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ABSTRACT

Secondary teacher education students should be given
clear instruction in the assembling and assessment of professional
teaching portfolios. In the tsacher education proiram at the
University of Louisville (Kentucky), student teachers are asked to
prepare portfolies, exactly as all secondary students must in the
state of Kentucky, meaning that the student teachers discover "how
students feel." For professional portfolios, students should be
provided with detailed writing assignments. Examples from numerous
portfolio entries and the "letters to portfolio readers,' which were
written by the student teachers as reflections on what they were
doing, illustrate criteria against which personal and professional
growthn can be assessed. Criteria for judging the portfolios can be
developed and decided upon jointly with the participants. The
prospective teachers' reflections on accomplishments, values, goals,
interests, learning strategies, and their understanding of what they
are learning about teaching indicate the importance of professional
portfolios in teacher preparation. Examples taken directly from
student portfolios serve as illustrations of the students' own
reflections on five topics: (1) what they did well; (2) what they
valued in their teaching:; (3} their goals, interests, and agendas as
teachers; (&) their strategies and processes for learning and
teaching; and (5) their understanding of what they learned about
teaching. Portfolios are powerful learning devices for all students
enrolled in teacher education programs, and should be encouraged for
their many positive results. (HB)
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by Elizebeth J. Stroble
University of Louisville

Abstract:

This presentation describes procedurss used Lo help secondsry leacher educalion
students assembje and assess portfolios of professional work Exsmpies (rom tbeir
portlolio entries and letters Lo portfolio readers fllusirals criteris aguinst which we
jointly assessed personal and professional growth. The progpeclive leachers’
reflections on accomplishments, values, goals, lntarests, losrning sirele lns. and
their understanding of what they are learning sbout tuchln%]ﬂdlcm
importance of professional portfolios in tsacher preperation. The preseniation slso
describes the instructor's shiftin g of portfolio procedure decisions [rom shared
ownership with students to student ownership of those decislnns.
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< i>from Teacher Education Students' Portfolios
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Elizabeth J. Stroble

University of Louisville

As writing teachers implement portfolio systems 1n their classrooms, they (ind thet e
number of tough questions must be negotialed for the system to meel the neads of teachet ahd
studenis and to reflect theoretical assumptions about tenguege and 1sarning (8ommers, 1981,
Weinbaum, 1991). As a teacher educator Implementing professional portfolios in preservice
secondary education courses, |, tog, have faced questions that ghallenge my ability tn atign theory
and practice in my classroum. Because “a por{folio pedagogy supports an open ¢laaeroom and
relies upon a genuinely academic environment” ( Yencey, 1992, p. 18), 1 have found that a
process | once owned now must be owned by my students. The shift | heve made in my classroom
from shered decision-making to student-owned decision-makIng has been one of the
sarendiplious results of & porifolio system, one that | balleve resulls in increased opportunities

for teacher educalion students to reflect on psrsonal and professional growth.

Professional Portfolios: The Context
The secondary education depertmant st the University of Louisville currently offers the four
courses required prior 1o student teaching in two six-hour blocks team-taught by university
Taculty on site &t loca) high schools. Based on planning with high school teachers and several

years' experience operating an alternetive certification progrem, we Immerse our Students in

~
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social service agencies and in local high school classrooms early in their program, foregoing

BRI Doenme pespud

Class projects connect theory and practice, with reflection on practice s a primary goal of the

o
@@@@ ore 5V

Bacause of the context provided by lenisiative mandates In the form of the 1990 Kentucky

M@va@@@@@ of actual teaching experfences in parinarship with high school teachers.

Education Reform Act (KERA), the entire state s undergoing changes In school governance,
finance, curriculum, and assessment. The statewioe emphasis on perfor mance
gssessments—-especially the portfolio assessment of learning in writing, math, social studies,
and science-—dovetalls nicely with portfolio instruction and essessment in teacher education
classes. All K~ 12 performance assessments are rated according to categories that describe
students’ work as novice, apprentice, proficient, or distinguished. Figure 1 displays the general
category descriptions. Specific rubrics are used to assess students' performances 1n areas such
as writing and problem-solving. Teacher education students must become skilled and
comforteble with these assessments, Thus, the professional portfeliss that our preservice
teachers prepare provide an opportunity to "know how students feel” when they must assemble
their own portfolios.

As a result of my experiences with professional portfolios, | have changed the following
structuring procedures to Increase students’ professional reflections: contents, eriteria,
assessment, and reflection requirements. The shift in ownership of these structuring procedures
has fostered prospective teachers' thinking about tesching and learning. As & result, theclearest
egyidence of my professional worth as a teacher educator--what | would include fn my own
professional portfolio- -1s my students' reflective work in the form of portfolios they have

assembled and the record of the decisions they inade to structure the portfolios they created.
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 PERFORMANCE LEVELS

Distinguished

At this highest level, the student
has deep understanding of the
concept or process and can com-
plete all important parts of the
Ilask. The student can communi-
ente well, think concretely and
abstractly, and nnalyZe and inter-
pret data.

Proficient
The student understands the
majur concepls, can do almost

all of the task, and can com-
muinicale concepts clearly.

Apprentice

The student has gnined more
understanding, can do some
impuortant parts of the task,

Navice
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. Portfollo Structuring Decisions; A Shift in Role

ERE et g g

Although Wst used pertfolios as an instructional and assessment tool in en English methads

d@@@ éfﬂg' %@mesters ago, | have altered the portfolio provedures most 8s a resuit of two

semesters’ use in ihe site-based general methods and Instr uctionalmedia course, At first | alone

made many of the deci ons abou’. the contents, criteria, assessment, and reflection procsdures,
including the decision about how much my students could contribute to the decisions. | required
the following contents 1n ihe English methods portfolio: one unit plan, six lessen pions, five
wiriting samples, six journal entries, and & letter to the portfolio reader. The criteria by which
the students and | assessed the cantsnts were jointly determined. | provided checklists for the
design of unit and lesson plans. Additionally, students wrote principles to guide their
instructional planning in these catenor tes: meeting diverse students’ needs, teaching literature,
and teaching wr iting. The guiding principles, a few of which follow, provided another set of
criteria by which the portfolic contents were assessed:
« Use universally relevant themes In order toconnect with the litsrature.
# Be cautious when selecting materials; evaluate the content, not just the
author’s race or gender.
+ Create an environment where the students have a voice in the choices
miade in the classroom,
o During revision and editing stages, shift the burden from the teacher to the
student through responss groups.
Finally, students addressed the Guidelines for the Praparation of Teachers of English Language
Arts (NCTE, 1986) In their letters to portfolio readers. They identified which items in their
portfolios provided the best evidence of their growth in the knowleage of languege development,
composing and analy2ing language, reading and 11taraturs, nonprint and nstructional medis,

svaluation, and research. They essessed their pedagogicsl strengths and weaknessas in
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instructional planning; . structio~al performance; tnstructional essessment; Instruction in
EM@ DC@GHM@M@@@E@@WH@QQS@MQ@@ instruction in reading, tersture, and nonprint media; instructional
uses of emer%twhnologies; ond instruction in language for learning. They discussed their
@g@@ Z\ﬁ%‘ rfg@t%udes regarding concern for students, adaptabllity, and a prefessional perspective.
The English mathods students complated a soclogram that | used to pair compatible readers
for assessment purposes. Each pair traded portfolios, rated unit and lesson plans, respondad to
1dess in the writing sampies and journal entries, and wrote a letter responding to the portfolio
author. 1 did the same for each student and also responded to each student's assessment of the
peer’s portfolio.

The students' reflections were limited to the letter to the portfolio reader. Students
explained their growth in preparing to teach English, as defined by the jointly determined
standards, and directed the reader to specific examples indicsting the strongest work and areas
that needed improvement. While writing semples and journal entries also contained thoughtful
statements about teaching and learning English, the reflections were not as explicit, as personal,
nor as comprehensive as those found in the portfolio letters.

As | reflected on those insightful reflections in the letters my students wrote to gack-other
and to me as portfolio readers, | realized that | wanted to extend the power of the pertfolio by
encouraging reflection throughout the semester's course work and by encouraging greater
student ownership of the process of structuring, developing, and assessing. Shared

wscision-making gave way to student~owned decision makIng.

Student-owned decision-making

In the sacond semester of teaching the site-based general methods and instructional media
class, those of us who taught it dramattcally shifted to the teacher education students the
deciston-making about poriflio contents, criter ia, essessment, and reflection requirements.

The students in these team -taught courses selected the contents { twelve 1lems iotal, with at least

]
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two noa—pmnt tems) to correlate with the six course goals:
i

EM@ D@@Uﬂﬂ@@m R@pﬁ@ u@m Wg the complex lves of students end aduits in schools

o

@Sg//

2 pla@nu. organizing, and teaching lessons in & positive cleesropm environment
@ 4 A@f@%ning and administer ing &55e5sm :nt Strategies and methods

4, nurturing persenal growth and professional development

S, improving salf assessment and peer feedback processes

6. organizing for student teaching
In & Jetter to the portfolio reader, students addressed ihe course goals point by point, explaining
how the contents of the portfolic conveyed thelr growth in learning to teach. Students also
assessed their strengths and weaknesses as & teacher, pointing to evidence in the portfolio, end
identifying their best and worst pieces of work in the portfolio with explanations.

As one of the first class projects, students developed the criteria by which the portfolios
were assessed at the end of the term. Working in small groups, they synthesizad indiyidual
suggastions to develop specifications for 6ssessing the portfolic in terms of course goals and fn
the presentation of the portfolio. As an example, students suggested these criteria for assessing
goal five, improving self assessment and peer feedback processes:

® evidence of acceptance of criticism from peers and instructors
o using fatlures/successes &s opportunity for growth
o evidence of introspection
For presentation criteria, students recommended that we assess por tfollos for:

® neatness
& organization

_ o thoroughness
e relevancy
® |ogical planning

e gvidence of growth epparent

co




These criteria were then mapped onto @ KERA-style rubric thut defined novice, apprentice,
i u@m@@dgﬁm%mshm performances 1n the methods/media olasses. Distinguished work
was mnsider%\t/o bea rich, distinctive, or crsative performance asccording to the criter fa set
% tﬂﬁ.\\%m ponents had to be focused, clsar , and precise, The task would be complex in
thought anc! 1nsight &s well as well-written/produced, and well-orgeni2ed. By contrast, a novice
perfi:rmanea wes charaster 1zed by minimal performance according to the established criteria. It
might lack key components, be filled with errors, and be organized incoherently.

in one of the final clesses, students brought their por tfolios complete with &
self-assessment, based or: the established criteria. They paired with peers to trade and assess
portfolins. The four instructors for the two sections of the course responded to the self and peer
assessments, balancing those student 8ssessments with their own judgements to make a final
determination of novice, apprentice, proficient, or distinguished performance. In almost every
case, the self, peer, and professor ratings matched.

In acdition to shifting decision-making responstbility for portfolio contents, criteria, and
assessment even more to cless members, the team teachers for these courses also made our goal
of student reflection more explicit and comprehensive. For exemple, two course goals
emphasfzed personal and profsssional growth and Improving self assessment processes. The
work of the courss was organized around twelve projects which included teaching in high school
classrooms, compieting reflective essays, researching end writing case studies, microteaching,
and callaborative research agendas related to cour 50 goals, Students self~assessed and reflected
on 8ach of the Individual sssignments within these 'welve projects and rated the work of each
project holistically, using the KERA-siyle rubric. They &lso explained which component of the
project was thelr bast work and weakest. Reflection permeated the wr itten work which stood
alone or accompaniad parformances such 85 teaching peers o high school students. As a resuit,
students wrote rich personal and professional reflections as the fourse proaressed, evan before

they composed letters to the portfolio readers at the end of the semeste,
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. Professfonal Portfolios: Student Reflections
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& As | exam@ students’ reflections in the portfolio letters and in Indlyidusl essignments, |
dg@@ %%@@( 1990) categories useful for describing the nature of the students’ comments. |

have selected examples to 1Mustrate the students’ reflections on 1) what they did well, 2) what
they valued in their tesching, 3) their own gosls and interests--their agendas as teachers, 4)
their strategies and processes for learning about teaching, and 5) their under standing of what

they learned about teaching.

1)What they did well

When students described their successes, they often related generai feelings of
accomplishment. This history major descr ibed wha! the portfolio demonstrated:
"The following 1s & proaduct of months of hard work. 1t should demonstrate strengths, weaknesses,
and growth. Above all, it should be the story of how one young student became one young teacher.”
An art major ciled particutar strengths: "My strengths as a teacher include my abllity to do
reflective assessment of both myself and others, my {deas for authentic assessment strategies,
my concern for the affective domain, and my posilive ettitude.” Occesionally, 8 preservice
teacher described a specific classroom event and Its personal meaning: “¥hen Sorah and | taught
¢class | realized that | can be unbiased as long &s |1 am constantly trying to overcome it--sort of
Jike fighting an endless battle with yourself, But, 1t 1s only through this battle that one can trsat
8 student and all the other students fairly. In class with Serah | tried to be evenhended in my
treatment. | tried to do the best | cou'd for the cless as a whole. And, most of all, 1 tried to be kind
toall the kids without regard to race, intelligence, or gender. | found that es the day went along |
became better at asking questions and Ietting the kids answer to better suit my own goals of fair

treatment," These student had Increased thetr awareness of themsselves s {eachers.
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they V?ngdu in their teaching
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& of teaching thwalued and what they haped to continue in the future. An art teacher wrote I
(®

{
M@@ reflections on their clessroom teaching experiences revealed the aspects

©@@ 2@4@%{@% the day thinking how very, very important it is to develop sensitivity to
students' needs and abilittes. Though I'd like to have all the understanding. now ! reelize that it
will be gained step by step, effort by effort. Though it 1s important to have plans, | will always
nead to be sensitive and Mexible in carrying out my lesson.” More spectfically, an English maejor
asserted: “| will write with my students. By modelfng, | hope to ancourege my students to become
more &tive in the writing process.” A physical educator thought: “I 11ke to be active ond creative
tn my lessons and encourage students to strive for the best. | fesl thet | am responsible to
provlde the student with the baseline data and engrain 1t in their minds and bodies, willfully,”
These values were expressed even more strongly in the agendas they set for themselves &s

teachers.

3. Their own goals and interests--their agendas as teachers

The students’ reftections illustrated their swareness of the work ahead. After teaching an
olgebra class, this student wrote: "There s something else that | can see that | need to work on.
That 15 10 build some positive ideas or concepts out of wrong answers. Don't just dismiss them,
or ignore them. After 811, how can you encourege risk taking if you completely ignore the wrong
answers? 1f you try to take the answer and build on it, more of 8 discussion might ensus, getting
more students involved and thereby encouraging the students to take more risks fn answering.
This would eventually increase the students' prablem solving abilities and build their self
confidence.” Another math major wrote this: 1 did, however, learn from this experience. One
thing | discovered and something which | need to work on s motivating students. | had a difficult
time getting the students Lo participate and share ideas," Another preseryice teacher set this

agends; | do feel that | could try to incorporate more multicultural literaturs into my lessons as

11 BEST COPY AVAILABLE
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¢11 &s.developing a8 more sympathetic ear for culturally diverse students.”™ Refiections on their
E’@@ D@@m}ﬂl@ﬂ k @QU ﬂr M@@en focussd on what they could de to fnsure greater success for their

students. The strategias and processss for 1earning those strategles also appeared In thelr

GSQ@@ 4@@@“?@3

4)Their strategles and processes for learning about teaching, including their ewareness of those

strategles .

A student in the English methods ¢lass wrote this general statement: "Today | understand more
fully the science behind teaching, the need for teachers to analyz, to investigate, to create and to
function as problem solvers.” Another shared thts event as an 1Hustration of her learning about
teaching: ".. . but it was in the Middle thal taught me the most about how to teach. | found myself
this semester confident with teaching drama &nd 1iterature and treading water when teaching
composition and mythology. This text offerad a view of looking at all teaching &s teaching Though
this sounds extremely simple, 1t made getting through these difficult subjects much sasier. It
was al communication and that was a level on which | have always fell comfortable, By
increastng my comfort level, | was able to trach and 1earn from these students.” After teaching 8
Spanish cless, this student explained: "The teacher 1iked the game and she thought 1t was good.
She felt the students had fun with 1t. | personslly prefer, as | previously stated, that a game
where there are only winners would be batter, There is also the pessibility that when games are
frequently played that the studenis would be "winners” en equal amount of {ime and they would
nol become ciscouraged with Spanish because of {t. This hypothesis would take time to prove and
[ have yet to have enough time to test 1t." Sludents often attributed their learning to careful

analysis of classroom events.

S)Their understanding of whel they learned about teaching

As the preservice teachers wrote aboul their own isarning, they related present to pest

(3]
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views. One English major wrote: "I realize that the idea that Inspired me to teach (that | might

10

\/@@ sit around pn\@k about books with people) is only & tenth of what teaching requires. The class
@ %%a:%nmurmd me to see how reading, writing, and speaking deserve equal focus.” Another

commented: “To me, the ¢lass has changed my previous teaching viewpoint of doing the best you
can, to one of encouraging, prodding, and If necessary, benignly manipulating the students into
doing the best they can. This is a move In focus from me to the students and it s in this class that
this shift has teken place.” In a letter 1o the portfolio reader, this student reflected on how her
portfolio represented her: "This collection represents, for me, a gresat dea) of careful planning,
hard work, and analysis of my own thoughts, feelings, and priorities. i'm not sure I'm
completely satisfied with the message it sends about me, but | don't think that Is from lack of
work, or effort, but rather from the feeling that | heve that the work is unfinished. !t is
unfinished mostiy because even now, at the end of the semester , i feel myself
growing--absorbing new fdeas and ways of thinking. 1 em far from reeching the point where i
am, the teacher | want to be, and yat | have grown g great deal In thought over the semester.” The

openness reflected In thetr writings offers promise for continued 1earning about teaching.
Final Reflestions: Who Needs Portfolios?

After we Incorporated reflective writing In every course assignment, | weas not sure we still
needed @ portfolio {o accomplish our goal of improving students' personal and professionel
refieclions. Portfolio pedagogy-=wilh 1le emphasgls on studenl selection and
repregantation- -haiped me share with students the decistons sbaut portfolio procedures and
gvenlually to eharg with atudents Lha ewnarghip of decisions about portfolio procadures. |
raalized Lhal raflestion could nol wail until the lelter to the portfolio reader. Reflection had to
ba an axplisil cpur8a gadl {n my ourrani Engligh methods class, students have designed the
a@nlgnl, farm, gt iler1a, and rubries far flve of the eight oless projects. One of their projects

Q ]S
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@ calis for § ts to dster mine the form of final course assessment. YYi1) they select a portfolio

ER I D@@MM@H it %-ed of the portfolfos created in two previous teacher education courses?

htle | may no 1onger need the portfolio to reflect on how | will restructure my classroom, my

N r————

@59 students m&b@o it to represent thelr professional and persenal selves. YWhat 18 clear Is the
@@ ﬁ}ﬁ@ t preservice teachers can gotn when prompted to reflect.

My reflections on portfolio instruction and sssessment have led me to Significant dacisions
about the siructure of my classroom, transferring to teacher education students portfolio
procedure decistons designed to enhance their opportunities to refect on their personal and
professional growth. Are the portfolie procedures working, and more tmportantly, Is the
restructuring of my clessroom working, to promote greater reflection? The preliminary

results are positive and the kind of evidence I'11 gladly include in my own professional por tfolio.
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