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Portfolios have ecmerged as common instructional tools and forms of cvaluation, but
cducators do not share a common definition or method for using portfolios. The usc of
student portfolios has grown out of educational reforms that call for more authentic
schoolwork and assessments. Although the use of students' portfolios as cvaluation tools
has been debated, many teachers, school districts, and states use them as informal and
formal asscssments (Casce, 1994; Herman & Winters, 1994; Valencia, 1990). Similarly,
the usc of professional portfolios has become common practice for many preservice
teachers on the job market, and for cducators as a way to document thetr professional
development (Adams, 1995; Barton & Collins, 1993; Bouas, Bush, & Fcro, 1994; Colc,
1992; Krausc, 1996; Ryan & Kuhs, 1993; Simmons, 1995; Ticrney, 1993; Touzcl, 1993;
Vavrus and Collins, 1991). Tcacher portfolios have been promoted as a way 1o measurc
preservice teacher knowledge and growth, even for purposcs of certification (California
Commission of Teacher Credentialing, 1992; Dollase, 1996; Stahle & Mitchell, 1993;
Wichita State University, 1993; Wolf, 1996).

A central theme in the debates on portfolios, and a distinguishing charactenistic of
their usc, is whether they are used as "process” or "product” in learning and teaching. In
spitc of the multiple definitions, purposes, and uscs of portfolios, there is agreement that
preservice teachers need to learn how to use portfolios for their professional development
and in their classroom instruction. We hypothesized that pedagogical belicfs as well as their
method course experiences and clinical experiences would be important and related

influences on how preservice teachers used portfolios.

Conceptual Framework

Goal theory. An achicvement goal perspective has become popular for explaining
students' efficacy, strategy choice, and learning outcomes, and we adopted this perspective
in this study. Mastery goals and performance goals are two gencral types of achievement
goals (Ames, 1992; sce also Dweck, 1986; Nicholls, 1989). Students with mastery goals
focus on lcarning new skills, understanding, and making progress. They arc interested 1n
improvement, and they report using strategies to learn from their mistakes and monitor
personal growth. This goal orientation appeared to support the concept of a portfolio as a
"work in progress." In contrast, performance-oricnted students focus more on how
performance reflects on their ability. These students ask themselves if they are scoring
above their peers. They focus more on the "product” than on the "process.” This goal

orientation appeared to support a portfolio as a "showcasc" or final product.
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An achicvement goal framework also has been used to describe classroom contexts
and tcachers' approaches to instruction (Ames, 1992; Ames & Archer, 1990; Blumenfeld,
1992). However, little research has focused on teacher development of these goals and
their relation o practice. If new teachers arc expected to adopt a combination of product-
and process-oriented methods, then they need to understand how their prdagogical beliefs
may support, or contradict, these methods in guiding their instructional decision-making
and evaluation.
Teacher development. Understanding the personal foundation of preservice
tcachers, while not a new issue in teacher education (Combs, 1965; Lortic, 1975), has

gained in importance as contructivism has emerged in tcacher education (Weinstein, 1990).

Teacher educators have become interested in preparing reflective teachers (Schon, 1983).
Becoming a reflective practitioner builds upon the dcvelobmenl of self-understanding in
prescrvice teachers (Bullough & Stokes, 1994). Teacher educators want to influence
thoughtful growth and change in their students, building upon existing belicfs, reinforcing
and modifying as appropriate (Kagan, 1992). Learning involves both exposure to new

information and expericnces and the personal discovery of what it means (Combs, 1982).

Background

Five years ago, faculty in the Education Department of Elmhurst College
recommended that student teachers develop a portfolio to assist in their job scarch process.
As recent graduates returned (o a student teaching seminar to share job scarch and
professional cxpericnees, they motivated current student teachers to develop portfolios.
Bascd on these positive experiencees, faculty extended the idea of portfolios to students at
all phascs of the tcacher education program. We recommended that students begin a
portfolio in their first program courses and add to it cach semester to document their
cxperiences, their learning, and their growth and development as future teachers (Bullough,
Knowles, & Crow, 1992: Veceman, 1984).

We also recommended that this portfolio be shared with course instructors,
advisors, and clinical experience teachers and administrators in the Satellite Program
(Tusin, 1993). This collaborative clinical experience program links a student in «n entry
level education course to a mentor teacher in a Satellite school. The mentor works with the
student for some clinical experiences and student teaching, while also helping the student
gain a varcty of other clinical experiences throughout the school and district. Thus,
students were encouraged to add to their p-rifolios through various coursc assignments and
clinical experiences to become aware of their growth, what they still needed to rearn, and

their role in the process. Satellite mentor teachers and faculty expressed the value as they

~
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better understood the experiences a student had and experiences still nceded in the process
of becoming a teacher. The portfolio helped students, faculty, the Satellite teachers
rccognize the integration of clinical exps niences, coursework, and pedagogical belicfs in the
tcacher education program.

More recently, we have began requiring portfolios 1n various courses to model
portfolio practices and for organizing professional matcrials. Wc assumed that making
portfolios an 1ntegral part of our clementary education program would maodel for our
students the multiple processes and uses for portfolios. Requiring portfolios became a
significant change from the past practice of rccommending them. The purpose of this study

was to more clearly understand the impact of these changes on our students.

Methods

During this vear-fong study, we followed 20 ciementary cducation majors as they
moved through methods courses into student teaching and their first vear as classroom
tcachers. Two groups of prescrvice teachers were included in this study: students
completing their final methods coursework (within 1 year of student teaching; Pre-Student
Tcachers) and students completing their student tcaching (Student Teachcers).

Participants. Of the 10 Student Teachers, 9 were female, and 3 had previous
bachelors' degrees. Five Student Teachers were non-traditional students, students
returning to school after previous carcers. All 10 of the Pre-Student Teachers were female,
one had carned a bachclor's d- zree previously, and 3 were non-traditional students.

Procedure. During the Spring of 1995 we collected informal surveys about
portfolios and a moti--ational survey designed for teachers, the PALS (Patterns of Adaptive
Lecarning Survey; Midgley, Machr, & Urdan, 1993). Samples {rom both surveys arc
attached (sce Appendix A). In this paper we report two phases of this study: (a) phase onc
involved completing the PALS and the survey about portfolios before the Student T'eachers
began their (ull-time placements, and (b) phase two involved a replication of the PALS and
a follow-up suriey to assess current expericnees with portfolios two to three months after
the Student Teachers had compicted student teaching. Currently, we arc completing the
third, and final, phasc by interviewing all 20 participants onc year after collecting the phase
onc data.

Results

We have organized our findings around three variables: preservice teachers'
cxperiences with portfolios in their methods courses, their clinical experienees, and their
pedagogical bciicfs, which we belicved would be related to their application of thesc

cxpenences.
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Preservice Teachers' Expenience with 2ortfolios

Tablc 1 outlines the various levels of exposure to portfolios participants reported
prior to the study beginning.

Table J. Pariicipants' Prior Experiences with Portiolios

Personal? Mcthods Courscs Clinical Expericnces

Student Teachers (n=10) 80% 50% 0%
Pre-Student Teachers (n=10) 10% 100% 30%
Total 45%: T5%. 60%

4]pcludes the development of a professional portfolio or use of a portfolio outside of their careers in
education (e.g., in high school, as parents, as models, artists, ctc.)

The general survey results from phase one indicated:

1. Preservice teachers viewed professional portfolios as a product of student
tcaching becausc that is when they are neceded for the job market. Six Pre-student Teachers
and onc Student Teacher specifically mentioned that they sere waiting for specific
instructions on how to start a professional portfolio. Only one Pre-student Teacher had
started to create a portfolio, and two of the Student Teachers had not begun a portfolio.

2. Student Teachers had more experience with portfolios personally (i.c., in
beginning to create their professional ones), x> = 11.02, df =1, p < .00, and in clinical
expericnees prior to student teaching, x* = 8.20, df =1, p <.00. This finding reflects
their more extensive clinical experiences and their more immediate concerns of the job
scarch. Pre-student Teachers had more experience with portfolios in methods courses, 2
=8.63, df =1, p <.00, which, in part, reflects an active integration of port{olios in
mcthods coursework during the 94-95 academic ycear.

3. When reflecting on how their portfolios would change, the majority (70%) of
the preservice teachers described havirg "more" or "bigger" portfolios. Only six
participants (3 Student Teachers and 3 Pre-student Teachersj described their portfolios as
changing qualitatively (i.c., some items being removed, others being added to demonstrate
their growth as a tcacher).

During phase two (after hali of the participants had completed student teaching), we
asked specifically about experiences with student portfolios, professional portfolios, and
changes since the first phase (sce Appendix A). We have organized the findings by the two
types of portfolio use: student portfolios and professional portfolios.

Student portfolios. Not surprisingly, the Student Teachers reported having gained

morc experience with portfolios. However, only half of the Student Teachers reported
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obsecrving portfolios. Interestingly, they described the portfolios they observed as
products, which they found nutside of their mentors' classrooms:
* "sixth grade language-arts-all writing assignments...showed their best
work"
 "a third grade class across the hallway used portfolios as a work in
progress ...[at] the end of the year [they cclebrated] with a display of
portfolios for parc its"
* "in a classroom visit"
* "just recently observed”
« "portfolio night at the [student] teacher's school...a great expencence for
parcnts and students”
The only Pre-student Teacher to observe student portfolio use experienced it personally as «
parent: "[My] son's portfolio -- great example of progress for the whole school year."
Although only onc-fourth of the participants had cxpericnced student portfolio usc
in their clinicals, all the participants reported plans to usc them in their classrooms. The
ways in which they planned to use portfolios were varied: as student writing projects, for a
student's overall growth and progress, for parent confcrences, as a form of student
assessment, as examples of a student's best work, for displaying great work, for
monitoring the strengths and weaknesses in student work, for sharing with classmates, as
an arganizational tool, as a guide for tcacher, as an alternate form of cvaluation, and as a
tool for students to evaluate their own materials. We saw combinatuons of process and
product in their plans for portfolios, but at the same time, we saw a gap in their expericnce
with using portfolios with students.

Professional portfolios. In creating and using portfolios professionally,

participants reported an overall gain in experience. All the participants, except for one,
reported having a professional portfolio. Note that for all of the Pre-student "Tcachers this
is at lcast one semester before they enter their professional coursework for student
teaching, the same coursework for which they had carlicr reported "waiting for someone to
tell them what to do." Two questions on the sccond survey illustrated these changes in the
participants' perceived uses of and experiences with their professional portfolzos:

Have you added or removed anything from your professional

portfolio since April of 19957 If yes, please, describe?

Four of the newly certified teachers and three of the Pre-Student Teachers, who had
just begun to develop a professional portfolio, had madified their portfolios during the
semester or semester break. Their examples of modifications included the addition of 1tems

such as: photographs, icaching certificates, recommendation letters, resumes, Lranscripts.
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cvaluations, Honor Socicty certificates, Dean's List letters, workshop or scminar
certificates, and student written papers.

Have you shared your professional porifelio with anyone since April

of 1995?

All but one of the Student Teachers (now graduates) reported sharing their
portfolios anu two Pre-student Teachers reported having shared their portfolios. Some of
the portfolios were shared on interviews, among colleagucs, and with {riecnds and family
mcmbers. The majority of participants felt that portfolios were cxtremely efiective for
organizing and sharing their professional accomplishments with others.

Motivational Survey Results

Although the PALS subscalcs have proven reliable for other rescarchers (Midgley,
Maehr, & Urdan, 1993), witk this sample cf preservice teachers, some items within each
subscale were ncgatively corrclated at a statistically significant level. We initially planned
to omit thesc items to improve the survey's psychometric properties, but then realized that
our participants may be reflecting their inexperience by reporting seemingly contradictory
perspectives. Therefore, we focused our use of the PALS on the pedagogical beliefs
subscale (scc Appendix A) G climinate the possibility that preservice tcachers might have
difficulty projecting their instructional and motivational strategies. The pedagogical beliefs
subscales were the most consistent . Each subscale (process- and product-based belicts)
had only onc negative inter-item corrclation that was statistically significant.

A repeated measures analyses of variancc (ANOVA) indicated that there were no
differences between the two groups of preservice teachers (see Table 2) during phasc one
or phase two. Furthermore, the preservice teachers' ratings of their pedagogical belicfs did
not change over that time period (Fperformance =.11, p<.79, MSe = .04, Fp_rocesg =
.05, p<.82, MSc = .00). Thus, belicfs about pedagogical practices appeared to be fairly

stable and did not differentate the two groups.

Table 2. Analysis of Variance for Student Teachers (n=9) and Pre-Student Tcachers (n=9)
on Patterns of Adaptive Learning Scale Pedagogical Belicfs Subscalcs

_ Group Analysis of Variance
Student Tcachers  Pre-Student Teachers
M SD M SD E p MSe
Process
Spring 3.97 0.09 3.98 0.13 1 0.73 .01
Fall 3.92 0.15 3.98 0.17
Product
Spring 2.48 0.51 2.51 0.13 .14 0.70 .05
Fall 2.50 0.37 2.61 0.28

PALS means arc based on a rating scale of 110 5.
df =1.32
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On the other hand, within this small group of | =service teachers, we found
statistically significant differences in how they "weighted" their belicfs about process-
versus product-oriented approaches to teaching. We compared these individual differences
from the pedagogical belicf subscales to their definitions and projected uses of portfolios
and their cxperiences with portfolios. We used the first sampling of the PALS pedagogical
belicf subscales because it corresponded with the initial survey about portiolio use
knowledge and practice.

Descriptive Cascs

Initially, we attempted to sort the preservice teachers' survey responscs into
qualitatively diffcrent categories for comparison with their motivational survey results.
Altaining reliable agreement in this type of Q-sort proved to be problematce duc to the
complexity of the responses. For cxample, descriptions of portfolios were sometimes very
uni-dimensional (c.g., "a show case," "a collection,” "an assessment tool"), but they were
more often multi-dimensional (e.g., "a collection with a purpose,” "an asscssment tool for
showing growth and for sharing with parents").

Therefore, we took the preservice teacher's PALS pedagogical belicfs subscales
(performance-focused and process-focused), and we examined six descriptive cases.
These cascs represent a Student Teacher and a Pre-student Teacher who were (a) closest to
the group mean on both subscales, (b) the most product-oricnted, and (¢) the most process-
oriented (scc Figure 1). Thus, we compared their pedagogical beliefs about teacher
practices (process- versus product-focused) with their knowledge of and expericnce with
portfolios in the classroom.

For simplicity, we present a brief background for cach casc student, and then her
responscs o the following 5 questions, which we believe represent her experiences,
knowledge, and pedagogical belicls:

1. Describe what the term "portfolio” means to you.

2. Describe all the different ways you have been exposed to portfolios.

3. How do you think you will use portfolios in your classroom?

4. Do you have a professional portfolio? Why? or Why not?

5. What do you think your professional portfolio will look like 5 years from now?

The "average" perspective on pedagogical beliefs and portfolios. The group

average on the pedagogical beliel subscales represented an uncorrelated retationship

between process- and product-oriented views toward teaching. While preservice teachers
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endorsed process beliefs as being "truc" (Process Mcean = 3.98, SD = (0.33), they cndorsed
product beliefs as being "a little truc" (Product Mcan = 2.44, SD = 0.55). The cascs of
Amanda S. and Amy P. illustrate this perspective, and are representative of approximately
half of the preservice teachers in this study (12 of 20). Three preservice teachers reported a
similar patiern between process and product, but their process means were just below 1
standard deviation (all threc means = 3.63). We considered these reports to be more typical
of an "average" student than the other two orientations. [Note. "A" names indicatc cascs
representative of the group "average," and the last initial indicates "S"tudent tcacher or
"P"re-student tecacher. ]

Amanda S. cntered student teaching with 338 clinical hours logged. She
participated in the Satellite Program and student taught with a mentor in a Satellitc School.
Amanda did not takc a methods course in which portfolios were modeled or in which a
professional portfolio was required.

1. Describe what the term "porifolio" means to you.

Amanda S.: "The term 'portfolio' means a collection of work you have donc that is
exemplary and tells about who you are and what you believe to be important.”

2. Describe all the different ways you have been exposed to

poritfolios.

Amanda S.: "In a classroom other than the class I am student teaching in (5th grade).”
and "My own professional portfolio.”

3. How do you think you will use portfolios in your classrooin?
Amanda S.: [ believe I will use portfolios for students' chosen work. 1 think the
portfolio shows who a person is and what they value. | belicve the student should evaluate
their work and make the choice as to their best work. That is what we would do as adults
in real life situations and that is what students are being prepared for."

4. Do yeu have a professional portfolio? Why? or Why not?

Amanda S.: " have a professional portfolio in which I have included samples of my
work, projects I have done with children, lesson plans, and supplementary materials [that]
I feel arc important to my philosophy. It shows who I am and whau T believe in."

5. What do you think your professional portfoiio will look iike 5

years from now?

Amanda S.: "I think I will have more examples of students' writing projects [that] I have
developed, more professional seminars, organizations I participate in."

Amanda illustrates a typical stance on portfolios by describing them as unique to the
individual and a summation of growth; some process and some product, but more

qualitative than quantitative.
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Amy was a semester away from student tcaching and was participating in two
mcthods courses that modeled the use of portfolios. Amy was uniquc in that she also had
created two portfolios (i.e., collections of teaching ideas) in other methods courses,
cxposing her first-hand to the multiple definitions of the term. She had approximately 60
hours of clinical cxperiences logged in a variety of classroom scttings at the time she
participated in this study.

1. Describe what the term "portfolio" means to you.

Amy P.: "Portfolio means a notcbook of several picees of work, certificates that I want
to show off. A portfolio to me means to Keep changing, and to keep updating and adding
ncw work. Itis a 'show off' of accomplishments and idcas."

2. Describe all the different ways you have been exposed to

portfolios.

Amy P.: "Inasccond grade classroom"
"Reading methods class"
"Math mecthods class"
"Social studies methods class”
"Art Education methods class"

3. How do you think you will use portfolios in your classroom?

Amy P.: I will usc them as a way of looking at a progression of work. Kids can
cvaluate themselves on why they think certain papers aren't their best work, and how they
can improve. [ will also give the students choices about their work.”

4. Do you have a professional portfolio? Why? or Why not?

Amy P.: "I don't have anything put together, just idcas of what I want to do. I plan on
putting it completely together during student teaching.”

5. What do you think your professional portfolio wiil look like 5

years from now?

Amy P.: "Itwill be filled with new certificates of workshops, evaluations, and ideas
[from] student teaching.”

Like Amanda, Amy described both the "showcase" attributes and the more learning-
oriented characteristics of portfolios as sclf-assessment tools. They both viewed portfolios
as evolving. Amanda represented the viewpoint that the portfolio's development would
reflect the person creating the portfolio, whereas Amy represented an alternative perspective
in that the portfolio represented the "best work."

Thus. within these representative cascs, we illustrated the diversity among the
preservice teachers. Their knowledge and experiences about portfolios were complex.

mixtures of process and product. This complexity is what made sorting their responses

rma
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qualitatively so difficuit. Does the common pattern of rating process pedagogical beliefs
slightly higher than product-based pedagogical beliefs represent the most workable
relationship? Docs it offer a foundation for using the extrinsic rewards and goals of
porttolios, while primarily sceing them as tools for learning and sclf-cvaluation? Or is this
pattern a reflection of preservice teachers' dilemmas about their cvolving pedagogy”

The "product" perspective on pedagogical belicfs and portfolios. Four preservice

teachers reported a product-orientation by endorsing performance beliefs in their teaching
more than their pecrs, and endorsing process beliefs similar to or less than their peers.
Threc of the four possible cases were Student Teachers, Gail represents the "median" for
the student teachers in this group. However, the cases of Gail S. and Gwcﬁ P. illustrate
two different patterns we found within this perspective. Although Gail and Gwen reported
more product-focused belicfs than their peers, Gail's process-oriented belicfs were similar
to the "average," whereas Gwen endorsed process-Edliefs significantly less than average.
[Note. "G" names indicate cascs representative of the a final product, or "Grade" focus. ]
Gail began student teaching with 288 of clinical hours. She did not participate in
the methods courses that modeled portfolio use or required them, but she reported a varety
of experiences with portfolios, including exposure to portfolios outside of the context of
cducation.
1. Describe what the term "portfolio" means fo you.
Gail S.: "A portfolio mecans me, or something that represents the best of an individual.
[t could be a folder, box, file, or binder full of different works, experiences, writings, or
pictures combined in onc for someone to have - to show someone or keep for themselves -
sort of like a photo album or scrapbook, but more professional.”
2. Describe all the different ways you have been exposed to
portfolios.
Gail S.: "College courscs”
"Obscrvation in different classes.”
"Business”
"School”
"Modeling"
3. How do you think you will use portfolios in your classroom?
Gail S.: "l would usc portfolios as tools in my classroom for cvaluation and asscssment
tools for cach individual child. T will also usc them to show parents their child's
performance. I will use them as "show and tell." Children can also show and cxplain their
portfolios to their classmates and peers. They will be used as to cher-directed and as

[individual ] accomplishments.”

1,7
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4. Do you have a professionai p...,stio? Why? or Why rot?

Gail S.: "I have started onc, but [I] have not vet firashed it. | started mine because |
have a lot to say and show people what I have accomplished. T am also very proud of it. |
belicve that I have somcething to show rather than just say I did it.”

5. What do ycu think your professional portfoiio wiil look like 5

years from now?

Gail S.: "l belicve it will be LARGE [emphasis in original] - but I also believe newer
things will replace old, but as long as [ keep improving and Jcariung I will keep all my great
accomplishments in it. It will also be an evaluation, maybe cven a picture of me and my
heart in teaching and Icamning."

In sum, Gail appcars to view the portfolio as an evolving collection of best werk.
She also mentions how much it reflects her and her accomplishments and indicates that she
wants her students to enjoy the satisfaction of this "show an- tell” of successes. In her
responscs, we saw both process and product views of potfolios, like Amy and Amanda.
However, Gail appeared to re.lect her more product-oriented pedacogical belicfs, she does
not talk about self-cvaluation or choice as Amy and Amanda did, but about teacher-dirccted
usc and feeling proud of the finished portfolio when sharing it with others.

Gwen P. was two semesters away from student teaching, and had taken two
methods courses, one which modeled portfolios and one which used them as collections.
At the time of the first survey, she was beginning a third methods coursc that modeled
portfolios. Gwen had logged 89 hours of clinical expericnees in a variety of settings, but
all her experiences with portfolios were in cducation courses.

1. Describe what the term "portfolio" means to you.

Gwen P.: "[A] portfolio is a place to reflect your best vork and organization skills.”

2. Describe all the different ways you have been exposed to

portfolios.

Gwen P.: "Education social studies”
"Education scicnce”

3. How do you think you will use portfolios in your classroom?
Gwen P.: "A portiolio will help me to organize my units and lesson plans; along with
projects. ILis a great way 1o save lessons which really went over well with the students. 1t
will also help my staff to evaluate my progress.”

4. Do you have a professional portfolio? Why? or Why n-t?

Gwen P.: [Ycs] "I plan on presenting a portfolio at my interviews.”
5. What do you think your professional porifolio will look like 5

years from now?

——h
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Gwen P.: "ltwill look like a display of my progress and performance.”

Gwen's responscs surprised us because she only defired and reflected on
professional portfolio usc and did not mention the possibility of students using thera, cven
when asked about how she would use them in her classroom. "Portfolio" for Gwen
scemed 10 mean an organizational ool for professional matenals and accomplishments.
Both Gail's and Gwe..'s cascs caused us to reflect on the implications for teaching
preservice teachers who place higher than average emphasis on the products of lcamning.
Do they sce portfolios as "a means to an end"? How would their perspectives fit with
courscs that required or formally evaluated their portfolios?

The "process” perspective on pedagogical beliefs and portfolios. Only three

preservice leachers endorsed process goals more than their peers, and product goals similar
to or less than their peers. The cases of Laura S. and Lisa P. illustrate this greater than
average cmphasis on process over preduct. As in the "nroduct” perspective, there appeared
to be two patterns with high process ratings. Lisa P. reported the highest ratings of
process-bused pedagogical beliels and an average rating of product-based belicfs.
However, Laura, reported significantly higher process-focused belicfs and significantly
lower product-fecused beliefs, as did the third preservice teacher in this category. [Note.
"1." names indicate cascs representative of a "Learning,” or progress focus. |
Laura S. began student teaching with over 300 clinical hours. She had completed
her methods coursework before the modeling of portfolios began or were required, but
topic was a familiar onc. Unlike her peers, she reported having observed portfolios being
usced in several clinical settings. In addition, Laura's college supervisor required student
teachers o create a portfolio, and Laura's cooperating teacher was encouraged (o help her
develop one.
1. Describe what the term "porifolio" means to you.
Laura S.: "Portfolio means a lot to me. [tis a tool used 1o express and show growth and
improvemenl. [emphasis in original] 1tis a way to show progress. In a classroom, it is a
greal way Lo evatuate children's progress and growth. Children should be able to choose
what goes into their portfolio.”
2. Describe all the different ways you have been exposed to
portfolios.
Laura S.: "Portfolio workshop [reading methods]”
"Made a math portfolio for math [methods]"
"Portfolio in a Ist grade classroom™
"Porttolio m a Sth grade classroom”

"Portfoho 1n a 3rd grade classroom”

ez
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"My proiessional portiolio”

3. How do you think yor will use portfolios in your classroom?
Laura S.: "I would definitely usc portfolios to cvaluate children's growth and progress
throughout the ycar. The children [emphasis in original] and the teacher arc responsible for
the work that is chosen to go in the portfotio. The children choose what they feel represents
their best. The teacher may choose something that they feel the child overlooked and will
place it in their portfolio. The teacher does not basc her grades only on tests. She usc:, the
pertfolio to measure their growth from quarter to quarter.”

4. Do you have a professional portfolio? Wihy? or Why not?

Laura S.: [Ycs] "To show a perspective employer what | have to offer. To show him
or her my growth {emphasis in original] as a tcacher. To express with pictures expericnces
that I've had in the past.” '

5. What do you think your professicnal portfolio will look like 5

years from now?

Laura S.: "'l haye more experience, so therefore 'l have more information to share.
More pictures, more recoiimendations, cte.”

Laura's focus seemed unique in that she emphasized the growth, or portfolio
process, 1 her responses. She aiso seemed more aware of the student portfolio as being as
much for the child as for the lcacher. Laura's understanding of and uses for portfolios
appeared to stem from a wealth of expericnces and from her beliefs that process is more
important than product in teaching. Was there a reciprocal effect between her strong
process-focused beliels and her nich expeniences, or did one influerce the other?

Lisa P. was a year away {rom student (caching. Of the 6 cases, she had the least
amount of clinical experiences (41 hours). She also was just beginning methods courses,
and was cnrolled in one course that had started to model portfolios. Lisa's experiences,
and knowledge of portfolios appeared to be much lower than her peers.

1. Describe what the term "portfolio" ineans to you.

Lisa P.: "Portfolio means a collection ol works, experiences, achicvements, ctc.
collected together to act as a representation of the individual.”

2. Describe all the different ways yon have been exposed to

portfolios.

Lisa P.: "I have only been exposed to portfolios in my social studies methods class.”

3. How do you think you will use portfolios in your classroom?

Lisa P.: "I would use them to show the child and their parents how they have progressed
through the year. For example, have the students do a certann writing throughout the year.

This way the student will be able to see how they are progressing.”

" -y
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Interestingly, in aji the other deseriptive cases, preservice teachers buili their
responses to this guestion onto their responsce s to the previous question: "Describe your
understanding of how portfolios are aszd in she classroom." Lisa did not. When
describing her knowledge of classtoom us s, she wrote, "I have 1o [emphasis in onginal ]
idca how portfolios are used in classroorn;s]. There has been no informastion provided to
mc for my understanding." This was surprising to us because Lisa was participating in the
Sateliite Program and was working i1 a school district that had moved to portfolio
assessment and no loager placed grades on report cards, but used annotations. She also
was involved in a methods course that explicitly modeled characteristics of student portfolio
usc, but neither expenence had nelped her understand them sufficienily.

4. Do you have a professzional portfolio? Why? or Why not?
i-isa P.: "I'm starung onc at this point. 1 think that it is important for my carecr.”

5. What do you think your professional porifolio will look like 5

vears firoin now?

Lisa P.: “{ hope it will be full of interesting projects that I have participated in; many
achtevements throughout the year."

Lisa's lack of knowledge about portfolios appeared to cause hicr to be tentative.
She was the only preservice teacher in the second survey to qualify her potentiad usc of
portfolios with "might." Yet, Lisa was completing her pre-student icaching clinicals in a
very progressive school district where portfolio use was common place. Why did she not
know more about implementing them with students? Do her process-oriented pedagogical
belicfs have any relationship to portfolio use when basic knowledge about portfolios is
lacking? Did her process focus guide what she saw in her clinical expericnees and what

she had leamned about portfolios?

Limitations

In this study of our own practice, we surveyed 20 of the approximately 250
clementary cducation students in our preservice teacher program. The small sample size
and the voluntary natere of the study are limitations to our findings. In addition, our
findings may be unique to this group or to students at this College (a small, private, liberal
arts institution in the Midwest). However, we have learned a great deal about our
preservice teachers' knowledge and uses of portfolios, and their pedagogical belicfs. The
findings have important implications for our teacher education program and they stimulate
many new questions about how we prepare teachers to meet the complex demands of the

profession.

' t
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Discussion & Implications

These findings suggest that teacher educators must help preservice teachers make
explicit links among their coursework, their clinical experiences, and their pedagogical
belicfs to build effective understanding and usc of portfolios. Some students scem well-
prepared to make these connections themselves, while others need guidance. In this study,
we found that our usc of portfolios in methods courses seemed to clicit the development of
professional portfolios, but not experiences with or the usc of student portfolios, which we
thought we were modeling. Thus, within our professional courses, we need to model
processes like portfolio development and have students reflect upon the process. We need

to compare and contrast the "student portfolios" they develop in a methods course with the

possibilitics for student portfolios in their classrooms and with their professional
portfolios. In sum, we need to ask preservice teachers to reflect upon all the different
forms and purposcs of portfolios, and to synthesize what is similar and what is different
among their methods portfolios, students' portfolios, and professional portfolios.

We also found that preservice teachers' plans for using student portfolios were
based on what they observed in their clinical scttings. What they "saw" was what they
pianned 1o "do" as tecachers. However, what they were "sceing" was minimal and they
werc not gaining experiences of participating in the portfolio process with students; they
were sceing the products of portfolios. Therefore, we need to support preservice teachers'
clinical expericnces by helping dircet their observations (c.g., providing a cheeklist of
questions to ask, or characteristics to look for, or suggested activities). Bringing the
clinical experiences into our methods courses also is important, given the gap between
theory and practice (i.c., many teachers do not use portfolios in teaching or in their
professional development). We should invite inservice teachers and students to share their
portfolios with preservice teachers, describing the process of how they use them and what
they leam from them.

Finally, we should help preserviee teachers explicate their pedagogical beliefs and
relate these to their current understandings 1o illustrate how these belicfs guide what they
sce in their clinical expericnees and influence their tcaching and their development as
tcachers. Teaching and learning arc intertwined processes, and portfolios are intended to
capture these processes and enhance them. We believe that preservice teachers may benefit
the most by learning to apply both process and product beliefs. To develop a better
understanding of the uses of portfolios and to apply this kKnowledge to the classroom,
preservice leachers need 1o see a varicty of outcomes of portfolio usc: different types of

portfolios, ways in which teachers organize portfolio materials, how teachers and students

i
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sharc them with parents, cte. They also need to participate in the processes that help
tcachers and students learn from portfolios: how portfolios arc usced by tcachers and
students daily, portfolio conferences, portfolio visits, ctc. Morcover, they need to
understand how their pedagogical beliefs (including their internal consistency) enhance or
detract from their understanding and usc of portfolios.

Conclusion

We have gained scveral insights into how preservice teachers' perspectives,
mcthods coursc expericnees, and clinical experiences may contribute to their development
as teachers in their belicfs and practices surrounding portfolio use. We also have gained
valuable information about how changes in our teacher cducation program influence our
students' usc of portfolios and may influcnce their usc in their carcers and classrooms.
This study is important because its theoretical framework is built upon three essential
considerations. We assumed that to make these meanods personally meaningful and an
cffcctive part of future teachers' practices, preservice teachers needed exposure to and
expericnce with new methods, such as portfolios. We further assumed that their beliefs
about their personal pedagogy would inftucree their belicfs about the method being
implemented. While we have found evidence for these assumptions, we underestimated
the complexity of thesc intcractions and the uniquencss of cach student. We also realized
that what we thought we were teaching and modeling was not always what students were
lcarning and perceiving.

As we further develop the use of portfolios within our tcacher education program,
we need to help students think about these methods and how they might usc them. As
Barton & Collins, 1993, foreshadowed "the first and most significant act of portlolio
preparation is the decision on the purposes for the portfolio” (p. 203). Students who
define a portfolio as a final product, may become teachers who usc portfolios in different
ways than teachers who define a portfolio as a process. Many of our students do strike a
balance or sce the multiple uscs of portfolios. This balance scems neeessary for preservice
and inservice teachers to maximize the potential of portfolio usc in the classroom and as a
professional. Their expericnees with portfolios in methods classes and in clinical
expericnces combine in unique ways with their pedagogical belicfs. Helping our students
understand this interaction and the importance of all threc components in their professional
growth and understanding is essential. Helping them understand their personal beliefs and
the role they play is especially vital.

Our findings also prompt us to evaluate new practices in our teacher cducation

program. For e:ample, requiring portfolios is a significant change from the past practice of

s
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recommending them. We have used portfolios as both a process and a product, but the
change 1o required portfolios may significantly increase the product concept of portfolios.
Preservice teachers now receive portfolio grades as onc part of a methods course grade.
This evaluation seems to change their perceptions of portfolios. Whether this is a positive
change remains unclear, and warrants further study.

We cannot assume preservice teachers see portfolios used in their clinical
expericnces and when they do, the classroom practices they observe strongly influence
their ideas of their own future practices. We include clinical expericnce requirements with
cach education course and we have a strong collaborative clinical experience program, yet
the link between teacher education theory and practice, at least concerning portfolios, 1$ not
strong. We must help our students understand that there arc disparities between theory and
practice. They must learn to work effectively in schools while also developing tools for
change. Our influcnce on their portfolio practices appears to have been greater concerning
their professional portfolios. Helping them recognize similaritics between their
professional portfolio experiences and classroom portfolios should be strengthened in our
program.

Like their inservice mentor teachers, preservice teachers need opportunitics to link
their knowledge with practice. This may be especially important when they are lcarning to
use methods, such as portfolios, that depart from traditional classroom practice
(Vicchnicki, Barbour, Shaklee, Rohrer, & Ambrosc, 1993). As tcacher educators, we
have been impressed with and perplexed by the multiple ways our students approach
nontraditional ideas in education. This study clearly helped us sce the complexity of our
students' thinking and the development of their professional practices. Our influence is
clear, but not necessatily as we had thought it might occur. Teacher educators must plan
carcfully the inclusion of new practices and asscssments, and be prepared for the
individuality and complexity of student thinking as they integrate methods class

knowledge, clinical experiences, and their ewn developing pedagogical beliefs.
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APPENDIX A

Sample Items from Surveys

Genceral Survey Questions: Phase Ong

1. Describe what the term "portfolio" means to you. (Pleasc do not "look up" the

term in your textbooks, notes, or reference maltcrial.)

2. How important arc "portfolios" in today's classrooms and for today's teachers?

3. Describe all the different ways you have been exposed to portfolios. (Please
number your responscs.)

4. Describe your understanding of how portfolios arc used in the classroom?

5. How do you think you will use portfolios in your classroom?

6. Do you have a professional portfolio? YES NO Why? or Why not?

7. If you have a professional portfolio, bricfly list its contents.

8. What do you think your professional portfolio will look like 5 years from now?

PALS Sample Items (Midgley, C., Machr, M., & Urdan, T.,1993, Manual: Patterns of
adaptive learning scale. Ann Arbor, Mi: University of Michigan.)

Goals Expressed through Pedagogical Beliels

Performance/Product: Grades arc a nceessity: students have to have a realistic view
of their ability.
Parcnts should be told how their child is doing compared to
others in the class.
Contests between students arc a uscful way of increasing

motivation.

Task/Process: Students shouldn't worry abut failure.
If it were up to me, I would grade students solely on cffort.

Students should be encouraged to take academic risks.

General Survey Questions: Phase Two

1. Describe any recent experiences (since April 1995) you have had with students

using portfolios in the classroom.

2. Do you plan to use portfolios in your classroom? In what ways?
3. Do you have a professional portfolio? If yes, list the table of contents.
4. Have you added or removed anything from your professional portfolio sincc April
ol 19952 If yes, plcase, describe?
5. Have you shared your professional portiolio with anyone since Apnl of 19957
2
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Figure 1
ervice Teachers' Pedagogical Beliefs: Descriptive
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