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OZET

DOSYALAMA TEKNIiGi UYGULAMASI VE DEGERLENDIiRMESININ
INGILiZ DiLi EGITIMIi BOLUMU OGRENCILERININ OZERKLIGI VE
ELESTIREL OKUMASI UZERINDEKIi ETKILERI

Nurcan KOSE

Doktora Tezi, ingiliz Dili Egitimi Ana Bilim Dal

Damisman: Yrd. Doc. Dr. Sehnaz SAHINKARAKAS
Eyliil, 2006, 163 sayfa

Bu calismada dosyalama teknigi uygulamasinin elestirel okuma ve 6grenci 6zerkligi
lizerindeki etkisini gérmek icin dosyalama teknigi degerlendirme sistemini iki Ingiliz
Dili Egitimi bolimii hazirlik okuma sinifinda yiiriittik. Calisma ayni zamanda
Ogrencilerin uygulama sonucunda gecirdikleri degisikliklerle ilgili duygularini
arastirmaya calistyor. Calisma 2005-2006 déneminde Cukurova Universitesi Ingiliz Dili

Egitimi Boliimiinde okuyan 43 hazirlik sinifi 6grencisiyle yiiriitiildii.

Calisma boyunca yapilandirici bir yaklasim benimsedik. Data toplama ve data
analizinde dogal ve yorumlayici bir yaklasim benimsenmistir. Data mulakat, focus

group miilakati, yazili dokiimanlar ve 6zerklik ve elestirel okuma kontrol listesinden

elde edildi.

Calismanin amacma ulasmak i¢in Ogrencilerin c¢aligma Oncesi elestirel okuma
hakkindaki diisiinceleri ve ¢alisma sonrasi diisiinceleri ortaya c¢ikarildi. Dosyalama
teknigi uygulamasinin 6grenci Ozerkligi tizerindeki etkilerini gorebilmek igin de
ozerkligi arttiric1 faaliyetler uyguladik ve data toplama araglar vasitasiyla 6grencilerin

ozerklik gelisimi lizerinde yogunlagsmaya calistik. Ayn1 zamanda 6grencilerin 6zerklik
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ve elestirel okuma hakkindaki diisiinceleri ile control listesinde belirttikleri diistinceleri

arasinda bir karsilastirma yaptik.

Calismanin sonuglart dosyalama tekniginin elestirel okumay1 arttirdigi ve 6grenci

Ozerkligini gelistirdigi yoniinde 6nemli anlamlar ortaya ¢ikardi.

Anahtar Kelimeler: Okuma Dosyalama Teknigi, Elestirel Okuma, Ogrenci Ozerkligi,

Yapilandiricilik.
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ABSTRACT

EFFECTS OF PORTFOLIO IMPLEMENTATION AND ASSESSMENT ON
CRITICAL READING AND LEARNER AUTONOMY OF ELT STUDENTS

Nurcan KOSE

Ph. D. Dissertation, English Language Teaching Department

Supervisor: Assist. Prof. Dr. Sehnaz SAHINKARAKAS
September, 2006, 163 pages

In this study we have implemented portfolio assessment system in two preparatory
reading classess in the English Language Teaching department to see the effects of
implementation on critical reading and learner autonomy of these students. The study
also attempts to explore students’ feelings of the change they underwent as a result of
the implementation. The study was conducted with 43 preparatory class students
studying at Cukurova University English Language Teaching Department in the
academic year of 2005-2006.

During the study we adopted a constructivist approach. The data collection and data
analysis was done via adopting a naturalistic/interpretative approach. Data were
obtained from a set of interviews, a focus group interview, written documents, and the

autonomy and critical reading checklist.

In order to achieve the aim of the study, the students’ beliefs about critical reading were
elicited at the beginning of the implementation and at the end of the implementation. To
see the effects of portfolio implementation on learner autonomy we applied autonomy
enhancing activities and through the data collection tools we tried to focus on the
improvement in students regarding autonomy. Also, a comparison between their ideas

about critical reading and autonomy in the checklist and their elicited beliefs was done.
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It is suggested that the findings of the study may have siginificant implications for the
use of portfolio to enhance critical reading and foster learner autonomy in preparatory

reading classes.

Key Words: Reading Portfolios, Critical Reading, Learner Autonomy, Constructivism.
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CHAPTER 1

INTRODUCTION

Reading is to the mind what exercise is to the body.
—Joseph Addison

1.0 Background to the Study

Reading is something that is often taken for granted by literate people. However, when
we try to define reading we may have difficulty in verbalizing it. Various researchers
speak of reading in several ways. According to Walker (1996)
reading is an active process (not a product, like history) in which readers shift
between sources of information (what they know and what the text says),
elaborate meaning and strategies, check their interpretation (revising when

appropriate), and use the social context to focus their response (p .4).

The skill of reading is no longer regarded as a passive activitiy. The reader interacts
with the text; tries to deduce his/her own meaning out of what s/he reads and while

engaging with the text, s/he makes use of his/her background knowledge.

In Weaver’s (1994, p.15) view, learning to read means learning to pronounce, learning
to identify words, their meanings, and learning to bring meaning to a text in order to
obtain value from it. That is to say, meaning changes from person to person. It depends

on the social context the reader is in.

Similarly, Manzo and Manzo (1993) define reading as “the act of simultaneously
reading the lines, reading between the lines, and reading beyond the lines.” (p. 5).
Reading the lines refers to the act of decoding and the act of pronouncing words;

reading between the lines refers to the act of making inferences and understanding the



author's implied message; reading beyond the lines involves judging the importance of
the author’s message and using it in other areas in accordance with the learners’ prior

and background knowledge.

Vacca and Vacca (1996) offer the state of reading in a pictorial definition (Fig. 1.1).
They divide the levels of comprehension into three as literal, interpretive, and applied.
The literal stage is where the reader reads the lines to get information from the text. The
interpretive stage is where the reader reads between the lines in order to put the
information together, perceive the relationships, and make inferences. The last stage,
named as applied, is where the reader looks beyond the lines so as to use the

information to express his/her own ideas.

Levels of
Comprehension
Getting information explicitly Literal Reading the lines
from the text <:::>
Putting together information, Interpretive Reading between the lines

perceiving relationships, and j E

making inferences

Using information to express Applied Reading beyond the lines

opinions and form new ideas <:>

Figure 1.1 Pictorial Definition of Reading (Vacca and Vacca, 1996)

Concerning the above mentioned definitions of reading, our focus in this study will be
mainly on reading between and beyond the lines. The reason for it becoming our main
focus is that the rate of intellectual students in a country reflects the level of that
country’s development. Students who use gathered information to express opinions and
form new ideas, namely students who use their metacognitive skills, are labelled as
intellectuals. Research suggests that many students in higher education lack
metacognitive skills (Baker, 1985). This is also the case in Turkey. High school
students here are educated through rote knowledge. They are not accustomed to

expressing their own opinions or initiating their own ideas. For instance, the University



Entrance Examination is basically a test of how much knowledge a student has been
able to memorize in school. Thus, there is no more need to teach or emphasize critical
thinking or critical reading in Turkish classrooms, and neither the higher order skills nor

the metacognitive skills of the students are dealt with.

Emphasizing higher order skills is vital in learning as through these skills students can
avoid rote learning and start to take responsibility for their own learning which leads to
autonomy (Little, 1991). As this priority is not integrated into the Turkish education
system, it makes Turkish learners “relentless rote learners, syllabus dependent, passive,
and lacking initiative,” which is regarded “as a surface approach to learning” (Biggs

cited in Chanock, 2004, p.3).

However, to avoid the surface approach and to place emphasis on the application of
learning, the idea of learning as well as teaching has changed its meaning throughout
history, and most recently, it has become increasingly student-oriented. This move
emphasizes the higher-order skills of the learner. Therefore, mainstream educators have
been in search of new pedagogy and assessment tools that are closer to everyday life
and replicate an authentic learning environment. At the same time, these approaches
help unveil the autonomy hidden in the learner (McKenzie, Morgan, Cochrane, Watson,

& Roberts, 2002).

One of the most helpful approaches that has gained popularity is the implementation of
student portfolios (Graves, 1983; Tierney, Carter & Desai, 1991). A portfolio is an
assessment tool as well as an integral part of the learning process itself. It is an approach
that makes the learner feel that he/she has acquired a skill. More importantly, they gain
a better understanding of knowing how to learn as well as being responsible, since it is
the learner who is in the centre of the activity and has the power to assess his/her own

work.

Several studies have been conducted to investigate the use of portfolio implementation
and portfolio assessment in teacher education programmes. For example, Dana and
Tippins (in Avraamidou and Zembal-Saul, 2002) offered a type of portfolio for science
teaching. Their aim was to establish a form “for self-reflection and evidence of the

prospective teachers’ thoughts and understandings of what it means to learn and teach



science to children” (p. 5). In their study, prospective teachers were asked to label a
problematic area of science-specific pedagogy, and then to find evidence to solve the
problem. These evidences were organised in teaching portfolios for further use. This
was a way of encouraging prospective teachers to document knowledge and skills. At

the same time, it improved reflection on professional growth.

Another study conducted by Wade and Yarbough (1996) documented how prospective
teachers create personal meanings through portfolio development. Potential teachers
created portfolios in order to collect documents about their learning and growth in a
community service-learning project as part of a social studies methods course. In the
study, the participants included a wide selection of materials in their portfolios,
including artwork, cartoons, songs, poems, articles, cards, letters, photos, favourite
quotes, and journal entries. Three data collection methods were used in this study: (1)
prospective teachers’ essays, (2) surveys, and (3) standardized, open-ended interviews.
The results of their study indicated that many of the participants were aware of the
personal meaning, satisfaction, and sense of accomplishment that resulted from creating
their portfolios. The researchers of this study also claimed that the prospective teachers
were making sense of this experience, realizing links to different aspects in their life and

developing new understandings accordingly.

Stein (1999) found out that research is lacking in the field of teacher education
concerning portfolios. He conducted a research on the development of professional
teaching portfolios for the purpose of increasing student reflection and as a source of
information for program improvement. Stein’s study investigated the impact of
implementing a portfolio assessment process on student reflection, student
understanding of program goals, and using assessment information for the purpose of
program review. The results of his study provided information about the processes of
student reflection and growth in understanding that are cited as being important

components of the portfolio process.

In some other studies, researchers found out that L2 students who were engaged in
extensive reading over a period of time gained more abilities in skills like writing when
compared to control groups who did not have much practice in extensive reading (Hafiz

& Tudor, 1990; Tudor & Hafiz, 1989; Mason & Krashen, 1997). These studies are



examplifications for some of the benefits of portfolio implementation which is a way of
making students read extensively.

Through these studies, we came to the conclusion that via portfolios students come to
know their personal meaning, as well as gain a sense of satisfaction and
accomplishment. This discovery might lead them to initiate work and take responsibility
for their own learning. We can also conclude that student reflection and growth in

understanding are the key features that lead to learner autonomy.

1.1 Statement of the Problem

As stated before, students in Turkey are regarded as rote learners, who are passive,
dependent to the syllabus and teacher, and who do not initiate their own works. Students
are not taught to behave any other way. They are more focused on the products of their
learning; that is, quizzes, tests, and grades rather than on the process of learning. As
students are positioned into a university according to their grades, this is the supposed
way to success. However, students should have a more important role in learning than
simply memorizing and recalling information on tests. Advocates of process-oriented
methods and instruction agree on the fact that traditional assessment techniques are
often contradictory to contemporary ESL classroom practices. Standardized testing does
not go hand in hand with process learning and has been discussed arduously not only in
ESL, but all over the field of education (Moya and O’Malley, 1994). Therefore, ways of
teaching and assessing the four basic skills, listening, speaking, reading, and writing,
have been under investigation for many years (Holloway, 1999). In regard to these

investigations, different approaches have been proposed.

Learning, as Daniels & Bizar (cited in Wilcox & Wojnar, 2000) state, is a process at all
levels. In order to divert the focus from the product to the process of learning,
performance assessment has been widely recommended. Many researchers have defined
performance assessment in different ways. To illustrate, Brualdi (1998) states that “the
performance based assessments represent a set of strategies ...for the application of
knowledge, skills, and work habits through the performance of tasks that are meaningful
and engaging to students”(p. 1). Students are in need of monitoring and managing their

own learning, and keeping track of it. When they are able to set their own goals, and



determine their level of achievement they will be able to redirect their attention as a

result.

The U.S. Congress, Office of Technology Assessment (OTA) (1992) defines
performance assessment as an approach used to monitor students' progress in alliance
with previously organized learner outcomes. In this method of assessment, students are
expected to create answers or products which show their knowledge or skills. Putting
students in a position where they have to make their own meaning results in a deeper
understanding of what they are doing. Similarly, Wangsatorntanakhum (1998)
highlights that “performance assessment is a continuum of assessment formats which
allows teachers to observe student behaviour ranging from simple responses to
demonstrations to work collected over time.” (Defining Performance Assessment, para.
4). Otherwise, teachers may not be aware of all the learning and understanding that

takes place with their students.

Through performance assessment educators or teachers will be able to gain a dynamic
view of their students’ academic and linguistic development as well as knowledge. This
can be done by adapting different measures to different contexts. Since performance
tasks generally have more than one acceptable solution to different contexts, students
are required to respond to a problem and then either develop it or defend it in a process.
This process which requires the students’ use of their higher order thinking skills (e.g.,
cause and effect analysis, deductive or inductive reasoning, experimentation, and

problem solving) develops those skills without even the students being aware of it.

Mainstream educators pay interest to performance assessment since they agree upon the
fact that single sit-down exams are not suitable to evaluate higher order skills or critical
thinking skills that students should have acquired during their classes. To clarify, via
impromptu tests, students’ knowledge is evaluated within one to two hours for the
whole semester, whereas performance assessment “is an exercise in which a student
demonstrates specific skills and competencies in relation to a continuum of agreed upon
standards of proficiency or excellence” (Pierce & O’Malley, 1992, performance

assessment, para. 2).



There are various methods through which teachers can assess the performance of their
students successfully (Office of Research, 1993). Some of them are:
e Open ended or extended response exercises: These are questions or other
prompts that require students to explore a topic orally or in writing.
o [Extended tasks: These are assignements that require sustained attention in a
single work area and are carried out over several hours or longer.
e Portfolios: These are selected collections done by students over a long period of
time.
An incompatibility between process learning and product assessment and a discrepancy
between the information needed and the information derived as a result of standardized
testing prompted educators to explore alternative ways of student assessment. (Moya

and O’Malley, 1994).

Evidence from diverse sources has shown that portfolio implementation is cited as an
alternative to standardized testing (Flood and Lapp, 1989; Jongsma, 1989;
Sahinkarakas, 1998; Valencia, 1990a; Valencia, 1990b; Wolf, 1989). The
implementation along with portfolio assessment has been used widely in writing classes
as well as literature classes at different developmental stages. Portfolio assessment is a
kind of system that arose in contrast to sit-down examinations. Portfolio can be briefly
defined as “a student’s collection of data which shows the student’s progress over time”
(Sahinkarakas, 1998, p.5). A broader definition is that of Paulson, Paulson and Meyer
(1991), one of the best that reflects the procedure of portfolio:

A portfolio is a purposeful collection of student work that

exhibits the student’s efforts, progress, and achievements in one

or more areas. The collection must include student participation

in selecting content, the criteria for selection, the criteria for

judging merit, and evidence of student self-reflection (Paulson,

Paulson and Meyer, 1991, p.60).

As seen from the definitions, students gather the work that they have performed during
the term in a file, called a portfolio. Their improvement is not evaluated according to a
time constraint sit-down examination, but according to all their successes and gains that

they experienced during the term. This process, that is preparing the portfolio and



evaluating it, is called portfolio assessment. This assessment type will be broadly

discussed in Chapter 2.

This kind of process teaching and assessing has been used widely in many skills, and in
spite of its minor disadvantages (which will be referred to in Chapter 2), it is regarded
as a useful approach since it assesses not only the knowledge that students have gained
during their classes, but also the higher order skills of them. Regarding process
teaching, reading skills are the least touched upon. Yet, as reading is a highly complex

mental activity it should be taught in process and assessed in process as well.

Students enrolling in universities in Turkey are expected to become a part of the
academic environment by accessing to its discourse. Flowers and Mellon (1989, p. 8)
define academic discourse in two phases: (1) “integrating information from sources with
one’s own knowledge and (2) interpreting one’s reading/adapting one’s writing for a
purpose” These two practices include critical reading that involves questioning, looking

for assumption and intentions, analysing, and synthesizing (Richardson in Rings, 1994).

However, as has been experienced by many university lecturers and the researcher
herself, university students do not have the capabilities to meet these expectations. They
are unable to read critically, which causes their being unaware of the author’s major
points and how these authors develop their text into a whole. As Thistlewait (1990) puts
it they lack not only the ability, but also the interest in reading critically.

Students should not be held responsible for this shortcoming, since they practice what
they have been taught. What is taught to students during their high school education is
simply to answer the questions related to the facts given in the text. The purpose of
reading, at least for university students, should not be to state the right information, but
as Kirby (1986) puts it, to be able to talk about the mental debate that resulted from the
reading. Hence, university students are expected to be not only critical thinkers but also

critical readers.



1.2 Aim of the Study

The aim of this study is mainly twofold with some subaims. The first aim deals with
critical reading whereas the second aim deals with autonomy. When reading skills are
put into a hierarchy, critical reading is viewed as a ‘higher order skill’. Therefore, as
Rings (1994) claims, high school graduates are not fitted with instructions in critical
reading since it is thought that they are unable to read critically until they have gained

the ‘lower order’ skills.

The researcher believes that not much importance has been given to reading classes
during highschool education in Turkey. As a part of the Turkish education system,
students are given abundant types of tests and they do not confront any difficulties in
comprehending them. The difficulties emerge when it comes to reading critically. Due
to this fact, highschool graduates face a lot of problems during their first years in
university. The researcher thinks that with the help of different strategies and

approaches, students will be able to overcome these difficulties.

Secondly, again as a result of the education system in Turkey, courses are given in a
teacher-centred atmosphere. This does not correspond with the students’ growing as
autonomous learners. Autonomy is a state where students are in charge of their own
learning. They take the responsibility and are aware of the what, why, and how of their

learning.

Briefly, this study has some specific purposes.
1. Revealing English Language Teaching students’ critical reading skills through
portfolio implementation.
2. Fostering these students’ autonomy through portfolio implementation

3. Using an appropriate checklist to assess critical reading and learner autonomy

1.3 Research Questions of the Study

Considering the above mentioned purposes, we generated some research questions for

this study:
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1. What kind of attitudes and language skills do students gain through reflection in
Reading Portfolio Implementation?
a. By use of Reflection Shets
b. By use of Cover Letters
2. Have students observed in themselves any changes at the end of the
implementation?
3. Have learners perceived an improvement in their reading towards becoming
critical readers?
a. If“yes”, how did this manifest itself?
b. To what extent was this due to the implementation?
4. Does the Reading Portfolio Implementation enhance autonomy in terms of
- Learner awareness
- Subject matter awareness
- Learning process awareness

- Social awareness

1.4 Assumptions and Limitations

There are some limitations to this study. The first one is that individual variables such
as age, sex, and socio-economic factors of the students have not been taken into
consideration. Yet, as the students enter the same university exam and as they take the

same language proficiency exam, it can be assumed that they will perform similarly.

Another limitation is that the study focuses on only two preparatory classes at Cukurova
University whereas there have been five classes during the study and the study was

conducted with only one teacher, the researcher herself.

A third limitation is the period of the implementation. Since it is the process that is
significant in this study some more time would have been appropriate to find results that

reflected greater accuracy.
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1.5 Definition of Terms

Constructivism: Constructivism refers to the concept that students create their own
knowledge within the context of their own experiences (Fosnot, 1996). Students learn
by being actively engaged in doing authentic tasks, not by passively receiving
knowledge. Personal knowledge is socially constructed within an active and

collaborative learning environment.

Action Research: Action research aims to contribute both to the practical concerns of
people in an immediate problematic situation and to further the goals of social science
simultaneously. Thus, there is a dual commitment in action research to study a system
and concurrently collaborate with members of the system in changing it in what is
together regarded as, a desirable direction. Accomplishing this twin goal requires the
active collaboration of researcher and student, and thus it stresses the importance of co-

learning as a primary aspect of the research process.

Alternative Assessment: Alternative assessment is distinguished from traditional
assessment in that it does not involve fact-based, multiple-choice testing, but involves
on-going active student production of evidence of learning. Alternative assessment goes
beyond the testing of facts and small procedures, calling for assessing complex
knowledge and demonstrated capabilities that represent a "rich array of a student's

abilities" (Bennett and Hawkins, 1993).

Performance Assessment: Performance assessment requires students to perform,
demonstrate, construct, or develop a product or a solution according to a defined
standard of achievement. The "Education Reform Study on Assessment of Student
Performance" includes alternative and authentic assessment under the heading of

performance assessment (U.S. Department of Education, 1997a).

Portfolio: A portfolio is a purposeful collection of student work that exhibits the
student’s efforts, progress, and achievements in one or more areas. The collection must
include student participation in selecting content, the criteria for selection, the criteria
for judging merit, and evidence of student self-reflection (Paulson, Paulson and Meyer,

1991)


http://www1.chapman.edu/soe/faculty/piper/EPWeb/REFER.html#Fosnot, C. T. (Editor). (1996)�
http://www1.chapman.edu/soe/faculty/piper/EPWeb/REFER.html#Bennett, D. & Hawkins, J.�
http://www1.chapman.edu/soe/faculty/piper/EPWeb/REFER.html�
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Reading Logs: These logs record students’ written responses or reactions to the books,
stories, or poems they read. They indicate students’ appreciation of what they read and

encourage them to think critically.

Reflection Sheets: These sheets are the reactions of the students as a result of the

activities they are required to do.

Cover Letter: The cover letter is evidence of what students have learned and how they
have progressed. The Cover Letter consists of two parts. One of them is ‘About the
author’. In this part students are supposed to write a brief autobiography. The second
part is “What my portfolio shows about my progress as a learner”. In this part students

are supposed to write about their progress if any.

Critical Reading: Critical reading is closely related to increased interest in, and stress
on, the cluster of intellectual modes variously called higher-order thinking skills,

processing, reasoning, problem solving or critical thinking.

Harris and Hodges (1981) define critical reading as the process of making judgments in
reading: "evaluating relevancy and adequacy of what is read." According to
Thistlethwaite (1990, p. 587) "in critical reading, readers evaluate what they have read
and make a decision. This decision may be to accept what the writer has said, to
disagree with it or to realise that additional information is necessary before an informed

judgment can be made."

Higher Order Skills: A term for skills that involve metacognitive processes through
which an individual applies specific and broad knowledge to evaluate, create, plan,
organize, communicate, interrelate, solve problems, and effectively perform tasks (Ball,

1998)

Lower Order Skills: According to Bloom's Revised Taxonomy (Bloom and
Krathwohl, 1956), lower order skills would include applying, understanding, and

remembering.
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Prior Knowledge: The sum total of what the individual knows at any given point. Prior
knowledge includes knowledge of content as well as knowledge of specific strategies

and metacognitive knowledge (Knuth and Jones, 1991)

Metacognitive Awareness: The process of thinking about and regulating one's own
learning. Examples of metacognitive activities include assessing what one already
knows about a given topic before reading, assessing the nature of the learning task,
planning specific reading/thinking strategies, determining what needs to be learned,
assessing what is or is not comprehended during reading, thinking about what is
important and unimportant, evaluating the effectiveness of the reading/thinking strategy,
revising what is known, and revising the strategy. Metacognitive awareness is based
upon four issues in this study: Learner, Subject matter, Learning process, and Social

awarencss.

Learner Autonomy: There is a broad agreement in the theoretical literature that learner
autonomy grows out of the individual learner's acceptance of responsibility for his or
her own learning (Holec, 1981; Little, 1991). This means that learner autonomy is a
matter of explicit or conscious intention: we cannot accept responsibility for our own

learning unless we have some idea of what, why, and how we are trying to learn.

The learner must take at least some of the initiatives that give shape and direction to the
learning process, and must share in monitoring progress and evaluating the extent to
which learning targets are achieved. The pedagogical justification for wanting to foster
the development of learner autonomy rests on the claim that in formal educational

contexts, reflectivity and self-awareness produce better learning.
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CHAPTER 2

LITERATURE REVIEW

2.0 Introduction

Recent educational theories have come to the common point that learning is a
meaningful process: the onus of learning is the student, not the teacher. Students are
responsible for themselves; it is their duty to make sense of the world and construct

their reality. The teacher’s role is only to assist them with this construction.

This shift from an objectivist tradition to accepting a more constructivist framework is
not easy. However, to adhere to the shift of learning from teacher to student given above

and to the framework of constructivism, this change is necessary.

In this chapter, we review the relevant literature to shed light upon the theoretical
framework of this study. Our purpose is to give background information about the
concepts of reading, portfolio implementation, portfolio assessment, learner autonomy,
and critical reading within the frame of constructivism. Therefore, in this study the
theoretical framework of reading portfolios will be based on Kelly’s Personal Construct

Theory and Schema Theory.

2.1 Constructivism

Piaget is the pioneer from whom contemporary constructivist approaches are derived.
Children’s direct experience and how they interacted with the environment in order to
pass the different stages was emphasized in the early constructivist views. These views
are no more supported by recent constructivists, yet they still claim that learning is
constructed by an interaction of the individual with a rich learning environment. The
following paragraphs outline the epistemological and pedagogical approaches related to

contemporary constructivism.
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Epistemology

In the history of epistemology, the trend has been to move from a static, passive view of
knowledge towards a more adaptive and active view (Heylighen, 1993). Epistemology
can be defined as an approach dealing with the theories about the nature of knowledge.
It can be represented with the figure below (taken from Reeves, 1997) by showing
objectivism at one end of the continuum and constructivism at the other end of the

continuum:

Epizternologw

-4 >

Objectiviam Conatmctivism

Figure 2.1 Epistemological Continuum (Reeves, 1997)

Objectivism stems from the work of Thorndike (1913) and takes up the belief that
knowledge is distinct from knowing and that learning consists of acquiring truth which
can be measured with experiments. In contrary, constructivism espouses that knowledge
is within the bodies and minds of human beings. It does not have an existence on its
own. Individuals construct the knowledge and this construction is based upon their prior
knowledge, their experience, their reflection, or their schemata. It cannot be, as it is
stated in the objectivist view, measured and evaluated but rather observed and found out
through communication of any way. The approach that we take in this dissertation could

be placed near the end of the constructivism approach in the above continuum.

Pedagogy
Pedagogy is the art or science of teaching and learning. In literature there is a clear
distinction between instructivist and constructivist approach to teaching and learning

(Dufty and Jonassen, 1992; Papert, 1993; Rieber, 1992)

Pedagogical Philosophy

-4 »-

Instictivist Constctvist

Figure 2.2 Pedagogical philosophy continuum (Reeves, 1997)

Goals and objectives that exist apart from the learner are given more importance by the

instructivists. These goals and objectives drawn from a domain of knowledge are
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portrayed and sequenced into learning hierarchies from lower to higher order learning.
After this portrayal direct instruction is used to adddress each hierarchy by employing
instructional strategies which stem from behavioral psychology. In behavioral
psychology, not much emphasis is put on the individual needs of the learner. The

learner is regarded as an empty vessel to be filled in.

As mentioned before, constructivism is in favour of the idea that knowledge is
constructed, rather than passed on, by somebody else. Constructivist view takes into
consideration learners’ intentions, experience, and metacognitive strategies (Reeves,
1997). Learners who bring their ideas, feelings, and beliefs with them are given the
opportunity to relate these to new information and reconstruct their existing knowledge.
According to Jonassen (1997), constructivist models of pedagogy aim to create a rich
environment for the learners where they have the opportunity to engage in interpreting
the world and reflecting upon their own interpretations. Jonassen also suggests that if
learners are led to build their own interpretation, they will have more ownership over

their thoughts.

Duffy & Bednar (1991) suggest the following classroom practices which provide
appropriate learning experiences for construction of meaning to occur:
1. The emphasis should be on reflective thinking and productivity in order
for the students to be able to perform relevant tasks. This approach takes
into account that students perform tasks in different ways and may
acquire different skills.
2. Learning contexts should be rich in authentic activities allowing learners
to work collaboratively and explore alternative perspectives and ideas.
3. Students should have the opportunity to work with “domain experts”

who provide a model for the skills that the learners acquire.

To conclude, in order for an appropriate learning environment to happen,
reflective thinking and productivity, collaborative learning through authentic
activities, and the opportunity to ask field experts, whenever necessary, should

be maintained.
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2.1.1 Personal Construct Psychology

“Kelly (1955) published his theory as a potential alternative to both the dominant
behaviorism and the various psychoanalytical theories of the time” (Zuber-Skerritt,
1992, p.56). “....for Kelly, the person acts not in accordance with the way the world
actually is but according to his or her ‘construction’ of it.” (Ashworth, 2000, p.70).
Kelly was trying to view persons as acting as informal scientists “who view the world
by way of categories of interpretation (‘constructs’) which are open to modification in

the light of experience.” (Ashworth, 2000).

“For Kelly, learning is the active, creative, rational, emotional, intentional and
pragmatic construction of reality” (Zuber-Skerritt, 1992, p.58). People have their own
constructions and by learning new things, adding new information to their old ones,

they come up with their own construction of reality.

The theory which encapsulates Kelly’s personal constructs is based on a fundamental

postulate and eleven corollaries which elaborate on it:

Fundamental Postulate: 4 person’s processes are psychologically channellised by the
way in which he anticipates events. In his fundamental postulate Kelly implies that each
person has his own reality and he interprets this reality in his/her own way. Zuber-
Skerritt (1992) interprets the postulate in this way:

(the fundamental postulate) states that people’s behaviour in the present

is determined by the way they anticipate events in the future through the

use of personal constructs in order to forecast events (theory building) or

to evaluate previous forecasts and their validity or efficiency (theory

testing) (p.58)

After a thorough research of Kelly’s fundamental postulate and its corollaries we can
clearly state that they are relevant to the research on critical reading through portfolio
implementation and assessment since portfolio implementation changes the individuals’
perception of reading. Through the process that individuals undergo with portfolio

implementation their point of view of reading is changed.



18

It can also be stated that in order to foster autonomy in learners, constructivism can be
taken as a base because the road to autonomy goes through how people anticipate the
events around them. It depends on how they regard the tasks given and to what extent
and how they take the responsibility of fulfilling these tasks, and how they act

accordingly.

Zuber-Skerritt (1992) summarised Kelly’s fundamental postulate and its corollaries

(1992) as follows:
Kelly’s fundamental postulate and his corollaries give a picture
of the person/learner as a ‘personal scientist’, with a hierarchical
construction system (Organization Corollary) which is personally
unique ( Individuality Corollary) and which can be explored by
him/herself as well as by others (Sociality Corollary). Apart from
their individuality, a group of people may be similar in terms of
their construction of experience (Commonality Corollary). The
development of intelligence or conceptual change depends on the
permeability, i.e. the degree of openness for change, of a
person’s constructs (Modulation Corollary) and the balance
between hierarchical integration and consistency of differing
constructs on the one hand and their differentiation and
inconsistency (Fragmentation Corollary) on the other. Finally, a
person is not predetermined in his/her thinking, but can choose
alternatives (Choice Corollary). His/her construing is both
cognitive and emotional; the personal construct system is a
holistic entity. If any part within the system is changed, this

change will have implications for other parts of the total system.

(p-58)

2.1.2 Constructivist Perspectives in Reading

In the 1970s, American researchers who studied discourse comprehension began to cite
a work done by Bartlett earlier in the century. He had studied the reading of text yet, his
work was neglected due to the preoccupation with behaviourism. In this study, Bartlett

asked his subjects to read connected texts and after some time invited them to write the
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recalls of what they had read. Analysing the recalls he found out that the subjects
deviated from the original forms of what they had read and made some modifications.
Bartlett explained these transformations through a constructivist approach. He claimed
that his subjects were trying to do constructive processing where they related the new

information with their existing knowledge (Spivey, 1998).

Spivey (1998) in her article asserted that “Constructivism portrays the reader as actively
building a mental representation by combining new information from the text with
previously acquired knowledge” (p. 3). Readers construct meaning of what they read by

mixing their prior knowledge with the new knowledge they come across in the text.

2.2 Reading Comprehension

During the last two decades more importance has been given to the process of reading
and due to this emphasis there has been a shift in understanding and describing this
process. There was a traditional notion that readers were passive observers of writers,
meaning was planted in the text and the readers had to find out what the words on the
pages conveyed (Arieta, 2001). Research done by Goodman (1967) changed the way in
which we understand reading. He brought forward the inclination that reading is an
actual process of perception and identification and described it as a “psycholinguistic
guessing game”. He advanced that readers must have prior knowledge before reading
any text and that this enables them to gather the important fragments out of the text so
as to reconstruct it. With such importance given and the research done, this assumption
has changed skills like reading and listening, that were defined as passive, and
transferred them into skills that need interactive participation. To arrive at a good
comprehension the background knowledge of the reader/listener interacts with the given
input. Reading alone does not provide the reader with directions for how to formulate a
meaning from the text. Comprehending the whole text, sentences, and each word

requires the ability to relate the material to one’s own knowledge.

Maria (1990) defines reading comprehension as
the holistic process of constructing meaning from written text
through the interaction of (1) the knowledge the reader brings to

the text, i.e., word recognition ability, world knowledge, and
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knowledge of linguistic conventions; (2) the reader’s interpretation
of the language that the writer used in constructing the text; and (3)

the situation in which the text is read (p. 14-15).

The emphasis on any one of these three ideas results in the emergence of different

models of reading. These models will be explained in the following section.

2.2.1 Development of Research on Reading

“The comprehension revolution” was a buzz word in the 1980s. David Pearson, when
referring to that word, was actually talking about the movement from behaviourism to
cognitive psychology. At that time traditional views of reading changed and became

more cognitive oriented (Knuth &Jones, 1991).
In order to be able to follow the steps of the movement it would be appropriate to have a
look at the old and new definitions of reading developed in the guide to curriculum

planning.

Table 2.1 Old and New Definitions of Reading

Traditional Views

New Definition of
Reading

Research Base
Goals of Reading

Reading as Process

Learner Role/Metaphor

Behaviorism

Mastery of isolated facts
and skills

Mechanically decoding
words;

memorizing by rote
Passive; vessel receiving
knowledge from external
sources

Cognitive sciences
Constructing meaning and
self-regulated learning

An interaction among the
reader, the text, and the
context

Active; strategic reader,
good strategy user,
cognitive apprentice.

(Knuth &Jones, 1991).

As can be seen from the table above, the change in the research base is also the goal of
reading, as well as the process and learner role. As a result, reading became a cognitive
science where the goal is to construct meaning and self-regulated learning, where the

reading process is an interaction among the reader, the text and the context, and where
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the role of the learner is an active, strategic, good strategy user, and cognitive

apprentice.

2.2.2 Models of Reading

All human beings possess rules or scripts that they use to interpret the ongoing in the
world. In extracting meaning out of these ongoings, they make use of their social,
cultural, and linguistic knowledge. Yet, how the meaning is elicited has been a focus of
attention, since the process of extracting meaning gives us valuable knowledge about
the reader’s cognitive process while reading. Aebersold and Field (cited in Salatac1 and
Akyel, 2002) state that during the reading process, input is received and stimulates
multiple learning processes.Thus, readers might use two different strategies to decode
the text. They either start by decoding information at the sentence level, using bottom-
up strategy, or they process information that each sentence gives them, using up-down
strategies. Nunan (1991) implies that “in comprehending a given piece of language, we
use what sociologists call interpretive procedures for achieving a match between our
schematic knowledge and the language which is encoded systematically” (p. 68). Thus,
we come across two different concepts: systemic knowledge refers to our linguistic
knowledge from the point of view of phonetics, syntax, semantics, and discourse,
whereas semantic knowledge includes our knowledge of the world. The latter one is
stored in our brain, and it helps us to interpret the new information we encounter in the
text. Widdowson (1990) determines that schematic knowledge is socially acquired,
while systemic knowledge is constituted by the formal properties of a language. In the
following section, the three main models — psycholinguistics, schema theoretic and
interactive will be examined in detail. Yet, before concentrating on these main models
we must briefly look at the early models, so as to recognize the ongoing process and the

changes it has undergone with time.

2.2.2.1 Early Models

There are two outstanding models of reading —encoding model and decoding model.

These models show how a reader derives knowledge or information from a printed text

and what the assumptions might be when a reader approaches a text.
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a) Decoding Model

The Decoding Model is constituted of two basic levels: sensation and perception. The
sensation level exists of the movements of the eye when they focus on particular marks.
As Plastina (1997) explains “eye movements progress in a series of alternating pauses
(fixations) and quick sidewise movements (saccadic movements).” Speed, she
continues, is slowed down by the continuous stop which interferes with perception, the

combination of seeing, and recognizing meaning.

b) Encoding Model

Differences between writer intention and reader comprehension can be mostly seen
when the reader and writer have different background knowledge, that is, when they
have different life experiences. Readers sometimes interpret the meaning of a given text
very differently from what the writer actually intends to give them. The process works
in the way that the good reader comprehends the writer’s original meaning by matching
his/her background knowledge and his/her life experience to the writer’s experience as
well as by recognizing syntactic patterns. Although this process takes reading
comprehension a step further, it still has some drawbacks, one of which is that not all

meaning lies within the text.

2.2.2.2 The Main Models of the Reading Process

There are three main models of the reading process: the psycho-linguistic model,
schema theory, and the interactive-compensatory model. Before dealing with critical

reading these will be discussed in detail:

a) The Psycho-linguistic Model

Goodman (cited in Paran, 1996) claims that readers do not read every word, but sample
the text, make hypotheses about the next word to be encountered, then sample the text
again to confirm their predictions, and so forth. This is Goodman’s classic view of
reading as a ‘psycho-linguistic guessing game’. This important perspective has been
derived from Goodman’s and Smith’s reading research, shedding a new light on the
process of reading. As Plastina (1997) states, both Goodman and Smith describe reading
as a psycho-linguistic process, but while Smith’s work essentially deals with a

description of the linguistic and cognitive processes which need to be considered,
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Goodman elaborates a model of reading, the previously mentioned ‘psycho-linguistic
guessing game’. The only main commonality in Smith’s and Goodman’s approaches is
that they both view reading as a unitary and selective process. Its unitarity is due to the
fact that it cannot be divided into further sub skills. There are two basic concepts —
prediction and decoding- that might deepen our insight into this process. When the
reader comes across a text, he interprets a selection of cues through the way of
predicting, sampling, or operating. In this way, the reader confirms or corrects his
guesses. With the help of prior knowledge, the reader interprets the meaning of the
unknown or new elements that he encounters within a text. Decoding however, as stated
previously, refers to the process where graphemic/phonemic input is transmitted into

meaningful knowledge.

b) Schema Theory

Anderson, a respected educational psychologist developed Schemata theory. Regarding
this learning theory, organised knowledge is viewed as a complex system of abstract
mental structures which symbolizes one’s understanding of the world. Actually, the
term schema was first used by Piaget in 1926 and further expanded by Anderson so; it is

not a very recent concept.

Human beings have the ability to interpret the world according to the rules and scripts
they possess. As Widmayer (n.d) confirms “new information is processed according to
how it fits into these rules, called schemata” (p.1). We not only interpret information
with this schema, but also predict the everyday situations that constitute our life.
Information which we cannot place in any of these rules or scripts is not easily
comprehended or may be comprehended incorrectly. That is the reason why readers
have difficulty in interpreting or comprehending unfamiliar subjects or texts. Alptekin
(1993) states that “familiarity with dictionary definition of the lexical items and
knowledge of the sentence structures in a text do not seem to be enough for learners to
comprehend new information” (p.137). In Plastina (1997), Carell and Eisterhold state
that “much of the meaning understood from a text is really not actually in the text, per
se, but in the reader, in the background or schematic knowledge of the reader.” Briefly,
to fully comprehend a text a reader should have prior knowledge about the subject or at

least there might be a familiarity with the text.
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The psychologist Bartlett (1932) first introduced the term schema and claimed that
schemata are an active organization of past reactions or past experiences. Hence, to be
able to understand the changes reading comprehension underwent, we need to have an
understanding of the theories lying behind it. Gunning (1996) defines a schema as the
organized knowledge that one already has about people, places, things, and events.
Kitao (1990) says that schema theory involves an interaction between the reader’s own
knowledge and the text, which results in comprehension. Stott (2001) introduces
schema theory as describing “the process by which readers combine their own
background knowledge with the information in a text to comprehend that text”, and he
adds that “all readers carry different schemata (background information) and these are

also often culture-specific” (Helping ESL students, para. 1).

All the research done on schema theory comes to the point that readers have to activate
their prior knowledge (background knowledge) to be able to interpret, comprehend, and
use the new information given to them in any context. The missing point is how readers
activate their schemata. Plastina (1997) clarifies this point by introducing two ways of

activating schemata:

1. The reader receives the new information cognitively and relates it to his
background knowledge “through retrieval or remembering.” The new
information is assimilated into the existing schemata where it can be changed or
expanded according to the readers’ life experience.

2. The reader may build a new knowledge with new schemata.

In both types, the reader takes pieces of information and tries to create sensible things
that he can make use of later on. From these, says Plastina (1997), we can draw the

conclusion that flexibility and creativity are two outstanding features of schemata.

The belief on which schema theory is based is that whatever we comprehend, at the
same time it involves our knowledge of the world. According to Anderson (1977, pp.

418-419) schemata have five significant characteristics to be based upon:
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- Schemata are always organized meaningfully, can be added to, and, as an
individual gains experience, develop to include more variables and more
specificity.

- Each schema is embedded in other schemata and itself contains a subschema.

- Schemata change moment by moment as information is received.

- They may also be reorganized when incoming data reveals a need to restructure
the concept.

- The mental representations, used during perception and comprehension, and
which evolve as a result of these processes, combine to form a whole which is

greater than the sum of its parts.

Two types of schemata are distinguished:
1. Formal Schemata

2. Content Schemata

Formal schemata incorporates background knowledge of the formal, rhetorical,
organizational structures of different types of texts-here readers are said to possess
background knowledge about or expectations of such factors in texts as genre, structure,

audience, purpose.

Content Schemata deal with a text’s knowledge content. Content schemata

incorporates background knowledge and the content or subject matter of a text.

¢) The Interactive-Compensatory Model
Recent researchers are still not satisfied with the process of reading comprehension.
They have started to view reading comprehension as combining bottom-up process and
top-down process simultaneously, which is called interactive processing. It is also
claimed that these two processes influence each other. The pioneer of this model
Stanovich clarifies this point by saying that

a compensatory interactive model of processing hypothesizes that

a pattern 1is synthesized based on information provided

simultaneously from all knowledge sources and that a process at

any one level can compensate for all deficiencies at any other level

(in Palastina, 1997).
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Stanovich’s Interactive Compensatory Model of the reading process is more widely
accepted than Goodman’s model, because Stanovich states that reading includes
interaction with the text. He adds that when bottom-up processing does not work, top-

down processing can interfere simultaneously or vice versa.

It has been seen that the reading comprehension development cannot be based on only
one model. There are many factors that interfere with the reader’s comprehension or
interpretation of a text. When readers meet a new set of information as part of their
evolving systemic knowledge they at the same time get involved in the culture of that
piece of information. Therefore, to part systemic knowledge from schemata knowledge

is a process that should be avoided.

2.3 Critical Reading and Learner Autonomy

2.3.1 Critical Reading

If students care to get the most out of the materials they are assigned, they have to learn
to read critically or analytically. To be able to do these, they have to classify a debate
into its basic parts, revise its major stages and turns, judge on its strengths, weaknesses,

evaluate its reliability, and understand its empirical, moral, theoretical implications.

Critical reading according to Harris and Hodges (1981) is the process of making
judgments in reading, in other words, criticizing the relevancy and adequacy of what is
read. Similarly, Thistlewhaite (1990, p.587) states that

in critical reading, readers evaluate what they have read and make

a decision. This decision may be to accept what the writer has said,

to disagree with it or to realise that additional information is

necessary before an informed judgment can be made.

The idea here is that when we read something, the purpose is to try to understand what
the awuthor’s intention is, if there is a problem posted, then identifying what that
problem is, and how the problem can be solved.

When dealing with critical reading, we encounter two layers of reality: one that we can

see and one that we cannot see. People, when decoding the text, see one of the layers
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yet, they are oppressed by another invisible layer. Therefore, the purpose of reading is
to make the invisible layer, the underlying meaning, visible and clear. This can be done

with the help of using Bloom’s Revised Taxonomy:

Remembering

Knowledge

Old Version New Version

Figure 2.3 Old and New Version of Bloom’s Taxonomy

Source: http://web.odu.edu/educ/llschult/blooms taxonomy.htm

The reason for displaying both the old and the revised version of Bloom’s taxonomy is
to show how a more temporary thinking was reflected. In Bloom’s original taxonomy
the six categories were nouns whereas Anderson and Krathwohl (2001) changed these

into verbs to show that thinking is an active process.
Tankersley (2005) explains the six revised categories in relation to reading skills:

Remembering is the category used for “shallow processing”. Shallow processing refers
to finding out factual answers, recalling, or recognition. In the reading skills this is

known as finding out the answers to factual questions or recalling the text.

Understanding, the second category, reflects the act of translating, planning, or
interpreting. When it comes to the relation with reading, it includes summarizing the

text, classifying, or explaining the text.


http://web.odu.edu/educ/llschult/blooms_taxonomy.htm�
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Applying is defined as knowing when to apply acquired skills and why. At the same
time it is the ability of applying known patterns to unknown situation. In reading skills

it is the ability to apply, choose, dramatize, explain, or generalize the text.

Analyzing is the category where the text is broken into parts and where comparison can
be made between the text and the backgorund knowledge of the reader. The following
verbs apply to analyzing activities: analyze, categorize, classify, differentiate,

distinguish, etc.

Evaluating, was placed at the top of the old version of Bloom’s taxonomy as
“Evaluation”. However, in the revised version it is put into the fifth category “ to reflect
their idea that creative thinking (design) is more complex than critical thinking
(evaluation)” (Tankersley, 2005, p. 2). In this category, students are expected to
differentiate between essential knowledge and knowledge that is only interesting. As a

result of this they will be able to evaluate necessary information.

Creating, the last category, also renamed and changed by Anderson and Krathwohl
(2005), was named as Creating and it was upgraded into level six. Synthesizing means
linking new information with the already existing prior knowledge and creating a new

product of any kind.

In this study we regarded a critical reader as a person, who is able to deal with the
higher order skills-applying, analyzing, evaluating, and creating- as well as with the

lower order skills namely understanding and remebering.

2.3.2 Learner Autonomy

As was stated in section 1.1 students’ taking the responsibility of their own learning is
not given importance in the Turkish education system. Therefore, higher order skills
should be emphasized. In this section, we explore the notion of learner autonomy and
why it might be problematic for many learners. At the same time, this section aims at

revealing how autonomy can be fostered and ways of measuring learner autonomy.
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2.3.2.1 Defining Learner Autonomy

Learner Autonomy has been defined in different ways by different researchers in
different cotexts. Different words and phrases are associated with the term learner
autonomy such as learner independence, independent learning, lifelong learning, or
learning to learn.
Generally speaking it is the act of taking responsibility of one’s own learning.
The ability to take charge of one’s own learning means “to have and to hold the
responsibility for all the decisions concerning all aspects of this learning, i.e.:”

- determining the objectives;

- defining the contents and progressions;

- selecting methods and techniques to be used;

- monitoring the procedure of acquisition properly

speaking (rhythm, time, place, etc.);
- evaluating what has been acquired. (Little, 1995, p.7)

Learner Autonomy is a kind of concept that cannot be easily defined since it comes
from various sources and leads to different implications. Before considering some of the
most well known definitions in present literature, it would be wise to look at some
concepts of autonomy. In Little’s (1991) words autonomy is replacable neither by self-
instruction nor by something that teachers do to their learners. He adds that autonomy is

not “a single easily described behaviour” (p. 3-4) since it can appear in various ways.

Holec conveys that “autonomy is the ability to take charge of one’s own learning”
(1981, p. 3). Accepted as one of the most familiar definitions, it describes one of the
central aspects of the phenomenon. Similarly, Little (1991) describes autonomy as a
“capacity for self-direction” which he adds, “is exercised in the planning, monitoring
and evaluation of learning activities, and necessarily embraces both the content and the
process of learning” (p. 4). As can be seen he includes metacognitive strategies —
planning, monitoring, and evaluation- which are a must in an autonomous learning
process. In their definitions of autonomy, both Holec (1981) and Little (1991) do not

include the external factors in the autonomous learning process.
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Dickinson (1987) takes the same path and claims that “an autonomous learner is one
who is totally responsible for making and implementing all of the decisions concerned
with his own learning” (p. 9). His view is also debatable since it is hard to expect every
learner to implement his/her decisions regarding their learning process. However, as
Menezes de Oliveira e Paiva (....) puts it, “it seems that both Little’s and Dickinson’s
definitions can apply to the highest degree of autonomy, the one which enables the
learner to choose what to learn, how and when, without the constraints of any formal

educational context” (Defining Autonomy, para. 4).

Candy (1989) draws attention to another aspect of autonomy: the risk that formal
education can impact onto the learners’ freedom in making their own choices. He
concludes that “autonomy is an innate capacity of the individual which may be
suppressed or distorted by institutional education” (p. 101). It is accepted that autonomy
is an innate activity. Therefore, the education system that the students are a part of has a
vital role in their becoming autonomous learners. It depends upon the education whether

or not the students will be suppressed by it.

For Littlewood (1996) motivation and confidence constitute willingness, whereas
knowledge and skills are the bases for ability (p. 431), which can be understood from
his following definition:

We can define an autonomous person as one who has an independent

capacity to make and carry out the choices which govern his or her

actions. This capacity depends on two main components: ability and

willingness. Thus, a person may have the ability to make

independent choices but feel no willingness to do so (e.g. because

such behaviour is not perceived as appropriate to his or her role in a

particular situation). Conversely, a person may be willing to exercise

independent choices but not have the ability to do so (p. 428).

When it comes to types of autonomy, Littlewood declares three types of autonomy:
autonomy as a communicator (learners who use the language creatively with
appropriate communicative strategies), as a learner (learners who engage in independent
learning using appropriate learning strategies), and as a person (learners who express

personal meanings and create personal learning contexts). Yet, recently only the second
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type is focused on. To illustrate, for Coterall (1995) autonomy is “the extent which
learners demonstrate the ability to use a set of tactics for taking control of their

learning” (p. 195).

Similarly, although certifying that “learner autonomy is a problematic term because it is
widely confused with self-instruction”, Little states that

there is broad agreement that autonomous learners understand the

purpose of their learning programme, explicitly accept responsibility

for their learning, share in the setting of learning goals, take

initiatives in planning and executing learning activities, and regularly

review their learning and evaluate its effectiveness (cf. Holec 1981,

Little 1991). In other words, there is a consensus that the practice of

learner autonomy requires insight, a positive attitude, a capacity for

reflection, and a readiness to be proactive in self-management and in

interaction with others (2003, Definitions, para. 2).

All the definitions of learner autonomy have a common point: they refer to a concept
that learners are involved in their own learning process. Through this involvement they
clearly connect their beliefs, ideas, and thoughts with the world outside the classroom.
In the case of language learning, it is to be able to use the target language apart from the
classroom or their learning environment. In this way, learning becomes more than a way
of rote memorization and it continues even after the education finishes during their
lifelong learning. To improve the language learning, researchers (Little, 1991; Dam,
2000) believe that students should have control over the goals and content of the
learning they are involved in. Students with a high metacognitive awareness, which is a
must in fostering learner autonomy, have the ability to address their weaker points

easily and can also take precautions accordingly in a more successful way.

No learner can be said to be completely autonomous or completely dependent.
Therefore, we can portray learner autonomy across a continuum. At one end of the
continuum we have dependent learners who do not have the opportunity to develop
learner independence. On the other end we have the learners who have all the subskills
such as, self-directedness or self-motivation, needed for autonomy. Research states that

most of the students are somewhere between the continuum. Learners place themselves
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within the continuum according to the studies they seek (Benson and Voller, 1997;

Sinclair, 2000).
Above we stated that learners who can be defined as autonomous have mastered the
subskills needed for learner autonomy. These subskills can be outlined in the following

table (Table 2.2).

Table 2.2 Dependent and Autonomous Learners

Dependent Learners Autonomous Learners

e rely heavily on the teacher e are self-reliant

e cannot make decisions about e can make informed decisions
their learning about their learning

e do not know their own e are aware of their strengths
strengths and weaknesses and weaknesses

e do not connect classroom e are able to transfer classroom
learning with the real world learning with the real world

e think that the teacher is e take responsibility for their
wholly responsible for their own learning
learning e possess metacognitive and

e do not possess metalinguistic awareness
metacognitive and e plan their learning and set
metalinguistic awareness goals

e are not able to plan their e are intrinsically motivated by
learning making progress

e need extrinsic motivators e often reflect on the learning
such as grades or rewards process and their own

e do not reflect on how well progress
they are learning and the e possess the ability to self-
reasons assess

e are not able to assess their
learning

Adapted from Mynard and Sorflaten (2003)

In the right hand column of Table 2.2 we can see the sub skills autonomous learners are
expected to accomplish whereas on the left hand column we see the sub skills that

dependent learners demonstrate.

In order to foster autonomy in students it is clearly seen that a sense of responsibility
should be developed. At the same time students need to be encouraged to take an active

role in making decisions about their own learning and improvement. Student autonomy
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will grow as a result of their questioning the “Why, What, and How of their learning”

(Little, 2004).

According to Ellis (1999) and Sinclair (1999), learners, who are expected to give
informed decisions about their learning, need to have developed an awareness of at least
four important areas of metacognition:

1. Learner Awareness

2. Subject Matter Awareness of the target language
3. Learning Process Awareness
4

Social Awareness

Learner awareness refers to learners being aware of themselves as learners mainly in
terms of attitudes, beliefs, motivation, needs, and learning styles.

Subject matter awareness refers to learner awareness of the language as a system.
Learning process awareness refers to self-assessment, goal setting, monitoring
progress, evaluating activities and organising time and resources (metacognitive
strategies).

Social awareness refers to learner awareness of the presence of others in the classroom

and their willingness to cooperate through interaction and collaboration.

In this study we will utilize Ellis (1999) and Sinclair’s (1999) types of awareness. We
will base the items that constitute our critical reading and autonomy checklist on the
four types of awareness used by Ellis (1999) and Sinclair (1999). Through these items
we aim to find out student level of awareness in terms of their attitudes, beliefs, and
motivation; their awareness of the language as a system; their awareness of the

metacognitive strategies; and their awareness of the presence of others in the classroom.

Developing learner Responsibility

According to Scharle and Szabo (2000, p. 4), “success in learning very much depends
on learners having a responsible attitude.” They continue by stating that autonomy or
responsibility can be seen as aspects that students have in themselves in various
degrees. Scharle and Szabo (2000, p. 7-8) identified four attitudes and skills as

“building blocks of responsibility and autonomy”. These are:
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Motivation and self-confidence: ‘“Motivation is a prerequisite for learning and
responsibility development alike.” Yet, this motivation should be developed
intrinsically. Intrinsical motivation makes the learner more willing to take the
responsibility. When it comes to self-confidence, the learner must believe that he has
the capacity to manage his learning and they should be able to rely on themselves not

only on the teacher.

Monitoring and evaluation: Scharle and Szabo (2000) state that when teachers
encourage students to focus on their process rather than on the product of their learning
they will make them examine the contribution to their learning consciously. This, they
add, is the first step towards the development of responsible attitude. Self-evaluation,
takes the students a step further because when evaluating themselves they have to take
the role of the teacher and be as objective as possible. This way they can get an idea of

their level of proficiency, detect their weaknesses and strengths.

Learning strategies: Teachers are responsible for showing students a variety of learning
strategies. These strategies serve as tools that improve ones competence. Yet, if students

are not aware of them they cannot be held responsible for them.

Cooperation and group cohesion: Cooperation should be encouraged in classrooms
because through cooperation students see the importance of relying on each other.

Through pair and group work students will be actively involved in completing a task.

While creating and analysing the first part of our checklist we took these building
blocks into consideration. Yet, since one cannot expect to become responsible in one

day, we need to focus on the stages of this process.

Stages in the process of developing learner responsibility

Scharle and Szabo (2000) labelled three phases which are named as raising awareness,
changing attitudes, and transferring roles. They took raising awareness as the starting
point because this is the place where students are presented to new view points and
experiences. The second phase is changing attitudes where students start to practice the
skills they were introduced to at the first phase. Changing attitudes is a slow process,

since it takes time to leave the past habits and take up new ones. The last phase,
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transferring roles, is the place where students take the most important t part in

accomplishing tasks or giving decisions about their learning.

After having described the building blocks and the phases needed for the development
of learner responsibility we started to implement the first phase of the process (raising
awareness) described above. As stated above, while implementing the first phase we

took Ellis (1999) and Sincliar’s (1999) framework as a base (see section 2.3.2).

2.3.2.2 Measuring Learner Autonomy

Measuring autonomy is a debatable concept. Research shows that “capacity” is a key
word during the stage of measuring autonomy (Sinclair, 2000). The hypothesis behind
this keyword is that even autonomous learners cannot always be autonomous. There are
different reasons for this premise like affective factors, psychological factors,
physiological factor, motivational, or environmental factors. Briefly, these factors vary

from hunger to a change in mood.

Measuring autonomy in terms of product might be misleading. A qualitative approach
might be used to measure autonomy by evaluating the levels of metacognitive
awareness. Sinclair (1999) developed such a qualitative framework. It is designed to
find out the levels of metacognition in adult learners through interviewing techniques.
Table 2.3 identifies the levels of metacognitive awareness accompanied by the language

they are characterised with and typical examples.

While analysing the interviews, our focus was on levelling the students according to this

framework. The results will be discussed in chapter 6.
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Table 2.3 Monitoring metacognitive development of learners

Level of . .
Language characterised by Typical examples
awareness
e  description with little or no “I read the text then I answered the
rationale
Level 1 e formulaic or “shallow” questions”
rationales . .
Largely e broad statements with little or “I'need English to get a good job”
no support . . .
unaware e afew naive questions “English grammar is very difficult”
e little or incorrect use of
metalanguage
Level 2 Greater use of: “Yes, I’ve had problems with that... I made a
big mistake...I was at my friend’s house for a
Becoming e anecdotal evidence party...er birthday party....and a woman...”
e introspection (expression of
aware thoughts/feelings) “I feel...” “I think...” “I’ve noticed that...”
- e metaphor . o . .
(transition e  “epiphanies” “learning phrasal verbs is like wrestling with
e metalanguage .
stage) ajelly”
“I’ve just realised that this strategy — the one
I’ve always used — doesn’t work for me very
well”
“If my intonation is wrong, how will it effect
the person who is listening?”
Level 3 Confident and competent use of the above plus:  “I could have learnt these words by writing
e  descriptions of alternative them down with translations or by recording
Largely strategies them on to a cassette listening, but I decided
aware to use a word-web because I find I can

remember the words more easily when I do

this”

(Sinclair, 1999)
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2.4 Portfolios

Portfolios are used in various professions to gather typical or best samples of
performance. They were introduced initially as a way for artists, graphic designers, and
other such professionals to show evidence of their work, illustrating their skill at

applying knowledge to practice.

If defined in this way (as collection of work stored in folders over a period of time)
portfolios will have little value either to students or teachers. Therefore, careful
consideration needs to be given to what goes into a portfolio, the process of selection,
and how the information is to be used. Otherwise, the portfolio may become little more

than a resource file.

In this study we accept the definition of portfolio in education as:
a purposeful collection of student work that exhibits the student’s
efforts, progress, and achievements in one or more areas. The
collection must include student participation in selecting contents,
the criteria for selection, the criteria for judging merit, and evidence

of student reflection (Paulson, Paulson&Meyer, 1991).

While engaging with the literature of portfolios, we also considered the five features

used by Moya and O’Malley (1994) as our basis:

1. Comprehensiveness

2. Predetermined and Systematic
3. Informative

4. Tailored

5. Authentic

Comprehensiveness

A comprehensive data collection and analysis features the breadth and depth of a
student’s capabilities. There are some objectives used by a comprehensive approach
which help determining the breadth and depth of these capabilities. To illustrate, a
comprehensive approach a) uses both formal and informal assessment techniques; b)

focuses on both the processes and products of learning; c) seeks to understand student



38

language development in the linguistic, cognitive, metacognitive, and affective
domains; d) contains teacher, student, and objective input; and e) stresses both academic

and informal language development.

All these objectives were taken into consideration in the present study. Students were
not only assessed through portfolios, but they also had their routine single-sit down
examinations. We not only dealt with the products at the end of the implementation, but

also how the students came up to this end.

Predetermined and Systematic

For a portfolio procedure to be reliable, it should be planned before the portfolio
implementation. The purpose of the selection of a portfolio, the contents of the
portfolio, data collection schedule, and student performance criteria should be portrayed
in detail during the planning stage. Each entry in a portfolio should have a clear purpose

that is easily understood.

Before the implementation of portfolios in this study, we had a thorough investigation
on how portfolios are implemented. Four school semesters were spent on the piloting of
the study. The action research cyle helped us whenever we encountered a problem
during the stages. Each entry was explained to the students and its purpose was dealt

with until it was clear to everybody.

Informative

Documents in a portfolio should be meaningful not only to the students but also to the
teacher, staff, and parents. It should include all the necessary information that are
needed in a portfolio item.

Students in this study were expected to prepare a cover for each task where they gave
information about the task in an organized way. On these cover sheets they manifested

the due date of the task, the references used, which draft it was, and the goal of the task.

Tailored
The purpose for which the portfolio will be used should constitute the important part of
the portfolio procedure. Therefore assessment instruments and procedures are adapted

to match information needs and reflect student characteristics. The portfolio should be
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tailored in such a way as to show only the purpose of it, which might be classroom
goals and objectives or individual student assessment needs.
In order to obtain this feature, students in this study were asked to explain the goals they

have aimed at when starting the task.

Authentic

A good portfolio provides student information based on tasks that reflect authentic
activities used during the classroom. Focusing on authentic language proficiency across
sociolinguistic contexts and naturally occurring language tasks acknowledges the
holistic and integrative nature of language development and focuses on communicative
and functional language abilities rather than attainment of discrete, fragmented skills
(Moya and O’Malley, 1994). The use of articles from newspapers, magazines, or novels
instead of textbooks only revealed how beneficial it was for students to use authentic

texts in their tasks during this study.

2.4.1 Advantages of Portfolios in Foreign Language Education:

Undoubtedly, the use of portfolios in the field of foreign language education has several
advantages. To illustrate some, students are provided with opportunities to display
quality to others. In this way, the students with weaker language skills strengthen their
self-esteem and self-concepts as well. In our study, this was very obvious at the end of
the first task (preparing a textbook) which took a long time and aimed to strengthen

students’ enthusiasm for portfolios.

Another advantage is that portfolios serve as an efficient vehicle for learning critical
self-analysis and self-assessment. While working on their portfolios students learn to
monitor their progress, set goals for their future studies, realize their own strengths and
weaknesses, and identify their most efficient and suitable learning methods and
contexts. In this study, sudents became aware of their own skills and were proud of

themselves.

Contrary to customary and traditional methods used in foreign language teaching, the
use of portfolios offers students practical opportunities to show their mastery of a

foreign language. During the traditional methods that have been used so far, students



40

were restricted with very short time. Due to the crowded number of students in the
classes students may not have the chance (opportunity) to show their skills in a limited

time period.

Students also acquire organizational skills through the use of portfolios. During the
process students learn to be organized which later on assists them in their correction and

revision of their work (Johns, 1995).

2.4.2 Disadvantages of Portfolios

Along with its advantages, the portfolio has also some pitfalls. One of the most
prominent disadvantages is that portfolios can be time consuming for evaluators. Since
portfolios are evaluated in a process and since the activity is repeated until perfection,
evaluators have to reread the revised drafts, which takes a lot of time when the number

of students is taken into consideration.

A second disadvantage is the management of the collection and scoring process. The
establishment of an objective scoring rubric might be challenging. The establishment of
the scoring criterion has to be done by both the teacher and the students in accordance
with the goals and objectives of the course. Managing this might cause some problems

for the evaluator.

Another disadvantage, the last that we will mention here, is that the findings and
conclusions drawn from the evaluation and analysis of the portfolios of a target group
might not be compared to students in other institutions or even generalized. These

findings are specific to the environment where the portfolio is implemented.

Apart from these, Elbow & Belanoff (1991, p. 14) list disadvantages regarding portfolio
assessment:
- It puts more pressure on teachers because if a student fails, the teacher might
feel s/he has failed
- Some teachers feel that it dominates the course too much
- The emphasis on revising can make lazy students rely too much on the help they

receive from their teachers and peers.
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2.5 Reading Portfolios

A Reading Portfolio is a showcase of a reader’s growth, experiences, and achievement.
It consists of
1. Self-selected, representative samples of the student’s work drawn from real
reading and responses to reading.
2. Written justifications for those selections.
3. Formal presentation of the justified selections to peers, teachers, and parents.

(Assessment Strategies, para.2)

The main purpose of a reading portfolio should be to create an environment where
students increasingly reflect upon, assess, and control their own reading growth
according to program outcomes and goals. To promote this, there must be collaboration
between teachers and students, with teachers structuring the planning, establishment,
and implementation of portfolios, and students taking responsibility for the particulars

of their own portfolios.

Such a student-involved classroom environment fosters student participation in the
learning process. Learning that is both personal and collaborative encourages critical
thinking. Students who are reading, writing, discussing, and interacting with a variety of

learning materials in a variety of ways are more likely to become critical thinkers.

Critical thinkers are critical and active readers as well. They question, confirm, and
judge what they read throughout the reading process. Students engaged in such
activities are likely to become critical thinkers and learners. Since reading portfolios
require students to be involved in activities as questioning, confirming, and judging
what they read, it is likely that they will become critical readers as well as raise their

level of autonomy at the end of the portfolio implementation.

Characteristics of reading portfolios

Portfolio assessment is used in various settings, therefore, there is a wide variation of
how portfolios are assembled, evaluated, and used. Yet, most of the characteristics can
be found in almost all of the portfolio assessment programs. Hamp-Lyons and Condon

(2001) give a list of characteristics that are valid for almost all kind of portfolios. Since
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our focus is reading portfolios, we adopted these features and applied them to reading

portfolios only:

1. A portfolio is a collection of works read and responded to either orally or written,
rather than a single response to any text.

2. It enables the reader to display a range of reading performance, in different genres
and for different purposes.

3. A portfolio possesses context richness insofar as it reflects closely the learning
situation and demonstrates what the reader has accomplished within that context.

4. An important characteristic of most portfolio programs is delayed evaluation, giving
students both the opportunity and the motivation to revise written products before a
final evaluation is given.

5. Portfolios generally involve selection of the pieces to be included in the portfolio,
usually by the students with some guidance from the instructor.

6. Delayed evaluation and selection offer opportunities for student-centered control in
that students can select which pieces best fulfill the established evaluation criteria and
can revise them before putting them into their portfolios.

7. A portfolio usually involves reflection and self-assessment, in that students must
reflect on their work in deciding how to arrange the portfolio, and are frequently asked
to write a reflective essay about their development as readers and how the pieces in the
portfolio represent that development.

8. Portfolios can provide a means for measuring growth along specific parameters,
such as linguistic accuracy or the ability to organize and develop an argument.

9. Portfolios provide a means for measuring development over time in ways that

neither the teacher nor the student may have anticipated.

2.6 Portfolio Assessment

Until recently, assessment of any kind has been done through evaluating single sit-down
examinations. However, as has been noted earlier, through single sit down examinations
students are assessed only for that particular hour. Single sit-down examinations have
some serious limitations two of which are as stated in Weigle (2002). Weigle used these
limitations for assessing writing yet; it is rationale to use them for reading assessment

also because students respond to reading in the written form:



43

1. the fact that assessment done under timed conditions on an unfamiliar topic

does not accurately reflect the conditions under which most reading is done in

non-testing situations or reading as it is taught and practiced in the classroom,

and

2. the fact that it is difficult to generalize from a single reading sample to a much

broader universe of reading in different genres and for different purposes and

audiences (p. 197).

Portfolio assessment values the process, as well as the products, of reading. Samples

that reflect the reading process will enable the teacher to monitor and focus continual

instruction on strategic reading behaviours.

According to Kohonen there are 12 items with which we can compare standardised

testing (single sit-down exams) and authentic testing.

Table 2.4 Comparison of Standardised Testing and Authentic Assessment

Standardised Testing

Authentic Testing

Testing and instruction are regarded as separate
activities

Students are treated in a uniform way

Decisions are based on single sets of data (test
scores)

Emphasis on weakness/failures: what students
cannot do

One-shot exams

Cultural/socio-economic status bias

Focus on one ‘right answer'

Judgement without suggestions for improvement

Pressures teachers to narrow teaching to what is
tested
Focus on lower-order knowledge and skills

Forbids students to interact; promotes
comparisons between students (norm-
referencing)

Intrinsic learning for a grade

Assessment is an integral part of instruction

Each learner is treated as a unique person

Provides multiple sources of data, a more
informative view

Emphasis on strengths/progress: what learners
can do

Ongoing assessment

More culture-fair

Possibility of several perspectives

Useful information for improving/guiding
learning

Allows teachers to develop meaningful
curricula

Emphasis on higher-order learning outcomes
and thinking skills

Encourages collaborative learning; compares
learners to their own past performances and
the aims

Intrinsic learning for its own sake

(Kohonen, 1999, p. 285)

As can be seen from Table 2.2, authentic assessment has some advantages over

standardised testing. In authentic assessment, the individual as well as his strengths and
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weaknesses are emphasized. Also, the higher order learning skills are given more
importance than in standardised testing. Authentic assessment can be said to be in

favour of a student-centered atmosphere.

2.6.1 Portfolios and Test Usefulness

Portfolio assessment should be based on the qualities of test usefulness. Bachman and
Palmer (1996) constructed a model of the six qualities of test usefulness namely
construct validity, reliability, authenticity, interactiveness, impact, and practicality.
While assessing portfolios it might be helpful to consider these qualities especially

when compared to single sit-down examinations.

2.6.1.1 Construct Validity

Portfolio assessment has a greater potential for demonstrating the validity of inferences
about a broader construct or definition of reading than is possible with timed reading
tests alone. We can broaden the construct of reading that is dealt with in reading
portfolios in two ways. The first one is that there is a variety of reading samples
included in the portfolio. These samples vary from different genres, to samples written
for different audiences. This feature of the portfolios makes us feel more confident in
making generalizations from the findings of the portfolio assessment to a broader
reading domain. Secondly, the inclusion of multi-drafts of the responses to the readings
permits us to see the students’ ability in applying aspects of the reading process such as

administering the stages of pre-, post-, and while reading.

Another aspect of construct validity that is worth mentioning here are the advantages
that students gain as a result of the additional time given. Single sit-down exams might
be a disadvantage for non-native learners of English. Allowing them to revise what they
have read and how they have responded to it might give a more accurate picture of the

reader.
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2.6.1.2 Authenticity

Since students are expected to read not only their textbooks but also authentic texts
which they may come across during their whole life, portfolio assessment is invaluable
in this aspect. During the portfolio implementation tasks, students are required to use a
multiple range of different texts from newspapers, magazines, novels to texts from the

internet.

2.6.1.3 Interactiveness

Interactiveness is defined as “the extent and type of involvement of the test taker’s
individual characteristics in accomplishing a test task” (Bachman and Palmer, 1996, p.
25). Preparing reading portfolios helps the students use their language skills (orally and
written), engage in reading and responding to texts, use their metacognitive strategies
and topical knowledge, and activate their schemata. When compared to single sit-down

examinations, portfolio assessment is certainly on the positive part of interactiveness.

2.6.1.4 Impact

Reading portfolios have lots of benefits for both the students and the teacher. The most
important benefit is that portfolios give students the opportunity to reflect upon their
work. Through these reflections students gain awareness of what they are doing, gain
self-esteem, responsibility, and they develop a sense of an ownership of their portfolios.
According to Murphy and Camp (cited inWeigle, 2002) “in the process of creating
portfolios, students learn to exercise judgment about their own work, monitor their own
progress, set goals for themselves, and present themselves and their work to

others.(p.205)

Through the use of portfolio assessment, teachers can gain insight into their students’
works over a time and a variety of genres. At the same time, via the reflections written
by their students, teachers will be able to follow the process their students were engaged

in.
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2.6.1.5 Reliability

Reliability is a shortcoming area in portfolio assessment since it is problematic to score
some aspects of portfolios. Portfolios in nature contain different entries which makes it
difficult to be representative for them. In consequence, the more varied the activities the

less reliable the portfolio will be.

In order to lessen these shortcomings some precautions might be taken: the entries of
the portfolio can be relatively uniform for every student; the number of raters can be
decreased, so as to avoid the dispute between them; well prepared rubrics can be used;
the scoring criteria should be well-formed according to the context and should
expressed distinctly. If these requirements are met reliability of individual classroom

portfolios will increase.

2.6.1.6 Practicality

Practicality is another limitation for portfolio assessment. Although it is not very
important in individual classroom settings, it still may be a limitation since it is not
practical for students to find varied materials. It takes a lot of time, effort, and research
to gather all the needed materials that goes into a reading portfolio. Also, not all
students understand the benefits of revisiting works they have done earlier. When it
cpmes to the instructor, it may be difficult and time consuming to arrange sessions in
which portfolios are introduced. Because one single session will not be enough to make
each student understand what a portfolio is, how the process will be conducted and the
requirements needed to assemble a portfolio. Another point is the difficulty of arranging

the content of the portfolio in accordance with the goals and aims of the portfolio.

2.7 Implementing Portfolio Assessment

In every assessment system there are some points and steps that must be taken into
consideration. So it is with the implementation of the portfolio assessment system.
While implementing the portfolio process special significance must be given to the
purpose of the portfolio, the contents of the portfolio, and the scoring procedures of the

portfolio. While students are in the assessment process, as a part of the portfolio
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implementation, they also assess themselves. During the self-assessment process
students are involved in making judgements about their own work. Race (cited in Rees
& Shepherd, 2005, p. 31) suggests a number of benefits of self-assessment as it
“deepens students’ learning experiences, enables students to become familiar with the
assessment culture in higher education, helps students to become autonomous learners,

and helps them develop skills related to lifelong learning.”

2.7.1 Purpose(s) of the Portfolio Assessment

Portfolio assessment requires making decisions about the tasks to be given and the
scoring criteria to be used. While giving these decisions, the focus must be on the
purpose of the portfolio implementation and assessment. Therefore, before starting to
implement the portfolio in the classroom, a significant amount of time should be spent
to clarify the minutest detail of the purpose of the portfolio assessment. Since portfolios
may be used for different purposes, some of them may overlap each other if not enough

consideration is put in the matter.

2.7.2  Defining Portfolio Content

There are some questions that should be asked before determining the contents of a
portfolio. These are as stated in Weigle (2002)
1. Who decides what goes into a portfolio?
2. What types of reading should be included in the portfolio? That is,
should the portfolio include best work only, a range of work from a
variety of genres, both in-class and out-of class work, and so on?
3. How many pieces should go into the portfolio?
4. What should be included in the portfolio in addition to students’
classroom reading samples?
5. How can the authorship of the portfolio contents be authenticated?
(p. 212-213)
The content of the portfolio changes according to the purpose of the assessment.
Therefore, it cannot be stated that there is a single correct answer for any of these

questions. Still there are some generalizations from which we can draw a proper answer
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to each of them. In order to see the answer for each, we will discuss the questions one
by one.

1. Who decides what goes in a portfolio?
To answer this question the purpose has to be taken into great consideration. If the
portfolios are implemented to make students gain their self-esteem, feel responsibility,
and foster student autonomy certainly students should be allowed to choose the entries

that go in the portfolio.

Yet, sometimes students may not be able to choose the proper material to put in. In that
case, it would be better to take professional advice from their teachers, instructors or

raters of their portfolios.

2. What types of reading should be included in the portfolio?
There are three types of portfolios namely (a) showcase portfolios (contains students’
best pieces only), (b) progress portfolio (documents students’ growth and progress over
time, (c) working portfolio (contains all work done for a course). To be able to answer
the second question we have to know what type of portfolio is implemented. If it is a
showcase portfolio, students should only include their last and polished drafts. If it is a
progress portfolio, the teacher should be able to gain insight into every part of the
portfolio, from its very early drafts till the last polished drafts. If it is a working

portfolio, a wide range of reading assignments should be included in the portfolio.

3. How many pieces should go into the portfolio?
There is no rule of thumb for this question yet, if we assume that portfolios are used to
show the depth and breadth of a students’ performance, the answer should be the more
pieces, the better. However, when we take construct validity and practicality into
consideration, the answer would be just the opposite. Considering the time and effort
spent by both student and teacher, it does not seem rational to prepare ten entries when

five are enough to see the progress of the student.

4. What should be included in the portfolio in addition to students’ classroom

reading samples?
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Apart from the responses to what they have read, students should include some other
documents that the rater may use as orientation about the portfolio. We can divide these
documents into two:

a. Cover Letter:

A Cover letter is an essential part of the portfolio. It consists of two parts. The
first part gives information about the author of the portfolio; a kind of autobiography.
The second part is similar to reflection. There, participants are supposed to evaluate
themselves as a whole: how they performed during the process, what they gained from

the process, and what kind of changes, if any, they underwent.

b. Reflection Sheets

Reflections are the key elements of portfolios. Through the reflection sheets,
after each task, participants gain insight into their own work. They reflect on how they
performed the task, why they chose the text, and what they have learned. This process

awakens participants’ self-awareness and fosters their self-assessment skills.

Writing reflection sheets for the portfolio is regarded as a meaning-making process.
This writing should move the students to a point where s/he can see what s/he has
accomplished up to now, what was successful and what might be improved in the future
studies. This evaluation should be done both in terms of process and product. Fernsten
and Fernsten (2005, p. 307) agree that in this way “the reflective piece continues the
learning of the original lesson, allowing the individual to make connections between

what was done and what could be done in the future.”
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CHAPTER 3

METHODOLOGY

3.0 Introduction

In this chapter we explain and deal with the issues of planning, methodology, and
epistemology. The research paradigm held in this study is a combination of action
research and an interpretitive approach, yet we have also taken the other research
paradigms into consideration to look at the reasoning behind our choice of this
combination as our preferred methodology. We then go on to discuss our understanding

of action research and the interpretitive approach.

At the end of this chapter we have also explained the evaluation of the portfolio. We
focused on the credibility of the autonomy and critical reader checklist (see Appendix

12) that we used during the assessment of the portfolios.

Finally, information about the procedure followed during the implementation and
assessment phase of the study has been described. The data collection tools and the data

analysis methods used have been discussed as well.

3.1 Three Main Educational Research Paradigms

e The empirical approach (scientific/positivist/quantitative)
e The interpretitive approach (different interpretations of what is real/qualitative)

e The critical theoretic approach (action research)

In order to justify our choice of the combination of the interpretitive and critical
theoretic approaches as our preferred methodology, we found it appropriate to consider

the three research paradigms briefly.
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The empirical paradigm:

According to the empirical approach, knowledge can be found only outside ourselves, it
is external to us. The researcher and the knowledge are apart from each other and the
researcher finds the knowledge by looking at it. There are different kinds of knowledge

which we can apply to almost all the situations.

The empirical research paradigm is a quantitative approach which deals with facts,
figures, and numbers. Eisner (1993) states that researchers in the empiricist paradigm
approach the issues from an objective viewpoint, they are not subjected to make any
judgements. Their only aim is to describe, interpret and explain the events. The
researcher is a neutral observer and looks at the subject matter from the outside. Data
collected in this paradigm is subjected to statistical analysis, therefore this paradigm is

mostly called quantitative. In this approach, the use of the personal pronoun is avoided.

While searching for an educational paradigm for our study, we shifted between
interpretive and action research. The empiricist view was not appropriate at all, because
generally it deals with facts and figures. Our aim in this study was to deal with students’
feelings, and the changes that they would undergo. Therefore, it would be not rational to

measure them scientifically.

The interpretive paradigm:

The second paradigm to be dealt with is the interpretive paradigm. It favors a
sociological perspective because the results are interpreted. People subjected to
interpretive research look at the world from different perspectives. Bassey (1990, p. 42)
explains this situation like that: “Because of differences in perception, interpretation
and in language it is not surprising that people have different views of what is real.”
Interpretivist researchers aim at describing and interpreting the world in order to get
shared meaning with others. Data gathering techniques are observation, field notes,
notes and transcripts of conversation. This type of paradigm is usually described as

qualitative.

Since replicability is not expected, participants in this paradigm are “treated as

inanimate objects but subjects in themselves with complex responses and configurations
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of interaction” (Cohen and Manion, 1994, p. 27). Both of the paradigms discussed so far

are acceptable in the method of measurement.

The action research paradigm:

This paradigm is about researchers trying to improve their practice. As Carr and
Kemmis (1986, p. 64) state “Action research is not about verification from the given
event, but about intelligent action coming from wise judgements arising from

immediate location of the event itself.

Lewin (1946) one of the first pioneers of action research, described a framework for
action research which singled out a four-stage spiral of steps:

- planning

- acting

- observing and

- reflecting

Having confronted a problematic situation, an action plan is derived and implemented.
It would be observed and reflected upon. If it does not lead to a conclusion, another
cycle would be built and the same steps revised. The action research cycle (see section
3.8) will be dealt with in detail when introducing the implementation procedure of the

study.

In this study, as stated before, we employed a combination of the interpretative and the
action research paradigm. Our rationale for using this combination is that qualitative
inquiry is naturalistic. Our aim was not “to manipulate the research setting” (Patton,
1990, p. 39). We were rather interested in looking at the different perceptions and
different constructions that learners have in their natural environment and action
research was used to put these constructs into action by following the action research

cycle.

3.2  The Design of the Study

The aim of this study is to reveal English Language Teaching Department preparatory

class students’ critical reading skills and foster learner autonomy with the help of
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portfolio implementation and assessment. In light of the theoretical framework that has

been discussed so far we have come to the conclusion regarding the design of the study.

Starting form the point of view of constructivism, which views learning as the result of
mental construction where new information is fitted together with already known one
and which recognizes learning as a process, the study is embedded in Portfolio
Assessment since it has become clear that meaning is what matters and it is not

something that can be imparted from teacher to student.

In order to unveil the meaning in preparatory reading classes, portfolio assessment was
implemented following an action research cycle. The change in their beliefs and

feelings was obtained through an interpretative approach.

3.3 Participants

The participants in this study were chosen using a convenience sampling strategy.
Different definitions of this strategy have been given in the literature on qualitative
research. For instance, as Creswell states (cited in Cabaroglu, 1999, p. 61) “a researcher
may use this strategy because a whole group of individuals is available to take part or
the participants volunteer to participate in this study”. The sample in this study,
consisted of the students who were attending the preparatory class at the time of the

study which made them available as a whole group for the study.

Prior to the implementation of the study we attained information about the participants
through a semi-structured literacy autobiography sheet (see Appendix 9). As a result of
this sheet we aimed at gaining general information about the participants as well as

finding out about their age, gender, and reading literacy state.

The literacy autobiography sheet consisted of 15 questions which aimed to stimulate
their thinking about their own literacy development. The questions focused on such
issues as their first recollections of reading and writing, whether or not they had any
persons around them who read and so on. We did not analyse these sheet formally since

our aim was only to stimulate their thinking about reading.
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At the beginning of the study participants were ensured that no information about their
identities would be given to any third person. Everything they told or wrote would be

kept confidential and used only for the aim of the study.

The participants consisted of 43 preparatory class students at the English Language
Teaching Department of Education Faculty of Cukurova University. All students range
between the ages 18-20. Among 43 participants, 11 of them are male and 32 are female.
At the beginning of their university education, participants as well as non-participants
were given an English language proficiency test prepared and administered by
preparatory year teachers at the English Language Teaching Department in Cukurova
University. As a result of this test participants were structured to attend either the

preparatory class or the first class of the ELT department for a whole academic year.

During their preparatory class education, students take 23 hours of English per week.
These 23 hours are divided into five skills: six hours of Grammar, six hours of Reading,
five hours of Writing, four hours of Speaking, and two hours of Listening Skills. Each

course is given by a different instructor.

3.4 Ethical Issues

All of the students were aware that they were going to participate in a study. They
agreed by giving their written consent (see Appendix 17) before we started to
implement the study. Students were also given an Information sheet about the final
assessment (see Appendix 3) of the portfolio so they were aware that they would be
graded with their portfolios and were free to withdraw from the study whenever they
wanted. Confidentiality was given importance to throughout the study. The names of
the students have been kept anonymous; instead we have used code numbers for each

student like ST1, ST2.

3.5 The Data Collection Tools

Data were collected from different sources during the implementation and assessment

process of the study. One of our main collection tools in this study is the portfolio itself

which took shape towards the end of the study. Parts that are obligatory in the portfolio
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are reflection sheets, cover letters, reading logs (see appendix 8), home reading logs,
vocabulary logs, and reading contracts (see appendix 7). Reflection sheets and cover

letters constitute one of the main data collection tools within the portfolio.

To intensify the data collected, our second main data collection tool was a semi-
structured interview conducted shortly after the beginning of the study and a focused
group interview conducted at the end of the study. Additionally, the researcher’s field

notes were made use of whenever needed.

We developed two assessment tools which constitute our third data collection tool. One
of them we named the Autonomy and Critical Reader Checklist (see appendix 12) and
the other one is our Portfolio Project Assessment Page (see Appendix 10). Both of them
were distributed at the end of the implementation during the assessment stage. We
originated our own checklist as a result of an intensive reading of literature on critical
reading and autonomy. The items for critical reading were based on Bloom’s revised
taxonomy whereas the items for autonomy were based on the expected goals as a result
of the portfolio implementation. The Portfolio Project Assessment page (scoring
criteria) was built on the tasks and the essential elements of the portfolio (see Appendix

2).

In the following section we will explain the data collection tols in detail. We will also

give information about the language used in some of the tools.

3.5.1 Portfolio

There are some essential elements in a portfolio such as a cover letter, table of contents,
core and optional entries, dates, drafts and reflection sheets. Since we are dealing with a
reading portfolio, reading logs and vocabulary logs should be added to these essential
elements as well. We will deal with only two of these (reflection sheets and cover letter)
in this section since they were the parts that were analysed. The remaining ones will be

dealt with in the procedure part (section 3.6).
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3.5.1.1 Written Reflection Sheets

One of the ways we gathered data is written reflection in two different forms.
e We kept a reflective diary in which significant incidents were written.
Sometimes also discussions with students and colleagues were noted.
e The students were responsible for reflecting on each task they did during the
semester.
Prior to the data collection process, participants were given in-depth information on
what reflection is. It was a problematic area for the participants in this study since they
were not used to reflect on what they did. This range of written reflection opened up a
huge range of data for us from which we could deduce our findings.
In reflection sheets again the potential difference of the competence in English language
use was taken into consideration and since the aim was to elicit their beliefs,

participants were free to use either their native language or the target language.

3.5.1.2 Cover Letter

Cover letters, as stated in Chapter 2, consist of two parts. In the first part students are
required to write their own autobiographies. In the second part, which has been written
at the end of the implementation, students are asked to write what they gained through

the implementation, how it changed their view towards reading.

The same problem that we faced about language in the reflection sheets emerged also in
the cover letter. To reach a harmony among the data collection tools the potential
difference of the competence in English language use was taken into consideration and
participants were let free to choose their means of communicating their progress in the

cover letters.

3.5.2 Interview

When there is an assumption that the participants of a study have meaningful and

knowable perspectives, the use of interviews as a data collection method might be

acceptable. Since “the purpose of interviewing is to find out what is in and on someone
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else’s mind” (Patton, 1990, p. 278), an interpersonal contact should be established with
the participants.

Frechtling and Sharp (1997) identify two types of interview in evaluation research:
structured interview and in-depth interview. In the structured interviews, the interviewer
follows a rigid set of questions and tries not to deviate from these questions. An indepth
interview is a dialogue between a skilled interviewer and an interviewee. Its goal is to
elicit rich, detailed material that can be used in analysis (Lofland and Lofland, 1995).
In-depth interviews encourage interviewees to give free and open answers. The most
notable characteristic of in-depth interviews is the allowance of extensive probing and

open-ended questions.

Patton (as cited in Frechtling and Sharp, 1997, para. 21) suggests questions that might

be useful when dealing with in-depth interviews:

e What does the program look and feel like to the participants? To other
stakeholders?

o What are the experiences of program participants?

e What do stakeholders know about the project?

e What thoughts do stakeholders knowledgeable about the program have
concerning program operations, processes, and outcomes?

o What are participants’ and stakeholders’ expectations?

o What features of the project are most salient to the participants?

e What changes do participants perceive in themselves as a result of their

involvement in the project?

Bringing forth the richest data and insight, admiting face to face contact, supplying
opportunity to explore topics in depth, and allowing flexibility to the interviewer are
some of the advantages that in-depth interviews offer to the researcher. Yet, there are
also some disadvantages to be taken into consideration such as their being expensive
and time-consuming, being in need of well qualified interviewers, and the difficulty of

transcribing the large amount of data.
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In this study we conducted an interview at the beginning of the implementation and a
focus group interview (see section 3.5.3) at the end of the implementation. Through the
interview we aimed to find out students’ perceptions about the portfolio implementation
and assessment. How they felt at the beginning of the implementation and what kind of

changes if any they revealed at the end were our main concerns.

3.5.3 Focus Group Interview

Focus group interviews are carefully planned group discussions. They are a gathering of
8-12 people who share the same characteristics of the topic under investigation. The aim
is to generate in-depth consideration of the topis discussed as well as to examine

perceptions, feelings, attitudes, ideas rather than to reach consensus.
Although focus group interviews and in-depth interviews have much in common they
cannot replace each other. Factors that should be considered when to use focus group

interviews and when to use in-depth interviews can be seen in the following table:

Table 3.1 Which to use: Focus groups or indepth interviews?

Factors to consider

Use focus group when...

Use indepth interview

when...

Group interaction

Group/peer pressure

Sensitivity of subject

matter

Depth of individual

responses

Data collector fatigue

interaction of respondents may
stimulate a richer response or new
and valuable thought.

group/peer pressure will be valuable
in challenging the thinking of
respondents and illuminating
conflicting opinions.

subject matter is not so sensitive that
respondents will temper responses or
withhold information.

the topic is such that most
respondents can say all that is
relevant or all that they know in less

than 10 minutes.

it is desirable to have one individual
conduct the data collection; a few

groups will not create fatigue or

group interaction is likely to be

limited or nonproductive.

group/peer pressure would inhibit
responses and cloud the meaning of

results.

subject matter is so sensitive that
respondents would be unwilling to
talk openly in a group.

the topic is such that a greater depth
of response per individual is
desirable, as with complex subject
matter and very knowledgeable
respondents.

it is possible to use numerous
individuals on the project; one

interviewer would become fatigued or



Extent of issues to be
covered
Continuity of

information

Experimentation with

interview guide

Observation by
stakeholders
Logistics

geographically

Cost and training

Availability of qualified staff

boredom for one person.
the volume of issues to cover is not

extensive.

a single subject area is being
examined in depth and strings of
behaviors are less relevant.
enough is known to establish a

meaningful topic guide.

it is desirable for stakeholders to hear

what participants have to say.

an acceptable number of target
respondents can be assembled in one
location.

quick turnaround is critical, and funds
are limited.

focus group facilitators need to be

able to control and manage groups
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bored conducting all interviews.
a greater volume of issues must be

covered.

it is necessary to understand how
attitudes and behaviors link together
on an individual basis.

it may be necessary to develop the
interview guide by altering it after
each of the initial interviews.
stakeholders do not need to hear

firsthand the opinions of participants

respondents are dispersed or not

easily assembled for other reasons.

quick turnaround is not critical, and
budget will permit higher cost.
interviewers need to be supportive

and skilled listeners.

Frechtling and Sharp (1997)

Frechtling and Sharp (1997) claim that “an important aspect of conducting focus groups
is the topic guide” (para. 34). The topic guide is a summary statement of the issue that is
going to be covered by the focus group. In our case, the topic guide was the answers

given during the interview and some extra questions.

The participants in a focus group are expected to reply to the questions asked by the
moderater (the focus group leader). In our study the moderater was the researcher
herself. Participants listen to each other and may add to to their friends’ views apart
from their original answers. The discussion should not be dominated by one or two
people and the moderator shoul keep the flow of the discussion. land a half to two
hours is regarded as enough time for a focus group interview. In Frechtling and Sharp’s
(1997) view, “the objective is to get high-quality data in a social context where people
can consider their own views in the context of the views of others, and where new ideas

and perspectives can be introduced” (para. 35).
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The focus group interview in our study was used because it allows the collection of rich,
in-depth data from the participants’ own words. Also, the interaction amongst group
members might reveal data that are not obtainable by individual interviews.

Focus group interviews have both advantages and disadvantages. The advantage that we
made use of in this study is that “focus group interviews can be used to gather more in-
depth information on issues identified by questionnaires and interviews.” (Optional

Detailed Reading, Focused/Advisory groups, para.5).

3.5.4 Autonomy and Critical Reader Checklist

The autonomy and critical reacer checklist (see Appendix 14) which was designed by
the researcher consists of two parts. The first part deals with the skills an autonomous
learner should have acquired whereas the second part deals with the skills a critical

reader should be able to display.

The items used in this checklist were built on the four areas of metacognition which as
stated by Ellis (1999) and Sinclair (1999), should have been developed awareness of by
learners who are expected to give informed decision about their learning. The second

part of the checklist was based on the skills used in Bloom’s revised taxonomy.

While preparing the checklist we mostly made use of the definitions of autonomy and
the aspects of the phenomenon discussed in Chapter 2. We used the four areas of
metacognition developed by Sinclair (1999) and Ellis (1999). Following are the main

categories and what we aimed to find under these headings in our study.

1. Learner Awareness
- I share in the decisions that shape and direct my learning process
- Iview myself as a continual learner and thinker
- I know why I am learning
- I know how I am learning
- Tam confident that I can learn
- T am intrinsically motivated by making progress
2. Subject Matter Awareness of the Target Language

- I know what I am learning
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I know my strengths in language learning

I know my weaknesses in language learning

3. Learning Process Awareness

I can easily set short term goals for my learning

I can easily set long term goals for my learning

I actively seek to expand my repertoire of strategies for learning

I take initiatives in my learning process

I can take control of my learning by using the necessary tactics

I can reflect on my work

I take time to think about my own thinking

I can match strategies to the learning task, making adjustements when
necessary

I can assess myself objectively

4. Social Awareness

I can assess my peers objectively
I ask for guidance from peers or the teacher

I am able to transfer classroom learning to the real world

The same steps were taken when completing the second part of the checklist which

aimed to find out to which extent students agreed or disagreed to their level of critical

reading. For this part of the checklist Bloomm’s revised taxonomy was taken as a base.

We identified two categories and verified these into subcategories as follows:

1. Lower order skills

I can remember previously learned material, recall facts, terms, basic
concepts from a stated text

I can demonstrate understanding of the stated meaning of facts and
ideas

2. Higher order skills

I can demonstrate understanding of the unstated meaning of facts and
ideas

I can solve problems by applying acquired knowledge, facts and
techniques in a different situation

I can examine and break down information into parts
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- I can compile information in a different way by combining elements
in a new pattern
- I can present and defend opinions by making judgements about
information based on criteria.
Students either agreed or disagreed upon the skills they thought to have acquired
through the portfolio implementation and assessment. The percentages of students’

thoughts on their levels are reflected in Table 5.7.

3.5.5 Scoring Criteria

The scoring criterion that we applied in this study was used to grade the portfolios.
While grading the portfolios the essential elements (see Appendix 2) were taken into
consideration. The portfolios were graded by the portfolio owner, a peer, and the
researcher. The average of the grades given was taken and the final grade constituted

%750 of their second midterm exam.

3.6 Data Collection Procedure

Pilot Study

Before getting involved in the actual study, a pilot study was conducted during the
2004-2005 academic year / fall and spring semesters. Throughout the study, seven
different tasks (see Appendix 4), parallel with the schedule of the course (see Appendix
1), were given during the fall semester to the students and they were asked to fulfil the
tasks and reflect upon them. For the spring semester students were given seven more
tasks and again they were asked to fulfill and reflect upon them. At the end of each task,
students, in pairs or individually, held tutorials with the researcher. During the tutorials
the tasks were controlled and reflected on. At the end of the pilot study a semi-
structured interview was conducted to elicit participants’ beliefs about the portfolio
implementation. At the same time students were asked to fill in the critical reader and
learner autonomy checklist. Through this checklist we aimed to triangulate the data and
find out whether students were aware of the changes they underwent after the
implementations. The shortcomings of the pilot study and actions that were taken will

be explained in the next section.
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Shortcomings of the Pilot Study

As a result of the data analysis of the pilot study, some points in the main study were

revised

a. Although there are no specific guidelines about the participant number in

qualitative research, Patton (1987, p. 58-59) states that “the sample size
should be large enough to be credible given the purpose of the study, but
small enough to permit adequate depth and detail for each case or unit in
the sample.”

Therefore, the number of participants was increased during the main study as can be

seen in Table 3.2.

Table 3.2 Change in Number of Participants

Number of Participants

Female Male
Pilot Study (2004-2005) 19 5
Main Study (2005-2006) 33 12

b. At the end of the pilot study analysis, it came out that seven tasks per
semester was an overload for prep-class students. So, the number of tasks
was reduced to six main tasks in the main study.

c. During the pilot study only one interview was conducted at the end of the
study, yet to see the changes that grew out of the implementation two
interviews were conducted in the main study. One shortly after the beginning
of the study and a focus group interview at the end of the study.

d. The researcher decided to deduce the level of their being critical readers
through eliciting answers to the questions of a short story (appendix 15)
based on Bloom’s revised taxonomy.

e. Some changes were made in the tasks given because as a result of the
analysis of the pilot study interview, we found out that students were not
satisfied with some of the task since they thought them to be repetitive.
Therefore, various types of tasks were added and students were let free to

choose among them.
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f. As a result of the analysis of the checklist in the pilot study, we found out
that some of the items were misleading. Therefore, we changed some of the

items to make them clear to the reader.

Main Study

The “Implementation and Assessment of Portfolio in Reading skills course” in this
study was conducted for one semester of an academic year following an action research
cycle. The main purpose of this study was to see the effects of portfolio implementation
and assessment on students’ critical reading and their autonomy. An action research
methodology and a constructivist framework were employed.

During the study, participants and the researcher met six hours a week during the
Reading classes and once a week for conferencing. Each Conferencing session lasted
for approximately 15 minutes per participant. The program lasted 24 weeks for the pilot
study, namely four semesters and 12 weeks for the main study, namely one semester of

an academic year.

The first weeks of the first semester were devoted to the introduction of portfolio since
the students had difficulties in understanding the system. The students had difficulty in
understanding the aim of the portfolio and they repeatedly asked the same questions
about how to start the implementation. The questions were answered by the researcher
again and again so as to make all students understand the aim and make them know
what they have to do and not to do. They also were given a written information sheet at

the beginning of the implementation (Appendix 17).

After embedding the implementation in the first weeks, we started to hold tutorials with
the students. These tutorials lasted till the end of the implementation after each task.
Sometimes, when the students needed extra information they were asked to get extra
appointments with the researcher. During theses sessions the students talked about how
they decided on the text to be used, how they decided on the task to be used, and why
they choose this special task for this activity.

In the second week of the main study, students were given a short story ‘The Lion and
the Mouse’ from Aesop’s fables and were asked to answer the questions to this text.

Our aim was to elicit the level of critical reader. The answers that we got to the
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questions revealed that students were not good at answering the higher order level

questions.

The researcher herself had to learn and understand the details of the portfolio and its
implementation. Thus, the first weeks of the first semester and even the whole pilot
study were a great experience for both the researcher and the participants. Following is
a summary of the main study which consists of three aspects: 1. when the activity was

done, 2. what was done, and 3. why it was done.
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WHEN

WHAT

WHY

03-07 October 2005

10 October 2005

24-26 October 2005

27 October 2005

07-11 November 2005

14-18 November 2005

14-25 November 2005

29 November 2005

23 December 2005

January 2006

13-24 February 2006

February-March

March

March

1. Introduction to the portfolio concept
2. First task
3. First Tutorial

1. Short story and Questions

1. Evaluation of First Task by the
researcher

2. Peer and Self-Evaluation

3. Choosing books to be read and signing
Reading Contracts

Sheet for the following tasks was given

1. Interview questions were prepared
2. Answers to the short story were

analysed

Second task was given and handed in by
the participants at the end of the week
(picture theme response)

First interview was conducted

Third task was handed in

Fourth portfolio task was handed in

1. Interview Data was transcribed and
analysed

2. Reflection Sheets were analysed

Focus group interview was conducted

1. Portfolios were assessed using the
Portfolio Scoring Criteria

1. Checklists were given to th students
2. Checklists were analysed

1.Member Check was done with the
participants

2.Focus group interview was transcribed

and analysed

1. To familiarize the participants with the
topic, answer their questions when needed.
2. To orient them towards being critical
readers via the first task.

3. To give them feedback about the process
of their first task

To elicit their level of critical reader through
Bloom’s taxonomy

1. To be able to give feedback about the
product

2. To make participants set goals for their

reading process

1. To make participants choose the task they
want to do (decision making, goal setting,
responsibility)

1. To be able to revise the questions before
conducting the interview

2. To set the level of participants being
critical readers

To be able to give feedback about the

product

1. To elicit answer to Research Question 1,
2,and 3

1.To be able to give feedback

1. To be able to give feedback

To be able to familiar with the research

context more

1.To answer Research Question 1, 2,and 3
2. To triangulate the data

1. To do the analysis

2. To grade the portfolios

1. To triangulate the data

1. To strengthen the credibility of the
study

2. To triangulate the data

3. To see the differences in students’

beliefs about portfolio
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3.7 Tasks

The tasks given during the implementation were identified under four topics according
to the higher order skills in Bloom’s revised taxonomy: Creating, Evaluating,
Analysing, and Applying. Apart from some obligatory tasks (see section 3.7.1) which
all students had to do for their portfolios, they were let free to choose out of the given
tasks (see section 3.7.2). The aim here was to strengthen their motivation to read more
and respond to their readings according to their own choice. The tasks and the topic

under which the tasks were handled are given in detail below:

3.7.1 Compulsory Tasks

Reading Logs

Reading logs are interesting and motivating documents throughout the implementation
of portfolios in reading classes. Reading logs emerge as a kind of motivation task which
frees the student from the stress of single-sit down examinations. There the student is
the person who shapes the meaning out of the text. There, he/she has a place to give

voice to his thoughts without assessment as the main goal.

The aim of Reading Logs is to make students gain the habit of reading and respond to it
in a way. Therefore, students were asked to fill in their reading logs in the target
language. This will help them to strengthen their writing skills as well as commenting

skills in the target language.

Home Reading Logs

Home Reading Logs are similar to Reading Logs, yet they differ in regard to the length
and frequency of the texts read. Home Reading Logs are especially designed for daily
readings which take no more time than ten minutes. Through the use of these readings it

is expected to make reading a lifelong habit.

Vocabulary Logs
Through vocabulary logs students reinforce their own learning by building a record of
the new words they come across during their varied readings. They not only record the

new words but also set strategies for reviewing them. Another benefit of vocabulary
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logs is that they encourage students to select the words they want to revise and as a

result students take responsibility of their own learning (Newton, 1999).

Reading Contracts
Reading Contracts are a part of the portfolio which aimed to make students aware of the
fact that planning is a way to better learning, in our case: reading. Through reading

contracts students will gain the characteristics of setting goals and decision-making.

3.7.2 Selective Tasks

1. Creating: Creating is linking new information with the already existing prior

knowledge and creating a new product of any kind.

Activities that might be used to foster students’ creating skills:
a. Book Review Cards: You are supposed to write book reviews for two of the books

you have read. Your book reviews should include two paragraphs.

Paragraph One: 1t should not be a complete summary from the beginning to the end,
but a teaser-like summary of the events/ideas in your book. Your paragraph should be
just enough to tease the reader into being interested in the book. For instance, you can

start with a question that might hook the reader.

Paragraph Two: In the second paragraph you are supposed to give your own opinion
about the book. You should include a kind of rating of the book, and information on the
type of reader that would enjoy the book.The aim was to determine the main idea or

essential message and identify relevant details in a text.

b. Making Arguments:

1. Find a part of the book with which you do not agree. Find evidence to dispute
the information and build a case for why you disagree. You can present your
arguments to the class to “judge” whether or not you have been persuasive and
logical in your arguments.

2. You can do the same activity while reading newspaper or magazine articles
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The aim of this activity was to make students evaluate a text and make a

decision according to their evaluation.

This is also an important feature of being a critical reader. As Varaprasad (1997) states
“this decision may be to accept what the writer has said, to disagree with it or to realise

that additional information is necessary before an informed judgement can be made.”

c. Asking Questions: You can pretend that you are a teacher and want to lead a
discussion about a book. What 10 questions would you ask the students and what

might the students say in response to your questions?

Through the preparation of these questions the researcher aimed at making students
develop strategies for evaluating and problem solving crucial to critical reading of texts.
Another aim sought, since the questions are self-generated, instead of teacher-generated
students are expected to take more responsibility of their own learning which will result

in learner autonomy.

d. Sharing Facts: Before you begin to read a book, think about a fact about a book that
you would like to share after reading. You could look for the most exciting part of the
book, the funniest part of the book, the most interesting part, the most surprising part,
the part the reader might like best, or any other detail. After the reading you can share

your opinions with the other students in the class.

e. Reading Mysteries: If you are reading a mystery story, go through the story and
identify key clues that the writer has included in the story to foreshadow the conclusion.

Describe how the details work to build the conclusion.

2.Evaluating: Students are expected to differentiate between essential knowledge and
knowledge that is only interesting. As a result of this they will be able to evaluate

necessary information.

Activities that might be used to foster students’ evaluating skills:
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a.Textbook Evaluation: For the first task, which was a compulsory task, students were
asked to prepare a textbook on their own after analysing various textbooks and their

parts.

The aim of this task was versatile. First of all they were going to produce something of
which they will be proud of. Their pride will lead to their being motivated higher. Also,
it was aimed to make students find articles related to the same topic yet, handled from
different perspectives. In this way the researcher wanted to encourage their evaluating
skills. The topics in the textbook were restricted to five and students were asked to
prepare different exercises for each topic. Through the analysis of the texts chosen and
the exercises prepared, the researcher aimed to find out what kind of material students
were interested in (suitability to their levels) as well as what type of questions they
preferred to ask (higher order questions or lower-order questions) in addition to

broadening their research skills.

b. Letters to Characters: Write a letter from one character in a book to another
character. Characters can be from the same book or from different books for extra

interest and fun.

c. Identifying with Characters: Identify one or two situations or incidents in a text that
have happened to you at some point in your lives. Compare how you handled the

situation with the way the characters in the story acted.

d. Interview Questions: Create five interview questions that you might ask the main
character of a story. Write also the responses that you feel the character would make to

the interview questions.

e. Stage production: Plan a stage or TV production of a particular book. Divide the
work into three acts of two scenes each. A setting for each scene and stage instructions

should also be included.

f. Setting: Compare where you live to the setting of the story using a graphic organizer.
How would a particular story change if it were set in your environment? How could a

story with a similar problem occur in your own environment? What challenges might
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the characters face that would have been similar to the one they did face? For example,
being “lost in a snowstorm” might be translated into “lost in a dust storm” for desert
climates. How would the details need to change to accommodate this change in setting?

Rewrite the part of the book using the new setting.

g. Casting: Pretend that you are a movie producer. You have a specific story to
produce. What actor or actresses would you cast for each of the character roles and
why? You should be able to justify your choices and point to the key details or

information in the “script” that would support your decision.

3. Analysing: Analysis is being able to inspect, tear apart, classify, separate, and
categorize data.

Activities that might be used to foster students’ analysing skills:

a.Setting Goals: Students were asked to keep track of the pages they read per day. They
were asked to set beginning goals and then increase their reading goals as they
accomplish the minimal goals for pages read per day. They kept daily reading logs

showing their progress on reaching their daily or monthly goals.

b.Thinking critically: Try to be a critic and analyze what the author could have done to
make the book more interesting to a reader. You might further develop this idea by
writing a chapter, a new ending, or a new beginning as an example. Imagine a different

ending for the book and analyze whether the new ending would have improved the

book.

c.Time Lines: Create time lines showing the sequence of important events of a story,

book, or character.

d.Thinking about characters: a. Analyze which character in the book you most
resemble. You should also explain how and why you have come to this conclusion. b.
Compare the hero or heroine of the story to someone you admire. How are they alike
and how are they different? Your responses could be either in the narrative form or on

graphic organizers.
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4. Applying: Applying is the ability of applying known patterns to unknown situations.
Activities that might be used to foster students’ applying skills:

a.Author’s message: Write a summary of the message you think the author wanted to
convey from his choice of plot or story conclusion. Summarize three to four events from
the text that led to this conclusion. The aim of this activity was to “help students
consolidate in writing the critical understanding and interpretation that they have

derived from their interaction with the text or texts.”

b.Rewriting the crisis: Change the crisis in a story to the opposite crisis. Interpret how
this change might have impacted the story. Is there another crisis that the main character
could have faced or could this crisis have been solved in another way? Write about how

this might have changed the story.

c.Interpreting Photographs: For the second task students were asked to find a
photograph from a magazine, a newspaper, or from their own photo collection. They
were asked to write a theme response for that picture. The aim of this task was to make
students aware that reading does not consist of only texts but also of visual images. At
the same time the researcher was seeking answer to how students would interpret those

images selected by themselves.

d.Keeping Journals: Keep a journal about a book that you are reading as a way of
keeping track of your thoughts, questions, feelings or interpretations. You can write
about the book or even make illustrations of scenes, key characters, or points that are

important to you.

3.8 Action Research

As stated before the study was conducted through an action research cycle. The action

research cycle used was adapted from Susman (1983) shown in Figure 3.1.
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DIAGMNOSING
Indentifying ar
f defining a problem \
ACTION
SPECIFYING PLAMMING
LEARMIMNG
. Considering
Indentifying general alternative courses
findings of action
EVALUATING TARING ACTION
Studying the <:| !
Consequences of an Selecting a course
Action of action

Figure 3.1 Action Research Cycle

3.8.1 Diagnosing

According to the action research cycle the first step to be taken is to identify or define
the problem and collect data accordingly so as to have a detailed diagnosis. In our study
the problem emerged as a result of the researcher’s teaching experience and a thorough
literature review about critical reading, learner autonomy, and portfolio implementation.
Newly graduate highschool students, as a result of the education system, are not used to

read critically, neither are they used to take initiations for their own learning.

3.8.2 Action Planning

The second step to be taken is Action Planning which constitutes the most important
part of the implementation since decisions must be taken as accurately as possible
before starting to implement the action. In this study, since the reading course was taken
as a basis, various plans were done before the actual study started. Teaching Reading is
a multi-faceted and complex process. Learning is not linear because students re-enter
the reading process and revisit the necessary objectives. Students should be engaged in
different kinds of skills: talking, listening, viewing, acting, interpreting, and valuing, as

well as reading. “To know something is not just to have received information, but to
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have interpreted it and related it to other knowledge one already has.” (Educational
Leadership, 1992, p.75) Therefore, as an initial step the outcomes and goals the
portfolio will address were defined exactly, various tasks that go hand in hand with
critical reading were prepared, students were informed about the implementation of the
whole study, and a critical reader and autonomy checklist (which might change in the

course of time) was prepared.

3.8.3 Taking Action

After the action planning done, and all the hindrances that might cross the path were
shuffled aside the action started to take place. Students were assigned tasks (stated
above) and given deadlines to complete their tasks as well as given time to reflect upon
them. Tutorial sessions were held with the researcher who was at the same time their
instructor. Feedback was given whenever found necessary. The required documents for
the portfolio were filled in by the students. And without disturbing the syllabus of the

Reading course the portfolio was implemented.

3.8.4 Evaluating

The evaluating step was done during the whole process within the tutorial sessions as
well as at the end of the implementation, during the assessment process. Students were
evaluated as a result of the feedback given by the researcher. Whenever needed students
were asked to repeat the same task until researcher and student came to a consensus.
Data obtained from students’ reflection sheets and cover letters were analysed using

content analysis.

3.8.5 Specifying Learning

After students had completed their portfolios at the end of an 18-week period (12-week
in school and 6 weeks out of school on their own) they were asked to leave their

portfolios for a more in-depth analysis by the researcher.

The Action Research Cycle consisted of diagnosing, action planning, taking action,

evaluating, and specifying learning. Each action research stage made up a base for the
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coming one. The aim was to develop the participants’ actions and understanding.

(Kemmis & Mc Taggart, 1988, pp.11-3).

3.9 The Assessment System

As a requirement of the English Language Teaching Department of Cukurova
University, preparatory class students sat for two midterm examinations in each
semester and a final examination at the end of the year. Since our study comprises only
one semester, the researcher and the students decided to add their portfolio grade to the
second midterm examination. The portfolio grade was %50 percent of the grade and the

sit-down examination constituted the other %50 of the total grade.
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CHAPTER 4

DATA ANALYSIS PROCEDURES AND CREDIBILITY

4.0 Introduction

The aim of this chapter is to clarify the procedures that we have taken during the
analysis of the five data collection tools. Procedures for each tool will be explained step
by step. The process of analysis of the interviews and written documents are almost the
same. For these tools, we followed Cabaroglu’s (1999) analysis procedure of the
qualitative data (see figure 4.1). The autonomy and critical reader checklist analysis
procedure differs from the analysis procedure of the other tools. In the analysis of this
checklist we used some simple statistics to show the rates of the students who agree or
disagree with the items in the checklist. Therefore we can part this chapter into two
sections. The first section will deal with the explanation of the procedure followed to
analyse the data that have been obtained from the data collection tools: interview, focus
group interview, reflection sheets, and cover letter. In the second section, the procedure
that has been followed to analyse the autonomy and critical reader checklist will be
discussed. Our aim is to clarify the analysis which led us to the categories that were
obtained as a result of the analysis. Results of the interview and the other data collection

tools are explained in Chapter 5 in detail.



Familiarisation

Coding/Labelling

Clustering

Defining Codes

Operationally

Retrieving and

Organising Data

Looking for
Interrelationships between

Categories

Figure 4.1 Simplified Overview of the Qualitative Data Analysis Procedure
(Cabaroglu, 1999, p. 127)




78

4.1 Analysis of the Interview

Familiarisation

The aim of the interview (see section 3.5.2), which was conducted in the sixth week of
the portfolio implementation, was to elicit direct answers to Research Questions 2, 3
and indirect answers to the rest of the research questions. After having read the verbatim
transcripts for many times we decided on doing cross-case analysis -“grouping together
answers from different people to common questions or analyzing different perspectives
on central issues” (Patton, 1990)- since our aim was to find students beliefs about
common questions. During the familiarisation stage words, phrases, or sentences,
sometimes whole paragraphs that were found relevant to the research questions were

underlined with different coloured pencils so as to prepare them for the coding stage.

Coding/Labelling

Coding, according to Miles and Huberman (1994) is analysis itself. They define codes
as “tags or labels for assigning units of meaning to the descriptive or inferential
information compiled during a study” (p. 72).The coding stage started with “looking for
recurring regularities in the data” (Patton, 2002, p. 465). As a result of these regularities
we were able to find patterns that would go into categories. The codes put under a
certain category should hold together in a meaningful way and the differences between
the categories should be clear and bold. We then worked back and forth in order to

verify the meaningfulness of the categories.

The criterion that we followed to make categories out of codes was that the same theme
or issue should be mentioned by the participant or different participants for at least
twice. In this study students’ responses taken from the interview data regarding research
question two and three were read many times and the recurring items or issues were
underlined in different colours for different issues. At the same time the recurring
regularities that seemed to constitute a pattern were written on the margins of the

verbatim transcript.

Clustering
After having generated meaningful codes out of the verbatim transcripts, it was time for

the clustering stage. This was done through reviewing the codes with the data together
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and see which of them might fit together under a category and which differentiate
clearly so as to create a new category for them. Clustering can be done in two different
ways. The categories may arise from the data itself. The other way to come to these
categories is to use a “start list” (Miles and Huberman, 1994). You create a start list as a
result of the “conceptual framework, list of research questions, hypotheses, problem
areas, and/or key variables that the researcher brings to the study.”(Miles and
Huberman, 1994, p. 58). In this study, clustering was done using both methods. Firstly,
the researcher used a “start list” which emerged from the conceptual framework,
relevant literature and some key variables that we brought to the study. Later on as we

went through the data, new categories emerged out of the data itself.

Defining Codes Operationally

According to Miles and Huberman (1994), codes should be defined so as to put away
with the confusion that might emerge as a result of their interpretation. Codes, they
argue, can easily suggest different meanings to different interpreters. Since they “will
drive the retrieval and organization of the data for analysis, they must be precise and
their meaning shared among analysts” (Miles and Huberman, 1994, p. 63). Therefore, to
clarify the meaning of each code in this study, they were operationally defined in
section five. First of all we thought about what kind of idea the code might evoke in the

readers’ mind and then we defined it in the way we used it in this study.

Retrieving and Organising Data

After having defined each code operationally, we started to retrieve and organize the
chunks of data under their appropriate categories. In this study, we prepared a table for
the codes, where we wrote each excerpt under its category. In this way we could easily

retrieve the data when and where necessary.

Looking for Interrelationship between Categories

The last step to be taken was to look for the interrelationship between the categories
found so far. The codes that emerged from the analysis of the interview were analysed
again so as to see whether or not there might be any overlapping among them. After
having another look at the verbatim transcripts and the codes we saw that giving some
subcategories might help to enlighten the analysis. The subcategories are shown in

tables in the next chapter.
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4.2 Analysis of the Focus Group Interview

The analysis of the focus group interview was conducted in a similar way to the
interview. The aim of this interview was to elicit students’ changes in their beliefs about
portfolio in general. At the same time we aimed to find answers to the research
questions. The entire interview was transcribed. This transcription provided us with a
complete record of the discussion and facilitated the analysis of the data. We followed

the same steps that we had taken for the interview.

A different point that is worth mentioning here is that during the focus group interview,
students were given the transcripts of their first interviews. Since our aim was to find
out the changes in their beliefs, this stimulated recall helped us to prevent students from
continula repetition. Instead of talking about the same things they focused on the

changes that they saw in themselves.

Familiarisation

During the familiarisation stage, we read the verbatim transcripts many times to see
whether any changes occurred between the beliefs from the first interview and the focus
group interview. To make them more visible we highlighted the occurring differences or
thoughts that students added and which were not talked about during the interview.

These were sometimes words, sometimes phrases, and even whole sentences.

Coding/Labelling

In the coding stage as was explained before, we started to look for recurring themes
among the changes that were highlighted before. As was done during the interview
analysis we followed the same criterion; to create a code a theme or issue should be

mentioned at least twice either by the participant or by different participants.

During the coding stage of the focus group interview, we paid more attention to the
changes that students verbalised. With changes we meant to highlight the beliefs that
they either did not mention in their first interview or the things that they had mentioned

but about which they changed their minds during the focus group interview.
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Clustering

In the clustering stage we organized the data into broad categories. The categories
emerged out of the data. We did not have a starting list for the analysis of the focus
group interview. Whenever we had a meaningful unit we compared it with the previous
ones and the units we gathered from the first interview. If there was no similarity, then
we created a new category. This stage continued until all meaningful units were

categorised.

Defining Codes Operationally

The codes were defined in a very clear way so as not to give way to any confusion. As
was stated above each reader might interpret the codes in a different way. Therefore, we
had to be clear and precise about what we meant with each code. Sometimes it was
necessary to break the codes into subtitles. This way, we tried to avoid the confusion

that the codes might arise in the readers’ mind.

Retrieving and Organising Data

The same way that was used during the analysis of the interview was also used for the
analysis of the focus group interview. We made use of tables which showed us the
categories and the excerpts that can be put under each category. Through this way it was

easy to retrieve and organise the data in a planned way.

Looking for Interrelationship between Categories

The next step to be taken is to look at the relationships between the categories that we
came up with. This can be done by looking at the data from different aspects like
“associations, inversions, casuality or mutual relations” (Miles and Huberman, cited in
Cabaroglu, 1999, p. 143). In this study, we focused on inversions. The organised data
was reread to find out whether or not students opposed or changed their beliefs in regard

to what they said in the first interview.

4.3 Analysis of the Reflection Sheets and Cover Letters

The same steps that were taken during the interview analysis were also taken while

analysing the reflection sheets given at the end of each task and the cover letters given

at the end of the portfolio implementation. The only difference was that we did not have
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to transcribe the reflection sheets. Yet, still we had to write the documents on the
computer. Since students were free to use both the target language and their native
language, we had to translate the documents. Not all the documents but only the
excerpts that were made use of in the study were translated. Otherwise, since most of
the students used their native language, it would take us a long time to translate all of

them and this would result in a waste of time.

Familiarisation

The first step that we took was to write the documents on the computer and read them
for many times. Our aim was to find whether students wrote about their gains after the
completion of the activity. It was hard to find phrases, because students were not used to
reflect on what they did. Therefore, we reread the reflection sheets as much as we could.
While reading we underlined the phrases that might later on help us to categorise the

data.

Coding/Labelling

In this step, as we did in the interview analysis, we started to look for recurring themes.
We made use of the words, phrases, sentences that we underlined in the previous step.
Here also we met with some difficulties because students reflected more on the activity
itself rather than on the gains (if any) they came up with at the end. Since they were
allowed to choose their own material, it was difficult to find recurring themes.
However, through instant reading of the raw data, we were able to find suitable codes

later on.

Clustering

In the clustering stage, we did not have a starting list of categories, but our categories
emerged out of the raw data. Meaningful units were taken and compared with the
previously found ones. When the meaningful units did not fit under any category, a new

one was created for them.

Defining Codes Operationally
Keeping the aim of our study and our research questions in mind, we tried to define the
categories that we found as a result of the analysis. The operational definitions of each

category are given in the next chapter through the use of subcategories.
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Retrieving and Organising Data

Through the use of figures and tables, we organised the data so that we could find the
excerpts needed very easily. The retrieving and organising of the data was done by
computer instead of cutting out the excerpts as suggested by Bogdan and Biklen (1992,
p. 176).

Looking for Interrelationship between categories

The same procedure that we followed for the interview and the focus group interview
was followed for these written documents. After retrieving and organising the data
through the use of computer, we looked for the relationship between the codes we

generated from the reflection sheets and cover letters.

4.4 Tactics to Measure Credibility

There are many ways to test the credibility of a qualitative study. In order to answer the
question “How can we increase our —and our readers’- confidence in what we have
found?”, Miles and Huberman (1994) suggest 13 tactics that can be used:
1. Checking for representativeness
Checking for researcher effect
Triangulation
Weighting the evidence
Checking the meaning of outliers
Using extreme cases
Following up surprises

Looking for negative evidence

A AT o R

Making if-then tests

[
S

. Ruling out spurious relations

—
—

. Replicating a finding

—_
[\9)

. Checking out rival explanations

—
[98)

. Getting feedback from informants

Not all of these tactics were used in this study. The ones that have been used are

checking for representativeness, checking for researcher effect, triangulation, and
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getting feedback from informants. Through these tactics, which will be explained in

detail in the next sections, we tried to make the conclusions as clear as possible.

4.4.1 Checking for Representativeness

In order not to generalize wrongly from specific instances, special attention should be

paid to sampling, generalizing, and drawing inferences. These, according to Miles and

Huberman (1994, p. 264), are the most common pitfalls:

Pitfall Source of Error
sampling nonrepresentative informants overreliance on accessible and elite
informants
generalizing from nonrepresentative researcher’s noncontinuous presence at the
events or activities site; overweighting dramatic events
drawing inferences from non nonrepresentative informants and events;
representative processes heavy reliance on plausibility good fit into

emerging explanations; holistic bias

The first pitfall deals with the research design. The source of error as stated above might
be the ‘overreliance on accessible and elite informants’. In regard to this shortcoming,
in our study, we used convenience sampling strategy. At the time of the study, there
were five classes attending the preparatory class. Three of them were day classes and
two of them were evening classes. To avoid this pitfall, two classes were chosen one of
which attended the day classes and the other class attended the evening classes. The
total number of the students in the classes was 45. However, two students, due to their
being absent for a long time did not participate in the study. The other 43 students of
which 31 were female and 22 were male participated voluntarily in the study. Since
portfolio implementation is a workload in itself, this number was thought to be an

appropriate number to represent the whole.

The second pitfall deals with the elicitation of the data. The source of this error is
explained as the researcher’s not being able to be on site the whole time which results in

his/her giving much emphasis on dramatic events. Regarding our study, it can be said
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that there is no place for such a pitfall because from the beginning of the study until the
end the researcher was with the student. Apart from conducting the study as researchers,
our presence was a must since we were in charge of the Reading course that the

participants attended.

When it comes to the third pitfall, in order to avoid drawing inferences from
nonrepresentative data, we applied the rule of creating categories only when the themes
or phrases recurred more than twice. At the same time when deciding on the categories,

we asked colleagues for a category check.

4.4.2 Checking for Researcher Effect

As Miles and Huberman (1994) state there are two possible sources of bias here: a) the
effect of the researcher on the case and b) the effect of the case on the researcher. In
order to avoid the bias stemming from the researcher effect we tried to stay on-site as
much as possible. Although the landscape in this study was a classroom, we tried to
hang around with the participants not only during classes but also whenever possible.
These times were sometimes a trip with the participants and sometimes a chat about any
topic they were ready to talk about. The researcher also tried not to show what she knew

about the topic during the interviews.

Throughout the study, the researcher explained every step taken to the participant. The
aim was to be clear and frank to them and not to leave any questions in their minds.
From the beginning till the end they were repeatedly asked to see the researcher

whenever they encountered any difficulties in regard to the study.

Another precaution that was taken in order to avoid this bias was that some of the
interviewing was done off-site. The places chosen were convenient places chosen by the
interviewees. Generally, the interviews were conducted in the department library.
However, for the reasons stated above, the garden of the campus and sometimes the

classroom were chosen as places suitable for the interview.

In order to avoid the bias stemming from the effects of the site on the researcher, more

than one data collection tool was used to collect data. To intensify and triangulate the
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data, three different tools were used in this study: interview, documentation, and

checklist.

The research questions were kept in mind throughout the study. This helped us not to
wander away from our focus point. At the same time it helped us to analyse the data in
accordance with our research questions. The last thing that we referred to in order to
avoid bias was to show our field notes to one of our colleagues. This was a safe way of
avoiding bias because we had the chance of being observed by a third eye that could

often see much quicker where and how we might be misled.

4.4.3 Triangulating

Following Denzin’s distinction (cited in Miles and Huberman, 1994), there are three
types of triangulation: a) triangulation by data source, b) by method, and c) by
researcher. In this study, we used the data source to triangulate the data. Data were
collected through interview, focus group interview, documents, and a checklist. As
stated by Glesne and Peshkin (1992) “The use of multiple data collection methods

contributes to the trustworthiness of the data.”

In this study, interview data collected at the beginning of the study and focus group
interview collected at the end of the study were compared. Through this we aimed to
check the consistency of what the participants said about the same thing over time.
Similarly, we checked the consistency between the reflection sheets and the answers
given in the checklists. Through this we wanted to corroborate what participants

reported during their interviews and what they wrote while reflecting on their tasks.

4.4.4 Getting Feedback from Participants

Another strategy that can be used to measure credibility is getting feedback from
participants. It is one of the major and unique concepts in qualitative research where we
can establish credibility.It is of great importance to make the participants see the

categories emerged out of their interviews and check them against their perceptions.
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During the member check, which was conducted two weeks after the evaluation of the
portfolios in the 2005-2006 academic year, students were given the revised concept
maps and were given the opportunity to revise them. Since the researcher was at the
same time the instructor of the participants, there was no problem in finding the

participants for a whole hour at the same place.

Yet, although participants were given information about the time of the member-check
some of them did not attend the course that day. Also, one of the participants, who was
available, rejected to participate in the activity due to some health problems. Therefore,
the member-check was done with only 31 students out of 43. The researcher tried to
reach the other participants by giving them copies of the findings and the evaluation

form. However, none of them replied.

As was done during the analysis, the names of the participants were kept anonymous
during the member check. Instead, we used the code numbers like ST1, ST2 during the
whole study. In spite of our using code numbers, during the member check, some
students tried to find out the owners of the interview excerpts. After the students got
used to the process, they started to pay more attention to the meaning hidden within the

excerpts instead of the owner of it.

At the beginning, students were reminded of the aim of the study which was followed
by a brief summary of the study. During the summary, the most important aspects of the
study, the startegies we used to analyse the data, and even a short explanation of how

content analysis is done were explained.

At the end of the explanation, students were given the evaluation sheets and were asked
to read them carefully. Then, they were alerted that there is a comment part at the end of
the evaluation sheet and they were asked to feel free about any issue they agreed or
disagreed with. Following is a table that shows the division of the participants’ opinions

about the given categories.
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Table 4.1 Feedback from the Participants on Findings from the Interview

I don’t agree I don’t know I agree

Categories - 1 30

Although most of the students agreed to the categories in general, in the comment part
they stated the points they do not agree with. Students who wrote their comments in the
space provided mainly focused on their reading skills and language development in

terms of creativity and productivity. Some of the students’ comments are given below:

“I believe most of this items are valid and right for me. I can see those progress in
myself and I agree with almost all of those items. You did the right classifications and
generalisation. I think I have little motivation. We should choose materials myself in

other project.”

“I can say that the tasks have helped us in many ways yet, I can say that there are some
missing points in ‘productivity’ and ‘research skills’. Researching via the internet
medium can be fast but it is not beneficient for us. Things that we are looking for are
there ready for us, we are not fatigued while finding them. When coming to creativity
we only write the things that you defined for us, therefore not everything that we

prepare belongs to us.”

“In the benefits of Reflection part questioning is unnecessary. Judging includes all the

questions so there is no need for an extra questioning part.”

“In my opinion, the definitions “improvement in judgement skills and objectivity”
under the category of assessment are wrong. Because, there is no improvement in there.
We judged our peers subjectively, for fear that their giving’s poor marks to us. Finally,

our evaluation was not objectively. We thought our marks while giving them theirs.”

“I am not certain about responding to reading accurately. Actually, a lot of things have
changed but I couldn’t enrich this skill. With hope I try to contact with the writer but I
could accomplish it a little. In a determined way I can say that portfolio is an activity

that has brought many precious things.”
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“I don’t think that there is a development in language, but not in writing language, we

still have problems in speaking language.”

“I do not agree with the ‘fast reading’ part in the Change in Reading category because I

do not feel such a change in myself”

“I agree with all the parts except for the ‘from theory to practice’ in the Change in

General part. Because I did not realise it.

Some participants were not content with only agreeing or disagreeing, they also wrote

their feelings about the benefits of the portfolio implementation in general:

“I didn’t meet a single of students who said ‘Portfolio is not useful for me.” Everyone is

glad of that improvement.”

“I evaluated all of the things written here by students. I saw that all of the students
developed themselves in many ways. They have lots of changes in their different skills.

The portfolio is very beneficial for them.”

“I agree most of the things I read. This is a very beneficial work for us. I feel better after
these works. Because I learn many things. I benefit of portfolio very much. I think it is a

developing work and I love preparing portfolio.”

The feelings of these students revealed that portfolio improves students in many ways.
It makes them feel the improvement in themselves. They can see the changes they

undergo through the help of portfolios.

4.5 Analysis of the Autonomy and Critical Reader Checklist

The Autonomy and Critical Reader Checklist was designed for this study by taking into
consideration the expected goals to be achieved at the end of the study (see section
3.5.4). The Checklist was analyzed to find out whether or not students beliefs matched
with what they told us before either orally (through interviews) or in written form

(cover letter, reflection sheet).
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After collecting the checklists, we calculated the percentage of how many students
agreed, disagreed or had no idea about each item in the checklist. After this first step we
compared the results with our findings from the other data collection tools. The results

will be shown in Chapter 5 in detail.

4.5.1 Validity

“Validation is the process of accumulating evidence that supports the appropriateness of
the inferences that are made of student responses for specified assessment uses”
(Moskal and Leydens, 2000, Scoring Rubric Development, Validity, para. 2). Three
types of evidence are used frequently to support the validity of a data collection tool.

These are content, construct, and criterion related evidence.

In order to support the validity of the checklist used in this study, we applied content
related evidence by asking 20 teachers of English to match the characteristics of critical
reader and autonomous learner as used in this study and the items in the checklist (see

Appendix 12)

4.5.2 Reliability

Reliability means that the results of the analysis would also be obtained if different
researchers repeated the research and analysis on another occasion. The respondents or
participants involved may be different from those in the original research though they
will be similar and be doing similar things. However, in this sense reliability might not
be very fitting for qualitative research (Mason, 1996). According to Miles and
Huberman (1994, p. 278) in reliability, “the underlying issue is whether the process of
the study is consistent, reasonably stable over time and across researchers and

methods.”
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CHAPTER 5

RESULTS AND DISCUSSIONS

5.0 Introduction

The aim of this chapter is to present the analysis of the data gathered through the tools
namely, interview 1, focus group interview, cover letter, reflection sheets, and checklist.
The analysis will be done in three sections in accordance with the data analysis tools:
(1) the analysis and discussions of the interview results given at the beginning of the
implementation and the results of the focus group interview given at the end of the
implementation (see section 3.3.8), (2) the analysis and discussions of the results of the
cover letter (see section 3.3.3) and reflection sheets (see section 3.3.2), (3) the analysis
and discussions of the results of the checklist (see section 3.3.2) given at the end of the

study.

In each section relevant examples from the interview, cover letter, and reflection sheets
will be given. The excerpts that were chosen as examples constitute representative
samples for the rest of the group. For reasons as have been explained in Chapter 2
participants were free to use their native language during the interview sessions and
while writing their reflection sheets. Therefore, some of the representative samples have
been translated by the researcher. Yet, in order to see the exact meaning the original

form of the same samples are given in Appendix 16.

5.1 Findings from the Qualitative Analysis of Reflection Sheet 1

Reflection Sheet 1 was written as a result of the first selective task in the portfolio
project. The first task was to prepare a textbook (see section 3.5). Participants were
asked to write their reflections at the end of the task. The purpose of these reflections

was to elicit their gains as a result of the task.
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The analysis of the first reflection sheets was carried out at the end of the
implementation. The analysis started with coding the recurring themes, issues, and
patterns which was followed by clustering them into categories. As stated earlier in
Chapter 4, categories were built up when themes were mentioned more than twice either
by the same participant or by different participants. The analysis of the first reflection
sheet data revealed that students gained different skills and attitudes which will be

shown in Figure 5.1.

Gains at the end of first task

l l l l

Awareness Higher Motivation Responsibility | Improvement

Figure 5.1 Results of the first reflection sheet analysis

The analysis of the first reflection sheets showed that students were aware of the fact
that they had to take part in such an implementation so as to gain some specific skills.
Categories that arose at the end of the analysis were Awareness, Higher Motivation,
Responsibility, and Improvement. The following table gives the four categories with
their subcategories and examples from the reflection sheets. The subcategories

constitute the operational definitions of the codes that we came up with.
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Table 5.1 Categories and Subcategories of the First Reflection Sheet

Category Subcategories Example
Awareness - awareness of strength and “If I had used the time given in a
weaknesses more effective way, a better and
- awareness of monitoring more detailed task would have
progress come out.”
- awareness of abilities “I improved types of the question

and the technique of question.”

Higher Motivation - in confidence “...to see that one can do

- in pride something when he wants

- in increased productivity strengthens his self-confidence.”
Responsibility - in ownership “ And the most important thing

- in initiating tasks is that it owns (belongs) to me.”
Improvement - in reading strategies “....I have learned the

- in research skills importance of research.”

- in language use

5.1.1 Awareness

Awareness in this study can be defined as the process of attending to and observing
one's own sensing, thinking, feelings, actions and paying attention to the flowing nature
of one's present-centred experience .This category was used by a high percentage of the
participants not only in the first reflection sheet but also in the following ones as well as
in the interview results. Students have stated that they were not used to such creative
tasks, therefore as a result of dealing with these kinds of tasks they became aware of
their weaknesses and strengths. Some of the students even tried to find solutions for
their emerging weaknesses. The following excerpt is an example of how a student
reflects on his weakness in time:

ST8: ...If I had used the time given in a more effective way, a better and more

detailed task would have come out.

Reflection Sheet 1/p.2
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The following excerpt is an example of a student who claims that he had the ability but
was not aware of it until having dealt with this activity:
ST23: ...Briefly, by completing this activity I understood that I can create a
concrete product. I thank my teacher who helped me to discover this feature
which was hidden in myself, but of which I was not aware.

Reflection Sheet 1/p. 7

Student 25 claims that he became aware of his commenting skills as a result of this
activity:

ST25: ...Also, while I was preparing my textbook another thing that I became
aware of was that my commenting skill was improving. We should not forget that the
tiniest details can also be very important.

Reflection Sheetl/p.7

Raising awareness plays an important role in the field of metacognitive development.
Sinclair (1999) developed a qualitative framework (see section 2.3.2.2 ) that can be used
when finding out the levels of metacognitive awareness. The results of the analysis
show that, according to this framework, we can place the students in this study in the
transition stage of this framework. The reason for the students’ being placed in this
stage is their use of anecdotal evidence, introspection (expression of thoughts/feelings),

metaphor, and metalanguage.

5.1.2 Higher Motivation

Higher Motivation was our second category that revealed itself at the end of the
analysis. In psychology, motivation refers to the initiation, direction, intensity and
persistence of behavior (Geen, 1995). In this study the term motivation is used in the
sense of having the encouragement to do something. Confidence, Pride, and Increased
Productivity were the subcategories that led to Higher Motivation. The following
excerpt shows how highly motivated the student was at the end of his activity:

ST4: ...After finishing the topics, the questions and preparing my book,

arranging my work in the format of a book and taking it into my hands, the only

thing on my mind was happiness. I saw that my effort was not for vain and to
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fulfil my responsibility by handing my assignement on time was another source
of happiness for me.

Reflection Sheet 1/p.1

Another student wrote about his happiness, since he saw himself in a different role. He

stepped out of being a student and felt himself in the shoes of a professional writer:
STS: While I was preparing this textbook, I felt myself very happy. It was as if |
was an expert, a professional writer. I was happy because I was doing something
beneficial. I was proud of myself and my first textbook so much....I believe that
my textbook will be a successful one. My sources, my preparations, and my
struggle were wonderful, perfect, and excellent. I think,...I did and learned
something good.

Reflection Sheet 1/p.1

Student 21 wrote enthusiastically about her feelings. Her motivation can be felt very

easily. She claims that the first activity reflects her five years of English education.
ST21: ...I completed the first part: questions. I raised my head and there was a
strange glimpse of smile in my eyes. Never before had anybody told me to
synthesize the things I know, and create a product out of them. The textbook was
going to constitute nearly the five years of my whole English life. The exercise
parts were passing one by one. To tell the truth it was gradually getting more and
more enjoyable. At the end it was completed. Now I have a book that can be
called ‘made by F...” in my hands. It is all my own aggregation. It is really a
great feeling.

Reflection Sheet 1/p. 6

Motivation and learning are connected like music and dancing. Motivation leads
students to getting more and more involved in their own work. Ormrod (2003) asserts
that there is a strong emphasis put on motivation in education since it has various affects
of how students learn and their behaviour towards subject matter. He concludes that

motivation can:

1. Direct behaviour toward particular goals

2. Lead to increased effort and energy
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Increase initiation of, and persistence in, activities
Enhance cognitive processing

Determine what consequences are reinforcing

S kW

Lead to improved performance.

Most of these features, if not all, were seen in the students of this study. The motivation
that they gained as a result of the activities especially led to increased effort and energy.
As can be seen from the excerpts given above, students, although tired and fatigued

were happy to fulfil the requirements.

5.1.3 Responsibility

The category labelled Responsibility emerged as a result of students’ starting to take
initiatives and their feeling of ownership towards what they have done and learnt. When
they start to do their work by themselves without much help from the teacher or
anybody else, it gives them a strong feeling of responsibility. Being unaware, they start
to initiate tasks they are not asked for. The student in the following excerpt went to the
library without knowing the system of the library and found out how it worked so as to
finish her assignment.
ST13: ..I often went to the library for these materials. Yet, owing to the fact that
I did not know how I would benefit from the library in the university, at the
beginning of my research I had a problem about that. Then I asked and learned. 1
used the internet and visited websites related to my assignment. I went over
many magazines in English quickly at the fourth floor of the library. I found my
subjects used for my textbook among those magazines. Also, via internet I found
suitable pictures. That got me to gain the research skills.

Reflection Sheet 1/p. 4

Some of the other students stated that their feeling of responsibility increased via taking
charge of their own learning. For instance student 16 talked about having found herself
through this task. She says:
ST16: ...Firstly, while I was preparing the textbook, I could do something for
my own (self). I could use my learnings by making them active. Consequently, it

is my product. After I did it, I saw that I could do better things in the future. But
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I should begin at first by doing early projects. I should improve myself. ...I have
always wanted to do something different like textbook since high school. I found
it here, in fact, in reading.

Reflection Sheet 1/ p. 5

Taking responsibility is an important part of gaining learner autonomy. Yet, since there
are different kinds of responsibilities, one has to be careful about how to define
responsibility in this case. Since the participants of this study are newly graduate high
school students we decided to attach this label to the students who are aware of the
what, why, and how of their learning. If students are aware of these facts they will
perceive their learning from a different point of view. They will start to take the
responsibility of the things they learn, why they are learning them and whether they will

benefit from them as well as how they will learn them.

5.1.4 Improvement

In their first reflection sheets, students stated that the task improved them in many ways.
This is why we labelled the category as Improvement, which we take as the positive
effect of a process. However, improvement is a very broad term. Therefore, we
subcategorised it according to the terms or items that the students used in their
reflection sheets. The most mentioned item was change and improvement in reading
strategies. Since students had to read at least five articles to be able to complete the task,
they claimed that they perceived some changes and improvements in their way of
reading. The following excerpt reveals the changes in a student’s feelings:
ST19: ... Through this activity I learned how to read fast without using the
dictionary, and how to understand the text in one reading. Additionally, through
the information I gained I have no more difficulty in writing articles and it
started to be easy for me to write them. If we go on doing such activities I think I

will be very successful and beneficial in my own field which is English.

Reflection Sheet 1/p. 6
Similarly,
ST11: ...I realized we should write to learn and change ourselves. We grow

gradually especially our minds and thoughts grow as we learn, .... I thought after
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this project, writing gives us lots of opportunity and it’s a relieving activity but
you should want to write, of course. We should look at life with smiling eyes
and try to see the good aspects of life.Everytime we write, we recognize our
personalities, feelings, thoughts. I believe as we live, for breathing we write our
feelings and read to improve ourselves. I’'m serious about these opinions.

Reflection Sheet 1/p. 5

In addition to changes and improvements students also claimed that they became aware
of new reading strategies:
ST21: ... Through the textbook I learned how to read books, articles, magazines
etc. I can clearly see where to find the questions and how to comment on them.

Reflection Sheet 1/p. 6

Another student expresses his feelings about research in this way:
ST4: ...Firstly, I learned how to do research. Preparing the questions and
reading the texts one by one helped me to increase my grammer knowledge and
also to check my previous knowledge.

Reflection Sheet 1/p. 1

As can be seen from the above example, the student learned to do research as a result of
the activity given. Through the constant repetition of the same tasks he claims that he

improved his grammar.

5.2 Findings from the Qualitative Analysis of Reflection Sheet 2

Similar to the first reflection sheet the second reflection sheet was also due at the end of
the second task which was a ‘picture theme response.” Students were asked to find a
picture and interpret it for this task. The aim of the researcher was to give students a
small break after the first task which was a very demanding one. Yet, at the same time
to make them focus on pictures and let them give their own interpretations. Here again

they were asked to write about their gains (if any) at the end of the task.

As a result of the analysis of reflection sheet 2 only two categories emerged which we

labelled as Different Perspective and Improvement. The same situation as it was in
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Reflection Sheet 1 emerged with the category ‘Improvement’. But this time we didn’t
have to subcategorise it since most of the students talked about improvement in
different skills. The following table shows the categories and explains the way they

were used in this study:

Table 5.2 Category Labels for Reflection Sheet 2 and their Operational Definition

Category Label Operational Definition Examples
Different Perspective Having the ability to look  “ Our point of view
at views from different increased...Each time |
points looked at it, it became

clearer and gave me a
different theme.”

Improvement Improvement in different “ But this task improved my

skills commenting skills, it taught

me that the important thing
is not only to look at the
picture, but also to see what
it wants to tell and that I

should be more careful.”

5.2.1 Different Perspective

This category was labelled as Different Perspectives since a high percentage of the
students revealed in their reflection sheets that this activity made them aware of seeing
the details to which they had not paid much attention before. They also claimed that
being aware of the details makes them see the picture from a different point of view.
Looking at a text, whether it is a picture or a written text, from a different point of view
is an important aspect of a critical reader. Although it is a very basic activity, students
being unaware, started to take the first step towards critical reading through this activity.
One of the students even admitted that he was not aware of his abilities and that this

activity helped him to reveal them:
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ST5:...It was a useful project for me because in the past I did not know my
ability on this subject, writing a response for a photo. So, by the help of this
activity, I dig up my this ability from the place where it was hidden.

Reflection Sheet 2/p. 1

Another student reveals his beliefs about this activity in a very interesting manner:
STS: ...Although the picture I found told everything I tried to explain it with my
sentences. I think that I have explained my thoughts and feelings clearly. At this
point I understood that I have to explain my own thoughts, I believed that the
topic shold be also evaluated from my point of view.

Reflection Sheet 2/p. 2

Student 41°s ideas are worth mentioning here. She clearly states that she has her own
way of thinking which can belong only to her:
ST41: ...In addition to this, I have started to consider about everything that I see
and to comment on it any longer. I have a personal idea that is different from

others too.

This student is aware of the fact that each person has the right to say a word about a
text, whether it be written or visual. He knows that reading the text and getting
information is not enough, but that a reader should also put his own thoughts about the

text into words.

Still another student wrote that there is a hidden meaning in each picture by which she
most probably meant the hidden main idea.
ST31...Explaining this photo took advantage of looking at a picture from a
different way. I can study in detail on a photo which seems very ordinary at first.
And thanks to this activity I can find the hidden message in the photo.
Reflection Sheet 2/p. 6

When coding this label as Different Perspectives, we meant to draw the attention to how
every person constructs his own view from a text even if the text is a picture where

everything is given clearly. Students found it challenging to create a theme response for
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a picture where actually everything is already given. This helped them to look at texts

critically.

5.2.2 Improvement

Improvement in different language skills like writing or speaking is one of the main
concerns in this study. This is why we put it as a category: in almost every reflection
sheet we came up with such a category. Also during the interview sessions a great
majority of the students accepted that different kinds of their skills improved as a result
of the portfolio implementation. In this section of the study students mostly claimed that
through this activity they found a difference in their commenting and writing skills. To
illustrate:
ST1:... Through this assignement, I realised that I expanded my limits of
creativity. I felt the joy of explaining my feelings in an easier way. I used the
dictionary and learned new words and in the past I was used to build short
sentences instead of long ones because I was afraid of doing them wrong.
Briefly I believe that this assignement has helped me in many ways.

Reflection Sheet 2 /p. 1

ST3:...The things that I gained during this project are to choose the words I need
while writing my thoughts, to organise the sentence structure, and to learn
different words.

Reflection Sheet 2/ p. 3

ST4: ... But this task improved my commenting skills, it taught me that the
important thing is not only to look at the picture, but also to see what it wants to
tell and that I should be more careful.”

Reflection Sheet 2/p. 1

ST38... Especially when I finished writing this task I understood what I gained
from it. Firstly through this task my creativity and my commenting skills
increased.

Reflection Sheet 2/ p. 12
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Apart from their writing and commenting skills, some different students wrote about
creativity, making inference and interpretation. We could not constitute a category out
of these since they were not mentioned very frequently as to be able to categorize a
chunk of data it should be mentioned at least twice by the same participant or by

different participants.

5.3 Findings from the Qualitative Analysis of Reflection Sheet 3

As a result of the analysis of the third reflection sheets, which were handed in at the end
of the two vocabulary activities done for the portfolio, three categories emerged:
Change in Dictionary Use, Recognition of Vocabulary Learning Strategies, and
Improvement. The change in dictionary use was bidirectional. Some students claimed
that the use of these vocabulary strategies led them to less use of dictionaries whereas
the other part stated that they got more intimate with their dictionaries during these
activities. Students also stated that they made a great benefit of the vocabulary learning
strategies as a result of these activites. Learners who are aware of different kinds of
learning strategies tend to become more independent learners which in turn will lead

them to be autonomous learners.

Improvement is the third category that we came up with. This improvement is slightly
different from the ones we obtained as a result of the second reflection sheet in the way
that the improvement that students saw as a result of these activities is at the same time
a sign for their becoming critical readers. The following table shows the categories

resulted from the third reflection sheets and how they were used in this study:

Table 5.3 Category Labels for Reflection Sheet 3 and their Operational Definition

Category Label Operational Definition Examples
Change in Dictionary ~ More Use of Dictionary “This task oriented us to reading and
Use mingling with the dictionary.”
Less Use of Dictionary “...it thaught me to find the meaning

of a word without checking it from
the dictionary...”

Recognition of Getting acquainted with “...For example, now generally after
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analysing the meanings of the words

Strategies strategies that I do not know, I can find their
meanings...”

Improvement In Writing skills “...Despite everything it is a useful
activity for improving our writing,
grammer, and productivity...”

In vocabulary “..My vocabulary information

expanded and improved because of

this activity...”

5.3.1 Change in Dictionary Use

As stated before and as can be clearly seen from table 4.3, students started to feel a

change as a result of the activities. The change is more towards becoming independent

learners and critical readers. The change in their dictionary use habits resulted from

their getting more acquainted with the vocabulary learning strategies. For example:
ST11: ... Instead of wasting my time with the dictionary I can advance by doing
some brain exercises...

Reflection Sheet 3/ p. 2

Student 11 finds dictionary use a waste of time. Instead of using the dictionary so often,
he claims that one can find the meaning by doing some brain exercise which will result
in his more and more getting acquainted with the learning strategies. Almost all of the
students made similar comments about the less use of dictionary. The other part of the
students claimed that it made them more familiar with the dictionary:
ST2: ...This task oriented us to reading and mingling with the dictionary.
Reflection Sheet 3/p.1

Becoming intimate with the dictionary is also a necessary way of becoming an
autonomous learner since the students will learn lots of things from the dictionary when
they are on their own. Becoming autonomous does not mean letting the students on their
own without teacher help and instruction. Yet, they may not always be in the

supervision of a teacher. Autonomy plays a big role in such a situation. Being able to
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use the necessary equipment in a useful and appropriate way will lead them to

autonomy.

5.3.2 Recognition of Vocabulary Learning Strategies

Starting to recognise the Vocabulary Learning Strategies will make students more
independent learners. The more they learn how to deal with their own learning the more
they will take charge of it. To exemplify;
ST4: ...The activities that I have done improved my vocabulary knowledge and
at the same time they taught us to find the meaning of an unknown word without
checking the dictionary. At the same time by using these words in a paragraph I
learned their meanings and how they are used better.

Reflection Sheet 3/ p.1

As a result of such a reflection, students will be expected to use these strategies in their
future learnings. Another student reflected on his activity in a different way:
ST13: ... From this assignement, I learned that the unknown words can stick in
my mind by using them in the paragraph. Moreover, I inferred that while reading
any paragraph, we can understand the words’ meanings by looking at their
places in the sentence.

Reflection Sheet 3/p. 3

She used a different learning strategy and came up with the point that it can be applied
to any reading text. From this we can conclude that these strategies will be used by

students in their other studies as well.

5.3.3 Improvement

As stated above the improvement students state to have experienced is different from
the ones in Reflection Sheet 2. In this one, it is clearly seen, that there is a real change.
Students started to get used to the implementation. As a result of this experience, they
started to take out of it as much as they can. We subcategorised Improvement into:

Writing Skills and Vocabulary.
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Students found out that their writing skills improved as a result of such activities, since

they were the central point in these activities. To illustrate;

ST18: ...Despite everything it is a useful activity for improving our writing,
grammar, and productivity. Writing a paragraph with words that their usage is
compulsory, gave us the chance of being more creative, extending our imagine
world. 'm pleased with doing this activity because of its benefits to us. While
doing this activity being free in writing is the most enjoyful side...

Reflection Sheet 3/ p. 4

As can be seen from the reflection of this student, the activity helped her in some basic
skills but at the same time, her being able to choose the topic, although some vocabulary
items were a must in this activity, made her do the activity in a more relaxed way.
Another student stated that it not only improved their writing, but also their speaking
skills:
ST19: ...Writing paragraphs by using such key words improves our writing
skills and helps us in our speaking skills by making our thinking easier in a short
time.

Reflection Sheet 3/p. 5

Here is another student talking about the improvement she gained:
ST4: ... Moreover, | inferred that while reading any paragraph, we can
understand the words’ meanings by looking at their places in the sentences. Also
I learned how different words can be used in the sentence structure. And the
most important one, I comprehended how much necessary using different words
was in an article so as to make the article be attractive to readers.

Reflection Sheet 3/ p. 21

She realised the importance of using different and rich vocabulary to enrich her
writings. She at the same time started to grasp the significance of attracting other

people’s attention to what she wrote.
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5.4 Findings from the Qualitative Analysis of the Cover Letter

A Cover Letter as stated earlier is an essential element of the portfolio.It consists of two
parts one of which is the autobiography of the portfolio owner and the other one is the
essay that shows the progress of the owner of the portfolio. The first part,
autobiography, was due at the first week of the implementation. It was not anlaysed
since the aim was only used to get more information about the participants. The second
part is the most important part of the portfolio. Here, the student is given the
opportunity to look back at what he/she has done during the whole process and criticise
himself/herself. This is a kind of place where the students reflect on the activity as a
whole. Since cover letters are given at the end of the implementation, they are the last

documents to be evaluated.

Different categories emerged as a result of the analysis of the cover letters. To have a
quick glance at all of the categories and their operational definitions, it would be wise to

have a look at the table below:
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Table 5.4 Category Labels for the Cover Letter and their Operational Definition

Category Label Operational Definition Examples
Organization Planned, less time spent ~ “The portfolio means organisation,
work arrangement [ have always wanted to have
throughout my life...”
Change in Feeling Less Frustration “...at first I did them because they were
my homework and they were necessary.
However, in the course of time, I
discovered they taught me lots of
things...”
Change in Reading First step towards critical ~ “...Before the book activities I read the
reading books carelessly, but now I will read the
books for a purpose...”
Monitoring Progress “...But while doing it I assumed how they
improved me...But now I could see what I
did from the first to the end. Moreover |
could see whether I improved or not...”
Ownership Initiating Tasks “I will give importance to three things... I
don’t know how to improve it but I study
on it.”
Self-Confidence “...Ibelieve that I was doing something
that everyone cannot do...”
Responsibility “...This activity provided me so many
things; firstly, it taught me to do something
in time and hand some works in time...”
Awareness Strength and Weaknesses  “...Ilearned that I had a very big problem
about my time using...”
Improvement Language Skills “...Thanks to portfolio our English

Productivity and

Creativity

improved especially there has been a great
progress in our reading skills...”
“...I can say that the portfolio activity

made me creative...”

5.4.1 Organization

As a result of the analysis of the Cover Letters, a high percentage of the students

revealed that the portfolio helped them to become organized in their studies.
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Organization is a must in portfolio studies. Through the help of being organised,
students stop wasting their time for unnecessary things. As a result of Organisation,
students are able to follow their progress in an easier way. At the same time, it becomes
easier to evaluate and assess the portfolio when it is organised. One of the students
reveals her feelings about organisation in the following way:
ST13: The portfolio means organisation, arrangement I have always wanted to
have throughout my life...In the beginning as I said; the most important
assistance of the portfolio on me is to teach how to organize paragraphs and
activities...

Cover Letters/ p. 1

Since it is a must to gather all the products with dates and early drafts throughout the
portfolio implementation, students have to be organised to get full credit for what they
have done so far. This leads to a lifelong habit as the student stated above. Another
student looks at organisation from a different perspective:
ST18: ...We learned a lot of things with it. We firstly learned using our time in a
right way...We also learnt working regularly.

Cover Letters/ p. 3

Another student became aware of her misusage of time and promised herself to become
more organised as a result of the implementation:
ST8: ...This portfolio activity taught me a very important thing: I understood
that my using my time was very bad. I promised myself to use my time
thoroughly after that. I learned that I have a very big problem about my time
using. I am a kind of student who does not have proper studying habit and
because of this I had very difficulties while preparing this study...
Cover Letters/ p. 1

After being a part of such a study for a long time, students get aware of their strengths
and weaknesses and start to reflect upon them. These kind of reflections lead them to set
goals for their future studies. Another student stated that through being organised, she
was able to follow her own progress. She could see the progress as she went through her

portfolio.
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5.4.2 Change in Feeling

This category emerged as a result of the students’ repeatedly mentioning of their being
afraid of portfolio at the beginning, yet, after starting to do it they changed their feelings
towards it. They saw that starting to deal with the portfolio is not as difficult as they saw
it at the beginning. The difficulty revealed itself because students were not used to these
kinds of assessment types. To illustrate:
ST9: Like every student I was also afraid when my teacher gave me such
homework. Because, at first it seemed to me very difficult. I had never done
such homework. And I thought I couldn’t do these homeworks. But then I did all
of them. Perhaps at first I did them because they were my homework and they
were necessary. However, in the course of time, I discovered they taught me lots
of things...
Cover Letters/ p. 2

As stated above, students saw the portfolio implementation as a very complicated
process at the beginning. Yet, when they started to deal with it, they understood that
they would benefit much from it in the course of time. Another student states her
change in feeling in this way:
ST40: ...To tell the truth, when I first saw the sample portfolios I was
intimidated.I thought about how I could do it, how I could overcome it. Because
there were so many pages in the folder that it was impossible not to be worried
about it. My portfolio started with this anxiety. But with time this anxiety
lessened.

Cover Letters /p. 6

Students in this study had the opportunity to look at the portfolios done by other
students. Since they were not familiar with the term ‘portfolio’ they talked about it as
folder. The great number of activities and lots of pages in these folders has frightened
the students looking at them. However, later on after they learned what a portfolio is
and what to put in it, they got used to it. It became a habit for them. In this way they felt

a change in their feeling which we named as less frustration in this study.
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5.4.3 Change in Reading

The Analysis of the Cover Letters also revealed that students felt a change in their
reading habits. The changes were diverse and varied among the students, yet the most
notable one was a step towards critical reading. As a result of extensive reading and the
activities done after this reading students started to become more critical in their
readings. To exemplify:

ST2: ...Before the book activities I read the books carelessly, but now I will read

the books for a purpose...

Cover Letters / p. 3

This student is becoming aware of the fact that unless you have a purpose for reading,
your reading will be of not much benefit to you. Being aware of the purpose of your
reading is a step towards critical reading. If you have your purpose in your mind, you
will be able to understand the text in a better way. Another student who gives his
opinions of the use of reading strategies states that:
ST19: ...Also thanks to the ability of guessing the meaning of unknown words,
an effective and meaningful reading has revealed. In the past reading was a kind
of trouble for me. But now, by means of portfolio, I feel myself as a necessary
part of reading...
Cover Letters/ p.4

Student 19 talks about his becoming a necessary part of the text. He started to see the
relationship between text, reader, and writer. He realised that to have a meaningful
outcome of the reading these three elements should be in integration. The writer of a
text tries to give his own opinion, but the critical reader who uses his background
knowledge and his knowledge of the world understands the text in the way it fits into
his schemata. Student 18 states her feeling about the same issue in this way: “I can think
differently about the things which I read or see.”
Another example comes from Student 32 who says that:
ST32: ...Portfolios learned (faught) me to read a book by examining much more
and to see how I can criticize a book. Portfolio learned (taught) me to look at a
topic from different angles...

Cover Letters/ p. 6
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Critical readers are the ones who are willing to take an active role in the process of
reading. They are willing to reflect on the ideas they encounter throughout their reading.
This is the stage that the students in this study tried to reach as a result of the portfolio
implementation. Another important issue of critical reading was mentioned by the
students many times in their cover letter. In different ways, they stated that they were
able to see their improvement which we categorised as monitoring progress. To
illustrate:

ST14: ...But while doing it I assumed how they improved me...But now I could

see what I did from the first to the end. Moreover I could see whether I improved

or not...

Cover Letters / p. 2

The same issue is dealt with by another student where she says:
ST9: ...Then I have learned lots of vocabularies. And due to them, I understand
the texts better. What’s more, I have learned to think critically. Anymore I can
see many different things when I look at a picture or read a book...

Cover Letters / p. 3

While students deal with their activities, they are also aware of their improvements.
They are monitoring themselves and since they are aware of their weak points they
know how far they have progressed as a result of the portfolio implementation. They
know the exact benefit of each activity. For example student 18 states that:
ST18: ...Thanks to portfolio our English improved especially there has been a
great progress in our reading skills. Before portfolio my reading was poor, I
couldn’t read English fast. But now, it improved. With the reading log parts, |
learned to read more critically...

Cover Letters /p. 3

5.4.4 Ownership

This category emerged as a result of students’ starting to initiate tasks and their
revealing their self-confidence. We came to the conclusion that this behaviour and
feeling were due to their taking possession of their learning because if it were otherwise

they would not start to initiate tasks without being told to and also they wouldn’t be
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proud and self-confident as a result of them. A student for example stated what she
wanted to do after talking about her weaknesses:
ST14: ...I think I will continue doing something like that. I will give importance
to three things: 1. Vocabulary: I plan to continue vocabulary logs. 2. Speaking: I
don’t know how to improve it but I study on it. 3. I want to improve my gramer.
Yes indeed even if I did so many activities I made a lot of gramer mistakes...

Cover Letters /p. 2

She was aware of her weaknesses and made a plan accordingly. She started to take
charge of her own learning as a result of seeing her improvement which came through
the portfolio implementation. Another student states that even though we might finish
the portfolio implementation in class she will continue to collect her products:
ST4: ...That is why even if our portfolio activities finish, I think of going on
doing them...Because I think that I am doing everything for myself.
Cover Letters /p. 5

Student 5 talked about the pride and self-confidence he gained as a result of the
implementation:
STS: ...I felt myself very happy and powerful. Because I believe that I was
doing something that everyone cannot do...And I saw that I can use my
knowledge and experience if it is needed...Also, by this work my self-
confidence is improving day by day...Now, by the help of confidence that this
activity gave me, I can do whatever I want.

Cover Letters / p. 1

After gaining his self-confidence, he was sure of himself and the work he might do in
the future. The strategies and techniques that the students used succesfully to improve
themselves facilitated their learning for future cases. They are no more frustrated about
what will come in the future. Student 7 talked about something different which he came
up as a result of his portfolio studies:
ST7: ... After starting these tasks I kept on writing my diary which I had left for
a while. From time to time I write in English in my diary. I guess starting with
my diary is also a product of these acxtivities...

Cover Letters / p. 5
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He states that even though it is not a writing portfolio he started up to write his diary as
a result of the implementation. Here we can see how the students are affected by
different activities and how these activities reflect themselves in some other different
activities. They lead them to become more self-confident, proud, and successful

students.

Another subcategory of Ownership emerged as Responsibility as a result of the analysis.
Responsibility unfolded itself in different ways. For instance student 7 started to feel
responsibility as a result of the Home Reading Logs which he stated in his Cover Letter
like that:
ST7: ...The Home Reading logs burdened us with daily responsibilities.
Through these small responsibilities I understood that if you neglect small
responsibilities they will turn into problems. That is why I do not neglect small
responsibilities so as not to get into trouble. Briefly, I do not keep today’s work
until the next day...
Cover Letters /p. 5

Student 37 stated that although we can not wholly give the credit for responsibility to
the portfolio, still it was useful in creating more responsible students.
ST37: Another thing that we acquired is responsibility. Actually, this is not
something peculiar to the portfolio, because each homework assignement
awakens a feeling of responsibility in the students, yet since we did a lot of
assignements for the portfolio we can count it also.

Cover Letters /p. 6

Another frequently mentioned issue under the category of responsibility was time.
Students believed that the portfolio implementation helped them to organize their time
and become responsible students who are able to hand in their works on time. The
reason of this was the strict rules that were given about the deadlines at the beginning of
the implementation. Since we were implementing a process to see the outcome,
deadlines were of great importance in the portfolio. Student 25 for example, after

talking about different benefits of the portfolio stated:
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ST25: ...At last, that portfolio activity made me a responsible person. |
learned to finish my homeworks on time.

Cover Letters/ p. 7

Similarly,
ST22: ... This activity provided me so many things; firstly, it taught me to
do something in time and hand some works in time...

Cover Letters /p. 7

Responsibility, an important element of autonomy, started to reveal itself at the end of
the implementation. This was due to different activities and students benefited not only
from the activities themselves, but also from the things the activities required like
handing them on time, giving page numbers, writing the dates on each draft. These
small things resulted in big issues like organisation and responsibility as can be seen

from the reflections of the students.

5.4.5 Awareness

Awareness is a relative concept. Being aware does not necessarily mean understanding.
Yet, at least if people become aware of what they are doing, at which point they are
standing, they might take their future steps accordingly. This is what emerged from our
analysis. Students, started to become aware of their strengths and weaknesses. This
awareness resulted in their taking decisions and setting goals for the future. One of the
students stated that he was not aware of his abilities until he got acquainted with the
portfolio:

STS5: ...Up to now, I haven’t forced myself, my brain, my abilities such this.

But, when I started doing this portfolio, I saw that I was an expert. Now, by the

help of confidence that this activity gave me, I can do whatever I want.

Cover Letters /p. 1

He started to get familiar with his own capacity, which made him feel more self-
confident. He knew that he would be able to do activities easily in the future.
Student 8 explained her concerns of awareness from a different perspective. Her

problem was with time organisation. She explained her thoughts in this way:
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ST8: ...I learned that I had a very big problem about my time using. I am the
kind of student who does not have proper studying habits and because of this I
had very difficulties while preparing this study. I used to delay my homeworks
to the last day. I learned that this will be a very big trouble for me so I decided,
actually started to use my time properly.

Cover Letters /p. 4

This student was aware of her time problem even before the implementation started.
What she understood through the implementation was that she had to deal with it right
away. So, she had to start making decisions and setting goals about this problem. This

she achieved at the end by saying ‘(I) actually started to use my time properly’.

Another student’s awareness was related to her thinking strategies:
ST11: ...To start with, we learned to think. In the past, I didn’t use to think well
while reading or writing something, but now, I realized the importance of the
way of thinking or comprehending....Reflections provide us to be aware of what
we did and why...
Cover Letters /p. 1

She realized and became aware of the weakness in her thinking strategies and way of
comprehension. She started to give more importance to the way she perceived

knowledge given in texts and started to deal with it accordingly.

Students showed that they got aware from different points of view. These points varied
from learner awareness to social awareness. They were aware in terms of their attitudes,
beliefs, and motivation; aware of the language as a system; aware of the metacognitive

strategiesand the presence of others in the classroom.

5.4.6 Improvement

Improvement is a category that was mentioned in almost all the written documents
collected as data as well as the interview. As a result of the analysis of the cover letters,
improvement emerged from two different issues: improvement in their language skills

and improvement in productivity and creativity. Improvement of language skills was
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due to the abundant use of different tasks whereas improvement in productivity and
creativity seems to be the result of the use of students’ higher order skills while
performing the tasks. For instance, Student 14 states that she thought the tasks to be
difficult but while doing them, she realised how they improved her (Cover Letters, p. 2).
Student 18 gave her opinions about improvement in this way:
ST18: ...Thanks to portfolio our English improved especially there has been a
great progress in our reading skills. Before portfolio my reading was poor, |
couldn’t read English fast. But now, it improved...The most important thing that
we learned from there is using our English in an effective way...

Cover Letters/ p. 3

After having done an extensive and intensive reading for a period of time, students
improved their reading skills. Creativity and Productivity were the frequently mentioned
issues where students claimed to have improved as a result of the implementation. To
illustrate:
ST2: ...In highschool we were accustomed to test style and we didn’t think
much about English. Everybody says that university needs creative brains and
we didn’t know how to become creative. I can say that the portfolio activity
made me creative...

Cover Letters/ p. 3

Creativity is a mental process which involves the evolution of new ideas or concepts or
the association of existing beliefs with new beliefs. Creativity requires the use of higher
order skills. Since the activities were the ones in which students needed their higher

order skills it is not very surpising that students improved their creativity.

5.5 Findings from the Content Analysis of Interview 1

The interview data obtained from the 43 participants were subjected to content analysis.
The analysis revealed a set of seven broad themes (Table 5.5):
1. comments regarding the students’ improvement in different skills and attitudes;
2. comments regarding the students’ motivation;
3. comments regarding the improvement students perceived towards becoming

critical readers;



117

4. comments regarding the changes in feelings of participants towards becoming

autonomous;

5. comments regarding the reflectivity of the checklist within the field of critical

reading and autonomy ;

6. comments regarding the benefits of reflection;

7. comments regarding the benefits of portfolio implementation in general

These comments have helped us to find particular answers to the research questions we

sought in this study. Following is a table that shows us in what aspect each category has

been used and excerpts that constitute examples for each category.

Table 5.5 Category Labels for the Interview Data and their Operational Definition

Category Label Operational Definition Example
Improvement - in language “...First of all  have never used a

- in research skills computer, never searched anything... Now

. sati for example when you give me a topic I do
- 1n organisation
& not think that I will have any difficulty...”

Motivation - through choosing their own  “...Maybe now I like it because I choose the

material to read text, the texts I like and that are suitable for

me...”

- reading for understanding *“...In the past I read for the sake of reading
Change in -reading for self- or for pleasure. Now I believe that I have to
Readi ) ¢ understand what I read...”

cading mprovemen

- fast reading
Change in - feeling «...I feel myself better because I started to
General - productivity do something...

- from theory to practice

- point of view

- initiation of tasks
Self-/Peer - objectivity «...Of course it is something good. Human
Assessment beings sometimes can not tell their own

- improvement in judgement

skills

faults to themselves. Sometimes they cannot
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- awareness of weaknesses even tell it to their friends. But through this
I guess we learned to tell it. We improve our
judging skills, our commenting skills. And

we are doing this here for the first time ...”

Benefits of - questioning “... I'look at myself as a critique. I can
reflection - judging themselves criticize myself. I can see my weaknesses, |

can comment. While writing a reflection I

- monitoring progress .
can comment on what I have written...”

Benefits of - responsibility “...With portfolio I do not feel myself
Portfolio _ awareness empty. When I go home in the evening I
have something to write. There is
.. responsibility ...”
- organisation
- questioning

-monitoring progress

5.5.1 Improvement

During the interview students frequently used the word improvement for different skills.

As a result of the analysis, the part they mostly improved in was the use of language.

Through extensive reading and responding to their readings, students were almost

always dealing with the target language using their different skills. This resulted in their

becoming aware of the improvement they displayed in their portfolios. For instance,
ST1: ... I noticed that the structure of my sentences changed. In the past I used
to make shorter sentences now [ am improving them...

Interview 1/ p.1 (01.12. 2005)

She became aware of the change in her sentence structures. The extensive reading she
has done has resulted in her using longer and more complicated sentences in her
respondings. She is in a way starting to monitor her progress. Using short sentences
might not be a wrong thing to do for a preparatory class student, yet she is aware of the
fact that she cannot use short sentences for the whole time and states that she has started
to improve them and will go on to do that. Another student compiles his gains in this

way:
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ST4: ... When you are asking from the point of view of English learning since
we read more English sources we improved our English, we improved our

grammar, and we improved our fluent reading, we did it...

Interview 1/p. 8 (01.12. 2005)

This student also talks about the benefits he gained through the use of extensive reading,
as a result through reading portfolios. S/He became aware that this process developed

his/her skills in grammar and reading.

The second frequently mentioned improvement was development in research skills.
Newly graduate students stated that they were not skilled in doing research because of
the education system and they added that high schools didn’t require these skills.
ST30: ...If there is nothing I can say that before the portfolio I did not have any
acquaintance with the computer. We just played games with our friends. Now
for example, in order to find those 5 articles we searched a lot. I learned to use

the internet at least how to do research.

Interview 1/p. 63 (30.11.2005)

Similarly another student relates his ideas in this way:
ST33: ...Up to now we were given the books to be read and asked to read them,
but now we are searching them ourselves, we are finding them, this is nicer.

Interview 1/p. 69 (30.11.2005)

Instead of giving them the opportunity to find out for themselves, they were given the

material and asked to read it. Student 41 states it very clearly:
ST41:...First of all I have never used a computer, never searched anything. How
can I search a topic? Where can I find the reated information? I had no idea
about these. I am a person who came right from highschool. Our education
system is also known. A system where the students stay with what they get from
the teacher. It is the first time we have done something with our own effort. I
mean without expecting anything from the teacher. We did a lot of research by
using the computer. Now for example when you give me a topic I do not think

that I will have any difficulty. How can I find information about a topic, where
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can I find it, what kind of sources etc. I know all these. I learned how to use a

computer through all these...

Interview 1/p. 85 (30.11.2005)

Up to now, students regarded themselves as spoonfed. They were used to a teacher
oriented way of learning and did not feel much need for taking responsibility for their
own learning. With the help of the portfolio implementation they found the opportunity
to find the material they want to read and respond to it accordingly. To be able to do
this, they had to do some research which they were not good at. Through this experience
they started to observe their own improvement and reflected upon it during the

interview.

Another issue in which students felt improvement in was organisation. Through being
organised they started to become aware of what would come next. In this way they
started to initiate their own work without being told by the teacher. To illustrate:
STS:... Yes, of course there is a very big change in me. First of all it is in regard
to responsibility and I did lots of things I have never done before with the
portfolio. My researching skills improved. I learned how to do many things in an

organized and systematic way...

Interview 1/p. 10 (01.12.2005)

Similarly,
ST8: ...With the portfolio I learned organisation. Basically, I learned to do
something in an organised way. Not only one thing but I learned to do many
things in an organised way. Because there are a lot of tasks and we are doing
them in a different way and we learned to put them in an organisation.

Interview 1/p.16 (01.12. 2005)

Organisation is important in fostering learner autonomy and critical reading, because
through an organised portfolio students will be able to follow and monitor their pogress.
With the portfolio product over time students will have organized evidence in their
hands (Stein, 2001). Through looking back and forth in their portfolios, they will see the

difference between their first drafts and their last drafts. They will also become aware of
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the process they underwent until reaching the best and most perfect draft. Student 13
reflects on it in this way:
ST13: ... Organisation, system, improvement. When somebody looks at it from
the beginning to the end, they will see that the first task and the last task I have
done are not the same because I can see my weaknesses gradually and I try to
correct them.
Interview 1/p. 28 (30.11.2005)
5.5.2 Motivation

The second category that we deduced out of the research questions is Motivation. Our
aim was not to seek whether students were motivated to read more through the use of
portfolios. However, it came out that the majority of the students did not have the habit
of reading since they had been involved in solving tests for a long time. Some of the
students stated that they had the habit of reading yet not in the target language. The
most important issue that motivated them to read (even though it was reading done for
doing their homework assignements) was having the opportunity to choose their own
texts. For instance,
ST3:...My point of view of reading changed. In the past when I read something
in English although short, I got bored or I got the feeling that I would not
understand it. I could not read a scientific article because I thought I wouldn’t
understand it or sometimes when I read the newspaper I had such a prejudice. 1
cannot understand these. I know English but I do not understand. It is something
like when you have English for a long time and since you do not have the
opportunity to talk to a tourist you cannot speak because of excitement and then
you withdraw. Something like that. But now, you have to do it and you start
doing it gradually and when you notice that you understand you go on and then
you start enjoying it....

Interview 1/ p. 6 (01.12.2005)

As can be seen from this student’s comment about how his reading habits changed after
the reading portfolio, we can state that the use of portfolio motivated and encouraged
him/her to read more. Students were in need of being pushed towards something. After

getting aware of what they can do, motivation to do it came by itself. Another student
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talks about how he was motivated as a result of having the chance to choose his own

material:
STS: ...In the past I did not like the reading course. I did not like reading. I did
not like analysing the text given and answering the questions of the text.
Reading was something unfavourable. We came across long texts. However after
dealing with the portfolio I thought that this reading is something good,
something that is a must, something beneficial. In the past we just read and
answered the questions. It was boring. Maybe now I like it because I choose the

text, the texts I like and that are suitable for me...

Reading was not one of his/her favourites, yet feeling the responsibility of doing his/her
homework assignements with material choosen by himself/herself resulted in

motivation to read.

5.5.3 Change in Reading

Another category that we deduced was the change students felt in their reading habits.
This category we divided into three as: Reading for analysing, reading for self-

improvement, and fast reading.

Students during the interview stated that they started to direct their reading towards
reading for analysing. They verbalised it as understanding. In the past they used to read
but did not pay much attention to whether they understood it or not. To exemplify;
ST1: ...In the past I read for the sake of reading or for pleasure. Now I believe
that I have to understand what I read because this is very important for the
activities I do. [ mean I try to absorb what I read; I think about the characters, I

compare them, now it is better...

Interview 1/p. 1 (01.12.2005)

Similarly another student gives credit to vocabulary logs for this change in his reading:
ST4: ...Yet after learning these words I started to understand the book better,
either book or newspaper. I read by understanding. In the past when I read

something, I did not understand what they meant. I made up something from my
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mind and said he might have said this or that. But now I can see what the words

mean one by one...

Interview 1/p. 8 (01.12.2005)

Student 5 also states that through the use of vocabulary logs he started to understand the

text in a better way:

STS: ...Previously I just read and passed and I did not understand % 90 of what
I have read. When I did not know the meaning of a word I did not understand the
whole paragraph. But now with the help of these vocabulary logs, I can say that |
started to understand better...

Interview 1/p. 11 (01.12.2005)

The second subcategory that is worth mentioning is Self-Improvement. Students
claimed that they started to read in order to improve themselves. They stated that in the
past, reading was done for the sake of reading, whereas now they do this activity to
improve themselves, to fatten their knowledge. For instance,
STé6: ...I do not read for the sake of reading. I read by relating meaning to what I
read. I try to gain something from what I read. Not for the sake of reading...

Interview 1/ p. 13 (01.12.2005)

One of the students looked at the change of her reading from a different perspective.
She stated that she used the texts to improve her world knowledge as well as her
language skills.
ST26: ...For instance, I started to read newspapers. I got the habit of reading
newspapers. I read current events carry them into my life, think about them,

criticize, and comment on them...

Interview 1/p. 54 (30.11.2005)

As an answer to the question about setting goals, a student mentioned about her
perception of self-improvement. She states:
ST29: ...I enjoyed what I read. I feel that I am improving and I decided not to
sleep without reading for an hour. Absolutely, because in English you forget

your English dies down...
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Interview 1/p. 61 (30.11.2005)

Similarly another student states that one of her goals is improving herself through the
use of extensive reading which they did a lot during the study:
ST37: ... I had only improving my English on my mind. How can I improve my
English, I have only this on my mind. I constantly aim at studying more and I
think that after finishing those four books they will be very beneficial for me.
Because when I finished the first book I realised lots of differences in myself...

Interview 1/p.77 (07.12.2005)

Student 41 states that she no more reads for getting high marks. “The more important
thing”, she says, “is doing it for myself.” She means that getting high marks is no more
her only goal but the more important thing is to improve oneself academically through
these tasks.

(Interview 1/p. 85 (30.11.2005)).

Students who read less can not read fast and understand what they read at the same
time. The more they read, the better they will understand and the faster they will
become. During the implementation students noticed that they are getting faster and
faster as a result of extensive reading. When we asked students about the changes they
felt in their learning, some students asserted that they became faster in reading. Their
becoming faster ensued in their understanding better. To represent:

ST18: ...In regard to learning, in regard to perceiving English I started to be

faster... Since my vocabulary knowledge increased I started to read more and

faster...

Interview 1/p. 38 (02.12.2005)

Some students declared that the vocabulary logs had a big impact on their change in
reading. Through the vocabulary logs, their active vocabulary increased and they started
to use the dictionary less which resulted in fast reading. For instance:
ST19: ...previously while reading a passage I constantly used the dictionary but
now the more we learn vocabulary from th passages we read the more fluent and
fast we will be in the following ...

Interview 1/p. 40 (02.12.2005)
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Equally, when student 21 talked about the changes he felt for his own learning he states
that:
ST20: ...I realised that my reading pace increased and that I understand what I
read better. I saw that I finish the books faster and I started to enjoy them
more...Yes, as | said my reading pace increased. My capacity of understanding
my vocabulary knowledge increased. I can say that it helped us from many ...
Interview 1/p. 41 (02.12.2005)
The change that students felt in their reading can be obviously seen through the analysis
of not only the interview but also the other data collection tools. It developed gradually
and towards the end we inferred that students were able to handle with their reading on
their own. They started to become responsible enough to decide what, when and how to

read.

5.5.4 Change in General

This category emerged as a result of students’ stating the changes they underwent. They
talked about the feelings that they haven’t felt before, yet which they recognised
throughout the portfolio implementation. Some students noticed that they were able to
do many things but since they were not asked to, they did not think of initiating it
themselves. However, for the present time they said it started to get easier to do the
work they are asked to as well as to start something on their own. When we look at
Student 1, she states that;

ST1: ...I feel myself better because I started to do something, to produce

something and I can see that my sentence structures ...

Interview 1/p. 1 (01.12.2005)

She feels herself better because she became aware of the potential she has. Similarly,
ST3: ...previously I did not have the opportunity to use English except for the
tests and written things. But that book completely belonged to us. It makes you
feel that you know something. You realise that, you become conscious of that...

Interview 1/ p. 5 (01.12.2005)
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After doing the activities and being a part of the implementation, doing everything by
themselves, they realised that they also could achieve their goals as individuals. Many
students stated that they started to be a part of the study in fear and frustration. Yet, with
time these two feelings changed into more positive feelings. They realised the
importance of being able to do either with the help of the teacher or without. Student 9
talks about her feelings at the beginning of the portfolio and states that she had
difficulties to start which ended up in fear (Interview 1, p.18). Student 17 states her
feelings about fear in a similar way:

ST17: ...1 was worried when you first gave us this task. I mean I worried about

how to do it and it was so complicated. However, when I started doing it I

realised that I am doing something, I saw that I improved...

Interview 1 /p.36 (30.11.2005)

Student 26 talked about how a part of her character underwent a change through the

portfolio implementation. She says:
ST26: ...I have a kind of careless type of character. When I read something I
immediately make something. But now I read every single word. And I do not
have to know the meaning of every single word. In the past when I came across
a word that I do not know I got into panic. Especially in these book readings
there are lots of words that I don’t know but which are not in my portfolio. But
now I can guess the meaning of the words from the context (sentence). I mean I
do not panic anymore. In the past I thought I need a lot of information in order to
be able to read and I like reading but I could not do it in English. Because when I
started to read something in English and when I did not understand something or
when I did not force I just quit going on reading ...

Interview 1/ p.53 (30.11.2005)

Since students are graduates of the same education system, they were used to answering
multiple choice questions where they had the answers in front of them. In our study, the
point was to make students aware of what they knew and what they still had to learn.
The student above knew her weaknesses and through extensive work started to

overcome them.

The most frequent changes that students underwent were initiation of tasks.To illustrate;
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students stated that by the help of the portfolio implementation they started to initiate
tasks which they had not done before. They realized that they could do many things
without a teacher. The teacher was no more in the centre of the class, but only a person
who leads into the way, who is there to give direction, instruction when and wherever

needed. Student 3 states this change in this way:

ST3: ...I did not have the habit of researching a topic except for when I was
given a task but now when something comes to my mind I start to work on it ...

Interview 1/p.5 (01.12.2005)

As can be seen, in the past he expected somebody to stimulate him to to do something,
whereas now he states that he can initiate his work by himself as soon as he finds there
is a problem. This also is a way towards learner autonomy. Students know their
weaknesses; know where to find the solution and head on to solve their problems.
Similarly;
ST41: ...It is the first time we did something with our own efforts. I mean
without expecting something from the teacher. For instance when you give me
something now I do not think that I will have any difficulty in doing it. [ mean I
now know where to find information about a topic, how to find the information

and which sources to use ...

Interview 1/p.85 (30.11.2005)

5.5.5 Self-/Peer Assessment

The fifth category that we deduced out of the analysis was self-/peer assessment. During
the interview we asked students how they felt about assessing themselves and being
assessed by their peers. Students related different feelings of this assessment type. It
was obvious that the majority of the students had this type of experience for the first
time. Therefore, they had difficulty in adapting themselves to it, because during the
interview when they were asked about it, some of them stated that they could not be
objective during the assessment. Yet, still some other students had a different opinion
about objectivity and stated that it was not difficult for them to assess both themselves
and their peers because it was a part of their improvement. The following excerpts show

the two differing ideas about assessment very clearly:
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STS: ...Of course it is something good. Human beings sometimes can not tell
their own faults to themselves. Sometimes they cannot even tell it to their
friends. But through this I guess we learned to tell it. We improve our judging
skills, our commenting skills. And we are doing this here for the first time ...

Interview 1/ p. 11 (01.12.2005)

This student is talking about the improvement in his judgement skills both while he is
assessing himself and his peers. He states that he is starting to become critical towards
himself. Another student reveals his thoughts about assessment by saying:
ST8: ...Very nice. If we would evaluate only our own portfolios or only our
friends’ portfolios it would not be that nice. I mean we should evaluate our own
products. At the same time our product should be evaluated by a friend who is at
the same level with us, not a teacher. We learn to be objective. We evaluated
ourselves objectively. I think it was nice ...

Interview 1/p. 17 (01.12.2005)

She thinks that objectivity is an essential part of assessment. Students should have an
idea of how well they peformed on a task. They should be able to evaluate themselves
critically. Student 23’s thoughts about assessment are quite different. He states that
knowing that they will be evaluated by themselves makes them to control themselves
more than usual:
ST23: ...Of course there were things that we could not see. When we have a
peer our peer shows it to us.When we know that we have a peer there we try to
make less mistakes. Certainly it is something nice because while we are doing
self-evaluation we control ourselves and try to make fewer mistakes. We do not
write it and leave it uncontrolled. We write it as if it will be checked by
somebody else. Actually I mean we do it with great care ...

Interview 1/p. 48 (30.11.2005)

The following excerpts show how students think that they are not objective while

assessing due to some reasons like fear of getting low marks or offending their peers:
ST24: ...I think I am not very...Not very objective. When your friend is your
peer, to tell the truth you give high grades. When I graded myself I tried to give
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low grades but then I was also afraid what if everybody gives himself/herself
high grades and only me with a low grade. I had such a fear ...
Interview 1/ p. 50 (30.11.2005)
Similarly;

ST30: ... Actually, to tell the truth we could not completely tell what was inside
us. For example there was a friend of mine whom I was not on good terms with.
If I say something he/she will misunderstand me. And I had the fear that if I give
him/her a low grade, he/she also might give me a low grade. We could not
analyse it completely. Even if my peer has a very bad portfolio I can not give

him/her a low grade. We could not be objective. At least it was like that this time

Interview 1/ p. 64 (30.11.2005)

These students and many others (ST 3, ST 4, ST 6, ST 35, ST 37, ST39...), who have
the same opinion about assessment are actually not very familiar with assessment.
Therefore, it was difficult for them to be objective. During the second interview, we will
see that some of them changed their opinions since they got used to this system and saw

how it contributed to their improvement.

Almost half of the students stated that as a result of the self and peer evaluation they
became aware of their weaknesses, were able to compare their works with their peers,

and started to control themselves as a result of this.

5.5.6 Benefits of Reflection

The sixth category worth mentioning was benefits of doing reflection. Reflection in this
study is regarded as the reactions of the students as a result of the activities.Due to the
education system which the students were a part of, they were not used to reflect on
what they did. During the implementation students were asked to reflect on whatever
they did. They felt that this was an overload because after some time they did not find
anything to reflect on. Yet, they still could see the benefits very clearly. When talking
about benefits, students mostly mentioned questioning themselves, judging themselves,
and monitoring their progress. The following excerpts show the opinions of students

about reflecting:
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ST1: ...To make a homework assignment a real assignment, to make us see the
truth, not only to do it for the sake of doing homework, but to see what we can
do when we add our own thoughts to something. I think about what it made me
gain because writing it on a paper shows it to me ...

Interview 1/ p. 2 (01.12.205)

This student considers reflecting in the way that it makes her aware of what she is
doing. Through the reflection she is questioning what she is doing. This will result in
the better understanding of the why of her learning.
STé6: ... I look at myself as a critique. I can criticize myself. I can see my
weaknesses, I can comment. While writing a reflection I can comment on what |

have written...

Interview 1/ p. 13 (01.12.2005)

Student 8 feels proud of writing reflections because she thinks that value is given to her
thoughts through reflections. (Interview 1/p. 17). Similarly, student 9 also talks about
how she feels during the reflecting period. She says:
STO: ...I enjoy to criritcize something that I have done myself. I enjoy looking
at it and scrutinizing it. ...

Interview 1/ p. 19 01.12.2005)

This student feels happy because she was given the opportunity to criticise herself.
Student 11 confesses her initial feelings about writing reflections. However, after
getting used to them she changes her opinion in this way:
ST11: ...I have to confess: It cannot be after every activity! It started to get
difficult but later on I started to write them in a few minutes without using a
daft... Reflections started to be soothing...While writing them I can realize my
improvement. We started to be more conscious. We started to get out of the
student mood and step into not may be teacher mood yet we started to improve...

Interview 1/p.24 (01.12.2005)

In the beginning she thought of them as an overload, whereas later on she started to
monitor her progress with the help of them. Reflection sheets made this student become

aware of what she is doing, why she is doing it and how she is doing it. These will help
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her in becoming a more autonomous learner. Similarly, Student 14 also talked about
how reflection sheets helped her to question herself. She also did not know what to
write as reflection at the beginning of the implementation. She thought of reflection as a
kind of summary, yet throughout the implementation she understood that reflecting is in
a way the gains that she had from that task. Therefore, she stated that they helped her to
question herself. (Interview 1 /p.30).

Some of the students were still not aware of what a reflection is until the end of the
portfolio implementation. For them it was a place where they wrote the same things
continuously. To illustrate:
ST21: ... As I said reflections are standard I cannot write my reflections for
everything I do because I feel almost the same after each task. We do different
activities but I do not find anything to write. That is why I have difficulty in
writing reflections ...

Interview 1/ p. 44 (02.12.2005)

When asked whether reflections are beneficial or not some students stated that they
were not beneficial because they consisted of their own feelings which they stated were

not worth mentioning (ST 25, ST 30, and ST 38).

As can be seen from the excerpts, students started with a negative view towards
reflection, yet with time they became aware of their benefits and liked doing them. Only
some of the students thought that they could not benefit from them throughout the

implementation.

5.5.7 Benefits of Portfolio

The last question of the interview was about what the students thought of the portfolio
in general. Students’ answers varied. The phrases that were mostly used by the students

are shown in Figure 5.2.
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RESPONSIBILITY

ORGANISATION

PORTFOLIO

MONITORING
PROGRESS

Figure 5.2 Benefits of Portfolio

As can be seen from Figure 5.2, the most frequently used phrases for describing the
portfolio were Responsibility, Ownership, Organisation, Improvement, and Monitoring
Progress. To illustrate these, the following excerpts were chosen as representatives:
ST4: ... I look at myself as a critique. I can criticize myself. I can see my
weaknesses, I can comment. While writing a reflection I can comment on what |
have written...

Interview 1/ p.9 (01.12.2005)

This student talks about how organised and responsible he became as a result of the
portfolio implementation. He also agrees that the portfolio helped him to feel like a real
student. Similarly,
ST6: ...With portfolio I do not feel myself empty. When I go home in the
evening [ have something to write. There is responsibility ...

Interview 1/ p.13 (01.12.2005)

Student 6 feels herself responsible for writing something. She does not mention what
she writes about, yet her feeling of responsibility has improved since she started to be a

part of the implementation.
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Students 9, 13, 24, 32, 36, and 41 talk about how they improved themselves and how
they started to monitor their progress as a result of the implementation. To illustrate;
ST9: ...It is very difficult something that we are not used to but when we see its
yields we think it is a must. I have difficulties while doing it but I see its
benefits, its yields ...
Interview 1/ p. 19 (01.12.2005)

She is aware of the difficulties, however since she can see the benefits and the
improvements in herself she is decisive about continuing to do the activities. Student 13
states that when she looks at the process she can clearly see a gradual improvement.
When asked about what portfolio means to her she says:
ST13: ...Organisation, system, improvement, when somebody looks at it from
top to end the first activity I did and the last activity will not be the same because
I see my weaknesses gradually and I start to correct them.

Interview 1/ p.28 (30.11.2005)

She not only sees the difference, but also becomes aware of her weaknesses and starts to
correct them. This will lead her to becoming perfect in regard to making mistakes. The
other students mentioned above also state the same things through different words. All
of them agree that portfolio is a means to either improve themselves or make them

aware of their progress.

Students 4, 8, 13, 34, and 40 stated that the portfolio helped them to become more
organised. Organisation in a way leads to better understanding. Students will be able to
follow their progress through an organised portfolio. One of the essential issues in
portfolios is giving importance to its organisation. It is not only a bunch of folder.
Through organisation students can see the difference between their first drafts and their
last drafts. They can follow their progress in an easy way. To exemplify the following

excerpts were chosen as representatives:

ST4: ...The things we have done up to now, brought us a studying system. It
gave us responsibility ...

Interview 1/p. 9 (01.12.2005)
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STS: ...Putting lots of activities into an organization. With a single sentence.

Interview 1/ p. 17 (01.12.2005)

ST13: ...Organization, system, improvement ...

Interview 1/ p. 28 (30.11.2005)

ST34: ...System comes to my mind. Responsibility, system, being more

understandable comes to my mind. You are more understandable than general.

Interview 1/p. 72 (30.11.2005)

ST40: ...Putting into a folder, system, being in a specific system ...

Interview 1/p. 84 (30.11.2005)

All the students above agree that through portfolios they became more organised.
Student 34 felt that through organisation it will be easier for others to understand her. It
will make it easy for others to follow what she tried to do. As we stated before,
organisation leads to better understanding. When students become familiar with
organisation, they will make it a part of their life in the future. This will lead them to be
more responsible and autonomous learners. They will be able to follow their own

process in a comfortable and smooth way.

The last category that can be placed under the heading of Benefits of Portfolio was
Ownership. Students started to take the responsibility of their learning by stating that it
was their own work: A work that they could be proud of, something which gave them
self-confidence. Therefore we coded it as Ownership which we defined as starting to
stand for ones doings. For instance:

ST15: ...Something that I have done for the first time. That is why it was good.

The first product I created on my own.

N: If you would tell anybody about it would you say a product by me?

ST15: Yes.

Interview 1/ p.37 (30.11.2005)

She feels having produced something. When we asked her whether she meant a product

produced by herself or not she answered in the positive.
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ST23: ...We started to create something this year. Something done with our own
labour, completely with our own effort. Looking at them after some time is
something nice. It is a work like that

Interview 1/ p. 48 (30.11.2005)

Similarly student 23 thinks that it is totally their own product. A product into which
much effort was put. Students were proud of what they did. They became enthusiastic
when they saw their own potential. Their initial thoughts were that the portfolio was a
bit challenging, yet through time they got used to it. When they started to see their own
progress, when they started to feel the pride that arose in themselves, they started to like

it more and more.

5.6 Findings from the Content Analysis of Focus Group Interview

Focus group interview was our last collection tools to be analysed through content
analysis.The reason behind our choosing Focus group interview is that as Glesne and
Peshkin (1992) put it, interviewing more than one person at a time sometimes proves
very useful; some young people need company to be emboldened to talk, and some

topics are better discussed by a small group of people who know each other.

The data obtained from this interview were analysed keeping in mind research question
2 (Have learners observed in themselves any changes at the end of the
implementation?), research question 3 (Have learners perceived an improvement in their
reading towards becoming critical readers?) and research question 4 (Does the reading
portfolio implementation enhance autonomy in terms of learner awareness, subject
matter awareness, learning process awareness, and social awareness?). Through these
questions we aimed to find out the changes (if any) that the students underwent during

the implementation.

The first interview was conducted in the sixth week of the implementation and the focus
group interview was conducted after the portfolios were assessed by the researcher, a
peer, and the owner of the portfolio. The timing of the interview and focus group
interview was fixed beforehand to see how students coped with the term portfolio and to

see what kind of changes (if any) they underwent.
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Findings from the analysis of the focus group interview were very similar to the
findings of the Interview conducted shortly after the beginning of the implementation.
Therefore, instead of focusing on the similarities we concentrated on the differences and

the issues that were not mentioned in the first interview.

Three main categories emerged from the focus group interview: Self-Confidence,
Consciousness, Initiating tasks. These categories and their subcategories have been

defined in Table 5.6.

Table 5.6 Category Labels for the Focus Group Interview Data and their

Operational Definition

Category Label Operational Definition Examples

Confidence the ability to comfortably do “...Portfolio gave me a really big
something one thought he could  responsibility. I feel myself very

not do and/or the willingness sure when I do something because
to explore what has not been firsts are always hard to start.
explored. Portfolio was a first in my life...”
Awareness -purposeful reading “...To tell the truth, I was never
-questioning questioning what I read. When I
-monitoring progress started doing my portfolio I did it

the same way and then I had to
read some places twice. Then I
said instead of reading it twice |
should read it once and use my
questioning skills and now I am

doing it like that...”

Initiating Tasks -starts voicing ideas

5.6.1 Confidence

Some students, who were not sure about the implementation at the beginning, claimed

that they started to become more and more confident during the focus group interview.
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Since the first interview was held at the beginning of the implementation, this change in
their feelings was an expected outcome.
ST 6: ...Portfolio gave me a really big responsibility. I feel myself very sure
when I do something because firsts are always hard to start. Portfolio was a first
in my life...

Focus Group Interview /p. 4 (29.03.2006)

As she states, portfolio was a first in her life, yet as a result of it, she started to trust in
herself. This confidence will lead her to do more things on her own. This again will
result in her becoming an autonomous learner.
Similarly,
ST 9: ...The things I have told there are almost the same there is no big
difference. Only I think that our confidence improved. I think I started to be
more self confident than before ...

Focus Group Interview /p. 9 (29.03.2006)

This student accepts everything she said in the previous interview except for the
confidence issue. Like student 5 she also feels more confident than in the past. Students
got used to the challenges. They know the ways and how to reach their goals. Therefore,
they start to feel more confident about their studies. The other students (ST13, ST12,
and ST17) also stated how they became more confident. Confident students, participate
more in their classes, they can initiate tasks on their own, and find solutions to their
problems. All these features will lead them to become autonomous learners who

question whatever they confront.

5.6.2 Awareness

Students reflected that they became aware of their way of reading as a result of the
portfolio implementation. They started to recognize the strategies they were using while
handling with their readings. They regarded the reading portfolio to be an effective tool

in the improvement of English learning.

Students became aware of their weaknesses as well as in which areas they felt

themselves improved as a result of the portfolio. A high percentage talked about how
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their ways of reading, namely their reading habits changed. To illustrate, some of them

said:

ST4: ... Yes I quite understood why, how, and what I learn because while doing
an activity we do not do it superficially we do it according to the schedule you
gave us. While doing research when you reed it intensively you become aware of
what you are doing...

Focus Group Interview/ p. 1 (27.03.2006)

ST4: ... I want to answer the question ‘Can you see your improvement. When
you look at my 5t activity you can see grammer mistakes that not even a
primary school student can do. May be they are typing mistakes. When you look
at the last activity you can no more see any of those mistakes. When we readand
then write it we become aware of our mistakes because when we looked over
them with you later on we corrected those mistakes. That’s why we cannot see
any mistakes in the last activities. I can say that we improved grammatically and
also our reading.

N: Is there any difference in your reading?

ST4: ... In the past I thought that I should finish my reading as soon as possible
but now while reading I try to understand what the author says, what he wants to
do. I read and think about the text. I make more comments.

Focus Group Interview/ p. 2 (27.03.2006)

STS: ...For example while preparing the textbook I realised that I have a
problem with forming questions and this awareness was very beneficial. I mean I
cannot form questions. This is my deficiency. The questions do not support the
paragraph or they are weak ones.

Focus Group Interview/ p. 3 (29.03.2006)

Student 33: “...The portfolio activity was very beneficial. It was not something
that we did in one hour and it gained us a lot. First of all when we are reading we
no more read for the sake of reading. We pay attention to the parts that we have
to, to the parts that we will use in the task, or we think about what it awakens in
us. Because we did all of these both in the reflections and in the tasks...”

Focus Group Interview /p. 3 (29.03.2006)
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Student 35: ...For an irresponsible person like me, the portfolio activity was
really a very difficult activity. But I recognized that in the past especially in my
novel readings, I only read for the sake of reading. To tell the truth, I was never
questioning what I read. When I started doing my portfolio I did it the same way
and then I had to read some places twice. Then I said instead of reading it twice I
should read it once and use my questioning skills and now I am doing it like
that...
Focus Group Interview /p. 4 (29.03.2006)

Awareness was seen throughout the implementation via the different tools that we used.
As we will see later the kinds of awarenesses that were mentioned up to now will be
also seen during the checklist. The items to which the students agreed or disagreed

match the items we came across during the analysis stage.

5.6.3 Initiating Tasks

In this study, Initiating Tasks was taken as students’ starting to voice their ideas,
thoughts, and feelings. During the first interview students stated that they expected to
have an education similar to the one they were used to. Teacher is at the center of the
class, gives information about the course and lets the students to memorise. They were
expecting a kind of rote learning. However, at the end of the implementation we came

across different feelings of students.

With their increased confidence, they started to take their own initiations. During the
focus group interview they explained that they were no more in need of a teacher during
all of the stages of the tasks.
STS: ... I started to buy English newspapers but at the beginning I did not read
them. I just stayed content with what the teacher gave me. But from now on I
started to do different things.
N: Does it mean that you started to learn on your own. It does not have to be
with the guidance of a teacher or during the class?
STS: Yes I think we can do it on owr own.

Focus Group Interview /p. 3 (29.03.2006)
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STé: ... It really happened to me as my friends have felt. Now I can understand
that in past I did something only when teacher said to do that. Now I am doing
something and I ask myself why I am doing these, what is the reason. And the
things I did I want them to improve me not do such silly things.

Focus Group Interview /p. 4 (29.03.2006)

These two students accepted the fact that the implementation helped them to initiate
tasks. This they revealed can be done without taking much help from the teacher. They
set goals for themselves and tried to accomplish these by themselves. Student 6 also
continued that initiating tasks gave her the confidence that is needed for establishing her
own learning:

ST6: ...Doing something on my own gave me confidence. When I do something

without the help of a teacher I feel myself happy.

Focus Group Interview /p. 4 (29.03.2006)

5.7 Findings from the Autonomy and Critical Reader Checklist

The autonomy and critical reader checklist is divided into two parts. The first part is
about autonomy and the second part is about critical reading. Students were given
different items about these two categories and were asked to state their level of
agreement with the statements. A three-point scale was used as agree, disagree, and no
idea. Table 5.7 shows the results obtained from the evaluation of the first part of the
checklist. Table 5.8 shows the results obtained from the second part of the checklist.

As a result of a comparison between the findings of the Autonomy and Critical Reader
Checklist and the findings of the other data collection tools, we observed a high
relationship between what the students wrote in their reflection sheets and cover letters,
what they said during their interviews and how they replied to the items in the checklist.
In the following section we give the results of the checklist and explain the items in it.
The reasoning behind our choice of the four important areas of metacognition have been

explained in Chapter 3.
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Items used in the Checklist Disagree No Idea Agree
Learner 1. I share in the decision and initiatives 1 9 33
Awareness that shape and direct my learning
process
2. I view myself as a continual learner 3 13 27
and thinker
3. I know why I am learning - - 43
4. I know how I am learning - 11 32
5.1 am confident that I can learn 4 39
6. I am intrinsically motivated by 1 6 37
making progress
Total Number of Students 5 43 211
(Responses?) (258)
Percentage 1.9 16.6 81.7
Subject matter 7. I know what I am learning 1 4 38
awareness of
the target 8. I know my strengths in language 3 12 28
language learning
9. I know my weaknesses in language 4 6 33
learning
Total Number of Students 8 22 99
(Responses?) (129)
Percentage 6.2 17 76.7
Learning 10. I can easily set short term goals for - 10 33
process my learning
awareness
11. I can easily set long term goals for 1 8 34
my learning
12. T actively seek to expand my 3 18 22
repertoire of strategies for learning
13. I can assess myself objectively 3 8 32
14. I take time to think about my own 3 5 35
thinking
15. I can match strategies to the 3 12 28
learning task, making adjustements
when necessary
16. I can reflect on my work - 10 33
17. 1 take initiatives in my learning 2 4 37

process
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18. I can take control of my learning by 3 10 30

using the necessary tactics

Total Number of Students 18 85 284

(Responses?) (387)

Percentage 4.6 21.9 73.3
Social 19. I can assess my peers objectively 5 9 29
Awareness 20. I ask for guidance from peers or the 5 9 29

teacher

21. I am able to transfer classroom 2 11 30

learning to the world

Total Number of Students 12 29 88

(Responses?) (129)

Percentage 9.3 224 68.2

Learner Autonomy

The first part of the autonomy and critical reader checklist consisted of the items that
reveal the level of autonomy students approached throughout the implementation. It is
based on four metacognitive areas which we derived from Ellis (1999) and Sinclair
(1999) who state that learners who are expected to give informed decision about their
learning need to have improved themselves in these areas (see Chapter 3). To explain

how our students responded to each item we will deal with each area in detail below:

Learner Awareness

Learner awareness refers to learners being aware of themselves as learners mainly in
terms of attitudes, beliefs, motivation, needs, and learning styles. As can be seen from
table 5.7 we had six items under this category. Generally speaking, almost %82 of the
students agreed that they felt themselves aware as learners. However, when we look at
each item carefully, we can see that Item 2 (I view myself as a continual learner and
thinker) and Item 3 (I know why I am learning) are outstanding the others. Sixteen
students out of 43 either disagreed or had no idea about their being continual learners
and thinkers. For Item 3 just the opposite revealed itself. The whole participants agreed
to this item. Through agreeing to the third item, it was obvious that the “implicit
becomes explicit-pupils become aware of what they are doing and why” (Ellis, 1999,

Why is the development of metacognitive awareness important? section, para. 4).
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Subject Matter Awareness of the Target Language

Subject matter awareness refers to learner awareness of the language as a system. This
area was divided into three items as awareness of what they are learning, their strengths,
and their weaknesses. There was not a big problem with the awareness of what they are
learning and their views about their weaknesses. However, when it came to the
strengths, we found out that 15 students out of 43 either disagreed or had no idea about
this item. Students were able to detect their weaknesses whereas they were not as

competent in detecting their strengths.

Learning Process Awareness

Learning process awareness refers to self-assessment, goal setting, and use and control
of learning strategies (monitoring progress, evaluating activities, and organising time
and resources). Nine items were chosen to identify students’ awareness about their
learning process. Among these, item 12 (I actively seek to expand my repertoire of
strategies for learning) and item 15 (I can match strategies to the learning task, making
adjustments when necessary) were significant because in each item most of the students
either disagreed or had no idea about them. This shows us that students still need help in
the field of strategies. Item 17 (I can take initiatives in my learning process), on the

other hand, shows us that students became confident enough to choose for themselves.

Social Awareness

Social awareness refers to learner awareness of the presence of others in the classroom
and their willingness to cooperate through interaction and collaboration. Here we aimed
to find out whether or not students were aware of the socialising through different tasks
in the classroom. Three items were used to identify this type of awareness. Although not
very significant, students revealed that they had problems in peer-assessment as well as
in asking guidance from peers or the teacher. On the other hand, most of the students
agreed to the point that they were bale to transfer what they have learned in the

classroom to the outer world.

To sum up, a high percentage of the students revealed that they were conscious of these
four metacognitive areas. These findings were strengthened with the findings from the
other data collection tools. To what extent the data collection tools matched with each

other will be discussed while revisiting the research questions in Chapter 6.
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Codes for the Items used in the Checklist Disagree No Agree
Items Idea
Lower Order 22. 1 can remember previously -- 12 31
Skills learned material, recall facts, terms,

basic concepts from a stated text

23. I can demonstrate understanding 1 8 34

of the stated meaning of facts and

ideas

Total Number of Students 1 20 65

(Responses?) (86)

Percentage %1.1 %23 %76
Higher Order  24.1 can demonstrate understanding 1 10 32
Skills of the unstated meaning of facts and

ideas

25. I can solve problems by applying 2 10 31

acquired knowledge, facts and

techniques in a different situation

26. I can examine and break down 2 7 34

information into parts

27. 1 can compile information in a 2 12 29

different way by combining elements

in a new pattern

28. I can present and defend opinions 1 13 29

by making judgements about

information based on criteria.

Total Number of Students (215) 8 52 155

Percentage %3.7 %24 %72

Critical Reading

The second part of the autonomy and critical reader checklist was based on the lower

order skills and higher order skills of Bloom’s revised taxonomy. Remembering and

understanding were the items sought for in the lower order skills, whereas applying,

analysing, evaluating, and creating constituted the higher order skills in this taxonomy

(see Chapter 3).

Lower Order Skills

Since the educational background of our participants depended on rote learning there

was no problem with the first two levels of the taxonomy. A high percentage of the

students stated that they agree with the items used to identify the lower order skills.
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Higher Order Skills

Our main concern was with the higher order skills which included creating, evaluating,
analysing, applying, and inferencing. Except for the last two items there was a highly
percentage of students who agreed to have gained these higher order skills. When it
comes to the last two items which involve evaluating and creating, the percentage of the
students who agreed decreased. This decrease is quite acceptable because proceeding
towards the higher order skills is a process that needs time to develop in a student.
Through the implementation, students accepted that they could not reach the top, yet
started to head towards the right direction. They became aware of the track to keep in

reaching the higher order skills.

Briefly, as the case was in learner autonomy, students admitted that awareness rose in
them towards becoming critical readers. Their opininons were confirmed with the
findings of the other data collection tools. How all the findings fitted together will be
discussed in Chapter 6.
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CHAPTER 6

DISCUSSION OF FINDINGS AND IMPLICATIONS

6.0 Introduction

The aim of this chapter is to present a summary of the findings and link them to the
research questions we have started up with. Furthermore, in this chapter we will match
the findings of this study with the findings in the literature whenever possible.
Limitations of the present study and further comments as well as our reflections will be

touched upon in this chapter.

6.1 Summary of the Findings

The research questions we seek to answer in this study mostly try to determine students’
gains, changes, and improvements in regard to autonomy and critical reading. Before
continuing to explain the findings it would be reasonable to explain how we came to

learner autonomy and critical reading in this study.

While dealing with the literature review of the concept ‘learner autonomy’ we discussed
learner autonomy as a perception which can be portrayed on a continuum at one end of
which dependent students and the other end autonomous students can be seen.
Throughout this continuum students develop their metacognition. They reveal this
metacognition in an awareness of at least four important areas of metacognition: learner,
subject matter, learning process, and social awareness (Ellis, 1999; Sinclair, 1999). Our
research questions as stated above were mainly based on whether or not reading
portfolio implementation and assessment could help learners see to what extent they
could go on the continuum. In order to get answers to these questions, we looked for
evidence in our students’ metacognitive awareness through task completion, interviews,
written documents (reflection sheets and cover letter) and the autonomy and critical

reader checklist.
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As for critical reading, we had Bloom’s revised taxonomy as our basis. Students’
critical reader level was elicited at the beginning of the implementation through a short
story and it revealed that they were at a lower order skill level. During the
implementation, tasks that stimulate critical reading were given to see to what extent

these tasks would make students’ critical reader level higher.

The findings revealed that as a result of the implementation, students started to become
aware in many areas which might have led them to becoming autonomous learners. This

awareness was also reflected in their critical reader level.

6.2 Autonomous Learning and Critical Reading through Portfolio Implementation

In this study we mainly tried to make our students gain autonomy and critical reading
skills through the Portfolio Implementation and Assessment believing that they start
their university education with the lack of these skills. For autonomy we could have
observed and revealed this lack prior to this implementation in order to be more
objective on our comments. Yet, as this was the students’ we did not have this chance.
Therefore, we made the assumption that our students should be placed very near to the
‘dependent’ end of the autonomy continuum discussed above. We based this
assumption on our data collection tools: the information that we gathered through the
initial interviews and the written documents as well as the experience that we had with
our students in the pilot study. The results of the findings displayed an improvement in
their location in the continuum. This was seen either directly through what students
stated in their reflection sheets and the interview or indirectly through their

performances of the tasks.

When it comes to critical reading, through the short story analysis at the beginning of
the study we found out that our students were at the lower order skill level of Bloom’s
revised taxonomy (see Figure 2.1). The same reasons stated above for autonomy also
shows us that we can place the students in this study in the lower order skill category of
the taxonomy. The findings revealed that our students improved their critical reading

skills as well.
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Our aim was not to measure quantitatively the extent to which student fostered
autonomy and critical reading. We rather focused on the learning experience of these
students to be able to comment on the nature of learners’ capacity for applying
autonomous learning and critical reading. The analysis of the data obtained helped us to
see whether the students were demonstrating critical reading and learner autonomy
during the implementation. In the next sections we will argue how students appeared to
be demonstrating critical reading and autonomous learning. We will also deal with the
parts where students did not show any of these features and the possible reasons for this

outcome.

6.2.1 Gains of Attitudes and Language Skills

Our first research question was “What kind of attitudes and language skills do students
gain through reflection in Reading Portfolio Implementation

a. by use of Reflection Shets?

b. by use of Cover Letters?

Through this question, we aimed to find the kinds of attitudes and language skills
students gained through reflection in Reading Portfolio Implementation. As Benson
(2001, p. 187) comments

while it is difficult to judge whether learners have become more

autonomous or not in a global sense, it is possible to judge whether

they are able to produce more effective learning plans, participate

more in decision making processes, reflect more deeply on their

learning, and so on.

Considering Benson’s comment on reflection, we looked at this question from two
points of view: by use of reflection sheets and by use of cover letters. Table 6.1 reflects

a top view of the attitude and language skills gained throughout the implementation.
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Table 6.1 Gains of Attitudes and Language Skills

Attitudes Gained Language Skills Gained
Awareness Language Use

Higher Motivation Dictionary Use
Responsibility Vocabulary Learning
Different perspectives Writing Skills
Confidence Reading Skills

Use of Metacognitive Strategies

Gains in Attitude
In order to gain an attitude, there should be a change in this attitude. Attitude change is
defined as

the gradual or sudden transformation of attitude toward the attitude

object: an idea, person, any tangible object, concept, etc. brought

about by new information learned, or by events, natural or otherwise,

or commercials etc. The change can be either positive or negative:

from hating the object to liking it (positive change) or from liking to

hating (negative change) (Wikipedia, the free encyclopedia).

The analysis done in chapter 5 revealed that students who were described as passive
rote learners had the capacity to become more autonomous as a result of portfolio
implementation and assessment. Their attitude towards learning changed. Through the
use of reflection sheets, students stated that they gained the following attitudes:
awareness, higher motivation, responsibility, the ability to look at events from different

perspectives, confidence, and the use of metacognitive strategies (see Table 6.1).

As explained previously awareness leads to the students’ taking responsibility of their
learning. Analysis of reflective data reveals that students in this study became aware of
their strengths and weaknesses, of their monitoring progress, and of their abilities.
While monitoring their progress, they started to strengthen their weak points and revise
their strong points. The findings from the checklist support these points. To illustrate,
when asked about their opinions about reflection, 33 students out of 43 agreed to the
item that they can reflect on their work. Being able to reflect led them to awareness and

awareness is the starting point to change the situation a person is in. Thus we can state
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that by means of this awareness students gain their autonomy and start to act
accordingly.

Motivation is another issue that was raised as a gained attitude. In section 5.1.2 we
defined motivation as the sense of having the encouragement to do something.

Different issues throughout the implementation increased students’ motivation. From
students’ interviews we found out that having the opportunity to choose their own
material for their learning motivates students highly. Also being in the state of assessing
themselves is another reason that increased their motivation. This gain in their attitude
was empowered with item six in the autonomy and critical reader checklist (I am
intrinsically motivated by making progress). As Vallerand (cited in Benson, 2001, p.
69) states “learners who are intrinsically motivated carry out learning activities for the
pleasure of learning, for the satisfaction of achievement or to experience stimulation.”
At the initial stages of the implementation, the motivation of the students developed
extrinsically. Knowing the fact that their portfolios will be assessed motivated them to
use their performance to the utmost. Towards the end of the implementation, they
expressed their willingness for learning for their own improvement, as they gained

intrinsic motivation.

Motivation led the students to taking more responsibility of their learning. There was an
obvious increase in students’ responsibility. Cover letters as well as interview results
revealed students’ feelings in regard to responsibility. Benson (2001, p. 69) states that
“by taking control over their learning, learners develop motivational patterns that lead to
more effective learning.” As a result of the data analysis we found out that taking
control over their learning was what almost all students agreed to. To examplify, 30
students out of 43 agreed to item 18 (I can take control of my learning by using the
necessary tactics) in the autonomy and critical reader checklist. From all these we can
conclude that motivation stimulates responsibility and responsibility stimulates

motivation.

The students in this study became aware of their questioning skills. They no more
accepted their learning as it is, but started to question it. They realised the What, Why,
and How of their learning. Thus, they started to view the text from different

perspectives which resulted in their constructing their own meaning from the text.
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Confidence was another gain for the students in this study. They claimed that their self-
confidence improved throughout the implementation and assessment. This revealed
itself in students’ behaviours towards their learning. They no more accepted portfolio as
a workload but as a tool to improve themselves in various skills and attitudes. Their
confidence displayed itself in their starting to initiate tasks, ideas, and taking part in the

decisions of their learning.

According to O’Malley and Chamot (1990, p. 137), metacognitive strategies involve
“thinking about the learning process, planning for learning, monitoring the learning
task, and evaluating how well one has learned.” Students in this study revealed these
metacognitive strategies through reflecting on their tasks, setting goals for their
forthcoming learning, monitoring their progress through locating strengths and
weaknesses, and evaluating both their own portfolios and their peers’ portfolios. Many
students found out that there are different strategies of which they were not aware up to

now and started to find the most suitable one for themselves.

Gains in Language Skill

Aside from the attitudinal gains, the students in this study improved themselves in
various language skills: language use, dictionary use, vocabulary strategies, reading and
writing skills. Among these, language use is a very broad term and comprises almost all
the skills needed for efficient language learners. Students who want to be efficient
language learners should be aware of all these skills. Throughout the implementation
students declared that they acquired various language skills which led them to become

more and more efficient.

To sum up, portfolio implementation and assessment helps students gain different
attitudes and language skills like responsibility, motivation, confidence and the four
basic skills of language. Reflection sheets and cover letters helped students to become
aware of these attitudes and language skills. These attitudes were related with each

other. The acquisition of one led to the starting of another one.



152

6.2.2 Self-Observed Changes

Our second research question was “Have students observed in themselves any changes

at the end of the implementation?”

Our aim in generating such a question was to find out the changes students discovered
in themselves. The findings of the cover letters and the interviews gave us a clear
insight into the changes students perceived in themselves throughout the
implementation. We can broadly group these changes as change in feeling and change
in reading. Change in feeling can be classified into three: Less Frustration, Self-
Confidence, and Responsibility. These changes depend on each other. Students who felt
less frustration gained their self-confidence which resulted in responsibility. The most
notable one of these was less frustration towards their learning. This frustration as the
students explained was due to the heavy workload they were confronted with since in
their previous education background they were not given much responsibility to take
care of. After getting organised which is a requirement in portfolio implementation the

frustration they felt at the beginning diminished.

Their self-confidence as stated above emerged in relation with less frustration. As a
result, students started to initiate their task, to depend less on the teacher, to work
collaboratively, and to assess themselves objectively. The autonomy and critical reader
checklist supported what students said during their interviews and what they wrote in
their reflections. To illustrate, 37 students out of 43 agreed to item 17 (I take initiatives
in my learning process), and 32 students out of 43 agreed to item 13 (I can assess
myself objectively). All these behaviours led them to responsibility. Students did not
name these behaviours, yet they directly stated that they felt more confident and more
responsible. Also, their confidence and responsibility were seen in their task

performances.

When it comes to change in Change in Reading, we classified it into three: Use of
Dictionary, Step towards critical reading, and monitoring progress. There were two
different views about the use of dictionary: one part of the students started to be more
dependent on the dictionary and other resources, whereas the other part felt the

dictionary to be a burden while reading. Both of these views can be regarded as a step
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towards autonomy. Students who became dependent on dictionaries and other resources
tried to do something on their own without outside help. The other group became aware
of the strategies that can be used instead of depending on dictionaries or other resources.
Both of these situations display how students started to take ownership of their learning.
The second subcategory which was seen especially in the cover letters and focus group
interviews revealed how students started to compare their previous reading and their
present reading. Their previous reading was a kind of mechanic reading with the aim of
answering the questions to the text. However, their present reading started to become a
vehicle for their own improvement. Students frankly claimed that reading for
understanding and improvement became their prior aim when dealing with a text. All

these show how students started to take their first steps toward critical reading.

Monitoring progress, another subcategory of change in reading, revealed how students
became aware of the change in their reading. Since portfolio is a tool that evaluates the
process, students had the opportunity to go over their process whenever necessary. They
had a concrete proof of their progress. This helped them to monitor their progress and
go back to strengthen the weaknessess they came across. Table 6.2 gives us a clear

topview of the observed changes students felt in themselves.

Table 6.2 Self-Observed Changes

Change in Feeling Change in Reading

Less Frustration Use of Dictionary
Self-Confidence Monitoring Progress
Responsibility Steps towards critical reading

-Reading for understanding

-Reading for self improvement

6.2.3 Perceptions of Critical Reading

Our third research question was Have learners perceived an improvement in their
reading towards becoming critical readers?
a. 1If “yes”, how did this manifest itself?’

b. To what extent was this due to the implementation?
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Since one of our aims in this study was to reveal students’ critical reading skills through
portfolio implementation our objective in asking this question was to identify the
peceptions of students in regard to critical reading. As a result of the analysis of the
students’ literacy autobiography (see Appendix 9) we found out that preparatory class
students were not used to reading very much. The reason they gave was ‘preparing for
the university entrance exam’. These results necessitated to find out at what level of

critical reader students were.

The level of students’ critical reading in this study was evaluated through the answers
they gave to a short story (see Appendix 15) at the beginning of the implementation.
The questions that were asked were grouped under the categories of Bloom’s revised
taxonomy. The analysis of the given answers revealed that students had difficulty in
answering the questions to the higher order skills which necessitate the use of
metacognitive process through which an individual applies specific and broad
knowledge to evaluate, create, plan, organize, communicate, interrelate, solve problems,
and effectively perform tasks (Ball, 1998). This is how we came up with the assumption
that the students in this study are at the lower order level. Through the given tasks we

aimed to improve their level of critical reading towards the higher order level.

The results of the analysis of the initial reflections were evidence that students started to
change their reading habits. Students, who stated that they got bored while reading in
their literacy autobiographies (see Appendix 9), claimed that with the help of portfolios
they learned to read books. Reading became a part of the way towards improving
themselves. This shows us that students were not aware of critical reading at the
beginning of the study. However, towards the end of the process students started to
perform the tasks by using their higher order skills. They started to view any kind of
text as a vehicle for further improvement and no more as a text whose questions should
be answered. Briefly, we can say that at the beginning many texts offered the truth for
the students; however, later on a single text changed into one portrayal of the facts, that

is one individual's view on the subject.

This was supported with what they told during the focus group interview. They started
to evaluate what they read and made decisions accordingly. They no more accepted

what was given in the text without giving it a second thought. These second thoughts
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led them to agree with the author, disagree with the author, or realise that additional
information was needed before they could make an informed judgment. We can
conclude that reading portfolios in nature help students to read extensively, intensively,

and critically since reading is the necessary skill to complete their reading portfolios.

The findings of the data collection tools used throughout the whole implementation
were supported with the results of the autonomy and critical reader checklist. In general,
%72 of the students agreed to the higher order skills in the checklist. When we have a
detailed look at the checklist we can see that students agreed to item 24 (I can
demonstrate understanding of the unstated meaning of facts and ideas), item 25 (I can
solve problems by applying acquired knowledge, facts, and techniques in a different
situation), and item 26 (I can examine and break down information into parts) with a
high percentage. Since the implementation was evaluating the process rather than the
product these results were quite acceptable, because in time students’ reading habits

changed and priority was given to critical reading.

According to the checklist, at the end of the implementation students still faced
problems with the top two levels (evaluating and creating) of Bloom’s revised
taxonomy. Only 29 students out of 43 agreed to item 27 (I can compile information in a
different way by combining elements in a new pattern) and item 28 (I can present and
defend opinions by making judgments about information based on criteria). The other
students either disagreed or had no idea which showed that they still need time to master
these two skills. Critical reading requires getting at the deep structure of the text. It
involves using logical and rhetorical skills. When we take the education system students
graduated from into consideration, these results should not be considered as a big

problem. To be able to get at the deep structure, students need time and instruction.

Our main focus was on the higher order skills of the students, however while focusing
on them we also paid attention to the lower order skills. The results showed us that
although we assumed that students had mastered the lower order skills we felt that the
percentage that we came up with in the checklist (%76) was lower than we had
expected. When comparing the percentages of the lower order skills (%76) and the
higher order skills (%72) we observed that there was not a very significant difference

between both. It can be inferred that when students are not faced with the higher-order
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task, mastering the lower-order skills will not make sense. Up to now they were not
asked to perform higher-order tasks, therefore they were not in need of the lower-order
skills. Thus, in this study both their lower-order skills and their higher-order skills
developed equally. Each of them stimulated the other one. The more they face higher-
order task, the more they will be in need of lower-order skills. Eventually, both of the

skills will improve.

Students’ perceptions of their improvement in critical reading manifested themselves
through the reflections they were supposed to write at the end of each task, through the
cover letters, the focus group interview, and the autonomy and critical reader checklist.
In each of these, students explained their perceptions in different ways which made us
come up with the conclusion that their notion of critical reading has improved. This
improvement was highly due to the implementation since students came to this level

through a process. The findings clearly show us the improvement seen in students.

6.2.4 Enhancing Autonomy

Our fourth research question was Does the Reading Portfolio Implementation enhance
autonomy in terms of

- Learner Awareness

- Subject Matter Awareness of the target language

- Learning process awareness

- Social Awareness

Learner Awareness

Awareness of skills and behaviours is a characteristic of learner autonomy. Awareness
is the issue that we based our fourth research question on. By using awareness as a base,
we aimed to find out whether or not reading portfolios could enhance autonomy.
According to Scharle and Szabo (2001), there are some stages to be followed in the
process of developing learner responsibility. One of these stages is learner awareness.
Learner awareness refers to learners being aware of themselves as learners mainly in

terms of attitudes, beliefs, motivation, needs, and learning styles.
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During the analysis of the reflection sheets and cover letters, we saw glimpses of learner
awareness regarding students’ attitudes, beliefs, motivation, and learning styles. They
realised the change in their attitudes toward learning which resulted in higher
motivation. Through this awareness they felt the responsibility for their own learning.
Students became aware of their needs and took their following steps accordingly. They
also started to change their learning styles. They no more expected the teacher to feed

them, but they started to fill in the gaps by themselves.

The results of the autonomy and critical reader checklist also revealed that %81.7 of the
students agreed to the fact that they gained learner awareness. The only part students
felt themselves weak in was item 2 (I view myself as a continual learner and thinker).
Only 27 students out of 43 agreed to this item. This shows us that students still need to
be stimulated to go on learning. Although they started to be motivated intrinsically, the
period of the process was not long enough to trigger their continuity of their learning.
On the other hand, all of the students agreed to item 3 (I know why I am learning)
which shows that students have the ability to set goals and follow these goals until
completion. By completing their goals they took the responsibility for their own

learning which led them to becoming more autonomous.

Subject matter awareness of the target language

Subject matter awareness refers to the learner awareness of the language as a system. In
this study students became aware of the fact that language is a whole and cannot be
parted. Everything has meaning in its own context. When students accepted that their
language skills improved they were aware that this improvement was due to their
handling the language as a whole. When reading a text they did not see it as a text on its
own but a text which needed to be responded to and which needed to be given meaning
to. While dealing with the text, they also dealt with its grammar constituents, its

vocabulary, and the meaning.

The results of the autonomy and critical reader checklist revealed that 38 students out of
43 were aware of what they were learning which included the language as a system
through reading. 33 students out of 43 were aware of their weaknesses regarding the
language as a system. However, 15 students out of 43 had difficulties in pinpointing

their strengths. They were aware of their weaknesses yet could not stress their strengths.
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Learning can be facilitated by making students aware of the range of strategies from
which they can choose during language learning and use. If students are given the range
of strategies, they will be able to stress both their strengths and weaknesses. This, as a

result needs more time to be achieved.

Learning Process awareness

As stated in Chapter 2 learning process awareness refers to self-assessment, goal
setting, monitoring progress, evaluating activities, organising time and resources, and
gaining metacognitive strategies. According to O’Malley and Chamot (1990, p. 137),
metacognitive strategies involve “thinking about the learning process, planning for
learning, monitoring the learning task, and evaluating how well one has learned”,
behaviours that have been closely associated with autonomy in the literature.

Gipps (1994) comments that

Assessment is a powerful tool: it can shape curriculum, teaching and
learning; it can affect how pupils come to see themselves as both
learners and in a more general sense as competent or not; through
labelling and sorting pupils it affects how pupils are viewed by others;

it controls access to further education and high status careers (p. 144).

When taking all these into consideration, to improve the area of self-assessment in the
classroom, we chose portfolios as our main tool. Through the medium of portfolio work
students had an opportunity to see their abilities and strengths and to realise their
weaknesses with the belief that they could always improve them. When there is such a
belief in students, they show great pride and ownership in their work which provides its
own stimulation for constant improvement. These results were strengthened by item 13
(I can assess myself objectively) in the autonomy and critical reader checklist. This
process which the students in this study underwent constitutes a part of the learning

Process awarencess.

Goal setting is another part of learning process awareness which involves setting
specific, measurable and time targeted objectives. It may be an effective tool for making
progress provided that students are clearly aware of what is expected from them, if an

objective is to be achieved. At the beginning of the study through the use of reading
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contracts (see Appendix 7), students had the opportunity to become acquainted with
setting goals. During the interviews, students reflected on the benefits of setting goals.
They claimed that it helped them to achieve their goals more easily. Goal setting is a
kind of motivation for students. Trying to reach their goals might build a feeling of
responsibility within the student and achieving the specific goals would lead them to
confidence. Having the necessary motivation, being aware of the responsibility to be
taken and achieving their aim lead to the autonomy of the student. The interview results
regarding goal setting were supported with the results of the autonomy and critical
reader checklist where 33 students out of 43 agreed to item 10 (I can easily set short
term goals for my learning) and 34 out of 43 students agreed to item 11 ( I can easily set

long term goals for my own learning).

Another issue taken into consideration in this process is monitoring progress. Students
in this study could easily monitor their progress since portfolio implementation requires
students’ earlier drafts and later drafts. Through compiling all their work in the same
folder, students were able to see their progress. This in conclusion made them aware of

the progress they accomplished.

Students were asked to reflect on each task they have done. These reflections were a
kind of evaluation of the tasks. Through them they became aware of what they were
doing. In spite of the difficulties they came across while writing their reflections, they
mostly talked about the benefits of reflecting on tasks during the interviews. Although
reflections seemed to be a workload for them at the beginning of the implementation, in
time students got used to them and became aware of their importance in the learning

process.

Organisation is an issue that goes hand in hand with portfolio implementation. Without
organisation a portfolio can be regarded as a simple folder. As Stein (2001) states the
portfolio product provides the student with organized evidence of his/her work over
time. When students were asked about the benefits of the portfolio during the interview
sessions %90 percent of the students used the term ‘organisation’. Portfolio helped them

to become organised both in terms of time and resources.
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Each item that we discussed above helped the students to become aware of their
learning process. It can be said that all of them are related to each other. When one is
missing there might be an incompetency in the others. Not all the students benefited
from these equally, yet generally speaking we can say that the portfolio implementation
and assessment process was a medium for students to become at least aware of these.

Becoming aware of them triggered students to make use of them as much as possible.

Social Awareness

This is the awareness that refers to the presence of others in the classroom and their
willingness to cooperate through interaction and collaboration. Students in this study
revealed their social awareness mostly during the assessment stage of the portfolios.
During the focus group interview students explained that while assessing their peer’s
portfolios, they realized their own weaknesses. It helped them to look at their own work

from different angles.

Regarding the results of the autonomy and critical reader checklist, we can say that 30
students out of 43 agreed to item 21 (I am able to transfer classroom learning to the
world). Through this item we inferred that students can use the learning that happened
in their classroom settings throughout their lifes. They started to put theory into
practice, which made us believe that the more students socialize with their peers and

environment, the more they will make use of this socialisation.

The only issue that students had difficulty in was objectivity. Most of the students felt
that they could not be objective while assessing their own and their peer’s portfolios.
When taking their education system into consideration this is quite normal because
students were used to having teacher centered classess. However, through the portfolio
implementation and assessment process, they were given the responsibility to take
charge of their own learning and this necessitated assessing both themselves and their

peers. This was a new situation for them which needs time to get used to.

To conclude in general, we can say that measuring autonomy in terms of product might
be misleading. Therefore, a qualitative approach that measures autonomy by evaluating

the levels of metacognitive awareness might be more acceptable. In this study, we used
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Sinclair’s (1999) qualitative framework (see Table 2.3) which is designed to find out the

levels of metacognition.

According to this framework, learners in this study displayed a shift from largely
unaware (Level 1) to becoming aware (Level 2). Some of the students even displayed
largely aware (Level 3). They not only showed the confident and competent use of the

characteristics of the first two levels, but also descriptions of alternative strategies.

Every learner has a part of autonomy hidden in himself/herself. One purpose of this
study was to make students aware of the autonomy in themselves and to help them use
their autonomy in their lifelong learning. The analysis of the data shows that students in
this study started to become more autonomous as a result of the implementation.
Students stated that they gained more confidence in themselves. There is a direct
relationship between self-confidence and autonomy. Confident students start to take
more responsibility for their actions, in our case for their learning. Also, students in this
study started to initiate tasks without being asked for. They even suggested different
strategies that might help them overcome their weaknesses. Confidence as has been
proved in other studies (Childs, 2004) is an attitude that is in close relation with
autonomy. Also when Candy (1991, pp. 459-466) listed more than 100 competencies
associated with autonomy in learning, he included the item ‘“the learner capable of
autonomous learning will characteristically show confidence and have a positive self-

concept.” This also strengthens our point in including confidence as one of the gains.

As a concluding remark we can say that to be confident, to be motivated, to be
responsible, to be able to use the metacognitive strategies one should be aware of all
these. Awareness is the keyword that leads students to all the aspects necessary for
autonomy and critical reading: Confidence, Motivation, Responsibility, and Use of

Metacognitive Strategies.

6.3 ommendations for Future Research
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6.3.1 Limitations of the Present Study

The aim of this study as has been explained in section 1.5 was to reveal English
Language Teaching students’ critical reading and foster their autonomy through
portfolio implementation and assessment. Portfolios can be implemented only through a
process. However, this study was conducted for only one semester (16 weeks). Since
our aim is to find out whether or not students displayed a change in their autonomy and
critical reading, this might be a limitation. Process should be observed for a longer time.

For further research, the process might be observed for a longer time.

Another limitation is having not compared their sit-down scores with their portfolio
scores. This might have given us an idea about whether they could use the strategies
they acquired during the implementation in their sit-down exams. Also, the relationship
between the portfolio implementation and students’ success in their exam could have

given us a different insight into the benefits of portfolio.

Implementation of this system with two classes (43 students) was a heavy workload for
the researcher. Due to the number of the participants we had to cut short the time of the
interviews because of the workload in transcribing and analysing them. Also the time
spent for evaluating the portfolios, conferencing sessions, transcribing and analysing the
reflection sheets was enormous. To be able to do an in depth analysis the number of the
participants should be reduced because the workload is doubled in portfolio assessment

system.

6.3.2 Scope for Future Research

This study is limited with only the implementation of portfolio assessment system on
preparatory class students’ reading course. For further research, implementation of
portfolio assessment system can be expanded throughout the first grade to see the

changes students experience with the process.
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Another possible research topic might be the implementation of e-portfolios in reading
courses. To be able to do this, students should have access to the internet and they

should be familiar with using computers.

The last research topic that we might propose is to find out whether or not portfolios
that have been implemented in only course are affecting the other courses that students
are required to attend. While doing this we might also look whether they use the
information and skills gained for the completion of their portfolios in their lifelong

learning.

6.4 Personal Reflections

I believe that my portfolio experience which lasted for three years made me become a
critical reader and an autonomous learner. I started to become aware of my own
strengths and weaknesses. At the end of the study I knew my role as a teacher, a
researcher, and a student, because I was learning by doing. With my participants I

underwent the same cycles of the action research.

I started to look critically at everything I came up with. I also learned that every
problem has a solution somewhere. Doing the same thing for some years helps the
performer to look at the study from different points of view. Through the variety of

solutions one can better him/herself.
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Appendix 1

Course Syllabus

NAME OF THE COURSE: HIN 103-104 READING
INSTRUCTORS: Yrd. Dog. Dr. Sehnaz Sahinkarakas

Mehmet Seyis

Nurcan Kose

HOURS PER WEEK: 6
REQUIRED TEXTBOOK: Terml: McWhorter, K.T. (1993). Guide to College

Reading.Harper Collins College Publishers.

OBJECTIVES OF THE COURSE:

By the end of the course students will be able to:

improve their reading comprehension skills

read for skimming and scanning

extract the main idea and differentiate between the main idea and the secondary
ideas

make an outline of a text

make a summary of a text

expand their vocabulary

read and comprehend passages written on various theoretical modes: descriptive,
narrative, classification, explanation, etc.

analyse the passage in terms of organisation

justify their answers to given questions, basing their judgements on various
types of cues to be found in a particular text

read and understand semi-authentic and authentic texts.
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SKILLS

SUBSKILLS

Reading Types:

- skimming to obtain general information

- scanning to locate specific information

- identifying reference words

- predicting content from the title, pictures, etc.

- inferencing and reading between the lines

Vocabulary Development:

- guessing from context
- word forms

- using dictionary

Recognizing Discourse Markers:

- identifying discourse markers in texts for
addition, exemplification,comparison,
classification, description, definition,

paraphrasing, elicitation, conclusion

Reading and Analysing Paragraphs:

- reading for specific information,finding the main

and supporting ideas in a paragraph

Understanding the Writer’s Purpose:

- recognizing the writer’s style, the intended

audience, source of the text

Reading for Outlining/Summary:

- conventions of outlining and summarising

Critical Reading:

- reading for criticism and discussion
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Appendix 2
ESSENTIAL ELEMENTS OF THE PORTFOLIO

It is important to include the following items in your portfolio:

1. Cover Letter: The Cover Letter consists of two parts. One of them is “About the
author”. In this part you are supposed to write a brief autobiography. The second
part is “What my portfolio shows about my progress as a learner”. You are
supposed to write them at the end of the semester, but put them at the beginning
of your portfolio. The cover letter will be an evidence of what you have learned

and how you have progressed.

2. Table of Contents: Give page numbers to all of your activities and write their
titles in the table of contents.
3. Entries:
a. Core: You will see them in your schedule as Portfolio Tasks.
b. Optional: These will be the items that you have chosen as extra activities.
4. Dates: Dates should be written on all entries so as to see your growth over time.
5. Drafts: Both the corrected/revised version and the first drafts of your tasks have

to be in your portfolio.

6. Reading Logs: You are expected to complete a minimum of one hour of
independent reading each week. Your instructor will provide specific directions
regarding your choice of material.

7. Vocabulary Logs: You will be given your vocabulary logs by your instructor.

8. Reflection Sheets: Reflections can appear at different stages in the learning
process. A brief rationale for choosing each item should be included. This can
relate to each student’s performance, to their feelings regarding their progress

and/or themselves as learners.
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Appendix 3

Information Sheet about Final Assessment

Dear Students;
The final assessment of your portfolio will consist of the following components.

1. A portfolio interview with the teacher and a small group of your peers

2. A written introduction to your portfolio including a synthesis of what your

portfolio shows about you

3. A review of your portfolio by the teacher.
Interview
Your interview will occur during the week of ................. . You will be interviewed
alone.
You should be prepared to present the highlights of your portfolio and to discuss some
of the important things you have learned this year.
The interview will last from 5 to 10 minutes. Interviews will occur during class time. A
Schedule will be posted by .............coooeviniin. .
Portfolio Introduction
Please prepare an introduction that reflects your entire portfolio. In your introduction be
sure to include information on how your portfolio is organized, what you are
particularly proud of, and anything special you want a reviewer to notice. You should
also include your goals for the next semester.
In addition to this basic introduction, select 3 entries that you feel best show who you
are as a student.Try to choose entries that cover different subjects and different times of
the semester. Give your reasons for choosing these entries and explain what they show

about you and how they show it.

Final Review

Your finished portfolioisdueon .....................coiat. . There are no extensions.
Your portfolio will be assessed using the same criteria that were used for previous
reviews.

Grading

Your portfolio grade will be .......... % of your second midterm exam.
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Appendix 4

ACTIVITY SCHEDULE FOR THE 1. TERM

Dear Students,

This semester [ will ask you to keep a reading portfolio which will be an

evidence of your growth as independent, active and critical readers. It will be an
enjoyable work, since we will do lots of things, learn lots of things, and assess all these
together. Through your portfolio activities you will gain a habit of life-long learning.

below:

Here are the core activities and projects that you will work on during this term:

You are supposed to find a photograph from a magazine, a newspaper,or from
your own photo collection. I wuld like you to write a theme response for your
photo.

The aim of the activity: Today’s media is full of pictures, images that we are
expected to interpret and understand. “Reading” images is a part and parcel of
the century we are living in. Can you understand and response to what is going
on in your picture? What is happening? What are the emotions hidden there?
How does it fit in your world or in your culture? Those are the kinds of
questions you should ask when interpreting a Picture.

Deadline:

The second portfolio activity is thematic novel unit. While you are reading one
of your novels you are expected to complete some activities.

Before reading your novel: Survey your novel. Take a close look at your
book. Describe the different parts of your boks. Start with the cover (Is
there a Picture? Is there a caption?). Then look on the inside of the cover. Look
through the pages before
the story starts. (What’s there? A preface? A dedication?) Look at the back
cover. (Is there a review? Is it good?) Look at the pages following the story. (Is
there a glossary? A prologue? Something about the author?) Make note of
everything about the boo except the actual story.

While you are reading your novel you must complete 2 of the activities

Keep a character log: Keep track of the characters by writing down each other’s
name, three adjectives to describe him/her, three things (actions) the character
has done, two thoughts or something the character has said about another
character in the book.

Make a timeline. To show the events in the story make a timeline of when things
are happening. Must portray at least fifteen important moments or events. Write
at least 2 sentences per event.

Keep a journal when reading a book. Must have at least five entries.

Make a graphic organizer of your own. The organizer must show rising action
(list events), climax, falling action, and resolution. Also include what you think
the theme of the novel is (if you need help with themes, get help from your
instructor)

When you are finished with the novel you must complete number 1 and either

number 2 or 3:
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a. Write a test for your novel. The test must include 10 true/false questions, 10
multiple choice , and three short essay questions. The answers should also be
included.

b. Write a one page response to the novel. The response should include
something you learned from the book, what you liked/disliked about the
book, whether or not you reccomend the book and why.

c. Do a presentation for the class. The presentation should be told from the
main character’s point of view and be a complete summary of the story.

Aim of the Activity: To be able to get something from a book without reading
the story in it and then after reading it to identify the author’s purpose and point
of view. To be able to approach a novel critically.

Deadline:

3. Your third activity: In groups of 5 choose a novel. Each student is supposed to
choose a character and read the novel from the point of view of the character.
Put yourself in the shoes of that character and try to retell or demonstrate the
story in that way.

Aim of the activity: To be able to understand fairly long demanding texts and
summarise them orally.
Deadline:

7. Mini-Project: As a mini project you are expected to prepare a mini
dictionary ©. Choose an appropriate theme or topic that you think might interest
you. Find twenty words that in a way may be found under that topic. For each
word prepare a sheet of paper in which you will demonstrate that word. Use you
imagination to the utmost.

Deadline:

4. During your portfolio studies I would like you to prepare an I-Search Paper for
each reading you do.You will be a given a K-W-L chart. Before reading the
selected text fill the K and W part of the chart. Then read your text and fill the L
part. While filling in the L part, you may make use of more than the source you
have read.

Aim of the Activity: This technique aims to help students apply their higher order
thinking strategies which help them construct meaning from what they read and help
them monitor their progress toward their goals.

Deadline:

I wish you good luck and success during your studies.
If any questions do occur to you, don’t hesitate to see me. © © ©

Nurcan Kose
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Appendix 5
Portfolio Reflection Worksheet
Name: ....ooviiiiiii Date of Learning Sample:
Entry Title:..........oooiiiii, Entry Date

Describe your entry. You may use the following prompts.

e What is your entry about?
e Why did you choose this as an entry?
e What did you learn?

e How did you grow or change?
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PORTFOLIO REFLECTION

e B R

10.
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Use this form to summarize your feelings about the pieces you have chosen for

your portfolios.

Which piece was the easiest for me to do?
Which peace was the hardest for me to do?

Which piece shows the most improvement?

Which piece makes me most proud?
Which piece shows the most creativity?
Which piece was the most fun to do?
Which piece do I like the most?

Which piece do I expect my teacher to
like the most?

Which piece would I like to do over
again in order to improve it?

What do I want my teacher to notice

most about my portfolio?

. If I had more time what would I change

about my portfolio?
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Appendix 7
READING CONTRACT
I, , do hereby agree to read books and
report on them for the grade of . I further agree to use boks of at least 100

pages. I understand that books of substantially more than 100 pages may count for more
than one report if I obtain prior written approval from the teacher and attach that
approval slip to the record sheet when my book is reported.

I hereby agree to participate in the group when I am not reporting. I will follow all the
rules for cooperative learning groups.

Finally, I agree to use books read only since (date) and complete this contract
by (date). I will return this contract, signed by the appropriate parties, within

one week of the date it is written.

Student

Teacher

Scoring Scale: 100 =4 books; 85 = 3 books; 60 = 2 books
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Appendix 8
READING LOG

A reading log is an excellent place to collect information so that you can learn more
about your attitude, habits, and preferences in reading. Keep track of your reading for
the period of time specified by your instructor. When you have completed your chart,
think about yourself as a reader. Use the following questions to guide you. Write what

you learned about yourself.

1. When you look over your reading log, what do you notice about yourself as a
reader? What do you like to read? How much do you read?

2. Overall, how would you rate the books you have been reading? Are they easy or

difficult for you? Explain.

What is your favourite genre? What is your favourite book?

Who is your favourite author? Why?

Think about yourself as a reader. How would you describe yourself as a reader?

S kW

What would make you a better reader?
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Appendix 9
LITERACY AUTOBIOGRAPHY

The following questions have been developed to help you write your literacy

autobiography. Please understand that this is a list of questions to stimulate your

thinking about your own literacy development. You do not have to respond to each

question and restrict your thinking. Be creative as you record your literacy experiences.

Name:

Age:

10.
11.

12.

13.

14.
15.

. What are your earliest recollections of reading and writing?

Were you read to as a child?

. Before you were able to read, did you pretend to read books? Can you remember

the first time you read a book?

Can you recall your early writing attempts (scribbling, labeling drawing, etc.)?
Was a newspaper delivered to your home? Do you recall seeing others read the
newspaper? Did you read the newspaper?

Did you subscribe to children’s magazines? Did your parents or siblings have
magazine subscriptions?

Can you remember any indications that reading and writing were valued in the
environment in which you grew up?

Can you detail your first memories of reading and writing instruction?

Can you recall reading for pleasure in elementary school?

Did you ever use a public library? For what reason?

Do you feel that you have ever read a book that has made a difference in your
life?

Were you a reader in your elementary, junior high, and high school? Did you
read because it was required and/or for your own pleasure?

What is your all-time favourite children’s book? Novel? Nonfiction work?
What contributions have your reading and writing abilities made to your life?

What are you currently reading? Writing?
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PORTFOLIO PROJECT ASSESSMENT PAGE
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Maximum Points

Your Points

Self | Peer | Teacher | Average
Table of Contents 8
Book Assignement 1 8
Book Assignement 2 8
Book Assignement 3 8
Book Assignement 4 8
Picture Theme 4
Assignement
Vocabulary Study 1 4
Vocabulary Study 2 4
Reflection Sheet for each 21
Task
Optional Tasks 5
Home Reading Logs 7
Vocabulary Logs 5
Cover Letter 10
Total 100

Your Comments:
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Appendix 11

Interview Questions

1. When looking at the portfolio activities you have done so far, could you tell me
whether you felt any change for your own learning? In what ways?

a. Responsibility?

b.Monitoring your progress

2. Did you start questioning the a) WHY

b)WHAT

¢)HOW of your learning? If yes how did you do it?
(Do you understand why, what, and how you learn?)
3. Did you start setting goals for your own learning?

4. Is there any difference between the way you approached reading in the past and
reading after you started your portfolio implementation? If yes, what kind of

difference?

5. Did the Home Reading Logs had any effect on your reading habits? If yes,what kind
of?

6. Did the vocabulary logs had any effects on your reading habits? If yes, what kind of?
7. Is it difficult to write Reflection Sheets? Why/Why not?
8. Are they beneficial?

9. What do you think about self evaluation and peer evaluation? Do you find the system
useful?
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Appendix 12

Information Sheet

Dear Colleauges,

I am doing my PhD dissertation on the “Effects of Portfolio Implementation
and assessment on critical reading and learner autonomy of ELT students”. I
prepared a Critical Reader and Autonomy Checklist. To check the validity of this
Checklist I would appreciate if you could match the characteristics of critical
reader and autonomous learner as used in this study and the items in the checklist.

Thank you for your kind cooperation.

Research Assisstant

Nurcan Kose
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Characteristics of Critical
Readers And Autonomous
learners

My Checklist Items

Take initiatives

I share in the decision and initiatives that
shape and direct my learning process

Can reflect on themselves

I view myself as a continual learner and
thinker

Can give informed decisions

I know why I am learning

Can give informed decisions about
their learning

I know how I am learning

Have confidence

I am confident that I can learn

Are motivated

I am intrinsically motivated by making
progress

Involved in his own learning process

I know what I am learning

Are aware of their strengths

I know my strengths in language learning

Are aware of their weaknesses

I know my weaknesses in language learning

Plan their learning and set goals

I can easily set short term goals for my
learning

Plan their learning and set goals

I can easily set long term goals for my
learning

Possess metacognitive and
metalinguistic awareness

I actively seek to expand my repertoire of
strategies for learning

Possess the ability to self assess

I can assess myself objectively

Often reflect on the learning process

I take time to think about my own thinking

Has the ability to chose the
appropriate strategies

I can match strategies to the learning task,
making adjustments when necessary

Often reflect on their own progress

I can reflect on my work

Take responsibility for their own
learning

I take initiatives in my learning process

Has the ability to chose the
appropriate strategies

I can take control of my learning by using the
necessary tactics

Interact with others

I can assess my peers objectively

Interact with others

I ask for guidance from peers or the teacher

Take a step from theory to practice

I am able to transfer classroom learning to the
world

Remembering I can remember previously learned material,
recall facts, terms, basic concepts from a
stated text

Understanding I can demonstrate understanding of the stated
meaning of facts and ideas

Inferencing I can demonstrate understanding of the
unstated meaning of facts and ideas

Applying I can solve problems by applying acquired
knowledge, facts and techniques in a different
situation

Analysing I can examine and break down information
into parts

Evaluating I can compile information in a different way
by combining elements in a new pattern

Creating I can present and defend opinions by making

judgements about information based on
criteria.
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Appendix 13
Evaluation Form for Member-Check Activity

Dear Student,

The basic aim of this activity is to get feedback of the analysis of the interview and the
focus group interview. The feedback that you are going to provide is of great
importance to my study and the research on student portfolios in general. The findings
may not directly show what you thought, rather they are a generalisation of what the
whole research showed us.

I would appreciate it if you could read the categories on the next page and indicate
whether you agree or disagree. If you have any other comments, please do not hesitate

to write them on the space provided.

Thank you very much for your kind co-operation.

Nurcan Kose



FINDINGS FROM THE ANALYSIS OF THE INTERVIEW

Category Label

Operational Definition

Example

Development

- in language

- in research skills

- in organisation

Motivation

- through choosing their
own material to read

Change in Reading

- reading for

understanding

-reading for self-
improvement

- fast reading

- responding to readin

Change in General

- feeling

- productivity

- from theory to practice

- point of view

- initiation of tasks

Assessment

- objectivity

- improvement in
judgement skills

- awareness of
weaknesses

Benefits of reflection

- questioning

- judging themselves

- monitoring progress

Benefits of Portfolio

- responsibility

- awarenecss

- organisation

- questioning

-monitoring progress

I don’t agree

[

I don’t know

[ ]

I eﬁree
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Appendix 14

AUTONOMY AND CRITICAL READER CHECKLIST
NAME:

As a result of the portfolio implementation 1 12 |3

I can easily set goals for my learning

I can reflect on my work

I can assess myself objectively

I share in the decision and initiatives that shape and direct my learning process

I am confident that I can learn

I know why I am learning

I know how I am learning

I know what [ am learning

I know how successful [ am

I know what I will learn next

I can think clearly about inaccuracies when failure occurs during tasks

I actively seek to expand my repertoire of strategies for learning.

I can match strategies to the learning task, making adjustments when necessary

I ask for guidance from peers or the teacher

I take time to think about my own thinking.

I view myself as a continual learner and thinker

I can remember previously learned material, recall facts, terms, basic concepts
from a stated text (Knowledge)

I can demonstrate understanding of the stated meaning of facts and ideas
(Comprehension)

I can demonstrate understanding of the unstated meaning of facts and ideas
(Inference)

I can solve problems by applying acquired knowledge, facts and techniques in a
different situation (Application)

I can examine and break down information into parts (Analysis)

I can compile information in a different way by combining elements in a new
pattern (Synthesis)

I can present and defend opinions by making judgements about information based
on criteria (Evaluation)

Further Comments:
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Appendix 15

The Lion and the Mouse

A small mouse crept up to a sleeping lion. The mouse admired the lion's ears, his long
whiskers and his great mane.

"Since he's sleeping," thought the mouse, "he'll never suspect I'm here!"

With that, the little mouse climbed up onto the lion's tail, ran across its back, slid down
its leg and jumped off of its paw. The lion awoke and quickly caught the mouse
between its claws.

"Please," said the mouse, "let me go and I'll come back and help you someday."

The lion laughed, "You are so small! How could ever help me?"

The lion laughed so hard he had to hold his belly! The mouse jumped to freedom and
ran until she was far, far away.

The next day, two hunters came to the jungle. They went to the lion's lair. They set a
huge rope snare. When the lion came home that night, he stepped into the trap.

He roared! He wept! But he couldn't pull himself free.

The mouse heard the lion's pitiful roar and came back to help him.

The mouse eyed the trap and noticed the one thick rope that held it together. She began
nibbling and nibbling until the rope broke. The lion was able to shake off the other

ropes that held him tight. He stood up free again!

The lion turned to the mouse and said, "Dear friend, I was foolish to ridicule you for
being small. You helped me by saving my life after all!"

Answer these questions as detailed as possible

Who was sleeping in the jungle?
What did the Mouse promise the lion?
When did the Mouse and the lion meet again?

What is the main idea of the story?

A O

Tell the main events in the order they happened.


http://www.storyarts.org/library/aesops/stories/hunt/treasure.htm�

8.
9.

10.
11.
12.
13.
14.
15.
16.

17.
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What caused the lion to let the Mouse go free?

Can you think of an example of a person returning a favor like the
Mouse did?

How are the Mouse and the lion like real people?

What are the two main pats (or scenes) of this story?

What pattern or behavior do you see in the lion and the Mouse?

What is the moral of this story?

Tell this story in a new way. Use people instead of animals as characters.
What do you think the hunter will do when he finds the lion gone?

Do you know any other stories about mercy or kindness? Give examples.
How important do you think it is to be kind?

Do you think the lion and the Mouse did the right thing? Why or why
not?

If you were the lion, would you let the Mouse go free? Why or why not?

http://www.storyarts.org/library/aesops/stories/lion.html
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Appendix 16
Original forms of the translated excerpts

ST8: ...Bana verilen siireyi daha iyi kullansaydim ortaya daha ayrintili ve iyi bir
calisma cikacakti.

Reflection Sheet 1/p.2
ST23: ...Kisacasi, bu aktiviteyi tamamalamakla istedigim her zaman somut bir {iriin
olusturabilecegimi anladim. Sahip oldugum ama farkinda olmadigim bu 6zelligimi
kesfetmemde yardimci olan Nurcan hanima tesekkiir ediyorum.

Reflection Sheet 1/p. 7

ST25: ...Ayrica textbookumu hazirlarken fark ettigim diger birsey de

yorumlama kapasitemin artmakta olduguydu. En ufak ayrintilarin bile ger¢ekten de ¢ok
onemli olabilecegi unutulmamali.

Reflection Sheetl/p.7
ST4: ... Konulari, sorulart hazirlayip onlar1 bir kitap haline getirdikten sonra onu elime
aldigimda i¢imde sadece kendi emegimle birsey meydana getirmenin mutlulugu vardi.
Calismalarimin bosa gitmedigini ve verilen bir 6devi zamaninda yaparak
sorumlulugumu yerine getirdigimi gérmek ayr1 bir mutluluk verdi.

Reflection Sheet 1/p.1
STS: While I was preparing this textbook, I felt myself very happy. It was as if [ was an
expert, a professional writer. | was happy because I was doing something beneficial. |
was proud of myself and my first textbook so much....I believe that my textbook will be
a successful one. My sources, my preparations, and my struggle were wonderful,
perfect, and excellent. I think,...I did and learned something good.
Reflection Sheet 1/p.1

ST21: ...11k kisim sorular tamamdi. Kafami kaldirdim, gézlerimde garip bir
giilimsemenin 15181 vardi. Daha once kimse bana bildiklerini sentezleyip bir iiriin
olustur dememisti. Textbook benim neredeyse bes yillik Ingilizce hayatimin toplami
olacakti. Egzersiz diye adlandirdigimiz soru boliimleri bir bir ge¢iyordu. Acikcasi
gitgide eglenceli olmaya baglamisti. Sonunda bitti. Simdi elimde “made by F....”
diyebilecegim bir kitap var. Tamamen benim birikimim. Gergekten harika bir duygu.

Reflection Sheet 1/p. 6
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ST19: ... Bu aktivite sayesinde sozliik kullanmadan hizli okumanin nasil yapilacagini,
sadece bir okuyusta konunun anlasilabilecegini hisettim. Bunun yaninda edindigim
bilgiler sayesinde makaleler yazarken hi¢ zorlanmamaya ve onlar1 kolayca kagida
dokebilmeyi basladim. Bu tiir aktiviteler yapmaya devam edersem ugras alanim
Ingilizce de ¢ok basaril1 ve yararli olacagima inantyorum.

Reflection Sheet 1/p.
ST21: ... Textbook ile kitap, makale, dergi, vs. nasil okunmali onu 6grendim. Sorular
nereden ¢ikarilir, nasil yorumlanir, bunlar1 daha iyi gordiim.

Reflection Sheet 1/p. 6
ST4: ... Ik once bir arastirmanin nasil yapilacagini1 6grendim. Sorular1 hazirlamak ve
konular1 teker teker okumak benim hem gramer bilgimi arttirdi hemde onlar1 yeniden
gdzden gecirmem yardimer oldu.

Reflection Sheet 1/p. 1
ST8: ...Buldugum resmi, her ne kadar resim herseyi anlatsa da ciimlelerle anlatmaya
calistim. Duygu ve diisiincelerimi tam olarak anlattigima inaniyorum. Iste bu noktada
benim de diisiincelerimi anlatmam gerektigine, konularin birde benim bakis agimla
degerlendirilmesi gerektigine inandim.

Reflection Sheet 2/p. 2
ST4: ... Ama bu 6dev benim yorum yapabilme yetenegimi gelistirdi, dnemli olan seyin
sadece fotografa bakmak degil onun ne anlatmak istedigini gérmek oldugunu ve daha
dikkatli olmam gerektigini ogretti.”

Reflection Sheet 2/p. 1
ST38... “Ozellikle de yazdiklarim bittiginde bu aktivitenin bana kazandirdiklarin1 daha

iyi anladim. Oncelikle bu aktivite sayesinde yaraticiligim ve yorum giiciim gelisti.

ST11: ... “Sayfa sayfa sozliik karistirip zaman harcayacagima beyin egzersizi yaparak
ilerleyebilirim...”

Reflection Sheet 3/ p. 2
ST2: ...”Bu 6devimiz de bizi okumaya ve sozliik karistirmaya yoneltti.”

Reflection Sheet 3/p.1
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ST19: ...”Bu tiir anahtar kelimeleri kullanarak paragraflar olusturmaya c¢alismak hem
yazma becerisini gelistirir hem kisa siirede diisiinmeyi kolaylastirarak konugmada
bizlere yardimei1 olur.”

Reflection Sheet 3/p. 5
ST40: “...A¢ik¢as1 yapilmis olan portfolio 6rneklerini ilk inceledigimde géziim
korkmustu. Bunlari nasil yaparim, nasil listesinden gelirim diye ¢ok diistinmiistiim.
Ciinkii dosya i¢inde o kadar ¢ok sayfa ve aktivite vardi ki endiselenmemem imkansiz
gibiydi. Iste benim portfoliom bu endise ile basladi. Ama giin gectik¢e bu endisem
azaldi.”

Cover Letters /p. 6
ST4: “... Bu yiizden portfolio aktivitesi bitse bile onu devam ettirmeyi
diistiniiyorum. .. Ciinkii herseyi kendim i¢in yaptigimi diisiiniiyorum.”

Cover Letters /p. 5
ST7: “...Bu calismalara basladiktan sonra yazmay1 biraktigim giinliigiime yeniden
basladim. Arasira Ingilizce de yaziyorum giinliigiimii. Giinliik yazmaya baglamam da bu
caligmalarin bir {iriinii bence...”

Cover Letters / p. 5

ST7: “...Home Loglar ise iizerime giinliikk sorumluluklar yiikledi. Bu giinliik ¢aligmalar
sayesinde 6grendim ki kiigiik sorumluluklar ihmal edildiginde biiyiik sorunlar haline
gelebiliyor. Bu yiizden kiigiik sorumluluklarimi ihmal etmeyerek biiyiik sorunlarla

karsilasmiyorum. Kisacasi bugiiniin isini yarina birakmamaya ¢alistyorum...”

ST37: “Baska bir kazandirdig: ise sorumluluktur. Bu aslinda portfolio ya 6zgii degil,
¢linkii biitiin 6devler 6grencide sorumluluk hissi uyandirtyor, ama portfolioda da bir¢ok
0dev yaptigimiz i¢in bunu sayabiliriz.”
Cover Letters /p. 6

ST30: “...Hi¢birsey yoksa bile daha 6nce internette isim yoktu. Sadece oyun oynardik
arkadaslarla. Simdi mesela o 5 tane article 1 bulmak igin kag kere arastirdik. Internet
kullanmay1 6grendim en azindan arastirmay1.”

Interview 1/p.63 (30.11.2005)
ST33: “... Simdiye kadar bize sey 6gretildi..Mesela kitap okutuluyor alin bunu okuyun
deniliyor. Simdi kendimiz arastirtyoruz, kendimiz buluyoruz, daha giizel oluyor.”

Interview 1/p.69 (30.11.2005)
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ST41: «...Ilk basta bilgisayarla hi¢ ugrasmisligim, bir arastirmishigim yoktu. Bir konu
nasil arastirilir. Onunla ilgili nerden bilgi edinilebilir nerelerden bununla ilgili higbir
bilgim yoktu. Ben liseden ¢ikip gelen biriyim. Egitim sistemimiz de malum. Ogrencinin
ogretmenden aldig1 kadariyla kalan bir system. Ilk defa kendi ¢abalarimizla birseyler
yapmaya calistik. Yani 6gretmenden birsey beklemeden. Bilgisayardan bir siirti
arastirma yaptik. Yani mesela simdi bir konu verdiginizde dyle zorlanacagimi
zannetmiyorum. Yani bir konuda nasil bilgi edinebilirim, nerelerden bilgi edinebilirim,
ne tiir kaynaklardan biliyorum. Bilgisayar kullanmay1 bu sayede az ¢ok 6grendim...”

Interview 1/p. 85 (30.11.2005)
STS: ... Evet yani tabii ki degisiklik oldu benim i¢in. Hemde biiyiik degisiklik. En
basta bu sorumluluk manasinda hem de ne bileyim hi¢ yapmadigim seyleri yaptim bu
portfolio ile. Arastirma kabiliyetim gelisti. Bir diizen sistem igerisinde ne yapmam
gerektigini 6grendim...”

Interview 1/p. 10 (01.12.2005)
STS: “...Portfolio da diizeni 6grendim. En temel olarak bir seyi diizenli bir sekilde
yapmay1. Birseyi demeyeyim aslinda bir¢ok seyi diizenlemeyi sokmay1 6grendim.
Ciinkii bircok aktiviteyi bunlarin ¢gogu birbirinden farkli yapiyoruz ve bunlar diizenli
bir sekilde yapmaya c¢alisiyoruz.”

Interview 1/p.16 (01.12. 2005)
ST13: “... Organizasyon, diizen, gelisim, birseyleri bastan sona dogru insan baktigimda
bitirdigimde ilk yaptigim aktiviteyle son yaptigim aktivite bir olmayacak ¢iinkii
goriiyorum yavas yavag yanliglarimi ve diizeltmeye calisiyorum.”

Interview 1/p. 28
(30.11.2005)

ST3: “...Okumaya bakis agim daha once kisa da olsa Ingilizce okumak sikiyordu ya da
anlayamayacagim gibi birsey olusuyordu beynimde. Bilimsel bir makale
okuyamiyordum sanki anlayamayacakmigim gibi, ya da gazette okurken bdyle bir
onyarg1 vardi bende. Buradakileri anlamam. Ingilizce biliyorum anlamam. Ayn1 sey gibi
uzun sure Ingilizce goriirsiiniiz ama turistle konusamadiginiz i¢in onu gériince
heyecanlanirsimz ya ben kesinlikle konusamam deyip geri gekilirsiniz. Oyle birsey
vardi. Simdi bunu yapmak mecburiyetinde oldugumuz i¢in yavas yavas basliyorsun ve

anladiginin farkina varinca siirekli okuyor artik zevk almaya basliyor o isten...”
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Interview 1/ p. 6
(01.12.2005)
STS: “...Eskiden ben reading dersini sevmezdim. Okumay1 sevmezdim. Verilen
parcalar1 incelemeyi, onunla verilen sorular1 aragtirmay1 sevmezdim, cevaplamay1
sevmezdim. Reading bana ters birseydi eskiden. Uzun uzun pargalar ¢ikardi karsimiza.
Ama bu portfolio dan sonar bu reading in iyi birsey oldugunu, olmasi gereken yararl
birsey oldugunu 6grendim. Eskiden okuyorduk, sorular1 cevapliyorduk. Cok sikiciydi.
Birde kendi buldugum pargalar, kendi begendigim, kendi tarzima uygun parcalar oldugu
i¢in belki ondan seviyorum...”
ST1: “...Daha 6nce sirf okumak i¢in okuyordum ya da zevk duydugum i¢in. Suan
anlamak gerektigine inantyorum c¢iinkii yapacagim aktivitelerde bu ¢ok énemli yani
daha iyi 6ziimseyerek okuyorum, karakterleri diisiinerek, birbirleriyle kiyaslayarak suan
daha iyi...”
Interview 1/p. 1 (01.12.2005)
ST4: “...Ama bu kelimeleri 6grendikce kitab1 daha da iyi anlamaya basladim, kitap
olsun gazete olsun. Okudugumu bu sefer anlayarak okuyorum. Onceleri birsey
okudugum zaman ne anlatmak istedigini ne demek istedigini anlamazdim. Kendi
kafamdan yorum yaparak, s0yle demistir, su olabilir. Ama bu kelimelerin ne demek
istedigini birebir gérebiliyorum...”
Interview 1/p. 8 (01.12.2005)
ST5: “...Onceleri sadece okuyup geciyordum ve genellikle %90 anlamiyordum. Bir
kelimeyi orda anlamayinca bir paragrafi anlamiyordum. Ama bundan sonar bu vocab
loglar sayesinde daha iyi anlamaya basladim diyebilirim...”
Interview 1/p. 11
(01.12.2005)
STé6: “...Boyle sirf okumak i¢cin okumuyorum. Biraz daha anlam vererek okuyorum.
Bana birseyler katsin diye okuyorum. Sirf gegistirmek i¢in okuyorum...”
Interview 1/ p. 13
(01.12.2005)
ST26: “...Mesela gazete okumaya basladim. Gazete okuma aligkanligim oldu.
Gilindemde olan bilgileri okuyorum hayatima tagiyorum ve diisiiniiyorum ve onlar
tizerinde elestiri yorum yapiyorum kendime gore haberlerde...”
Interview 1/p. 54
(30.11.2005)
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ST29: “...Okudugum ¢ok hosuma gitti. Kendimin gelistigini hisediyorum ve mutlaka
aksamlari bir saat okumadan yatmayacagim. Kesinlikle ciinkii Ingilizce de
kdreliyorsunuz, unutuyorsunuz...”
Interview 1/p. 61
(30.11.2005)
ST37: ... Sadece gelistirmek vardi1 aklimda Ingilizcemi. Ingilizcemi nasil
gelistirebilirim o var aklimda. Siirekli daha ¢ok calismay1 hedefledim ve o dort kitabi
bitirdikten sonra bana ¢ok yarar1 olacagina inantyorum. Ciinkii ilk kitab1 bitirdigimde
kendimde bir¢ok degisiklikler fark ettim...”
Interview 1/p.77
(07.12.2005)

ST18: “...Ogrenme konusunda, Ingilizceyi algilama konusunda daha hizli olmaya
basladim... Kelime hazinem gelistigi i¢in zorlanmiyorsun kitap okurken daha fazla
daha hizli okumaya baghyorsun...”

Interview 1/p. 38 (02.12.2005)
ST19: “...daha 6nceden bir pargay1 okurken sozliik stirekli kullandik ama simdi kelime
ogrendik¢e okudugumuz parcalardan daha sonraki parcalari diizenli bir sekilde hizli,
akici bir sekilde okuyoruz...”

Interview 1/p. 40 (02.12.2005)
ST20: “...okuma hizzmin gelistigini goérdiim ve okuduklarimi daha iyi anladigimi
gordiim. Kitaplar1 daha ¢abuk bitirdigimi gérdiim ve daha fazla zevk aldigimi
gordiim....Evet dedigim gibi okuma hizim artti. Anlama kapasitem, sézcilik dagarcigim.
Bir¢ok yonden yardimc1 oldugunu soyleyebilirim...”

Interview 1/p. 41 (02.12.2005)

ST1: “...kendimi daha iyi hissetmeye basladim ¢iinkii birseyler yapmaya, birseyler
tiretmeye bagladim ve ciimle yapilarimin da degistigini farkediorum...”

Interview 1/p. 1 (01.12.2005)
ST3: “...bana birsey verilmedigi zaman herhangi bir konu hakkinda arastirma yapma
aliskanligim yoktu ama simdi yani birsey aklima takiliyor hemen onun iistiinde
calismaya basliyorum...”

Interview 1/p.5 (01.12.2005)
ST41: «.. .1k defa kendi ¢abalarimizla birseyler yapmaya ¢alistik. Yani 6gretmenden

birsey beklemeden. Yani mesela simdi bir konu verdiginizde dyle zorlanacagimi
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zannetmiyorum. Yani bir konuda nasil bilgi edinebilirim, nerelerden bilgi edinebilirim,
ne tiir kaynaklardan biliyorum...”

Interview 1/p.85 (30.11.2005)
ST5: «...1yi birsey tabii ki. Insan bazen kendi hatalarim yiiziine sdyleyemiyor.
Arkadaslarina da sdyleyemiyor yeri gelince. Ama bunun sayesinde galiba
sOyleyebiliyoruz. Kendi kendini yargilama, elestirme gibi yeteneklerimizi gelistiriyoruz.
Ve ben bunu ilk kez burada yapiyorum...”

Interview 1/ p. 11 (01.12.2005)
ST8: “...Cok giizel sadece kendimizinkini biz degerlendirsek ya da sadece
arkadagimizni kini degerlendirsek olmazdi. Yani kendi eserimizi kendi gozlerimizle
degerlendirmemiz lazim bence. Ayni sekilde bizim eserimizi baska arkadasimiz yani bir
hocamiz degil de bizimle yaklasik ayni donanima sahip birinin degerlendirmesi giizel.
Objektif olmay1 6greniyoruz. Objektif bir sekilde degerlendirdik bence giizel oldu...”

Interview 1/p. 17 (01.12.2005)

ST23: “...Mutlaka gérmedigimiz seyler vardir. Peer oldugu zaman esimiz bunu gosterir
bizde bir yandan bir peer oldugunu diisiinerek daha az hata yapmaya ¢alistyoruz.
Mutlaka giizel birsey ¢iinkii self-evaluation yaparken kendimizi control ediyoruz hata
yapmamaya c¢alistyoruz. Yazip yazip birakmiyoruz. Biri inceleyecekmis gibi yapiyoruz.
Daha dogru yapmaya 6zen gosteriyoruz...”

Interview 1/p. 48 (30.11.2005)
ST24: “...Ya ben aslinda ¢ok sey olmadigimi diisiiniiyorum. Objektif olmadigimi
diisiiniiyorum. Hani arkadasi olunca biraz daha fazla puan veriyor agik¢asi. Kendime
verince biraz daha diislik vermeye calistim ama korkum da vardi ya herkes kendine
yiiksek verirde ben sadece diisiik verirsem. Oyle bir korku da vardi...”

Interview 1/ p. 50 (30.11.2005)
ST30: “... Aslinda dogrusunu sdylemek gerekirse tam i¢imizdekini sdyleyemedik.
Mesela ¢ok ta samimi olmadigim bir arkadagim vardi. Birsey sOylesem yanlis
anlayacak. Birde su korku vardi ben az verirsem o da bana az verecek gibisinden. Zaten
tam bir inceleme yapamadik ki. ....Karsidaki arkadasimgok kétii olsa da ona kotii not

veremem. Objektif olamadik. En azindan simdilik boyleydi...”

Interview 1/ p. 64 (30.11.2005
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ST1: «...Iste belkide biz o 6devi 6dev yapmak i¢in yaptigimiz gercekleri gormemizi
sagliyor sirf onu 6dev oldugu i¢in yapmiyoruz da kendi diislincelerimizi kattigimizda
gercekten neler yaptigimizi goriiyoruz. Bana gergekten ne kazandirdigini diigiiniiyorum
¢linkii sonucta o kagida dokmek onu bana gosteriyor...”

Interview 1/ p. 2 (01.12.205)
ST6: ... Bir elestirmen olarak bakiyorum kendime. Elestirebiliyorum
kendimi...Eksikliklerimi gorebiliyorum bir seyler yorumlayabiliyorum. Reflection
yazarken ne yazdigimi yorumlayabiliyorum...”

Interview 1/ p. 13 (01.12.2005)
STI: “... Hosuma gidiyor kendim yaptigim birseyi elestirmeyi. Daha bdyle irdeleyerek
bakmak hosuma gidiyor...”

Interview 1/ p. 19 01.12.2005)

ST11: «...Itiraf edeyim: Hani her aktiviteden sonra da olmaz ki. Biraz zor gelmeye
basladi ama sonradan birkag¢ dakika i¢inde karalama kagidina bile gerek duymadan
direk yazabiliyorum...Reflection lar rahatlatici olmaya basladi...Ben onlar1 yazarken
gelisimin farkina variyorum. Biraz daha bilingli olmaya basladik. Biraz 6grenci
modundan ¢ikip hani 6gretmen degil ama biraz ilerlemeye bagladik...”

Interview 1/p.24 (01.12.2005)
ST21: “... Reflection lar dedigim gibi hepsi standart ¢ok fazla reflection yazamiyorum
mesela her yaptigim seyle ilgili yazamiyorum ¢iinkii hepsinde ayni seyleri hisediyorum
neredeyse. Farkli aktiviteler yapiyoruz ama ben yazacak bir sey bulamiyorum. O
yilizden reflection yazmakta zorlaniyorum. ...”

Interview 1/ p. 44 (02.12.2005)
ST4: “...Simdiye kadar yaptiklarimiz belirli bir ¢alisma diizenini getirdi. Bir
sorumluluk verdi. Bana kalsa ben birsey yapmazdim tiim sene boyunca 6grenci
oldugumuzu gosterdi bize...”

Interview 1/ p.9 (01.12.2005)
ST6: “...Portfolio ile kendimi bos hissetmiyorum. Boyle aksam eve gidince birseyler
yaziyorum. Sorumluluk var...”

Interview 1/ p.13 (01.12.2005)
ST9: “...Cok zor nasil olur alisik olmadigimiz birsey ama yapinca getirilerini goriince
olmasi gerekiyor diye diislinliyoruz. Ben zorlantyorum yaparken ama getirisini

goriiyorum, faydalarii goériiyorum...”
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Interview 1/ p. 19 (01.12.2005)
ST13: “...Organizasyon, diizen, gelisim, birseyleri bastan sona dogru insane
baktigimda, bitirdigimde ilk yaptigim aktiviteyle son yaptigim aktivite bir olmayacak
¢linkii gériiyorum yavas yavas yanliglarimi ve diizeltmeye ¢alistyorum.”

Interview 1/ p.28 (30.11.2005)
ST4: “...Simdiye kadar yaptiklarimiz belirli bir ¢caligma diizenini getirdi. Bir
sorumluluk verdi...”

Interview 1/p. 9 (01.12.2005)
ST8: “...Bir¢ok aktivitenin diizene sokulmasi. Tek ciimle olarak.”

Interview 1/ p. 17 (01.12.2005)
ST13: “...Organizasyon, diizen, gelisim...”

Interview 1/ p. 28 (30.11.2005)
ST34: “...Diizen geliyor. Sorumluluk, diizen daha anlagirlilik geliyor. Normalden daha
anlagilir oluyorsun.”

Interview 1/p. 72 (30.11.2005)
ST40: “...Dosyalamak, dozen, belli bir diizene girdik...”

Interview 1/p. 84 (30.11.2005)
ST15: “...Benim ilk yaptigim bir seydi. O ylizden iyiydi. Yani benim ilk yaptigim {iriin
suan kendi bagima.”

N: “Yani birine anlatacak olsan ortaya ¢ikardigim bir iiriin mii derdin?”
ST15: “Evet.”

Interview 1/ p.37 (30.11.2005)
ST23: “...Birseyi olusturmaya basladik bu sene. Kendi emegimizle olusan birseyler
yaptik. Tamamen kendi ¢abalarimizla. Bunlara zaman gectik¢e doniip bakmak giizel
oluyor. Bu yolda bir ¢aligsma.”

Interview 1/ p. 48 (30.11.2005)
STCigdem P.:”...Orda anlattigim seyler ayni1 gibi ¢ok farkl bir degisiklik yok. Sadece
giiven olarak biraz daha ilerledigimin farkindayim. Giiven a¢isindan daha ¢ok
giivendigimin farkindayim...”

Focus Group Interview /p. 9 (29.03.2006)

Student Sevim: “...Portfolio aktivitesi ¢ok faydaliydi. Hani bizim bir saatlik sinavda
yaptigimiz seyler degildi ve bize ¢ok sey kazandirdi. Oncelikle kitap falan okurken artik

sadece okuyup ge¢cmiyoruz onun nelerine dikkat etmeliyiz biz onda hangi ¢calismalari
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kullanabiliriz ya da iste bizde ne uyandiriyor ¢iinkii bunlar1 daha sonradan hep yaptik
reflection larda yaptik aktivitelerde yaptik....”
Focus Group Interview /p. 3 (29.03.2006)
Student Soykan:”...Benim gibi sorumlulugu sevmeyen bir 6grenci i¢in portfolio
aktivitesi gercekten ¢ok zor bir aktiviteydi. Ama bundan 6nce yaptigim okumalarda
ozellikle kitap okumalarda veya makalelerde bir yazi onlar1 sadece okudugumu fark
ettim. Aslinda hi¢ sorgulamadan okuyormusum. Portfolio yapmaya basladigimda ilk
basta bunu o sekilde yapiyordum ve sorgulamam gereken yerlerde iki kere okumam
gerekiyordu. Dedim ki iki kere okumak yerine sorgulayarak okumak ve bir kere de
bitirmek daha mantikli geldi ve artik 6yle okuyorum.
Focus Group Interview /p. 4 (29.03.2006)

ST4: ... Evet az ¢ok anladim ni¢in 6grendigimi nasil 6grendigimi ve ne

ogrendigimi ¢linkii bir aktiviteyi yaparken onu sadece ylizeysel olarak

yapmiyoruz sizin verdiginiz ¢izelgeye yapiyoruz onlar1. Arastirma yaparken

biraz onu derinlemesine okurken ne yaptiginizin farkina varabiliyorsunuz bir

aktivite yaparken...

Focus Group Interview/ p. 1 (27.03.2006)

ST4: ... Gelisimini gdorebiliyor musun sorusuna cevap vermek istiyorum. 5.
aktiviteme baktiginiz zaman ilkokul ¢cocugunun yapmayacagi gramer hatalari
vardi. Belki bilgisayarla yazarken yanlis yapilmistir. Diger aktivitelere baktiginiz
zaman en son aktiviteye geldiginizde diger hatalarin hi¢gbir yok. Okuyup birde
yaziya ge¢irdigimiz zaman onceki hatalarimizi mesela siz bize géstermistiniz
surada hata olmus diye onlar1 da diizelterek gelistigimiz i¢in son aktivitelerde
hemen hemen hi¢ hata olmadi. Gramer agisindan da okuma agisindan da gelistik
diyebilirim.

Focus Group Interview/ p. 2 (27.03.2006)

N: Peki okumanda herhangi bir degisiklik oldu mu?
ST4: ... Daha 6nceki okumalarda okuyayim bitsin vardi ama simdi okurken
acaba ne demis ne yapmak istemis ne anlatmak istemis biraz daha diisiinerek

yorum yaparak okudum.

Focus Group Interview/ p. 2 (27.03.2006)
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STS: ... Mesela o textbook taki sorular daha 6nce benim orda biiyiik bir
eksikligim var onu fark ettim ve bence bu ¢ok biiyiik bir yarar1 oldu fark etmem.
Yani soru ¢ikartamiyorum. Eksiklik bu. Sorular o paragraflar1 destekleyemiyor

ya da zayif kaliyor.
Focus Group Interview/ p. 3 (29.03.2006)
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