio Assessment Different fror

- In examining the Validit57 of_ standardize
Carter, & Desai, ( 1991) presented four main
r.eﬂe‘ct an outdated’ view of clasSrOonts and r
(b) formal tests reflect a limited view of read
dlsenfranchlse teachers and constrain 1nstru

(d) students are not engaged. in self-assessm

7"

h reflects What the
1d project the stuéL

nts over a period o

n ,Staridardizéd‘ Te

d testing, Tierney,
problems: (a) tests

estrict goals for lemé

ctional possibilitie

ent.

2

LASS),
ives.

t':

1tain ’
y have
nt's

f time

sting?

irning,

ing and wvriti'ng, (c) tests

s, and




According to Tierney, Carter, & Desai (1
and formal classroom testing are removed from the teaching a
learning that naturally occurs in the classroo

items on standardized test do not reflect what

classrooms nor do they represent the day-to-
Most important, standardized tests do not s

really do.

Standardized tests reflect an outdated view of reading and

writing which makes the results less valid.

into consideration such aspects as the backgr

reader or writer. Instead, emphasis is placed on verbatim recal

reading comprehension is judged on predeter
which offer a limited view of reading and wr
Desai, 1991). |

The use of standardizéd tests do not allo
- to become empowered in learning; teachers &
being capable of making decisions based on tl
instructional needs of their students and stu
view of their strengths and weaknesses, goal
Tierney, Carter, & Desvvai (1991) discussed th
standardized testing and the i'ole of the teach
is not a partnership between student and tea
not a goal, and as a result, assessment seems

“learning" (p. 34).

991), "Standardiz:

m" (p. 26). Thus, t
 is being taught in

day work of studer

ow what students .

ese tests do not tz

'mined responses, |

iting (Tierney, Ca;

are not reéognizedl;
he individual

dents cannot expre
s, and achievemen
e discrepancy bety
ler and student: "

cher, self-assessmi

3 to remain detach:

Al

d
nd
he
our
its.

can

1ke

round experience of the

1 and
both of

rter, &

w students and teschers

as
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Standardized tests providé an evaluation
“one particular point in time._ They do not full
can do, nor do they require in-depth thinking
.o.f' Readers: Thé Report of the Commission on Reading (1985),
Commission »states thét star_ldardized tests d »
.»asséQSment of a student’s reading compreher

in conjunction with additional forms of assesFment such as

observations of reading, critical analysis of a

wi‘iting‘ done independently by students. In a

~ stress the goals of reading instructions as clo ely as possible anc

y reveal what a st

sion and should by

ddition, tests need

selected 4reading, and

of a student's abilities at

ident

. In Becoming a Nation

the

» not provide a thoifngh

» given

to

| their

results should not be over-emphasized (Anderson, Hiebert, Scott, &

‘Wilkinson, 1985). For these reasons, it is im '.ort'ant to evaluatt«ﬁ,f
student's accomplishments by using a numb ‘
procedures at different pdints in time (Far West Laboratory fo
Educational Research and Development, 19
The portfolio appi’oach of as‘sessment offers students and ?
teachers an alternative to staﬁdardized testi
compai'es portfolio assessment and standard
attributes of both forms of assessment. Stan
unnatural event, it summarizes a student's f
fanking information, and it is a one-time ev:
abilities on a particular task; Conversely, p(Prtfolio assessment,
in a student’s natural environment, it provic

opportunity to demonstrate his/her strength

9

r of alternative
O1b).

ng. De Fina (1992.
ized testing by listi
dardized testing 1@
ailures, it provideé

aluation of a stude;

les a student with

s and weaknesses,

a

)
ng
an
,
nt's
occurs
an

it




allows students teachers and parents to evaluate the student's

-_ accompllshments and attempts and it is an cngoing process tha’t

| prov1des many opportumtles for observatlon

and assessment. |

Portfohos are beneficial because they reflect the type of |

evaluation which would be found in a whole|]

language classroom—

a -CIassroom structured on the principles of the whole language

. ph1losophy

= Ideally, we envision a classroom where %tudents are _involvf"ed in

judging themselves Wlth the support of t

~ parents. Self-assessment helps studentsl

becoming lifelong'le‘arners and assists s

responsibility for their-learning process

produce. This kind of assessment requ1
partnershlp between teachers and stu

o ‘where teachers help students assess the

- viewing assessment as a goal ’for l_earm

outcome. (Tierney, Carter, & Desai, 19

How do hPortfolios fit 1n with the )

Philosophy of Teaching and

The philosophy of the Whole languag_e I
reading as a process that co’mb'_in'e_sv the cuei
. : syntactic, S'emantic, and co’ntent;-vvhich ar
and integrat'e.meani_ng. In this model, _meal

10

eachers,-peers, and
to _take_ steps toward
udents with takin"g |
and the work they{
res anew kind of
ents—a partnershlli

mselves It requnes '

ng rather than an

91, p. 34)

Whole Language _'

Learning?

nodels entails yieWing'
ng systems of graphw
e used to predlct a’onﬁrm

ning is the basis ot reading;




in other words, méani'ng is cbnstructed thlf01lgh the combination of

the reader’s background khoﬁvled‘gﬁe and the written text. This is not

saying that meaning is in the text itself, but that it arises during the

transaction between the reader and the text i
‘and social ‘conteXt. ‘Thus, meaning is derived
interplay between :the”r‘eader"s‘ mind (schem

o the text Therefore; readers must bring meal
to get meaning _frdr_n it (Weaver, | 1988).
~ According to Weaver ‘(1988), we bring d

~ and different schema With us when readiﬁg
v dépend on a number of slo_cial.v fgétors; ethnic
background, age, and educa'ti'orllal. affainmen
influenced by our interpretation of the social

Thus, because the reader-text transaction o

situational context, reading is a socio-psycholinguistic process.

In the whole language model,v language

necessary for communication. According to

a text. Our schema

and socioeconomic

n a particular situational

from the conStamE

a) and the language of

riing to the text in order -

ifferent life experiences

t. In addition, schiLma is

and situational c«:»htext.

curs within a social and

is learned as a process

| Gdodmén (1986),

language starts as a means of communication between members of a

group. Because of this interaction, life views—as well as culture and

' its value—are learned through zlanguage. Language makes it

possible

for people to link minds together. In additio%, Go,(‘)dman’(1986) states

that language enables people to reflect on th

| ‘express themselves orally (speech) and symbolically (print).

Therefore, Ianguage is important to one’s su

11

eir experiences and

rvival in society and




‘also enables learning to take place.

By processing the symbolic representation of language,

through reading and writing, an individual can delve beyond their

background knowledge and gain new insigh

regarding the world around 'them. According

Burke (1988), “Reéding and writing are transactions Wherebyj

language users begin with concepts and belie

free themselves from what they presently th

(p. 9). Hence, the authors believe that readin
literacy, is a process of outgrowing oneself in

communicative problems.

Smith (1985) believes that reading and 1

interrelated in ascertaining meaning throug

processes should not even be considered sepa

learning of a child. He states,

Children learn about both reading and \rvriting in learning

uses of written language. . . . Everything
reading helps in becoming a Writer. Eve
writing contributes to reading ability. T
separate does more than deprive them o
impoverishes any learning that might t
To successfully implement the whole la
classroom, both the teacher and the student

roles than those previously expected of them

12

ts and meaning

r to Harste, Short,

E's’, but in the proce
1ink, feel, and perc
g and writing, i.e.,

order to solve

writing are so-
h language that t}

rate, especially in |

a child learns abo
orything learned al
0 keep the two acti

f their basic sense,

nguage model into
must adopt differe:

. The role of the W

and

eive”

1e. two

he

the
ut
bout
vities

it

ake place. (pp. 125-27)
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language teacher is to facilitate learning, to invblvé students in |

planning what will be learned (student voice), and to enable students _

Q

to experience the process and form of language through reading,

writing, speaking, and listening. Whole language teachers are
“kid-watchers” (Goodman, 1986). According to Goodman (1986),

throﬁgh kid-watching, teachers are able to eiraluate ‘and revise:their
teaching strategies. In édditi()n,*using this approach allows teacher’s

to help their students learn to evaluate themselves; “They [teachers]

also help pupils develop ways of evaluating their own dev}elopment,’ of
knowing when they are ahd when they are not successful in u.éing

- language and learning through it” (p. 41). Whole language teachers
evaluate students through observation, logs, checklists, portfoli«f»s with
writing samples, records of reading experiences and other leawr‘ning
activities, and Reading Miscue Invéntory (RMI). Materials u‘.@'.fed by
the teacher contaih natural and familiar vocabulary (predictaﬂlt le

books and literature), and thematic units. The whole language

[S3

teacher involves the students in group learning, journal writing,
Silent Sustained Reading (SSR), and composing.
The role of the student, in the whole language model, is to use

reading, writing, speaking, and listening to gbtain meaning. They are

also involved in decision-making concerning their learning:
Students in whole-language classrooms are aware of their own
progress and set their own goals and directions. ... Students

‘monitor their own learning because they are part of the

13




curricular partneréhip. ' By'prese'nt'ing'vsLhat .‘they know an

~ know, and what }th'e}y Wént to find out, th
of theif learning. »‘(We'avei',.1988, p. 271)

In keeping with the whole language phil
portfolio approach of ‘assessment, captures an
student has to offer (Valencia, 1990). Valenci.
that the portfolio approach enc;ourages us to 1
examining learning and has the va_lidity that
: assessment offers. In addition, she presents f
: of the portfolio approaoh of assessment: (a) s
anchoréd in authenticity of tasks, texts, and c
must be a continuous, on-going process ’ohat S
development, (c) assessment must be multid
committed to sampling a wide range of cogni
»responses and liferacy zictivities, and (d) asse
active, collaborative reflection by both studen
p‘rin‘ciples’provide a powerful form of aééessr

standardized test can reveal.
What Goes into a Portft

What goes into a portfolio depends on th

the purpose of the portfolio. The audience mi

principals, parents, and peers. Teachers, as t

portfolios to determine the effectiveness of classroom instructio

14
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imensional—
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~ evaluate student growth, monitor classroom

- components of the curriculum are being met.

‘audienc‘e, would use portfolios to determine st

progress, and exan

Principals, as the

udentjprogress. |

nine if

'Parents, as the audience, would look through student port_folios to

learn of student progress and growth Peers, as the alrdience_, 'w’ould
view other students portfollos as a means fm eneouraging o
'cooperatlve learmng, ollaboratlon sharmg of ideas and feelings, as
‘well as peer tutormg (Far West Laboratory for Etlucational Research
and Development 1991a) |

Once the audience is determlned the purpose of the portfoho can

1clude communics

be estabhshed Purposes for portfohos may i1 1t10n,_

: reﬂectlon and chmce Portfohos may be used as a vehlcle of

communication by the teacher to discuss student growth W1th
parents. Portfolios may also be used as__a_non-threatening plack.z B

where students can reflect on personal growth and document their

- learning. Finally, portfolios may provide students with a choice—a

choice Which‘enables— students to choose what they consider to be

importantv about their ,learning and growth (Far West Laboratory for

.Educati_onal Research and 'Development,' 1991a). _
, Additional_purposes for portfolios listed by De Fina (1992) i‘nclude:
ns for student eval

developing a sense.of process, creating a mea uation,

empowering students, setting individual goals, providing real-life -
learning opportunities, and determining the effectiveness of teaching

practices. Developing a sense of process refers to the student's ability

- 15




to recognize that a finished piece of work is thlé end product of a-

process that entails a séries of steps which wil
modifications. Creating a means for student
students to develop a criteria for examining t
guidelines presented to them. By using portfo
empbwered in their leafning because they des
ownership in their work and ideas. Through

student's strengths and weaknesses are easil;
the teacher and student to set goals together-
instruction can be arranged'bfor each student.
life learning opportunities requiring students
to-day thinking, reading, and mﬁing tasks. |

~ student's portfolio, teachers can determine if

] include changes :

lios, ‘stud'ents beco
velop a sense of

the use of portfolio
y recognized. This‘
—thus individualiz

Portfolios provid:

Last, by reviewing

using are working for the student and/or clas
After determining the audience and pury

samples are selected which include assignme

S.

rose of a portfolio, .

heir own work bas

and

self-evaluation allows

ed on

me

s, a
allows

ed

> real-

to reflect on actual day-

a

the approaches they are

\nts that students @ngage

in on a daily and weekly basis. Samples which might be included are

audiotapes of oral reading, entries from stud

literature logs, selections from a student's writing folder, and pz

of various subject areas which required read;
1990).
Seidel and Walters (1992) elaborated on

the various items

may be included in a portfolio. A portfolio mTy contain various

of student work such as: (a) written material
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kinds
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(b) Vldeotapes of presentatlons performance

'photographs of a ﬁnal p1ece of work; (d) audig

\ QI’ readmgs, and (e) art Work——drawmgs,- ske

and maps.

Wha't.are the Roles of th'e'Teach‘er a

- Because nortfolio assessment is a»form of
vlanguage model, the role of the teacher who i
portfohos encompasses the same theoret1cal g

As stated by Glazer & Bro

language teacher.
need to cre_ate a classroom envn'onment that
eneouraging students to take risks while pr
(b) sharing decision‘-makfing and'control in 1
and (c) merglng 1nstructlon and assessment
| To accomphsh these goals, certam specifi
be established for both the teacher and the st
use of portfolios yield‘the“maximumeduc';atlo
Carter & Desai (1991) dlscussed various role
teachers and students who use portfohos Ac
the teacher needs to plan for student involve
' participvation}in claserOm aetivities; provide

encourage decision-making, reflecting, read

 provide instruction and modeling‘ of expectat;

process and product effort, progress, and act
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1nformatlon collected from conferencmg W1th

her portfollo to guide 1nstruct1onal d1rect1on y

student the authors feel students should be ir

own wrltlng top1cs and readmg matenal" orgs
accept respons1b111ty for thelr portfohos colle(
vreadmg samples to analyze and compare - coll
the teacher to 1dent1fy personal strengths an
self and peer assessment and set goals

In examlmng the llterature on portfollo :
1nd1cated that there is no longer a clear d1st1n
; of the teacher and the student
| | Tradltlonally, teachers have aSSIgned W

11ttle Or No explanatlon about the purposc
‘ Explanat1ons about how the ass1gnment
- were usually abundant but students rar

vpurpose behlnd the. practlce Also, they \

“be part of the evaluation process

: _In contrast, the portfolio classroom id |

Teachers in these classrooms trust chile
- from the1r mlstakes but from the1r stren

.1992 pp. 41- 42)

Portfolio assessment allows for an -in'ter
between the teacher and the student hence

role oﬂ:en develops into a student role As d1
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(1991), when selecting samples for the studen

process may begin with the teacher choosing,

t’s portfolio, the selection

|

or the teacher and

student choosing together, until the student is confident to make the

selections. This selection process will continu
student are ready for the student to do most o
case, students and teachers need to know and

why they are choosing a particular piece for t

Routman (1991) explains that in the beginning the teacher

guides the students through the process by having the students

describe what is significant about the pieces t
addition, the teacher'ques‘tions the students i
think about and evaluate their work. Some g
“Do you notice anything about this piece of wi
for you?” “What are your strengths?” “Wha
improved on?” “How might you have made tk
author believes that as this proces's continues,
emulate the desired steps: “Eventually, stude
identify their own progress, stréngths, needs,
(p. 331).

‘De Fina (1992) also addresses the chang
teacher and student, in this case, regarding t
assessment. The author states that once tea
evaluation techniques and the use of checklis

they would like their students to use, the stuc
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to

f

and future goals” |
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internalize and apply these learned standard

According to Tierney, Carter, & Desai (1

encourage students to engage in self and pee

their students to také control of their learning. Therefore, stud

who are invoived in self-assessment learn th&t they play a maj

in their own learning. This is what makes th

powerful.
How are Portfolios Evalu

Portfolios can be evaluated according to

teachers, students and other concerned partﬂes, or on the growt

demonstrated within an individual portfolio.
(1990), “The key to scoring portfolios is in set

your goals for student learning . . > (p. 53).

The teacher, students, and others conceLrned must come tqg
to create the criteria on which their assessment will be based i

to establish what they will look for in the portfolios. Those invol

must come to a mutual consensus regarding
standards, and criteria will be (Seidel & Wal
According to Vavrus (1990), an evaluati

progression of standards to be met, should be

ting standards rels

ters, 1992).

5 to their work.

991), teachers whi

D

r evaluation, empo

ated?

standards generat

As stated by Vavri

what their goals,

e use of portfolios so

wWer
ents

or role

ed by
h

1S

itive to

gether

order

ved

on scale, which lists a

created and samples,

which represent each level, should be establigghed. This gives the

‘ evaluators of portfolios something concrete t
portfolios.
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" As for the evaluation proceés itsel_f, Tierney, Carter, & Desa_fi
| (1990) offer six evaloatiVe guidelines: (a) the teacher and student

discuss the goals of the portfolio, the process and guidelines for

,selecting samples, and points out strengths which may be included in

the selffeiialoation feport_,; (b) readirig and wri
collected by the student; (© the student selecte

| portfolio and consults with p'eers, pareilts, and

develop self-evaluation notes for the pieces se]lected;;(d) the stud

reviews the entire portfolio in order to develop

summary; (e) portfolio, self-evaluation notes, and self-evaluatiwje

ting samples are
pieces to include m the
the teacher to help

nt

[}

a self-evaluative:

summary are shared with teacher and parents; and (f) the teacher

conferences with each student to discuse the s

report and to help guide the student’s }inStructional needs.

~ Are such evaluative steps effective? Does_ self-evaluation truly

tuden't’s self-evalnation

enhance a student’s learning? The perso_nali*reﬂections of Linda Rief :

(1990) offer an insight to how teachers—by empowering the students

through self-evaluation—can enhance learning in the classroom:
Over time, I begavn‘ to see more diversity and depth to their

writing, their reading, and their responses to literature. I

di}sc‘:overed that the students knew themselves as learners better

’ t‘han}anyone else. They set goals for the mSelveS'and judged how

vwell they had reached those goals. They

thoughtfully and

honestly evaluated their own learning with far more detail and

introspection than I thought ‘possible. ‘Ultima_tely, they showed

21




 me who they were as readers, writers, th

~ beings. (pp. 25-26)

‘As noted in Rief s«reﬂect’ions, as well as the other literature :

, reviewed in this section, portfolio asseSsment
alternatlve to tradltlonal methods of student ¢
standardlzed testing. Portfohos expand the ¢
-and-. student, and also allo;yv*a Wldervau‘dlence,
“the administfators; to‘gain a greater underst
~process. ) |

By having students take greater respons
'leafning and decisi‘on making——a key aspeet
: : phllosophy of teachlng and learmng—learnu

. ongomg process rather than s1mply product

The students can better recogmze and demoqstrate their abiliti

thlnkers and human belngs (Rlef 1990)

svaluation such as

1g becomes part of

hence the students truly can show that they are “. .

provides a viable

les of both the} teac

1ncluding parents

anding of the learr

ibility in their own

of the whole langu‘.
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A HANDBOOK FOR IMPLEMENT!
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- Arlene L. Garnett
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INTRODUCTION

This handbook iS’designéd to help teachers (grades 1 - 5)
implement the use of portfolio assessment intpo their classrooms.
Portfolio assessment is an authentic method of student evaluation that

enables teachers to aéquire an ongoing picture of their students as

readers, writers, énd thinkers. This type of assessment meets the N

philosophical neéds of today’s holistic methods of teaching and |

| learning as well as iﬁvolving students into the process of self- ’

evaluation. ' \ | f
Through the use bf this handbook, teachers will learn: (a) ‘\%vhat

pbrtfolio assessment entails, and (b) how to u.sé_ samplés of stud!.é}nt

work and various forms/assessments aimed at documenting student

growth. | ;o ~ 1
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- SECTION ONE:

WHAT PORTFOLIO ASSESSME

What is a Portfolio?

‘A portfolio is a systematic and organized
work which serves as a basis for ongoing eval
actual day-to-day learning activities of stude
based on their work. A portfolio documents s

(strengths and weaknesses) and focuses on g

should also project a student’s ongoing effort:%, progress, and

accomplishments over a period of time so th3

observed (De Fina, 1992).

How is a Portfolio Different From a St

A work folder holds everything a studen
portfolio contains student selected, teacher se
teacher selected work which represents wha

and accomplished over a period of time (Seic
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What Does a Portfolio Loo

Portfolios may take many forms—from
construction paper to a strong cardboard box
Whatever a teacher decides to use for théir st
depends on the amount of room available. In
- choose should hold what you want to put in it

accessible to the both the teacher and student,

may include samples‘of the student’s work, anecdotal notes, the

F Like?

a piece of folded
for each student.

tudents portfolios

‘any case, what you
' )
and should be easily

. Items held in a gortfolio

student’s self-evaluations, collaborative note

and the teacher, and other various forms of

28
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What Goes into a Portfo

‘What goeé into a portfolio depends on the
portfolio Was intended and the purpose it Wﬂl
| mlght ¢dnsist of _tééchers, prin@:ipals, and pare
’ audieri(;e, v‘5vio‘uld use poftfolios to ‘deter‘i'nine' th

CIassrdom instruction, evaluate student grow
prbgress-, aﬁd_examine if goals of the curricul
Princi‘pals'and'parénf;s, as the audjéhéé, ‘W"o‘.ul
learn of stu'den.t‘pr‘ogl"essvand growth (Far W

Educational 'Res,‘eafbh and Devel_opmeht‘, 199

1e effectiveness of
um were being met.

est Laboratory for

lio?

audience for Whic|h the
serve. The audiemjce

nts. Teachers, as the

th, monitor classroom

d review portfolios to

la).

o _Once the 'audi'encé is determi_ned, the purpose of the portfolio can

be established. Purposes for portfolios may include: communication,

reflection, and choice. Portfolios may be used to communicate with

parents about student growth. 'Po_rtfo‘lios‘prc:

place where students can reflect on personal

~ learning. In addition, portfolios provide stud'en‘ts, with a choice-—a

choice that enables studeﬁts to choose what they consider to be

important about their learning and _grovw_th (

for Educational Research and Developnient,

After‘determining the ’audien‘cev»and purpose of a portfolio,

vide a non-threatening

growth and docurment

Far West Laboratory
1991a). ‘

samples a,rev selected from assignments that students engage inona

daily and Weékly basis. Samples Whif:h 'ﬁ;ight be included are

audiotapes of oral reading, entries from student-kept journals and

29




literature logs, selections from a student’s writing folder, and pfojects

of various subject areas that required vr‘eadi.ng
1990).

How are Portfolios Evalu

»onvrtfolios can be evaluated according to standards generat:
teachers, students and other concerned parti«es; or on the growth

Vavrus, 1990). The

demonstrated within an individual portfolio (

teacher, students, and others concerned must come together to

the criteria on which their assessment will be

establish what they will look for in the portfolios. Those involve

come to a mutual consensus on what will be their goals, standax

and criteria (Seidél' & Walters, 1992).
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' SECTION TWO:
DISCUSSION OF FORMS/ASSESSMENTS

This section of the handbook 1s designed to explain various
forms/assessments that the teacher and student can place in the
portfolio to document student growth. Each ibrm/éssessrhent will
be discussed in order to demonstrate how to usfe it and what it is |
intended to measure. This section is divided into five subsections that

will examine the following areas of evaluation:
PART A: TEACHER OBSERVATIONS

¢ Anecdotal Record Form

* Anecdotal Recording Form
- e Literature Discussion

* Small Group Record Form

- PART B: READING AND WRITING ASSESSMENT

¢ Audio Taping of Reading
¢ Functional Spelling Inventory
¢ In-Process Reading Strategies
¢ Running Record

PART C: STUDENT REFLECTION

¢ Accomplishments and Goals: Reading/Writing
¢ Looking Back
¢ Student Reflections
* Writing Checklist: Primary

~ ® Writing Checklist: Intermediate
¢ Reflecting on Writing: Primary
¢ Reflecting on Writing: Intermediate
* Reading Response: Primary '
¢ Student Reading Record: Intermediate
* Peer Editing Response

31




PART D: STUDENT/TEACHER CONE

* Burke Reading Interview

* Student Conference Record for Readm_
¢ Student Conference Record for Writing

* Retelling a Story -

ERENCING

PART E: TEACHER/PARENT COM
- Parent Response Form
* Parent Conference Form: Portfolio As

The forms and various types of assessments presented in this

fUNICATION

essment

section allow the teacher to pick and choose an assessment according

to the desired type of evaluation. Through the use of these form

assessments, the teacher is also able to assess

- activities to document student growth. However, these evaluati

methods are merel'y guides for teachers and ﬁnay be altered as X

to meet the needs of the teacher and the stude

Unlike standardlzed testlng, which offers a limited view of

students’ ab111t1es based on rankmg and perC|nntageé that emph:

areas of need over areas of growth, the forms

handbook allow the teacher to gain a more detailed view of wha
students can do. They also allow the students to play a more act
role in their own learning—elements that coincide with the whole

language philosophy of teaching and learning.
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o ,’evaluatlon

T »mcldent 1nvolv1ng a student(s) The Anecdot

S d1scuss1on strategles Thj_ trategles may 1nc

i 3 1nstructlona1 act1v1t1es that focus on the need

”ﬁ: PART A

TEACHER OBSERVATI

Anecdotal Record Form; & Anecdota]

These types of records document a teach

| - the date subJect observed and descrlbes the il
and task along W1th the behav1or observed an
- Anecdotal Recordlng Form is des1gned so tha
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L1teratureD1scuss1o
Th1s form 1s used by,;»__.e teacher to docu1

partlclpatlon staylng on the toplc, encourag1

Th1s sectlon 1s3des1gned to focus on vanou
' & ent z tudent’s str

- "Teacher observatlons are _one of the most 1mp

hen p_lac_e these re¢

ng others, use of a«

engths and weakn

ortant forms of stu

er S observatlon on

al Record Form sp

d 1ts 1mportance

t the teacher can 1

”

o hstemng SklllS ask1ng for clarlﬁcatlon and
L loudly The 1nformatlon galned enables the t

s

as Well as prov1de 1nd1v1dual gu1dance for st

eacher to plan

1dents

nstructlonal s1tuat1'

The

lude such 1tems as

s observations the|

es‘ses?f.

Rsés?fr;dfiﬁg Form

one” o

=ciﬁes et

nak'e.g&:'

ment a group S use,jof Sl

tlve_.: o

peaklng clearly an'df”.j .

s of the groups, }_ I A

dejxit Sl

.ords‘in"f R



‘Small Group Récofd F();'m.‘

" This form is used by the teacher to document observations of

small groups or pattn’er activities. During this typé of obsefvati;)n, the
' te.ach‘e}rv makes notes on the interaction amo gst the group men?bers.
: From this observation, the teacher learns wh t kinds of social skills
' th.e“s'tudents have as well as other group-oriented skills such as
partiéipation, COopeiation, encouragement and praise to other ;group
| members, and vprobliem-solving. The insights gained from this -
H _obserVation informs the teacher on what types of skills the students ‘
need to improve on in order to enhance small group and partner

- activities.

Video Tapihg

The video taping of student presentations and performaﬁc:es
enables the teacher to 6bserve the student in a differenﬁ setting ‘as
‘well as document the student’s ability td participate, cooperate, and
‘ communicéte. From this observation, the teacher gains insights into

~ the areas highlighted for further instruction or practice.




Anecdotal Record

Date:

Student's Name:

Form

Subject:

Instructional Situation:

Instructional Task:

Behavior Observed: _

This behavior was important because:

Teacher Created Materials, 1992 _
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Anecdotal Recordiqlg Form

" Place Mailing

- Place Mailirig
Label Here Label Here
N
~ Place Mailing Place Mailing
Label Here | Label Here
Place Mailing Place Mailing l
Label Here Label Here ,
i
Place Mailing | Place Mailing (
Label Here Label Here (
: {
R
Place Mailing Place Mailing
Label Here Label Here
Place Mailing Place Mailing
Label Here Label Here |

Arlene Garnett, 1993
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Literature Discussion

Date:

Group:.

1. _.What‘:gr'bup discussi()n‘Sti'ategies are being used well? (Whe
‘possible, note student using strategy.)

|
2 What discussion strategles does the grou]a need to have bml[u'ght to
its attention? | ' o '

|
J
|
|
|

- Lynn K. Rhodes, 1993
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Small Group Record VFOrm

Date:

Kind of Group (éooperative learning, partners, etc.):

Names of Studénts: |

Subject:

Instructional Task:

Behavior Observed:

This behavior was important because:

Teacher Created Materials, 1992
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PART B:
READING AND WRITING AS‘

In this section, the' teacher learns how to
students in reading and writing by carrying ¢

assessment. ' The assessments found in this s

to conduct authentic forms of assessment by e

everyday work in reading and Writi-,ng .

" Audio Taping Student Re

Through the audio taping of a student’s reading, a teacher can

~identify a student’s miscues, self-corrections,

" The audio taping of a student reading also enables the teacher to

- recordthe stu’dent’s fluency and growth over

:ESSMENT

evaluate his/her ‘
yut various forms of
ection enable the teacher

>valuating a student’s

ading

and reading strategies.

a period of time. This |

audm tapmg should be placed in the student’s portfoho for futuue use

‘and documentatlon of student growth.

Functional Spelling Analysis

This assessment allows the teacher to determine the percentage

of wor_ds spelled conventionally and functionally within a samy le of

 student writing. This type of assessment may be done perlodlcally

“over the year—once a quarter.

To find the percentage of words spelled c'oriventi‘onally and

functionally, one must count the total number of words in a sample of
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~ writing, including the title and the phrase “T'
‘the number of errors, then subtract this num
count. The result is then divided by the total
result is the percentage of conventional words
to subtract the}percen'tage of | conventional W
percAentage} of functiona_l words spelled (Buscl
| : Thev Functioh.él Spelling Inventoi'y also g
opportunity to identify the strategies their stu
The stratevgy’ categories included in the inven
way it sounds (sound/symbol relationship); (b

 (position of tongue when saying words, vowe
letter, and vowels oinitted); (c) spell by visual
| ‘memory); (d) spell by using rules (Silent “e”

analogy (Wr(‘)ng use of hombphonés and colla

semantic units); (f) spell by using known words for unknown w

and (g) spell by using a groﬁp of letters as pl
(Busch, 1990).

To use this form of assessment, the teacher selects a sampl

student’s writing to be analyied. After identi

words, the teacher writes these words on the

spelling section and then writes the correct sipelling for each in
conventional spelling section so that the functional and conven

' spelling of the words are side by side. Next, the teacher checks

strategies used by the student in the appropr
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In-Process Reading Strat _egies

Thls checkhst may be used to record a student s use of varmus

strategles ddrmg the readlng ofa text The data obtamed from ﬁ.his
| checklist, admlmstered several tlmes over the year, allows the teacher
to determlne if the student is maklng progress in his or her use of
" Varlous_ strategies. By keeplng reeords of thetext read, a teachmi r can
also determine if strategies used by the st’udermt change‘ from one text

 to another.
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Running Record |

A runmng record isa procedure used fo
observatlon the readlng strategles used by t}
comments about the text read.

| Procedure'

1. Select a book that is somewhat famlha
has read before.

2. Make a copy of the text or use a blank
markings.

3. Ask the student to read the text aloud,
blank sheet of paper as the student rea

p 4 Wh11e the student is readmg, note any
self-corrections.

5. After the running record is taken, ask
the strategies the student used when
What cues does the student depend ¢

Does the student use visual cues?
Does the student self-correct?
Is the student aware when his/her r
sense?
¢ Where on the reading scale (grade 1
student by this reading?
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Markings of Running Record

. | Correct response
. stndent - Substitions: student substitutes a word for
actual ~the actual text. o
. text . o
— — _ Ommissions: student leaves out a word. _
actual ‘ B v S : -
text ' '
_l_’_if _ Insertion: Student adds a word.
student ' B ‘ o
_r‘L‘m:]i.l_sﬁ  Student self-corrects
actu v :
text ' o ,
J ) . ‘. ) .
. R Student repeats a word
I gt R,  Student repeats words enclosed two times.

A Appealf' student looks to the teacher for
—  assistance. o ‘

. Told: téachef told the student the word.

th ‘Student tries sounding out the word (write
letter(s) in lower case)
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B Student tries to identify the word

To calculate errors and self-corrections made by the student:

RW = Running words (number of Words in text read).

- E = Errors (mistakes made during reading).

SC = Self-corrections (student fixed his/her error). |

43

ERROR RATE: EEW—_’ = Ratio 1:____
- 43
Example: 6 =
~ seven words)
ACCURACY:  100- B x100
‘Example: ~ 100- 8 < 100=855%

ANALYSIS OF ERRORS (accordihg to accuracy):

__ Easy 95-100%
Instructional 90-94%
— Hard 50-89%

SELF-CORRECTIONS: _E +SC

SC
- Example: 6+3 = Ratio 1:3 (the stude
3 every 3w
'SC RATE: v
1:1—1:2 excellent

 1:3—1:5 good
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Runnmg Record (E?zample)

‘ Name An'Hnsnu _

_Date . _4-30-93
‘Book Title: Tommy at the Grocery Store by Gros ) & Chess (Trun;npet) |
- Text Running
' ’ Record
Tommy's mdmrhy left poor Tom;ny’ -V -rz“’gj,éfw v / ve
Sitting at the grocery store. = v —;—_J_- 4 v

The grocer found poor Tommy sitting, = v/ v qu v —L'—_tH—e' SV

'Playing on the grocery floor. l v/ Ig

He thought that Tommy was salami v/ ibmkﬁ_”'M

And set him on the deli shelf. v -i'-t-}éﬂﬁg' ‘/ 24 l: R qu
 And Tommy sat among sﬂmis, . v %ﬁﬁ;‘" v ﬁ%ﬁﬁﬁ-[& v

~ Softly sobbing to himself. Va V

Teacher's Observation:

Text: / Unknown Reading Level: 3

Student Comments , ‘
Ja'm/mzj, dotan 't Loote .,ZaéL Y .oa.éazma
Reading Strategies Used: Viuoual cucs,

Summary of Student’s Reading'

«ﬁ e . Jorurm

onfuu.‘, + phonec

?.4:0

, Sut Selo m/u’aé(/ﬂ-?«

Wim welf—coviectima . WWWW f

Lo Lrjry Jeading .

Adapted from Marie Clay, 1985
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- Functional Spelling #nventory o
‘Writer M. ’  j - Age — ' | Date ‘
Text(s) _ _ ' ' 3
- #of Words — # of convéntional vSpe‘llings o # of functional %Sfoeilings

1. Asit sounds
2. Asit articulates

3. By visual awareness/
* visual memory ‘

. By using rules

5. By analogy

6. Using khown'vv«!)rd ,

' for unknown y

1. Usihg placeho][dlersfor
meaning

Katharine Busch, 1990
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/_I‘n-Pro'cess- Reading Strategies

Styu.dent's‘ Name

E = Uses strategy in a cons1stently Effectlve

way |

S = Strategy is Sometimes used effectively and sometimes inel

I =Uses strategy in cons1stently Ineﬂ'ectlve

N= Not observed to use strategy

Text &

" Date

' Da

Text

‘way.

& bText'&_

te Date

Text &
Date

fectively.

Text &
Date

Looks back

Rereads

Skips

Substitutes word

Asks for help

Uses graphophonic cues

Uses pictures/visual cues

Uses context

~ Uses background information

 Self-corrects miscues

Recognizes miscue

Notes

Adapted from Lynn K. Rhodes, 1993
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Running Record

Name _ Date

Book Title: |
Text _ R Running
‘ ' Record

Teacher's Observation:
Text: Known/Unknown Reading Level:

Student Comments:

" Reading Strategies Used:

'Summary of Student's Reading:

Adapted from Marie Clay, 1985
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PART C:
STUDENT REFLECTION

This section is deSIgned to involve the stu‘dent in the educatJ
process by hav1ng the student be respon31ble for evaluatlng h1s a
own .strengths ‘and Weaknesses. In addltlon, the student is asked
reflect and‘re"spon’d;ﬂ on hls or her‘ work, and other students’ work

~ well as make goals for themselves in reading‘an'd Writing

The information gained from stu‘dentreﬂectlon is very vali lable

on
T her
l to

., as

for the teacher in instructing and guiding the student in readm‘g and

- writing.
Accomplishme‘nts and Goals; Reading/Writing

This form is used “»bythe student as a self-reﬂection on his/h
accomplishments and goals in reading or Writing. In looking at

x student s reﬂectlons the teacher can see growth in the student’t
to self—evaluate as Well as. gear_ 1nstruct.1on to help students mee
goals in reading and writing.

Looking Back

‘Through the use of this form_,se student or a small grdup of

er
the

.ahility

; their

~ students are able to reflect on an activity they did on a particular day

or week. From this student 'self-reﬂeétion, the teacher is able t¢

‘insights to what the student considers an im portant learning

49
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experience as well as areas in which the stude

to clear up any confusion th}at may exist.
‘Student Reflections

Photographs can be used to capture th
pieces of work. Students may reflect on their

- and placing their reﬂectio_ns with the .photo_gr

Writing Checklist

Fcr Primary Students: vThisvchecklist is C

, students to keep record of their own ertlng
document' when a piece of Writin'g Was edited

students are able to reﬂect on their Wntlng 7

students in grades 1and 2, the teacher may n

K the necessary notations. h | |
| For Intermedlate Students This checkh

that it notes a student 8 ﬁrst draft peer edltm

' .as_edltl_ng, revision, and student 'reﬂ:ectlon.
: ReﬂeCting on Writing by the

After a student has selected a piece of w1
- or her portfoho the student ﬁlls outa reﬂect

' the questions glven, and attaches the _form to

50
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alternative to this form would be to have the %tudent write their

reflections on a 3 x 5 card which could easily be attached to thei

writing.

Reading Response: Prim

Student Reading Record: Int

ary &

ermediate

9

|
|
|
|

These forms enable thé student to respond to his or her reading by

|

carrying out a task which would demonstrate the understandinjlg of

what was read. The information gained fro

teacher an idea of the student’s level of comp

Peer Editing Respon

This type of response helps both the stu

and the student whose writing is being revie

rehension.

se

this response gives the
|
|
g

|
|
4l

ent who is peer ecl.;iting

ed. It helps the a:s‘lgudent

who is peer editing by making the student proofread another :fs'lf;udent’s

~ writing critically in order to offer suggestions

student whose writing is being reviewed, this

J
and praise. As for the

|
response offers t]|ff:le

|

“student a different point-of-view as well as ideas to enhance t]f:’u{éir

writing.
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'Accomplishmevnts '}aﬂld Goals:
'Reading/Writing

Student's Name: _

| What I do well in Reading / Writing

Date

What I'm Working on in Reading / }Writing -

Date

Adapi:ed from Lynn K. Rhodes, 1993
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I»;o‘obkingBack

| Name / Group:

Date / Week of:_

~ Some things I/ we did: __

Something I/ we learned.weﬂ enough to teach a friend:__

The part I/ We»likéd best about the activity was: ]

Something I / we don't understand: -

Adapted from Fontana Unified School District, 1992
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~ Student Reflections

~ Student's Name .

,q.v%m of activity:

What I learned mwoa,wrmm vm_eﬁ&@w

 Arlene Garpett, 1993 .
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Writing Check yist:v

B Primary |

Name:_

Date| Writing Assignment | Edit

o Teachér Created Méterials, 1992 e

- 66




Writin'g Checklist:

Intermediat

|

|

|

Name: ' ’ Grade 5

Date Writing 1st Peer . Self Revi Peer Jﬁ
Begun| Assignment |Draft | Edit Revise Edﬁ't evise Edit »!Jaomments

| \

/

f

|

| J

/ |

|

| |

!

/ ]

Teacher Created Materials, 1992 ‘,

j

|
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Reﬂecting on Writing: Primary

Date:

Name:

Title of Piece: ' S /

I want this piece in my portfolio because _ , ‘

My favorite part(s) is | - /

Adapted from Teacher Created Materials, 1992
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‘Name:

Titlé of Piece:" _

I chose this piece because

Its special strengths are__

If I were going to redvo\thi.s piece now, I would __

© Teacher Created Materials, 1992 -
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Reading Response: Primary

Name: » ‘ l .

Date: | ‘ " ' . (

I read e ; - I

by

It had pages

easy just right hard

It was

As a response to my reading, I want to
do an oral report

write a report _

draw a picture of what the story meant to me

Explain ( |

Adapted from Teacher Created Materials, 1992 .
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 Student Reading Record Intermediate

Name: _ . , - ‘ f

Date | Title of Book . # of pages  Response to BDOk

4
| ;’
| |
| |
I
| J
|

]

Wntten or oral rep« )rt other)]

Teacher Created Materials, 1992
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Peer Editing Response

The piece 1 read was _ _ )

The best thing about this piéce is

It would be even better if

Peer Editor

Teacher Created Materials, 1992
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PART D:
STUDENT/TEACHER CONF RENCING

In thls section, the teacher learns that c nferencmg W1th the
' »student can be beneﬁmal and also 1nformat1 e. Conferencmg between .

the s_tudent and teacher offers many 1ns1ghts and estabhshes al

partnership between the two in learning.

Burk‘e Reading Interview

This interview is des1gned to assist the eacher in gaining ms1ghts
into a reader’s beliefs about the reading process. Through this
interview, the teacher learns how a student copes with difficult text,
what the student considers a good reader to be like, the reading
strategies the student employs and would T commend to other S, and

the student’s self-evaluation on his or her own strengths and

weaknesses in reading. FrOm these insights, the teacher can make
1nstructlonal decisions on how best to help the student in develloplng .
better reading strategles Whlch enable the student to focus on
meaning when reading.
Note: This interVieW should be audio t: ped and the questions
should be asked verbatim. However, some uestions may need to be
restated or rephrased if the student does n it appear to understand the
original question. Also, trynot to get involved in a conversation or
stray from the questions. Th1s causes the focus of the intervi.o’:w to

be lost.
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Student Conference Record for Reading

'This form may be used by te_achers to document conferencr;-jas |
with students on their reading. This form p mpts students imio'
: discussing their readirig(s) and offers students a choi’ce of reader.

| response activities like wrltmg a report dra 1ng a plcture/posﬂ er,

1
]

presenting an oral report, ertlng a letter to the author, and any other

response that shows the reader’s understan ing of the text read.

Student Conference Record for Writing

This form may be used by teachers to document conferences
with students on their writing. The questions on this form prompt
the students into diScussing their writing by having them ref] Lnelct on
where they are in the wr1t1ng process and what they like or vw}mt to

|
|
|
|

change about their chosen piece.

Retelling a Sto

. ) : |
Through the use of this form, the teacher gains insights o{f a
|

student’s ability to retell a story read. After a student has read a story,

]

the teacher conferences with the student. The teacher asks the
student to retell the story he or she has read in order to evahuslte the
studentsability to summarize the story, include information Jfrom the
text as well as iriferred, make connections with his or her OWI!I life,

give an opinion of the text read, and ask additional questions tlrrelated to



the story.

read. .




| B’urké Reading-.In erview

Name ' - | Age Date

Educational Level ___ Sex - ___Interview setting _

- Interviewer

|
|
|
i

|

1. When you are read.mg and you come to so ethmg you don't know,
what do you do? : f

Do you ever do anything else?

2. Who is the best reader you know?

3. What makes her/hini a good reader?

4. Do you think that (s)he ever comes to something (s)he doesn/t
know when she's/he's reading? '

5. YES — When (s)he does come to something (s)he doesn't know,

what do you think (s)he does about it? !

NO — SUPPOSE that (s)he does come to something that ( Jhe
doesn't know, what do you thmk (s)he does about it? PRE']["END

(Comntmued)

- 65

f
/



, v‘ -: 6. ‘:If you knew that someone Was havmg dﬂﬂculty readmg how -
' ’-';"‘,would you help them‘? P v SRR

| 7. What would your teacher do to help that person? |

e 8. HOWdld yOUIearn to r-ead? ‘What d1d they do to helpyou leauL 7
| 9. What would you like to do better as a reader?
| 10. Do you thmk that you are a good reader7 ) SRS o
' What makes you thmk so" oY RN

| apprrionanNores:

Caro] yn Burke Indlana Umw

"' CSUSB, Reading Clinic (July 1992)

ers:ty, 1981 G



|
|

- Student Conference Reco d for Readmg

Date:

What is the title of the book you are readmg?

Who wrote it?

- Student's Name: ' | J _
Have you read other books by this author‘7 /’

- Why did you choose this book?

Tell me something about the story so far.

|
|
—
T

What would you like to do when you finish this book? (Options: wute a report,
draw a poster, give an oral report to the class, write a letter to the Jauthor etc.)

- Teacher Comments:

Would you like to read another book by this s%me author" Why?

Teacher Created Materials, 1992
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Date:

Student Conference Rec%d for ertzmg

Student's Name:

~ What is the title of the piece you are working Oj! now?

What kmd of piece is 1t‘7 (story, poem, essay repiort etc.)

~ How far have you gotten in the writing process? (rough draft, self-edltmg,
peer editing, polishing)

|

What do you hke best about this p1ece'7 ,

What do you plan to do next Wlth this p1ece‘7 ] v /

Is there anythmg you would like to change on fth1s piece? /

1

" Teacher Comments:

I e N

" Teacher Created Materials, 1992
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|

J

Retelhng a StT |
Grad

Student’s Name , Date

Title and Author of Book

‘1. Includes information directly

|
Hardl}{ Some Always
in the text. /

2. Includes inferred information
in the text. :

3. Includes what is most important.

generalization.

5. Includes connections to

|

{

|

|

|

4. Includes a summary or a ‘ ‘ ’ |
the reader’s life. . /

6. Includes an aftachment to
reading (likes or dislikes).

organization and audience.

‘8. Asks additional questiohs-.

7. 'Recognizés the author's . kj I
/]

Adapted from De Fina, 1992
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PART E
TEACHER/PARENT COMMUNICATION

The forms used in this séction are desig ed to conlmunicate to
" _. parents the role pOrtfolibs piay in their child’ education. In addition,
the t‘éacher ean gain inSights into how pvar»e ts view their child’s

portfolio. | -

‘Parent Response Form

»This forln is to be filled out by the st‘ude t’s parent af’ter they have
I rev1ewed their child’s portfoho The 1nform tlon gathered frer’wn this
- form glves the teacher 1n31ghts to What the 'arent learned abnut thelr'
ch11d based on 1 the contents of the student s portfolio. This fornl also |

o g1ves the parents an opportunlty to offer co ments suggestwms

or questions concerning then' child’s portfol 0.
~ Parent Conference Form: Portfolio Assessment

Thi‘s form is to be used as a supplemen to the student’s regular
: report card to inform parents on what part he portfoho played in

' thelr chlld S evaluatlon
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Parent Response Fv‘o‘r‘m

Grade

‘Student Name

Parent Signature Date

Please answer the following questions:

- What did you learn from looking at your child's po_rtfolio?

What did you like best about your child's portfolio?

What else would you like to see in the portfolio?

Do you have any questions about anything in the portfolio?

Adapted from Fontana Uniﬁed School District, 1992
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Parent Conferenc‘ Form:

Portfolio Assessment

-

|

" Date: ' : 1‘
Student's Name _ ' J !
: 1
Contents of Portfolio: , !]
Assignment | CO#pleted ’ Deg%ree of
| _ Success

|
I ;
B ’

| ‘
/ |
_ |
f
| |
( f
|
|
1
v ' ;
j |

] ]
—
Parent ‘ "~ Teacher i
!

Teacher Created Materials, 1992
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