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CHAPTER |

Introduction

“A really nice doorstop™?! (Appendix H)

My immersion into the world of educational portfolios began with a simple phone
call: would I like to serve on a committee examining a rubric for the area university’s
pre-service teacher portfolio? Being completely naive about the ramifications an
affirmative reply would yield, | hesitantly responded that | would help. At that time | was
employed as a basic skills instructor at the local career technology center, and the last
thing on my mind was pre-service teachers and their requirements for graduation. That
soon changed.

At the first committee meeting, | was told that | would review nine completed
portfolios and score them according to a provided rubric, all within two days. I quickly
learned that the committee’s purpose was to determine the rubric’s effectiveness — could

a group of people look at a given portfolio and score it similarly? My job was not to pass

1 | will begin each chapter with a pre-service teacher quotation (from my gathered data) which expresses a
view toward the portfolio.

% This four-year university has two main campuses that lie approximately 70 miles apart. The main campus
(at which I teach) is located in an Oklahoma town with the approximate population of 6,000. The
university’s enrollment is approximately 1,500 per year. The other campus is in a larger city with the
population of 47,000 and university enrollment of approximately 500 per year.



or fail individual portfolios; in fact, the pre-service teachers would never see the rubrics
the committee had completed. Therefore, my task appeared simple enough — until | began
looking at the portfolios and accompanying rubrics. Terminology bombarded me. Words
such as “competency” and “artifact’”” were foreign to me in this new context. Then, |
looked at the guidelines for the portfolios themselves: the 15 state competencies plus a
competency the university added. What did these competencies mean? They seemed full
of jargon and complex sentences and expressions. Realizing that the pre-service teachers
had to complete this competency-based portfolio before becoming teachers certainly
interrupted my own view of the process of becoming a teacher, for | had completed
nothing like it in my teacher education program.®

I will never forget that feeling of ignorance and helplessness surrounding my first
encounter with the pre-service teacher portfolio. Perhaps this initial negative experience
on my part is why | listened attentively to the pre-service teachers’ voices of frustration
concerning the portfolio, when the next year | accepted a position in the teacher
education department at that same small Oklahoma university. Listening to their concerns
—along with the concerns of my fellow professors — caused me to question the Oklahoma
mandate for the teacher education portfolio and to wonder how the portfolio affects pre-
service teachers. Additionally, | questioned the implication of that outcome on both the
professors and the pre-service teachers. Although | was already familiar with the concept
of the portfolio through my language arts background, since many of my former English

colleagues had used portfolios to evaluate student writing, the pre-service teaching

# Although many use the terms “teacher education,” “teacher preparation,” and “teacher training”
interchangeably, | will use the term “teacher education,” following John Dewey’s (1944) contention that
education is completed with thoughts and actions; whereas training is automatic, often done without
thought or emotion; and preparation is too future oriented. See Chapter 2 for a more complete discussion.



portfolio appeared to be an entirely new instrument. What | failed to realize when I first
heard negative comments about my university’s portfolio is that these remarks were, in
fact, evaluations of the portfolio. In light of these evaluations from professors and pre-
service teachers and in light of my initial experience with the pre-service teacher
educational portfolio, I could only question its purpose and effectiveness in the teacher
education program. To attempt to understand the purpose of the portfolio, it became

important for me to see how it emerged and grew in teacher education.

Emergence and Growth of the Pre-Service Teacher Portfolio

The portfolio is a familiar term in many professions, including art, architecture,
commercial arts, music, modeling, photography, and journalism (McMillin, 2001; Porter
& Cleland 1995; Salvia, 2004). A portfolio is “a portable case for holding material, such
as loose papers, photographs, or drawings; and the materials collected in such a case,
especially when representative of a person's work: a photographer's portfolio; an artist's
portfolio of drawings” (American Heritage Dictionary). Tierney, Carter and Desai (1991)
point out that those in professional settings use the portfolio as “tangible evidence of
accomplishments and skills that must be updated as a person changes and grows” (p. 43),
and the portfolio’s use in the education profession did not become popular until the
1970’s and 1980’s with the renewed emphasis in the teaching of writing (Ward &
Murray-Ward, 1999; Wyatt & Looper 1999). While portfolios have emerged quite
recently in many curricular areas and are, as Lyons (1998b) points out, still “in their

infancy” (p. 247), today, educators use portfolios in most subject areas, even in such



traditional academic areas as science and math, to “document student effort, growth, and
achievement” (Salvia, 2004, p. 255).

The portfolio for use in university teacher education programs is an even more
recent addition to the educational realm in the United States. Portfolios in teacher
education grew in the 1980’s as a reaction to the alarming education report, A Nation at
Risk, (1983) which called for broad reforms in education, with a primary emphasis on
improving teacher quality (Lyons, 1998a). After this report, “reformers recognized the
critical need for good teachers, well-grounded in their subject matter, in child
development, and in effective learning strategies that could challenge children to their
highest achievement” (Lyons, 1998a, p. 2). Additionally, Lyons (1998a) states that
school reformers “saw at last that teachers, with their students, were at the heart of their
enterprise and that any school reform needed to go hand in hand with the reform of
teacher education” (p. 1). The portfolio for assessing in-service teacher professionalism
eventually grew from such requirements as specified in this report. To address the
reforms called for in A Nation at Risk, two other reports leading to the evaluative
portfolio for in-service teachers focused on the issue of teacher professionalism: the
Holmes and Carnegie reports. The Holmes Group suggested a new structure for teacher
requirements with appraisal at three levels — subject matter examinations, observations of
teachers’ practice using portfolios and exhibitions as well as spot observations (Lyons,
1998c¢). In 1986 the Carnegie Task Force on Teaching as a Profession suggested the
creation of a national board for professional teacher standards (Lyons, 1998c). From this
report grew the National Board for Professional Teaching Standards (NBPTS), a board

with public school teachers comprising the majority of its membership (Lyons, 1998c).



Before developing its own portfolio for the certification of teachers, the NBPTS
(1991) created its statement of policy with five propositions known as “What Teachers
Should Know and Be Able to Do”: (1) Teachers are committed to students and their
learning; (2) teachers know the subjects they teach and how to teach those subjects to
their students; (3) teachers are responsible for managing and monitoring student learning;
(4) teachers think systematically about their practice and learn from experience; and (5)
teachers are members of learning communities. In order to assess these propositions, the
NBPTS invited Lee Shulman of Stanford University and his newly developed Teacher
Assessment Project (TAP) to create an appropriate format for the assessment of the
national certification of teachers. From this study grew the portfolio for teacher
professionalism (Lyons, 1998c), and the portfolio became the means for authorities to
assess these “propositions.”

This new measure of professionalism, the portfolio, then trickled down from
assessing in-service teachers to the colleges of education themselves, and as Wyatt and
Looper (1999) point out, “Many states are now requiring teacher education graduates to
develop a teaching portfolio” (p. vii) to ensure highly qualified future educators. It is
interesting to note that the portfolio is a professional addition to the education arena
without any clear connections to pre-service teachers’ growth, yet many universities also
utilize the portfolio as evidence for meeting National Council of Accreditation of Teacher

Education (NCATE) requirements.



Emergence and Growth of Oklahoma’s Pre-Service Teacher Portfolio

Because the portfolio can be an instrument that helps institutions meet the
requirements of NCATE, since it is a means of presenting evidence that institutions are
meeting the required standards, many states, including Oklahoma, mandate a portfolio for
pre-service teacher education. Further, pre-service teachers must successfully complete
the portfolio to earn certification and licensure. Specifically, the members of the
Oklahoma Commission for Teacher Preparation® best explain the connection between the
portfolio and the Oklahoma state requirements for accreditation on their website:

The institution requires all initial and advanced certification candidates to

develop a portfolio which documents a candidate’s accomplishments, learning,

and strengths related to the competencies, standards, and outcomes established by
the Commission, State Regents, SDE [State Department of Education] and
institution. For purposes related to institutional accreditation [NCATE], the
portfolio presents evidence that the institution is providing initial, on-going, and
focused opportunities leading to student achievement of competencies, standards,
and outcomes determined by the Commission, Regents, SDE and institution

(Oklahoma Commission for Teacher Preparation, Accreditation).

The Oklahoma State Board of Education implemented the portfolio on July 1,

1997, in answer to the May 1996 Legislative House Bill 1549 requiring that the state

* It is interesting to note that Oklahoma’s independent standards board for teacher education, Oklahoma
Commission for Teacher Preparation (OCTP), contains the term “preparation” in its title. I will discuss the
differentiation among the terms “preparation,” “training,” and “education” in more detail in Chapter 2.

®> Both NCATE and OCTP use the term “candidate” to describe a student enrolled in an education program.
I will leave the term “candidate” in state and national language quotations; however, when using my own
voice, | have consciously chosen the term “pre-service teacher” as it better fits with John Dewey’s
philosophy of education as growth which guides my study.



adopt a competency-based teacher education program (Wyatt and Looper, 1999).
Members of the Oklahoma Commission for Teacher Preparation (OCTP) state their
purpose for mandating the pre-service teacher education portfolio on their website:

As part of each [pre-service teacher’s] educational experience, a portfolio is

developed that emphasizes Oklahoma’s General Competencies for Licensure and

Certification. Candidate portfolios provide an opportunity for teacher candidates

to critically evaluate [sic] what teachers need to know to be successful and to

consider different types of learners and school environments. The activities and
field experiences, which are described and reflected on in a candidate’s portfolio,
demonstrate the knowledge, skills and dispositions teacher candidates acquire
during their teacher education (Oklahoma Commission for Teacher Preparation,

Portfolio Assessment).

Elementary teachers (including Teacher of the Year finalists), elementary
principals, and professors of teacher education created fifteen competencies for the
Oklahoma portfolio, originally intending to evaluate teachers already in the field (Wyatt
and Looper, 1999). These competencies are the basis for the teacher education portfolio,
a means of “judging” pre-service teachers’ competency in these 15 areas. The 15
competencies are entitled the “Oklahoma General Competencies for Teacher Licensure
and Certification,” with the first 10 competencies based upon “Model Standards for
Beginning Teacher Licensing and Development: A Resource for State Dialogue”
prepared by the Council for Chief State School Officers’ Interstate New Teacher
Assessment and Support Consortium (INTASC). Oklahoma educators developed

competencies 11 through 13, and competencies 14 and 15 are based on already existing



Oklahoma laws (Wyatt and Looper, 1999). [See Appendix A for complete listing of
Competencies]. The 15 competencies are a part of each Oklahoma institution’s pre-
service teacher portfolio requirements (Wyatt and Looper, 1999). The Oklahoma
legislature mandates that teacher education “candidates” seeking state certification
address all fifteen competencies in a portfolio format, and the Oklahoma Commission for
Teacher Preparation enforces this mandate. The mandate’s purpose is to ensure that the
teacher “candidates” are able “to meet the demands of the classroom by reaching the
mandated specifications for competency” (Wyatt and Looper, 1999, p. vii).

Although professors at my university list the competency (or competencies) each
course fulfills in their syllabi, the portfolio remains the primary instrument through which
pre-service teachers document their mastery of the competencies. Each university in the
state has a degree of flexibility concerning the portfolio’s organization. For example, the
education department at my university added a final competency, competency 16: “The
candidate researches and analyzes major contemporary problems in public education.”
Further, at my university, the arrangement of the competencies is slightly altered from the
original 15, for here the portfolio is divided into four sections: section one contains
general information about the candidate, including the candidate’s autobiography, test
scores, field experience forms, transcript(s), and resume; section two, entitled “Learners
and the Learning Environment,” contains the first four competencies; section three,
“Instruction and Assessment,” contains competencies five through nine (with
competencies five and six both having a sub-competency); and section four, “The
Professional Environment” includes competencies 10 through 15. For each artifact the

pre-service teachers present, they must write an accompanying reflection explaining why



they chose the artifact and how the artifact helped them understand and meet the
particular competency. [See Appendix B for the complete listing of the competencies as

they are arranged at this university].

Oklahoma’s Mandated Pre-Service Teacher Portfolio: A High-Stakes Endeavor

Because the portfolio in Oklahoma is the primary instrument through which pre-
service teachers, education programs and institutions demonstrate that they meet state and
national expectations and standards for quality, the portfolio for pre-service teacher
education in Oklahoma is a high stakes, evaluative endeavor for the pre-service teachers,
the teacher education programs, the higher education institutions, and by extension, the
professors. The pre-service teachers at my university develop and maintain a portfolio
and move through four steps, or “benchmarks,” in order to graduate and earn certification
and licensure.® For each benchmark, the teacher education faculty members complete an
accompanying rubric to determine each pre-service teacher’s level of proficiency. This
rubric contains six levels of proficiency (“zero” through “five”) for each competency, and
the pre-service teachers must achieve a “two” or above in order to pass the competency
benchmark.” The pre-service teachers cannot proceed from one benchmark to the next
until passing the previous one. I list the benchmarks at my university, benchmark
requirements, evaluations, and consequences of failing the benchmark in the following

table

® In Oklahoma, the institution grants certification while the state grants licensure.

" See Appendix J for my university’s rubric at the time of data collection. Note, since | collected the data,
my university’s rubric has changed. The rubric now has five levels of proficiency, and the pre-service
teachers must achieve a “one” or above in order to pass the competency.



Table 1

Benchmarks, Evaluations and Consequences

Benchmark Due Date Requirements Evaluation Consequences

Benchmark 1 Due upon Completion of Any teacher Pre-service
completion of  Section 1 and at education teacher must
Introduction to least one artifact in  faculty revise until
Education any of the member can approved in order
course. competencies. review and to proceed to

sign off. Benchmark 2.

Benchmark 2 Due 2 weeks ~ Updating of Interview Pre-service
before Section 1 and conducted by  teacher not
interview that  completion of four three admitted into
allows pre- artifacts in any of  education teacher education
service the competencies.  faculty until benchmark
teachers to be members. passed with all
admitted into revisions
teacher completed.
education.

Benchmark 3  Due before Updating of The student’s  Pre-service
pre-service Section 1, advisor and teacher may not
teacher including adding one other student teach
student evidence of teacher until benchmark
teaches. passing score inat  education passed with all

least one faculty revisions
Oklahoma Subject member must completed.
Area Test sign off at this

(OSAT). benchmark.

At least one

artifact per

competency.

Benchmark 4 Due during Addition of 7 Interview Pre-service
finals’ week artifacts from conducted by  teacher will not
of last student teaching,  three teacher ~ graduate and
semester as well as education cannot apply for
before exit updating/revising  faculty certification until
interview. other artifacts as members benchmark

needed. “Best passed with all
practices” stressed. revisions
completed.

10



The portfolio is also high stakes for the education programs in Oklahoma
universities. Like the professors and administrators in many other teacher education
programs, my university’s education division members seek to maintain NCATE
accreditation and state accreditation. The portfolio is a large part of the accreditation
process because the accreditation reviewers often look at the pre-service teacher
portfolios to determine the education programs’ strengths and weaknesses as they relate
to the pre-service teachers’ knowledge, skills and dispositions. Thus, the portfolio
becomes a high stakes endeavor for the education program, the instructors, and the pre-
service teachers. If the education program fails accreditation, it can lose official approval,
meaning in Oklahoma that a university can lose a program if it loses state and national
accreditation. Loss of accreditation might eventually lead to closing down the education
program altogether, causing the instructors potentially to lose their jobs and pre-service
teachers to lose the opportunity to take teacher education courses at that university.

As an instructor of education in a small, Oklahoma four-year university, | hear
many negative remarks from fellow teacher educators and pre-service teachers
concerning the portfolio. Many of the pre-service teachers with whom | come in contact
see the portfolio as another “hoop” through which to jump with no long range benefit
gained from their investments in the portfolio process. One pre-service teacher even
called the finished product “a really nice doorstop.” Although initially I considered these
complaints to be “typical” student dissatisfaction, I noted several events that caused me to
question the effectiveness of the portfolio as an educational process: students were not
picking up their portfolios after their final interviews; recent teacher education graduates

continued to voice their frustrations about the portfolio; and rumors surfaced that several

11



students had left the education field solely because they did not want to complete a
portfolio.

If the pre-service teachers view their portfolio work as a “doorstop” or a barricade
preventing potentially good teachers from becoming educators, how useful is the
portfolio, and what is its actual purpose? Recalling the state’s purpose for mandating the
pre-service teacher education portfolio, does the portfolio truly demonstrate to state and
national accreditors that the graduating pre-service teachers are competent and that the
education program and certificate granting institution “produce” enough graduates who
meet state and national competencies/standards to warrant the program’s and institution’s
accreditation? If the pre-service teachers do not perceive the portfolio in its present form
to foster their growth (in education)® and their competence as teachers, why should such
states as Oklahoma require portfolio implementation? Whether the portfolio actually
fosters growth or not, for the most part it seems the pre-service teachers perceive that it
does not. Thus, if they perceive that the portfolio is of no educative value, then they will

perceive that it does not foster their growth.

Interpretive/Constructivist Epistemological Stance

Harry Wolcott (1995) asserts that theory is essential to the pursuit of qualitative
research and is a precursor to any purposeful human activity. Agreeing that theory in
research is extremely important, Mertens (1998) is more specific than Wolcott: “A

researcher’s theoretical orientation has implications for every decision made in the

8 | use the term “growth” to describe the numerous factors which contribute to the pre-service teachers’
educational journeys. | will connect this “growth” to education in the discussion of Dewey’s idea of
education as growth later in this chapter.
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research process, including the choice of method” (pp. 3-4). Since my purpose in
conducting this study was to discover the attitudes toward the portfolio in order to
determine its role in pre-service teachers’ growth, | set up my study using the
interpretive/constructivist paradigm as defined by Mertens (1998).

First, a connection among the researcher and participants is key to effective data
collection in the interpretive/constructivist paradigm. Mertens (1998) explains that in this
paradigm the researcher and those she is researching interlock in an interactive process,
each influencing the other (Mertens, 1998). In my research, this connection is strong, for
I teach or work with many of the participants involved in my study; | work at an
institution where accreditation is highly valued. In my institution’s teacher education
program, as in all Oklahoma teacher education programs, this accreditation is closely
connected to the pre-service teacher portfolio. Significantly, I help implement the very
instrument whose purpose and method of implementation | question. | realize that in the
truest interpretive/constructivist sense, objectivity is better replaced by confirmability
(Lincoln & Guba, 1985). Mertens (1998) stresses, “The assumption is made that data,
interpretations, and outcomes are rooted in contexts and persons apart from the researcher
and are not figments of the imagination” (p. 13). She further claims that in this paradigm,
validity in research must be proven through a variety of methods for data collection.
Using existing research, the questionnaire, and the focus group for data collection, | have
data from the participants in its original sources to validate and confirm my findings.

Additionally, the interpretive/constructivist theory incorporates qualitative data
gathering through interaction between and among investigator and respondents (Mertens,

1998). The interpretive/constructivist researcher typically wants to know the meaning
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which participants attribute to certain activities using a hermeneutic approach,
“Hermeneutics is the study of interpretive understanding or meaning” (Mertens, 1998, p.
11). More specifically, van Manen (1997) calls this type of research “hermenuetic
phenomenology,” or “a human science which studies persons” (p. 6). According to van
Manen (1997), phenomenology is the *“systematic attempt to uncover and describe the
structures, the internal meaning structures, of lived experience,” (p. 10) for research
conducted as a human science study is, in fact, searching for the very nature of a
phenomenon. According to the Merriam-Webster Online Dictionary, a “phenomenon” is
“an exceptional, unusual, or abnormal person, thing, or occurrence.” The portfolio at my
university has indeed turned into an exceptional occurrence of great magnitude, a

phenomenon.

Problem Statement/Purpose

Because at my university completing the portfolio requires much of the pre-
service teachers’ time and effort, one would think the portfolio should be an instrument
that supports and enhances the pre-service teachers’ growth during this portion of their
educational journeys. However, at my university, instructors and pre-service teachers
maintain that portfolio completion yields little or no educational pay-off, a position
contrasting sharply with researchers’ and portfolio developers’ overall support of the
portfolio process. To discover why this contradiction exists, | seek to learn how those
involved firsthand with the teacher education portfolio — the professors and the pre-

service teachers — evaluate the portfolio. As a human science researcher, | seek to deepen
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my understanding of the everyday experience of education professors and pre-service
teachers as they move through the portfolio process and to determine if the portfolio is
indeed an instrument that supports pre-service teachers’ growth even if pre-service
teachers and their instructors are unable to perceive this growth while in my university’s
program. If this high-stakes instrument is not a means of growth, then what is its
purpose? Is it merely a scrapbook or a “really nice doorstop”? Does it hold educative

meaning and value for the pre-service teachers?

Research Questions

Because in many research projects multiple realities exist, the research questions
cannot be “definitively established before the study begins” (Mertens, 1998, p. 14); they
may develop and progress as the study advances. Based upon instructors’ and pre-service
teachers’ comments and concerns at my university, | began my research with six
questions that later evolved into the questions I used for data collection®:

1. What are the attitudes of pre-service teachers at [my university] toward the

mandated portfolio?

2. What are the attitudes of teacher educators at [my university] toward the

mandated portfolio?

3. How have the portfolios been beneficial to the pre-service teachers’ teacher

education?

4. What causes the most frustration for pre-service teachers and teacher

educators in the portfolio compilation process?

° | list the data collection questions in Chapter 3.
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5. What do the pre-service teachers and teacher educators foresee as the

usefulness of their portfolios after graduation?

6. What are possible suggestions the pre-service teachers and teacher educators

might make to improve the portfolio process?

In order to learn answers to these questions, | created two Portfolio Attittude
Questionnaires (PAQ’s), one for the instructor participants and one for the pre-service
teacher participants [See Appendix C for complete questionnaires]. | wanted input from
the instructors at my university to see if their views toward the portfolio corroborated the
pre-service teachers’ views and to gain any added insight. | planned to use data from the
PAQ as the basis for posing more poignant questions to pre-service teachers in a focus
group. Therefore, after examining the answers to the PAQ’s, to learn more about
portfolio compilation in a more “focused way,” | formed a focus group to expand upon
topics which most frequently occurred in the PAQ seeking to learn if the literature, the
PAQ responses, and the focus group responses would triangulate. Lincoln and Guba
(1985) describe the triangulation process as validating each piece of information against
at least one other source and/or a second method. They stress, “No single item of
information (unless coming from an elite and unimpeachable source) should ever be
given serious consideration unless it can be triangulated” (p. 283). I also wanted further
to explore contradictions and “new” concerns about the portfolio which might arise in a
conversational setting. Therefore, | determined that the addition of a focus group would
solidify and inform my findings. [See Appendix D for focus group script]. Because my

primary interests were to discover the pre-service teachers’ evaluations of the portfolio
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and to determine if the portfolio is an instrument that supports pre-service teachers’

growth, I did not feel a focus group for faculty input would contribute to the study.

Theoretical Lens

I read my findings through American philosopher of education John Dewey’s
concept of education as growth. John Dewey (1944) views education as a step-by-step
process. He states, “The educative process is a continuous process of growth, having as
its aim at every stage an added capacity of growth (Dewey, 1944, p. 54). He also
maintains that a condition for growth is immaturity and that every immature being has the
“capacity — an ability, a power” (p. 41) and the “potentiality — potency, force” (p. 41) to
grow. Further, Dewey (1944) states that a being’s adaptibility for growth “constitutes his
plasticity” (p. 44), which he describes as “essentially the ability to learn from experience;
the power to retain from one experience something which is of avail in coping with the
difficulties of a later situation. This coping means power to modify actions on the basis of
the results of prior experiences, the power to develop dispositions” (p. 44). Is the
mandated portfolio an instrument that helps the pre-service teachers truly learn from
experience — an instrument that fosters their power to develop dispositions that support
their growth?

Dewey (1944) also points out that education is not development. He maintains
that the “standard” for development is perfection, and perfection is far beyond what is
immediately attainable. Dewey (1944) states, “Development is conceived not as

continuous growing, but as the unfolding of latent powers toward a definite goal. The
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goal is conceived of as completion, perfection” (p. 56). Since one would think the
teacher education programs’ goals would be to foster their pre-service teachers’ growth
throughout their education, if one defines education as growth, one projects a lifetime of
growing, a progressive realization of present possibilities better fitting one to later
requirements. Programs focusing on development rather than growth would undermine
their own goal, since development, according to Dewey, anticipates completion. Does the
state mandated teacher education portfolio support pre-service teachers’ growth? Dewey
(1944) states, “It is not of course a question whether education should prepare for the
future. If education is growth, it must progressively realize present possibilities, and thus

make individuals better fitted to cope with later requirements” (p. 56).

Significance of the Study

Oklahoma mandates the pre-service teacher portfolio on a wide-scale basis so
authorities can evaluate pre-service teachers and university teacher education programs.
Since the instructors and pre-service teachers are involved firsthand in this high-stakes,
mandated portfolio process, what are their underlying attitudes/evaluations'® of the
portfolio? How do these attitudes/evaluations affect professors’ and pre-service teachers’
thinking, acting, and even directing their actions relative to the portfolio, and what is the
meaning and value of the portfolio process to pre-service teachers’ growth? Pre-service
teacher attitudes/evaluations are important, since “buy-in” to the entire portfolio process

is a necessary step to completing the portfolio. Additionally, professor

191 am using Perloff’s (1993) definition of “attitude” (explained fully in Chapter 3) as an analytical tool for
my study: therefore, | will use this construction — “attitude/evaluation” — throughout this paper to remind
readers that | am examining attitudes as evaluations of the portfolio.
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attitudes/evaluations are important, since professors oversee the portfolios, conduct the
benchmark interviews, and weave the portfolio assignments into their courses.
Ultimately, 1 will use this attitudinal study to show the relation between the portfolio
process and pre-service teachers’ growth.

At my university, the portfolio mandate has become a cumbersome process on
which professors and pre-service teachers focus a great deal of time and energy.
Although much research about portfolio development, purpose, and theory has been
conducted, few researchers actually examine the attitudes/evaluations of those who are
mandated to put this instrument into practice — the professors — and those who actually
compile the portfolios — the pre-service teachers. What do their attitudes/evaluations
mean? What is the value of these attitudes/evaluations and to whom? My research will
fill this gap in the existing literature.

Additionally, attitudinal research is a significant form of research supported by
attitudinal studies. As related to schooling, Robinson (2001) maintains that students’
feedback is important: “Because attitudes, beliefs, and values influence motivation and
learning and, thus, effect student performance, it is imperative to obtain feedback from
the major stakeholders in the educational environment — the students [pre-service
teachers] — on the techniques that motivate them to perform” (p. 1). It seems reasonable,
then, that because the instructors play a huge role in implementing the mandated
portfolio, their attitudes/evaluations of the portfolio would be pertinent to the overall
understanding of the portfolio’s usefulness as an evaluation instrument and its impact on
pre-service teachers’ growth. Further, the pre-service teachers’ attitudes or evaluations

toward completing a mandated portfolio play a significant role in the way they compile
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their portfolios and ultimately how they view their teacher education process, whether
they stay in the program and whether they become teachers at all, even through the
alternative certification program. My research adds an interesting twist to existing
portfolio studies because | am examining the attitudes/evaluations of both those
evaluating and those completing an evaluative instrument, the portfolio.

Another significant discovery centers around the Oklahoma mandate for the
portfolio. Did Oklahoma mandators create any philosophical foundation upon which to
build the standards-driven portfolio in the first place? Did they pilot the portfolio’s use
before mandating it? It seems that Oklahoma mandators jumped on the portfolio
“bandwagon,” mandating it neither grounding it philosophically nor thinking through the
consequences of its wide-scale use. The Oklahoma university instructors and pre-service
teachers apparently invest great amounts of time and energy into an instrument that may
simply be a passing trend, another “reform” so manipulated and distorted to hold little
reformational and, more importantly, transformational value.

Finally, my research reflects a method of attitude analysis | created to analyze my
data. Reviewing the literature, | found attitude analysis tools for use in the corporate
world to evaluate employees (i.e., Pyron, 2001), in the psychology field for measuring
psychological attitudes (i.e., Johnson 2001), and in the marketing industry to poll
consumers (i.e., Hini, et al., 1995) but could find no specific attitude analysis tools in the
educational field at this time. Since my attitude analysis tool explores the participants’
words for attitudinal language in order to discover the instructors’ and pre-service
teachers’ attitudes/evaluations toward the portfolio that affect their thoughts and actions

relative to the portfolio and beyond, it becomes a form of discourse analysis. This “new”
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tool | have constructed for analyzing attitudes adds an original and in-depth dimension to
understanding the study participants’ views, promising interesting analysis and

interpretation of the data.
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CHAPTER II

Review of The Literature

“...if you went through classes and you passed the classes, shouldn’t that be the

statement of your competency to be a teacher?” (Appendix H)

An investigation of the related literature concerning teacher education portfolios
situates my study among contemporary studies in the field of portfolio development in
education, particularly within conversations about the meaning and value of the portfolio
as an evaluation instrument and about the portfolio as an instrument that enhances pre-
service teachers’ growth. Before examining these conversations, one must distinguish
between the terms “evaluation” and “assessment.” Although many authors use the terms
“evaluation” and “assessment” interchangeably, they are distinctly different. Nitko
(2004) defines assessment as “the process for obtaining information that is used for
making decisions about students, curricula and programs, and educational policy” (p.
513). On the other hand, he defines evaluation as “the process of making value
judgments about the worth of a student’s product or performance” (p. 516). Ward and
Murray-Ward (1999) clarify the terms even further: “The term “evaluation’ includes

assessment but also refers to making judgments. In education, judgments may be made
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about the performance of a student, teacher, school, district, and so on. And judgments
may be made about the quality or worth of an educational program or procedure” (p. 70).
As an additional clarification, although many use the terms “teacher education,”
“teacher preparation,” and “teacher training” interchangeably, I will use the term *“teacher
education” for referring to Oklahoma’s programs. This reference supports John Dewey’s
(1944) contention that education is completed with thoughts, actions and emotions.
Training, on the other hand is more of a habit and, as Dewey (1944) states, has no
“corresponding thought or emotion” (p. 13). The term “preparation” fails to emphasize
the importance of the present, and Dewey (1944) likens “educational preparation” to
being placed “on a waiting list” (p. 54) for further learning. | will first examine existing
definitions and models of portfolios to establish a basis for understanding the portfolio as
an evaluative instrument in the general educational setting as well as in the more specific
setting of Oklahoma’s pre-service teacher education programs. | will then look at cited
advantages and disadvantages of portfolio use ultimately to determine if the mandated
teacher education portfolio serves as an instrument that supports pre-service teachers’

growth.

Definitions and Uses of the Education Portfolio

Because the portfolio has been used in the education setting in a number of ways,

it is interesting to examine various definitions of the portfolio as it is used in a typical

educational setting. Turner (2002), for example, defines the portfolio as a performance-

based evaluation instrument which “involves the integration of several processes, skills,
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and concepts to yield a demonstration of what the student knows and/or is able to do” (p.
2). Although this definition is brief, its implications are far from simplistic. McMillin
(2001) uses more specific language describing the education portfolio as a “purposeful,
systematic process of collecting and evaluating student products to document progress
toward the attainment of learning targets or show evidence that a learning target has been
achieved” (p.234). With even more specific language, Wyatt and Looper (1999) define
the education portfolio as “a very personal collection of artifacts and reflections about
one’s accomplishments, learning, strengths, and best works. The collection is dynamic,
ever-growing and ever-changing” (p. 2).

These general definitions lead into the detailed and precise portfolio definition for
teacher education that NCATE (National Council for the Accreditation of Teacher
Education) (2002) puts forth:

An accumulation of evidence about individual proficiencies, especially in relation

to explicit standards and rubrics, used in evaluation of competency as a teacher or

in another professional school role. Contents might include end-of-course
evaluations and tasks used for instructional or clinical experience purposes such
as projects, journals, and observations by faculty, videos, comments by
cooperating teachers or internship supervisors, and samples of student work

(National Council for the Accreditation of Teacher Education, p. 55).

In a presentation at the Portfolios in Teaching and Teacher Education Conference,
Shulman (1994) also provides a detailed definition of the teacher education portfolio,
adding that the work of portfolio implementation is “fully realized only through reflective

writing, deliberation, and serious conversation.”
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Although these definitions vary in detail, all of them share one especially
noteworthy feature: the portfolio product must reflect a carefully selected set of targets
or accomplishments that guide artifact collection. The NCATE (2002) and Shulman
(1994) definitions maintain that student reflection and conversation are also important for
implementing the portfolio as an evaluation tool. McLaughlin and Vogt (1998) reiterate
the NCATE and Shulman meaning that an effective portfolio should “include goal-setting
on the part of both teacher and student, gathering authentic evidences, reflecting, and
conferencing” (p. 13). Examining these definitions adds insight into the uses of the
portfolio. Additionally, looking at the different portfolio models assists in determining
the portfolio’s actual purpose and if that purpose is or connects to fostering pre-service

teachers’ growth.

Portfolio Models

In addition to definitions, although researchers are quick to point out that
“portfolio assessment™ will be unique to a particular setting,” educators typically
recognize three types of education portfolios, (McMillin, 2001, p. 235). The three
portfolio models include the showcase portfolio, the documentation portfolio, and the
evaluation portfolio (McMillin, 2001; Ward & Murray-Ward 1999). To better understand
the potential uses of the portfolio and how these models connect and/or reflect the
definitions that accompany these models, the three portfolio models bear closer scrutiny.

First, Taylor and Nolen (2005) state that showcase portfolios “tell a story of what

1 Many authors use the terms ‘assessment’ and “evaluation’ interchangeably. Since this author is referring
to making value judgments about students using terms already defined, the term evaluation would be more
appropriate.
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students have accomplished, in relation to a set of learning objectives, during a given
period of time” (p. 311). A showcase portfolio would include collections of students’
best works from a particular grading period or school year, showcasing the results of their
growth over time. Second, the documentation portfolio (which Taylor and Nolen [2005]
label a “process portfolio”) details the students’ growth through an authentic performance
and is a “vehicle for communication” (p. 320) between the teacher and student. For
example, a student writing an essay would show all the steps taken to achieve the final
product, with the teacher providing feedback at each stage of preparation. Third, Popham
(2002) describes the evaluation portfolio as a tool with a standardized set of
requirements, possibly teacher-selected entries, to evaluate students’ work. By examining
the evaluation portfolio, the evaluator determines whether students have met “previously
determined quality levels of performance” (p. 206).

My university’s portfolio combines all three models (as described in our Teacher
Education Handbook). Note the bold-faced words:

Teacher candidates [NCATE language] have the opportunity to illustrate progress

throughout the professional education program and the integration of learning in

all courses. Candidates should consider this portfolio as an evolving display of

professional growth during Benchmarks 1-3. The final portfolio, Benchmark 4,

illustrates a teacher candidate’s best work.

The portfolio is also required for institutional accreditation by the Oklahoma

Commission for Teacher Preparation (OCTP) as a continuous assessment tool of

programs, standards, outcomes and quality experiences that [my university]

provides for our candidates.
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Because their portfolios do not follow exactly one of these three common portfolio
models, the pre-service teachers at my university might find themselves questioning the
purpose of our university’s portfolio since my university’s education portfolio seems to
be a combination of the three models, with greater emphasis on the evaluation model. Is
this combination of models effective? Popham (2002) answers the question of whether a
portfolio can perform all three functions at once: “My answer is a somewhat shaky yes.
But if you were to ask me whether one portfolio can perform all three functions well,
you’d get a rock-solid no. The three functions, though related — somewhat like second
cousins — are fundamentally different” (p. 206). A simple examination of Oklahoma’s
portfolio against the three common models and Popham’s assessment of mixed models
reveals that the Oklahoma portfolio may indeed have been on rocky ground since its

inception.

The Educational Portfolio as an Evaluation Instrument

Since my university’s greatest emphasis is on the evaluation model, it is
productive to examine this model further in order better to understand the portfolio as an
evaluation tool. Porter and Cleland (1995, p. 23) help define the portfolio as an
evaluation tool by contrasting the portfolio — a nontraditional assessment — to such
traditional forms of assessment as objective tests and quizzes. They supply the following

comparison:
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TRADITIONAL NONTRADITIONAL

ASSESSMENTS ASSESSMENTS
Focus on skill performance Focus on process
Students acquire objective Students thoughtfully judge
knowledge their own work
Achievement matters Development matters
Teacher’s responsibility Shared responsibility
First and only draft work valued Multiple drafts valued
Used to determine a grade Used by student and teacher

to guide learning
By examining the above criteria, it appears that the teacher education portfolio qualifies
as a nontraditional evaluation form. However, as will be evident in later chapters,
instructors and pre-service teachers at my university do not necessarily contend that our
portfolio fits into the previously listed guidelines of a nontraditional assessment,
especially the “shared responsibility” and “used by student and teacher to guide learning”
guidelines.

Because the portfolio in general educational settings is being used “to secure a
broader sample of students’ work than would be possible from a single production task”
(Ward & Murray-Ward, 1999, p. 191), it has gained popularity in schools as an
alternative or nontraditional form of evaluation. McMillin (2001) cites the following as
common characteristics of the portfolio as an evaluative document:

e Clearly defined purpose and learning targets
e Systematic and organized collection of student products

e Pre-established guidelines for what will be included
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e Student selection of some of what is included

e Progress documented with specific products and/or evaluations
e Clear and appropriate criteria for evaluating student products

e Portfolio conferences between students and teachers (p. 234)

Other researchers list similar characteristics to those above, with many
emphasizing communication as the most important characteristic of the evaluative
portfolio. For example, Taylor and Nolen (2005) stress that communication between
student and teacher in the form of either written or oral communication is a vital element
when using the portfolio as an evaluation instrument. Freidus (1998) adds that
connections among students in a peer mentoring relationship can also help with portfolio
evaluation and states that in this type of setting, “students. . . support and extend each
other’s constructions of knowledge” (p. 66). Considering the multiple uses of today’s
evaluative portfolio, it is interesting to examine the portfolio’s emergence in teacher

education.

Origins of the Portfolio in the Educational Realm

The portfolio in education did not become popular until the 1970’s and 1980’s
with the renewed emphasis in the teaching of writing (Ward & Murray-Ward, 1999).
Since writing teachers had long been inundated with papers to grade, they embraced the
portfolio system in hopes that it would lighten their grading load (Wyatt and Looper,
1999). Wyatt and Looper (1999) state, “Users of the writing portfolio system of grading

touted it as a reliever of the burden of teachers having to read and mark carefully every
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paper their students wrote” (p. 4). Widely used in the 1980’s, the portfolio also helped the
reading/writing instructor integrate the process approach to writing, taking the writer
through five stages of writing development: (1) Pre-writing (the collection and gathering
of materials for the chosen topic); (2) Drafting (the rough-draft document that is written
after the initial collection of data); (3) Revising (the stage in which the writer examines
the draft and makes necessary changes); (4) Editing (the stage after the content changes
that focuses more on editorial corrections); and (5) Sharing/Publishing (the time when the
writer shares his piece with others) (Wyatt and Looper, 1999).

Opposite of university instructors’ and pre-service teachers’ complaints of the
pre-service teacher portfolio, many English/language arts teachers claim that portfolios in
the English classrooms have positively impacted student learning in a variety of ways.
For example, elementary teacher S.E. Swain (2001) states that portfolios help teachers
create “writing communities” (p. 16). She also suggests that writing portfolios empower
her first-grade students through the selection, reflection, and meta-reflection (reflecting
upon reflections) processes. She states, “Portfolios represent the ultimate learning
process: to know, to know that you know, and to know how you know” (p. 20). Ruhana
(2001), an eighth grade language arts teacher, concurs and looks forward to the annual
portfolio assessment time at her school. She states, ”. . .they [the students] see their own
growth as writers, as students, as people, and they realize that education is a journey” (p.
47). Tierney, Carter, and Desai (1991) fully explain what portfolio use in the reading-
writing classroom can accomplish:

Portfolios offer. . .a framework that responds to demands for student

empowerment. . .It is a framework with the potential to empower both teachers
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and students to reflect upon their reading and writing and to grow in their

understanding of their reading and writing, as well as themselves (p. 42).

Claims concerning the value of writing portfolios extend beyond the
English/language arts classroom. For instance, Jane Juska (2001) writes about the power
of writing portfolios in the prison system. Juksa teaches a language arts course entitled,
“Reading, Writing and Telling Stories” at the San Quentin prison. Through her
experiences with the portfolio, she has seen the prisoners grow in encouraging ways,
stating, “. . .the men gain confidence and fluency. This, in an environment where
language is monosyllabic and obscene, is nothing short of miraculous” (p. 84). Juska’s
claims about the writing portfolio in this marginal environment certainly support
Tierney, Carter and Desai’s (1991) contention that the writing portfolio is part of the
conditions of empowerment associated with the portfolio (even in a prison where the
environment is one that most would perceive as being unfavorable to growth).

Even though the purpose is somewhat different from the English/language arts
portfolio, one has to wonder why the creators of Oklahoma’s pre-service teacher portfolio
did not carefully examine such successful language arts portfolio experiences and draw
upon their positive components. For example, why did the mandators not stress the
“journey” involved in portfolio building rather than merely emphasizing outcomes?
Additionally, why is there little emphasis on the collaborative or “community-building”
facet — an obvious strength of the language arts portfolio? | ask Oklahoma portfolio
creators to consider what a pre-service teacher portfolio would look like if it were based

on the positive features of the successful language arts portfolio.
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Since implementation of the English/language arts writing portfolios, portfolios
have increased in popularity in a variety of other content areas within education, both in
common schools and in higher education. Wyatt and Looper (1999) explain that many
universities now require all students to complete a general education portfolio — with
such contents as resumes, educational and career goals, and work samples — as an exit
requirement within higher education. Educators within teacher education programs have
also seized upon this now popular means of collecting students’ work. Wyatt and Looper
(1999) point out that in many states (including Oklahoma), “...students seeking
certification in teaching at all levels and in all disciplines are being required to present a
portfolio for completion of degrees in education leading to certification” (p. 7). Because
each state implements the pre-service teacher portfolio with its own set of guidelines, the
portfolio varies widely from state to state and even from university to university within a
given state. Most of these portfolio designs do have commonalities, but a standard,
nation-wide format has yet to be established. What does seem evident is that teacher
education portfolio creators neither clearly identified one of the three models to guide the
teacher education portfolio they would mandate nor did they examine portfolios with

successful histories for fostering growth and self empowerment.

Advantages and Disadvantages of the Teacher Education Portfolio

While the fact that Oklahoma teacher education portfolio creators have apparently

not conceptualized the portfolio by first creating a philosophical foundation and

scaffolding from which they would build the mandated portfolio already puts it at a
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disadvantage and foretells shaky outcomes, researchers have identified and named both
advantages and disadvantages of the teacher education portfolio in general. In fact,
contrary to my perception after my research on the history of the Oklahoma teacher
education portfolio and after listening to professors and pre-service teachers at my
university, portfolio researchers and theorists are overwhelmingly positive about the

advantages of the teacher education portfolio.

Advantages of Portfolios

On closer inspection these same researchers and theorists appear biased in their
evaluations of the teacher education portfolio, for many of them praise portfolio
implementation (Porter & Cleland, 1995; Wyatt & Looper, 1999: Tierney et al., 1991,
Lyons, 1998a; Lyons, 1998b; Lyons 1998c) and even tout the portfolio as an ultimate
form of assessment (McLaughlin, 1998; Adams, 1995; Krause, 1996; Campbell and
Brummett, 2002), while at the same time typically listing more disadvantages than
advantages when discussing portfolio use. When considering the mandated teacher
education portfolio, even the cited advantages can become problematic. For example, one
advantage cited is the individualization that might take place with portfolio use. Ward &
Murray-Ward (1999) state that the portfolio is more meaningful than other forms of
evaluation because it “permits more involvement by students in the assessment process
by allowing them to select pieces when appropriate, evaluate their own work, and reflect
on learning over time” (p. 192). Other researchers agree. For example, McMillin (2001)

contends that when using portfolios, “students become actively involved in self-
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evaluation and self-reflection” (p. 236). Wyatt and Looper (1999) liken the portfolio to an
Individualized Education Program (IEP) since each student is evaluated based on his or
her specific needs, and Shulman (1998) maintains that portfolios can provide a
connection that makes it possible to document the development of teaching and learning
over time. Does completing a mandated portfolio help pre-service teachers individually to
select and evaluate their own work in a distinctive fashion? Further, because of its
standards, can evaluators evaluate a mandated portfolio based on pre-service teachers’
personal needs?

Another advantage researchers cite is that portfolio development supports
collaborative evaluation (McMillin, 2001; Porter & Cleland, 1995; Tierney et al. 1991).
McMillin (2001) states, “In addition to self-reflections, students learn from peer reviews
and teacher feedback. They may evaluate the work of others and interact with teachers to
come to a better understanding of the quality of their performance” (p. 236). Freidus
(1998) adds that faculty-student and student-student connections in portfolio
development help form a setting which promotes “personal and professional growth
within the context of community” (p. 66). Portfolios also help both teachers and students
examine the process of learning, so the products are more than just summative
evaluations of achievement (Ward and Murray-Ward, 1999; McMillin 2001). McMillin
(2001) points out that because portfolio assessment is continuous, it is “integrally related
to learning” (p. 236), while others claim that the portfolio helps both the teachers and the
students to examine student development and the teaching/learning process (Ward and
Murray-Ward, 1999). Like the “advantage” of individualization, collaboration as a stated

“advantage” appears problematic when discussing a mandated portfolio. Can
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collaboration occur when implementing a wide-scale mandated portfolio? Do all
institutions have enough personnel to maintain the level of collaboration needed for
effective instructor, pre-service teacher discussions? Who pays for the level of
collaboration the experts highlight as a primary advantage of teacher education
portfolios?

Researchers cite student motivation as another advantage of portfolio use
(McMillin, 2001; Ward and Murray-Ward, 1999). McMillin (2001) reports that many
students feel empowered when using a portfolio as they see the “link between their
efforts and accomplishments” (p. 236). Further, as part of their portfolios, students reflect
upon their artifacts, which, according to some researchers, can motivate the students
because reflection provides them the opportunity for self-evaluation. Wyatt and Looper
(1999) state that reflection is “self-evaluation articulated in writing” (p. 11) and that this
reflection gives the students authority and ownership of their work. Do pre-service
teachers have ownership when meeting mandated standards, requirements, and
reflections? Is reflection really reflection if mandated? Can a mandated portfolio truly

empower and motivate pre-service teachers?

Disadvantages of Portfolios

Researchers commonly cite three disadvantages of portfolio implementation that

affect both the instructors using the portfolio for evaluation and the students completing

the requirements for the portfolio: the time involved in portfolio implementation, the

power shift inherent in portfolio usage, and the difficulty of evaluating portfolios. First,
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one obvious disadvantage is that the portfolio is a vast undertaking for both instructors
and students. Shulman (1998) calls this “heavy lifting” (p. 35) and adds that portfolio
preparation takes a lot of time and is oftentimes “hard to do” (p. 35). This statement
directly contradicts a previously cited reason for first using portfolios in the writing
classroom — to lighten the instructors’ loads. Because the portfolio process is vast, time,
as related to instructor responsibility, becomes an issue. McMillin (2001) states, “Many
hours are needed to design the portfolios and scoring criteria, and many more hours will
be spent reviewing, scoring and conferencing with students. . .” (p. 238). Airasian (2000)
adds that portfolios require extra time for instructors in the aspects of managing,
organizing and record keeping. Moreover, portfolios are time-consuming for the students
preparing them. Shulman (1998) points out that portfolios that address standards require a
considerable time demand, and research has yet to determine the personal and
professional costs of the time required. Lyons (1998c) adds that many students preparing
portfolios may trivialize them or see them merely as “elaborate scrapbooks” (p. 19).
Valencia and Calfee (1991) summarize, “Portfolio assessment is demanding; it requires
expertise, time, and commitment” (p. 339).

The second cited disadvantage that is also often problematic for both groups — the
students and the professors — is the power shift which arises when using the portfolio as
an evaluation tool. The power shift concern is two-pronged — one prong being the power
shift that occurs between the instructor and the student when compiling the portfolio; and
the other prong being the power shift that occurs between the instructor and student when
evaluating the final product. Concerning the power shift between teachers and students

when compiling the portfolio, Parsons (1998) states, “For the portfolio to ‘work,’ the
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learner must gain power; the teacher must purposely lose it. This shift creates discomfort
for some teachers and learners” (p. 2). Lyons (1998c) adds that, while many of those
involved with the portfolio speak of the “transformative power of it, the validation, the
clarification of one’s ideas, philosophy, and strategies for teaching that came out of their
portfolios conversations,” (p. 19) at the same time the process may be difficult, for
students often feel “overwhelmed. . . by the sense of self revealed” (p. 19).

The second prong of the power shift concern arises in the portfolio’s evaluation.
Note that this prong overlaps with the third listed disadvantage of portfolio use — the
evaluation of the portfolio. Because evaluation involves subjectivity, Parsons (1998)
stresses the difficulty differentiating “good work” from “poor work” in a portfolio
environment. Additionally, who decides the composition of these performance standards,
and how does the concept of standardization fit with the notion of education as growth?
Similarly, how do teachers find a balance between guiding pre-service teachers through
the portfolio process while still granting personal freedom and creativity? This
predicament often sends conflicting messages — “This is your personal portfolio to create
any way you like — so long as you give me what | want!” (Parsons, 1998, p. 2).

A third disadvantage (that overlaps with the previously listed power shift
disadvantage) also exists — scoring an evaluation portfolio in a high stakes testing
situation. Ward and Murray-Ward (1999) point out that this model of portfolio (the
evaluation model) typically has carefully specified outcomes so that the results of
assessment will be reliable and that in a high stakes situation, oftentimes students and
teachers “engage in practices that invalidate the scores,” (p. 192) with instructors helping

students in inappropriate ways in order to garner the needed results. The authors state,
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“This practice raises questions about whether the work was really the students’ efforts
and about the validity of portfolios as measures of students’ achievement” (p. 192). This
problematic situation speaks to individualization and a kind of collaboration as cited in
the “advantages” to portfolio implementation. Shulman (1998) takes this subjectivity in
scoring dilemma one step further. To score the teacher education portfolio, most
professors set up an objective scoring system to compare students’ work fairly. Does this
system not end up “objectifying what’s in the portfolio to the point where the portfolio
will be nothing but a very, very cumbersome multiple choice test?” (Shulman, p. 35).
Once again, the problems cited with scoring portfolios contradict a previously mentioned
“advantage” of portfolio development — individualization. If an absolute standard exists,
how can the portfolio measure individual student growth?

At my university, the instructors’ and pre-service teachers’ attitudes/evaluations'
toward our portfolio seem mostly to contradict the overriding positive research. Recall
that what sometimes appears to be research reporting positive results becomes less
positive when examined closely. Pre-service teachers completing my university’s
mandated portfolio appear to sense what researchers cite as advantages and what they cite
as disadvantages to be problematic. First, pre-service teachers here do not seem to enjoy
the individual input so often cited as an advantage of portfolio use. In fact, our pre-
service teachers typically respond to the mandated standards in a rather “robotic” fashion
that is far from individual. Does the existence of standards, benchmarks and other “gate-
keeping” mechanisms limit the student choices and, in turn, create “cookie-cutter”

portfolios? Besides, how much authority can the pre-service teachers have when

12 As a reminder, because | am using Perloff’s (1993) definition of “attitude” (which will be explained fully
in Chapter 3) as an analytical tool for my study, | will use the construction — “attitude/evaluation” —
throughout the paper to remind readers that | am examining attitudes as evaluations of the portfolio.
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completing a competency-based portfolio? Second, our portfolio appears not to support
the collaborative evaluation many researchers cite as an advantage — the sheer number of
pre-service teachers at various preparation levels versus the few full-time instructors at
my university prevents many professional and personal connections from occurring.
Instead, connections seem to be professors explaining what needs to be done, included,
and organized so the pre-service teachers can meet the standards. Moreover, what can
student-teacher and student-student discussions yield — except for clarification of the
guidance already provided in the standards? Third, my university’s pre-service teachers
do not contend the portfolio to be a motivating instrument and typically complain about
their lack of power when dealing with the mandated portfolio. In truth, the portfolio
seems to threaten our pre-service teachers, not contribute to conditions of self-
empowerment.

Since Oklahoma mandates the portfolio as a wide-scale evaluation instrument,
what is being measured? Are instructors evaluating individual pre-service teacher growth
or evaluating pre-service teachers by comparing their work to standards or to other pre-
service teachers? Does fulfilling the portfolio requirements truly reflect the content pre-
service teachers learn in their required courses? Does completing the portfolio provide
pre-service teachers (as relayed in the state’s purpose for mandating the pre-service
teacher portfolio) with the “opportunity. . . to critically evaluate [sic] what teachers need
to know to be successful and to consider different types of learners and school
environments” (Oklahoma Commission for Teacher Preparation, Portfolio Assessment)?
Most importantly, does completing the portfolio support the pre-service teachers in their

growth? Answering these questions may help determine the portfolio’s usefulness as an

39



instrument for measuring growth and as a process that supports pre-service teachers’
growth while in a program: their progressively realizing present possibilities thereby
fitting them “to cope with later requirements” (Dewey 56).

Additional research reveals justification for vigilance in portfolio implementation.
For example, in “Portfolio Assessment: Let us Proceed with Caution,” Parsons states,
“Realistically, the freedom of choice that portfolio assessment encourages may not work
in all educational environments” (1998, p. 3). Reis and Villaume also warn that “little
research exists that examines the benefits and tensions that emerge when portfolios are
adapted for wide-scale assessment” (2002, p. 10). Is completing the Oklahoma education
portfolio beneficial to the pre-service teachers, or does it cause too much tension?
Mokhtari, et al, (1996) caution, “...it is not yet clear how or whether such an authentic,
continuous, and collaborative process can be used to evaluate all students on a wide-scale

basis” (p. 6).

Portfolio Theory vs. Portfolio Practice

Although researchers and theorists cite advantages and disadvantages to portfolio
development (typically citing more disadvantages than advantages), overall, experts
praise the portfolios’ use as an evaluation instrument. This positive outlook sharply
contrasts my own analysis of the research and also contradicts the statements made by
pre-service teachers and professors at my school who make no effort to hide their hatred
of the portfolio and, in their minds, its worthlessness. A lack of evidence supporting the

preparers’ attitudes/evaluations toward the mandated portfolio makes obvious the gap in

40



the literature concerning portfolios — in theory, portfolios are highly acclaimed evaluative
instruments; in practice, portfolios appear to be despised and viewed by instructors and
pre-service teachers as poor evaluative instruments.

Although research supports attitudinal studies as a significant form of research, |
discovered little existing research concerning attitudes/evaluations of portfolios. Recall
that Robinson (2001) contends that students’ feedback is very important. It seems
reasonable, then, that the students’ [pre-service teachers’] attitudes/evaluations toward
the writing of the mandated portfolio play a significant role in the way they compile their
portfolios and ultimately in their teacher education process. Additionally, because the
instructors play a huge role in implementing the mandated portfolio, their
attitudes/evaluations toward the instrument seem pertinent to the overall understanding of
the portfolio as an evaluation instrument. Moreover, instructors’ attitudes are important
because their attitudes/evaluations toward the portfolio affect the pre-service teachers’
attitudes/evaluations.

Instructor and pre-service teacher attitudes/evaluations toward the mandated
portfolio need further examination. Just what are the attitudes/evaluations of the
Oklahoma pre-service teachers who are at the performance end of the mandate, and how
do these attitudes/evaluations influence the pre-service teachers’ thinking and acting
towards the portfolio? Does the portfolio serve as a means for growth, and does it hold
educative meaning and value for the pre-service teachers? By focusing on these
questions, | hope to enter the conversation concerning portfolios and perhaps interrupt

researchers’ and developers’ thinking that the mandated portfolio, as it is used for
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evaluating Oklahoma pre-service teachers, is the panacea for determining pre-service

teacher and program competence.
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CHAPTER Il

Methodology and Procedures

“If you want to be that organized and put everything down on paper and evaluate
somebody by their paperwork, then it’s really organized — down to the last tab”
(Appendix G).
Introduction

Max van Manen describes phenomenology as “the systematic attempt to uncover
and describe the structures, the internal meaning structures, of lived experience” (1987, p.
10). In choosing to do human science research, | seek to develop a deeper understanding
of an everyday experience. The everyday experience for this study is the mandated
portfolio towards which the instructors and pre-service teachers at my university express
strong attitudes/evaluations. At my university, most pre-service teachers begin
developing portfolios during their sophomore year when taking the course EDUC 2103,
Education Seminar. They then add to and build the portfolio in each subsequent
education course ultimately completing their portfolios during their student teaching
semesters. Therefore, the portfolio is integrally connected to the pre-service teachers’
everyday college experience from their sophomore year through graduation.

Since one goal of my research is to discover why the apparent contradiction exists

between researchers’ attitudes/evaluations toward the portfolio and my university’s
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instructors’ and pre-service teachers attitudes/ evaluations toward the portfolio, I chose to
interpret my data through the lens of the interpretive/constructivist paradigm; Mertens
(1998) emphasizes the need for the researcher in the interpretive/constructivist
framework to understand the complex world of lived experiences from those who are
actually living it. In staying true to this model, | see pre-service teachers’ reality reflected
in their attitudes/evaluations toward the portfolio. At the heart of this study, their
concerns and comments became evaluations of the portfolio’s meaning and value. | frame
my data collection in a mixture of qualitative research methods to acquire a true sense of
the lived experiences through the attitudes/evaluations of those involved firsthand in
Oklahoma’s pre-service teacher portfolios — the professors that implement them and the
pre-service teachers themselves. | examine pre-service teachers’ attitudes/evaluations
toward the portfolio because | hope to discover through this examination if they perceive
themselves to grow educationally through compiling artifacts, writing reflections, and

completing the final portfolio product.

Methodology: Attitude Analysis as a Methodological Tool

Definitions: Attitude and Attitude Analysis as an Analytical Tool

I doubt that many think of attitude as evaluation and tend simply to polarize
attitudes into positive and negative. As an example, Ryan and Cooper (2004) define
attitude as a “predisposition to act in a positive or negative way toward people, ideas, and
events” (p. 151). Most definitions of attitude are similar to Ryan and Cooper’s, tending to

describe attitudes as either positive or negative. To interrupt this common way of
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thinking, I will use Richard M. Perloff’s (1993) definition of “attitude”: *“a learned,
enduring, global evaluation of an object (person, entity, or idea) that exerts a directive
impact on social behavior” (p. 49). Perloff expands his basic definition to include three
major emphases: 1). attitude is a learned appraisal of a situation; 2). attitude is most often
a lasting impression; and 3). attitudes have a direct influence on how people think and
act. Using his definition as an analytical tool, I will analyze the participants’ comments
seeking ultimately to uncover their evaluations of the teacher education portfolio and to
determine how these evaluations towards the portfolio affect how they think and act
relative to it. In short, does the portfolio at my university serve as a means for pre-service
teachers’ growth?

Using Richard M. Perloff’s (1993) definition, | performed what | call “attitude
analysis” — exploring the participants’ words for attitudinal language, language that
revealed evaluations of the portfolio’s many facets. Specifically, using attitude analysis, |
explored the participants” words for attitudinal language, in order to discover the
instructors’ and pre-service teachers’ attitudes/evaluations toward the portfolio that affect
their thoughts and actions relative to the portfolio and beyond. To do so | conducted the
first step of my research using a descriptive research technique, a technique that Gay and
Airasian (2000) stress is especially useful for assessing attitudes, the PAQ — an open-
ended questionnaire. | analyzed the participants’ comments seeking ultimately to uncover
their attitudes/evaluations of the teacher education portfolio and to determine how these
attitudes/evaluations towards the portfolio affect how they think and act relative to the
instrument. | conducted this attitude analysis for both of my qualitative instruments, the

PAQ and the focus group, and will explore the results in Chapters 4 and 5.
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Part | — Portfolio Attitude Questionnaire: Participants, Data

Collection and Data Analysis

Participant — Researcher/Instructor

As a white, middle-class, female professor in a small Midwestern university, | am
a participant in this study since | am involved firsthand with the portfolio process at my
university, instructing many of the pre-service teachers preparing the portfolio and also
implementing the requirements for the portfolio in the undergraduate classes that | teach
— Education 3032, Measurement and Evaluation; Education 3913, Principles and
Methods of Teaching; and Education 3422, Teaching Reading in the Content Area. | also
serve on committees that review the portfolios for the pre-service teachers’ interviews
held at Benchmarks 2 and 4, and | have consulted with individual pre-service teachers on
numerous occasions regarding their portfolio preparation. Therefore, my involvement
with the pre-service teachers and their portfolios has become a large portion of my focus;
I am definitely a part of the portfolio preparation process at my university. Lincoln and
Guba (1985) point out that researcher/participant involvement is important: “The
inquirer and the ‘object’ of inquiry interact to influence one another; knower and known
are inseparable” (p. 94). In fact, during my research this closeness seemed to create a
need to share information, as many of the respondents answered the PAQ questions at
length, with one professor stapling ten additional pages of typed responses. Rubin and

Rubin (1995) explain one reason for this occurrence, “Who you are counts. Your interest,
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curiosity, and concern encourage the conversational partner to discuss the topic at length”

(p. 41).

Participants - Instructor PAQ

The instructors participating in the instructor PAQ consisted of eight females and
six males and came from the following content areas: two from health and physical
education, one from secondary language arts education, one from secondary mathematics
education, one from secondary social sciences education, one from secondary speech and
theatre education, five from elementary and early childhood education, and three who did
not specify area of instruction. Two respondents indicated they were in the age range of
24-34; three indicated the age bracket of 35-44; six said they were in the 45-54 age
category; and three indicated the 55 — above age range. All 14 respondents checked

‘Caucasian’ for race.

Participants — Pre-service Teacher PAQ

The pre-service teachers answering the PAQ came from four classes representing
a variety of preparation levels: Education 3032 Measurement and Evaluation, a required
course for all seniors (elementary and secondary majors) enrolled in their professional
semester; Education 3913, Principles and Methods of Teaching, a required course for
secondary majors in their junior or senior year; Education 3413, Foundations of Reading

a required course for elementary majors in their junior or senior year; and Education

47



2103, Introduction to Education, an introductory course for elementary and secondary
education majors, mostly in their sophomore or junior year. In the end, ninety pre-service
teachers responded to the PAQ. Of those, 67 were female, and 23 were male. The pre-
service teachers came from a variety of college majors, ranging from early childhood
education and elementary education to secondary education and special education. They
also ranged in level of preparation — with one freshman, eleven sophomores, 25 juniors,
51 seniors, and two post-graduates. Sixty-eight pre-service teachers indicated they were
in the age range of 17-24. Twenty-one pre-service teachers checked the age 25 or older,
and one did not respond to the question of age. Eighty-four pre-service teachers identified
their race as “Caucasian,” three said “Latino/Hispanic,” two indicated “Native
American,” and one said “Other.” For cumulative GPA, one pre-service teacher
indicated “Below 2.5”; seventeen pre-service teachers said their averages were between
2.5 and 2.9; twenty three participants indicated 3.0 — 3.4; and 49 said their GPA was

between 3.5 and 4.0.23

Data Collection — Instructor and Pre-service Teacher PAQ

Because I initially wanted input from as many participants as possible, | began the
project with a descriptive method of data collection — the questionnaire. Gay and Airasian
(2000) state, “A descriptive study determines and describes the way things are” (p. 275).
They further emphasize that descriptive research techniques are useful for investigating

issues in education and are especially useful for assessing attitudes (Gay & Airasian

3 The grade point requirement for admission to teacher education at my university is a 2.5. However,
students can enroll in education classes, contingent on waivers given by the Teacher Education Committee
— a policy-enacting committee formed of administrators and professors.
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2000). Therefore, | used a questionnaire, entitled the Portfolio Attitude Questionnaire
(PAQ), to “interview” instructors in my university’s education department who
implement the portfolio to determine if their attitudes were comparable to the pre-service
teachers’” and in any way reflect the views found in the research. For the instructors’
questionnaire | used purposive sampling for my population, as I chose populations who
were directly involved (at some level) with the education portfolio. Further, using a
similar questionnaire, | sampled pre-service teachers from four classes at my university in
order to obtain feedback from those in a variety of content area majors, of different ages,
and at various levels of preparation. After discussing the Informed Consent [See
Appendix F] and gaining the needed signatures, | distributed the PAQ to the instructors at
a faculty meeting and to the pre-service teachers in their four separate classes. I informed
the pre-service teachers that completing the PAQ would not influence their grades and
that all data would be confidential. With permission from the cooperating professors, |
gave the pre-service teacher respondents as much time as they needed to complete the
questionnaires and also told them they could attach pages if necessary.

The first page of the questionnaire contained demographic questions, so that |
could eventually sort the answers to the questionnaire in a variety of ways if desired. The
second page included six open-ended questions to which the respondents could respond
at any length. [See Appendix C for complete questionnaires]. The questions on the PAQ
were general in nature and were designed to permit the respondents to answer as

thoughtfully and completely as possible. Van Manen (1997) asserts that this writing
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down of human experiences is a valid means of generating original texts for

interpretation:

The “‘data’ of human science research are human experiences. It seems natural,

therefore, that if we wish to investigate the nature of a certain experience or

phenomenon, the most straightforward way to go about our research is to ask

selected individuals to write their experiences down (p. 63).

The chart below includes a parallel list of questions | asked in the instructor and student

PAQs. Note that questions two and four are slightly different in order to correspond to the

population responding to the questions.

Table 2
Instructor and Student PAQ Questions

Instructor PAQ

Student PAQ

1). Describe your overall attitude toward
the pre-service teaching portfolio at (our
university).

2). How has portfolio implementation
affected your teaching methodologies?

3). What, if anything, has caused
frustration for you concerning your
portfolio preparation?

4). How do you foresee the students using
the portfolio after graduation?

5). Please list any suggestions you might
have regarding the portfolio process at (our
university)

1). Describe your overall attitude toward
the pre-service teaching portfolio at (our
university)

2). How has the portfolio helped you in
your teacher education preparation?

3). What, if anything, has caused
frustration for you concerning your
portfolio preparation?

4). How do you foresee using the portfolio
after graduation?

5). Please list any suggestions you might
have regarding the portfolio process at (our
university)

50



Data Analysis — Instructor and Pre-service Teacher PAQ

Since | neither used a Likert Scale nor a short answer format but questionnaires
with open-ended questions, | perceive the questionnaires as miniature structured
interviews. Aligning responses by question immediately revealed that the respondents
often failed to answer the question they were supposed to address; thus, in order to
identify actual attitudes/evaluations, | collated responses and “coded” them by recurring
topics as Ely, et al (2001), suggest: “In actual practice, we read and reread a portion of
data and provide labels — usually notes in the margins — that identify a meaning unit. This
process is called coding” (p. 162). As | coded the data, | used a different colored pencil
for each topic, adding colors as new topics surfaced.

Identifying relations among the topics helped me determine seven broad
categories in which to sort the data: the cost associated with the portfolio; the time
associated with the portfolio; the organization of the portfolio; the reflection associated
with the portfolio; the Oklahoma mandate and its application at our university; the
wording of the competencies; and the portfolio’s educative meaning and value. Four
categories (the time associated with the portfolio, the reflection associated with the
portfolio, the wording of the competencies, and the portfolio’s educative meaning and
value) appeared in both sets of data — the instructor PAQ and the pre-service teacher
PAQ. Although the other three categories (the cost associated with the portfolio, the
portfolio organization, and the Oklahoma mandate) appeared only in the pre-service

teacher data, they each appeared frequently enough to merit a category.
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After reading and rereading the data, in what Ely, et al (2001), refer to as the
“recursive analytical process” (p. 175), | identified the attitudinal language and then
interpreted that language using Perloff’s (1993) definition and my analytical tool —
attitude analysis. | sought to identify the respondents’ attitudes/evaluations towards these
topics associated with the portfolio in order to understand at some level their overall
attitudes/evaluations and how these attitudes/evaluations toward the portfolio and the
portfolio process may affect their growth through the portfolio process. Finally, from this
analysis, | formed the questions for the focus group interview session. | will report the

PAQ and focus group data analyses in detail in Chapters 4 and 5.

Part Il — Focus Group: Participants, Data

Collection and Data Analysis

Participants — Focus Group

After examining the answers to the PAQs, | planned to use the PAQ data to ask
more poignant questions to pre-service teachers to learn about portfolio compilation in a
“focused” way. Therefore, | formed a focus group to expand upon topics which most
frequently occurred in the PAQ, seeking to learn if the research, the PAQ responses, and
the focus group responses would triangulate. Lincoln and Guba (1985) describe the
triangulation process as validating each piece of information against at least one other
source and/or a second method. They stress, “No single item of information (unless
coming from an elite and unimpeachable source) should ever be given serious

consideration unless it can be triangulated” (p. 283). | also wanted further to explore
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contradictions and “new” concerns about the portfolio which might arise in a
conversational setting. Therefore, | determined that the addition of a focus group made up
of pre-service teachers who participated in the original PAQ would solidify and clarify
my findings while perhaps highlighting previously undocumented concerns.

I formed the focus group in January 2004 by inviting students who had
participated in filling out the original questionnaire for this study in the fall of 2003. My
recruitment entailed inviting students from ED3913 (Principles and Methods of
Teaching) and ED3032 (Measurement and Evaluation) to participate by giving them the
time and date of the focus group session. | chose these two classes from which to invite
pre-service teachers because they were my classes and were, therefore, easily accessible
to me and because the two classes contained a good cross section of participants
according to content area majors, ages, and levels of preparation. | informed the pre-
service teachers in these two classes that filling out the original questionnaire for my
research in the fall of 2003 was a prerequisite for becoming a part of the focus group. |
then distributed a participation form to each student, again emphasizing that participation
in the focus group would not influence their grades. Of all those who agreed, | randomly
chose students by placing their forms in a box, then drawing out nine. [See Appendix D
for the focus group participation form]. | notified each participant in person of his or her
random selection to the focus group. | also made follow-up phone calls to remind the
participants whose names were drawn of the focus group meeting. Because of scheduling
conflicts, only five of the nine participants chosen actually participated in the focus
group, one male and four females. The male is a health and physical education major,

also working on his elementary and special education certifications and expects to
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graduate May 2005. One female is a secondary science major expecting to graduate May
2004 (she was student teaching at the time of the focus group). Another female is a health
and physical education major expecting to graduate December 2004. And the final two

females are both elementary majors expecting to graduate May 2005.

Data Collection — Focus Group

Following are the nine questions/prompts | asked during the focus group

interview session and the rationale for asking these questions:
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Table 3
Focus Group Questions

QUESTION/PROMPT

RATIONALE

1. First, please go around the room and tell
your major and year of expected
graduation.

2. Please discuss the issues of time and cost
associated with the creation of the
portfolio.

3. Several in the original questionnaire
mentioned the organization aspect of the
portfolio. Please elaborate.

4. Many mentioned the “reflection” when
answering the original questionnaire.
Please speak to the reflections that were a
part of your portfolio.

5. Please discuss why you think the state of
Oklahoma and [our university] require the
portfolio in the first place.

6. Please discuss the wording of the
competencies themselves.

7. Will the compilation of the portfolio
make you a better teacher?

8. Do you think that a poor portfolio is
indicative of a poor teacher?

9. Is there anything further you would like
to add concerning the portfolio preparation
process?

Question 1 — To find out educational
details about each participant.

Questions 2 through 6 — To verify the
broad categories in which I had sorted my
PAQ data.

Questions 7 & 8 — To gauge the pre-service
teachers’ attitudes concerning the value of
the portfolio and to see if these attitudes
aligned with attitudes revealed in the pre-
service teacher PAQ.

Question 9 — To ensure that focus group
members would have a chance to address
anything left unsaid.
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Data Analysis — Focus Group

The group met for a total of sixty-five minutes; | audio-taped the conversation
that ensued. To analyze the data, | first listened several times to the tape recording from
the focus group session, eventually transcribing the conversation, starting and stopping
the tape as needed. Then, reading through the transcription for accuracy, | coded (Ely,
2001, p. 162) the comments according to the seven categories identified earlier, and
finally, as Ely (2001, p. 175) suggests, made notes in the margins of the transcription to

point out additional categories that emerged. | will report the data analysis in Chapter 5.

Credibility of Data Collection and Interpretation

As instructors and pre-service teachers responded to questions about the
portfolio, embedded concepts emerged that helped in the understanding of their
attitudes/evaluations. The purpose of my qualitative research through both the PAQ and
the focus group was not to discover principles that are true all the time and in all
conditions. As Rubin and Rubin (1995) state, the goal of qualitative research is
“understanding of specific circumstances, how and why things actually happen in a
complex world. Knowledge in qualitative interviewing is situational and conditional” (p.
38). Thus, I looked only at the portfolio at my university at this time.

I administered the PAQ to the instructors and pre-service teachers at my
university in the fall of 2003. Out of the eighteen instructors in the education department

at my university to whom | gave the questionnaire, fourteen completed and returned it.
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All of the pre-service teachers invited to participate agreed to do so. Therefore, with such
a high response rate, the non-respondent bias is low. Additionally, the demographics
collected helped me carefully examine the respondents involved with the portfolio.
Although my data is specific to my own campus, since all universities in Oklahoma with
teacher education programs have to implement the portfolio, | believe my data will show
some degree of generalizability.

Since qualitative research methods differ greatly from quantitative research
methods, making the study credible involves different indicators of trustworthiness.
According to Rubin and Rubin (1995), in order to make the study credible, “researchers
judge the credibility of qualitative work by its transparency, consistency-coherence, and
communicability” (p. 85). These factors have guided my study of instructors’ and pre-
service teachers’ attitudes toward the portfolio to create credibility in research data

collection and interpretation.

Ethical Issues

Rubin and Rubin (1995) state, “Research ethics are about how to acquire and
disseminate trustworthy information in ways that cause no harm to those being studied”
(p. 93). Keeping this statement in mind, | required participants in both parts of my study
to read and sign consent forms that guaranteed the confidentiality of the research activity.
[See Appendix E for Informed Consent forms]. | kept the completed questionnaires in a
locked file cabinet in my office. | informed all participants that their participation was

strictly voluntary, that they could withdraw at any time without penalty, and that the data
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would be confidential. For the PAQ 1 identified the individuals according to the
demographic data they supplied; for the focus group, | used pseudonyms for the

individual pre-service teachers to guarantee confidentiality.
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CHAPTER IV

Data Analysis — Part I, The Portfolio Attitude Questionnaire (paq)

“Students are traumatized by the process. . .” (Appendix I)

I administered the instructor and pre-service teacher PAQs to learn instructors’
and pre-service teachers’ attitudes/evaluations of the portfolio, to have more than
“hearsay” to gauge these attitudes/evaluations, to determine the meaning and value of
these attitudes/evaluations, and to theorize how these attitudes/evaluations might
influence the pre-service teachers’ thoughts and actions. Using Perloff’s (1993) definition
as an analytical tool, I examined the participants’ comments within the coded categories
seeking ultimately to uncover their attitudes, that is, their “learned, enduring, global
evaluations” towards the teacher education portfolio, to determine how these evaluations
influence their thinking and acting relative to the portfolio process, and to discover how
this thinking and acting relates to their growth. Does the portfolio process at my
university truly foster pre-service teachers’ growth?

In this chapter, I analyze instructor and pre-service teacher comments within the
seven broad categories into which | sorted the data. For each category, | begin by giving
an overview of the scholarly research on portfolios related to that category. | then cite the
data and provide a brief, initial interpretation of that data in terms of the participants’

attitudes/evaluations with respect to the particular category. For clarity, I will highlight
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participants’ words and phrases that address the categories in bold type, and | will
underline participants’ words and phrases that address attitudes/evaluations. To analyze
the PAQ data, | first sorted the questionnaires by group — the instructors being one group,
and each class of pre-service teachers making up the four remaining groups.** Within
each instructor and class group, | then compiled the responses according to the six
questions contained in the questionnaires. For convenient reference, | repeat the
previously cited chart below before examining each category | identified during my data
analysis. Note that questions two and four are slightly different, in order to correspond to

the population responding to the questions.

14 The four classes that | surveyed were Education 3032, Measurement and Evaluation; Education 3913,
Principles and Methods of Teaching; Education 3413, Foundations of Reading; and EDUC 2103,
Introduction to Education.
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Table 4
Instructor and Student PAQ Questions

Instructor PAQ

Pre-service teacher PAQ

1). Describe your overall attitude toward
the pre-service teaching portfolio at (our
university).

2). How has portfolio implementation
affected your teaching methodologies?

3). What, if anything, has caused
frustration for you concerning your
portfolio preparation?

4). How do you foresee the pre-service
teachers using the portfolio after
graduation?

5). Please list any suggestions you might
have regarding the portfolio process at (our
university)

6). Is there anything else you’d like to
share concerning the portfolio process at
(our university)?

1). Describe your overall attitude toward
the pre-service teaching portfolio at (our
university)

2). How has the portfolio helped you in
your teacher education preparation?

3). What, if anything, has caused
frustration for you concerning your
portfolio preparation?

4). How do you foresee using the portfolio
after graduation?

5). Please list any suggestions you might
have regarding the portfolio process at (our
university)

6). Is there anything else you’d like to
share concerning the portfolio process at
(our university)?

Our university has two campuses that lie 70 miles apart, both with full-time

education faculty employed. The main campus hosts four full-time education professors,

while the satellite campus employs five full-time professors of education.® Between the

two campuses, approximately 200 pre-service teachers take education courses in any

given semester. Without fail, the portfolio arises as a “hot topic” at every education

faculty gathering, formal or informal. Thus, since the pre-service teaching portfolio is

1> Three of the professors at the satellite campus have offices at the main campus and travel between the
two sites for their teaching duties. Additionally, please note that fourteen faculty members completed the
PAQ, because | included the secondary subject area instructors in the survey. Their primary duties are in

their own departments, not the education department.
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constantly a topic of conversation among my fellow professors, | decided to examine my
fellow professors’ attitudes/evaluations toward the portfolio by administering and
analyzing the faculty Portfolio Attitude Questionnaire (PAQ). As a reminder, | use
Richard M. Perloff’s (1993) definition of “attitude” as stated in his book The Dynamics of
Persuasion: Communication and Attitudes in the 21% Century: “An attitude is a learned,
enduring, global evaluation of an object (person, entity or idea) that exerts a directive
impact on social behavior” (p. 49). Perloff expands his basic definition to include three
major emphases: 1). attitude is a learned appraisal of a situation; 2). attitude is most often
a lasting impression; and 3). attitudes have a direct influence how people think and act.
Since instructors at my university must address the portfolio in their courses, oversee pre-
service teachers’ progress during the creation of the portfolios, and provide much input
into the guidelines for implementing the portfolio, examining their attitudes/evaluations
towards the portfolio should yield insight into their thoughts and actions concerning the
portfolio as an instrument for pre-service teachers’ growth.

Like the faculty, the pre-service teachers at my university constantly discuss the
portfolio and its requirements and implications. Although, like the professors, the pre-
service teachers are highly involved in the portfolio process, their involvement is of a
different nature: before they can earn their teacher certification, the pre-service teachers
must develop and compile the portfolio, including the artifacts and accompanying

reflections, as set forth in my university’s benchmark requirements.*®

1° See Chapter 1 for discussion of portfolio benchmark requirements at my university.
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The Cost Associated with the Portfolio

While searching the literature, I could find no expert who addressed the
portfolio’s monetary cost. Likewise, none of the teachers at my university mentioned the
monetary cost associated with the portfolio in their responses to the PAQ. This omission
in both the literature and by professors at my university might exist because the
instructors and researchers are typically not the individuals purchasing the items for the
portfolio. Therefore, the thought of cost likely never occurred to them. Many researchers
and experts, as well as the instructors at my university, did mention time as a cost and as
a major disadvantage (a “cost”) to portfolio use. Since professors and pre-service teachers
mentioned the time cost so frequently, I have given the cost of time its own category.

[See the next section, “The Time Associated with the Portfolio,” in this chapter].

Cost: Pre-service Teacher PAQ

Unlike the instructors, the pre-service teachers mentioned cost many times in the
PAQ, probably because they obviously bear the burden of paying for the portfolio
materials. Still, I was somewhat surprised when | discovered the recurrent issue of cost in
the pre-service teacher PAQ answers since it neither arose in the instructor PAQ, nor in
any of the literature. After considering the pre-service teachers’ perspectives and
interests, however, | did find it to be an important point to consider. To complete a

portfolio, pre-service teachers must purchase a three-inch binder as well as paper and
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numerous plastic cover sheets, all of which can add up to a substantial amount of

money.'” Note the bold-faced type highlights pre-service teachers’ references to cost.

Portfolio Cost
e [t’s an expensive waste of time. Do people realize how much we spend on
the portfolio? | am paying my own way...

e ...the whole process is so expensive when you have to buy all the

materials to fill all those competencies.

e Cost is another frustration. The cost of the portfolio is frustrating on top

of the cost of books, tuition and all of the projects that are required of you
from every class that you are required to take.
e The money involved is a concern because they [the professors] expect so
much, and we want to make it [the portfolio] look presentable.
e ...it[the portfolio] gets money and time consuming*® (Appendix H).
Looking at pre-service teachers’ words, this time focusing on the underlined parts,

reveals that they “evaluate” the issue of cost using such language as “concern,”

b AN 11 L AN1Y LR N1Y

“frustration,” “whole process,” “all those competencies,” “expect so much.” This
powerful language reflects their sense of being overwhelmed and perhaps disillusioned.
Returning to Perloff’s (1993) definition, how does this evaluation of the portfolio’s cost
direct the pre-service teachers’ thoughts and actions toward the portfolio process?
Further, how does this evaluation contribute to their overall attitude/evaluation toward the

meaning and value of the portfolio process as contributing to their growth? As previously

7 A typical portfolio at my university contains between 100 and 200 pages. Therefore, the cost for a three-
inch binder, plastic sheet covers and dividers might range from $30 to $50.
'8 Note the cross over of the “money” and “time” categories.
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mentioned, another “cost” that the experts in the literature and the respondents in my
research associated with the portfolio is the amount of time spent in portfolio

implementation.

The Time Associated with the Portfolio

In the original PAQ’s, many instructors and pre-service teachers seemed
concerned about the cost of time, both the instructors’ time evaluating the portfolios and
the pre-service teachers’ time spent preparing portfolios. Overall, many of those
associated with portfolio implementation see the portfolio as time consuming for both the
instructors and pre-service teachers involved in their preparation. Instructors’ and pre-
service teachers’ responses concerning “time” reflect researchers’ frequent citing of
“time” as a disadvantage for portfolio use (Shulman, 1998; McMillin, 2001; Airasian,
2000; Valencia & Calfee, 1991; see my Chapter 2).

Concerning instructor time, for example, researchers agree that portfolios can be a
time-consuming instructor responsibility. Because portfolio design and implementation is
a vast process, McMillin (2001) states, “Many hours are needed to design the portfolios
and scoring criteria, and many more hours will be spent reviewing, scoring and
conferencing with students. . .” (p. 238). Airasian (2000) adds that portfolios require extra
time for instructors in the aspects of managing, organizing and record keeping.
Researchers also agree that portfolios can be time consuming for the students. Shulman
(1998) maintains that the portfolios addressing standards require a considerable time

demand for the students, and research has yet to determine the personal costs of the time
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required. Lyons (1998c) points out this time issue may impact the students negatively, for
students may trivialize portfolios and see them merely as “elaborate scrapbooks” taking
much time and preparation (p. 19). Time is indeed an issue for those involved in portfolio
implementation. Valencia and Calfee (1991) summarize, “Portfolio assessment is
demanding; it requires expertise, time, and commitment” (p. 339). Popham (2002) seems
to sigh a reply, “. . . portfolio assessment. . . takes time — loads of time — to carry out

properly” (p. 210).

Time: Instructor PAQ

Instructors at my university echoed many of the researchers’ stances concerning
the time investment associated with the portfolio. Specifically, the instructors considered
“time” in three ways: the time spent grading the portfolios; the time spent on portfolios
during class;™ and time as it affects the pre-service teachers. Note the words in bold-

faced type.

Reading and Scoring

e [l am frustrated with] the length of time it takes to sort through and read them

[the portfolios].

e [l am frustrated with] the time it takes to check the portfolios. . . (Appendix I).

19 Recall that my university employs only nine full-time education faculty members with 200 pre-service
teachers enrolled in the education program in a given semester, so the ratio between instructors and pre-
service teacher portfolios is daunting. Also, recall my university’s emphasis on portfolio implementation —
see Chapter 1 for discussion of the portfolio benchmark requirements at my university.
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Preparation and Instruction

e |t [the portfolio] takes up class time that could be used for better topics.

e This [the portfolio] is at times pulling my time away from teaching students [pre-

service teachers] and class preparation (Appendix I).

Pre-service Teachers’ Time

e | think it [the portfolio] forces the students [pre-service teachers] to do a lot of

busywork. . ..

e ...they [the portfolios] do take a large portion of the students’ [pre-service
teachers’]. . . time.

e ...lwould like to see students [pre-service teachers] spending time on more

practical experience and less on paper work (Appendix I).

Examining these statements for attitudes/evaluations, focusing on the underlined
portions, many instructors are troubled by the time involved in portfolio implementation.
Among other expressions of discontent, the professors used such compelling words as
“pulling” and “force,” indicating the power and the hold associated with the time spent
on portfolios. If the professors appraise the portfolio as being a tool that consumes too
much time, then what is the influence of this appraisal on their thoughts and actions
toward portfolio implementation? How does this influence affect the pre-service teachers
and their opportunities for growth? Perhaps the following statement that questions the
portfolio’s worth best summarizes the instructors’ attitudes/evaluations towards the time

spent in portfolio preparation:
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e Sometimes | wonder if the results are worth the effort. This [ portfolio

implementation] is a tedious process (Appendix I).

Time: Pre-service Teacher PAQ
Pre-service teachers expressed themselves using such expressions as “busywork”
and “waste of time” when writing about their time investment in portfolio
preparation. Such expressions as “repetitious,” “needless,” and “redundant”
reflect their dismay with the duplication of time spent in the portfolio process.

Note the words in bold-face type.

Poor Time Investment

e | believe it is a waste of valuable time. Instead of worrying about other important

issues in my education, | am forced to work on something that will not even be

used after my graduation.

e Sometimes | feel that it [the portfolio] is just a burden and busywork. . .

e | believe that it [the portfolio] is just busywork and does not prepare you for

teaching.

e |t [the portfolio] isa WASTE OF TIME!!!! [pre-service teacher’s emphasis]

e | hate it [the portfolio] and think it’s a waste of time (Appendix H).

Redundancy

e The portfolio is just extra work that is a repeat of work completed and is required

for education classes.
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e There is enough work in the teacher education program that you do not need a

portfolio. All a portfolio is is stuff you have already done and you have to go back

and do it again.

e | think the process is needless and redundant. . . Why should we have to be
essentially graded twice on every project that we do, and by pannels [sic] that
have different ideas about how things should be done than the classroom
teachers? (Appendix H)

Returning to Perloff’s (1993) definition, and focusing on the underlined portions
of the pre-service teachers’ responses, one can see that the pre-service teachers used
passionate language in their evaluation of time involved in portfolio preparation. Words
and phrases such as “hate,” “burden,” “extra work,” “waste of time” permeated the time-
related responses. This compelling terminology causes one to question the portfolio’s
meaning and value since many of the pre-service teachers clearly view it as nothing more
than a redundant and time-consuming compilation of work. Again, following Perloff’s
(1993) guidelines, how does this passionate evaluation of portfolio time investment affect
how the pre-service teachers think and act in relation to the portfolio process and its
potential value to their growth? Would the pre-service teachers’ responses concerning

organization have an equally passionate evaluation?

The Organization of the Portfolio

Although none of the questions in the original PAQ directly addressed the

organization associated with portfolio implementation, several pre-service teachers
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mentioned organization as a benefit of portfolio use. Campbell, et al (2001) state that for
a portfolio “to be effective it must have a system of organization that is understandable
and meaningful” (p. 4). On the whole, however, researchers themselves rarely discuss the
value of the portfolio as an organizational tool. Many experts do devote large sections to
the discussion of portfolio contents which, in this case, translates into organization. For
example, in their book The Portfolio as a Learning Strategy, Porter and Cleland (1995)
include a thirty-two page chapter entitled “What Should Go into a Portfolio?” Likewise,
in a chapter on portfolio assessment in their book Classroom Assessment: Supporting
Teaching and Learning in Real Classrooms, Taylor and Nolen (2005) discuss the
possible entries that might fit into a variety of portfolios, including portfolios for art,
math, writing, and science. So, the question remains, does the portfolio help the preparers
compile information in a meaningful way? And is it meaningful if the professors and pre-
service teachers fail to see the educative meaning and value behind the organizational

structure?

Organization: Instructor PAQ

Very few professors spoke directly about portfolio organization when answering
their questionnaires. Perhaps the reason they did not do so is the same reason they did
not speak to the monetary cost of the portfolio — they are not the ones compiling the
artifacts for the portfolio; the pre-service teachers are. Likewise, the experts in the field
are more often looking at the final product, not the steps the preparers take to produce the

portfolio. Surprisingly, however, the instructors that did speak to this topic addressed the
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portfolio in a general sense or suggested that portfolio compilation might be simpler if

performed electronically.

The Portfolio in General
¢ | think students should be encouraged when they are freshmen to start portfolio

information. All majors — should start portfolios. . .”” (Appendix I).

Electronic Portfolio
e Having the artifacts filed and compiled electronically would save much time and

effort (Appendix I).

Organization: Pre-service Teacher PAQ

Unlike the professors, many pre-service teachers addressed the organization of the
portfolio in their responses to the PAQ. Several claimed it helped them organize their
course work to prepare for their teaching careers, while others did not see the

organization as a benefit. Again, | emphasize organization using bold-faced type.

Helpful Organizational Structure
e It [the portfolio] is a good way of getting students [pre-service teachers] to

organize. . .

e Honestly, the main thing it [the portfolio] helped me do was to learn how to
organize.

e ...l appreciate all of my paperwork being in one place.
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e [The portfolio has helped me] to be organized, [to] have articles and papers to

read upon for information on topics.

e | think the portfolio is a good idea for helping us put our work into an organized

file.
e |t [the portfolio] has helped me to be organized and responsible. . .
e Hey, I’m keeping my education books, my notes, papers and portfolio so | can

always refer back to anything that would help me teach better or a student learn

better (Appendix H)

Unsatisfactory Organizational Structure
e [l am frustrated by] the organization of it [the portfolio]. The tabs, benchmarks,

artifacts all seem to frustrate me (Appendix H).

Returning to the underlined words, one ascertains that respondents’ largely
optimistic word choices — “good,” “help,” “learn,” and “appreciate” — indicate their
evaluation of portfolio organization as a constructive characteristic of portfolio use.
Therefore, in terms of attitudes/evaluations, organization is a facet of portfolio
implementation that many pre-service teachers see as valuable because completing a
portfolio compels the pre-service teachers to organize and file needed materials. Does
this one facet of portfolio preparation help the pre-service teachers to see the overall
educative meaning and value of the portfolio? If this one category is not alone powerful
enough to create optimistic overall attitudes/evaluations, might it be when connected with

another category often cited by researchers as constructive, “reflection”?

72



The Reflection Associated with the Portfolio

John Dewey (1910) describes the reflective thinking process as much more
complicated than the two-sentence directive my university provides in its Teacher
Education Handbook. In fact, Dewey breaks the reflective thinking process into five
steps: 1) identification of the problem or difficulty; 2) defining the problem or difficulty;
3) suggesting an explanation or possible solution to the problem; 4) rational elaboration
of the suggested solutions; and 5) corroboration of the idea to form a concluding belief.
Many researchers cite Dewey when noting the value of reflecting and the portfolio’s
potential value for helping students think reflectively. Wyatt and Looper (1999) reiterate
this point, “The real factor for [portfolio] assessment is the reflection. Reflection is a
superior tool for presenting individuals and their work most effectively” (p. 7). Ward &
Murray-Ward (1999) state that the portfolio is more meaningful than other forms of
evaluation because it “permits more involvement by students. . .by allowing them to. . .
reflect on learning over time” (p. 192). McMillin (2001) adds that when using portfolios,
“students become actively involved in. . .self-reflection” (p. 236).

In contrast to Dewey’s five-step process to reflection, the “Portfolio Template for
Acrtifact” in our university’s Teacher Education Handbook directs pre-service teachers to
write (among other requirements) a “reflective commentary” for each artifact: “Clearly
explain why this artifact was selected and how it connects to the specific competency and
provides evidence of mastery. Then describe the impact this artifact has made on your
professional understanding or growth” (Teacher Education Handbook). Although Taylor

and Nolen (2005) assert that each step of the portfolio process, including the step of
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reflection, must be taught to the students, many pre-service teachers’ responses to the
PAQ and even in one instructor’s answer indicated that the pre-service teachers and
perhaps instructors are not “prepared” to reflect. Additionally, if the pre-service teachers
and instructors at my university are unfamiliar with such guidelines as Dewey’s for in-
depth reflection, then it makes sense that confusion concerning the portfolio reflections
would exist. If we at my university are failing to teach reflection, can the portfolio
process have educative meaning and value since reflection is an integral step in creating a

portfolio?

Reflection: Instructor PAQ

Similar to the pre-service teachers’ mixed comments on “organization,” instructor
views were mixed concerning the reflection associated with the portfolio — some viewed
reflection as being a helpful tool to the pre-service teachers while others expressed

frustration with the reflections. Note the words in bold-faced type.

Reflection as Valuable

e The [portfolio] does allow the students [pre-service teachers] to reflect on their

course work and its application in the classroom.

e It has made me reflect right along with the students [pre-service teachers] about

what I’ve learned in the class.

e [The portfolio]. . . allows students [pre-service teachers] to self reflect along the

way — to ID areas/needs for growth (Appendix I).

74



Point of Confusion and Frustration
e [l am frustrated with] helping students [pre-service teachers] understand how to

reflect in-depth. As a new faculty member, | think we need some training.

Students [Pre-service teachers] were coming to me for help and I didn’t have a
clue (Appendix I).

Again, returning to the underlined portions of instructors’ responses indicates an
overall optimistic evaluation toward portfolio reflection, for the instructors
apparently see that reflection is a constructive facet of portfolio implementation.
How, then, do the professors’ evaluations of reflection affect the pre-service
teachers’ growth as they reflect as part of the portfolio process, especially when
one considers, that, for the most part, pre-service teachers did not share their

professors’ affirmative evaluation of the portfolio reflections?

Reflection: Pre-service Teacher PAQ

While most instructors responded favorably concerning the reflective process, |
found mixed opinions from the pre-service teachers toward the reflection in the portfolio:
some pre-service teachers viewed reflection as a valuable component of portfolio
implementation; others questioned the reflection process; and others expressed

dissatisfaction with the professors’ evaluations of their reflections.

Reflection as Valuable

e It [the portfolio] has caused me to take more time to reflect on the lesson or

experience than | otherwise would have done.
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e Reflection has definitely been a good thing for me. Most areas of life would
improve if people would just take time to stop, reflect, and then try to improve

that area. | wish | had learned to reflect at a much younger age (Appendix H).

Questioning Reflection
e Many of the competencies want us to reflect on things that we have no way of

reflecting on [sic]. How can | change something if | haven’t presented it?

(Appendix H)

Frustration with Professors’ Evaluations of Reflections
e Reflections are frustrating because mine are usually too short. Then the person

reviewing the portfolio will say, “You need to expand on this.” Why? You want to

know what it meant to me and I told you. Do you want me to ‘B.S.” on my

reflection or tell the truth?

e The reflections are the part of the portfolio that I do NOT like. | am a very

straightforward person and | cannot draw out what | feel into three pages. | state

what I feel and would like to move on, but several professors say that my

reflections should be longer.
e | understand that it is very important to reflect on my actions taken, but I never

seem to put down what my advisor is wanting (Appendix H). [The reader should

note that these responses overlap with responses dealing with the mandated

portfolio issues which will be examined in a separate section of this chapter].

76



As mentioned previously, many researchers point out that the reflective aspect of
the portfolio is extremely important. Wyatt and Looper (1999) assert, “This reflective
section of the process is the part that makes the exercise authentic to the preparer of the
portfolio. It establishes the value of the effort that is made in putting the work together”
(p. 30). Such underlined wording as “frustrating,” “do not like,” “too short,” “draw out,”
reveal that many pre-service teachers at my university do not see the value of their efforts
and are confused by the entire reflective process. Unfortunately, it appears that, according
to the pre-service teachers, professors at my university need to provide more solid
instruction on reflection and perhaps even become more comfortable with the reflection
process themselves. Additionally, the instructors need to consider the individuality of the
portfolio reflections and to be aware of placing limitations that take away this
individuality (i.e., length of reflection, requirements to be included in the reflections,
etc.). Recall that researchers often list “individuality” as an advantage of using portfolios,
but if the professors are “guiding” the pre-service teachers’ reflections, are they truly
individualized? Again, drawing on Perloff’s (1993) definition, how does this evaluation
of portfolio reflection influence the pre-service teachers’ thoughts and actions relative to
the portfolio, thoughts and actions that would, in principle, influence their growth? Are
the pre-service teachers’ attitudes/evaluations toward the portfolio as a mandated

instrument similar to their attitudes/evaluations toward reflection?
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The Portfolio as a Mandated Instrument

Researchers have noted that problems might arise when the portfolio is used as a
mandated, wide-scale tool. According to Parsons (1998), students often struggle with
completing a mandated portfolio while still maintaining a certain amount of personal
freedom and creativity.” This predicament can often send conflicting messages to the
students — “This is your personal portfolio to create any way you like — so long as you
give me what | want!” (Parsons, 1998, p. 2). Reis and Villaume (2002) also warn that
“little research exists that examines the benefits and tensions that emerge when portfolios
are adapted for wide-scale assessment” (p. 10). Using the portfolio on a wide-scale basis
must be carefully considered, for Mokhtari, et al, (1996) caution, “...it is not yet clear
how or whether such an authentic, continuous, and collaborative process can be used to

evaluate all students on a wide-scale basis” (p. 6).

Mandate: Instructor PAQ

Like the categories of cost and organization, none of the instructors spoke directly
to the portfolio mandate itself. However, some instructors seemed to be upset by the
power that the Oklahoma legislature, supported by a commission on higher education,
has to mandate such a tool. Although the Oklahoma Commission mandates the portfolio,

not NCATE,? even the instructors at my university directly connect the portfolio with the

2 |n the PAQ, the pre-service teachers noted this lack of individuality in their discussion of reflection as
well as in their discussion of the portfolio as a mandated instrument.
2L NCATE is the abbreviation for the National Council for Accreditation of Teacher Education.

78



accreditation process, thus revealing the multiple foci of portfolio implementation. This

confusion no doubt adds to the negativity often associated with portfolio use.

Oklahoma Mandate

e We need to keep the students [pre-service teachers] in mind and what might serve

them in their future, not NCATE.

e Governing boards may have too much control over what we are and accomplish.

Who do we work for? Students [pre-service teachers] or NCATE? (Appendix I).

Mandate: Pre-service Teacher PAQ

Unlike the professors, the pre-service teachers expressed multiple views toward
the portfolio mandate. Many of them articulated confusion concerning the root of the
mandate itself; others questioned the benefits of the portfolio mandate as well as the
reasoning behind the mandate; others maintained the mandated portfolio to be a high-
pressure mechanism; while still others noted the portfolio to be miseducative since does

not reflect their own work. Note the bold-faced type:

Confusion Concerning the Portfolio Mandate
e Nobody likes it [the portfolio] and we are forced to do this because of some

grant.

e Why does Oklahoma require this and not other states? (Appendix H)
e Personally, | feel that it’s a way for the school to be evaluated for their

accreditation and not much for our [pre-service teachers’] benefit (Appendix H).
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Questioning the Portfolio Mandate
e | think they just want something time consuming for the students [pre-service

teachers] to do so they can say the education department is hard. Which it kind of

is, but the portfolio is just too much (Appendix H).

The Portfolio as a High Pressure Mechanism

e | don’t feel we should live or die by them.

| feel that there is too much emphasis on the portfolio. [The] education
department makes it a life or death subject.

e |t [the portfolio] places a great deal of stress on me.

e It should not be our livelihood for graduating. I don’t know how much weight it
actually carries. That should be discussed with students [pre-service teachers] so

they know where it stands.

...don’t make it such a big deal (Appendix H).

The Portfolio as Miseducative

e If we have to do it, let it be what we want, not what the education department

wants us to say!

e It’s not my own work. WE have to do it to the specifications of the school and it

seems to me that it’s more of how the school wants to appear than what the

student [pre-service teacher] has actually achieved or learned.

e | have not put honest thoughts into it because | put what the reviewers want to see

(Appendix H).
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Again, analyzing the underlined expressions reveals that pre-service teachers used
strong language in their evaluations of the portfolio as a mandated tool — “not my own
work,” “forced,” “have to do it” “great deal of stress,” “live or die.” Among the
evaluations, a startling attitude/evaluation surfaced in this category — some of the pre-
service teachers distrust the portfolio process at my university, questioning the portfolio’s
benefit. If they distrust the tool, how can they see it as having any educative meaning or
value? Additionally, as mentioned previously in the section on “reflection,” many of the
pre-service teachers clearly dislike responding to mandated standards and guidelines,
claiming that writing to mandates takes away their individuality. These powerful
attitudes/evaluations no doubt influence the pre-service teachers’ thoughts and actions in
relation to the portfolio. Similar attitudes/evaluations arose yet again when the PAQ

respondents discussed the portfolio competencies themselves.

The Portfolio Competencies

Portfolios that require the preparers to address specific competencies or standards
are becoming more commonplace. For example, the National Board for Professional
Teaching Standards requires specific assessment items in a portfolio format for all
teachers wanting to gain national board certification (Wyatt and Looper, 1999). In the
teacher education setting, pre-service teachers typically collect artifacts for specific
competencies. Wyatt and Looper (1999) clarify, “The artifacts generally are structured
around professional standards and individual/university goals.” As mentioned

previously, my university incorporates within the portfolio assignment the guidelines set
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forth in the “Oklahoma General Competencies for Teacher Licensure and Certification”
plus one additional competency my university added. The portfolio is the means through
which pre-service teachers demonstrate that they are meeting the competencies. [See
Appendix B for the complete listing of the competencies as they are arranged at this
university].

Is this format consistent with the individuality researchers recommend (Ward &
Murray-Ward, 1999; McMillin 2001; Wyatt and Looper, 1999) for portfolio usage? Is
this use of addressing specific competencies a step toward “dumbing down” the
curriculum and/or at least teaching toward the test? Although many professor respondents
found the competencies beneficial, the pre-service teachers noted this apparently

prescriptive nature of our university’s portfolio in many of their responses to the PAQ.

Competencies: Instructor PAQ

In the PAQ), the instructors revealed several views toward the portfolio
competencies. Some claimed they use the competencies to help guide their instruction
while others expressed confusion and even irritation concerning the competencies. Again,

note the bold-faced type:

Competencies as Helpful

e | try to match what | teach with the standards more than | used to. | don’t have
projects ‘just because’ any more.

e | am more conscious of providing handouts that help students [pre-service

teachers] meet the requirements [of the portfolio].
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e | am more careful to structure my classes around the national standards.

e [The portfolio] directs more focus on standards set forth by NCATE.

e | pay more attention to teaching requirements and competencies. (Appendix I).

Competencies as a Frustration

e [I am frustrated with] the subjectivity of the standards. . .”

o [l feel frustration with] students [pre-service teachers] wanting a very
prescriptive set of guidelines. . . rather than analyzing what would best fit
(Appendix I).

The attitudinal statements in this category reveal that instructors possibly have
mixed or even undecided attitudes/evaluations toward the portfolio competencies.
Although competencies can help guide instruction, responding to mandated competencies
might indeed pose many difficult situations for the instructors and for the portfolio
preparers. In fact, in their PAQ the pre-service teachers expressed much anxiety

concerning the state portfolio competencies.

Competencies: Pre-service Teacher PAQ

Typically, pre-service teachers mentioned the competencies when asked what was
frustrating about the portfolio (question #3 on PAQ). Some maintained that the wording
of the competencies was frustrating; others questioned being able to master the
competencies in an undergraduate setting; while still others stated that the competencies

were too prescriptive. Note the bold-faced type:
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Competencies as a Frustration

e [l am frustrated with] the many artifacts and the wording of the competencies.

It’s difficult to find artifacts that exactly fit the competencies

e | think it is frustrating that you cannot easily find one artifact per competency.

o | feel as if the competencies should be worded to where the students [pre-service

teachers] could better understand what is required of them. Some competencies

are not understandable (Appendix H).

Mastery of Competencies

o | feel a student [pre-service teacher] cannot show mastery of these competencies

until he/she teaches in a classroom. | feel it would be more beneficial if the

student [pre-service teacher] was asked to complete a portfolio after the first year

of teaching (Appendix H).

Competencies as too Prescriptive

e | think the portfolios are a good idea in theory; however, they are becoming a

standardized assessment format (Appendix H).

Again, noting the underlined words, the pre-service teachers used powerful
language to evaluate the portfolio competencies: “not understandable,” “frustrating,”
“difficult,” and “cannot show mastery.” One pre-service teacher even pointed out the
portfolio’s prescriptive nature, fearing that it is becoming “a standardized assessment
format.” Notably, the prescriptive nature of the standards has now emerged in three data

categories, “reflection,” “competencies” and “the portfolio mandate.” Do the evaluations
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of the portfolio competencies as “not understandable,” “not showing mastery” and as
“standardized assessment” influence the pre-service teachers’ thinking and acting as they
develop this portfolio which would, in principle, contribute to their growth? Further, what
do these evaluations say about the meaning and value pre-service teachers place on the

portfolio?

The Portfolio’s Educative Meaning and Value

As mentioned in earlier chapters, although many experts (Porter & Cleland, 1995;
Wyatt & Looper, 1999: Tierney et al., 1991; Lyons, 1998a; Lyons, 1998b; Lyons 1998c)
assert the benefits of portfolio use, some researchers warn that portfolios are
disadvantageous when misused. Taylor and Nolen (2005) comment:

When well done, portfolios can be powerful assessment tools that help students to

understand their strengths and weaknesses, to see their own growth, and to

document their progress toward meeting standards. Alternately, if done poorly,

portfolios can be annoying burdens for teachers and students (p. 310).
Overall, does my university’s portfolio serve the pre-service teachers as a “powerful
assessment tool” or is it more of an “annoying burden” for them? Is my university’s
portfolio an educative tool that promotes pre-service teachers’ growth? Instructors’ and
pre-service teachers’ attitudes/evaluations in this regard undoubtedly have a powerful

influence on their thoughts and actions toward the portfolio process.
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Educative Meaning and Value: Instructor PAQ

The instructor PAQ revealed mixed views toward the portfolio’s educational
value. Several of the instructors in the original PAQ agreed with the researchers,
expressing the portfolio experience to be favorable for the pre-service teachers, and
therefore, of educational value for them (Porter & Cleland, 1995; Wyatt & Looper, 1999:
Tierney et al., 1991; Lyons, 1998a; Lyons, 1998b; Lyons 1998). On the other hand, some
instructors maintained the portfolio to be of little or no use to the pre-service teachers;
while still others noted the high pressure nature of the portfolio and how this excessive
pressure affects the pre-service teachers. (Note that most of the comments in this category

contain attitudinal language).

The Portfolio as Having Educative Value
e In this age of accountability, it is good for our students [pre-service teachers] to

be able to show what they have learned, and teachers to show what is taught

through performance-based activities.
e Hopefully, they [the pre-service teachers] could transfer the knowledge learned

from their experience to tackle any problem they have in their system (standards,

performances, etc.).
e My VISION is that candidates [pre-service teachers] would use the portfolio as a
life-long professional development tool, identifying areas of weakness where

additional professional development is needed (Appendix I).
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The Portfolio as Having Little Educative Value
e Most students [pre-service teachers] will never use it again other than for
graduation requirements.

e Most students [pre-service teachers] will never, ever use it again.

e [l am frustrated by] the size and volume of it [the portfolio] and the pressure put
on the students [pre-service teachers] at Benchmark #4

e |t is one more hoop the students [pre-service teachers] have to complete for their

program.

e Overall, I feel it’s probably more trouble to the students [pre-service teachers]
than it’s worth.
e The portfolio process has become a major burden for teacher candidates [pre-

service teachers] and faculty. What began as a good idea and a useful project has

become a reason why good candidates [pre-service teachers] choose other fields.

e | wonder if the burden of preparing a portfolio is keeping some people out of the

education field or perhaps driving them to seek alternate certification (Appendix

).

By looking at the underlined words and phrases, most of the instructors appear to

question the educative meaning and value of the portfolio for the pre-service teachers,
using powerful words and phrases to evaluate the portfolio process at our university:
“burden,” “more trouble than it’s worth,” and “hoop.” How does this compelling
evaluation of the portfolio’s impact affect the pre-service teachers’ growth through the

entire portfolio process at my university? Since many of the pre-service teachers also
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view the portfolio as having little educative meaning and value, what is the effect of this

powerful evaluation?

Educative Meaning and Value: Pre-service Teacher PAQ

Similar to the instructors, the pre-service teachers had mixed views toward the
portfolio’s educational value. Some of the pre-service teachers maintained the portfolio’s
value; others did not see the value of completing a portfolio; while still others had mixed
views toward the portfolio’s value. (Again, note that most of the comments in this

category contain attitudinal language.)

The Portfolio as Having Educative Value

¢ | think the teaching portfolio is very beneficial to have.

e | do believe the portfolio has helped me grow professionally.

e Overall, I think the process of completing a professional portfolio is meaningful

and beneficial (Appendix H).

The Portfolio as Having Little Educative Value

e Wow! Itissuch a huge, messy process. | watched my mom do the portfolio and

then | changed my major!!1% (Appendix H)

e | think the portfolio tends to draw some pre-education majors out of the business.

%2 This pre-service teacher indicated on her PAQ that she had dropped the teacher education program.
However, she was enrolled in the education course EDUC 3413, Foundations of Reading, at the time |
administered the PAQ. She stated that she was staying in the class because it would count as an elective for
her newly chosen major field of study.
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It’s [the portfolio] frustrating because it’s nothing I can use. It seems to me that
there are people in education who should not be teachers. Because of this there

are mountains of paper work to create standards, but a standard not only brings

bad teachers up to par, but also drags down good teachers. Teaching is a gift,
not a degree.

I think the portfolio is a great way to assess learning, but the student [pre-service
teacher] who successfully completes the portfolio may not be a good teacher. |

believe through experience one develops professionally (Appendix H).

Let’s judge teacher candidates [pre-service teachers] on their teaching abilities
and not as much on their ability to organize and create documents for a portfolio

that honestly has no real weight further into their professional career.

...let’s face it. A student [pre-service teacher] could have an awesome portfolio
but be the worst teacher in the world while a student [pre-service teacher] with
an average portfolio holds the potential to be a great teacher. That avg. portfolio

may never get a chance to develop that potential based on his/her portfolio

(Appendix H).

Indifferent and/or Contradictory Views of the Portfolio

I try to be positive and believe that it is a useful tool, but sometimes | have a

negative attitude because of all the work involved.

I think the portfolio is a good idea to some extent.

Now that I have it together and almost finished, it was not that bad (Appendix H).
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Looking at the underlined words, one can see that, while a few respondents evaluate
the portfolio as having value, the majority see it in as having little educative meaning and
value. Again, returning to Perloff’s (1993) definition, the pre-service teachers use
passionate language — “too much emphasis,” “life or death,” “stress,” “frustrating,”
“huge, messy process” — for evaluating the portfolio’s meaning and value. How does this
fervent evaluation affect how the pre-service teachers think and act toward the portfolio?
Does the portfolio at my university serve as a tool for our pre-service teachers’ growth? |
became especially concerned when | realized that a particular hallway discussion among
the pre-service teachers (and a concern about which several faculty members had
expressed alarm in their PAQ) might be true: the pre-service teachers’ thoughts
concerning the portfolio are directing their actions in a very powerful way: they may
actually be changing majors or dropping the education part of their programs because of

the portfolio.

Discussion of Data Analysis

I administered the PAQ to learn instructors’ and pre-service teachers’
attitudes/evaluations toward portfolio implementation and to have enough information to
formulate questions for the next step of the study, the focus group. Both the instructor
and pre-service teacher PAQs provided insight into the attitudes/evaluations toward the
mandated education portfolio at my university. Through my analysis, | was able to
support much of the existing research concerning portfolio implementation: the topic of

time as a major disadvantage for portfolio implementation; the issue of reflection as it is
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associated with portfolio use; and the concerns surrounding the use of a standards-driven
portfolio. My analysis revealed two issues not found in the existing literature: the
monetary cost as a concern in portfolio implementation and portfolio organization as a
benefit of portfolio implementation. Certainly, if a pre-service teacher evaluates the
money spent on the portfolio as a poor investment, he or she will not be enthusiastic
about portfolio preparation. If pre-service teachers see the value of the portfolio as an
organizational tool, then perhaps they would be more eager to invest time into a
meaningful experience to which they assign value.

Contrary to the existing literature’s “biased” view of the portfolio which favors
the portfolio in spite of the heavy weight on disadvantages, my data analysis revealed
many questions concerning the meaning and value of the portfolio. Overall, the
respondents maintained that the actual completion of a portfolio does not always bring
about a “clear picture” (Campbell, et al, 2001) of one’s pre-service educational
experiences. In fact, many instructors and pre-service teachers claimed that the entire
portfolio process at my university, due to a variety of reasons, actually clouds learning
and has little educative meaning or value to the preparers.

Analyzing the data using Perloff’s (1993) definition of “attitude,” I discovered the

LN 13

instructors’ and pre-service teachers’ “learned, enduring, global evaluation” of the
portfolio reveals that they definitely question the meaning and value of the portfolio and
think and act towards it in relation to their misgivings, perhaps even leading pre-service
teachers’ to leave the program because of it. The huge amount of emphasis my university

places on the portfolio because of the state mandate no doubt influences the professors

and pre-service teachers in a number of ways. Drawing on the Merriam-Webster Online
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Dictionary, a “phenomenon” is “an exceptional, unusual, or abnormal person, thing, or
occurrence.” The portfolio at my university has indeed turned into an exceptional
occurrence of great magnitude, a phenomenon.

After analyzing the data from the PAQ, | sought answers to more poignant
questions | would pose to pre-service teachers in an interview session. | used the PAQ
data to formulate these questions; and | formed a focus group that would expand upon
topics which most frequently came up in the PAQ and explore contradictions and “new”
concerns about the portfolio which might arise in a conversational setting. | further
sought to ascertain if data from this second qualitative approach would align with the
research and PAQ responses, seeking triangulation of my data. In Chapter 5, | will

examine the results from the pre-service teacher focus group.
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CHAPTER V

Data Analysis Part Il — The Pre-Service Teacher Focus Group

“| feel that probably over 90% or more of teaching is how you interact with kids and how
you get along with kids. And the portfolio does not measure that” (Appendix G).

Analyzing the responses in the pre-service teacher and instructor PAQ’s gave
direction to my research, for this analysis illuminated how my data aligned or failed to
align with existing research and revealed parallels, incongruities, and recurrent topics
between both sets of data. | created and interviewed pre-service teachers for a focus
group session to discover if the focus group responses would triangulate with the existing
research and PAQ responses. As a reminder, Lincoln and Guba (1985) describe the
triangulation process as validating each piece of information against at least one other
source and/or a second method. They stress, “No single item of information (unless
coming from an elite and unimpeachable source) should ever be given serious
consideration unless it can be triangulated” (p. 283). | also wanted to explore further
challenges, deficiencies, and “new” points about the portfolio which might arise in a
conversational setting where the pre-service teachers would have a chance to elaborate on
their views.

I repeat the nine questions/prompts | asked during the focus group interview

session and my rationale for asking these questions. | based my rationale on what | hoped
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to discover in the focus group session: verification of the PAQ data, verification of the

pre-service teachers’ attitudes/evaluations concerning the value of the portfolio, and

detection of additional pertinent information.

Table 5
Focus Group Questions

QUESTION/PROMPT

RATIONALE

1. First, please go around the room and tell
your major and year of expected
graduation.

2. Please discuss the issues of time and cost
associated with the creation of the
portfolio.

3. Several in the original questionnaire
mentioned the organization aspect of the
portfolio. Please elaborate.

4. Many mentioned the “reflection” when
answering the original questionnaire.
Please speak to the reflections that were a
part of your portfolio.

5. Please discuss why you think the state of
Oklahoma and [our university] require the
portfolio in the first place.

6. Please discuss the wording of the
competencies themselves.

7. Will the compilation of the portfolio
make you a better teacher?

8. Do you think that a poor portfolio is
indicative of a poor teacher?

9. Is there anything further you would like
to add concerning the portfolio preparation
process?

Question 1 — To find out educational
details about each participant.

Questions 2 through 6 — To verify the
broad categories in which I had sorted my
PAQ data.

Questions 7 & 8 — To gauge the pre-service
teachers’ attitudes/evaluations concerning
the value of the portfolio and to see if these
attitudes/evaluations aligned with
attitudes/evaluations revealed in the pre-
service teacher PAQ.

Question 9 — To ensure that focus group
members would have a chance to address
anything left unsaid.
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Because questions two through six were to help verify categories from the PAQ,
in this chapter I will return to those categories and analyze the data gathered from the
focus group for its alignment with the research and with the categories from the initial
survey. | expected a certain degree of triangulation since | asked many of the focus group
questions based on PAQ responses. Because | designed questions seven and eight to
gauge attitudes/evaluations, | knew that new categories might emerge. Indeed, a category
did emerge from these questions: the “benefits” of the portfolio. Finally, when I analyzed
data for new issues and insights which might arise in the focus group context, some
interesting points emerged that | had not previously noted in my PAQ analysis. In the
final chapter, 1 will examine these findings in light of John Dewey’s concept of education
as growth.

As a reminder, | formed the focus group by inviting participants from the original
questionnaire (fall of 2003) to interact in the focus group (January 2004). My recruitment
entailed inviting participants from ED3913 (Principles and Methods of Teaching) and
ED3032 (Measurement and Evaluation) to participate by giving them the time and date of
the focus group session. | chose these two classes from which to invite pre-service
teachers because they were my classes and were, therefore, easily accessible to me and
because the two classes would contain a good cross section of participants according to
content area majors, ages, and levels of preparation. [See Chapter 3 for further details].

Because of scheduling conflicts, five of the nine participants chosen were able to
participate in the focus group, one male and four females. The male is a health and
physical education major who is also working on his elementary and special education

certifications; his expected date of graduation is May 2005. One of the females is a
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secondary science major with the expected date of graduation of May 2004 (she was
conducting her student teaching at the time of the focus group). Another female is a
health and physical education major who plans to graduate in December 2004. And the
final two females are both elementary majors who plan to graduate in May 2005. [See
Appendix D for the focus group participation form].

The focus group met at my home, and | provided a casual supper for the
participants to help create an informal atmosphere. Remembering Bushnell’s (2003)
statement, “the results of such [qualitative] methods are necessarily subjective” (2003), |
understood that, as a qualitative researcher highly involved with the portfolio process at
my university (as discussed fully in Chapter 3), my inherent subjectivity would influence
the conversation. Ely, et al (2001) point out that the researcher’s values naturally arise in
qualitative data collection methods: “. .. as researchers our stances, our angles of repose,
do affect what we are interested in, the questions we ask, the foci of our study, and the
methods of collection. . .” (p. 38). Keeping the inherent subjectivity of the study in mind,
I sought to maintain the trustworthiness of the study by examining and understanding my
own biases before conducting the focus group session. Rubin and Rubin (1995) state, “By
being aware of your own specialized vocabulary and cultural assumptions, you are less
likely to impose your own opinions on the interviewees” (p. 19). Although I could only
react with laughter and facial expressions to some of the participants’ comments, |
realized, as Ely, et al (2001), Bushnell (2003) and Rubin and Rubin (1995) assert, that my
involvement with the portfolio at my university and my stances toward pre-service
teachers’ growth and education in general, along with my vocabulary and cultural

assumptions, had already contributed to the study’s subjectivity by influencing how I
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focused the study, the questions | posed for both parts of the study, and certainly my data
analysis and interpretation. | did not document my reactions, for | sought to focus only on
the pre-service teachers’ views to sway neither their views nor their conversation and at
this juncture to serve as reporter rather than a contributor to the conversation that would
unfold before me. The focus group met for a total of sixty-five minutes; | audio-taped the
conversation that ensued. To analyze the data, | first listened several times to the tape
recording from the focus group session, eventually transcribing the conversation, starting
and stopping the tape as needed. Then, reading through the transcription to check for
accuracy, | coded (Ely, 2001, p. 162) the comments according to the seven categories
identified earlier, and finally, as Ely (2001, p. 175) suggests, made notes in the margins
of the transcription to point out additional categories which emerged.

Analysis of the focus group data revealed triangulation among the research, the
instructor and pre-service teacher PAQ’s, and the focus group in the time involved in
portfolio implementation and the portfolio competencies. The focus group analysis also
aligned with the instructor and pre-service teacher PAQ responses in the reflection
associated with the portfolio, the portfolio as a mandated instrument, and the portfolio’s
educative meaning and value. Finally, the focus group data aligned with the pre-service
teacher PAQ responses in the categories of the cost associated with the portfolio and the
organization of the portfolio.

Because the natural flow of conversation often reveals deeper understanding of
the topic being discussed, | will duplicate the focus group’s conversational tone by
relating the focus group data in a narrative fashion. Additionally, I introduce the pre-

service teachers’ comments using their pseudonyms to protect their identity while still
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providing a means for following different pre-service teachers’ perspectives, for retaining
the context in which they make their statements, and thereby for establishing the means
for gaining further insight into their attitudes/evaluations of the portfolio. I continue to
use Richard M. Perloff’s (1993) definition to perform what I call “attitude analysis” —
exploring the participants’ words for attitudinal language, language that revealed
evaluations of the portfolio’s many facets. Specifically, my attitude analysis explored the
participants’ words for attitudinal language, in order to discover the instructors’ and pre-
service teachers’ attitudes/evaluations toward the portfolio that affect their thoughts and
actions relative to the portfolio. Since much of the data is obviously repeated from the
original PAQ, I will go through it quickly, highlighting the differences and/or new

information that emerged in each category.?

The Cost Associated with the Portfolio

As | found in the pre-service teacher PAQ, the focus group session revealed a
variety of perceptions toward the first category, the monetary cost of the portfolio — some
focus group members claimed the cost did not affect them in any way, while others
maintained the cost to be prohibitive. For example, Anne?*, the secondary science major,
and Jenny, the female health and physical education major, agreed that the portfolio
process was so gradual that they did not notice the cost involved:

e As far as the cost goes, | guess | just did it so gradually that I didn’t even notice

(Appendix G — Anne).

2 As in chapter 4, | will emphasize participants’ words and phrases that address the categories in bold type,
and I will emphasize participants’ words and phrases that address attitudes/evaluations in underlined type.
# All names are pseudonyms to protect the participants’ identities.
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e The cost really wasn’t a big deal to me (Appendix G- Jenny).

On the other hand, one of the female elementary majors, Jill, claimed the cost
(both the cost of time and the cost in a monetary sense) to be prohibitive. She stated,
e For me, the time and the cost is [sic] pretty big because I just started my portfolio
in the fall, and I interviewed in the fall as well. And so it was just all at once -

having to spend all my time to do that and all my money to do that. So for me the

cost and everything was bad (Appendix G).

In analyzing the focus group comments for attitudes/evaluations, | was able to
clarify the reasoning behind the variety of views toward the monetary cost | saw in the
PAQ: the pre-service teachers’ attitudes/evaluations concerning portfolio cost is
dependent upon the respondents’ individual circumstances. Perloff’s (1993) definition
helps explain the pre-service teachers’ thoughts and actions in relation to the issue of
cost. Those who evaluate the portfolio cost as a disadvantage might contend the money
involved puts additional stress on them, perhaps causing resentment that has little to do
with the portfolio process and more with cost, thus directing the way they think and act
relative to the portfolio. On the other hand, those unconcerned about monetary cost
would not be influenced in any way in relation to this category. A much more detailed

discussion arose in the focus group, however, when discussing the cost of time.
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The Time Associated with the Portfolio

During the focus group session, | found many of the same attitudes/evaluations
towards the time involved with portfolio preparation as | found in both the instructor and
pre-service teacher PAQ’s, especially the pre-service teachers’ concerns about
duplicating their time investment. Some focus group members expressed concern about
the redundancy involved in portfolio preparation, while others maintained that the
portfolio takes too much time away from regular classroom activities, both issues that
also came out in the PAQ. First, when asked about the time associated with portfolio
preparation, both the female secondary science major, Anne, and Jenny stated their
dissatisfaction with the redundancy of the portfolio artifacts that consumed much of their
time. Note the bold-faced type.

e Time — it was kind of frustrating — just for the simple fact that it seemed like we
would create something for the classroom then have to go back and recreate the
same thing to put in our portfolio. It seemed really redundant to me in a lot of

ways, and | think that’s what frustrated me most. | wouldn’t mind if it took time to

do if I felt like the time was valid (Appendix G — Anne).
e ...you create it for the classroom then have to go re-create it (Appendix G —
Jenny).
The male health and physical education/elementary education major, Dustin,
added his view on the time consuming aspect of the portfolio with a twist, noting that
class time would be better spent learning information that will help him be a better

teacher, not on portfolio preparation:
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e The classes — it seems like now all the education classes are centered around the
portfolio. The teachers try to adapt what they’re doing in class to put in your

portfolio. But whenever it takes over the whole class and the whole class is just to

fulfill your portfolio assignments — I think it’s a bunch of bull because, you know,

I want to be taught what’s going to make me a better teacher, not what looks
good on paper that no one’s likely to look at anyways [sic] once you get out of
college. Very time consuming (Appendix G).

Reiterating Dustin’s concern of the portfolio taking up too much class time, other
focus group participants also seemed disturbed that the portfolio interfered with their
regular classroom learning experiences. More specifically, Anne felt the portfolio
interrupted the “flow” of the class since it takes time away from what she should be
learning:

e [We need to be learning] stuff that matters...like how to interact with the kids.

(Appendix G).

Examining the underlined expressions for attitudes/evaluations, it becomes clear
that the focus group members, like many of the respondents in the PAQ, use strong
language when evaluating the time involved in portfolio preparation: “bunch of bull,”
“frustrating,” “recreate,” and “redundant.” Again, following Perloff’s (1993) guidelines,
how does this fervent evaluation of portfolio preparation time affect how the pre-service
teachers think and act in relation to the portfolio process? If the portfolio is a “bunch of
bull,” how can the pre-service teachers see it as a meaningful and valuable contributor to

their growth?
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The Organization of the Portfolio

The focus group’s tone concerning organization of the portfolio was optimistic at
first but became more pessimistic as the conversation progressed. Some of the
participants contended that organization was a helpful facet of the portfolio process,
while others questioned the “set” portfolio organization, believing that organization is a
personal matter. For example, at first some agreed that the portfolio did help them to
organize:

e It IS an organized way of putting things down. . .(Appendix G — Anne).
e | think the portfolio itself is very organized, because it tells you exactly where to
put things in. . . [sic] (Appendix G — Jenny).
Then Dustin added, in a sarcastic manner,
e If you want to be that organized and put everything down on paper and evaluate

somebody by their paperwork, then it’s really organized — down to the last tab

(Appendix G).
The focus group members concluded that the portfolio organization was a difficult
process because pre-service teachers have different organizational styles. As mentioned
in Chapter 2, some researchers claim a portfolio advantage to be individualization, a trait
that the focus group members failed to see when discussing portfolio organization. For

example, Anne stated,

e Nobody organizes things in the same way (Appendix G).
At that point, the conversation turned away from the organization of the portfolio

and focused on preparing a “passing” portfolio at our university. Likely, the casual
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structure of the focus group session encouraged the participants to talk freely through
issues until they arrived at what seemed “important” to them. In this case, simply passing
the portfolio at our university seemed more significant to the focus group members than
did the organization of the portfolio. An interesting question arises: do the organizational
factors influence the way pre-service teachers evaluate the portfolio, or do the pre-service
teachers’ “learned” attitudes/evaluations (“learned” from previous graduates and those
further along in the portfolio process) influence their perception of its organization? In
the PAQ the pre-service teachers evaluated the organization of the portfolio using
positive language. The focus group members’ attitudes/evaluations toward the portfolio
as an organizational tool began positive but turned cloudy, perhaps because mutually
dependent, reciprocal relations between attitudes/evaluations and performances affected
the conversation. As the focus groups’ frustrated conversational tone increased based on
their general evaluations towards the portfolio, their frustration toward the portfolio
organization also increased. The focus group members articulated even stronger opinions

toward the portfolio reflections than toward organization.

The Reflection Associated with the Portfolio

The focus group clearly confirmed the problems concerning reflection that
emerged in the questionnaires (PAQ’s). Overall, the focus group participants expressed
frustration about the reflections they had to write for the portfolio. Specifically, the focus
group members expressed concern about the length of the portfolio reflections, the

professors making the reflections too prescriptive, and the actual reflection writing. First,
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Dustin and Anne both stated that they did not like having to stretch the reflections just to
make the professors happy:

e | can get you to believe something or not in two paragraphs. It don’t [sic] take me

two pages (Appendix G — Dustin).
e I’'m very short, sweet and to the point. I write for me — very good reflections as to
things that I felt like 1 did well in that competency, things I feel like I could change

to make better. But they [the instructors] always throw my portfolio back at me

and say, ‘“Make these longer’”” (Appendix G — Anne).
Those in the focus group certainly added depth to the comparatively superficial
PAQ responses concerning the prescriptive nature of reflection at our university,
e That’s the thing that frustrates me — is that they [the professors] seem to have to
mandate your thoughts even® (Appendix G — Anne).
Jenny agreed and pointed out that all a student [pre-service teacher] has to do to complete
a reflection is to rewrite the competency itself in the reflection. Dustin smiled and
concurred with her, saying,
e They like it when you do that (Appendix G).
Confirming a concern from the PAQ, one of the two female elementary majors, Katie,
said the reflections confused her, since different professors told her different ways to
write them. Then Jenny reiterated that the portfolio reflections do not necessarily echo

her own thoughts,

e You don’t have to be reflective at all about it. You just have to put in what they

want to hear in it (Appendix G).%

% Note how this comment ties into the focus group discussion of the prescriptive nature of the portfolio
competencies.
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Returning to Perloff’s (1993) definition of “attitude” as a “learned, global
evaluation,” the focus group members evaluate the portfolio reflections through such
language as — “frustrate,” “throw my portfolio back at me” “put in what they want to
hear.” Adding another dimension to the concern — is reflection at my university so
prescriptive that the pre-service teachers themselves perceive that it is no longer
reflection at all, is therefore miseducative, and perhaps even anti- educational? The pre-
service teachers’ questioning of reflection at my university illuminates the gap that exists
between reflection theory and reflection practice. Indeed, our Teacher Education
Handbook’s brief instructions for reflection fall short of what researchers and such
frequently cited theorists as John Dewey?’ recommend for true reflection. Does this gap
exist because professors’ lack of knowledge concerning reflection and/or because

“mandate” and “reflection” are inherently contradictory?

The Portfolio as a Mandated Instrument

Mirroring the confusion indicated in the PAQ responses, the focus group
members expressed uncertainty about the portfolio mandate, viewing the rationale for
creating and implementing the portfolio in various ways. Some participants contend that
the portfolio is a means to help evaluate the education program, others questioned the
purpose altogether, while still others added that the portfolio’s purpose is to turn out
“quality” teachers. Katie maintained that the portfolio’s purpose is to evaluate the

education program:

% Again, this comment ties in directly with the focus group members’ discussion of the prescriptive nature
of the portfolio competencies.
%7 See a brief discussion of Dewey’s reflective thinking process in Chapter 4.
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e ...all my teachers tell me that the portfolio is to evaluate the education
program...which makes me think to my own self, the reason why we have to keep

going back and doing things over is so the education program will look good.

And it has nothing to do with our ability to teach (Appendix G).
Dustin asked if our university was the only one in the state that required the portfolio, so
he certainly had no knowledge of the Oklahoma mandate. The focus group participants
also speculated about why the portfolio might be mandated in the first place:

e Well, I hope that they’re just trying to make sure that they turn out quality

teachers. . .(Appendix G — Anne).

e It’s [the portfolio] supposed to make sure they’re turning out quality and

competent teachers, but I guess | feel that probably 90% or more of teaching is
how you interact with kids and how you get along with kids. And the portfolio

does not measure that (Appendix G — Jenny).

Examining the underlined words and phrases for attitudes/evaluations — “trying to

L AN1Y

make sure,” “supposed to make sure,” “l guess | feel,” “does not measure” — it appears
that, similar to the comments in the pre-service teacher PAQ, the focus group members
have an unclear picture of the reasoning behind the portfolio mandate. After discussing
the mandate, however, it became obvious that the focus group participants are very aware
of their role in the often intense, high-stakes preparation process: they must create and
organize the portfolio; they must compile the artifacts and write the accompanying
reflections; they must pass each benchmark before proceeding to the next level; and they

must complete all work at all benchmarks before earning certification and licensure.

Recall that many researchers warn against portfolios with multiple purposes/goals. My
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data validates this warning as something one should heed, for at my university what the
warnings predict about portfolio misuse have come true. The entire portfolio procedure
creates confusion because of the portfolio’s ambiguous purposes and sends mixed signals
to those on the “evidence” end of the mandate — “The portfolio process is for the program

to pass accreditation, but you get to do the work!”

The Portfolio Competencies

When asked about the portfolio competencies, the focus group participants
discussed the wording of the competencies themselves; the pre-service teachers’
performance level in relation to the competencies; the competencies’ prescriptive nature;
and items omitted in the competencies. First, after the focus group members referred to
the competencies as “vague” and “not measurable” (Appendix G), Anne wondered,

e | want to know who came up with these things and if they were even actually

teaching themselves because, I’m sorry, anybody who has any practical

knowledge of trying to teach kids would not word something that way. It would
be very clear and concise as to what you want (Appendix G).
Jill agreed, adding,
e When we write lesson plans, we have to write clear objectives. And those
objectives [the portfolio competencies] aren’t clear (Appendix G).
The focus group discussion concerning the competencies also revealed the pre-
service teachers’ concern about being able to fulfill competencies before spending time in

an actual teaching situation. Anne stated,
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e ...the thing that probably frustrated me most in getting my portfolio through

Benchmark 3 was simply the fact that there’s [sic] at least four of those
competencies that, I’m sorry, you cannot fill until you student teach. It is

completely asinine to ask us to have an artifact for those whenever you’re just

going to take it out anyway, when it’s just something that you’ve made up that

you have no idea if it’s going to work because you haven’t done it yet (Appendix

G).
After this comment, much agreement and even laughter emerged. Dustin joked,
e What teaching style do you use?’ I don’t know. Let me get my portfolio out and

I’ll tell ya. It’s in here somewhere (Appendix G).

Coinciding with PAQ comments concerning reflection and the portfolio mandate,
the issue of the portfolio being too prescriptive also arose in the focus group discussion.
Confirming the concern | expressed in Chapter 4 about portfolio preparation at my
university actually “dumbing down” the curriculum and being similar to teaching to a
test, Jenny commented,

e ...they tell you what to put in each competency. | hate that. It drives me insane.

It’s just like teaching to a test (Appendix G).
Again, speaking to the “individualization” that emerged in Chapter 2, Anne went as far as
to call it “all a lie” because,
e You’re doing it how somebody else wants you to do it (Appendix G).
Dustin added,
e I’'magreat ‘B.S.er.” | can probably go through this portfolio — you give me a

week, and | can probably have all the stuff I need for it right now on my desk. I
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could probably do my portfolio in a week and it’d be done. And they’re going to

totally evaluate me on that, instead of what I’m good at [sic] (Appendix G).

One more interesting point arose when dealing with a standards-driven portfolio —
looking at the portfolio competencies from the perspective of what they do not contain.
This topic surfaced during the focus group session when Anne pointed out that many
things are actually omitted from the portfolio competencies that have helped make her a
good teacher, including her experiences as a youth minister. [As set forth in our
university’s Teacher Education Handbook, pre-service teachers here are required to
fulfill competencies with artifacts that come directly from their education classes].
Referring to the hands-on experiences and interaction of being a youth minister, she

states,

e ... there’s [sic] so many things that | feel like would be so much of a better

representation of what kind of teacher 1’m going to be that I can’t put in there

because they [the artifacts that would come from her job as a youth minister]

don’t fit anywhere (Appendix G).

Again, looking at the underlined words and phrases for attitudes/evaluations — “I
hate it,” “frustrated,” “completely asinine,” “drives me insane” — the focus group
statements echoed those mentioned in the pre-service teacher PAQ: the pre-service
teachers have concerns about the portfolio competencies, including the ambiguity of the
wording, the prescriptive nature of writing to different professors’ directives, and the
prescriptive nature of writing to a specific competency/standard. Delving deeper into the
prescriptive nature of the portfolio, focus group member Jenny stated that our portfolio is

S0 prescriptive that it is like “teaching to a test.” Additionally, focus group members
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admitted to “making up” artifacts to fulfill the competencies. Has the prescription
inherent in Oklahoma’s mandated portfolio turned the entire process into nothing more
than a massive standardized test, a mandated “lie” required to enter a profession that in
principle revolves around honesty, integrity, knowledge construction and personal
growth? Again, returning to Perloff’s (1993) definition of attitude, just how do the pre-
service teachers’ evaluations of the portfolio’s competencies influence how they think
and act? In this case, the pre-service teachers lie, creating bogus artifacts, and even cheat
in conjunction with the professors who, essentially, “teach to the test.” How can the
portfolio be educative if the pre-service teachers manufacture documents or cheat with

the professors’ “help” in order to place artifacts into their portfolios?

The Portfolio’s Educative Meaning and Value

Like the pre-service teachers indicated in the PAQ, the focus group members
doubted the portfolio’s role as a means to promote their growth and viewed it as a high-
stakes endeavor with little meaning and value. One of the participants realized the high-
stakes nature of the portfolio at our university, while the other members discussed
changing majors because of the portfolio. Because the portfolio is a time-consuming,
high stakes endeavor, the high pressure associated with the portfolio was a point of
contention. Dustin succinctly stated the effect of the high pressure process by exclaiming
that without the completion of a portfolio at our university,

e You won’t graduate!®® (Appendix G)

%8 Note how this statement ties back to the gate-keeping nature of the portfolio that arose in the PAQ
analysis.
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Similar to the pre-service teacher PAQ statements, the focus group members also
discussed the portfolio’s educative meaning and value for future teachers. During the
focus group session, Dustin admitted,

e It’s almost to the point to where | want to drop my teaching certificate —

education — and just get a degree in something else...”” (Appendix G).

Katie added,

e [I have heard] a lot of people say that...just because of the portfolio they’re
changing their majors and stuff (Appendix G).

Jill admitted to almost doing so, and Jenny said that a classmate had told her recently,

e ’Yeah, I’m getting a health and physical education major, but it’s not teaching.’
I’m like, “What are you thinking?” He’s like, ‘I just didn’t want to do the
portfolio,” and he goes, ‘It’s way too much time. And it’s way too much work.
And it doesn’t accomplish anything” (Appendix G).

Finally, Anne assuredly stated,
e If I could have had it to do over again, | would have graduated last year and got

alternatively certified, if 1’d have known what I know now. | would not have

wasted this year (Appendix G).

Returning to Perloff’s (1993) definition of “attitude,” pre-service teachers’
thoughts and actions concerning the portfolio’s meaning and value are directed by their
attitudes/evaluations of the portfolio. In fact, pre-service teachers evaluate the portfolio
experience as having so little educational value that they communicate their evaluations
to others so that some pre-service teachers choose alternate majors or even alternative

certification routes. Thus, the original intent of the portfolio must be reexamined. Does
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the Oklahoma portfolio for pre-service teachers help the preparers grow educationally?
Does the process itself have meaning and value for the pre-service teachers? Those
mandating the portfolio must look closely at what this attitudinal study reveals about the
educative meaning and value of the portfolio, in order to ascertain if the portfolio process

itself “meets expectations” for fulfilling the purpose its mandators have identified.

The “Benefits” of the Portfolio®

The focus group participants’ responses to questions seven and eight®*® moved
beyond the responses concerning the portfolio’s meaning and value. These responses fit
into what | call the “benefits” of the portfolio, for in responding to questions seven and
eight, the focus group members displayed much confusion about what they were (or were
not) gaining by completing a portfolio. Does completing a portfolio benefit the pre-
service teachers? | again return to the purpose for the portfolio mandate the members of
the Oklahoma Commission for Teacher Preparation explain on their website:

The institution requires all initial and advanced certification candidates to develop

a portfolio which documents a candidate’s accomplishments, learning, and

strengths related to the competencies, standards, and outcomes established by the

Commission, State Regents, SDE [State Department of Education] and institution

(Oklahoma Commission for Teacher Preparation, Accreditation). Examining the

language from the Commission’s stated purpose of the portfolio — “candidate’s

% please note that for the focus group analysis, | added this category since it addresses focus group
questions 7 and 8.

% Questions 7 and 8 are as follows: “Will the compilation of the portfolio make you a better teacher?”
“Do you think that a poor portfolio is indicative of a poor teacher?”
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accomplishments,” “learning,” “strengths,” and “competencies, standards and

outcomes” — assists in understanding the unwritten assumption that the pre-

service teachers might grow educationally and be better prepared to enter the
teaching profession by creating a portfolio. When | asked the focus group
members if the completion of a portfolio would make them better teachers,
without hesitation, the entire group shouted a resounding,

e “No!” (Appendix G)

After focus group discussion concerning the traits of a “good” teacher, specific
discussion arose concerning the development of a discipline plan. Anne eloquently
added,

e No amount of paper and reflection is going to give you [classroom] control

(Appendix G).

Then Dustin laughingly asked me,
e Did you have to complete a portfolio to become a parent? (Appendix G)
On a more serious note, Katie added,
e | don’t see any possible way that it [the portfolio] can make me a better teacher —

at all — or how it could affect my teaching, positively or negatively (Appendix G).

I also asked the focus group if the completion of a poor portfolio would be
indicative of a poor teacher. Anne admitted,

e Just being honest — I don’t put my best work into the silly thing because | know

I’m never going to use it again. So it’s not a good reflection of me...” (Appendix

G).
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Summarizing what makes a “good teacher,” Dustin added,
e ...ifaninstructor asks you the question, ‘What makes you a good teacher? How
do you evaluate a teacher?’ | guarantee you one of their first three answers is not

going to be our portfolio. It’s going to be your students’ accomplishments — you

know — how you felt at the end of the day... (Appendix G)
Analyzing the above statements for attitudes/evaluations — *“affect my teaching,” “silly

thing,” “not going to be our portfolio” — I contend that the focus group members have
reservations about the portfolio’s utility in their teacher education process and ultimately
its benefit to their future teaching careers. Additionally, the pre-service teachers’
attitudes/evaluations are far different from the terms used in the Oklahoma Commission’s

purpose for implementing the portfolio: “accomplishments,” “learning,” “strengths,” and
“competencies, standards and outcomes.” Pre-service teachers clearly disagree that the
portfolio assists them in a positive way and have doubts about the purpose and

educational benefits of the portfolio.

Discussion of the Data Analysis

Analysis of the focus group data confirmed many of my findings concerning
attitudes/evaluations of the portfolio from the pre-service teacher PAQ analysis: the
frustration toward the issue of time; the concerns about the issue of reflection; the
confusion associated with the competencies; and the many questions surrounding the
meaning and value of the portfolio. These findings were not surprising since | created

most of the questions for the focus group based on the categories from the PAQ analysis.
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I will clarify how the focus group data aligned or failed to align with the research and the
instructor PAQ data in the following discussion of the focus group data analysis.

First, the focus group data did not necessarily align with the research in the
category of time involved in portfolio preparation. Although many experts discuss time in
implementation as a disadvantage of portfolio use (Valencia and Calfee, 1991; Shulman
1998; Airasian, 2000; McMillin, 2001), none that | discovered addressed the issue of
redundancy which was so prevalent in PAQ and focus group responses. In the instructor
PAQ, the professors addressed the time issues associated with the grading of the
portfolios, the time spent on portfolios during class, and time as it affects the pre-service
teachers. However, as was absent from the research, the instructors did not mention the
redundancy of the portfolio. On the other hand, the focus group confirmed the sentiments
from the pre-service teacher PAQ: the focus group maintained that the portfolio was a
time-consuming project that was often repetitious and, therefore, without meaning and
value. Overall, the issue of time appears to be of great concern to those involved in any
phase of portfolio implementation.

Second, researchers often cite reflection as a benefit of portfolio use (Wyatt and
Looper,1999; McMillin, 2001; Porter & Cleland, 1995). However, at my university —
likely because of the “prescribed” reflection that accompanies a mandated portfolio —
most of the pre-service teachers (as indicated in the pre-service teacher PAQ and in the
focus group session) expressed frustration toward the portfolio reflections. They further
indicated that “reflecting” at my university is not really reflection at all, thus confirming
the PAQ findings. If the pre-service teachers are receiving mixed or no instruction

concerning reflection, and if reflection at my university really is not reflection at all, how
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can the pre-service teachers ultimately see the advantage of a process that is not taught to
them and is distorted when implemented as a mandate?

Next, concerning the competencies, the focus group confirmed what some
researchers (Taylor and Nolen, 2005; Herman and Winters, 1994; Popham, 2002) warn
against — using the portfolio as an instrument with a mandated set of guidelines. On the
other hand, in the instructor PAQ, the professors revealed mixed attitudes/evaluations
toward the competencies — some of them claimed that basing instruction on competencies
was helpful, while others maintained that the competencies cause confusion. Further, the
focus group members confirmed two issues that arose in the pre-service teacher PAQ
analysis: first, they viewed the wording of the competencies as vague and confusing;
and, second, the focus group maintained that the prescriptive nature of a portfolio guided
by competencies/standards sends confusing signals to the preparers: the portfolio is an
“individualized” instrument, but you must complete it according to a set of standards.

A final issue the focus group members confirmed is the high pressure imposed on
the pre-service teachers because of the high-stakes nature of the portfolio. Although
research often supports portfolio compilation and claims that the portfolio can be a
helpful tool, in their PAQ, the instructors maintained that trying to help implement and
analyze the portfolios, while making sure their university achieves accreditation, is a
stressful process. Likewise, the focus group members confirmed what | found in the pre-
service teacher PAQ analysis — the portfolio is a high-stakes endeavor with the potential

of keeping pre-service teachers from earning certification and licensure; thus, it causes
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undue anxiety, pressure, and stress.®* The focus group members confirmed that at my
university the portfolio causes high stress, and several of the pre-service teachers even
admitted to considering a change in major because of the portfolio.

A new area of concern arose from the focus group discussion concerning the
potential benefits of the portfolio. This conversation stemmed from questions seven and
eight:  “Will completion of the portfolio make you a better teacher?”” And “Do you think
that a poor portfolio is indicative of a poor teacher?” The focus group members
adamantly stated that the portfolio would not help them become more effective teachers.
Further, they maintained that the portfolio had bearing neither on their ability to grow
educationally nor to become “good” teachers; therefore, they expressed frustration and
confusion concerning the benefits of
portfolio implementation and fail to see the portfolio as supporting their growth process.

Overall, I found the focus group session to corroborate the data from the pre-
service teacher PAQ, as well as parts of the data from the instructor PAQ and from the
literature: many powerful and emotive attitudes/evaluations toward the mandated
portfolio exist among the instructors and pre-service teachers at my university. Returning
again to Perloff’s (1993) definition of “attitude,” one must wonder how these compelling
evaluations towards my university’s portfolio influence and/or direct the thoughts and
actions of those carrying out the state’s mandate. Further, if the prevailing evaluation of
the portfolio is one of frustration and even “hate,” then how does this evaluation
influence or even direct how the instructors and pre-service teachers perceive and

evaluate growth as valuable to constructing their teacher-selves? How does it influence

*1 Some would argue that discomfort in an educational setting is not always a detrimental thing. However,
when connected to a high-stakes instrument that can bar a person attaining his or her educational and,
ultimately, career goals, then the anxiety, pressure and stress are indeed harmful.
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their evaluation of education itself? At my university, completing a portfolio does
influence the pre-service teachers’ thoughts and actions: some pre-service teachers
claimed they “made up” artifacts for the portfolio, essentially cheating along with the
instructors who helped them create the documents; and some even leave the program or

seek alternative certification to avoid the portfolio process.
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CHAPTER VI

Findings, Implications, and Recommendations

“...the reason why we have to keep going back and doing things over is so the education
program will look good. And it has nothing to do with our ability to teach” (Appendix H).

Religion scholar and author, George R. Knight (1998), accuses today’s American
education system of being “mindless.” He contends that educators have for too long
forgotten to “ask the larger questions of purpose” and that they are often “concerned
more with motion than progress, with means than ends” (p. 2). The data analyses in the
previous two chapters revealed much ambiguity concerning the purpose behind the
Oklahoma mandate of the pre-service teacher portfolio and also revealed much
uncertainty concerning the “means” and “ends” of completing the portfolio at my
university. Therefore, what is the larger question of purpose surrounding portfolio
implementation? Is the mandated portfolio another example of the mindless
“bandwagon” approach to dealing with accreditation issues at the post-secondary level,
“dumbing down” the curriculum and, in essence, teaching to a test? More specifically,
does the mandated portfolio support the growth of pre-service teachers at my university
and at other state universities?

What started out as a study focusing on instructor and pre-service teacher

attitudes/evaluations towards the mandated teacher education portfolio grew into
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something much larger than a simple glance into participants’ views of the instrument.
Using Perloff’s (1993) definition, I analyzed the instructors’ and pre-service teachers’
attitudes/evaluations in the PAQ’s and in the focus group to discover their “learned,
enduring and global” evaluations toward the portfolio and to discover if these
attitudes/evaluations influence/direct how the participants think and act in relation to the
portfolio. | found that the instructors’ and pre-service teachers’ comments of frustration
and discontent concerning the portfolio at my university are more than mere whimsical
complaints, but, in accord with Perloff’s (1993) definition, actual evaluations of the many
facets of the portfolio process. Indeed, my analysis revealed that the attitudes/evaluations
toward the portfolio are deep-rooted and also reflect Perloff’s (1993) definition of
attitude: the instructors and pre-service teachers learn the attitudes/evaluations through
conversation with colleagues and peers already familiar with the process and through
their own experiences with the portfolio; the attitudes/evaluations appear to be enduring;
and the attitudes/evaluations do affect how those creating the portfolio think and act in
relation to it.

Reexamining the focus group discussion data carefully, I discovered several in-
depth findings that | had not realized before the focus group meeting. Studying the
following findings will help determine if the mandated portfolio is truly an instrument
that assists in pre-service teachers’ growth: the pre-service teachers’ blocked access to
knowledge; the prescriptive nature of the portfolio at my university, and the high stakes
(gate keeping) nature of the portfolio. | maintain that | discovered these findings through
the focus group session because, in the casual atmosphere, the focus group members

knew they could converse freely and share their thoughts through relaxed conversation.
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Returning to the PAQ data with closer scrutiny, | was able to identify these findings in
PAQ responses as well. In this chapter | will detail the findings emerging from my data
analysis. Then, I will examine my findings using John Dewey’s concept of education as
growth as my theoretical lens. Finally, I discuss the implications of my research, making

recommendations for future portfolio implementation.

Findings

I will examine my findings through the lens of John Dewey and his description of
education as growth, for John Dewey (1944) contends that education should be a
continuing growth process:

Since life means growth, a living creature lives as truly and positively at one stage

as at another, with the same intrinsic fullness and the same absolute claims. Hence

education means the enterprise of supplying the conditions which insure [sic]

growth, or adequacy of life, irrespective of age (p. 51).

I maintain that it is up to educators at all levels to guarantee these conditions for
growth. Examining the findings that emerged through my attitudinal study calls into
question the role the portfolio plays in pre-service teachers’ growth. Just what meaning
and value does the portfolio process hold for the pre-service teachers mandated to

complete it for certification and licensure?

121



Blocked Access to Knowledge

I detected the finding — blocked access to knowledge — in the focus group session,
and, upon re-examination, found it in the PAQ data as well. Many pre-service teachers at
my university maintain that the portfolio actually inhibits their learning instead of helping
it. Although concern about pre-service teachers’ access to knowledge arose in several
areas of the category of “time,” even in the instructor PAQ, several of the professors
questioned the amount of time that the portfolio process consumed, thus potentially
pulling pre-service teachers away from other learning activities, making such statements
as: “It [the portfolio] takes up class time that could be used for better topics,” and “. . .1
would like to see students [pre-service teachers] spending time on more practical
experience and less on paper work (Appendix I). Many of the instructors apparently see
that the pre-service teachers’ time is consumed with portfolio preparation activities that
block them from other learning activities.

The pre-service teachers agreed with this stance and also sensed that their access
to knowledge was being barred by the time and work spent in portfolio preparation, using
phrases such as “waste of valuable time” and “just busywork.” A focus group student
revealed, “. . . it seems like now all the education classes are centered around the
portfolio. The teachers try to adapt what they’re doing in class to put in your portfolio.
But whenever it takes over the whole class and the whole class is just to fulfill your
portfolio assignments — | think it’s a bunch of bull. . .” (Appendix G). In the PAQ one
pre-service teacher explained, “Instead of worrying about other important issues in my

education, I am forced to work on something that will not even be used after my
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graduation” (Appendix H). No doubt many of the pre-service teachers are concerned with
the amount of class time spent in portfolio implementation.

The pre-service teachers also expressed frustration with the repetition of work that
accompanies portfolio completion, preventing them from other educational activities and
thus becoming a poor use of their time and efforts. In the focus group, one student
explained, “. . .it seemed like we would create something for the classroom then have to
go back and recreate the same thing to put in our portfolio. It seemed really redundant to
me. .. “ (Appendix G). Another focus group member concurred, “. .. whenever it [the
portfolio] takes over the whole class and the whole class is just to fulfill your portfolio
assignments — | think it’s a bunch of bull. . . I want to be taught what’s going to make me
a better teacher, not what looks good on paper. ..” (Appendix G). In the PAQ pre-service
teachers made comments such as, “I think the process is needless and redundant. . .” and
“. .. all a portfolio is is stuff you have already done and you have to go back and do it
again” (Appendix H). Again, the pre-service teachers realize their access to knowledge is
being blocked because my university places so much emphasis on the portfolio that the
constant repetition of work keeps them from completing other education-related tasks.

Is the expansive, high-stakes “thing” the portfolio has become at my university
actually barring the pre-service teachers’ access to knowledge? If so, then the meaning
and value of this finding must be considered. Students enter a university to learn content,
skills, and dispositions that will help them grow educationally. What happens, then, if
those desiring to be teachers do not learn what they need to learn for their futures in the
teaching profession? After all, the university experience should be a growth experience

even if the pre-service teachers do not realize it when they enter. For long term, if a pre-
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service teacher is blocked from accessing knowledge while enrolled in a college teacher
education program, what kind of teachers will these future educators be? Additionally,
what will be the result if the pre-service teachers have not had access to the necessary
knowledge and if they emulate our miseducative portfolio process as a methodology for
their own teaching practices? If the portfolio truly blocks learning, then it appears to be

an instrument that does not support growth; it is indeed miseducative.

The Prescriptive Nature of the Portfolio

While examining the participants’ language in the data, | also became concerned
about another recurrent finding closely related to pre-service teachers’ blocked access to
knowledge: the prescriptive nature of the portfolio at my university. This finding first
appeared in the category of “reflection” but later surfaced in the categories of
“competencies” and “the portfolio mandate.” In the pre-service teacher PAQ data, many
pre-service teachers indicated they were being forced to write reflections that were not
their own thoughts, but the thoughts of others, namely the professors and the “state”
through the competencies. The focus group session revealed the most insightful thoughts
concerning the prescriptive nature of the reflection writing, with one participant stating
directly, “. . . they [the professors] seem to have to mandate your thoughts even”
(Appendix G). Returning to PAQ, one pre-service teacher stated, “I understand that it is
very important to reflect on my actions taken, but I never seem to put down what my
advisor is wanting” (Appendix H). A similar idea also arose in the analysis of the

portfolio as a mandated evaluation tool, as several pre-service teachers indicated that the
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portfolio really did not reflect their true work because they were having to write to
standards or competencies. One pre-service teacher commented, “If we have to do it, let
it be what we want, not what the education department wants us to say!” (Appendix H).
Another went as far as calling the portfolio process at my university, “teaching to a test”
(Appendix H).

Again, the meaning of the portfolio’s prescriptive nature is significant: when
creating the portfolio, are pre-service teachers being “told” what to think? Returning to
the research concerning the individuality supposedly occurring with portfolio creation,
does our portfolio process actually stifle pre-service teacher input by “dictating” their
thoughts? What are the pre-service teachers gaining from a portfolio that is so
prescriptive in nature? It appears that my university’s portfolio actually impedes or
blocks access to learning by forcing everyone, regardless of “shape,” to fit into one kind
of “hole,” promoting sameness rather than individuality. Once more, I have to question
the meaning and value of such an instrument — how can it support growth if it squelches
the pre-service teachers’ input and ideas? What will the pre-service teachers recall about
the teacher education program and mandated portfolio connected to that program in their

educational journeys, and how will it affect their own teaching practices?

The High Stakes Nature of the Portfolio

While some of the professors in the instructor PAQ expressed hope that the

portfolio would help the pre-service teachers in the long run, others pointed out that the

portfolio process at our university is a pressure-filled endeavor that has become a “hoop”
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through which the pre-service teachers must jump. It is indeed a high-stakes gate-keeping
mechanism.** In the PAQ the pre-service teachers made comments such as, “I don’t feel
we should live or die by them [the portfolios]” and “It [the portfolio] places a great deal
of stress on me” (Appendix H). The pre-service teachers clearly expressed dismay at the
great amount of pressure the instructors and the state place on them to complete the
portfolio, which leads to a different kind of high stakes: does the portfolio keep potential
teachers out of the education field? My attitude analysis revealed that pre-service teachers
(and potential pre-service teachers) view the portfolio as a high-stakes instrument and
therefore definitely think and act in relation to their attitudes/evaluations concerning
these high stakes: respondents in the pre-service teacher PAQ warned that many of their
peers were dropping the education program at our university solely because of the
portfolio, and one pre-service teacher even admitted to dropping the program herself.
Additionally, after discussion of former pre-service teachers’ changing majors because of
the portfolio, a focus group respondent admitted, “If I could have had it to do over again,
I would have graduated last year and got alternatively certified, if I’d have known what |
know now. | would not have wasted this year” (Appendix G).

Drawing from the other two findings and the effect of attitudes/evaluations on
pre-service teachers’ thoughts and actions, I have to question if the portfolio — an
evaluative instrument that supposedly helps create competent future teachers — is, in fact,
blocking these future teachers’ learning through its prescriptive and high-stakes nature,
keeping some potential teachers out of the field altogether, or perhaps causing them to

seek alternative certification? Many pre-service teachers express much frustration and

% Recall the chart in Chapter 1 that relays the benchmarks, benchmark requirements, evaluations, and
consequences of failing the benchmark.
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even hostility because of the high pressure placed on portfolio completion through the
Oklahoma mandate and carried out at my university. What message, then, does this high-
stakes instrument send to these future educators? Would it not be ironic if the only way
pre-service teachers believed they could grow educationally, realizing “present
possibilities, and thus make individuals better fitted to cope with later requirements”

(Dewey 1944, p. 56), to be through the alternative certification route?

The Portfolio Viewed Through Dewey’s Concept of Education as Growth

Using John Dewey’s notion of education as growth as a lens incited some
thought-provoking questions when considering my findings. Concerning pre-service
teachers’ blocked access to knowledge, are pre-service teachers learning all they possibly
can through our education program, or is the implementation of the portfolio blocking or
reducing the quantity and depth of this learning? Examining John Dewey’s (1944)
definition of education, one finds that education’s ultimate purpose is to help students
grow. Dewey contends that “. . . the aim of education is to enable individuals to continue
their education — or that the object and reward of learning is continued capacity for
growth” (p. 100). Has the education department at my university forgotten its
educational goals and turned the portfolio into an instrument that, instead of establishing
conditions for growth, is actually impeding pre-service teachers’ capacities to grow? It is
interesting to consider just what may be impeding or deterring this capacity for growth.
Perhaps the related finding — the prescriptive nature of the portfolio — will give further

insight.
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Reading the prescriptive nature of our portfolio through John Dewey’s (1944)
concept of education as growth reveals that independent thinking is a condition to
growth. In fact, Dewey states that, in order to grow and create knowledge as a means to
more knowledge rather than an end in itself, students must be permitted to think for
themselves with guidance from their instructors:

’Knowledge,’ in the sense of information, means the working capital, the

indispensable resources, of further inquiry; of finding out, or learning, more

things. Frequently it is treated as an end itself, and then the goal becomes to heap
it up and display it when called for. This static, cold-storage ideal of knowledge is
inimical to educative development. It not only lets occasions for thinking go

unused, but it swamps thinking (p. 158).

Dewey, in essence, distinguishes true knowledge from the “piling up” of
knowledge that prevents and even blocks thinking. Pre-service teachers “heap up”
artifacts and “reflections” when preparing their portfolios; therefore, is the mandated
portfolio indeed this “static, cold-storage” of information? Further, does the portfolio
“swamp” the pre-service teachers’ thoughts by “heaping up” information instead of
allowing inquiry into the information? Dewey would answer, “yes,” stating that students
“who have stored their ‘minds’ with all kinds of material which they have never put to
intellectual uses are sure to be hampered when they try to think” (p. 158). Indeed, the pre-
service teachers at my university maintain that the portfolio is much like a “cold storage”
of information that, according to Dewey, swamps thinking. Recall one pre-service

teacher’s statement: “Let’s judge teacher candidates [pre-service teachers] on their
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teaching abilities and not as much on their ability to organize and create documents for a
portfolio that honestly has no real weight. . .” (Appendix H).

Contemporary scholar Andy Hargreaves latches upon this Deweyan idea of
“heaping up” work creating a theory he calls intensification, a concept drawn from
general theories of the labor process. Among several points Hargreaves (1992) claims
about the intensification theory, the following relate directly to the pre-service teacher
portfolio: 1). Intensification leads to lack of time to retool one’s skills and keep up with
one’s field; 2). Intensification creates chronic and persistent overload (as compared with
the temporary overload that is sometimes experienced in meeting deadlines), which
reduces areas of personal discretion, inhibits involvement in and control over longer-term
planning, and fosters dependency on externally produced materials and expertise; 3).
Intensification leads to reductions in the quality of service, as corners are cut to save
time; and 4). Intensification leads to enforced diversification of expertise and
responsibility to cover personnel shortages, which can in turn create excessive
dependency on outside expertise and further reductions in the quality of service (pp. 88-

89).

Hargreaves (1992) maintains that intensification is an increasingly problematic
issue in the education arena and describes the impact of the intensification thesis in
education: “[the teachers’] work has become increasingly intensified, with teachers
expected to respond to greater pressures and to comply with multiplying innovations
under conditions that are at best stable and at worst deteriorating” (p. 88). Finn and
Kanstoroom (2000) seem to uphold the intensification theory specifically in the teacher

education field, and they contend that most states are simply piling on more requirements
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for teacher certification, “tightening the regulatory vise” (p. 1) while still failing to assure
quality future educators. Additionally, Finn and Kanstoroom (2000) point out that many
potential educators are avoiding the teaching profession because of its “frustrating
certification process” (p. 1). My research suggests that the portfolio at my university
does, in fact, intensify the work for both the pre-service teachers and instructors leading
to many of the situations listed above, including reduced time for general preparation,
persistent overload, and reduction in quality of work. Hargreave’s intensification thesis
indeed manifests itself in my university’s mandated portfolio by adding one more
needless step to an already complicated certification process by heaping up steps within

the portfolio that swamp pre-service teachers’ thinking that, it seems, inhibit their growth.

Looking at what my attitude analysis revealed about the high-stakes nature of the
portfolio through John Dewey’s (1944) definition of education as growth, one must again
question the mandated portfolio’s educational value. Dewey maintains that growth in
education should be a continuous process, not just something that is completed in “odd
moments” (p. 56):

Because the need of preparation for a continually developing life is great, it is

imperative that every energy should be bent to making the present experience as

rich and significant as possible. Then as the present merges insensibly into the

future, the future is taken care of (p. 56).

My university’s teacher education portfolio reflects an “odd moment,” a moment sterile
rather than growth enhancing. My data does not reflect that pre-service teachers at my
university (and even many of the professors) view the portfolio as a “rich” and

“significant” experience that positions them to take care of the future as the present
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merges into it insensibly. Instead, the portfolio is “a really nice doorstop” and a “waste of

time.”

Implications

A serious look at the portfolio mandate is in order. Many experts warn against the
current wide-scale use one sees in Oklahoma. For instance, Popham (2002) states,

It is one thing to use portfolios for classroom assessment; it is quite another to use

portfolios for large-scale assessment programs. Several states and large school

districts have attempted to install portfolios as a central component of a large-
scale accountability assessment program — that is, a program in which student
performances serve as an indicator of an educational system’s effectiveness. To
date, the results of efforts to employ portfolios for accountability purposes have

not been encouraging (p. 202).

Hand in hand with this concern, numerous questions concerning the “true”
purpose of the portfolio are also prevalent at my university. If the real purpose is to
evaluate the program, not the individual pre-service teachers, then does the portfolio
serve as an instrument supporting the growth of the pre-service teachers? Professors and
pre-service teachers alike express frustration toward portfolio completion and seem
confused by the multiple purposes of the portfolio as set forth in our Teacher Education
Handbook. Note my university’s “purposes” in bold-faced type:

Candidates should consider this portfolio as an evolving display of professional

growth during Benchmarks 1-3. The final portfolio, Benchmark 4, illustrates a
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teacher candidate’s best work. The portfolio is also required for institutional
accreditation by the Oklahoma Commission for Teacher Preparation (OCTP) as
a continuous assessment tool of programs, standards, outcomes and quality
experiences that [my university] provides for our candidates (Teacher Education
Handbook).
Again, researchers warn against such multiple uses. Recalling the three models of
portfolios, Popham (2002) answers the question, can a portfolio perform all three
functions at the same time: “My answer is a somewhat shaky yes. But if you were to ask
me whether one portfolio can perform all three functions well, you’d get a rock-solid no.
The three functions, though related — somewhat like second cousins — are fundamentally
different” (p. 206). Given his answer, Popham would definitely view my university’s

portfolio as having little meaning or value in terms of pre-service teacher growth.

Examining the portfolio’s multiple foci at my university reveals the portfolio to be
a complex instrument whose ambiguous purposes and uses fail to support the growth of
many of the pre-service teachers. Returning to Perloff’s (1993) definition, the
attitudes/evaluations discovered in my attitude analysis undoubtedly influence how those
implementing the portfolio think and act toward it, creating the proverbial “vicious
cycle.” Does the overall attitude/evaluation of the portfolio stem from the complexity of
the process, or do instructors and pre-service teachers “learn” to despise the portfolio
before they even begin dealing with it due to the hearsay and “clamor” that already exists

at my university?

Indeed, my research fills a gap in the existing literature that supports portfolio

use. It is interesting to recall my original research questions:
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1. What are the attitudes of pre-service teachers at [my university] toward the

mandated portfolio?

2.What are the attitudes of teacher educators at [my university] toward the

mandated portfolio?

3. How have the portfolios been beneficial to the pre-service teachers’ teacher

education preparation?

4. What causes the most frustration for pre-service teachers and teacher educators

in the portfolio compilation process?

5. What do the pre-service teachers and teacher educators foresee as the

usefulness of their portfolios after graduation?

6. What are possible suggestions the pre-service teachers and teacher educators

might make to improve the portfolio process?
Using these questions as a basis, | found that the pre-service teachers’
attitudes/evaluations definitely affect how they think and act towards creating their
portfolios, possibly prompting some to “cheat” or “lie” about their artifacts and even
directing them out of the program and sometimes out of teaching. No doubt this
attitude/evaluation will affect how they see the portfolio as an instrument for their
growth. How will the completion of such an instrument, then, affect the pre-service
teachers’ overall view of education? More specifically, will this view affect how these

pre-service teachers evaluate their own students in their future classrooms?

Additionally, in contrast to research supporting portfolios, while cautioning
against their wide-scale use, my state and my university implement their use on a wide

scale basis, reflecting the very problems researchers anticipate. Did Oklahoma research
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portfolios and use what they learned to establish a philosophical foundation and
scaffolding for our state’s education portfolio? Did any Oklahoma university (or
universities) ever pilot the portfolio before the state mandated it for each teacher
education program? Confusion seems to surround the entire teacher education process in
our state. Recalling that Dewey (1944) makes a marked distinction among “educating,”
“training,” and “preparing,” has our state dealt with these distinctions? Even the name of
our governing board — the Oklahoma Commission for Teacher Preparation — implies that
“preparing” teachers is what our state values. Preparing for what, one might ask, since,
according to Dewey, “preparation” fails to emphasize the importance of the present. Does
anyone truly value teacher education, a process which is completed with thoughts, actions
and emotions? Many of the instructors and pre-service teachers implementing the
portfolio would answer a resounding, “no.” Oklahoma mandators apparently failed to
examine the many repercussions that arise when mandating a standards-based instrument
on such a wide-scale basis. Therefore, the findings of my study are generalizable across
the state, since the mandate affects each Oklahoma university’s teacher education

program.

Recommendations

If the state of Oklahoma continues the pre-service teacher portfolio mandate in its
present form, then the education department at my university must make some drastic
changes to its portfolio creation process. First, the addition of more faculty members will
be essential for more effective, and less work intensive, portfolio implementation.

Portfolio research supports strong mentoring relationships (McMillin, 2001; Porter &
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Cleland, 1995; Tierney et al. 1991), and these relationships simply do not occur at my
university because of the time issues involved; the portfolio is just too much work to be
completed by disproportionate ratios of pre-service teachers to professors. Second, the
portfolio must not be so prescriptive. Not allowing pre-service teachers to achieve the
competencies and respond to them in an individual way makes the portfolio nothing more
than a “very, very cumbersome multiple choice test” (Shulman, 1998, p. 35), a heaping
up of information and a means of stunting growth. Finally, instructors should avoid
implementing the portfolio only as a ‘gate’ through which pre-service teachers must pass
to earn certification and to graduate. If the pre-service teachers are going to be mandated
to complete a portfolio, then they must see it as — and it must be — an instrument of

growth, instead of a high-stakes assignment which drastically increases their workloads.

I maintain that the portfolio phenomenon, at least at my university, has become
overwhelming. Therefore, | suggest that governing agencies use a more efficient means
of evaluating pre-service teachers and programs. Oklahoma must begin by looking at
what other states are doing to fulfill the same requirements for accreditation and for pre-
service teacher evaluations. Whatever the state chooses must be something that has
meaning and value for the pre-service teachers, something that truly contributes to their
growth without adding unneeded “busy-work,” becoming a representation of a mental
piling up of information that inhibits thinking. As Dewey (1944) states, “If education is
growth, it must progressively realize present possibilities, and thus make individuals
better fitted to cope with later requirements” (p. 56). If the teacher education portfolio is

to contribute to the pre-service teachers’ growth, it must then help them “progressively
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realize present possibilities” so that they are better fitted now and throughout their

journeys “to cope with later requirements.”

Currently, according to the data taken from pre-service teachers at my university,
the Oklahoma mandated portfolio does not promote pre-service teachers’ growth.
Dewey’s concept of education as growth should be kept in mind when implementing
future assignments or “mandates,” since the purpose of educating every pre-service
teacher is to help them become the best educators they can be and not to stifle the
thoughts and actions of these future teachers. Returning to Dewey’s (1944) words, and
keeping in mind that my university’s pre-service teachers often do not desire to continue
their teacher education because of the portfolio, we see that pre-service teachers will only
want to learn if they see the learning will impact their futures: “The criterion of the value
of school education is the extent in which it creates a desire for continued growth and
supplies means for making the desire effective in fact” (p. 53). As teacher educators, our
daily goal should be to ensure that our pre-service teachers — our children’s future
teachers — are in a continual growth process so that each day they spend with children
they create the conditions for their own continuous growth and for their progressive
realization of present possibilities, a realization that will make them “better fitted to cope

with later requirements” (Dewey 1944, p. 56).
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Appendix A

Oklahoma General Competencies for

Teacher Licensure and Certification
The teacher understands the central concepts and methods of inquiry of
the subject matter discipline(s) he or she teaches and can create learning
experiences that make these aspects of subject matter meaningful for
students.
The teacher understands how students learn and develop, and can
provide learning opportunities that support their intellectual, social and
physical development at all grade levels including early childhood,
elementary, middle level, and secondary.
The teacher understands that students vary in their approaches to
learning and creates instructional opportunities that are adaptable to
individual differences of learners.
The teacher understands curriculum integration processes and uses a
variety of instructional strategies to encourage students’ development of
critical thinking, problem solving, and performance skills and effective use
of technology.
The teacher uses best practices related to motivation and behavior to
create learning environments that encourage positive social interaction,
self-motivation and active engagement learning, thus, providing

opportunities for success.

144



10.

11.

12.

The teacher develops knowledge of and uses communication techniques
to foster active inquiry, collaboration, and supportive interaction in the
classroom.

The teacher plans instruction based upon curriculum goals, knowledge of
the teaching/learning process, subject matter, students abilities and
differences, and the community; and adapts instruction based upon
assessment and reflection.

The teacher understands and uses a variety of assessment strategies to
evaluate and modify the teaching/learning process ensuring the
continuous intellectual, social and physical development of the learner.
The teacher evaluates the effects of his/her choices and actions on others
(students, parent, and other professionals in the learning community),
modifies those actions when needed, and actively seeks opportunities for
continued professional growth.

The teacher fosters positive interaction with school colleagues, parents/
families, and organizations in the community to actively engage them in
support of student learning and well-being.

The teacher shall have an understanding of the importance of assisting
students with career awareness and the application of career concepts to
the academic curriculum.

The teacher understands the process of continuous lifelong learning, the

concept of making learning enjoyable, and the need for a willingness to
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change when the change leads to greater student learning and
development.

13. The teacher understands the legal aspects of teaching including the rights
of students and parents/families, as well as the legal rights and
responsibilities of the teacher.

14. The teacher understands, and is able to develop instructional
strategies/plans based on the Oklahoma core curriculum.

15. The teacher understands the State teacher evaluation process,
"Oklahoma Criteria for Effective Teaching Performance,” and how to

incorporate these criteria in designing instructional strategies.
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Appendix B
Competency Organization at the Author’s University
Section I: Introduction (no competencies)
Section Il — Students: Learners and the Learning Environment

1. The candidate understands how students learn and develop and can
provide learning opportunities that support their intellectual, social, and
physical development at all grade levels, including earl y childhood,
elementary, middle level, and secondary.

2. The candidate understands that students vary in their approaches to
learning and creates instructional opportunities that are adaptable to
individual differences of learners.

3. The candidate uses best practices related to motivation and behavior to
create learning environments that encourage positive social interaction,
self-motivation, and active engagement in learning, thus providing
opportunities for success.

4. The candidate understands the process of continuous lifelong learning,
the concept of making learning enjoyable, and the need for willingness to
change when the change leads to greater student learning and
development.

Section Il — Teaching: Instruction and Assessment
5. The candidate plans instruction based upon curriculum goals, knowledge

of the teaching/learning process, subject matter, students’ abilities and
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differences, and the community, and adapts instruction based upon
assessment and reflection.

5.1.The candidate understands and is able to develop instructional
strategies/plans based on the Oklahoma Core Curriculum.

6. The candidate understands curriculum integration processes and uses a
variety of instructional strategies to encourage students’ development of
critical thinking, problem solving, and performance skills and effective use
of technology.

7. The candidate develops knowledge of and uses communication
techniques to foster active inquiry, collaboration, and supportive
interaction in the classroom.

8. The candidate understands and uses a variety of assessment strategies to
evaluate and modify the teaching/learning process ensuring the
continuous intellectual, social and physical development of the learner.

9. The candidate shall have an understanding of the importance of assisting
students with career awareness and the application of career concepts to

the academic curriculum.

Section IV — Schools: The Professional Environment

10.The candidate evaluates the effects of his/her choices and actions on
others (students, parent, and other professionals in the learning
community), modifies those actions when needed, and actively seeks

opportunities for continued professional growth.
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11. The candidate understands the State teacher evaluation process,
"Oklahoma Criteria for Effective Teaching Performance,” and how to
incorporate these criteria in designing instructional strategies.

12.The candidate fosters positive interaction with school colleagues, parents/
families, and organizations in the community to actively engage them in
support of student learning and well-being.

13.The candidate understands the legal aspects of teaching including the
rights of students and parents/families, as well as the legal rights and
responsibilities of the teacher.

14.The candidate researches and analyzes major contemporary problems in

public education.
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Appendix C
Research Data Collection - Questionnaire

ID#

Student Demographic Information

Instructions: Please place a check in the blanks that apply. *Please note that you
may choose to not answer any or all of the following questions.*

Gender: Male
Female

Age: 17-24
25 or more

Classification: Freshman
Sophomore
Junior
Senior

Ethnicity: Native American
African American
Latino/Hispanic
Caucasian
Other

Cumulative G.P.A.:
35-4.0
3.0-34
25-29
Below 2.5

Major: Elementary or Early Childhood Education
Secondary Education
If secondary, please identify content area major:
English/Language Arts
Mathematics
Science
Social Sciences
Health/Physical Education
Business
Other
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Portfolio Attitude Questionnaire — Student

Instructions: Please answer the following questions completely and thoughtfully.
(Feel free to use the reverse side of this sheet if needed).

1. Describe your overall attitude toward the pre-service teaching portfolio at
NWOSU.

2. How has the portfolio helped you in your teacher education preparation?

3. What, if anything, has caused frustration for you concerning your portfolio
preparation?

4. How do you foresee using the portfolio after graduation?

5. Please list any suggestions you might have regarding the portfolio process at
NWOSU.

6. Is there anything else you'd like to share concerning the portfolio process at
NWOSU?
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Page 1 of 2
ID#

Instructor Demographic Information

Instructions: Please place a check in the blanks that apply. *Please note that
you may choose to not answer any or all of the questions.*

Gender: Male
Female
Age: _ 24-34
35-44
45 - 54
55 — above
Ethnicity: Native American

African American
Latino/Hispanic
Caucasian

Other

Primary Area of Instruction:
Elementary/ Early Childhood Education
Secondary Education
English/Language Arts
Mathematics
Science
Social Sciences
Music
Health/Physical Education
Business
Other
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Portfolio Attitude Questionnaire — Instructor

Instructions: Please answer the following questions completely and thoughtfully.
(Feel free to use the reverse side of this sheet if needed).

1. Describe your overall attitude toward the pre-service teaching portfolio at
NWOSU.

2. How has portfolio implementation affected your teaching methodologies?

3. What, if anything, has caused frustration for you concerning portfolio
preparation?

4. How do you foresee the students using the portfolio after graduation?

5. Please list any suggestions you might have regarding the portfolio process at
NWOSU.

6. Is there anything else you'd like to share concerning the portfolio process at
NWOSU?

153



Appendix D
Research Questions — Focus Group
Guiding Questions for the Portfolio Attitude Focus Group
. First, please go around the room and tell your major and year of expected

graduation.

. Please discuss the issues of time and cost associated with the creation of

your portfolio.

. Several in the original questionnaire mentioned the organization aspect of
the portfolio. Please elaborate.

. Many mentioned the term “reflection” when answering the original
guestionnaire. Please speak to the reflections that were a part of your
portfolio.

. Please discuss why you think the state of Oklahoma and NWOSU require
the portfolio in the first place.

. Please discuss the wording of the competencies themselves.

. Will completion of the portfolio make you a better teacher?

. Do you think that a poor portfolio is indicative of a poor teacher?

. Is there anything further you would like to add concerning the portfolio

preparation process?
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Appendix E

Focus Group Participation Form

I completed a Portfolio Attitude
Questionnaire for Ms. Lisa Holder in the fall of 2003 and would be willing to
participate in a focus group session to further discuss the portfolio with my
classmates. | understand that, if chosen, | will meet with eight other participants
to share my views of the portfolio. | also understand that the session will be
audio taped but that pseudonyms will be used for the data collection and
reporting process.

If | am chosen for the focus group, | may withdraw at any time without penalty.

Further, the date and time of IS
suitable to my schedule, and | will be able to meet with the other members of the

focus group at that time.
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Appendix F
Consent Form for PAQ
“I, , hereby authorize or direct Lisa Holder to perform the
following treatment or procedure.”
Researcher __ Lisa Holder

Address P.O. Box 359, 716 Locust, Alva, Oklahoma 73717
Telephone Number__ 580-327-0731 (home) 580-327-8454 (work)
E-mail Address Idholder@nwosu.edu

Thank you for agreeing to participate in this research activity. This form outlines the purposes of the research
activity and provides a description of your involvement and rights as a participant.

You are encouraged to ask any questions at any time about the nature of the research activity and the methods |
am using. Your suggestions and concerns are important to me; please contact me at any time at the
address/phone number listed above.

Purpose:

This is done as a part of a dissertation investigation entitled, “Teacher Education Portfolios: Bridging the Gap
between Theory and Practice.” The purpose of this study is to determine the attitudes toward the portfolio
preparation process at Northwestern Oklahoma State University (NWOSU). As common themes emerge, they
can be investigated in order to improve the portfolio process for all involved.

Procedure:

As part of this study, you will be asked to participate in the following:

1. You will be asked to answer basic demographic information about yourself.

2. You will be asked to complete a Portfolio Attitude Instrument. It will take you approximately 20 minutes to
complete.

Benefits:

This study will examine the attitudes of the mandated portfolio procedure of both pre-service teachers and the
teacher education faculty. Results of this study can help teacher educators explore the themes (from both the
student and teacher standpoints) that exist toward Oklahoma's mandated pre-service teaching portfolio at
NWOSU. The end result could be a more meaningful portfolio experience for both teacher educators and future
pre-service teachers, not only at NWOSU but at other Oklahoma universities as well.

Confidentiality:

You will be given a pseudonym to be used throughout the data collection process. This pseudonym will also be
used in the dissemination of the results of the study. During the data collection process, only the principle
investigator will have access to the data. The data will be stored in a locked cabinet in my office.

“l understand that participation is voluntary, that there is no penalty for refusal to participate, and that | am free to
withdraw my consent and participation in this project at any time without penalty after notifying the project
director.”

I may contact Lisa Holder (OSU Graduate Student and Assistant Professor at Northwestern Oklahoma State
University) at 580-327-8454. | may also contact Sharon Bacher, IRB Executive Secretary, Oklahoma State
University, 415 Whitehurst, Oklahoma State University, Stillwater, OK 74078; telephone number: (405) 744-5700.

| have read and fully understand the consent form. | sign freely and voluntarily. A copy has been given to me.

Date: Time: (a.m./p.m.)

Signed:

Signature of Subject

156



| certify that | have personally explained all elements of this form to the subject or his/her representative before
requesting the subject or his/her representative to sign it.

Signed: Date
Lisa Holder
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Consent Form for Focus Group
“I1, , hereby authorize or direct Lisa Holder to perform the
following treatment or procedure.”
Researcher __Lisa Holder

Address P.O. Box 359, 716 Locust, Alva, Oklahoma 73717
Telephone Number__ 580-327-0731 (home) 580-327-8454 (work)
E-mail Address Idholder@nwosu.edu

Thank you for agreeing to participate in this research activity. This form outlines the purposes of the research
activity and provides a description of your involvement and rights as a participant.

You are encouraged to ask any questions at any time about the nature of the research activity and the methods |
am using. Your suggestions and concerns are important to me; please contact me at any time at the
address/phone number listed above.

Purpose:

This is done as a part of a dissertation investigation entitled, “Teacher Education Portfolios: Bridging the Gap
between Theory and Practice.” The purpose of this study is to determine the attitudes toward the portfolio
preparation process at Northwestern Oklahoma State University (NWOSU). As common themes emerge, they
can be investigated in order to improve the portfolio process for all involved.

Procedure:

As part of this study, you will be asked to participate in the following:

1. You will participate in an hour-long focus group session, answering direct questions and discussing issues you
wish to raise concerning the portfolio process at NWOSU.

2. You will be audio taped during this session with your permission. The tape will be destroyed within one
calendar year, and pseudonyms will be used for all participants.

Benefits:

This study will examine the attitudes of the mandated portfolio procedure held by current pre-service teachers.
Results of this study can help teacher educators explore the themes (from both the student and teacher
standpoints) that exist toward Oklahoma's mandated pre-service teaching portfolio at NWOSU. The end result
could be a more meaningful portfolio experience for both teacher educators and future pre-service teachers, not
only at NWOSU but at other Oklahoma universities as well.

Confidentiality:

You will be given a pseudonym to be used throughout the data collection process. This pseudonym will also be
used in the dissemination of the results of the study. During the data collection process, only the principle
investigator will have access to the data. The data will be stored in a locked cabinet in my office.

If you grant permission for audio taping, no audiotapes will be used for any purpose other than to do this research
activity and will not be played for any other reason. The audio tape will be destroyed within one calendar year.

“l understand that participation is voluntary, that there is no penalty for refusal to participate, and that | am free to
withdraw my consent and participation in this project at any time without penalty after notifying the project
director.”

I may contact Lisa Holder (OSU Graduate Student and Assistant Professor at Northwestern Oklahoma State
University) at 580-327-8454. | may also contact Dr. Carol Olson, IRB Chair, 415 Whitehurst, Oklahoma State
University, Stillwater, OK 74078; telephone number: (405) 744-1676; e-mail: colson@okstate.edu.

Do you grant permission to participate in this focus group research activity?
Yes No

Do you grant permission to be audio taped?
Yes No
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Do you grant permission to be quoted directly (using a pseudonym)?
Yes No

| have read and fully understand the consent form. | sign freely and voluntarily. A copy has been given to me.

Date: Time: (a.m./p.m.)

Signed:

Signature of Subject

| certify that | have personally explained all elements of this form to the subject or his/her representative before
requesting the subject or his/her representative to sign it.

Signed: Date
Lisa Holder
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Appendix G
FOCUS GROUP TRANSCRIPT - Feb. 19, 2004 — 5:30 — 6:30 p.m.
Members:
Dustin — Health and Physical Ed. major k-12; elementary education
& a certificate in special ed.; graduate May 2005
Anne — Secondary Science major; graduate May 2004 (student
teaching)
Jenny — Health and Physical Ed. major; graduate December 2004
Katie — Elementary major; graduate May 2005

Jill — Elementary major; graduate May 2005
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Discussion: Question #2 — tape 000

Lisa: How do you feel about the time and cost issues associated
with the portfolio?

Anne: As far as the cost goes, | guess | just did it so gradually that
| didn’t even notice. I'd have to go back and really look at it to think
about it — the paper and ink and all that other good stuff. Time — it
was kind of frustrating - just for the simple fact that it seemed like
we would create something for the classroom then have to go back
and re-create the same thing to put in our portfolio. It seemed
really redundant to me in a lot of ways, and | think that's what
frustrated me most. | wouldn’t mind if it took time to do if | felt like
the time was valid.

Jenny: | agree with the time... you create it for the classroom then
have to go re-create it. The cost really wasn't a big deal to me — |
just went to Wal-Mart, threw everything in and picked it up one day,
wasn’t much to that. But it does take a lot of time.

Katie: I've only made it through Benchmark 2, so | guess | haven't
spent a lot of time on it. But | foresee that it's going to take a lot of
time probably, and | haven’t really had a problem with cost either.
Jill: For me the time and the cost is pretty big, because | just
started my portfolio in the fall, and | interviewed in the fall as well.

And so it was just all once — having to spend all my time to do that
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and all my money to do that. So for me the cost and everything
was bad.

Dustin: On time, ummm, | haven’t got a whole lot put into my
portfolio yet. | have a good understanding of the portfolio and what
it takes to do it. But as far as the time consideration goes. | want
to say something real quick.

Lisa: Go for it.

Dustin: The classes — it seems like now all the education classes
are centered around the portfolio. The teachers try to adapt what
they’re doing in class to put in your portfolio. But whenever it takes
over the whole class and the whole class is just to fulfill your
portfolio assignments — | think it's a bunch of bull because, you
know, | want to be taught what's going to make me a better
teacher, not what looks good on paper that no one’s likely to look at
anyways once you get out of college. Very time consuming.
Question #3 Tape - 075

Lisa: Another theme that kept coming up was that of ‘organization.’
Talk just for a minute about the organization aspect of the portfolio.
Dustin: If you want to be that organized and put everything down
on paper and evaluate somebody by their paperwork, then it's
really organized — down to the last tab.

Anne: | guess | don't exactly. | don’'t know — it IS an organized way

of putting things down — the portfolio in general... um... the ones

162



that we do — number one — the competencies themselves are so
vague that it makes it hard to know exactly what you're supposed to
be doing. Someone could read it, take it one way, put an artifact in
there that would fit in the way that they’re thinking. Someone else
could take it a completely different way, put a different artifact in
there and it, and it just depends on who's grading it at the end — as
to whether they agreed with what you were thinking when you put it
in there. It just seems very subjective to me. And number two,
quite frankly, it's pretty easy to fake it. 1 don’t think it's a very
accurate measure of what we can actually do as teachers,
considering that it all has to be done before we even teach. So |
feel like that sort of invalidates the process in a way

Dustin: Really, you're evaluating someone’s secretarial skills

(all students): yeah, right

Dustin: You know, it doesn’t matter. | could have Joe Blow go put
together a portfolio and fake it, and he might not even have the
slightest idea of how to deal with students. And you have
somebody who's not good at organizational paper work in that
manner where it's dictated to them by someone, like Anne said, if
someone doesn’t agree, you know, if they don’t think it fits in that
certain competency and you thought it did, that's more than | can

see, because now someone’s got to back and fix it and bring it
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before them again and hope — they’re just hoping it will fit this time
— they don’'t even know.

Anne: Yeah....A case in point of just a teacher who is very
UNorganized and is still a very effective, very good teacher, would
be the person I'm doing my student teaching under. If you go in her
room, if you are an organized person, you'd go absolutely INsane.
(laughing) She does have a bigger room this year, so you don’t
notice the mess as much because there actually is space to walk.
(laugh) But the kids love her — she is very hard. She’s very content-
oriented, but she gets the job done wonderfully. And there’s just
something about her organization that I'm seeing in her, because
I’'m a very organized person, that maybe that's definitely NOT the
biggest thing. And it seems like on this portfolio that’s really what
they’re going for.

Dustin: | was gonna say, | bet she didn’t do a portfolio.

Anne: Oh no... (laughs)... but she’s a wonderful teacher.

Lisa: (prompting to Jenny)... okay..organization?

Jenny: | think the portfolio itself is very organized, because it tells
you exactly where to put things in, but as far as organizing like
everything like that, I'm not a person — I'm a very organized person,
but | don’t organize like that. | organize it by how I learn it, (Anne
interrupts: Yeah!) or where | think it should go, not just in a binder

behind some tab that says that’s where it should go. I'd rather, like
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if, my last competency, if | think it's close to my first one, I'd rather
have my last competency behind my first one. | just want
everything that's really close together to go in the same place, not
all behind different tabs.

Anne: Yeah, it makes it really ineffective for us as individuals to use
it because nobody organizes things in the same way. It’s so strict
on ‘this has be here’ or else you have to go and re-do it and waste
a whole bunch of more time. Whenever you're going to change it —
if you're actually going to use it later — you're going to change it
around anyway.

Jenny: I've already made one, and | put a lot a lot of time into it. It
has, I think, six different sections, and every section had to have
three different things in it. As soon as | was done with it, | hated it.
| completely took it out and put everything back the way — where it
was — before | took it out and put it in there. | put it in there to get a
grade for it, then | took it out and put it how | wanted it — in my own
professional file how | wanted it.

Dustin: I've done professional files in at least one of your classes
[directed to me] and I've done one in at least two others, and
they’'re more broad. They're like ‘hey, this is YOUR file. You're the
one who’s going to be using it. We want you to use it later, just
only for YOUR benefit. Organize it how you want.” They're just

going to look at some of the stuff that’s in there and make sure that
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it's going to help you out. And | enjoyed doing that a LOT better. |
mean, I'm an organized person, don’t get me wrong. | just love
trashing the portfolio. I'm very organized — my house is organized,
my Army files and all my paperwork is organized, but it's organized
in my organizational fashion.

Jenny: The other thing | liked better about the professional file is
that it has more to do with my content area

Anne: Yes!

Jenny: | feel like so much of the portfolio is just draw based (?) the
education thing. And, don’t get me wrong, it's important. But | think
that if was more centered on your subject area, it would be more
beneficial for you to take in the classroom.

Katie: | guess | really hadn’t dealt a lot yet with the organization.
But that's definitely the part that scares me the most because |
really don’t understand a lot, like what they want from me. And so,
, like that kind of frustrates me because | don’t know what they
want. | hear stories about people who turn theirs in then they have
to go back and re-do it, and they turn it in again and they have to go
back re-do it. I'm just hoping | can get it right the first time.

Dustin: | don’t know why they do it like that, because it makes it a
lot worse on you [Lisa] and your counterpart who used to have an
office next to you. Because you all have to look through them and

you all have to explain them to us — so many students — what THEY
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want, THEY being the people who evaluate the portfolios. You all
have to explain what they want and help out the students. That's
taking time out of YOUR life, instead of having something that the
student can know themselves, it’ just sooo0...

Anne: And.. how can you get a good reflection of what kind of
teacher somebody is going to be whenever they’re concentrating so
fully on what someone else wants for this project.. instead of... |
don’t know...things like... I don’t know... it seems like it's all a lie in
that point. Just because you're not doing it to benefit you, you're
not doing it to represent you as a person and as your ability as a
teacher. You're doing it how somebody else wants to do it. And so
it's like.. when these people look at it, they’re grading it all on the
same criteria. They're grading it all as if it, you know, one person is
doing every portfolio, and it’s not a very good reflection of
individuality, | don’t think.

Dustin: | don’t think they should use it. I'm sorry....

Lisa: Go ahead.

Dustin: | don’t think it's good at all, because I'm a great ‘B.S.er'... |
can probably go through this portfolio. You give me a week, and |
can probably — | probably have all the stuff | need for it right now on
my desk. | could probably do my portfolio in a week and it'd be
done. And they’re going to totally evaluate me on that, instead of

what I'm good at.
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Jill: Yeah, I understand all that because | was one of the ones who
interviewed for the teacher education program, and my portfolio
didn’t make it, just on one teacher’s decision. They just said, “Oh,
well, I don’t think that that should count as two artifacts. So | think
you should go re-do it.” And...I was like... Oh. So | went to talk to
another teacher about it, who said that it was fine. And then we
went through a huge mess until it came to the point that they just
said, “Okay, fine. We didn’t mean that. We just mean to re-do all
your reflections.” So | don’t understand the organization. | don't
understand (laughing...) how they word the competencies, and |
don’t understand the reflections.

Lisa: Question # 4 (180) That is very interesting that you said that
because that is my next question: Many people mentioned the
term “reflection” when answering the original questionnaire. Please
speak to the reflections that are a part of your portfolio.

Jill: Yeah, my reflections are bad, because they don't ever... |
never learned how to do a reflection. And, like, | would turn mine in
and the teacher would say it was fine or just put a little
improvement on it, and then I'd turn it in to be graded, like my
portfolio, and they said, “No, it's not reflective at all.” And, I'd be
like, “Oh, well, how do you make a reflection then?” So, no one
would really help me with that. They finally just said, “You'll just get

it when you'’re a junior.” | was like, “I AM a junior.” (laughing from
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group) “Then maybe next year — before you graduate — you'll have
the whole reflection thing and you’ll just know how to do it.” And |
was like, “Oh, Okay. Well, we’ll see — when that happens, it
happens.

Katie: Yeah, like I've only written a handful of reflections, but like in
all of my different classes, every teacher has told me to do them
differently. And so when | did my teacher education interview thing,
they went ahead and passed my portfolio, but they told me to re-do
all my reflections. So, | really don’t know what to put in the
reflections either. | have no clue.

Jenny: | don't mind the reflections so much myself, but that’s just
the kind of person | am — | reflect on a lot of things just in my daily
life. But I hate having to write em down. | would rather just turn a
portfolio in with all your stuff in it, and then when you’re in your
interview or whatever, have them ask you why - It's a lot easier to
explain it in words or in person than to have to write it down. And
another thing | don't like about it, when you go through that little
competency check-off, it tells you what you're supposed to have
gained from that competency. So all you have to do is write that in
your reflection. (laughing) (Dustin interrupts: They like it when you
do that). You don’t have to be reflective at all about it. You just

have to put what they want to hear in it.
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Anne: Exactly! Which to me kills the whole purpose of the whole
thing.

Jenny: Yeah (others say... “exactly”)

Anne: Like the thing with me — I'm very scientific minded. I'm very
short, sweet and to the point. | write for me .. very good reflections
as to things that I felt like 1 did well in that competency, things | feel
like | could change to make better. But they always throw my
portfolio back at me and say, “Make these longer.” Half the time |
think they don’t even read them. Just because it doesn't fill up two
pages doesn’'t mean it's a bad reflection.

Someone else(female): Exactly.

Anne: That'’s the thing that frustrates me — is that they seem to
have to mandate your thoughts even.... (Jill: Right) in that sense.
Jill: And the whole thing with having to state the competency in
there. | thought that was the point of writing it up at top and bolding
it (Anne: Exactly!) | was like, “Gee whiz, can you read?” The top
of the paper says exactly how this meets the competency.

Anne: The level of redundancy in the whole process just gets my
goat every time. | think that’s the thing that bugs me most.

Jenny: Another thing that | don’t like about it is there’s so many
different ----- and | have never had a reflection that, all my
reflections have been okay (Jill interrupts: I’'m coming to you next

time)---- there are so many different things you can be reflective
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about, you know. When | write, | could go on probably forever,
probably three or four pages, but who wants to? | get so sick of
writing it, that by the time | get to the bottom of the first page that |
just want to quit. And that’'s how it is with every single one. | have
to do that with however many competencies there are.. | got to
come up with...l don’t mind looking back to see what I've learned
because that's how | learn the best, or how | learned it or what | got
from it. But how do you write it all out? | just hate it.

Dustin: I think a lot of people, when they say reflection they think of
what we learned in high school or something... a reflection.. okay
this is what we did — | observed... you know, | watched these kids
do this. They think that's reflection. And...I know they’re wanting
more than that. | was going to say exactly what Anne said... | can
get you to believe something or not believe something in two
paragraphs. It don'’t [sic] take me two pages. | can say what | need
to say and everything | need to say about it — and sometimes it will
take up — | can write three, four or five pages on some things that
I’m passionate about or that really changed me or | have to reflect
upon it — | learned something good out of the whole experience, but
there are some things that | knew what it was like going in to... and
| knew what | was going to take out of it. And it was about what |

expected, and there’s not a whole lot of reflection to do.
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Anne: Yeah, when things, you know.. like you say, when you're
prepared, when you go into something when it goes well, what do
you have to write about? This works. End of story.... (laughs)

Jill: I learned that I'm smatrt...

Dustin: Piaget WAS right...(laughing by entire group).. Hey...what
do you know? (laughing)...

Lisa: Anything else on that one? If we need to add more as it
comes up, we can....

Okay... Question #4 (counter )235.. Please discuss why you think
Northwestern and the state of Oklahoma require the portfolio in the
first place.

Anne: Well, | HOPE that they’re just trying to make sure that they
turn out quality teachers, but | don’t think it's the best process they
could use to evaluate that. Just for the simple fact that.. we do
something in the class and get a grade for it, but yet we’re graded
again on the same thing by a different person in order to be
considered “competent.” When, | think, you know, if you went
through the classes and you passed the classes, shouldn’'t THAT
be the statement of your competency to be a teacher? Why do they
have to go back and check themselves? | feel like that's all they're
doing .. is that they’re just trying to create a security blanket for
themselves to say, “Well, we made em do this and this and this. So

it's not our fault if they’re a bad teacher.”
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Dustin: You're not doing any more field experiences or anything,
(Anne: Exactly!) you're not doing anything extra for the portfolio.
Katie: | agree, cause like all my teachers tell me that the portfolio is
to evaluate the education program. And then... which makes me
think to my own self, the reason why we have to keep going back
and doing things over, is so the education program will look good.
And it has nothing to do with our ability to teach...

Dustin: | came to Northwestern because | heard — believe it or not |
had options to go to schools besides Alva, Oklahoma — and | chose
Alva because | had just moved to Oklahoma my senior year. | had
no idea about Southwestern, Northwestern... | didn’'t even know
0.S.U. was a school. I'm from Texas now. All | knew about
Oklahoma was the Oklahoma City bombing — that's it. | knew |
wanted to be a coach and a teacher. They said, “Go to
Northwestern. They have a great education program.” So | came
up here, you know. And they DO have a great education program,
and they say they turn out a lot of teachers every year — which they
do. But I've got friends from Southwestern that have got education
degrees, and they’ve gone to Northwestern too. And they said,
“yeah, Southwestern was a lot easier.” But I'm beginning to think,
now, that their degree at Southwestern is going to be just as good

as the degree at Northwestern. And they’re not having to go
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through all this red tape. The courses here are excellent, but the
portfolio... Is it just a Northwestern deal or is an Oklahoma....

Lisa: It's an Oklahoma deal, but every school implements it
differently. Because, remember Betty (name changed), she came
here from Southwestern.

Anne: Oh, poor girl...she had a nightmare.

Dustin: Her portfolio from Southwestern didn’t work at all.

Anne: It was just awful. She had to redo it all in one semester.
(talk in the background... “That’s not fair at all.” “No, it's not.”)
Dustin: | mean, teachers from any university across the state, they
need to have...either one set thing or no set thing — just take the
classes.

Jenny: It's (the portfolio) supposed to make sure they’re turning out
guality and competent teachers, but | guess | feel that probably
90% or more of teaching is how you interact with kids and how you
get along with kids. And the portfolio does not measure that. The
portfolio measures how good you can be reflective on your stuff
that you do and how good you can do on classroom assignments.
And it has nothing to do with how you are with children. | can think
of three of my high school teachers that were probably very brilliant,
but they could not get along with kids and they could not teach kids.
And they are the worst teachers | have ever had. And the portfolio

does NOTHING for that. And | do not consider those teachers
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quality teachers because | didn’'t gain anything from them. | woke
every morning dreading going to their classes, and | think it's more
important — | would rather be a teacher that could just get across to
my students in my own way and get along with them good (you
know, not buddy-buddy, but a mutual respect) than being the
smartest person, you know. Just because you're smart doesn’t
mean you're going to be able to get it across.

Dustin: In any educational or theory (educational psychology
class), if an instructor asks you the question, what makes a good
teacher, how do you evaluate a teacher? | guarantee you one of
their first three answers is NOT going to be our portfolio. It's going
to be your students’ accomplishments — you know, how you felt at
the end of the day, or you know, yeah, say | see you ten years
down the road (looking at me) and you see how well I'm doing,
you're like, “Hey, | taught that guy.” Yeah, you know, you don’t
evaluate someone by reflection...(group laughs) sorry...I'm getting
madder than Hell. (laughs)

Lisa: (Laughing) — that’s not the purpose, I'm sorry.

Dustin: I've never thought about it this much...

Anne: You're ‘reflecting’ on it now... (laughs)

Lisa: Anything else have anything to say on this one?

Katie: Well, | disagree with him that... | love my classes and the

courses at Northwestern, and | think they’re great. But | do think
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that sometimes that the portfolio thing interferes with them and just
is.. yeah..

Dustin: But it is good, that they’re trying to adapt the stuff to make
it fit in your portfolio. That's good.

Anne: But it interferes with the flow of the class. (Dustin interrupts:
“Learning”) It interferes with our learning... sorry.. .stuff that
matters. Like you say....How to interact with the kids.

Dustin: Yeah, what does a kid do — a student do — whenever
they've already got that competency done? And that's the only one
that fits. | ain’t gonna do this.... You know... if that’s all you want it
for — to fit in my portfolio — I've got it done.... Can | go home?

Lisa: (question #5) counter 292 Okay...Now.. speaking of the
competencies themselves, discuss the wording of the
competencies.

Dustin: Vague.

Jill: Not measureable.

Group: AMEN

Jill: 1 won't tell you where | got it.

Dustin: Probably a teacher.

Jill: Can’t tell you.

Anne: | want to know who came up with these things and if they
were even actually a teacher themselves because, I'm sorry,

anybody who has any practical knowledge of trying to teach kids...
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would not word something that way. It would be very clear and
concise as to what you want.

Jill: ' When we write lesson plans, we have to write clear objectives.
And those objectives aren’t clear. But you can’t measure my
understanding. You can’t measure [voices of approval in the
background] my knowledge because... yeah... so | really just
should go into the next interview thing and just be like, “Oh well |
didn’t bring my portfolio... because | know it.” [Jill claps....much
laughter]. “You just ask me and | can tell you.”

Anne: Also, in talking about them (the competencies), the thing
that has probably frustrated me most in getting my portfolio through
Benchmark 3 was simply the fact that there’s at least four of those
competencies that, I'm sorry, you cannot fill until you student teach.
It is completely asinine to ask us to have an artifact for those
whenever you're just going to take it out anyway, when it’s just
something that you’'ve made up that you have no idea if it's going to
work because you haven'’t done it yet.

Jill: Exactly!

Dustin: [laughing going on]... “What teaching style do you use?” “I
don’t know. Let me get my portfolio out and I'll tell ya. It's in here
somewhere.” [much laughing]

Jill: Even...“Mrs. Smith” came to class, in my integrated class, and

talked to us about the portfolios — just like last week — and she even
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would get one and she’d say, “Oh, well, you'll do that one when you
student teach.” We were like, you just said we had to turn this in
before we student taught. She said, “Oh, well, yeah, you can just
put...” And we were like, “yeah, what should we put in there? Go
ahead and tell us.”

Dustin: They're just making more work for themselves.

Jenny: And that really makes me mad. Want to know why?
Because | have to sit down in front of my computer for an hour and
write a reflection for that, and I'm just going to replace it anyway
[Anne: Exactly!] when I go out and student teach.

Lisa: Okay... that's definitely an issue then...

Dustin: They're making their own loopholes for themselves
because they didn’'t cover it right...

Jenny: And they’re just telling something that you can do to get by
so you can get Benchmark 3 signed off so you CAN student teach.
Jill: ' Which makes me think — why are we even having Benchmark
3 if you're just supposed to put some things in there so you can get
past there? Isn’t she the one who grades them?

Lisa: It's everybody basically — the advisors...

Dustin: | want to do an oral portfolio...[laughing]

Anne: And this may be a slight tangent, but just in what we’re
talking about — just the inconsistency of the process | think is

probably the other thing that really really bothers me. It's just... like
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you say, she contradicted herself right there. Everyone talks in this
flowery language, and, you know, all these sanctimonious and
theoretical speeches about this wonderful portfolio, whenever
they’re contradicting themselves and not — you can't just get
anybody to give you a straight answer about anything. | just want
to sit all the education teachers down and say, “OKAY! Everybody
write down what you think.” And then I'm going to hold it up and
show you that you all think something different!

Dustin: We need ol’ Simon off of American Idol on there— he’d tell
you how it is... [laughing]

Jill: Yeah, there needs to be something set — a set thing.

Dustin: No there doesn’'t. There doesn’t need to be a portfolio.

Jill: Yeah, but if there’s going to be a portfolio, there needs to be
some set...

Lisa: anything else? Okay... Question #6 (counter #327) Will the
completion of the portfolio make you a better teacher?

Entire group: NOOOO!

Lisa: Okay... anyone say yes?

Dustin: No! What do you think? [laughs]

Lisa: It's not about me.

Dustin: | work at the after-school program at the rec. center.. right?
Some of those kids are horrible. And the stuff | learned to discipline

them, which we’re not even supposed to discipline them because
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they pay to be out there...but it's stuff | use from behavior
intervention classes and discipline methods we learned in principles
in methods and stuff like that. I'm like, hey this stuff works. And |
integrated them there. And that’s just like teaching. | mean,
because half of teaching is organization — your own organization —
and discipline and class control. And if you can’t control the class,
you can’'t teach. Portfolio...

Anne: No amount of paper and reflection is going to give you
control.. .and....

Dustin: Did you have to do a portfolio to become a parent? [laughs]
Did the portfolio make you a better dad? No...

Jenny: | feel that the portfolio basically is..all itis ... it's stuff you've
done in other classes so | feel the portfolio part is just the
reflections. So.. what are reflections teaching you? It's the
coursework and the assignment that you did for that class that
taught you something — not the reflection that you're putting into the
portfolio... because you already got a grade on the assignment that
you turned in. So.. if you got an “A” on that, obviously, you know
what you're doing. So.. why do you have to put it in and write a
reflection to tell you — for someone ELSE to look at it — and tell you
for a second or third, or fourth, however many benchmarks there

are [laughing] that... yeah, you know it... after the first teacher
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when you did the assignment already told you you did?! Itisn’t the
portfolio that teaches you anything; it's ...

Dustin: I'm sorry, but there are some college professors that need
to be re-evaluated or do their own portfolios because....seriously,
they are so book smart and know their subject matter so well that
they cannot get it across to anybody.

Anne: They implement NONE of the practices that they are drilling
into our heads.

Dustin: | can see that they don’t want us to be like that, but good
gosh, fix yourself, man. [laughs]

Katie: Well, I don’t really have any additional thing to add, | guess,
it's just that | agree with what they’re saying. | don’t see any
possible way that it can make me a better teacher — at all — or how
it could affect my teaching, positively or negatively.

Dustin: | can tell you how it well negatively — You won’t graduate!
Lisa: Question #7 (counter 350). Okay, do you think that a poor
portfolio is indicative of a poor teacher?

All: No, no.no.

Dustin: No... Look at mine. [laughing] Seriously.

Anne: Just being honest — | don’t put my best work into the silly
thing because | know I'm never going to use it again. So it's NOT a
good reflection of me, as far as my writing skills and just my

preparatory skills for things because | get so obstinate about the
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whole process. | want to SEE how little | can to and get by. Just
because I'm mad about having to do it in the first place.

Dustin: Every administrator I've talked to so far, including Alva
High Mr. Parkhurst, they said they don’t even open portfolios.
They're glad you did em. They know what goes into em, and they
say, “We know you did it. If you graduated, you did it. Good for
you. I'm sure it helped you. But, no, we don’t need to see it.”
That's coming from like six or seven administrators from across this
area.

Anne: The only part of it that | could even see have any bearing on
a job interview — getting hired — would be that first little section
that’s got your test scores in it, it's got the things about ‘why’ you
want to be a teacher. And you do that in... Intro to Ed? | mean...
hello...

Dustin: Yeah, you write your autobiography and why | want to
teach.

Jenny: Yeah, | don't think anyone’s gonna read it. They had better
hire you on the skills that you have and not how reflective of a
person you are.

Anne: Exactly!

Dustin: | don'’t ever, | haven’t even put my autobiography in there

yet, because it keeps changing.
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Anne: Exactly!

Dustin: You know where | was a year ago? [laughing]

Jenny: | had this nice, big long one. And I just cut it down. I'm like,
they don’t need to know that much stuff about me...so...

Lisa: Question 8. Final thoughts...

Jenny: | have one. And it drives me insane. It's how... they tell you
what to put in each competency. | hate that. It drives me insane.
It's just like teaching to a test. And, the last portfolio | did, they had
six broad categories and said, pick three things. Actually, they
weren’t very broad; they were kinda specific. But, | know, there’s
probably 14 of us, and there wasn’t two people who had the same
three things in any section. And I just don’t think that they should
have to be assignments that are graded to be put in there because
| think that people learn in a lot of other ways besides just what a
teacher assigns you and then, ‘oh, let’s assign this, and then it will
show that you know this so you can put it in your portfolio and it can
be done.” |really don't like that. I'd rather have it just, I'm not
saying to eliminate the assignments, but be able to put something
else in there. Have more assignments worth less points or
something and take the one that you feel is most relevant to that,
instead of this one big huge one that every single person in the

class is going to put into that section of the portfolio.
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Anne: And kinda on the same token, there’s so many things that |
feel like would be so much of a better representation of what kind of
teacher I'm going to be that | can’t put in there because they don’t
fit anywhere. Just like, I've been a youth minister here in town for
the past two years. That has taught me more about teaching than,
I’'m sorry, anything that I've learned in the college. The experience
of doing it.

Jenny: And | think another idea of it would be like, there’s that one,
| know you've mentioned that you've seen HOW many legal issues
and guidelines and timelines. Well, seriously, do you want to know
how much time I've spent on that? About five minutes [laughter
from everyone].

Anne: Do you know how much we remember of it? NOTHING...
Jenny: | think it would be a lot more beneficial, to just, as an
assignment, say, | need you to create something that shows that
you know this — not necessarily a timeline, just something. Let you
choose — because you're going to do the project however you're
going to learn best or however you're going to teach that or
however you're going to practice it when you're teaching instead of
just, oh yeah, look. All 60 of my kids in my intro to education class
made a legal issues timeline, and every single one of them is the
same, except, oh look 1975 may be up in this corner instead of

down in this corner.
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Jill: And even with that — sometimes when they’re looking through
stuff like that — like with the committees. It's completely different
when they start looking through it, because they start saying, “Oh,
well what's this?” I'm like, okay, everyone in my class did this and
we all put it in here, so you probably should know. This is what that
is... they're like, “Oh well what is that?”

Dustin: You told me to put it in there.

Jill: 1 had so many comments on my career power point that the
entire class did... | had looked at everyone else’s from the years
past. And | had so many comments on the fact that | did one of
those. | was like, Yeah, Yeah | did. It's not really a big deal. It took
me about 20 minutes maybe.

Lisa: Anything else?

Anne: | think that there’s good intentions behind the process. But
the way things stand right now, they’re not getting the job done.
They need to make some serious serious changes in the way
things are organized and in the way things are graded and in the
consistency in which all of the above are done - if they’re going to
continue to do it. Do | think it's an accurate measure of what kind
of teacher I'm going to be? No, but if they’re going to do it anyway,
they need to make the changes that are necessary to make it at

least half-way useful for what it's supposed to be measuring.
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Dustin: | just want to make an analogy real quick. A test, like in the
class, is just a snapshot of what you know on that ONE day.
Agree? The portfolio is like a photo album — it sure is entertaining
and good to look at, but it doesn’t really tell you anything about the
person. You don’t know anything — you just look at stuff. The
reflections help with that a little bit, because you know, you do
reflect. | guess if | had to say something positive about it, it would
be the reflections - even though they have their flaws too..

Jenny: What | want to say about it is, | transferred here. And | am
READY. | have a year of stuff — education classes — before | can
student teach. And when | got here, they’re just like, yep, you gotta
do this portfolio, yadda yadda yadda; and | had no idea -- I've
already done a portfolio, and this one is so different than the
previous one. And there’s that little check sheet that tells you
whatever competencies are going to be met in each class. Well, |
took half of those classes in South Dakota, so how am [, you know.
None of those other classes — | almost feel like when they say that
those competencies are going to be fulfilled in that class, that the
rest of the other teachers don’'t even worry about the stuff in that
competency because they’re teaching it to you in that class. So
why should | teach it to you in this class where it might be, have a
lot of relevance? | just feel that... | really don'’t like the portfolio

workshops because | didn’t gain anything from em.
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Jill: I didn’t either. It made me cry...

Jenny: | think the new portfolio workshops have to be redone
because | just sat there and | really just — | just really wanted to
beat my head against a brick wall [laughter] because I'm wasting
my time.

Dustin: | think — the portfolio workshops — a lot of people they help
— those who have to get it done that are graduating in two months
{yeah}. I've seen so many people go through in one semester and
go through being admitted into teacher ed, and then getting
admitted, like two weeks after that, into the student teacher and
then getting their degree. And they did their portfolio in one
semester — going to workshops and stuff.

Jill: Yeah, for me | was also a transfer student. When | transferred
over here, and | had no idea about the whole portfolio thing. | went
to one of the first workshops. | had bought a notebook because |
was warned about that, and she just talked about Benchmark 4 and
Benchmark 3. And | just sat there staring, “l don’t even know what
an ‘artifact’ is. What are these ‘competencies’? What's a
‘reflection’?” And finally, she started answering my questions,
because there was another girl from my intro to ed class too. So
finally she started answering those questions, and she finally asked

where we were. We were like, well, we have a notebook. She was
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like, “Oh, well, uhhh... so, yeah...” That needs to be redone
because... that was just a traumatic experience.

Anne: What they need to do is they need to section it off.. Okay, if
you're about to do Benchmark 1, here’s your workshop. If you're
about to do Benchmark 2, here’s YOUR workshop.

Jill: That'd be good. That'd be really good.

Anne: I've never understood why they haven’t figured that out
yet...[laughs] Or even coming from my point of view last semester,
going to some of em. I'm like ughhhh, you know, I learned this in
Intro to Ed. | don’t need to know how to set it up. | need to KNOW
the things.. like you said what you were saying scared you [to Jill]
what, you know. Break this down for me. What is this competency
trying to tell me so that I'll know how to reflect on it the way you
want me to?

Jill: Exactly. And if | went to one now, I'd want it to me more like
that. But at the time, me and the other girl that were there, left, and
we both were almost to the point of tears when we left the room.
So we were just like, we’re never going to get through this. This is
way too hard and scary.

Dustin: It's almost to the point to where | want to drop my teaching
certificate — education — and just get a degree in something else..

That's how bad...
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Katie: I've heard a LOT of people say that ... just because of the
portfolio they’re like changing they're majors and stuff...

Jill: 1 almost did..

Katie: And it has like nothing to do with anything except the
portfolio. And that's the reason for it.

Dustin: I'm that close, Ms. Holder, seriously. To just testing out of
it.

Jenny: | don't know. Someone told me just the other day. He
goes, “Yeah, I'm getting a health and physical education major, but
it's not teaching.” I'm like, what are you thinking? He’s like, “I just
didn’t want to do the portfolio.” And he goes, “It's way too much
time. And it's way too much work. And it doesn’t accomplish
anything...”

Anne: It’'s just another hoop.... And..

Dustin: They don’t tell you that you know. I've had two people tell
me that, you know, do that. They’re like, “Go ahead. Do that. Get
out of college. So that way you're certified. Then test. Take the
elementary test.” They don’t want you to know that, but you can do
that! [yelling] It's just the same — you're still certified! They don’t
want you to know that, but I know that now!

Anne: If | could have had it to do over again, | would have
graduated last year and got alternatively certified, if I'd have known

what | know now. | would not have wasted this year.
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Dustin: I love learning the classes. But I'm not going to waste my
time and money....

Jill: I've been really close to dropping a few times too... But, | just
always come back to it... [laughter]

Dustin: | don’t understand that...[laughter]

Jill: 1 really really have been considering it. But | think I’'m going to
stay now — just because | got past Benchmark 2.... | know it's not
very far.. but

Dustin: Well, it's further than me....
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Appendix H

Compiled Answers to the PAQ - Students

Key: 2103
Gender: Female — 20
Male — 8

Age: Female — 17 —-24-19
25 0ormore - 1
Male —17-24 -7
25 or more - 1

Class: Female — Freshman - 0
Sophomore - 6
Junior - 11
Senior - 2
Post-grad — 1
Male - Freshman — 1
Sophomore - 5
Junior — 2
Senior - 0

Cumulative GPA: Female -3.5-4.0- 10
3.0-34-6
25-29-4
Below 2.5 -0
Male -3.5-4.0-3
3.0-34-0
25-29-5
Below 2.5 -0
Major: Female — Secondary English/Language Arts 2
Secondary Speech -1
Secondary Social Sciences -1
Secondary Health/Physical Ed -1
Elementary or Early Childhood — 9
Elementary or Early Childhood and Health/Physical Ed - 1
K -12 Special Education — 3
Health/Physical Ed. (no grade level specified) -1
Social Work Major/Speech pathology minor -1

Male — Secondary English/Language Arts - 1
Secondary English/Language Arts and Health/Physical Ed -1
Secondary Science — 2
Secondary Math - 2
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Elementary or Early Childhood - 1
K-12 Special Education — 1

2103 Female:

1. I have not been told much about it.

| think the development of the portfolio is a positive process.

| feel that the portfolio would be a good tool, | have not started but | am excited to
see what it is all about.

| think that it is great. | want to be the best teacher | can be, so anything that
helps me learn what | need to know to achieve that is fine with me.

| am overwhelmed by the teaching portfolio. | dislike having to set up the
portfolio outside of class. At this stage | need extra guidance and explanation.
My overall attitude is that the portfolio is very reflective but seems to be very
repetitive[sic]! It costs a lot of money!

| think it is scary.

It seems really complicated and tough to get started. The workshop did not help
much.

| feel that the portfolios are a great idea for the education department; however |
feel that these should be explained and taught back in the classroom.

| feel the workshops so far haven't been scheduled at good times, and if classes
aren’t going to help then. . . therefore, | don't really understand most of it!

From all the horror stories | have heard, scared worried, and stressed. Not to
mention how am | going to pay for everything!

| feel that their [sic] are a lot [sic] of classes offered that have competencies
included, but the professor never really explains how to include it in your
portfolio.

It's o.k.

My overall attitude about the pre-service teaching is pretty good, but | haven't
done much for my portfolio yet.

The portfolio is a helpful component of our education, but is a lot of work.
Students dread them and teachers are starting to.

Haven't got to level of portfolio yet really.

The info I've received[sic] has prepared me in knowing what | will need to do.
Honestly | hate the actual portfolio but the professors have been great about
helping me.

Wow! If it such a huge, messy process. | watched my mom do the portfolio and
then | changed my major!!! (social work and speech pathology major)

2. | really haven't started or benefited from it’s [sic] use yet.

| have not started on my portfolio.

| am very attentive to all handouts, lessons, aspects of teaching style and
researching methods | observe in my student observations.

| am unsure at this time.
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It really hasn’t. It just shows basic information about the classes that we have
taken.

It has given me an idea of the job | am going to have in the future.

The portfolio has currently been no help. | have not had any instruction about
how to set it up.

Dunno.

| am just getting started.

No at all so far! Besides stress me out more due to all the extra assignments.
| haven’t gotten that far yet.

Have not completed portfolio.

Help me organize and prepare so | can decide what to put in it.

Haven'’t been involved with it long enough to affect me.

It has not helped me in my education yet.

Not yet.

| haven’t got to that level.

| hate the reflections but they’ve helped me learn more about myself as a teacher
so | guess the work is worth it but we could do that in a class.

Don’t have enough personal experience with the portfolio to answer the rest of
these questions!

3. It has not been explained to me.

Not understanding fully what it is, why we need it, what is consists of, etc.

There is really no frustration, but my fear is not knowing how to do it but | know
that there will be people to help.

| haven't been able to attend a workshop b/c they are always scheduled during
my classes.

The portfolio workshop did not help with the set up of the portfolio. It was set up
more to help upper level students with their questions.

Not enough help and detailed explanations. It seems that the requirements are
changing constantly. The money involved is a concern because they expect so
much and we want to make it look presentable.

The portfolio workshop frustrated me because they did [not?] help me at all.
Lack of knowledge about what exactly is needed in the portfolio (what should be
kept from my education classes and what | should not. It is assumed we already
know what to do.)

The workshop was sort of frustrating. We went over lots of things | did not know.
As a transfer student, | need in the Teacher’s Ed. Program this semester, and it
looks like I will not have the artifacts. That isn’t really fair because | didn’t have
the opportunity[sic] to do the stuff before now.

A little frustration just trying to get everything organized and started up. | have
heard good and bad about them so | am trying to keep an open mind.

Not understanding what the point is to all the work involved [sic].

All the competencies]sic], where they go. . . .

Getting started.

Haven'’t worked on it much yet.

Nothing.
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The lack of understanding and confusion about how it needs to be set up.
| don’t know enough yet.

All of the different things that have to be included.

Time consuming: A lot of wasted time!

4. No idea.

The portfolio would be a good reference tool for any information | would need.
Hey, I'm keeping my education books, my notes, papers and portfolio so | can
always refer back to anything that would help me teach better or a student learn
better.

| hope that | am able to use it as a reference of my work when interviewing for a
job.

| will never use again.

Once | set up an actual portfolio, | think it may help me a lot, but at the moment,
I’m not sure.

Maybe for references for the future

| am not really sure, | was sort of confused about that myself.

I’m not sure.

Hopefully for a job interview, but after talking with new teachers they say the
schools could care less about portfolios!

| don’t see myself ever using it again!

| will use it to get ideas from it to help my students.

| have thought about some things | am putting in it they are things | will want to
look back on for reference later. [r.o. sic]

As a reference tool.

| see no use for it past my graduation.

To aid me in my 1% year of teaching and further.

If I have problems w/a student | can look back for ideas. But most that | know w/
a degree in teaching, never use their portfolio.

Some of my friends have graduated and took it to their future employers and they
just looked at their philosophy and autobiography and handed it back. That
surprised me. If this isn’'t going to help me get a job then what'’s the point?

5. Teachers to explain the process a little better to the students

I’m assuming to [sic] development of a portfolio was covered in Ed Seminar
(which I haven’t taken yet), so further explanation in other classes would be
beneficial to students like me.

| would like to know what exactly is in the portfolio. | have some idea but | would
like to know all of its information.

| think it's great.

| need more help with portfolio set up at this point.\

Explain more!! Don’t make us do repetitive[sic], stupid pointless things.
Explain at the beginning better, because it is hard to be lost in the middle it
makes more stress than needed. [sic]

More applicable instruction of what is needed and what it should contain.
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Have portfolio workshop for beginners and one for people almost done. That
would help me greatly.

Be able to have a class set up every week just to show you [know] how to do
portfolios until you get the hang of it.

It is overwhelming!

Not require so much, spelling and punctuation so perfect, it gets money and time
consuming — we are broke!

| feel we should put the portfolio together in a class instead of a workshop,
therefore everyone is at about the same spot.

None at this time.

No suggestions

| like how they are integrating into classes (competencies) and there should be
some more one-on-one help.

Making the workshops more available to student’s [sic] who go to school and
work and have little time to go to a workshop.

The portfolio class needs to be more informative. Describe things better.

More portfolio workshops — maybe break them up into stages.

Less in depth.

6. Nothing at all.

Yeah, I'll share some of my load Want to help?
n/a

No, just a lot of frustration!!

| hate it!

No.

No.

Not really.

Glad | don't have to make a complete portfolio.

2103 Male

1. It seems like too big of a project for my first semester in the Educ.
Department.

| know this may not help, but I really don’t know much about the portfolio. | do
believe that it's a good idea to have them.

The portfolio items can be incorporated[sic] into class assignments making the
portfolio unnecessary.

| don't really think it is necessary, if a person seeking to be a teacher can prove
themselves in the classroom | don’t see how this book will help.

| personally think that the portfolio process is a lot of work that is not needed. If
you want to be a teacher and you can make it through school, you should be able
to go for it.

| am dreading it, but feel that it s something that will help me get a job.

| don’t really want to do it, but I think it's mainly because | don’t know how.

| have not really thought about my portfolio yet. | don’t have much of an opinion.
It does kind of worry me since | don’t even have it started.
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2. Not yet. (haven’t done anything with it yet.)

| just began the program, so | would say No at this time.
It hasn't.

| don’t know yet.

| really don’t know.

| don’t think I've even started a portfolio yet.

It hasn’t had any effect yet.

3. The bio sheets. Wherever | go, the folder follows.

Obtaining the new revision so | can start on mine.

Everything.

The time it is going to take is going to stress me out. The program calls for so
much time and | work full time at Wal-Mart.

Finding the time between full time student and full time job.

The fact that we have to record every single thing that we do concerning
education.

| have not learned anything, that | need to do with it yet.[sic] That is very
frustrating.

4. | believe it'll help me get an excellent coaching job as well as teaching. It will
better prepare me.

| do not see any use for the portfolio. A student shared a story about a friend
who went to a job interview. The graduate asked if the principal wanted to see
the portfolio. He said NO. The graduate handed him the portfolio and said |
went to a lot of trouble to make this and YOU WILL look at my portfolio.

Sitting on a shelf collecting dust.

| don’t know.

It will help me to get a job and start my career.

| highly doubt | ever look at it after graduation.

| don’t foresee it being very helpful.

5. I don’t know much about the portfolio.

Make the purpose and process more clear.

No.

| think it should be made easier and less time consuming.
Get rid of it or make it a little smaller of an issue.

None.

6. | haven't even begun to work on my portfolio yet. Also, | haven't been to the
workshop so | really don’t know anything about them yet.

No. I don’t think so.

It needs to be taught earlier in the college career. | am one

semester away from interviewing and still have no slue about

the portfolio.
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Key: 3032
Gender: Female — 23
Male — 7

Age: Female — 17 -24 - 14
25 or more - 9
Male —17-24-3
25 or more - 3
No answer - 1
Class: Female — Freshman - 0
Sophomore - 0
Junior - 0
Senior - 23

Male - Freshman -0
Sophomore — 0
Junior—-20
Senior — 7

Ethnicity: Female
Native American — 0
African American — 0
Latino/Hispanic — 0
Caucasian — 23
Other -0

Male
Native American — 0
African American — 0
Latino/Hispanic — 0
Caucasian — 7
Other -0

Cumulative GPA: Female —3.5-4.0- 16
3.0-34-4
25-29-3
Below 2.5 -0
Male - 3.5-4.0-2
3.0-34-4
25-29-1
Below 2.5-0
Major: Female
Elementary or Early Childhood Education - 17
Secondary English/Language Arts — 1
Secondary Math - 0
Secondary Science - 1
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Secondary Social Sciences - 2
Secondary Health/Physical Ed — 1
Secondary Business - 0
Other — 1(not specified)

Male — Elementary or Early Childhood Education - 1
Secondary English/Language Arts - 0

Secondary Math — 1
Secondary Science - 1
Secondary Social Sciences — 0
Secondary Health/Physical Education — 4
Secondary Business - 0
Other - 0

3032 Female:

1. My overall attitude is that it would be fine to do one where every faculty
member knows exactly how it is to be constructed. Also, they should point out
the projects in class as we do them, which comp that they fulfill.

The portfolio has been a useful project. But sometimes it has been more of a
burden. Many of the comps want us to reflect on things (lesson plans) that we
have no way of reflecting on. How can | change something if | haven’t presented
it.

| feel the portfolio is a good idea to an extent. All the competencies are a little
much. No administrator will want to look at something that extensive. The
section 1 with the why | want to teach and ed. Philosophy is a good idea but |
don’t see why you need the autobiography. | have asked students who have
just entered their first year of teaching if the interviewer asked to see the portfolio
and they all have said, “No.”

| think the portfolios are a good idea in theory; however, they are becoming a
standardized assessment format. To be effective, | think the portfolio needs to
be more open to the individual characteristics of each student.

Overall, I'm very indifferent when it comes to the portfolios. | understand the
purpose is to try and make us better teachers by producing evidence that we
understand and can implement the standards set forth by the portfolio process.
However, it often becomes more work than it's worth. With everything else we
have to do, it sometimes is an added stress that | could do without.

At first, | did not like the portfolio because | felt confused by faculty expectations
and no one seemed to be able to give me a consistent answer to my questions
about the portfolio. Now that | have it together and almost finished it was not that
bad.

| think the teaching portfolio is very beneficial to have. Personally, | think it is a
lot of busy work, but in the long run | think it is going to be good to have
especially when you go out to get a job.
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| think the portfolio is a good idea to some extent. The only thing that makes it
hard on students is that they keep changing the requirements and not every
teacher gives you the same answer.

The portfolio has positive and negative attributes. In time it will be a great asset
to NWOSU.

| try to be positive and believe that it is a useful tool, but sometimes | have a
negative attitude because of all the work involved.

| think the portfolio is a great way to assess learning, but the student whom[sic]
successfully completes the portfolio may not be a good teacher. | believe
through experience one develops professionally.

| have no problems with the portfolio. It is actually a good way to document the
progress of students and the course of their studies. 1 think that a lot of students
whine too much about the portfolio.

| understand the need for it and | appreciate all of my paperwork being in one
place. | feel that it does go into a little too much detail in the competencies
though.

| think that the teaching portfolio is over-rated. All the schools that | have talked
to don’t even want to look at it.

The portfolio is a fine guide and helps with personal growth but I think it is
ridiculous to require some of the items in the format because most students
cannot afford to spend the money, especially after tuition and books (i.e. plastic
sheet papers, etc.)

My overall attitude about the portfolio is negative. In general | feel like it is not a
real representation of my knowledge and it is a waste of time.

Personally, | feel it's a way for the school to be evaluated for their accreditation
and not much for our benefit. | see the benefits for the pre-service teacher, but
right now it's my worst enemy!

It is a lot of tedious work. Some of it | feel is needed but some of it seems like
busy work. | understand the basis for the portfolio and can see how it could be a
good thing.

| feel that it does not accurately reflect the student. | also believe that it has no
relevance because it (the artifacts) has already been graded by a teacher, so
why waste time writing a cover sheet for it and putting it into a portfolio.

| think it is very confusing and frustrating! It is very difficult to complete correctly
because each teacher/professor will give you a different answer as to how they
are supposed to be completed. i.e., does this fit here, etc. It seems there is very
little cooperation and understanding on the part of the professors.

| think it is a good concept but the portfolio is supposed to show mastery of
competencies. | feel a student cannot show mastery of these competencies until
he/she teaches in a classroom. | feel it would be more beneficial if the student
was asked to complete a portfolio after the first year of teaching.

My overall attitude is neutral. | don't like being required to do extra work just for
someone to evaluate me. | do understand why we are required to do a portfolio.
It is another type of assessment for teacher education.
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My attitude toward the portfolio is not a good one. | feel that you do the
coursework; the professor gives you a grade for that work, that should be
sufficient. But no, it's like redoing work over and over again.

2. It has to a certain extent[sic]. Without having to do it, | would have only
written lesson plans in one class and that was in my senior year.

| have learned about the education process more than if | hadn’t had the
portfolio. It made me read and create projects | wouldn’t have if | hadn’t had it.

| don't feel it has helped me at all. | have not learned anything out of the
process. | have learned everything | know from the classroom teachers.

| think it has helped me to see my growth as far as knowledge of the education
process is concerned.

Working on the portfolio has brought me out of my comfort zone and has forced
me to write beyond more than | like. It has been a challenge, but it has been
good.

The portfolio has helped me realize that there are several options for creating
lesson plans and that | can be creative as a teacher.

It shows a lot of the work that | have done in all of my classes here at NWOSU.
It also shows the growth | have made since my first semester here.

It has not helped me at all. 1t has been more of a burden.

Being able to apply the competency to an artifact has unfolded the confusion of
what Oklahoma is asking us to teach.

It has helped me see that | am reaching the goal of understanding all of the
competencies and to be able to decide what my best work is and what is not.

| have learned and applied educational theories. Because writing is a huge
component to the portfolio, | have become a better writer. | have reflected on my
experiences.

Reflection has definitely been a good thing for me. Most areas of life would
improve if people would just take time to stop, reflect, and then try to improve that
area. | wish | had learned to reflect at a much younger age.

It has allowed me to pull all of my information together and review all that | have
been through. It has helped me think of all the ways | have learned about the
teaching profession.

Only keeping things organized. | don’t even remember some of the stuff that |
put in it.

The portfolio has helped me see my personal growth in the teacher education
program and has shown me my areas of weakness that | need to develop.

It has not. What it has done is create a higher level of stress than is really
necessary and a lot of unnecessary worry.

Yes. Despite my negative attitude at the present time, it does provide great ways
to review and REFLECT what we’ve learned. If understood, it's a great
application tool.

It has given me the opportunity to look at many of the elements of teaching in a
new light. There is a great deal more to teaching than | thought there was when |
began my portfolio three years ago.

It has not.
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It has helped me think about my assignments and how | can use what | have
learned.

It has helped me understand fully the term reflection and how to reflect.

The portfolio is just extra work that is a repeat of work completed and is required
for education classes. The portfolio has not helped me, but does help professors
evaluate my class work and my growth through my education course work.

3. The fact that it changes every year. The people who come into the program
now have a better understanding of how it is constructed. Faculty on all
campuses should solidify what is expected and tell us.

I’m secondary, if you are going to have this work smoothly, let us use papers
from our major courses. | talk with elementary majors and they have many more
opportunities to get artifacts yet we are all supposed to be on level playing
ground when it comes to the portfolio.

Everyone tells us different ways of doing it. Plus, the Alva and Enid campuses
are so different. If | get an Enid education teacher during my exit interview, | feel
they will rip me apart. Also, the lack of respect Health and Physical education
teachers receive.

| am frustrated with the way the portfolio process is constructed. It is too
indecisive! | am tired of redoing petty things such as tab labels because of
changes made as to how they should be printed.

The most frustrating thing has been the inconsistency among the NWOSU
education dept. staff. It seems that every teacher has a different answer to the
same question. Also, there are discrepancies between the Enid campus and
Alva campus.

Like I said before, a lack of coherent, comprehensive instructions concerning the
portfolio.

| think the main thing that people get frustrated with concerning their portfolios is
all the changes that are made to it, because then everyone has to back and
change their portfolios to fit the new specifications and guidelines.

The miscommunications and changes they keep making on the requirements.
Not knowing the meaning of the portfolio terms. Not having a clear
understanding of the expectations and evaluations being on the same track.

The reflective commentary, because what may work for one instructor, doesn’t
work for another; therefore, | don’t know how much or how little to write.
Discrepancy between the Enid and Alva professors. | am confused most of the
time because the “rules” are always changing.

Reflections seem hard to write to fulfill the criterion in the 13 areas. It has been
helpful in class where the teacher requires a reflection with the projects turned in
for a grade. That way | feel the teacher has graded the project and reflection and
they just go straight into the portfolio.

Having the rules/requirements changed constantly and being told different things
by almost every instructor.

You HAVE to have it completed before you student teach and graduate.

The constant changes to the format and the requirements to be admitted to the
teacher ed. program have been very frustrating. There isn’t much of a
consensus regarding terms to use (i.e. | feel..., or | know...) between professors.
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The bulk of my frustration is caused by the evaluation process. Professors at
benchmarks 1 and 2 may like my work and then different professors at 3 may say
it is all wrong. There are not defined criteria.

Reflections. | feel as though I'm restating everything twice. First | reflect on the
artifact for the course | completed it for — then | reflect again for the
competency6. | get to the point where | feel as though I'm trying to over-prove
my understanding. That is frustrating because people with more education that |
should be able to understand what I'm trying to accomplish by putting the artifact
with the competency in the first place.

The reflections. | understand that it is very important to reflect on my actions
taken, but | never seem to put down what my advisor is wanting. Also, the time it
takes the teachers to review the portfolio. | don't like having a short amount of tie
to make corrections.

| think it is frustrating that you cannot easily find one artifact per competency.
Reflections are frustrating because mine are usually too short. Then the person
reviewing the portfolio will say, “You need to expand on this.” Why? You want to
know what it meant to me and | told you. Do you want me to “B.S.” on my
reflection or tell the truth?

The differences in criteria each professor has.

That the school doesn’t have a one hour class to help organize and prepare.
However, the professors at NWOSU have made many efforts in helping us with
the process. Another thing is that everyone tells you a different thing concerning
the requirements.

The frustration with the portfolio is the time. | am one of the few people in the US
that does not own a computer and finding time to work on this portfolio is very
difficult. Cost is another frustration. The cost of the portfolio is frustrating on top
of the cost of books, tuition and all of the projects that are required of you from
every class that you are required to take. Not to mention the gasoline to get back
and forth to school.

4. In my opinion it will be a good reference that | can go to while it sits on my
office shelf.

| don’t think it will be much help. I've talked to people that have graduated and
not one has had anyone want to see the portfolio.

Not much use after graduation especially since | plan on going to California.

| do not foresee using very much at all. Hopefully, later in the future the
process/portfolio will become a better after graduation tool, but as of now most
admin. | speak to regard it as a “paper weight.” They don’t have time to look at it.
| truly don’t. | take that back, I will use many of my artifacts such as my discipline
plan, games created, etc. | can see myself using more as a filing or organization
system for all my test scores, transcripts, etc.

| might use some of the lesson plans in my portfolio; however, | have talked with
several school administrators who say that they don’t even look at the portfolios
so | don’t see it playing a big role in my career as a teacher.

Well, | plan on taking it with me when | go out to look for jobs so the school’s
administration can see some of the work that | have completed over my years at
NWOSU.
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| am guessing that | probably will not use my portfolio after graduation.

A place to store information making it available for interviews.

| don’t, unless a principal might want to see some of my work.

| am really proud of my philosophy of education paper and plan to use that to
obtain employment. | can use the artifacts to demonstrate my competency to
future employers.

Many of the projects will help me in my teaching, and the portfolio will be easy to
access for those projects. | hope that in interviewing, the administrator will at
least look through the portfolio as a guide to my work.

| would have it available if a job interviewer wanted to see it. Mostly, | would
know where to find all of my credential information.

| don’t know if I will use it.

| see using some artifacts as reference guides to help me in my future classroom.
But | do not see the portfolio helping me get a job as most employers will not
have the time to read it.

| don’t. | have had numerous principals say they would never look at it for
employment purposes.

I’'m an early childhood major and | will likely put portfolios together of my
students’ work. Beyond that, | won’t probably encounter another one until I go
back to get my Master’s.

This is something that bothers me. Every administrator that | have talked to said
that they would not likely look at my portfolio in order to hire me. So, | wonder
why | have spent four years working on it?

| see it as wasting space.

Bookend, doorstop, fuel for the fireplace! There are a couple of good artifacts
that | may want to refer to, but most of it | really don’t care about.

| will use it if a hiring committee asked to use it.

| will never use my portfolio!

In my opinion, | don't really see using it at all. People I've spoken to in the past
few years say it is stuffed in a closet and has never been looked at again.

5. Start competencies at the very start and in each education [class] build on the
number of competencies done. That way by the time the student teaches, they
have all competencies.

Get all the professors on the same page for several years about the portfolio.
Have the professors make up a portfolio of their own.

Shorten the competencies to your best work not just random work to fill the
requirements.

| think the number one thing that could be done for improvement would be to
increase consistency among professors and campuses.

My biggest suggestion is for all the professors of both campuses get together
and really discuss what is expected for the portfolios. Due dates, criteria, etc.
I’'m sure you do this already, but this week being with people from both
campuses has been very frustrating for me. Of course, we are all talking about
the portfolio and | hear 50 different things concerning the same issues. It really
made me second guess some of my decisions about my own portfolio, and
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where | thought | was on the right track and then | hear other people talk and
then | think maybe I’'m not.

Make sure that all faculty know what is expected of students concerning
portfolios. NWOSU should want to represent a unified ideal within their
education program. When projects are completed during classes. Students
should be required to complete a reflection immediately.

| think all professors should be on the same page about the portfolio. All
professors want different things for your portfolio.

| don’t think that there needs to be so much to it. Shorten it up.

Students should have a class that is strictly for portfolios and the bookstore
should sell portfolio packets for one set price.

Have one way that the reflective commentaries need to be to please all the
instructors.

Consistency!

More teachers could require reflections with their projects as a part of the grade.
This way students get them done during class, put them right in their portfolios,
and the quality of the reflection should get better and better.

| wish there were clear, unchanging guidelines that stay in place and are agreed
on by all instructors. | wish that they were reviewed and approved at least 1 -2
weeks before graduation to prevent errors.

Lower the requirements and don’t make it such a big deal.

Alva campus and Enid campus professors need to get together to discuss what
they all expect and want to see in the portfolios, mainly the reflective
commentaries. Have at least one professor fro the student's home campus on
the exit committee.

Set evaluation criteria and make those the only criteria that can be used to
evaluate. Some professors require theory. Others don’t. Some will accept 1
page reflections; others want you to expand. | don’t know what is expected of
me.

Benchmarks are a good idea — I'm glad they were designed. It kept me on top of
the dreaded thing.

Have it more organized. Teachers should help more.

| think that it should be reviewed and replaced by a performance assessment. |
think that each class should have one required assignment that meets one comp
completely and the teacher should document a pass/fail.

More cooperation between staff! It's really upsetting when one person tells you,
“Yes, this is good. It will fit there.” Then your review board says, “This doesn't fit
here. Change it.”

| feel it would benefit the students a great deal if the professors at NWOSU would
get on the same page. Each professor has a different criterion at NWOSU and it
is hard as a student to try and meet each professor’s criteria.

More information and better organization about the portfolio process. Inform all
education teachers on the requirements.

If the portfolio is going to be a requirement, the professors that teach should
make it an assignment for the artifact and reflection to be done in class and every
part of the assignment to be put in the portfolio at that time. | feel as if the
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competencies should be worded to where the students could better understand
what is required of them. Some competencies are not understandable.

6. | don't feel that we should live or die by them.

The process if to stay at the extent it is needs to become uniform from one
teacher to the next. We need to know what is expected of us.

Consistency, consistency, consistency. Oh, and better explanations of what the
portfolio actually is in Education Seminar and Intro. to Ed. When | came in,
teachers just started talking about portfolio and | was like what'’s this portfolio.

| don’t know how they introduce the portfolio now, but when | started the Ed.
Program, | didn’t know much about the portfolio until | had already taken about
20 hrs. of ed. Classes. | am not a very organized person anyway and not
knowing what to save and what to do with it, that was hard for me now. That is
why my portfolio is so weak. Part of it is my fault but I just recommend that they
keep students on top of it at the start of the education program so they don’t get
behind. 1 also think they should mention it more in each education class.
Overall, I think the process of completing a professional portfolio is meaningful
and beneficial.

| do believe the portfolio has helped me grow professionally.

| think it has come a long way and the flow is much better than in the past. Good
progress is being made.

| see its worth but wonder if other universities, large ones especially, require
them. If not, what is the reasoning?

To me, it's almost a waste of time because chances are | won't ever use it in the
future. If there is anything that | can use in my own personal classroom, then |
have it in my resource file at home. And when we apply at a school, we have to
give them a resume and a transcript anyway. They most likely will not ever look
at my portfolio.

| know of several students that graduated in the past. They were informed that
they needed to add artifacts to the portfolio to graduate by 1 or 2 persons on their
committee (exit), but the other person disagreed.

| think that during classes, professors need to talk about what competencies they
are covering and how the assignments cover the comps.

| feel that the teachers should agree more on what they want as a whole.

More emphasis on portfolios in the classes! If an assignment will fit into
Competency one, Tell us! It shouldn’t be a big secret.

| can’t wait to be finished with it and graduate from college.

| feel that if the portfolio is going to be a requirement, it should be notified to
students in the handbook and put and estimate cost on the portfolio (the finished
product). | also feel the technology is important, but some people are still not up
to date with technology and this could be a problem for some students.

3032 Male

1. I'm not real fond of it. | would be different if the people that hire us actually
looked at it and used it in the hiring process.
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Overwhelming. When | was first taught about it, | did not realize how detailed it
was going to be. Itis also hard because things keep changing.

| am totally against it. TO me it is nothing more than another obstacle[sic] that
takes up way too much of my time. B.S.

| feel that there is too much emphasis on the portfolio. Education department
makes it a life or death subject.

| do not like the portfolio. It is stupid. Everyone says it will help me get a job, but
in reality it is just more work for me to do.

Theoretically, the portfolio is a good performance assessment. It still is not
foolproof if somebody knows they have to do it to get a degree. The one concern
| have is that faculty is not on the same page. | have asked the same question to
multiple faculty members before and got multiple different answers.

| believe that much of the details of the portfolio are overly costly. | believe that
the ways the artifact reflections are expected to be are nit-picky. In
communicating with about eight members of the previous graduating class, none
of them used their portfolios in any ay to find teaching employment.

2. | guess it made me a packrat.

It is nice to look back and see all the things | have done to help prepare me for
teaching in the field.

It places a great deal of stress on me. | do not believe it has helped prepare me
at all.

Given me a place to put my transcript and test scores.

It has not helped me at all.

Yes, it has helped me realize and prepare for all facets of teaching: planning
adapting to student needs, behavior management, legal responsibilities, etc.

| have found that the portfolio is an expensive waste of time!

3. We really not [sic] cover it in any classes. To know how to go [sic] the
portfolio you have to get help on your own time. Which can be difficult!

Things being changed, lost disks, and figuring out where to put things.
Deadlines!!!

The reflections. Nobody has taught us what they should be like.

Just doing the portfolio has caused me frustration. Also, all of the times that they
change stuff.

The drastic changes made from the time I've started taking ed. Classes until now
has hurt my portfolio. My assignments and work from early classes don't give
me too many artifacts. However, almost every assignment in any ed. Class can
go in the portfolio now.

Cost/ time/ lack of consistency among professors on exactly what is expected/
very subjective

4. No [sic] much of it. Most of the people who have gone out to get a job said
that people just look at a few of the things or nothing at all.

It will be nice to take to interviews. Hopefully people will sincerely look at it and
what | have accomplished.

| don’t. | will use my resource file for almost everything | need help with.

Right now | see no use at all for it. My resume and interview will get me a job
and hands-on experience will help me keep it. NOT A PORTFOLIO!!
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| will not use it. All of the superintendents that | have talked to said they won't
even look at my portfolio.

Every administrator | have discussed portfolios with doesn’t care to see them.
They don't realize it's a performance assessment for graduation.

Using it as a coaster!

5. Have part of a class that deals with competency writing.

It would be nice to have maybe[sic] a one credit class strictly on the portfolio. |
know we discuss it in Intro to Ed and other classes, but if there was a class which
only focused on the portfolio, things might run smoother.

Drop it. It's a pain in the ass.

If we have to do it, let it be what we want, not what the education department
wants us to say!

Get rid of them. There is enough work in the teacher education program that you
do not need a portfolio. All a portfolio is stuff you have already done and you
have to go back and do it again.

Discussing portfolios in depth in either ed. Seminar or intro. to ed. They may do
that now anyway. | don’t know.

Get organized on expectations! Better yet ditch the portfolio altogether.

6. Although it can be overwhelming at times, in the long run it should pay off.
No. And | am very serious about my answers.

| don’t see how a portfolio should have so much weight and then the department
tries[sic] not to let us teach. The portfolio does not determine our teaching
abilities[sic].

| do not like portfolios and | do not think we should have to do them.

It should not be our livelihood for graduating. | don't know how much weight it
actually carries. That should be discussed with students to they know where it
stands. Some people are obsessed with it, for better or for worse.

It is an expensive waste of time. Do people realize how much we

spend the portfolio. |1 am paying my own way
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Key: 3413
Gender: Female — 15
Male — 2

Age: Female —17-24-9
25 or more — 6
Male — 17 —-24 -2
25 or more -0

Class: Female — Freshman - 0
Sophomore - 0
Junior - 11
Senior - 3
Recertification — 1
Male - Freshman -0
Sophomore — 0
Junior — 1
Senior — 1

Ethnicity: Female
Native American — 0
African American — 0
Latino/Hispanic — 0
Caucasian — 15
Other -0

Male
Native American — 0
African American — 0
Latino/Hispanic — 0
Caucasian — 2
Other -0

Cumulative GPA: Female —-3.5-4.0-9
3.0-34-2
25-29-3
Below 2.5 -1
Male - 3.5-4.0-2
3.0-34-0
25-29-0
Below 2.5-0
Major: Female
Elementary or Early Childhood Education - 14
Secondary English/Language Arts - 0 Secondary Math - 0
Secondary Science - 0
Secondary Social Sciences - 0
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Secondary Health/Physical Ed — 0
Secondary Business - 0
Other — 1 (recertification)

Male — Elementary or Early Childhood Education - 2

3413 Female:

1. Not applicable to my situation.

I’m hoping that it isn’t as stressful as I've heard.

| think that it requires a lot of work, and | have no problem with doing it as long as
it will be used and looked at by my future employers.

| understand the set up and form of the portfolio. However, not one class that |
have had here has even taken the time to explain how to write a reflection for the
articles.

| was extremely overwhelmed and confused when beginning to learn how to start
my portfolio. | never really understood the purpose of the portfolio.

| really don’t understand the purpose of the portfolio.

Somewhat negative.

| think the portfolio is a good idea for helping us put our work into an organized
file, but | believe that it is too involved. | do not think that it shows our mastery of
the classes.

| do not have a good attitude about the portfolio. | believe it is a waste of
valuable time. Instead of worrying about other important issues in my education,
| am forced to work on something that will not even be used after my graduation.
| don't like the portfolio service. It won't affect[sic] the way we teach in the future.
It is just a waste of time.

| don’t feel that the portfolio does what it is supposed to do. | think that there is
more ‘make believe’ in the portfolio than is actually in the students’
understanding.

The pre-service and getting the portfolio set up was helpful.

| think the portfolio is fine. The only thing that | do not agree with is that everyone
has different ideas about how to put the portfolio together and what is or is not an
artifact.

| haven't really been able to start working on my portfolio. Not too many classes
discuss it very well. Many classes seem to mention the word “portfolio” a lot but
hasn’t [sic] seemed to describe it well.

I’'m kind of confused. | need to look at a portfolio to understand how to do it. |
attended a portfolio workshop but still need some help.

2. ltreally hasn’t done anything except add stress to the already time consuming
classes that I'm taking.

It has helped me to be organized and responsible, but | think information wise |
would get the same effect in doing the observations and other activities w/o
having to write it all down on paper.

| can’t think of really any way the portfolio has helped prepare me for. Maybe to
show me what the important things are from my classes.

ve
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It has caused me to take more time to reflect on the lesson or experience that |
would otherwise have done.

| do not think that it has helped me in my preparation. The classes are what
have helped me and the time spent in the classrooms. | find it difficult to prepare
and maintain the portfolio.

| don’t believe the portfolio has helped me very much at all. It has been more of
a hindrance than a helpful tool.

The assignments | have had to do for the portfolio are the only ones that have
helped me. For example, | made a PowerPoint presentation over visual
impairments and that is the only thing that helped give me an idea about visual
impairments.

The portfolio, | can’t see so far how it has helped me in any way. It has been
more of a nuisance[sic] than a help.

It has helped because you can look back at your reflection to see how you
observed a certain situation.

| have become[sic] more prepared. For example, | was able to create classroom
management plans as well as learn the history of education. | have taken pride
and been professional when working on the portfolio.

It helps you be organized and prepared for other education classes. It provides
ideas for other education classes.

OK, I guess.

3. | have not seen an example of what someone else has done since there has
been a change in the way the portfolios are put together.

| felt that we are just kind of thrown into making it. | know we have portfolio
workshops, but we all have other classes and work that we have to do also, and
we can’t always make it to the workshops.

The simple fact that not one professor has told anyone why we have to do it and
what specifically they are looking for.

Just that | don’t know what | need to use for each competency. | don’t know
where everything is supposed to go.

| don’t know how to do it. No one has ever really explained it to me. | just know |
have to do it. Maybe it's because | didn't start the education program until my
sophomore year. | had an undecided major my freshman year.

Lack of examples, leadership, instruction, and purpose to make it more
meaningful. It seems like “busywork” with minimal return on investment.

Finding time to put all of my reflections and artifacts with a competency is
frustrating. The initial set up time was also frustrating.

The portfolio in general has caused frustration. The reflections are the part of the
portfolio that | do NOT like. | am a very straightforward person and | cannot draw
out what | feel into 3 pages. | state what | feel and would like to move on, but
several professors say that my reflections should be longer.

The guidelines for putting it together are in a notebook and they are not exactly
clear. So when I put my portfolio together it frustrated me because it wasn't
clear. Another thing that frustrates me is writing a reflection over your artifacts.
This for sure won't make me a better teacher.

210



The portfolio says “master” in several areas. | have a problem w/this because |
don’t feel | can even begin to master anything until | have been in the classroom
for several years.

| feel like it is just busy work and a waste of time.

| go to one instructor and ask a question pertaining[sic] to the portfolio. Then | go
to someone else and | am given a different answer.

| don’t know exactly how to start the portfolio. Once | go to a workshop maybe
and hopefully I'll understand better.

How to get it started. What to place in it first.

4. I've heard some say that they've never used it again. I'm hoping that I'll use
some things from the portfolio, but I'm not far enough into it yet.

| don’t think that it is really useful, especially if | teach in another state.

| might use a couple artifacts for lessons in my classroom, but nothing more than
that.

| don't.

Most likely, little to no use.

| do not think | will use it after graduation.

| have heard from several teachers that once you graduate from the education
program, your portfolio is no longer used. Principals and superintendents may
not even ask to see it, therefore if they aren’t going to see it, why should | look at
it.

| don’t foresee using it. | will throw it away and think about how it was dumb to
even have a portfolio. It's a waste of time.

Good question.

| probably won’t. | don’t plan on teaching in another state, therefore | may or may
not need it.

| feel that my portfolio will come into use a lot. | will use it mostly when | begin to
teach. Once | become an experienced teacher, | will not need it as much.
Haven't a clue.

5. That the professors spend more time explaining the process and how they
want us to do it. It seems as if they keep what they are looking for a big secret
until it is too late.

Have a class designed to help with just the portfolio. It should be somewhat of
the faculty’s responsibility to teach us what to do. We need to make sure we
really know the stuff we are going to teach, not that we can fill out a portfolio.
Rather than portfolio workshops, integrate portfolio construction more within the
actual courses that satisfy the competencies.[sic]

Make the process a little less involved.

| think the portfolio would be more fun if the teaching candidate could choose an
“x” amount of artifacts that were their favorite and include them and a summary.
Then, it might actually be fun to look back and see what you have done.

Don’t have a portfolio system at all! Just let the teachers give us assignments
and be done with it.

Not so intense.

| feel that the teachers should explain more about the process and not assume
that all students know what they are doing.
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Need to have the instructors of education classes do a quick review over the
portfolio.

6. 1 wish that it didn’t have to be such a major, mandatory project.

| guess if we have to do them, we should try to have a more positive outlook
because everyone including faculty acts like they are the worst things in the
world.

It could be a useful technique, but it's not handled, delivered, supported, etc.
near to its potential.

| think more hands on time in the classroom would be more beneficial than such
an intense emphasis on the portfolio.

| hate it and think it's a waste of time.

| think that there is too much emphasis put on the portfolio, when more of it
should be on classroom preparation.

Why does Oklahoma require this and not other states?

3413 Male

1. The pre-service teaching was excellent at NWOSU.

It is very frustrating and insulting to use my time on something so petty.

2. It has allowed me to look back on what | have done in the past.

It has not yet helped me.

3. The setup and what has been considered appropriate for each artifact.

It is frustrating because it's nothing | can use. It seems to me that there are
people in education who should not be teachers. Because of this there are
mountains of paper work to created standards, but a standard not only brings
bad teachers up to par, but also drags down good teachers. Teaching is a gift,
not a degree. You can’t “earn” it. The related to reflections and the nation-wide
education system in general.

4. The portfolio will allow me to understand and cooperate with children better.
When | am a new teacher and have no money it will hold up the northeast corner
of my couch.

5. Become more clear on what artifacts are possible for each competency and
the reflection process.

I'd rather learn theories and how to apply them than theories and who came up
with them.

6. No more objective insight can be given at this time.
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Key: 3913
Gender: Female — 9
Male — 6

Age: Female —17 —-24 -8
25 0ormore - 1
Male —17-24-6
25 or more -0

Class: Female — Freshman - 0
Sophomore - 0
Junior - 0
Senior - 9

Male - Freshman -0
Sophomore — 0
Junior—-20
Senior — 6

Ethnicity: Female
Native American — 0
African American — 0
Latino/Hispanic — 2
Caucasian — 6
Other -1

Male
Native American — 1
African American — 0
Latino/Hispanic — 0
Caucasian — 5
Other -0

Cumulative GPA: Female-3.5-4.0-4
3.0-34-4
25-29-1
Below 2.5 -0
Male —3.5-4.0-2
3.0-34-3
25-29-1
Below 2.5-0
Major: Female
Secondary English/Language Arts - 1 Secondary Math
-4
Secondary Science - 1
Secondary Social Sciences - 0
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Secondary Health/Physical Ed — 1
Secondary Business - 0
Other — 2 (1 instrumental, 1 not specified)

Male — Secondary English/Language Arts - O
Secondary Math — 0
Secondary Science - 1
Secondary Social Sciences — 0
Secondary Health/Physical Education — 5
Secondary Business - 0
Other -0

3913 Female:

1. I hate it.

My overall attitude is that it's a waste of precious time. | understand that it might
be helpful later on, however.

| think the process is needless and redundant. If we passed the classes that are
required for graduation, then shouldn’t that indicate that we know the concepts
taught? Why do we have to be essentially graded twice on every project that we
do, and by panels][sic] that have different ideas about how things should be done
than the classroom teachers.

| think that the portfolio is just busy work for the students. It will probably help me
in the future, but from what I've heard people haven’t even used them. | think
they just want something time consuming for the students to do so they can say
the education department is hard. Which it kind of is but the portfolio is just too
much.

| think it is a lot of busy work and repetitive.

| think it is good for teachers to do a portfolio, but | also think that sometimes it
can be a bit excessive.

| think that the student teaching is going to be really helpful because you get a
feel on what is going to be in the future as a teacher.

The pre-service teaching portfolio helps you prepare well for when you are ready
to teach.

It is a good way of getting students to organize. With it in hands, we can finally
say that we are “ready” for the first day of teaching (only 1* one, because we will
never truly be ready; it's just something to begin with).

2. Yes.

It hasn’t that | can tell so far.

It really has not. It has only given me a bad attitude about the whole program.
Also, the fact that every teacher | have talked to that has gone through the
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NWOSU program has told me that they have never used their portfolios. Most of
them don’t even know where the silly thing is.

| don’t really know what purpose the portfolio has had yet.

| think some of the items in it are very useful, such as lesson plans and being
able to assemble the thing prepares us for mountains of paperwork.

Honestly, the main thing it helped me do was to learn how to organize.

Is going to help on how to treat students, because every child is different, such
as in academics, athletics, exceptionalities, etc.

It hasn’'t helped me because | have not done one yet. But hopefully it would help
to organize lesson plans, assignments, or activities not only when | student teach
but when | am actually teaching.

Made me think why | want to teach, outline my goals, make sure | am creative
and prepared to present material to the class.

3. 1 do not keep anything, so | don’t have stuff | need for my portfolio. | have had
to go through and redo most of my stuff cause no one told me to save stuff.

It's not my own work. We have to do it to the specifications of the school and it
seems to me that it's more of how the school wants to appear than what the
student has actually achieved or learned.

The fact that | don’t see much practical use for it in the future. Plus, the whole
process is so expensive when you have to buy all the materials to fill all those
competencies.

The frustrating part about the portfolio is all the field experience hours. The 30
hours is okay but when we get into the hundreds that is ridiculous[sic]. You're
just wasting time because you're[sic] doing the same exact thing all over again.
Then there is the time and money part to the portfolio.

Making sure all the slots are filled, then getting one instructor to approve it only to
have “the team” put it down.

The many artifacts and the wording of the competencies. It's difficult to find
artifacts that exactly fit the competencies.

Dealing with the field experience hours/Resource papers/Summaries; reflections
My hours required for every ed. Class. It is helpful to have the hours required but
honestly | don't like to do the reflection and summary.

Deciding which papers from which classes will satisfy which competencies.

4. As a tool for what to do in the classroom. My handbook and lesson plans
could be very useful.

| foresee giving to others for a form that they can follow while making their own
portfolio.

As a doorstop is the only idea that comes to mind.

I’'m sure | will use it if | need too, | did put in all the time and effort.[sics]

| may look back to see how I did certain assignments. | may also look back to
get information | don’t use every day, such as methods for teaching special
students.

| really don't, unless it is to get some ideas for my classroom. But most of the
ideas | have didn’t come from the stuff | did for my portfolio.

Go back and see some activities | did for my own classroom.
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| could probably use some lesson plans, games. | could look back to it and see
how I've changed.

5. Start when the freshmen arrive and tell them to keep everything. Make sure
everyone has an education advisor to help them along.

| would like them to be more specific to the major. A lot of what | have to do is
geared toward elementary or just general education instead of music.

If the program is going to require us to make a portfolio, they should provide all
the materials, and the grade from the classroom teacher at the time should be
sufficient evidence of mastery.

Not being able to enter a class unless a benchmark, etc is complete. Maybe just
have only one artifact per competency. Don’'t make it such a big deal!

It should be less cumbersome and less redundant.

It is just difficult to do a portfolio and all the work it involves when you take 17
hours per semester.

Decrease field experience hours from 30 to 20 and the required test.

Make the competencies a little more clear and require less observation hours.

6. In the syllabus, lay out assignments w/the competencies so the students know
what to put where. Otherwise it is just a big guessing game.

Quit changing everything! Once we get something done, we find out the next
year that the rules have changed and we have to start over.

When students have a bad attitude, they cease to want to learn, and no one |
have talked to has a positive attitude about the portfolio process.

It's not a bad idea but there is just too much to do, with too much influence on
them.

While | understand portfolios are the current trend, | don'’t like them. | feel our
time could be better spent on other things.

| think that there needs to be a class, the semester before you student teach, that
is just about your portfolio. In this class, is where all the things you put in to your
portfolio will be completed.

Just make sure that teachers can help us with identification of the artifacts for
competencies from their classes.

3913 Male

1. I feelitis drawn out too much. | don’t understand the point of benchmarks
being established when service teachers explain to me that it comes of no use in
classroom.

| feel that it is a waste of time. It is time consuming and takes time away from
actual experience or learning. | believe that it is just busy work and does not
prepare you for teaching.

Sometimes | feel that it is just a burden and busy work, but | can see how it will
help you in developing your teaching skills. | think that too much emphasis is put
on the portfolio and more needs to be put on other areas.
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| really don’t know right now. I'm in the middle of doing mine right now. But from
other friends that | know, they don't use their portfolio at all. The supt. didn’t want
to see it, so why make it.

| think that too much emphasis is placed on the portfolios. Let’s judge teacher
candidates on their teaching abilities and not as much on their ability to organize
and create documents for a portfolio that honestly has no real weight further into
their professional career.

| believe that the portfolio process is pointless. All it is for students is “busy-
work.” Nobody likes it and we are forced to do this because of some grant. |
believe the students should have a choice if they would like to keep a portfolio or
not.

2. It has given me more work and stress for me to obtain information and file
data from existing years.

None, actually has made me have negative thoughts toward the education
program. It has also taken time away from actually learning.

To be organized, have articles and papers to read upon for information on topics.
It really hasn’t. It's just one more thing that | have to worry about along with the
assignments, and getting ready for state tests.

It has stressed me out and taken up many hours that could’ve been used in a
classroom setting and learning actual teaching methods and styles.

It hasn't!

3. Professors criticizing[sic] my portfolio and explaining to me what'’s not there or
right.

Inconsistency with direction and little guidance on working of portfolio.

Spending too much MONEY on it and time because there is too much pressure
put on the student to make a portfolio that | feel most people won’t use in their
teaching experiences.

The way the thing needs to be perfect. If one little thing is messed up, you have
to do it over.

The organization of it. The tabs, benchmarks, artifacts all seem to frustrate me.
Everything!! It's “busy-work” that | don’t have time for.

4. | probably show it to my principal or administrator and after that stick it in a
shelf to collect dust.

Never, because | have not put honest thoughts into it because | put what the
reviewers want to see.

One use | do like for portfolio would be using it in job interviews, but besides that
| will put mine in a box and most likely never use it. Or | will use it as a door-stop.
Like | said in number one, people that | have talked to said they just put theirs up
and don’t ever use it again.

Maybe in an interview for my first or second job, but let’s face it. . .a student
could have an awesome portfolio but be the worst teacher in the world while a
student with an average portfolio holds the potential to e a great teacher. That
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avg. portfolio may never get a chance to develop that potential based on his/her
portfolio.
As a door stop, or a coaster.

5. Stick to the basics. Provide needed information to the students and shorten
criteria.

More direction on completing portfolio and not as lengthy.

One artifact per competency. Not so much emphasis (you shouldn’t be able to
not get into a class because you don’t meet a benchmark).

They are way to [sic] large. There is to [sic] much stuff to put in it.

Field experiences and actual teaching before graduation. Not necessarily
“student teaching” but observe students teaching in schools. Too much
emphasis on portfolio!!!

Do away with it, or make some changes (lighten the load)

6. | think portfolio tends to draw some pre-education majors out of the business.
WASTE OF TIME!!

| think that it takes time away from learning and to me | see it as busy work.
Major headache.
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Appendix |
Compiled Answers to the PAQ - Instructors

Key: Instructor
Gender: Female — 8
Male — 6
Age: Female —24-34-1
35-44 -2
45 -54 -5
55 — above - 0
Male — 24-34-1
35-44-1
45-54 -1
55 — above — 3
Ethnicity: Female — Native American - 0
African American - 0
Latino/Hispanic - 0
Caucasian - 8
Other -0
Male - Native American - 0
African American - 0
Latino/Hispanic - 0
Caucasian — 6
Other -0

Primary Area of Instruction: Female —
Elementary/Early Childhood Education — 4
Secondary Education -0
English/Language Arts - 1
Mathematics - 1
Science -0
Social Sciences -0
Music - 0
Health/Physical Education - 0
Business - 0
Other — 1 (Special Ed; Ed Tech/ Tech Integration)
Other — 1 (Speech and Theatre)

Male
Elementary/Early Childhood Education -0
Secondary Education -0
English/Language Arts -0
Mathematics - O
Science - 0
Social Sciences - 1
Music - 0
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Health/Physical Education - 2

Business - 0

Other — 1 (Elementary/Early Childhood Education and Math)

Other — 2(not specified)

Teachers Female:

1. 1think it forces the students to do a lot of busy[work] and appears to be time
consuming for the instructors as well. | do not see the value the students get out
of it. It should provide adequate data for accreditation reviewers to see that
NWOSU is preparing its teachers. | wonder if the burden of preparing a portfolio
is keeping some people out of the education field or perhaps driving them to seek
alternate certification.

Sometimes | wonder if the results are worth the effort. This is a tedious process.
It is one more hoop the students have to complete for their program.

| think the idea behind it is good. The students see it as a “hoop” to jump
through. | started very frustrated, but it's getting better.

Something that can be used to positively reflect on our program as a whole or
what students learned from the process. It is something that has to be done, so
let’s find the best procedures for all involved.

The folio has gotten easier for the students. It was very difficult in the beginning
because so many changes kept happening. The folio does allow the students to
reflect on their coursework and its application in the classroom.

Overall, my attitude toward the portfolio is positive in that the portfolio holds great
promise for assessing what students can actually DO. One of the best methods
for archiving performance is through video tapes, audio tapes, and work samples
from actual teaching experiences. The rich array of information provided through
artifacts, particularly video taping of teaching episodes and auditory recordings of
reflections can not be assessed or archived through paper-pencil tests nor even
through Likert-type ratings on teacher observation instruments. The portfolio as
an assessment tool is essential for authentic assessment of teaching. | am well
aware that my attitude is not representative of the population you are sampling. |
realize that students and many faculty believe the portfolio is added work —
particularly for student teachers. | on the other hand, believe it should be the
ONLY work of student teachers! In my opinion the SOLE purpose of student
teaching should be to demonstrate mastery of the Teacher Education Unit’s
Program Standards.

2. 1 am more conscious of providing handouts that help students meet the
requirements.

| am more careful to structure my classes around the national standards. | also
make time to help students understand the portfolio process.

It takes up class time that could be used for better topics.

Somewhat. I'm more aware of making sure students understand application of
standards.

| try to match what | teach with the standards more than | used to. | don’'t have
projects “just because” any more. It has made me reflect right along with the
students about what I've learned about the class.
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Not particularly because many of the projects | do in the methods class already fit
the competencies.

The “portfolio” itself has not affected my teaching methodology. Prior to
becoming a university faculty member, | taught in the K-12 environment as a
special education teacher and as a “regular” high school English teacher for
adjudicated youth identified by the court system as “in need of treatment.” As a
special education teacher, my teaching has always been “IEP driven” and my
curriculum and teaching has always been “aligned” to goals and objectives (not
unlike aligning curriculum and teaching to standards). Assessing strengths and
weaknesses, developing long-term goals and short-term objectives, designing
instruction (including the selection of methods, strategies and materials) to meet
those goals and objectives, and then assessing progress has ALWAYS been the
way | taught — beginning with my teacher preparation practicum and field
experiences. In my practice, assessment always included: Permanent
Products/Anecdotal Records (qualitative data collection)/Observations using —
Time Sample, Interval Recording, Event Recording, Latency Recording, Duration
Recording/ Group Administered Curriculum Based Assessment (teacher
developed)/ Group Administered Criterion Referenced Tests (commercially,
state, or district developed)/ Group Administered Standardized Tests (normed
nationally)/ Individually Administered Curriculum Based Assessment (teacher
developed)/Individually Administered Criterion Referenced Tests (commercially,
state, or district developed)/Individually Administered Standardized Tests (nation
wide norms)/ As a part of the assessment system, samples of each student’s
permanent products were always collected at intervals throughout the year in
order to discuss with the IEP review team at the end-of-year IEP review
meetings. When | taught “regular” English (as regular as English can be for
adolescent-aged child-molesters and murderers) our district adopted “Outcome
Based Education.” | embraced the idea of aligning teaching and learning to
standards and assessing learning through authentic, performance-based
assessment! | redesigned the English curriculum around standards and taught
directly to those standards, which were in turn, assessed through written and oral
“performances.” When | began to teach at the university level, | incorporated
special education practice and OBE into my teaching. The only significant
change that occurred once “the portfolio” was required is that | stressed that
teacher candidates should KEEP ALL ARTIFACTS from all classes and should
take personal responsibility for ensuring that they understood what competency
each assessment “task” (assignment) was to address.

3. The lack of consistency. One professor says one thing and another one says
something different.

A lack of consistency among expectations for portfolio preparation has been the
most frustrating. A lack of clear communication seems to be a problem.

The constant changes — we just learn one way and the committee decides to
change it.
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Helping students understand how to reflect in-depth. As a new faculty member, |
think we need some training. Students were coming to me for help and | didn’t
have a clue.

Students wanting a very prescriptive set of guidelines, “What do | put under this
competency?” Rather than analyzing what would best fit. Also, students who
want to do the bare minimum just to get by.

The time it takes to check the portfolios and the education department constant
changing of the requirements. Sometimes the changes were not clearly defined.
My greatest concern is that the portfolio is not implemented in a manner that
adequately assesses individual teacher candidates nor the teacher preparation
program. In most cases, individual program areas are NOT designed around
standards nor are those courses that are suppose to be addressing NWOSU'’s
“APPLES” (taken from the Oklahoma General Competencies for Teacher
Licensure and Certification). For the most part, courses are still designed from
content in text books — NOT standards. Courses that are in the program are, for
the most part, the same courses that were in the program 20 years ago and the
content of the courses has NOT changed. As a result, the performance
assessments of competencies (which result in student demonstrations/artifacts
for the portfolio) either do not match the content taught in the course, or the
performance assessment associated with a course is not a valid measure for the
competency that is “tacked on” to the course syllabus in order to appear to
address the mandated competency or competencies. An ancillary concern, is
that even if one attempts to align each course within a program to standards, the
task is daunting — if not impossible. As | have personally worked to design a truly
standards based special education preparation program that addresses
CEC/NACTE standards for special education, | have experienced tremendous
frustration which probably is NOT unique to the special education program area .
. NCATE standards and review procedures reflect a major change in the
approval process. In the past, programs provided evidence that standards were
taught primarily by syllabi. During the “good ole’ days” it was relatively easy to
demonstrate that the standards were taught simply by listing the standards in the
syllabi and completing the folio matrix. Under the new system, syllabi are not
required. Instead, the program report will contain documentation about the
program’s assessment system and report candidate data. . .

4. Maybe as part of a Master’'s Program — though | doubt it. | see very little
purpose for the portfolio.

Section one of the portfolio contains the documents that they will need to furnish
future schools. Sections 2 — 4 will help them recall what is important in teaching.
As a door stop.

Possibly to help fill out applications or maybe interviews. Not much other than
that unless the schools start going toward a portfolio review process.

Possibly showing certain artifacts to potential employers, such as lesson plans,
case studies, etc., to showcase their abilities. Hopefully, they could transfer the
knowledge learned from their experience to tackle any problem they have in their
system (standards, performances, etc).
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Most students will never use it again other than for a graduation requirement.
Many principals do not want to take the time to review it during a job interview.
Some students may use a test or lesson plan from the portfolio for use in their
classroom.

My VISION is that candidates would use the portfolio as a life-long professional
development tool, identifying areas of weakness where additional professional
development is needed. | believe that some THINK it should be used to obtain a
job as a “showcase” portfolio. This is NOT a valid use of our portfolio; however,
there should be aspects of the portfolio that could be used in an interview. | am
aware that many faculty continue to be confused about the true purpose of OUR
portfolio and do no understand what it is not — it is not a “showcase” portfolio to
use to obtain a job, analogous to an artist’s portfolio or model’s portfolio/it is not a
stock portfolio/ it is not a developmental portfolio showing growth over time/ it is
not even a “best practice” portfolio demonstrating THE BEST practices in the
PROFESSION. IT IS AN ASSESSMENT PORTFOLIO DESIGNED TO
DOCUMENT THAT STANDARDS HAVE BEEN MET. In other words, the
portfolio is the means for programs to “provide evidence that the standards are
assesses and that candidates perform appropriately on those assessments.”

5. Work on consistency and don’t be so nit picky. Who cares if the binder is
white or black or some other color, etc.

Development and use of a scoring guide should help alleviate some
inconsistencies in evaluation.

Figure out what you want and stick with it. Have all the faculty on the same page
so that students are not told two or more different things.

Better continual emphasis and discussion in all classes.

The work load of evaluating at the different benchmarks to be equally distributed
among faculty members. To save time at each benchmark, have a procedure in
place that doesn’t require rereading every part of the portfolio each time.

Begin with the design of the program content around the standards — NOT
around textbook content. Courses should be designed specifically to address
one or two standards ONLY — and the standard(s) should be reflected in the
course title. Once the content is organized into standards, identify, as the
teacher education unit, one or two major performance tasks associated with each
standard. Once each performance task is identified, it should be carefully
analyzed to ensure the assessment is valid, reliable, fair, and free from bias. At
this time, it is important to also plan to determine reliability over time and
instructors — and then follow through! Any faculty (adjunct or full time) should be
given training on the standard and assessment in order to increase reliability.
Then, as a teacher education unit, identify specific learning experiences which
require the student to actually teach or indirect experiences such as
demonstrations, video, readings, lectures. It is most likely going to be impossible
to find a single text that fully addresses a standard, however, the majority of the
content of a text book SHOULD ADDRESS THE STANDARD!!! Selected
readings that augment the content found in the texts should be identified. |
believe this should be done as a UNIT — not by one individual faculty member. . .
In this sense, the portfolio could be characterized as “developmental” for the
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PROGRAM (not for the candidate) because the entire process allows the UNIT to
assess the effectiveness of the program.

6. | think students should be encouraged when they are freshmen to start
portfolio information. All majors — should start portfolios. All freshmen should
obtain information. Whether they are education majors.

Having the artifacts filed and compiled electronically would save much time and
effort.

Students are traumatized by the process because no two teachers tell the
students the same thing.

| like having many portfolio workshops that we do. Maybe a standardized
PowerPoint or something to ensure uniformity of information.

As I've seen portfolios from universities across the state, I've realized that
NWOSU's are very complete. They do, however, take a large portion of the
students’ (and faculty’s) time. Is there a compromise we could make to allow
more time with students? In this age of accountability, it is good for our students
to be able to show what they have learned, and teachers to show what is taught
through performance-based activities.

Instructors - Male

1. Overall, | feel it's probably more trouble to the students than it's worth.
Anxiety, confusion.

Allows students to self-reflect along the way — to ID areas/needs for growth.

It is most of the time busy work. | am not sure that it proves mastery of the
competency. At best I think it shows understanding not mastery.

The portfolio process has become a major burden for teacher candidates and
faculty. What began as a good idea and a useful project has become a reason
why good candidates choose other fields. The portfolio process is unclear to
most faculty and students that | have been exposed to.

Somewhat negative for much, but not all, meaningless detail.

2. In the teachers’ course that | teach, | mention from time to time that this or
that will be useful in students’ portfolios.

Directs more focus on standards set forth by NCATE.

Don’t know yet but causes more focus on competency in class

Significant impact in that assignments need to be in format that will create an
artifact.

| am not involved in a Methods Course. | observe student teachers as my only
contact with teacher education students.

| pay more attention to teaching requirements and competencies.

3. (1). The rules constantly change, hence confusion. (2). There are various
faculty perceptions about what is a good portfolio — hence confusion.

Guidelines for grading or evaluating.

Misunderstanding of expectations.

The size and volume of it and the pressure put on the students at Benchmark #4.
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The length of time it takes to sort through and read them. The subjectivity of the
standards. Everyone grades them differently.
Language, undue process that has little effect on product.

4. | see no use for it.

References.

Materials to pull from.

They will not.

Most students will never, ever use it again.

Presumably for job interviews and teach skill review — although | don’t really think
a principal or superintendent will ‘wade’ through it.

5. If it must be done, we need agreement on how to evaluate it, and the students
need to be led through its development in their coursework.

We need to keep the students in mind and what might serve them in their future,
not NCATE.

Needs clarification.

| would like to see student requirements decrease. If we could provide students
with more “hands-on” experiences before graduation, they would be better
prepared. So, | would like to see students spending time on more practical
experience and less on paper work.

Brevity, clarity.

6. This is at times pulling my time away from teaching students and class
preparation. Governing boards may have too much control over what we are and
accomplish. Who do we work for? Students or NCATE?

| would like to see the portfolio process as something separate from the
interviews (entrance and exit). | would prefer that portfolio review be done by
teacher education faculty in each department (ex. | review H/PE only)
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APPENDIXJ
Portfolio Scoring Protocol
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APPENDIX K

Institution Review Board

Oklahoma State University
Institutional Review Board

Protocol Expires: 8/25/2004

Date: Tuesday, August 26, 2003 IRE Application No  EDO417

Proposal Title: TEACHER EDUCATION PORTFOLIOS: BRIDGING THE GAP BETWEEN THECRY
AMD PRACTICE

Principal

Investigaton(s):

Liza Haolder Wirginia Waorley
T16 Locust T16 Locust

Alva, OK 73717 Alva, OK T3T17
Reviewed and

Processed as: Exempt

Approval Status Recommended by Reviewer(s): Approved

Dwaar PI .

Your IRE application referanced above has been approved for one calendar year. Please make note of
the expiration date indicated above. 11 is the judgment of the reviewers that the rights and weliare of
individuals who may be asked to participate in this study will be respected, and that the research will be
conducted in a manner cansistant with the IRB requirements as outlined in section 45 CFR 45,

Ag Principal Investigator, it is your respoensibility to do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protocol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and approval before the research can continue.

3. Report any adverse evenls 1o the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. MNotify the |IRE office in writing when your research project is complate.

Please note that approved projects are subject to manitering by the IRB. If yvou have questions about the

IRE procedures or need any assistance from the Beard, please contact Sharon Bacher, the Executive
Secretary to the IRB, in 415 Whitehurst (phone: 405-744-5700, sbacher@okstate. edu).

Sincerely,

Az
Cﬂ-‘vﬂ-{ gl
Carol Olgon, Chair
Institutional Review Board

227



Oklahoma State University
Institutional Review Board

Protocol Expires: B25/2004

Date:  Thyrsday, Jarueny 29, 2004 IRB Applicalion Mo EDOL4T

Propoaal Tiba: TEACHER EDUCATION PORTFOLIGS: BRIDGING THE GAP BETWEEN THEORY
AND PRACTICE

Princigal

Investigaions )

Lisp Hodder Wirnginia Wonay

118 Locusi 255 WiEard

Alva, O TITIT Shitasior, OK T40TH

Ranvaaad and

Processod na: Exaimipl

Appravel Stalus Recommendad by Reviewes(s): Approved

Daar PI:

Your IRS application relerenced above has been approved for one calendar year. Ploasa make noto of
tha axpiration dato indicaled abova. It ke the judgmant of the reviewars Bal the righls and welfare of
individuals who may b asked o paricipate in this shedy will be respected, and thal the resaarch will be
ponducied in a manner consistent with the IRE reguirements as outlined in section 45 CFR 48,

As Principal Investigalor, i s your responsibility 1o do the following:

1. Conduct this study exacty as it has been approved. Any modifications 10 he resedrch proinco
must be submitted with the appropriale signalures lor IRB appioval.

2. Submil a regquest lor continuation If fhe study extends beyond the approval percod of one calendar
yoar., This conbnuaton musl receiha IRB review and approval bafore the resaanch can conbines.

3. Report any adverss evants to the IRE Chair promptly. Adverse events are those which ane
unanticipated and impact the subjacts during the cowrse of this research; end

4. MNolify the IRB offica in writing when your research project (s completa.

Piease note that approved projects are subject to monitonng by tha IRB. If you have quastions abaut tha

IRE procedunss or need any assistance trom the Board, pleese contact ma in 415 Whilahurst (phane
A405-T44-5700, colsonjBokstate. adu).

Sincaraly,

O i DB

Caml Cison, Chatr
Institutonal Revew Board
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