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Investigating Portfolio Assessment with Learners of the 3rd
Grade in a Greek State Primary School

[Atepebvnon tou DakéAou A§LoAdynong e Madntég Tpitng Anpotikov
o€ éva EAAnVIKO Anpootio ZxoAeio]

Sophia Kouzouli

Assessment is a field increasingly explored in relation to the parameters it involves. The
special characteristics of the learners and the interactive relationship between instruction
and assessment lead to the use not only of traditional assessment techniques but also of
alternative methods such as the portfolio. This study intends to investigate the
implementation of a process portfolio in a Greek state primary school with a class of third
graders aged between 8-9, concentrating on integration of skills. The findings show that this
technique is appropriate for young learners and that it meets specific pedagogical and
assessment criteria. It also exerts positive impact on metacognitive awareness, learner
autonomy and positive attitude towards learning. Finally, the findings give insight to
emerging problems and issues requiring further research.

3

H aéloAdynon twv puadntwv anoteAsl éva Touéa moU OAO KAl TMEPLOCOTEPO EPEUVATAL OE
OXEON UE TIC EUTAEKOUEVEG MUPAUETPOUGC. Ta ELOIKA XAPAKTNPLOTIKA TWV UadINTWV KoL n
Stadpaotikn axéon Stdaokadiag kot aloAdynong cuvteAouv otnv e@apuoyr eVOAAXKTIKWY
TPONMWV - 0 Ox€on HE TI¢ mapadoolakéc uedodouc- afloAoynong, Omwe tou @akéAou
aéloAdynong. Autn n €peuva OTOXEVEL 0T Slepelvnon ULag Loperc pakeAou aéloAdynonc,
tou Qakélou Awadikaoiag, oe éva EAAnviko dnuoatio oxoleio, oe pia taén pe nadia tpitng
dnuotikou, 8-9 etwv, eounalovrag otn OSiamAokn Se€lotiTwy. AmO Ta  eupnuato
katadelkvueTal ot eival kataAAnAn UeGodoc yla tn CUYKEKPLUEVN NALKia TwV LadnTwy, OTL
QVTATTOKPIVETAL OE CUYKEKPLUEVA KPLTAPL KAl OTL EYEL YETIKO AVTIKTUTIO OTN UETAYVWOTIKN
Tou¢ Se€lotnta, otn padnolakn Toug autovouia kat otn diauopewaon Vetikng npodiadsonc
7po¢ ™ padnon. Ta cuunepaouata katainyouv otn diamiotwaon npoBAnudatwy kat 9Etouv
TIPOOTTTIKEC YLA TN CUVEXLON) TNG EPEUVOLC.
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Introduction

The study reported in this paper investigates the use of alternative assessment with young
learners. In particular it focuses on the implementation of a process portfolio with the 3rd
class of a Greek state primary school in order to assess young learners’ linguistic
competence and integration of skills, and gain formative feedback.

The paper discusses the learning characteristics of children (8-9 years old), which can
contribute to a better understanding of their needs, the underlying learning philosophy and
appropriate teaching practices for this particular age group. It defines the concept of
assessment and identifies and examines its parameters in relation to the specific age group.
Then, the paper focuses on establishing an alternative assessment framework relevant to
the diverse needs of the particular primary school pupils. The analysis generates specific
findings considering the practice of portfolio assessment in the classroom, the evidence
gathered from the active involvement of the children and recommends ways of improving it.
Finally, the paper raises practical issues that need further research.

Literature review

Young learners and aspects of learning

Assessing young language learners requires, as stated by Mckay (2006), the consideration of
the special characteristics of young language learners in parallel with the learning principles
and teaching practices in L1 as these are also reflected in foreign language teaching. Thus,
the focus of this part lies on three components that need consideration when implementing
assessment procedures: learners, principles of learning and appropriate practices.

Meggitt (2006) and Hobart and Frankel (2004) suggest that young learners, from five to
twelve years of age, are different from other learners, teenagers or adults, due to certain
special features which determine the way they think and learn. According to Piaget’s
classification (discussed in Boden, 1994) the participants of the present study fall in the third
stage, the ‘concrete operational stage’. At this stage logic develops and young learners
undergo cognitive, social, affective and, due to their age, physical development.

As for their cognitive development, learners are in the process of developing basic cognitive
and reflecting skills -perception, memory, concept formation, symbolization and critical
thinking. Their attention span is generally short and they are likely to get distracted and
bored rather easily. They need to be involved in active, stimulating, cognitively challenging
and problem solving activities; this can be done through play, which constitutes an innate
need for young learners. Young learners also begin to self correct and evaluate their
performance. They develop the ability to read both aloud and silently as well as to read for
information or pleasure. Also, although they combine drawing and writing, their writing can
convey meaning on its own.

As far as their social development is concerned, learners at this age have already started to
detach themselves from their egocentrism. They are in the process of developing an
understanding of their own character as well as of their self in relation to others. Vygotsky’s
(1978) zone of proximal development (ZPD) and Bruner’s (1983) notion of scaffolding
postulate that children should be helped to gradually build up their understanding and skills,
to interact with their peers and to be involved in pair or group work.
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As for their affective development, children at this age are spontaneous and motivated; they
need to deal with familiar genres and cooperate with familiar adults. When young learners
are exposed to modeling and demonstration through rewards, their confidence and self-
esteem are positively influenced and learning can take place.

Children’s physical growth constitutes another major issue. Children over seven years have
not adequately developed hand-eye coordination; yet they have developed the ability to
move around and have increased their fine motor skills. They get tired more easily from
sitting still rather than from participating in energetic activities.

Another dimension of children’s theory of learning lies in the theory of multiple intelligences
introduced by Gardner (1983). The notion of intelligence is not limited to one general
abstract idea but is distinguished into multiple types involving special kinds of abilities and
strengths. Every child has a special form of intelligence which should be matched to
activities used in primary school lessons.

Because the context of this study is English as a foreign language it should be pointed out
that comprehension and acquisition take place when learners are exposed to forms and
structures which are just beyond their current level of competence in the language, referring
to this relation as “i+1”, input level plus one (Krashen and Terrell, 1988). According to
Krashen and Terrell’s affective filter hypothesis (ibid) relates affective factors to successful
acquisition.

Assessment in language learning

Language assessment is typically distinguished into summative and formative. Summative
assessment - assessment of learning - is described by Black and William (1998) as any
assessment implemented at the end of a course to evaluate learners’ competences. Black et
al. (2003) explain that formative assessment - assessment for learning- is more frequent,
involves a variety of methods and provides information which is used to adapt the teaching
work to meet learning needs.

The teaching and learning models which focus on the communicative use of language in
everyday life situations, i.e. singing the lyrics of a song or playing a game, and the fact that
conventional testing squeezes out the joy and motivation which are inherent characteristics
of young learners have caused a gradual change from norm-referenced to criterion based
and to performance- based assessment. Rixon (2004) suggests that alternative assessment
may involve a variety of practices: learner diaries, journals, interviews, observations, learner-
teacher conferences, peer and/or self-assessment and portfolios. Portfolios, as Jones and
Coffey (2006) postulate, involve a variety of methods and allow continuously recording
achievement. Thus, they can offer a valuable assessment framework for primary school.

Portfolio assessment

The literature concerning portfolio assessment provides several definitions; Simon and
Forgette-Giroux (2000) advocate that portfolio assessment is a cumulative and ongoing
collection of entries selected according to a given framework and aiming at assessing
development of a specific competency. The Council of Europe (2001) has defined three types
of European Language Portfolios for primary school, secondary school and young adult life.
There are different forms of portfolios, each of which serves a specific purpose, but in
practice they are interrelated and overlap.
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The value of portfolio assessment lies in the pedagogical and reporting qualities it possesses.
The most dynamic characteristic of the portfolio is that it requires learners to assemble real
evidence which provides an authentic description of what learners can do. Hamp-Lyons
(1996) and Caudery (1998) argue that the contents of a portfolio are not limited to
conventional testing activities such as multiple choice, true/false, matching or gap filling but
involve activities which offer a complete picture of the learners’ overall performance. All this
evidence can be used to help young learners’ language, cognitive, social, affective and
physical development, and to detect problems in these areas.

Portfolios are a powerful means which encourage learners to be more involved in reasoning
processes, an issue which Harmer (2006) considers as the touchstone for learning. Learners
are involved in the organization of the selection of their work; they need to be critical about
the work they collect as well as compare earlier and present work and, finally, draw
inferences about their development. Hebert (1998) points out that this process of reflecting,
developing descriptive language for the particular work selected and using metalanguage to
talk about language contributes significantly to the child’s metacognitive growth.

Learners are motivated to collaborate and interact with each other as well as with their
teacher in order to implement self- and peer- assessment and realize their strengths and the
actual areas that need improvement. loannou-Georgiou and Pavlou (2003) suggest that
teachers have a concrete and tangible reason for arranging regular conferences with their
learners. Both teachers and learners have the opportunity to develop their social skills in a
cooperative atmosphere by getting to know each other better and by establishing a strong
relationship which will yield beneficial educational and pedagogical effects.

The student product is highlighted not as an outcome per se; it is subjected to a certain
creative procedure which is distinguished into three phases (Kemp and Toperoff, 1998). In
the first phase, the collection, learners are responsible for collecting the samples needed for
the compilation of the portfolio. Learners, especially young learners, are not accustomed to
documenting their work. In Greek state primary schools learners use folders in order to save
their class work but they are not obliged to follow a particular organizational pattern or a
specific chronological order; therefore, they may have difficulty in getting used to adopting a
more disciplined way. Thus, this phase requires thorough preparation and negotiation with
the learners. The second phase involves the selection of the samples which is based on
specific criteria related to the general purpose of portfolio. The third phase, reflection, is of
great importance as it distinguishes portfolio from the mere collection of work in folders.
Learners are asked to reflect upon and respond to the actual process of the lesson, to their
performance and to the performance of their peers; this can be done in writing as well as
orally, particularly with younger children. This final phase is a skill in itself. Teachers need to
help learners master reflective skills and teach the practice of self- and peer-assessment by
providing instruction with a lot of practice and feedback.

Baume (2002) concludes that portfolio assessment is a valid vehicle for both ongoing and
terminal assessment. Learner achievement is judged against the intended outcomes of the
course as these are presented in the portfolio itself. Berk (2002) suggests that the wide
range of procedures and measures gathered over a long period of time can ensure the
soundness, trustworthiness and legitimacy of it. He finds evidence of content validity as the
outcomes being measured are representative of the teaching practices. Construct validity is
apparent as the concrete evidence of learner performance reflects the underlying skills
assessed and can support the inferences based on their assessment. Predictive validity is
catered for as the evidence of the learners’ performance can predict future use of the
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language. Hamp-Lyons and Condon (2000) advocate that portfolios possess face validity
since the samples that are collected give a picture of the abilities or knowledge of the
learner along with the predetermined objectives.

Another important merit of this alternative way of assessment is the profound positive
impact it exerts. Schneider and Lenz (2001) advocate that learners and their environment,
teachers and language teaching in general benefit from portfolio assessment. Learners, who
are helped to understand the learning process, to develop metacognitive skills and to self
monitor, feel a sense of achievement and are eager to continue, while teachers obtain
ample and clear feedback which they can use for a multitude of purposes, for example to
focus on developing specific reading or speaking strategies, and in a multitude of ways, for
example with certificates of excellent student performance.

Research context

In most Greek state primary schools English starts in the 3" grade and is taught on a three
45 minute lesson basis per week. Until September 2011, when a new book was introduced
for the 3™ grade, teachers of English were obliged to choose the course book they wanted
for the third grade from a list of books from the EFL market. For grades 4 to 6 they have to
use a textbook series prescribed by the Ministry of Education in collaboration with the
Pedagogical Institute.

Primary schools do not involve formal assessment of pupils’ language learning; pupils move
up from one class to the next without examinations on the condition that they have
attended at least half of the lessons and that the teacher judges that the knowledge and
skills they have developed are appropriate to their class — appropriate is specified by the
curriculum objectives, the class syllabus and the particular subject. In practice, assessment is
based on the overall performance of students in class, oral work and homework and the
revision exams pupils sit towards the end of each trimester. The frequency of paper-and-
pencil tests and the use of other techniques such as self- and peer-assessment,
observations, projects and portfolios are at the teachers’ discretion.

Methodology of the study

The present research study set out to investigate whether portfolio assessment is an
appropriate assessment technique for young learners in a Greek state primary school,
pertinent to the characteristics of young learners and examine the implications for teaching
and assessment as described in the literature review. The study took place over a short
period of time which lasted three months.

The class consisted of fifteen learners, six boys and nine girls, aged between eight and nine,
who lived in a village in the province of Elia in the Peloponnese, in the South of Greece. The
learners used an English textbook, ‘Zoom a’ by Mitchell and Parker (2000), accompanied by
workbook and companion book. The teacher considered the specific textbook series
appropriate for the needs of the pupils and compatible with peer- and self- assessment
techniques.

The collection of evidence is based on methods of triangulation which, as Brown and
Rodgers (2002) argue, can be used to refer to the attempt to understand some aspects of
the learners’ behaviour by studying it from more than one standpoint. Thus, the study uses
multiple data gathering procedures with a focus not on statistics but on practical
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significance. The sources of evidence include portfolio entries comprising tape-recorded
performance and written tasks, open-ended questionnaire items and closed-response items
involving self- and peer-assessment, a letter written by parents, and an evaluation form
concerning the overall project completed by the learners.

Research questions

The study addressed the following research questions:

e Can portfolio assessment provide a young learner-centred perspective to assessment?
e Can portfolio assessment assess skills reflecting real life language use?

e Can portfolio assessment create a metecognitive environment?

The implementation of portfolio assessment

The procedures for the implementation of portfolio in this study were based on Kemp and
Toperoff (1998) and Tsagari (2005) because they were manageable and applicable in this
particular context.

Establishing Purpose

The teacher took into consideration the parameters of teaching English to young learners
described in the literature review and realized that they needed to improve their overall
achievement in English and develop in all four skills in an integrated mode. Therefore, the
general aim of the portfolio was to assess integrated skills reflecting real-life language use.

Establishing Portfolio Format and Content

The teacher familiarized learners with the format of their portfolio. She explained to them
that this would be divided in two parts, containing compulsory entries which would provide
the basis for assessment purposes, and optional work which would allow pupils to show
their talents and their best work.

Compulsory work involved eight tasks the pupils would carry out in class, including tape-
recorded material based on listening and speaking activities, playing a game, writing,
reading, drawing and colouring. It included three peer-assessment questionnaires (Appendix
1) in L2 and eight self-assessment questionnaires (Appendix Il), most of them in L1. Optional
items would include two parts: ‘My Reading Log’ (Appendix Ill) and ‘My Choice’ (Appendix
V).

Establishing Ownership

The teacher helped the learners with the organization of the portfolio and encouraged them
to gradually assume responsibility for its completion, from filling in the dates to arranging
them in a chronological order.

Introducing the Idea of Portfolios

To avoid confusing learners with the word ‘portfolio’ the teacher explained to them where it
derives from and what it actually means. She also showed them a file folder in which she had

compiled a few of the compulsory activities they would need to do in the future along with
self- and peer-assessment checklists in order to illustrate what the portfolio would look like.
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Notifying Other Interested Parties

The teacher announced to the teaching staff and the principal that the third class of the
primary school would be engaged in the compilation of a portfolio in the framework of
portfolio assessment. Before the beginning of the portfolio assessment the teacher sent an
informative letter to the parents. She also sent a second letter in the middle of the project
(Appendix V) and asked parents to reply (Appendix VI).

Setting the Guidelines for Portfolio Presentation

A week before the compilation started the class discussed how the portfolio would be
organized. They also discussed that learner-teacher conferences and reflection on their work
would be necessary for learning and pedagogical purposes. They rehearsed the techniques
and discussed success criteria to develop their confidence. Finally, the teacher placed the
guidelines on the wall (Appendix VII) written in Greek for all the pupils to understand.

Preparation Period

As the participants were at a young age and they may easily be confused, lose interest or
even lose confidence in their abilities pupils needed ongoing understanding, immediate
guidance and timely feedback as far as the reflection part and the general organization of
the portfolio were needed. They particularly liked ‘playing teacher’ and were able to make
non-threatening, supportive and direct comments.

Assessment of the Portfolios

The teacher used four checklists, one of which is presented in Appendix VIII, and four global
rating scales, an example of which is presented in Appendix IX. The global rating scales were
more elaborate in consistency as she wanted to assess a variety of parameters but did not
want the rating scales to be impractical for her to use. Additionally, the teacher took notes
of the mistakes pupils made during the tasks and informed the learners about them and also
modified teaching by using among others more realia, simplifications and Total Physical
Response activities in order to help them improve.

The negotiation that was required for the completion of the self- and peer- assessment
reports, the reflection cards for their reading logs and the reports for the optional collection
of other activities fostered their metacognitive skills; students were able to reflect on their
performance, evaluate themselves and set personal targets. Fisher (1989) postulates that
this procedure encourages learners to be impartial and sincere.

Before the presentation of the portfolio the teacher discussed with each learner separately
their final product and encouraged them to reflect on the quality of their work. This
facilitated the assessment of the portfolio as a whole. After completing a questionnaire for
the portfolio presentation as a whole, learners wrote the cover letter (Appendix X).

Follow-Up
At the end of the portfolio period learners and their family members were invited in the

classroom to look at the complete version of portfolios. Learners were awarded a certificate
which congratulated them on their effort and their work. The teacher prepared a letter in L1
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for every pupil which was added in their portfolio and which outlined the weaknesses and
stressed strengths, generating an individual profile for every learner.

Use of Portfolio Results

The portfolio contributed to diagnosing the strengths and weaknesses of learners and to
monitoring their progress. It also assisted the development of learning and reasoning skills.
It provided feedback both to the teacher and to the learners. Finally, it succeeded in
involving parents in the teaching and learning process.

Discussion

The discussion of the results is based on the interpretation of the evidence collected and on
the observations made during the study. Portfolio assessment proved an efficient means of
assessing young learners’ linguistic competences on a meaningful and contextualized basis in
a variety of natural situations which they could face in their everyday life either in Greek or
in English and succeeded in providing an authentic description of what these learners can
do. The tasks employed reflect Piagetian thinking: they creatively stimulated the learners’
imagination, related them with reality and involved an element of play. Pupils were able to
show their competence in one individual skill as well as their ability to use more than one
skill to achieve the overall aim of a task. The exposure to the recordings of their interactions
raised their awareness of speaking and listening skills. The variety of writing tasks helped
them develop their writing skills. The reading tasks and the reading of other stories enabled
them to progress from reading aloud to reading silently.

The reflection over the criteria involved in self- and peer- assessment enabled students to
internalize strategies that helped them develop their metacognitive awareness. Additionally,
the reflection over the completion of the self- and peer-assessment reports helped them
have a clear and well-marked way to successful performance, as also discussed by Gottlieb
(2006). The optional items provided the learners with the chance to read several stories,
reflect on them and draw a part or a picture of the story that impressed them. They were
also able to review all the work they had done at school or at home, reflect on their
performance and the learning targets and then select the ones they considered important
for specific reasons which they wrote on their comment cards. Thus, students were given
the opportunity to feel a sense of independence and autonomy, focusing on the learning
process rather than on the aspiration to achieve a better grade. Learning was encouraged
through experience or personal discoveries.

Materials, routines and relationships involved repetition, recycling and cooperation. An
enjoyable and motivating environment was established, which supported emotional and
social development. Pupils took pride in their accomplishments, were not embarrassed or
afraid to be sincere with themselves and their peers and, finally, felt mutual respect for each
other’s work. This can be illustrated in their cover letters, in which students mentioned that
they were happy with their tasks and that they wanted to repeat them and use them for
other school subjects.

Parents had the opportunity to experience concrete examples of what their children did at
school and to obtain useful insight into learners’ weaknesses, strengths, preferences and
attitudes. They were not only recipients of knowledge about their children but also active
members in the learning process of their children thanks to the feedback they provided to
the teacher.
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The teacher was able to diagnose learners’ strengths and weaknesses. For example, on one
occasion, she heard a boy, who was until then considered shy and unable to participate in
activities that required interaction with other learners, whisper correct utterances but not
talk loud enough for the other learners to hear. Also, she was able to monitor learners’
development and do remedial teaching when necessary. The other teachers, who were
skeptical in the beginning, were taken aback by the learners’ enthusiasm and wide spectrum
of strengths it revealed. Yet they insisted on regarding it as a demanding task which would
be difficult for them to undertake.

Overall, the results of the study showed that portfolio assessment is a valid assessment tool
for assessing learner performance for a number of reasons. Initially, it gives an account of
the performance it intends to assess. Secondly, the systematic procedure and the materials
used correspond to the teaching practices. Thirdly, it predicts effective use of the language.
Furthermore, it is a reliable method as there are clear assessment criteria and marking
schemes. Last but not least, it is a fair method involving work over a period of time and
allowing learners to revise and to comment on their work.

Limitations and suggestions for further research

Time management, storage and the financial issue concerning the expenses for purchasing
folders and cassettes, were parameters which required consideration. The age of the
learners was an important factor for using Greek in some self- and peer-assessment
activities and in the comment cards for the optional tasks they selected, yet not in their
reading logs. This happened in order to facilitate learners reflect on their work. Some might
disagree as they would expect pupils to use only the target language.

The findings raise several important issues and challenges for further research:

e Portfolios could be used in primary school as a reporting, pedagogical as well as the main
assessment tool. In this case, the rating scales or checklists used by the teacher might be
included in order to provide a profile of the learner that incorporates both the learner’s
and the teacher’s perspective.

e Portfolio projects could be incorporated in all grades of primary school to ensure
academic consistency and to be further used as a longitudinal tool in documenting
learners’ achievement as well as self- and peer-assessment.

o The paper load learners have to complete should be reduced without eliminating the
beneficial dynamic of portfolio.

e Portfolio assessment requires proper and continuous professional development and
support.

e The questions asked to the parents should be handled with clarity in order to establish
that their involvement is balanced and will facilitate the educational process.

Conclusion

This study provided evidence of the validity of portfolios for the assessment of young
learners. Initially, portfolio assessment contributed to the cognitive, social and affective
development of the learners. Moreover, it served as a common reference for
communication between the teacher, learners and their parents. Finally, the learners
involved developed metacognitive strategies and a positive attitude towards learning. This
final issue is of critical importance as negative attitudes formed at this age are likely to
impede not only language acquisition but also successful interaction with the students’
environment when encountering challenges.

154



Kouzouli / Research Papers in Language Teaching and Learning 3 (2012) 146-164

Author’s email: sophiakouz@yahoo.com

References

Baume, D. (2002). ‘Portfolios, learning and assessment.” Accessed at
http://www.recordingachievement.org/downloads/Assess Portfolios.pdf on 10 Oct
2005.

Berk, R. (2002). ‘Teaching portfolios used for high-stakes decisions: you have technical
issues!’ accessed at http://www.nesinc.com/PDFs/2002 06Berk.pdf on 5 Nov 2005.

Black, P., Harrison, C., Lee, C., Marshall, B. and Wiliam, D. (2003). Assessment for learning -
putting it into practice. Buckingham: Open University Press.

Black, P. & William, D. (1998). ‘Inside the black box: raising standards through classroom
assessment’. Phi Delta Kappan, 80/2: 139-148.

Boden, M. (1994). Piaget. London: Fontana Press.

Brown, J. D. & Rodgers, T. S. (2002). Doing second language research. Oxford: Open
University Press.

Bruner, J. (1983). Child's talk: learning to use language. New York: Norton.

Caudery, T. (1998). ‘Portfolio assessment a viable option in Denmark?’ Sprogforum, 11/4: 51-
54.

Council of Europe (2001). Common European Framework of Reference for languages:
learning, teaching, assessment. Strasbourg: Council of Europe.

Fisher, R. (1998). ‘Thinking about thinking: developing metacognition in children.” Early Child
Development and Care, 141/1: 1-15.

Gardner, H. (1983). Frames of mind: the theory of multiple intelligences. New York: Basic
Books.

Gottlieb, M. (2006). Assessing English language learners: bridges from language. California:
Corwin Press.

Hamp-Lyons, L. (1996). ‘Applying ethical standards to portfolio assessment of writing in
English as a foreign language.” In M. Milanovich & N. Saville (Eds.), Performance testing
and assessment: selected papers from the 15th language testing research colloquium.
Cambridge: Cambridge University Press, 151-164.

Hamp-Lyons, L. & Condon, W. (2000). Assessing the portfolio: principles for practice, theory
and research. Cresskill: Hampton Press.

Harmer, J. (2006). ‘Engaging students as learners.’ English Teaching Professional, 42: 4-6.

Hebert, E. (1998). ‘Lessons learned about student portfolios (benefits of student portfolios).’
Phi Delta Kappan, 79/8: 583-585.

Hobart, C. & Frankel, J. (2004). A practical guide to child observation and assessment.
Cheltenham: Nelson Thornes.

loannou-Georgiou, S. & Pavlou, P. (2003). Assessing young learners. Oxford: Oxford
University Press.

Jones, J. & Coffey, S. (2006). Modern foreign languages, 5-11: a guide for teachers. London:
David Fulton Publishers Ltd.

Kemp, J. & Toperoff, D. (1998). ‘Guidelines for portfolio assessment in teaching English.’
English Inspectorate Ministry of Education, accessed at
http://www.anglit.net/main/portfolio/default.html on 15 Jan 2006.

Krashen, S. D. & Terrell, T. (1988). The natural approach: language acquisition in the
classroom. Oxford: Pergamon.

McKay, P. (2006). Assessing young language learners. Cambridge: Cambridge University
Press.

Meggitt, C. (2006). Child development. Oxford: Heinemann.

155



Kouzouli / Research Papers in Language Teaching and Learning 3 (2012) 146-164

Mitchell, H. Q. & Parker, S. (2000). Zoom A. London: MM Publications.

Rixon, S. (2004). ‘Assessment of young learners of English: keeping track without turning
them off.” Accessed at http://www.eltforum.com/forum/pdfs/aym04 papers.pdf, on 15
Nov 2005.

Schneider, G. and Lenz, P. (2001). European Language Portfolio: a guide for developers.
Strasbourg: Council of Europe.

Simon, M. & Forgette-Giroux, R. (2000). ‘Impact of a content selection framework on
portfolio assessment at the classroom level.” Assessment in Education, 7/1: 83-101.

Tsagari, C. (2005). ‘Portfolio assessment with EFL young learners in Greek state schools’. ELT
News, 196: 28.

Vygotsky, L. S. (1978). Mind in society. Cambridge, MA: Harvard University Press.

156



Kouzouli / Research Papers in Language Teaching and Learning 3 (2012) 146-164

Appendix |

Peer-assessment questionnaire for the 2nd entry

AlGBace to TPOyohol mOL AVTIEYPOWE O CLUUAONTAG M 1N cvppadNTPIE Gov Kot
CUUTANPOCE TOV TIVAKO.

NAI OXI

MEPIKEX
DOPEX

Kaver opaio ypoppoto.

Agimovv ypduparto amd Tig AEEELC.

To ypapupota etvor mave ot ypopun (dev
YOPEVOLV GTOV AEPL).

O ypaukdg Tov /NG Yopaktipos duPdleTon
€0KOAQL.

Xpnoonolel kepaioio ypappoto 6mov TpEmel.

"Exet opBoypapikd AaO.

Xpnoponotei Ta onpeio otiéng: tedeia, KOUA,
EPOTNUATIKO Kol BOHACTIKO.

Appendix Il

Self-assessment checklist for the 3™ entry

AlGPBoce TPOCEKTIKA TIC TPOTACEIS KO CLUTANPMOOCE TO KOVTAKIO HE TO Omoion

GUUPMVELG.
NAI | OXI

1) | Mmop®d va Bopnbod ta ovopota towv (dov Tov épaba onjuepa.

2) | Mmopd va Buounbo tor ovopoTo TV YPOUATOV Tov £X0VV VT
T (OaL.

3) | Mmop® va Tpo@épm 6meTd T0. OVOUATO TV (O®V oL E1abda.

4) | Mmopd va TpoQEpm GOGTA T YPOUATO AVTOV TV [H®V.

5) | Mmop®d va touptd&m ovopata (dmv Tov oKoV® HE TIG OVTIOTOLYES
€IKOVEG KOl VO, TO EKOPACH

6) | Mmop® vo ToupldEé® OovOpOTe XPOUATOV TOV OKOV® HE TIC
OVTIGTOTYEG EIKOVEC KO VO, TO EKPPAC®

7) | Mmop® va kGvm epoTioelg: Are you a....... ?.

8) | Mmopm vo aroviom oe epotosts: Yes, [ am. / No, [ am not.

9) | Mov apéoet va moilm maryvidlo 6ta omoio A® AyyAKd.

10) | Mov apécet va onk@vopot ard to Opovio Hov Yo VO GOUUETEX®

o€ OpaoTNPOTNTES [iE TOVS CLUUAONTEG pov.
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Appendix

My Reading Log

2) Main ¢haracters /-

,ﬁly_flﬁf [ iKON
: /n/[d [ide

LA é").’/’/‘}?!) oo
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Appendix IV
My Choice
MY CHOICE

IMarti dSdieEeg avtv Vv doknon ;

"Epobeg xatt and avtiv v doknon ;

[Mog évimbeg KOOGS £KOveg ALTAV TNV ACKNON;

Appendix V

A second letter to the parents in the middle of the portfolio project

03/05/2006
Ayamnroti yoveig,

H mopodoa emiotodr] €xel 6KOMO Vo GAG EVNUEPDGEL GYETIKA LE TNV TPAOSO TMOV
TdldV 6og OGOV apopd To uddnua g AyyAMkng YAOooog oAAG Kot Yo TIG OIKESG
TOVG OKEYEIS OYETIKA pe TNV TPOodod Toug péoa and 10 Paxeclo Emrevyudtwv (10
Portfolio) mov gtoypnaovv.

Oa cag mapakaroboa va diafdcete nall (e To TaLd10. GOG TO YPOTTO VAIKO TOL £YOVLE
OVYKEVIPMOEL HEYPL TOPO KOl VO OKOVCETE TIS OPUCTNPLOTNTEC TOL EYOVUE
payvnropovioet. 'Eneita, Oa n0ela vo avapEpETe TIG EVIVTOGCELS GOG KOL VO YPAWETE
Mya oxdAa oxetikd pe 6,11 dafdoate Kot 0,1t Gog dpece amd Tr SOVAELL TWV TOOLDOV
oag. Télog, Ba cog mapakarovoa vo Palate to onueiopa ovtd péoa oto Pdxreto
Emitevyudrav.

20g VYOPIETO Y1 TO YPOVvo ov Ba d1afEcETE Kal Yo T GLUVEPYAGIN GOG.

H xodnyfrpro tg tééng
Yopio Kovlovin
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Appendix VI

A parent’s reply to the 2" |etter
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Mrs Demenaga/ Bessy’s mother
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Appendix VII

The guidelines for the Implementation of Portfolio

T eivan To portfolio:

Eivat 1 cuAdoyr GuYKEKPIEVOV EPYOCLOV KOl OPAGTNPLOTHTOV oL Bo Kdvovue ot
Ayylika.

TNl Oa kdvec To portfolio;

[Ma va 0gi&elg v mpdodd Gov:

TL UTOPEIC VO TELS 6TO AYYAIKG,

TL UTOPEIC VO YPAWELC 0To, AyyMKE

TL umopeic va dtofacelc ota AyyAkd

TL UTOopEic Vo KOToAABES 0d KATL TOL AKOVGEC 6TO AYYAKG,

T1 0a Béieic oto portfolio:

Tig voypewTIKEC Epyaoieg

Epompatordyio mov Ba agloroyeic tov eavtd cov 1 Ba dwwtvmmdvelg Tig
OKEWYELG 0OV Y1 KAOE Lo amd TI VTOYPEMTIKES EPYOCIEC.

2yOMa Y10, TIC EPYOGIEG OPICUEVAOV CLUUOBNTAOV GOV.

Yyxoha yo ta BiAa mov Ba daBdoeis: “My Reading Log”.

Aocknoeig mov oV Ba Bednoelg va Badelc oto portfolio: “My Choice”.

Yxo6Aa Tov Ba dikatoAoyovv yuoti duareleg vo BAAES KATOEG OIOKTGELS GTO
portfolio.

[lepreyopeva

Mo mopdypago mov Oa ypdwoovpe 610 T€A0G Kot B0l SIOTLITMCELS TIC CKEWELS
oov yia to portfolio (Cover Letter).

"‘Eva epomuatoroylo mov Ba a&loroyeic 6Ao o portfolio.
‘Eva epotpatoldylo mov Bo cupuminpmaoelg yuo va 0eiéelg 1 épuabeg kdvovtog

10 portfolio.
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Appendix VIII

Assessment checklist for copying (writing mechanics) skills for the 2nd entry

1 | Has produced legible handwriting

2 | Has copied the format of the song correctly

3 | Has left gaps between words

4 | Has left gaps between stanzas

5 | Writing is properly aligned

6 | Has not forgotten any words

7 | Has not forgotten any letters

8 | Has no spelling mistakes

9 | Has used capital letters where necessary

10 | Has copied punctuation marks correctly

o full-stops

® commas

e question marks

e exclamation marks
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Appendix IX

Assessing speaking global rating scale for the 1% entry

EXCELLENT

Carried out the task successfully and with relative ease
Very good pronunciation/ intonation€

Fairly easy to understand

Very few pauses

VERY GOOD

Carried out the task successfully
Pronunciation slightly influenced by L1
General meaning fairly clear

Not many pauses

GOOD BUT CAN
DO BETTER

Carried out the task with some difficulty
Pronunciation influenced by L1
Meaning is understood with some effort
Longer pauses to search for words

TRY HARDER

Had great difficulty carrying out the task.

A lot of serious pronunciation / intonation errors
Almost impossible to understand

A lot of unnaturally long pauses
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Appendix X

The cover letter
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