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ABSTRACT
Methods of assessment are a very important part of teaching methods. They motivate
(or dishearten) students to learn, permit them to learn from their own and their friends‘
mistakes, help teachers bring up students, make decisions concerning students‘ placement and
transfer from form to form, improve their own teaching and carry out research, etc. Oral and
written exams that were used for this purpose for many centuries caused much dissatisfaction
of students as being unfair. Teachers, administrations and researchers could not get adequate
information either. Objective testing introduced in the beginning of the XX century helped to
remove this problem, but turned out to be too mechanical, reproductive, non-communicative,
not reflecting the requirements of real life, etc. This is why since the 1980s educational
science has been looking for alternative (authentic/ performance and portfolio) - more
adequate - methods of assessment.
This thesis compares different kinds of assessments and deals first of all with authentic
assessment and one of its kinds - portfolio assessment. Authentic learning (including
assessment) must be personally relevant and connected to the real world. An educational
portfolio (similarly to painter‘s, actor‘s, etc. portfolio) is a collection of evidence (student‘s
essays, posters, exercises made up and/or fulfilled by the student that is selected by the
student (probably on teacher‘s advice) to show students‘ learning outcomes to demonstrate
their abilities.
In the thesis I did my best to view portfolio objectively, with all its advantages and
disadvantages. Portfolio assessment, a process in which teaching and assessment activities are
integrated and where there is student involvement and reflection, is the most popular today
alternative assessment type. Portfolio, which provides richer, more authentic and valid
assessment of student performance, enables us to haveformative assessment rather than
summative and to motivate students. However, it is time-consuming, difficult to assess and
requires from the teacher to have special skills. This is why I believe in the necessity of
combination of traditional assessment with portfolio, emphasizing on the advantages of both.
As I would like to contribute to effective introduction of portfolio assessment in
Georgia, in order to obtain information about awareness of English teachers, parents of
iii

students and school administrations in Georgia on portfolio assessment. I held questionnaires.
The purpose of administering the questionnaire survey was to find out whether portfolio
assessment was used by the aforesaid people and how it was used, as well as what their
attitudes toward portfolio assessment are. It showed that much still has to be done in this
direction.
The goal of the educational experiment (quantitative research) held by me was to check
my hypothesis that a combination of traditional assessment with portfolio can really have a
positive impact on teaching English (at high school, on upper intermediate level). The
experiment showed that a combination of traditional and portfolio assessment yields higher
motivation and, correspondingly, higher level of language skills than purely traditional
assessment.
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INTRODUCTION
Armstrong (2012: 825) claimed that "traditional education ignores or suppresses learner
responsibility". With the advent of progressive education in the 19th century, and the
influence of psychologists, some educators have largely replaced traditional curriculum
approaches with "hands-on" activities and "group work", in which a child determines on their
own what they wants to do in class. Key amongst these changes is the premise that students
actively construct their own learning. Theorists like John Dewey, Jean Piajet, and Lev
Vygotsky, whose collective work focused on how students learn, is primarily responsible for
the move to student-centered learning. Carl Rogers‘s ideas about the formation of the
individual also contributed to student-centered learning. Student-centered learning means
inverting the traditional teacher-centered understanding of the learning process and putting
students at the center of the learning process. Maria Montessori was also an influence in
center-based learning, where preschool children learn through play.
Significant changes are taking place in the XXI-century society. Naturally, a lot of
reforms, including educational ones, are being carried out. Educational reforms aim at making
the system of education as adequate to the social needs as possible. However, often the
reforms are not as beneficial as expected. Sometimes the innovations are so numerous and
happen so fast, that teachers (to say nothing of the wider, less familiar with education, society
– the so-called stockholders) are not well acquainted with effective pedagogical innovations.
Sometimes they hear about them at short trainings and acquire techniques without
understanding the meaning. Many teachers have prejudices against such innovations due to
wrong practice and misinterpretation. Besides, research concerning the true efficiency of
innovations has to be carried out. We should not praise innovations just because they are new,
we need to analyze their advantages and disadvantages, find out their reasons, and find ways
of their optimal application.
Among such innovations there are new methods of assessment. Though objective
testing has been used in western countries from the beginning of the XX century, in some
countries, including Georgia, (though it was known earlier) it became part of the official
assessment system of education only in the 1990s. So, when in the 2000s another innovation Alternative / Authentic / Performance assessment (including Portfolio assessment) was
introduced to them, many people just would not hear of it. On the other hand, this kind of
assessment, as it will be shown in the dissertation, compensates a great number of
1

disadvantages that the traditional oral, written and the later introduced objective testing have.
This means that its application should benefit both the quality of teaching/learning and the
learners‘ satisfaction.
Methods of assessment are a very important part of teaching methods, a kind of a
―crown‖ demonstrating students‘ success and failure, motivating them to improve and just to
learn. Learners‘ further ability to apply the knowledge obtained at school, their satisfaction
largely depends on whether their knowledge and skills are effectively assessed. To see which
assessment method is the best or to find an optimal combination of various methods,
corresponding research is necessary. I hope my dissertation will make at least a modest
contribution to studying the efficiency of educational portfolio as an assessment method.
This is why I believe that application of portfolio assessment has to be popularized
among teachers and studied by researchers. This makes the topic of my research
urgent/important.
Let me in short define what is authentic assessment and one of its kinds - portfolio
assessment. Authentic learning (including assessment) must be personally relevant and
connected to the real world. Authentic assessments ask students to apply skills and abilities as
they would in real life. An educational portfolio (similarly to painter‘s, actor‘s, etc. portfolio)
is a collection of evidence (student‘s essays, posters, exercises made up and/or fulfilled by the
student that is selected by the student (probably on teacher‘s advice) to show his/her learning
outcomes to demonstrate their abilities.
Thus, the goal of my doctoral dissertation was to find out
1) how well acquainted the educational stockholders (administrators /employers,
teachers, school children and their parents) are with educational portfolio, what attitude they
have towards it
2) whether literature review would confirm the idea of the beneficial character of
contemporary assessment methods
3) whether the application of portfolio would yield good results
4) whether experimental study could confirm a higher efficiency of a mixed approach
(traditional oral/written assessment + testing + portfolio) vs. assessment not including
contemporary/alternative methods.
The problems of my dissertation are:
2

1) many teachers are totally unaware of contemporary assessment methods, some who
are vaguely aware do not think they are necessary or useful
2) as an innovative practice, portfolio assessment still needs a deep and vast research on
its efficiency (advantages, disadvantages, ways to avoid disadvantages, change of attitudes,
etc.)
The hypothesis of my study is:
Application of portfolio as one of the means of assessment will improve students‘
English language skills level as well as students‘ motivation to learn.
Among the main explanations of the expected increase in learning motivation and
language skills is the active nature of learning while applying portfolio for formative
assessment and its student-centered character (students take the responsibility for choosing the
topic and later the work to be assessed). I am not trying to idealize portfolio as assessment
method, as I realize its major (at least for the moment) drawbacks: they are time-consuming,
permit presenting another person‘s work as one‘s own and are difficult to assess objectively.
Moreover, I do not recommend it as summative assessment method, but only as one of
effective formative assessment methods. This is why in my experiment I assessed students in
the following ratio: 30% of portfolio assessment, the rest – traditional oral and written
assessment and testing.
To solve the above-discussed problems, I applied the following methods of
research:
- review and analysis of existing literature on the topic
- observation
- questionnaires
- experiment
- statistical analysis of obtained through questionnaires and experiment data
My research is empirical and quantitative. The focus group of teachers of English and
students high school was chosen in accordance with the above problem.
Novelty
Educational portfolio started spreading in the 1980s, and it started to be applied in
Georgia and Turkey in the 2000s. Little research has been carried out in our countries
concerning the efficiency of portfolio as an assessment method. This already makes my
3

research innovative. Besides, I tried to make an exhaustive comparison of all educational
assessment methods known and used today as well as to find the place of portfolio in the
assessment system. As far as I was able to find out, my thesis involves the first case study
carried out in Georgia concerning the shareholders‘ awareness and the application of
portfolio.
Theoretical value
The theoretical bases of my research are
- the ideas of student-centered teaching which requires to take into consideration
students‘ needs, interest, background and difficulties (e.g., Armstrong, 2012)
- the theories and methods of active, authentic and communicative language
teaching/learning, which today – in order to have a pragmatic value - are becoming more and
more eclectic (like the mixed application of assessment methods that I propone) (e.g.,
McKenzie, 2007)
- ideas of alternative assessment (e.g., Hancock, 1994; Hanson, 1993;Tannenbaum,
1996;)
- theories of motivation (e.g., Weiner 1922)
I tried to make my modest contribution to their development, from the angle of portfolio
application in English language teaching to high school students.
Practical importance of the study
Today portfolio is gaining popularity as an assessment tool in the majority of spheres of
education, probably, especially in language teaching. To apply it appropriately, it is necessary
to know;

Structure of dissertation
The dissertation involves the following parts: Introduction, 3 chapters, conclusion, and
appendix. There are 24 tables and 3 figures in it.
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CHAPTER 1. TRADITIONAL AND ALTERNATIVE ASSESSMENT –
LITERATURE REVIEW
1.1. Definition of Evaluation, Assessment, Measurement, and Testing
Assessment, evaluation, measurement and testing seem to be very much alike. Even
some education dictionaries use them synonymously and define one through another, for
instance:
- ―Assessment - another name for a test. An assessment can also be a system for testing
and evaluating students, groups of students, schools, or districts‖; ―Measures can include
grades, teacher comments, collected samples of a student's work, and standardized test
scores‖. (EdSource, n.d.).
- ―Assessment– teacher-made tests, standardized tests, or tests from textbook companies
that are used to measure a student's skills or knowledge‖ (ETC, 2012).
These definitions are unacceptable: these terms do partially overlap, but are not identic.
As I need to use in my research these terms, it is essential to define them distinctly.
Longman Dictionary of language teaching (Richards & Schmidt, 2002: 35) defines
assessment as ―a systematic approach to collecting information and making inferences about
the ability of a student or the quality or success of a teaching course on the basis of various
sources of evidence‖. Evaluation in the same source is defined as ―the systematic gathering of
information for purposes of decision making‖ (p.188). The definition is practically the same
that is why I will avoid it and use only the term ―assessment‖. The dictionary defines test as
―any procedure for measuring ability, knowledge, or performance‖ (p. 546), but does not offer
any definition for measurement.
According to Woolfolk (2005: 504), at the heart of evaluation is judgment, making
decisions based on values. She defines evaluation as ―decision making about student
performance and about appropriate teaching strategies‖. In the process of evaluation, we
compare information to criteria and then make judgments like to use or not to use a textbook
or a certain test, to give a student an ―A‖ or a ―B‖ for the answer, etc. All teaching is based
on evaluation - comparing information to criteria and then making judgments. Evaluation is a
process of collecting information as a basis for making decisions, forming judgment, and
drawing conclusions. It serves as a control mechanism to know whether the desired
objectives, strategies, or end-results are being attained Evaluation is an inquiry (quantitative
and/or qualitative) designed to reflect the extent of progress made towards attaining the stated
5

goals. Evaluations are most enlightening when they address quantified and measured
indicators of progress towards accomplishing stated goals and/or objectives. Evaluations
typically assess progress made in terms of services, time, resources, and costs required to
make a particular level of progress. The evaluation question extends beyond the specific
demonstration of skills or abilities to issues about impact of programs or curriculum.
Evaluation focuses on making judgments about students (e.g., their knowledge, attitudes and
skills) in the context of questions about specific program or program goals (e.g., student
performance, retention, and graduation), or curriculum (e.g., content or structure). Another
distinction made by Upcraft and Schuh (1996) is evaluation is any effort to use assessment
evidence to improve institutional, departmental, divisional, or agency effectiveness. So the
term seems to be too wide to be used for the purposes of my research which concentrates on
effective ways of assessment, not on decision making.
Measurement is evaluation put into quantitative terms or numeric descriptions. It
normally refers to the process by which the attributes or dimensions of some physical object
are determined. When we measure, we generally use some standard instrument to determine
how big, tall, heavy, voluminous, hot, cold, fast, or straight something actually is. Standard
instruments refer to instruments such as rulers, scales, thermometers, pressure gauges, etc. In
education we measure to obtain information about what is the level of skills. Such
information may or may not be useful, depending on the accuracy of the instruments we use,
and our skill at using them. We are not assessing anything; we are simply collecting
information relative to some established rule or standard. Measurement tells how much, how
often, or how well by providing scores, ranks or ratings. Measurement of skills in education
can be done by testing, while measurement of satisfaction, anxiety levels, attitudes,
motivation, etc. can be done through questionnaires and interviews. Not all the evaluative
decisions made by teachers involve measurement. Some decisions are based on information
that is difficult to express numerically: student preferences, information from parents,
previous experiences, even intuition. But measurement does play a large role in many
classroom decisions, and, when properly done, it can provide unbiased data for evaluations.
Assessment is a process by which information is obtained relative to some known
objective or goal. It can be formal, such as unit tests, or informal, such as observing who
emerges as a leader in group work. It may be verbal (a comment like ―right‖) or non-verbal (a
nod). Formal assessment is usually quantitative (expressed in numbers), while informal is
mostly qualitative (expressed through a smile, nod or words like ―right‖, ―correct‖, ―OK‖,
6

etc.). Formative assessment is carried out on a daily/weekly basis and aims at forming
knowledge, while summative assessment is carried out at the end of the semester/year and
stresses decision making. Today, assessments can go well beyond paper-and-pencil exercises
to observations of performances, the development of portfolios, or the creation of artifacts. In
the process of informal assessment, do not trust a single observation, look for a pattern over
time. Assessment can be held by researchers, administration, teacher, peers and the student
him/herself. It is therefore quite different from measurement, and has uses that suggest very
different purposes. When used in a learning objective, the definition provided on the
ADPRIMA for the behavioral verb ―measure‖ is: to apply a standard scale or measuring
device to an object, series of objects, events, or conditions, according to practices accepted by
those who are skilled in the use of the device or scale (Kizlik, 2012). Assessment is a broader
term used to describe the process of gathering information about student learning. Knowing
how to evaluate student learning, both through formal tests and through less formal means of
assessment, is critical to being an effective teacher. Dietel, Herman, and Knuth (1991) define
assessment as ―any method used to better understand the current knowledge that a student
possesses‖. Woolfolk (2005: 505) defines assessment as ―procedures used to obtain
information

about

student

performance‖.

Educational

of documenting, usually in measurable terms,

assessment is

the

process

knowledge, skills, attitudes and beliefs.

Assessment can focus on the individual learner, the learning community (class, workshop, or
other organized group of learners), the institution, or the educational system as a whole.
Studies of a theoretical or empirical nature (including case studies, portfolio studies,
exploratory, or experimental work) addressing the assessment of learner aptitude and
preparation, motivation and learning styles, learning outcomes in achievement and
satisfaction in different educational contexts are all welcome, as are studies addressing issues
of measurable standards and benchmarks.
Assessment emphasizes the progress made by individuals towards stated educational
outcomes. The assessment question is about whether students have demonstrated skills,
abilities, or competencies as specified in previously stated educational goals or objectives. As
a continuous data collection process, assessment highlights the relationship between
educational programs and student learning and performance. Utilization of the data collected
through assessment leads to evaluation processes that facilitate judgments about quality and
effectiveness. Assessment refers to systemically collecting evidence relating to student
achievement and using this evidence to make a judgment about learning (Harlen, 2007).
7

Teachers must be knowledgeable about standardized testing, because much of their
time is spent preparing for these tests and interpreting their results. A test is a special form of
assessment. Tests are assessments made under contrived circumstances especially so that they
may be administered. In other words, all tests are assessments, but not all assessments are
tests. We test at the end of a lesson or unit. We assess progress at the end of a school year
through testing, and we assess verbal and quantitative skills through such instruments as the
SAT and GRE. Whether implicit or explicit, assessment is most usefully connected to some
goal or objective for which the assessment is designed. A test or assessment yields
information relative to an objective or goal.
Standardized testing is often used as a means to assess students, teachers and schools;
however across countries substantial differences exist in test purpose, design, implementation
and use of test results (Kellaghan, Greaney & Murray, 2009). The term ―standardized test‖
refers to tests that are designed externally and aim to create conditions, questions, scoring
procedures and interpretations that are consistent across schools (Popham, 1999; Wang et al.,
2006). Such tests are typically given to large groups of students at once for different purposes
and the results of the tests are used in various ways, including assessment and evaluation.
The literature on assessment practices distinguishes that standardized test results (high
or low stakes) can be used for different assessment purposes: summative, formative or
monitoring and evaluation. Summative assessment refers to ―assessment of learning‖ and
involves high stakes consequences for students because the results of the assessment are used
to judge the students‘ performance. Formative assessment is often referred to as ―assessment
for learning‖ and supports a teacher‘s pedagogical approach to the student; the results of such
an assessment are used to improve teaching strategies and identify learning needs, rather than
judge performance (Black and William, 1998). Finally, assessment tools such as standardized
tests can be used for monitoring and evaluation purposes. Assessment and testing
considerably differ from each other. While testing is formal and often standardized,
assessment is based on a collection of information about what students know and what they
are able to do. In other words, students are given the exact procedures for administering and
scoring in testing. In assessment, on the other hand, there are multiple ways and methods of
collecting information at different times and contexts (Law and Eckes, 1995:29).

8

To make the picture really clear, I decided to sum up the essential features of
assessment, measurement and testing and present them in Table 1.1. I didn‘t include
evaluation in it, as I am not using the term in my thesis.
Table 1-1 Features of assessment, measurement and testing
Features
Informing
Decision making

Assessment
Yes
Yes

Grading
Student centered
Teacher centered
Qualitative
Quantitative
Tool

May involve
May be
Generally is
May be
May be
No

Measurement
Yes
No
Yes
No
Yes
No
Yes
No

Testing
Yes
Not itself, but
may lead to
Yes
No
Yes
Seldom is
Yes
Yes

1.2 Functions of Educational Assessment
Assessment is necessary for motivation of student and improvement of syllabus.
Assessment plays an important part in the teaching-learning process at all levels of education.
The primary function of assessment is to measure student learning.
Assessment is one of the crucial components of the instruction. People within the
educational community, i.e. policymakers, educators, students, parents, administrators, have
different ideas regarding the implementation of assessment strategies (Dietel, Herman, and
Knuth, 1991).Schools maybe demanded to report the results of assessment by different
educational organizations. For instance, in Georgia during the accreditation process schools
have to display assessment criteria in all departments‘ portfolios. Taking into consideration
these people who are related to assessment, we decided to hold a questionnaire to
administrations, parents, and students during the experiment.
Assessment is an ongoing and systematic process of looking at student success within
and across courses by gathering, interpreting and using information about student learning for
educational improvement (Hancock, 1994).
The process requires that teachers think about what it is they are trying to teach, how
they are teaching it, how the students learn it, what evidence shows that students are learning
it, and what actions can be taken to improve student learning. The point of assessment is not
to get good news, but to improve teaching and learning. Meanwhile, assessment helps to close
the gap between curricular goals and student outcomes.

9

Assessment is about making a judgment, identifying the strengths and weaknesses, the
good and the bad, and the right and the wrong in some cases. It is more than simply giving
marks or grades, although that may well be a part of it. As it involves making a judgment it
will almost inevitably involve an element of subjectivity by the assessor. Assessment should
be as objective, fair and explicit as possible. As it has been mentioned above, assessment
plays a crucial role in the education process: it determines much of the work students
undertake (possibly all in the case of the most strategic student), affects their approach to
learning and, it can be argued, is an indication of which aspects of the course are valued most
highly. Assessment is usually an ongoing strategy through which student learning is not only
monitored-a trait shared with testing-but by which students are involved in making decisions
about the degree to which their performance matches their ability. It evaluates student
learning progress, and helps instructors to improve the learning process (Alotaiby& Chen,
2005).
It is easy to become so immersed in the job of teaching that we lose sight of the exact
purpose of a particular element of assessment. There is the possibility that we are not
achieving that purpose, or that we overlook another form of assessment which might be more
appropriate. We actually assess students for quite a range of different reasons and in terms of
motivation, creating learning opportunities, to give feedback (both to students and staff), to
grade, and as a quality assurance mechanism (both for internal and external systems).
Because all too often we do not disentangle these functions of assessment, without having
really thought it through, assessments are frequently trying to do all these things, to varying
degrees (Rust, 2002) .
On the basis of the views mentioned above, this study mainly focuses on comparison of
alternative, authentic assessment and traditional assessment. One of the alternative
assessments is portfolio assessment. The function of portfolio assessment is to measure
progress of a particular process over specified length of time. Before beginning a portfolio,
the student must be aware of the goals s/he is trying to accomplish with this project.
Otherwise, s/he will be confused as to what artifacts to include.
Portfolio assessment is important because it measures the progress of a student and
examines the instructional process, not just the final product. Authentic educational
assessments, such as portfolios, provide multiple levels of learning evidence and demonstrate
what a student knows and how he uses this knowledge. Traditional assessments, such as oral
and written (essay-type) exams, and are teacher-centered, rather subjective and may be
subjected to corruption. Newer, but also already traditional enough assessments, such as
10

tests, demonstrate how knowledge can be memorized, but portfolio assessments are studentcentered and measure conceptual development over a period of time. If accompanied by a
beforehand worked out clear assessment rubric, they may be made more or less objective.
To sum it up, the functions of assessment of students‘ knowledge and skills are:
- motivation: teacher‘s evaluation and learner self-evaluation gives the learners a
feeling of progress; if learners get high evaluation, they are pleased, if not – they get a
stimulus to learn better;
- learning and correction: they say people learn through mistakes; learners try to
improve their knowledge, to correct their own mistakes, not to repeat the same mistakes,
while teachers try to find better ways to teach; tasks with keys are a good way for learning
and self-evaluation;
- upbringing: being aware that checking and evaluation are regularly done by the
teacher, students are stimulated to work regularly; they become responsible for their learning,
disciplined and organized;
- optimization: based on its results, teachers can improve the educational process
(apply new methods / activities, spend more time on certain materials), make it adequate to
the life needs
- informing education policymakers and parents: they need to know what has to be
improved
- research: educational research measures the efficiency of activities/methods through
assessment
Assessment results need to be reliable as well as valid. The assessment is also reliable to
the degree that the assessment results are consistent. So what does a low-stakes, teacher-made
assessment involve? First, the teachers need to study the curriculum very carefully and
comprehend and unpack the standards (i.e., understand the level at which their students
should be working). This is not as easy as it may look at first glance and it is not something a
teacher should wait to build up by experience – it does not come naturally; it needs training.
Tables of specifications need to be created for each separate sub-domain within each subject.
This is necessary for the teachers if they are supposed to know exactly what they should
assess. Then, a teacher needs to decide how, when and where assessment will take place and
for what purpose: for example, a diagnostic test at the beginning of the week may be shorter
and more narrow in scope but the questions need to be well prepared to address specific
possible errors and misconceptions. On the other hand, a grading test needs to cover as much
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of the taught curriculum as possible. The methods of assessment need to be determined (e.g.,
a project or a test) depending on the available time and the scope of the assessment. The
actual assessment needs to be prepared (i.e., the questions of a test need to be written) and a
scoring guide (i.e., a rubric) needs to be developed. Then, the assessment needs to be
administered (i.e., conducted), scored and the results need to be analyzed to draw conclusions.
Finally, grading and reporting may (or may not) happen, depending on the purpose of the
assessment exercise. Among all those issues just mentioned, a teacher needs to keep in mind
that the assessment needs to be fair to everyone and should not be biased against groups of
students. The teacher should also focus on gathering evidence from different sources, so when
useful, different media of assessment should be employed: written tests, computer-based
assessments, portfolios, group projects or oral questioning. How to combine evidence from
different (and frequently incompatible) sources of information is another difficult task. On the
other hand high-stakes, external assessments may even be harder to develop. They have to
follow a very strict development process that involves an amazing list of quality control
procedures, field trials, evaluation and improvement of the assessment under construction.
The development of high stakes assessments is so complex and costly that it requires the
collaboration of a whole array of specialists under the umbrella of dedicated organizations.
A typical assessment construction cycle usually starts with drafting a very detailed
document with the aims of the assessment and the intended audience. Then, expert question
writers and teachers come together to build the table of specifications, which is a very detailed
document explaining what is to be assessed, in order to fulfill the aims of the assessment. The
next stage is to start drafting questions according to the table of specifications. The authors of
the questions may generate new questions, or may get ideas from past assessments. The draft
instrument is then evaluated again (sometimes by an independent group of experts) to confirm
that the questions comply with the table of specifications. The next stage includes the piloting
of the assessment and data is collected and analyzed to identify whether the targeted
population perceives it to be a fair and valid instrument.

1.3 History of Educational Assessment
Assessments have not sprung from some historical vacuum but have evolved from
experience over many thousands of years. According to Lamprianou and Athanasou(2009), in
fact, some of the earliest classrooms were those of the Sumerian civilization from which the
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clay tablets on which students practiced their writing have been recovered. As you will see
shortly, current testing practices can be traced back over some 4,000 years and provide a
substantial knowledge base assessment.
Lamprianou and Athanasou (2009) stated some selected events in the history of
educational assessment:
2200BC Mandarin civil service testing program
1219AD University of Bologna holds oral examinations in law
1636 Oral exams for awarding of degrees at Oxford
1845 Printed examinations first used in Boston
1864 Fisher (UK) develops sample questions and answers to grade essays
1897 Rice surveys spelling abilities of US schoolchildren
1908 Objective arithmetic tests
1926 Scholastic Aptitude Test first used (now a common basis for university entry
in the US)
1930 Australian Council for Educational Research established (premier
educational test distributor in Australia as well as the major research and
development agency)
1947 Educational Testing Service (major testing agency) founded in US
1952 Development of Rasch model of measurement
1967 US Supreme Court ruling against group ability tests to stream students
1971 US Supreme Court rules that selection tests must have a direct relationship to
job performance
1980 Development of item response theory (a new approach to analyzing test
scores and responses)
1985 Publication of the Standards for Educational and Psychological Testing
1986 First computerized adaptive tests are given to students in Portland (OR)
public schools
1988 Code of Fair Testing Practices in Education
2001 Fourteenth Edition of The Mental Measurements Yearbook published (major
listing and review of all tests) first published in 1938 by Oscar Buros.
A long history of educational assessment can be dated from at least 2200 BC when the
Mandarins set up a civil-service testing program. For the most part oral examinations (viva
voce) were used until the late 1800s to evaluate achievement. A famous example of a rigorous
traditional oral examination was the tripos. The triposes are the formal examinations at the
13

University of Cambridge, in which undergraduates were required to obtain honours in order to
qualify for the degree of Bachelor of Arts. The word tripos comes from the fact that the
examiner, the ‗Ould Bachilour‘ of the University, sat on a three-legged stool. The
examination took the form of a debate or a wrangle and concentrated on Grammar, Logic and
Rhetoric. The Mathematical Tripos is probably the most well-known of the triposes. At the
time of Sir Isaac Newton‘s discoveries, mathematics dominated other studies and ‗tripos‘
came to mean the examination in mathematics. It became a tradition that one had to pass the
mathematical tripos before being able to specialize in classics or other studies. This tradition
continued until around 1850. The mathematical tripos is now a written examination, but some
of the traditions surrounding the exam have been preserved. The final year results continue to
be announced from the balcony of the Senate House and the top students are still called
Wranglers (Lamprianou and Athanasou, 2009).
According to Wilbrink (1997), medieval education mainly consisted of recitation.
Correspondingly, assessment (if done at all) was, correspondingly, carried out in oral format.
The texts under study (mostly religious ones) has to be learned by heart and recited without
any mistakes. Examinations at the medieval universities consisted mainly of very simple
questions and answers. Knowing the right answers to questions about religious texts was
extremely important. Later another form or oral exams – disputations – was introduced, which
had to demonstrate the ability of a student to prove/ disprove some idea. In fact, these exams
checked the ability of student to think logically as well as to express verbally his/her logically
arranged thoughts. The disputation kept a prominent place in university curricula and
examinations until the 18th century, when they became more farcical and finally gave way to
modern forms of examination in the 19th century. In England, during the latter part of the
18th and the first half of the 19th century, the university climate grew competitive, written
examinations replacing the orals. Oral or written, examinations were assessed in a ranking
way, no grades were used. Exactly why and how ranking systems were in the 19th century
replaced with marking systems is not known, but surely the 19th century belief in the power
of measurement must have been involved. The emergence of the marking system in England
deals with competitive examinations in Oxford and Cambridge which demanded objective
assessment, and credible objectivity demanded the curriculum to be narrowed so as to be able
to assess by using grades (Rothblatt, 1993: 44). However, assessment was still very subjective
and prejudiced, which made thousands of students unhappy. If you read fiction or memoirs of
the 18th and 19th centuries, you can see that they are full of students‘ negative experiences.
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The leading educational psychologist in the first half of the twentieth century - Edward
L. Thorndike of Teachers College, Columbia University - was determined to demonstrate that
education could become an exact science. In 1909 Thorndike created a rating scale for
handwriting, and tests measuring reading comprehension, geography, composition,
arithmetic, spelling, and reasoning followed. Led by psychologists such as Thorndike, the
testing movement evolved as an integral part of the Progressive education movement.
Professional educators embraced testing because it seemed to place education on a scientific
plane, where decisions could be made on a professional basis and could withstand the
entreaties of parents.

The earliest record of standardized testing, however, comes from

ancient China, where hopefuls for government jobs had to fill out examinations testing their
knowledge of Confucian philosophy and poetry. In 1921 use of these tests was established in
the USA when 2 million pupils took standardized tests of academic achievement; thereafter,
growth in the use and development of tests was virtually taken for granted (Thorndike,
1962).Objective testing as a tool of measuring students‘ knowledge and skills quickly spreads
all over the world in the 1920‘s-1940‘s. Educational Testing Service (ETS), founded in 1947,
is the world's largest private nonprofit educational testing and assessment organization. It is
presently headquartered near Princeton, New Jersey. ETS develops various standardized tests
primarily in the United States for secondary and higher education, and it also administers
international tests including the TOEFL (Test of English as a Foreign Language), TOEIC
(Test of English for International Communication), GRE (Graduate Record Examinations)
General and Subject Tests, and The Praxis test Series — in more than 180 countries, and at
over 9,000 locations worldwide. Many of the assessments it develops are associated with
entry to US tertiary (undergraduate) and quaternary education (graduate) institutions, but it
also develops secondary education statewide assessments used for accountability testing in
many states, including California, Texas, Tennessee and Virginia. In total, ETS annually
administers 20 million exams in the U.S. and in 180 other countries (ETS, 2012).
After a period of boon, step by step, some disadvantages of objective/standardized
testing were discovered (lack of communication and creativity, probability of guessing the
correct answer, low predictive ability, etc.). A need in assessment which would better
correspond to practical needs again arose.
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Before the 1990‘s testing and assessment were based on behaviorist views of cognition
and improvement, but after the 1990‘s it was suggested that some alternative ways of
assessment are needed to evaluate a person‘s performance (Hancock, 1994).
Studies have revealed that innovative individuals do not have unique mental sections,
but they use what they have in more well-organized and flexible ways. Such individuals are
enormously thoughtful about their activities, their use of time, and the quality of their
products (Gardner, 1993).
Historical study has the power to illuminate the current assessment practice, because
that practice is for the greater part traditional practice, and it is a powerful instrument to
stimulate reflection on assessment. However, a systematic historical treatment of the subject
is not available. Some authors do come close, such as Smallwood (1935) in her study on the
history of examinations in the U.S.A., Prahl (1974) in his dissertation on the history of
examinations in Western Europe's universities, or Hanson (1993) who, from the perspective
of the anthropologist, treats critically the place testing has in modern American society,
tracing its roots in which trials and medieval education. The history of assessment has to be
assembled from information hidden in many different monographs, school histories, and
studies on this or that aspect or period of assessment practice.
Five waves of educational reform occurring between the 1950‘s and the 1990‘s included
the role of tests in tracking and selection emphasized in the 1950‘s, the use of tests for
program accountability in the 1960‘s, minimum competency testing programs of the 1970‘s,
school and district accountability of the 1980‘s, and the standards-based accountability
systems of the 1990‘s. Issues and concerns of test bias have arisen in many types of tests
(Linn, 2000).
Assessment has become increasingly important in higher education in the past fifteen
years with pressure to turn attention to student learning from many directions. Especially with
the impact of authentic and alternative assessment types which are new in the field of
education, remarkably at ELT section.
The advent of computers has given the opportunity to develop new tests with very
desirable characteristics: they are cheaper to administer, they can be more realistic (they may
use multimedia and simulations), they are often scored automatically and it is much easier to
report the results in many different and informative ways. The second generation of
computer-based tests are adaptive, in the sense that they automatically adapt the difficulty or
the content of the test to the needs and the characteristics of the person who takes the test.
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Computer-based and computer adaptive tests have achieved widespread use in education and
are now a useful tool for both teachers and students. Computer-adaptive testing via the
Internet has also been adopted by large testing organizations around the world and today
millions of students all over the world have the opportunity to take cheap and state-of-the-art
tests for high stakes assessment purposes.
The many landmarks in the history of educational testing indicate the continual
educational policies. The gist of these few background details is that some form of assessment
has been a regular feature of Western education, but that educational tests of a written nature
are a relatively recent invention. Much of our past assessment was informal, oral and practical
in nature.
When we go through the literature, we find that assessment can be classified in three
categories in terms of historically how assessment developed: old (oral), traditional (testing)
and contemporary (authentic). Besides, testing has been carried out with or without the
application of computers.

1.4 Types of traditional assessment, their advantages and disadvantages
1.4.1 Old (Oral)Assessment Type
Oral assessment includes any assessment of student learning that is conducted, wholly
or in part, by word of mouth. Many modes of communication can be used in assessment.
Assessment can be exclusively oral, or, as is frequently the case, can be combined with other
modes of communication, depending on the nature of the assessment task. What makes the
assessment ‗oral‘ is that at least part of the assessment, and part of what counts towards a
student‘s mark or grade, depends on what the student communicates by word of mouth
(Joughin, 2010).
Oral assessment in its many forms has a long history. For instance, it dominated
assessment up until at least the 18th century at Oxford and Cambridge (Stray, 2001) and
continues to be a principal mode of assessment in many European countries. Like other soviet
republics and post-soviet countries, in Georgia before 2005 when the country joined the
Bologna process, oral exams were traditionally used at school (including school graduation
exams)and at universities beside written exam. Some exams (such as in history) were only
oral, others (such as literature and geometry) were taken in two parts, oral and written.
Formative assessment was almost totally oral. Contemporary system of assessment in Georgia
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involves a variety of forms, both traditional and modern, however written assessment is
emphasized (especially, for summative assessment), which is fixed in laws on secondary
(საქართველოს, 2005) and higher education (საქართველოს, 2007) as well as in national
curriculum (ეროვნული, 2010) and other official documents (საქართველოს, 2011) . In
Turkish teachers usually try to do their assessment activities through Bloom‘s (1976) theory
of school learning which exists in teaching programs. However, disadvantage of this approach
is that it ignores the students‘ different skills and developmental potentials in assessment
(Çepni, 2006). Thus as parallel to recent developments in education contemporary approaches
such as constructivism and multiple-intelligences are becoming dominant in new teaching
programs in Turkey.
―Turkish education system is based on behaviorist approach and target, and target
behaviors are still dominant in the Turkish teaching programs even if in a student-centered
program. Universities and National Ministry of Education have started to reject traditional
practices and stress on contemporary teaching and assessment methods; however, essays,
short answer tests, multiple-choice tests are mostly used by teachers. In fact, national
examinations such as secondary schools entrance examination (LGS) and university entrance
examination requires and encourages this application. Teachers are expected to use
assessment for two aims: to find out the extent to which students reach knowledge and skills
level, and to determine how students gain these skills and knowledge or to determine why
they fail to gain them‖ (Turgut, 1992). ―For student-centered teaching methods in which
students are playing an active role, using only written essay type and oral examinations seems
not to be enough for determining the achievement level of students. Instead of this, while
teachers are assessing students' achievement, besides measurement results, they should see the
factors such as how pupils participate in classroom activities, their scientific attitudes (doing
observation, doing research, scientific thinking), gaining and exhibiting ideas, taking
responsibility, study in a group collaboratively sharing present knowledge with others‖
(MEB, 2000). In spite of the importance of these factors discussed in the primary science
education program of Turkey, there are many research reports showing that when science
teachers are to determine the cognitive levels of attitudes of their students, most of them use
written exams, multiple-choice tests, oral exams, short-answer tests, match tests, true-false
test and seldom project works (Özden, 1997; Turgut, 1994).
Oral assessment permits to develop and assess students‘ verbal communicative skills.
Students need to be able to communicate orally concerning the subject matter – at least on
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minimum communication level. In a written assessment, if a student makes a slip (e.g., omits
a word in a sentence) or other sort of mechanical mistake (e.g., circles the wrong
letter/number) there is no possibility to discriminate between an error (a ―real‖ mistake made
under the influence of no knowledge e or wrong knowledge) and a slip, which is certainly
unfair. Oral assessment permits to find out whether it is a slip or an error by requestioning. In
an answer to open-ended question a student may just forget to include some information
which teacher views as crucial. In oral assessment the teacher always has a chance to find out
whether the student knows the answer to the question by the application of additional
questions and even cues. In the process of oral assessment communication between the
student and the teacher occurs, which makes the process of assessment valuable for the
development/demonstration of communicative skills. Even if in the process of preparation for
the oral answer the student cheated, this can be easily found out through comprehension
questions. If student isn‘t sure what the activity/exam questions mean, there is always a
chance to clarify it by asking a teacher. In a written task/exam there is normally no such
opportunity.
On the other hand, oral assessment is time-consuming (it takes a long time to ask all
students one by one). From practicability viewpoint this isn‘t a good outcome, especially if
students are numerous. If this is done in class, other students are bored and not using their
time productively. Unless we record the student‘s answer (which is not a normal practice –
except, probably, the IBT TOEFL), after the answer both the student and the teacher /
commission may claim that student said one thing while in reality s/he said another. This
creates good conditions for corruption. An oral answer is always open-ended which may lead
to different interpretation of the same answer by different teachers as well as teacher and
student. And this, again, may lead to unintended unfairness or corruption. Even when the
assessors are friendly, it‘s a great stress to speak publicly in front of the whole class or a
commission. Not all students are that self-confident and relaxed, some are too shy to speak
up. Not all students possess oratorical skills and may be unable to present their knowledge as
a smooth flow of information. Teacher may be unaware of up-to-date assessment parameters
and may judge the student in a traditional way.
In table I.2. the advantages and disadvantages of oral assessment method are
summarized.
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Table 1-2 Advantages and disadvantages of oral assessment
Advantages of oral assessment
provides an opportunity to develop important
oral skills

Disadvantages of oral assessment
in its traditional version it does not
permit any
critical thinking and deals only with rote
memorization
is time-consuming: listening to students
one by one

permits asking additional questions to
find out the real state of student‘s knowledge
and self-correction of slips
is communicative

unless recorded is ephemeral, due to
it may be unfair and corrupted
is less objective and less fair, may
even be corrupted
personality can play a role:
shy, nervous students could perform
worse
very stressful as it is
public (in front of the class or commission)
not all students are good speakers,
but their knowledge of the subject
matter may be adequate

restricts possibility of cheating
asked questions can be clarified

it is difficult to evaluate
students‘ performance (to choose
the correct priority assessment parameters)

It is easy to see that, though disadvantages are more numerous, advantages are
―weighty‖. That is why it is wrong when oral assessment is seldom or never applied just
because it is out of fashion.

1.4.2.Test Assessment Type
A test or an examination is a formal assessment intended to measure a test taker‘ s
knowledge, skill, aptitude, physical fitness, or classification in many other topics (e.g.,
beliefs). Compared to old (oral) assessment it seeks to be as fair as possible to the student.
The reason of its introduction in the 1920‘s was transfer to market economy and
democratization of society.
What we today mean by ―test‖ is narrower than the meaning of ―exam‖ which was used
in the old assessment systems. In fact, it is an ―objective test‖, majority of whose test items
are close-ended questions (having only one correct answer which has to be chosen among the
given variants). The widely spread types of items in the objective test are:
• multiple choice
• gap filling (with choices in the box or without), close test
• matching
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• true/false/no information
• puzzle (arranging paragraphs, sentences, words in order)
• transformation (statement  question, Present  Past, etc.)
Part of items is open-ended questions with a short answer (such as filling in a table
based on the given text); these items are a bridge between close-ended and real open-ended
questions, such as essays. Open-ended tasks usually stand for a small part of the whole test
(maximum 25%), to maintain high objectivity of testing.
A test may be administered orally, on paper, on a computer, or in a confined area that
requires a test taker to physically perform a set of skills. Tests vary in style and requirements.
For example, in a closed book test, a test taker is often required to rely upon memory to
respond to specific items whereas in an open book test, a test taker may use one or more
supplementary tools such as a reference book or calculator when responding to an item. A test
may be administered formally or informally. An example of an informal test would be a
reading test administered by a parent to a child. An example of a formal test would be a final
examination administered by a teacher in a classroom or an I.Q. test administered by a
psychologist in a clinic. Formal testing often results in a grade or a test score (Thissen &
Wainer, 2001).
An important question to anyone testing students from diverse backgrounds is whether
or not the instruments and procedures are fair for all students.
Teachers can use several instructional strategies to minimize or eliminate test bias and
its negative effects. These range from short-term strategies that help students adjust to testing
conditions to long-term strategies aimed at modifying test content. All are based on the
following testing principles:
- examine test content before testing, and analyze test results after to help,
- adapt testing procedures to specific students‘ needs, and teach students to adapt to
testing procedures,
- ensure that standardized test results are only one source of information in individual
educational decisions.
In the middle of the 20thcentury the term ―performance test‖ was in most cases
connected to the meaning of practical tests not requiring written abilities. In education the
idea was to measure individuals‘ proficiency in certain task situations of interest. It was
acknowledged that the correlation between facts and knowledge, on the one hand, and
performance based on these facts and knowledge, on the other, were not always high.
Judgment of the performance in the actual situation of interest was therefore desirable. The
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usefulness of such tests was regarded as obvious in vocational curricula and they seem to have
been mostly applied in practical areas such as engineering, typewriting and music. Out of
school, such practical performance tests were for example used for considering job appliances
and in the training of soldiers during the Second World War. In psychology, performance
tests were mostly associated with non-verbal tests measuring the aptitude of people with
language deficiencies (Ryans & Frederiksen, 1951).

1.4.3 Qualities of Assessment and Types of Tests
Good assessment should have some qualities:
- reliability and validity,
- practicality (can be prepared and carried out quickly and easily and without great
expenses),
- standardization,
- authenticity (when possible, real life tasks should be given),
- age correspondence (students‘ mental development should be taken into consideration)
(Woolfolk, 2005: 512).
All types of assessment have both advantages and drawbacks, so the best way to assess
is to combine various types of assessment and testing.
Table 1.3 compares such important parameters of assessment as reliability, validity,
practicality and assessment.
Table 1-3 Qualities of assessment
Kinds
of
assessment /
their
qualities

Reliability

Informal

A single
assessment is not
reliable,
if
regularly done –
rather reliable.

Student‘s
public (in front of
the
class)
performance isn‘t
always valid (e.g.,
shy students).

It
practical:
additional time
needed, and it
flexible.

is
no
is
is

Impossible to
standardize.

Formal:
paperpencil/comp
uter-based

Objectively
scorable items are
highly
reliable.
―Open-ended‖
tasks will be
rather reliable if

Many and
various
tasks
increase validity;
tasks
should
reflect the tested
knowledge
and

It
is
practical: take little
time to carry out
and
check.
However, to make
it up well takes

Are
easily
standardized.

Validity

Practicality
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Standardization

Formal:
performance

good rubrics are
applied

skills.

much time and
demands
high
qualification.

Difficult to
score
reliably.
Rubrics can help.

Content
validity
is
generally OK, it
increases if more
than one task is
used.

Not
practical:
much time.

very
takes

Difficult
standardize.

to

We can see that all of them have some advantages and disadvantages.
The answers given on any type of test have no meaning by themselves; we must make
some kind of comparison to interpret test results. There are two basic types of comparison: in
the first, a test score is compared to the scores obtained by other people who have taken the
same test. (This is called a norm-referenced comparison). In the second, test scores are
compared, not to those of others, but to a given criterion or standard of performance.

Norm-Referenced Tests
You can think of a norm as being the typical level of performance for a particular group.
By comparing the individual‘s raw score (the actual points awarded for correct answers) to
the norm, we can determine if the score is above, below, or around the average for that group.
Norm-referenced tests are especially useful in measuring the overall achievement of
students who have come to understand complex material by different routes. Norm-referenced
tests are also appropriate when only the top few candidates can be admitted to a program.
However, norm-referenced measurement has its limitations. The results of a normreferenced test do not tell you whether students are ready to move on to more advanced
material.
Nor are norm-referenced tests particularly appropriate for measuring affective and
psychomotor objectives. To measure individuals‘ psychomotor learning, you need a clear
description of standards. For example, how could we measure an ―average‖ level of political
values or opinions? Finally, norm-referenced tests tend to encourage competition and
comparison of scores. Some students compete to be the best. Others, realizing that being the
best is impossible, may compete to be the worst. Either goal has its casualties.
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Criterion-Referenced Tests
When test scores are compared, not to those of others, but to a given criterion or
standard of performance, this is criterion-referenced testing. To decide who should be allowed
to drive a car, it is important to determine just what standard of performance is appropriate for
selecting safe drivers. It does not matter how your test results compare to the results of others.
Criterion-referenced tests measure the mastery of very specific objectives. The results of
a criterion-referenced test should tell the teacher exactly what the students can and cannot do,
at least under certain conditions.
In teaching basic skills there are many instances where comparison to a preset standard
is more important than comparison to the performance of others.
Criterion-referenced tests are not appropriate for every situation, however. Many
subjects cannot be broken down into a set of specific objectives. Moreover, standards can
often be arbitrary. Finally, at times it is valuable to know how the students in your class
compare to other students at their grade level both locally and nationally.
Standardized Tests
Tests are called standardized because ―the same directions are used for administering
them in all classrooms and standard procedures are used for scoring and interpreting them.‖
Standard methods of developing items, administering the test, scoring it, and reporting the
scores are all implied by the term ―standardized test‖.
The final version of the test is administered to a norming sample, a large group of
subjects as similar as possible to the students who will be taking the test in school systems
throughout the country. The procedure of standardization provides high quality of test, from
reliability and especially validity viewpoint. Standardized tests are also the so-called highstakes tests as much depends on their results – transfer from grade to grade, school
graduation, admission to university, participation in a program, winning a scholarship, etc.
Teachers holding formative assessment cannot standardize tests on this level. Some of them
use ready-made standardized tests for formative assessment, however, they may not fit either
linguistic or intellectual level of students, this is why they should either adapt them for their
class or made up their own tests. To provide their quality, they may, however, carry out a
procedure similar to standardization, but on a lower scale – show the test to their competent
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colleagues, hold it once as a drill and next time (after having improved it in case of necessity)
as a tool for assessment.

1.4.4.Contemporary Assessment Types
While a desire to see authenticity in assessment is not new, the term ―authentic‖ first
appears in reference to educational tasks and achievements and not necessarily assessments
(Archbald and Newmann, 1988). Wiggins (1989) suggests that authentic assessment should
be associated with authentic achievement. In the 1980‘s educators looked for an alternative to
standardized assessments, and many states committed themselves to increased performance
assessments as part of the educational reform movement. California began with open
mathematics assessments (e.g., open-ended questions and short investigations) and Vermont
followed by implementing portfolios. However, concerns with the costs of developing and
administering performance assessments and the reliability and validity of results frustrated
widespread adoption as a nationwide standard (Kane at al.1995).
As with authentic assessment, researchers still seek to define performance assessment.
Currently, the two terms, ―authentic‖ and ―performance assessment‖ are associated together,
and sometimes even with a third term, ―alternative assessment‖. Authenticity in assessment
typically references those elements that most closely align with real-world tasks. Performance
assessment emphasizes competency manifest through real-world actions; alternative
assessment emphasizes an assessment other than old or objective testing assessments (Miller,
Linn &Gronlund, 2008).
Marzano, Pickering &MicTighe (1993) response to educational reforms in the 1980‘s
was emphasizing performance assessment and trying to find ways to more fully integrate it
into the educational experience. The research team identified three reasons why educational
assessment required reform through the use of performance assessments:
- changing nature of educational goals;
- relationship between assessment and teaching and learning;
- and limitations of the current methods of recording performance and reporting credit.
They then outlined five dimensions of learning as part of an instructional and
assessment framework to help meet reform demands (either delete this sentence, or enumerate
the fife dimensions).
The past decade has witnessed sea change in the field of educational measurement. In
much of the popular and professional literature, standardized multiple-choice testing is out.
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Performance assessment, a.k.a. "authentic" or "new" assessment or the "3 P's" performance,
portfolios, and products is in.
Performance assessment has captured the linguistic high ground, just as the term
"minimum competency testing" did in the 1970‘s. Both slogans have a sensible ring to them,
and there is a marvelous litany of claims by devotees of performance assessment that make it
difficult to question proponents' assertions. Nonetheless, the positive connotations of the
words "new" and "authentic" and the beneficial claims made for performance assessment
mask its many functions and side effects (Madaus & O'Dwyer, 1999).
Other researchers (e.g., Haertal, 1999) stressed the importance of focusing on
performance assessment as a classroom tool and not necessarily as an answer to educational
reform. He worried that the widespread adoption of authentic assessments could also create
another problem - another type of test for teachers to teach to! While Wiggins (1990)
generally agreed with these concerns, he also felt that a move toward authentic tasks in
classroom assessment would improve teaching and learning effectiveness. So it does.
Everyone agrees that authentic assessment is good as long as they are talking about the same
thing though concerns about feasibility (Wiggins, 1990) and what it is that actually defines
and constitutes authenticity (Gulikers, Bastiaens & Kirshner, 2004) linger.
Briefly we can state that educational assessment is the process of documenting usually
in measurable terms, knowledge, skills and attitudes. Assessment can focus on the individual
learner, the learning community (class, workshop, or other organized group of learners), the
institution, or the educational system as a whole. Also assessment is generally used to refer to
all activities teachers use to help students learn and to measure student progress.
1.5.Types of Traditional Assessment in Contemporary Use, Their Advantages and
Disadvantages
1.5.1 Oral and Written Assessment Compared
Certainly written forms of assessment seem to dominate summative assessment in
schools and universities, but oral assessment has a long and honorable history in education. If
you are not using oral assessment yourself, you will not need to look far to find colleagues
who are. As an indication of its common usage, the ASSHE inventory of assessment practices
documents 30 case studies involving oral assessment (Hounsell, McCulloch, & Scott, 1996).
Some reasons why oral assessment can be useful are described in Joughin & Collom
(2003). They state that oral assessment can encourage deep approaches to learning. Students
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will learn differently for an oral answer/seminar/exam, trying to find out what is essential to
the course material and to get a thorough understanding. On the one hand, teachers can
reformulate questions or give additional information to make sure the students understand
what they are being asked. On the other hand, follow-up questions can be used to get a clearer
picture of the student‘s understanding.
Oral assessment today isn‘t the same as old (traditional) assessment with its dogmatic
reciting. It includes assessment of various oral activities, such as information gap, role play,
discussions, debates, seminars, etc. However, it is necessary to mention that the outdated
practice of just retelling the information from textbooks is still popular. Teachers explain its
application by the necessity for the students to memorize the information and for teachers to
assess whether it has really been realized. However, not accompanied by comprehension
questions, it provides only rote memorization and does not guarantee that students understand
what they tell. In communicative second/foreign language teaching practice text retelling
should be modified into an information gap activity, otherwise it is ineffective and not viewed
as contemporary.
Oral assessment is an important part of the assessment repertoire of schools, universities
and colleges (Brown & Knight, 1994; Forrest, 1985; Hubbard, 1971).
Most of classroom (formative) assessment at school is oral. It has often assumed a
critical role in education for professions such as humanities, medicine, law and architecture, is
often used across most, if not all, disciplines, and is a common form of assessment in
vocational education.
Oral assessment is a long established and well accepted part of assessment in language
learning and oral communication. Oral assessment is unavoidable in these fields because that
which is being assessed is oral in nature.
Oral assessment is simply assessment conducted orally, or by word of mouth. While this
definition is straightforward, in practice the varieties of oral assessment are limitless. For
example, oral assessment can vary in at least these ways:
• What is assessed may be the work of an individual student or the work of a group of
students;
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• The assessors may include other students, the student him- or herself, a single lecturer
or a group of lecturers, a panel of visiting practitioners or experts, or various combinations of
these.
Written assessments are activities in which the student selects or composes a response
to a prompt. In most cases, the prompt consists of printed materials (a brief question, a
collection of historical documents, graphic or tabular material, or a combination of these).
However, it may also be an object, an event, or an experience. Student responses are usually
produced ―on demand,‖ i.e., the respondent does the writing at a specified time and within a
fixed amount of time. These constraints contribute to standardization of testing conditions,
which increases the comparability of results across students or groups.
Rahn et al. (1995) distinguish three types of written assessment, one of which involves
selected responses and two of which involve constructed responses.

The first type is

multiple-choice tests, which are commonly used for gathering information about knowledge
of facts or the ability to perform specific operations (as in arithmetic).
1.5.2 Multiple-Choice Tests and Advantages and Disadvantages of Multiple Choice
questions
With the development of the College Entrance Examination Board in 1900 under the
planning of presidents at Harvard and Columbia Universities, American educators were
beginning to be persuaded by the need for an organization to set uniform curriculum standards
and a uniform examination system (Ravitch, 2006). Although the College Board's standards
were being upheld voluntarily by colleges that wanted to joining and, indeed, the system had
remarkable influence on uplifting secondary education, not all parties were happy with the
system, even as it administered its first tests to nearly one thousand applicants in June of 1901
(Ravitch, 2006).
Undoubtedly, one critical component to result from the creation of the College Board
was unique bond that came to be shared between high school and college educators. However,
as the Board gained respect and support from many, others still pursued the creation of their
own tests. Group-administered intelligence testing utilizing multiple choice questions, for
example, gained notoriety within the Army during World War I thanks to the work of Edward
L. Thornton and other educational psychologists who claimed that the tests were a way of
measuring what students were capable of learning (Ravitch, 2006). As College Board
examinations faced criticism of being "obsolete", the Board enlisted a committee to design the
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Scholastic Aptitude Test, the first of which was administered in 1926. The SAT did away
with the lengthy, time consuming, invalid, and unreliable traditional style of testing in essay
format (Ravitch, 2006).
With the rapid enlistment of millions of young men looming over the horizon following
the attack on Pearl Harbor in 1941, the College Board decided to speed up the process by
dropping their written tests and using multiple choice achievement tests and the SAT. This
event marked the end of grading essays and, instead, using a machine to grade as well as the
shift in the College Board to being a means of assessing student abilities (Ravitch, 2006).
By the 1960s, multiple-choice testing was facing considerable challenges and criticism,
mostly due to critics stating that the tests were not instruments to improve education.
Evidence started growing which stated that learning was a complex process not limited to a
routine selection of small components (Black, 1998). As a response, the ACT and SAT were
redesigned in 1989, largely to enhance emphasis on conceptual and abstract thinking (Black,
1998). Today, although it is believed to possess many faults, multiple-choice testing methods
are still widely used do to their ability to meet the needs of ease, cost, and speed of testing
(Black, 1998).
Multiple-choice tests are quite efficient. Students answer numerous questions in a small
amount of time. With the advent of optical mark sensors, responses can be scored and
reported extremely quickly and inexpensively via computer. Such tests provide an efficient
means of gathering information about a wide range of knowledge and skills. Multiple choice
tests are not restricted to factual knowledge; they can also be used to measure many kinds of
higher-order thinking and problem-solving skills. However, considerable skill is required to
develop test items that measure analysis, evaluation, and other higher cognitive skills.
MC questions have advantages and disadvantages just as any other kind of test item.
The decision to use MC tests or include MC items in a test should be based on what the
purpose of the test is and the use that will be made of its results. We should not forget that
there are objectives which can be appropriately assessed by using MC test items and others
which would be better assessed by some other kinds of test items. Several studies (Burton et
al., 1991; Oermann & Gaberson, 2006; Zimmaro, 2004) indicated that MC test items could be
used in many different subject-matter areas, and could be used to measure a great variety of
educational objectives. In language learning they are used for assessing grammar, vocabulary,
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reading and listening and reading comprehension. They are adaptable to various levels of
learning outcomes, from simple recall of knowledge to difficult levels. The MC items are very
useful for assessment in large classes. It is also helpful if we intend to implement a system of
continuous evaluation based on MC tests performed on the computer. Various works of
evaluation can be implemented, automatically corrected and the results are exported to Excel.
If we have tools to help our construction of items, such as Moodle, that provides teachers with
a lot of flexibility when creating this common question type, it can be a good way to motivate
and help students increase their independent learning skills. Especially, if we give feedback
for any incorrect answer in online formative test, the students can improve their performances.
There are some advantages that are obvious, like the time of correction, scoring efficiency,
accuracy, objectivity and covering a lot of material very efficiently. Scores are less influenced
by guess than true-false items. In fact, their variants – matching or gap-filling tasks – have a
very low guessing probability, especially if extra items in one column/in the box are provided.
According to UNSW (n.d.), MCQ tests are good for assessing lower order cognitive
processes, such as the recall of factual information, at the expenseof higher level critical and
creative reasoning processes. When designing assessment for a course, first determine
whether MCQ tests should be used at all, based on the learning objectives and outcomes of
your course.
If yes, next ask yourself whether they would be best used for formative assessment (to
support students' self-management of their learning), or for summative assessment (to grade
the extent of students' learning at a particular point). MCQ testsshould never constitute the
only or major form of summative assessment in university-level courses.
The MC items provide the most useful format if we want to compare the performances
from class to class and year to year, always in the same way making use of the objectivity in
correction and some limitations. It is not easy to develop well written MC items. MC items
need writing ability and high qualification of the teachers and reading skills of the students.
These tests are difficult to construct particularly at the higher cognitive levels. In general,
essay items take less time to write than MC items, but they are more difficult and timeconsuming to be scored (Oermann & Gaberson, 2006, p. 98). Just as any other type of tests,
there are limitations that we have to be aware. MC test items cannot measure certain learning
outcomes, such as the ability to communicate and articulate explanations, organization of the
information, and creativity (the capacity of produce original ideas). Such learning outcomes
are better measured by short answer or essay questions, or by performance tests (Burton et al.,
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1991). The students, in mathematics, become less careful to write the symbolic language.
Another limitation is that students cannot justify their choices. Sometimes, it is very difficult
to develop good distractors.
There is a wide range of views on the effectiveness of MCQ tests. According to
Freeman and Lewis (1998: 147), MCQ tests can test only facts and are of less substance than
other forms of assessment; these authors go on to say that such tests have the reputation,
undeserved, of being ‗easier‘ than other methods and also of being able to test only ‗lower
level‘ skills and abilities. Whatever their limitations, Brown and Glasner (1999: 11) claim that
MCQ tests are ‗much more sophisticated than many of us once believed‘, citing their use by
the Open University (OU) in the UK and directing readers to the OU for examples of best
practice. Race (2005: 86), too, supports this view, adding that if we design MCQ tests well,
we can be as confident as we can be with any assessment, that such tests will tell us the extent
to which students have made sense of what they have learned and that we can ensure that our
marking will not be affected by illegible handwriting or that students will not be penalized for
writing slowly. Indeed, Race (2005) goes on to say that there are many more benefits from
MCQ tests, among these that, by providing on-screen feedback immediately, students may
avoid taking with them the errors from the earlier questions and that given the speed at which
they get feedback, they can still remember why they thought and did what they thought and
did, and can thus reflect on this. MCQ tests are, it seems, popular with learners although they
may be perceived as being less fair (Struyven et al, 2005). With the increasing use of
computers to support our students‘ learning these days, many software packages now do
much of the work for us in terms of helping us to design MCQ tests which we can use in our
modules. We may ask students to carry these out in class, via, say, WebCT or Blackboard
(most institutions in the UK now use one or other of these packages for, as a minimum, the
‗basics‘ of the module content), or perhaps for self-assessment outside of the classroom
(Blackboard, WebCT).
Again, with the relative sophistication of the software these days, it is not too difficult –
with, perhaps, a little help for those who are not so technically experienced – to set up such
tests. Naturally, the course organizer needs to build up a sufficiently large bank of questions
so that even if students see these questions before the test, the large number of questions
effectively ensures novelty each time students take the test.
Finally I indicate the strengths and weaknesses of multiple choice questions,
Strengths:
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Easily marked, e.g. optical scanning.



Good for testing factual knowledge.



Can test a large part of a factual syllabus.



Can be run on-line, avoiding the need for paper altogether – but for summative
purposes all the class needs to do at same time, unless you have a validated bank
of ‗equal‘ questions to draw on.



The medium may have an impact on test time, level and format.



Once questions are developed MCQs should save time and resources.



Can be used formatively, including for diagnostic testing, and summatively.

Weaknesses:


Very hard to set well.



Less good/ not effective for higher order thinking skills, and reasoning cannot be
seen.



Danger of guessing (single T/F type questions are particularly discouraged for



this reason).



Female students have been shown to be less prone to taking assessment risks
than male – so they may be less likely to guess and therefore be disadvantaged
vis-a-vis male students.



Danger of assessing that which is easy to assess, not that which is important to



assess.

1.5.3 Open-Ended Questions and Essays and Their Advantages and Disadvantages
The other two types of written assessment (open-ended questions and essays) both
involve constructed responses. The first consists of open-ended questions requiring short
written answers. The required answer might be a word or phrase (such as the name of a
particular piece of equipment), a sentence or two (such as a description of the steps in a
specific procedure), or a longer written response (such as an explanation of how to apply
particular knowledge or skills to a situation). In the simplest case, short-answer questions
make very limited cognitive demands, asking students to produce specific knowledge or facts.
In other cases, open-ended assessments can be used to test more complex reasoning, such as
logical thinking, interpretation, or analysis. In language skills assessment they may be used
for assessment of scanning reading skills, such as the task used in Georgian Unified National
Exams in English.
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In short-answer tests ―items are written either as a direct question requiring the learner
fill in a word or phrase or as statements in which a space has been left blank for a brief written
answer‖ (Simonson et al., 2000, p. 270). Furthermore, the questions need to be precise.
Otherwise, the items that are open to interpretations allow learners to fill in the blanks with
any possible information (Simonson et al., 2000).
The second type of constructed-response written assessment includes essays, problembased examinations, and scenarios. These items are like open-ended questions, except that
they typically extend the demands made on students to include more complex situations, more
difficult reasoning, and higher levels of understanding.
Essays are very well known by most educators; they are lengthy written responses that
can be scored in terms of content and/or conventions. Problem-based examinations include
mathematical word problems and more open-ended challenges based on real-life situations
that require students to apply their knowledge and skills to new settings. Essays are effective
assessment tools since the questions are flexible and assess the higher order learning skills.
However, they are not very practical due to the fact that it is very difficult and timeconsuming to score the essays. Moreover, subjectivity might be an issue in scoring. Creating a
rubric might be helpful to grade the essays (Simonson et al., 2000). A rubric can be defined as
―a criteria-rating scale, which gives the teachers a tool that allows them to track student
performance‖ (Abrenica, n.d). Instructors have an option to create, adapt, or adopt rubrics
depending on their instructional needs. The templates provided on the web might be helpful
for them to adjust the generic rubrics into their own instruction (Simonson et al., 2000).
Thus, to be objective, both oral and written assessment (based on open-ended questions)
require selection of working out, as well as a qualified application of an adequate rubric.
While oral assessment is ephemeral and thus doesn‘t give any evidence of who is right –
student or teacher, written assessment gives the student a better chance to prove that s/he
didn‘t make a mistake. Both oral and written assessment may be done individually and in
group, however, in oral assessment individual contribution is more visible. Both oral and
written assessment permit mutual assessment, while self-assessment can be done only through
recording for oral one. None of them are really authentic, except some special cases
In table 1.4. I summed up the comparison results for oral and written assessment in
contemporary use.
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Table 1-4 Comparison of oral and written assessment

Oral assessment

Written assessment

Advantages
is communicative
if carried out in group,
individual contribution is more
visible
no guessing and less
cheating is possible

takes less time to hold
(especially for a numerous class)
is more objective (even the
open-ended version)
is material, thus results
may be reevaluated on complaint
is reasonably stressful
permits both
mutual assessment

self-

and

Disadvantages
is time consuming
is rather subjective
is ephemeral and cannot be
reevaluated
is more stressful
permits
self-assessment
only if recorded
not authentic (except, say,
job interview)
(close-ended) is timeconsuming
and requires high
teacher qualification to make up
only open-ended variant is
more or less communicative,
close-ended isn‘t communicative
at all
if carried in a group,
individual
contribution
isn‘t
visible
(objective testing) permits
guessing and cheating
essays are more demanding
on the students as they put higher
demands on spelling, handwriting
and grammar
not authentic (except letterwriting and filling in blanks)

It is easy that both advantages and disadvantages of oral and writing assessment are
substantial, thus, though both have the right for existence, the necessity of a better way of
assessment is obvious.
1.5.4 Subjective and Objective Assessment Compared
Assessment is often categorized as either objective or subjective. Objective assessment
is a form of questioning which has a single correct answer. In this case there is no way a
teacher can transfer his/her personal attitude to the student on the grade, this is why it is called
objective. Subjective assessment is a form of questioning which may have more than one
correct answer (or more than one way of expressing the correct answer), correspondingly,
teacher may reflect his/her irritation dealing with student‘s appearance, behavior, handwriting,
etc. in assessment. There are various types of objective and subjective questions. Objective
question types include true/false answers, multiple choice, multiple-response and matching
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questions (with corresponding, discussed above, advantages and disadvantages). Subjective
questions include extended-response questions, essays, hypothesizing, creating plans, oral
answers on the topic/issue, interview, etc. The obvious disadvantage of subjective assessment
lies in its name (or its subjectivity). Application of rubrics, however, permits to decrease this
disadvantage. Besides, subjective assessment, both oral and written, as discussed above,
permits to assess cognitive processes (logical thinking, ability to formulate and defend one‘s
ideas) and is (especially the oral variant) communicative.
As essays still are the most widely-spread forms of subjective assessment in language
teaching, let us view them in more detail. Among advantages of essays as a form of subjective
assessment are:
• they allow for student individuality
• they allow to demonstrate understanding of whole topic area
• they assess writing style, a useful transferable skill
Among their disadvantages are:
• they can cause lack of equality as some students may never have been shown how to
write essays well
• they are time consuming for staff to mark
• staff also find that the 'halo effect' - that is, the tendency to view particular aspects of a
student based on a general impression, either positive or negative - is greater
• they are time consuming for the student
• their marking is rather subjective, even with a good rubric
The main advantage of objective testing is also in its name, which, irrespective of
disadvantages, makes it so popular and widespread today. Objective assessment is well suited
to the increasingly popular computerized or online assessment format and permits quick and
easy treatment.
Some have argued that the distinction between objective and subjective assessments is
neither useful nor accurate because, in reality, there is no such thing as "objective"
assessment. In fact, all assessments are created with inherent biases built into decisions about
relevant subject matter and content, as well as cultural (class, ethnic, and gender) biases.
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(Brown, Bull & Pendlebury, 1997). Still, I believe it is worth using these terms as the issue of
assessment fairness (which is directly linked with objectivity) is essential in education.
Besides, I believe that, depending on teacher qualification, objective assessment can be really
objective.
In table 1.5. I summed up the comparison results for objective and subjective
assessment in contemporary use.
Table 1-5 Comparison of objective and subjective assessment

Objective assessment

Subjective assessment

Advantages
is fair
easy to assess
holding and assessment is
time-saving
can be easily done via
computer
is less stressful
permits students to
demonstrate their creativity,
communicative skills, logical
thinking

Disadvantages
is mechanical
permits guessing by chance
does not permit to assess
students‘ creativity,
communicative skills and logical
thinking

isn‘t very fair

holding and assessment is
time-consuming
requires high qualification
of assessor (isn‘t easy to assess)
depending on student
personality, may be rather
stressful

It is easy that both advantages and disadvantages of oral and writing assessment are
substantial, thus, though both have the right for existence, the necessity of a better way of
assessment is obvious.
1.6. Ideas of authenticity in teaching
Authentic teaching is precisely related to authenticity in learning. Authentic learning is
touted as a powerful learning approach, particularly in the context of problem-based learning
(Savery, 2006).
By definition, authentic learning must be personally relevant and connected to the real
world (Stein, Isaacs & Andrews, 2004), emphasizing something Brown, Collins and Duguid
(1988) refer to as ‗the ordinary practices of the culture‘. Heibert et al (1996) believe that
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connecting learning to previous experiences as learners make sense of new concepts is what
makes learning authentic. Tochon (2000) combines these ideas and states, "Authentic
classroom practice... reflects, for the students, a combination of personal meaning and
purposefulness within an appropriate social and disciplinary framework" (p. 332).To create a
successful authentic learning experience there is a need to find a proper mix between the
students' world and the world of work they are.
Authentic learning typically focuses on real-world, complex problems and their
solutions, using role-playing exercises, problem-based activities, case studies, and
participation in virtual communities of practice. The learning environments are inherently
multidisciplinary. They are ―not constructed in order to teach geometry or to teach
philosophy. A learning environment is similar to some ‗real world‘ application or discipline:
managing a city, building a house, flying an airplane, setting a budget, solving a crime, for
example (Downes, 2007). Going beyond content, authentic learning intentionally brings into
play multiple disciplines, multiple perspectives, ways of working, habits of mind, and
community.
Authentic assessments ask students to apply skills and abilities as they would in real
life. For example, they might use fractions to enlarge or reduce recipes. The concern with
authentic assessment has led to the development of several approaches based on the goal of
performance in context. Instead of circling answers to ―factual‖ questions on nonexistent
situations, students are required to solve real problems (Woolfolk, 2005: 502).
Another term for authentic assessment is alternative assessment. In response to
criticisms dealing with traditional assessment, the use of alternative assessment, or direct
examination of student performance on significant tasks that are relevant to life outside of the
school, is growing in importance. Alternative assessments directly measure student
performance through ―real-life‖ tasks that ask students to produce rather than reproduce
knowledge and develop rather than identify responses. Such tasks for assessment involve:
- writing a persuasive essay (language class),
- designing menus for a week‘s worth f nutritionally balanced meals (biology class),
- identifying and fixing the problems with a lawn mower engine that won‘t start
(physics / manual labor class).
A structured interview might be used to gain insights into students‘ thinking as they
design science experiments. These insights can help teachers modify and improve instruction.
A performance assessment is a form of assessment in which demonstrate their knowledge
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and skill by carrying out an activity or producing a product. The situation should be as lifelike
as possible. The performance in anti-catastrophe training can be assessed, for example, during
the so-called ―catastrophe days.‖
When a teacher plans an alternative assessment, s/he should make up a checklist for
evaluation. A checklist is a written description of dimensions that must be present in an
acceptable performance of an activity, e.g., 1. the answer includes essential information; 2. it
is structured (has an introduction, main body, conclusions), etc. A rating scale is a written
description of the evaluative dimensions of an acceptable performance of an activity and
scales o values on which each dimension is rated, e.g.: A = all facts from the text have been
mentioned; B = main facts have been mentioned, C = some important facts have been
mentioned, D = the answer does not contain essential facts on the topic (Eggen & Kauchak,
2004).
1.7 Types of Alternative Assessment, Their Advantages and Disadvantages
1.7.1 Portfolio Assessment
As the reform movements continue to sweep across the educational landscape in
Georgia, educators and practitioners are exploring and attempting new and innovative
practices in the classroom. Of all non-traditional approaches to instruction and assessment,
portfolio use seems to show the greatest promise in enhancing diverse dimensions of learning
and developing multiple intelligences as well as promoting learner autonomy.
The idea of using portfolios as an instrument in performance-based assessment is not
new. From past to present, especially painters, artists, writers, models and photographers have
exhibited their vocational and acquired skills through portfolios (Zollman & Jones, 1994).The
practice of using portfolios in job searches appears to be gaining popularity as well
(Costantino & Lorenzo, 2002; Wolf & Dietz, 1998; Wyatt &Looper, 2004).
As Knapper and Wilcox (1995) have described, the recent origins of portfolio
application in education can be traced back to the work of a committee of the Canadian
Association of University Teachers (CAUT), which was concerned in the 1970‘s with the
undue reliance on student ratings for the evaluation of teaching. This group called for a more
broadly based approach to evaluation that would use multiple sources of information and
place responsibility for compiling the documentation on the individual faculty member rather
than a remote administrator. The committee chair, Bruce Shore, ﬁrst articulated the idea that
faculty members should build their own case for teaching effectiveness—a ―portfolio of
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evidence‖ to demonstrate competence (Shore, 1975,p. 8). Shortly afterward, the committee set
about preparing its Guide to the Teaching Dossier, which was ﬁrst published in 1980; it
appeared in a second edition in 1986 and has been widely emulated and excerpted since then
in a variety of publications all over the world (Shore et al, 1980, 1986).
In student assessment, portfolios were first unveiled as an assessment method for
determining student learning in K–12 schools. More recently, universities have implemented
electronic portfolios in an effort to document student learning for accreditation purposes
(Wetzel & Strudler, 2006). Additionally, many institutions of higher education deem the
portfolio‘s purpose to be twofold, adding the second use as an employment portfolio, also
commonly referred to as a ―selection‖ portfolio or an ―interview‖ portfolio (Theel &
Tallerico, 2004).
Since then, portfolios have been widely used for many years. Interest in portfolios for
student assessment started in the late 1980‘s (Belanoff & Dickson, 1991). Portfolio is
―collection of student work that demonstrates achievement or improvement‖ (Stiggins, 1994)
and ―a portfolio is a collection of evidence that is gathered together to show a person‘s
learning journey over time and to demonstrate their abilities‖ (Butler, 2006).
In spite of its limited use in Georgian education, portfolio has been frequently used
during last two decades in other countries. It has been utilized both as an assessment
instrument and as part of activities to improve students' foreign language skills.
Firstly, portfolio started to be used as alternative measurement and assessment tool, then
- as a teaching material and method (Wolf, 1999; Kaptan&Korkmaz, 2000). According to
Kaptan and Korkmaz (2000), portfolio is the operation of recording the success and
performance of the student during the learning process. Thus, with the portfolio, answers are
received to the questions such as: how did the student think?, what did he learn?, what kind of
a way did he follow while learning?, which difficulties did he face while learning?, how did
he ask questions?, how did he analyze?, how did he configure the knowledge?, how did he
communicate with the other people? So, to use portfolio which is based on cognitive and
constructivist learning theory can be efficacious in our educational system as a teaching
method.
A writing portfolio is a purposeful collection of student texts that demonstrates
students‘ effort, progress, and achievement in writing over a period of time (Weigle, 2007).
Portfolio reveals a clear picture of the student's growth and development. For some teachers,
portfolio is a part of an alternative assessment which can either include students‘
achievements or simply document their best work. For other teachers, portfolio documents the
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students‘ learning process, and still others use it as a means of promoting learner reflection
(Nunes, 2004).
Hamp-Lyons (l994) labels portfolio an excellent pedagogical tool interweaving
assessment with instruction: it provides chances to integrate more forms of evaluation into
teaching, so that evaluation will become "a less threatening and more supportive activity" to
learners.
Moya and O'Malley (1994) claim portfolios can be used as a systematic assessment tool
in instructional planning and student evaluation. Matching assessment to teaching and
supplying a profile of students' learning and growth in multiple domains or skills, portfolios
are thus recommended as an alternative to standardized testing and all problems related to
such testing.
Types of Portfolios
There is no an absolute description and content for portfolios. The types of portfolios
are varied according to their purpose and collected items in it. Therefore, many researchers
define different types of portfolio. For example, according to Haladyn (1997), there are five
types of portfolios that named ideal, showcase, documentation, evaluation, and class portfolio.
The ideal portfolio contains students‘ all works. It is not given to students a grade. Thus, it is
important for students to assess their own portfolio. The showcase portfolio is included only
of the students‘ best works. It is important for students to select own works and to reflect
theirs works. These types of portfolio are not suitable to be assessed and graded. The
documentation portfolio involves a collection of work over time showing growth and
improvement reflecting students' learning of identified outcomes.
This portfolio contains quality and quantity data. The evaluation portfolio includes a
standardized collection of students‘ work and could be determined by the teacher or, in some
cases, by the student. This portfolio is suitable for grading students. The class portfolio
contains student‘s grade, teacher‘s view and knowledge about students in the classroom. This
portfolio can be defined a classroom portfolio. Slater (1996) describes there types of portfolio
as showcase, open-format and checklist portfolio. A showcase portfolio is a limited portfolio
where a student is only allowed to present a few pieces of evidence to demonstrate mastery of
learning objectives. In an open-format portfolio, students are allowed to submit anything they
wish to be considered as evidence for mastery of a given list of learning objectives. A

40

checklist portfolio is composed of a predetermined number of items. Often, a course syllabus
will have a predetermined number of assignments for students to complete.
According to Columba &Dolgos (1995), there are basically three types of portfolios to
consider for classroom use: showcase, teacher-student portfolio and teacher alternative
assessment portfolio.
Showcase Portfolio
This type of portfolio focuses on the student's best and most representative work. It is
similar to an artist's portfolio where a variety of work is selected to reflect the breadth of
talent. Therefore, in this portfolio the student selects what he or she thinks is representative
work. This folder is most often seen at open houses and parent visitations (Columba &Dolgos,
1995: 174-175).
A limited number of items are selected to exhibit growth over time and to serve a
particular purpose. Usually, only the student's best works are included. For instance, in
Vermont and Kentucky, at the beginning of the 1990 years, this type of portfolio was
implemented for mathematics and writing in grades 4 and 8.
In both states, portfolios are supposed to contain five to seven examples of the students‘
best work during the school year and scored are supposed to reflect optimum performance.
Writing portfolio must contain work in number of pre-specified genres of writing.
Mathematics portfolio based on collections of open-ended students responses to extended
mathematics problems. Also, portfolios proposed to use in the new primary curriculum which
was put into practice in 2004-2005 school years by the Ministry of National Education in
Turkey can be an example for the application of showcase portfolio (Birgin, Baki, 2007).
One of the alternative methods in education used in the assessment of the
students‘individual or group performance is portfolio. Necessity of using portfolio is
emphasizedby many researches (Birgin, 2003; De Fina, 1992; Gussie, 1998; Micklo, 1997;
Mumme,1991; Norman, 1998;). According to them, portfolio gives more reliable and
dynamic dataabout students for teachers, parents and also student himself. Also, using this
assessment method in primary schools provides getting clear information about students and
fulfillingtheir weaknesses and helps teachers planning teaching progress.
In Turkey, Ministry of National Education (MONE) suggests that the assessment
activities should be done in order to find out the weaknesses of students and to fulfill them
(MONE, 2004). Although Ministry of National Education (MONE) has made such kinds of
suggestions, teachers‘ attitudes in measurement and assessment applications cause many
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problems. For instance, up to now, being lack of pedagogical knowledge and limited inservice course prevented teachers from being qualified (İşman, 2005). Besides, teachers were
not given enough information and resources about how to make assessment or which
materials should be used and assessment method is given to teacher‘s initiative. Furthermore,
common use of traditional measurement and assessment methods prevents finding out
students‘ skills and their developmental potentials (Baki & Birgin, 2002). This situation also
prevents the use of assessment methods in primary schools as they have been mentioned in
the purposes of MONE (2004).
The showcase portfolio can be called also by presentation portfolio. This level of
portfolio development requires the student to organize one or more presentation portfolios
around a set of learning outcomes, goals or standards (depending on purpose and audience).
The presentation portfolio can be developed with a variety of tools. But it usually consists of a
set of hyperlinked web pages. Some schools may choose to have the students use a web page
authoring tool, such as Dreamweaver or iWeb, giving students different options for publishing
their web-sites: locally on the school server, on a CD-Recordable disc, or on a publiclyaccessible website (with parent permission). Other schools may choose to use server-based
wiki software.
The student reflects on the achievement of specific outcomes, goals or standards, based
on guidance provided by the school, hyperlinking to the supporting documents. This level of
reflection is more retrospective (thinking back over the learning represented in the specific
artifacts selected as evidence of learning. In many ways, this reflection is the students'
"closing argument" or their rationale for why they believe these artifacts are clear evidences
or their achievement of learning.
In addition to answering the "What?" and "So What?" questions, students should also
address the "Now What?" question, or include future learning goals in their presentation
portfolios. At the end of the year, a school may organize an opportunity for a formal
presentation of the portfolio before a committee or a larger audience.
The teacher's role at this level is not only to provide feedback on the students' work, but
also to validate the students' self-assessment of their work.
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Showcase / display portfolios aim at demonstrating students‘ best works (at his/her
choice). Students have to self-assess in order to select works for this kind of portfolios. The
more efficient/adequate their self-assessment is, the higher grade they will get for such a
portfolio. This kind of portfolios can be preserved for a long time. They are useful to compare
students‘ achievements through time. They include in-class, at-home and extra-curricular
activities of a student. Showcase portfolios permit to assess reading and writing skills,
knowledge of vocabulary and grammar, simple tasks from a textbook and creative tasks.
Making up a portfolio may be time-consuming, but it is much more exciting than just filling
in the gaps or writing an essay. The student has a chance to apply his / her knowledge of the
world, reflect his/her interests, use not only words, but also his/her own or found on the
internet illustrations, create video files, etc.
When a student fulfills written homework, his only audience is the teacher who will just
assess whether the work has been done linguistically correctly. Showcase portfolio is prepared
for a wider public. This is why the student is trying to make the best possible impression on
others – teacher, friends, parents, etc.
If the practical goal of class or homework is just to form/develop skills and be assessed
by the teacher, portfolio can have a real world application, e.g., it can be used while applying
for a job. This is especially motivating for high school children who may soon need their
portfolio for this purpose.
Collecting all showcase portfolios and showing them in an exhibition is the best way to
demonstrate students‘ internal and external aptitudes. If the student is not thinking of English
as his/her great interest or his/her future profession, s/he may make up a portfolio in English
concerning his/her interest – from ballet and music to math and physics. Portfolio may
include something that the student has done out of school – in a summer scouts‘ camp, in a
local newspaper, on an internet blog, etc.
In this type of portfolio, showcase portfolio, I will describe one sample portfolio. One of
my students likes to play the guitar very much. He always plays and carries it with him. Once
he drew a picture of a guitar, he also noted famous guitarists‘ sayings and his own feelings
about the guitar. This is just one sample, there are also other similar portfolios or works that
have been done by students. This piece work displayed that having portfolio assessment really
motivates and urges our students of English to improve the learning process and motivates
them to learn the target language. I want to mention here about another sample of showcase
portfolio which is an essay. The student has written a very good and quality essay about
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machinery. As a result, we can say that showcase portfolio assessment shows the students
interest in English and motivates them.
Teacher-Student Portfolio (working portfolio)
This type of portfolio is often called the "working portfolio" or a "working folder". This
is an interactive teacher-student portfolio that aids in communication between teacher and
student. The teacher and student conference to add or delete within the content of the portfolio
(Columba &Dolgos, 1995: 175). I believe that this type of portfolio is very close to the
showcase one, that is why in my experiment I joined these two types, using both variants – a
showcase prepared by student only and the one prepared by students in cooperation with the
teacher.
According to Danielson and Abrutyn (1997) A working portfolio contains both work
in progress and finished samples of work. It serves as a holding tank for work that may be
selected later for a more permanent assessment or display portfolio.
A working portfolio is different from a work folder, which is simply a receptacle for all
work, with no purpose to the collection. A working portfolio is an intentional collection of
work guided by learning objectives.
The major purpose of a working portfolio is to serve as a holding tank for student work.
The pieces related to a specific topic are collected here until they move to an assessment
portfolio or a display portfolio, or go home with the student. In addition, the working portfolio
may be used to diagnose student needs. Here both student and teacher have evidence of
student strengths and weaknesses in achieving learning objectives - information extremely
useful in designing future instruction.
Given its use in diagnosis, the primary audience for a working portfolio is the student,
with guidance from the teacher. By working on the portfolio and reflecting on the quality of
work contained there, the student becomes more reflective and self-directed. With very young
children, however, the primary audience is the teacher, with the participation of the student.
Parents may be another important audience of a working portfolio, since it can help
inform parent/teacher conferences. The portfolio is particularly useful for those parents who
do not accept the limitations of their child's current skills or do not have a realistic picture of
the way their child is progressing compared with other children. In such situations, evidence
from a portfolio can truly ―speak a thousand words.‖ In addition, a portfolio can serve to
document the progress a student has made, the progress of which a parent may be unaware.
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A working portfolio is typically structured around a specific content area; pieces
collected relate to the objectives of that unit and document student progress toward mastery of
those objectives. Therefore, adequate work must be collected to provide some extent of
evidence of student achievement. Because diagnosis is a major purpose of the working
portfolio, some of the pieces included will show less than complete understanding and will
help shape future instruction.
The working portfolio is reviewed as a whole and its pieces evaluated - either
periodically or at the end of the learning unit. Some pieces may be shifted to an assessment
portfolio to document student acquisition of instructional objectives. Other pieces may be
moved to a student's own display (or best works) portfolio or celebration of individual
learning. Still other pieces are sent home with the student.
As students move pieces from a working portfolio into either an assessment or display
portfolio, they describe the reasons for their choices. In this process of selection and
description, students must reflect seriously on their work and what it demonstrates about them
as learners. As students and their teachers look through the portfolio, they set short-term
objectives for achieving certain curriculum goals. The portfolio thus provides evidence of
strengths and weaknesses and serves to define the next steps in learning.
Teacher Alternative Assessment Portfolio
All the items in this type of portfolio are scored, rated, ranked, or evaluated. Teachers
can keep individual student portfolios that are solely for the teacher's use as an assessment
tool. This is a focused type of portfolio and is a model of the holistic approach to assessment
(Columba & Dolgos, 1995: 175).
An assessment portfolio has first of all to fix what a student has learned. Students will
select for this portfolio works according to curriculum and not their personal preference.
They will analyze their work to see which items best represent the syllabus. For example, if
the syllabus includes persuasive, narrative, and descriptive writing, an assessment portfolio
should include examples of each type of writing.
Also, the items in such a portfolio will include various language skills, to demonstrate
student‘s achievement in each skill. This portfolio should demonstrate what students must do
and how well they must do it.
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Assessment portfolios may be used to demonstrate mastery in any curricular area. They
may span any period of time, from one unit to the entire year. And they may be dedicated to
one subject or many subjects. For example, a teacher may wish to have evidence that a child
has sufficient skills in a content area to move to the next level or grade. The criteria for
moving on and the types of necessary evidence must be established. Then the portfolio is
compiled and assessed.
There are many possible audiences for an assessment portfolio, depending on its
specific purpose. One audience may be the classroom teacher, who may become convinced
that the objectives of an instructional unit have been mastered or who may decide to place a
student in advanced classes or special sections. Alternatively, the audience may be the school
district or even the state, seeking documentation of student learning, and permitting a student
to move to the high school or receive a diploma. A secondary, though very important,
audience is always the student, who provides evidence of significant learning.
There are eight basic steps in developing an assessment portfolio system. Since
portfolio entries represent a type of performance, these steps resemble the principles for
developing good performance assessments.
1.

Determine the curricular objectives to be addressed through the portfolio.

2.

Determine the decisions that will be made based on the portfolio assessments.

Will the assessments be used for high-stakes assessment at certain levels of schooling (for
example, to enable students to make the transition from middle school to high school)?
3.

Design assessment tasks for the curricular objectives. Ensure that the task

matches instructional intentions and adequately represents the content and skills (including
the appropriate level of difficulty) students are expected to attain. These considerations will
ensure the validity of the assessment tasks.
4.

Define the criteria for each assessment task and establish performance

standards for each criterion.
5.

Determine who will evaluate the portfolio entries. Will they be teachers from

the students' own school? Teachers from another school? Or does the state identify and train
evaluators?
6.

Train teachers or other evaluators to score the assessments. This will ensure the

reliability of the assessments.
7.

Teach the curriculum, administer assessments, collect them in portfolios, and

score assessments.
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8.

As determined in Step 2, make decisions based on the assessments in the

portfolios. (Danielson & Abrutyn, 1997)
Assessment portfolios raise many important practical and technical issues, particularly
if they are used for high-stakes decisions. Portfolios can be used to establish that students
have mastered the essential elements of the curriculum, and high school graduation can be
contingent on demonstrating this mastery. In cases like this, it is essential that the procedures
used to evaluate student work in the portfolio meet standards of validity and reliability.
How will student products be evaluated if student writing or audio recordings of
speaking are included in the portfolio? How will practitioners be sure that the products are
good enough, that the work is of high quality? By what criteria will student work be judged?
To answer these questions, educators develop scoring guides, or rubrics, with clear criteria
and descriptions of different levels of performance. And to ensure inter-rater agreement, they
collect samples of student work at the different levels (called anchor papers) and conduct
training sessions for assessors.
But even in a classroom environment where the stakes are lower, assessment portfolios
are more formal affairs than those designed to diagnose learning needs (working portfolios) or
to celebrate learning (best works portfolios).
In an assessment portfolio, the content matters and it must demonstrate and document
what students have learned. The origin of an assessment portfolio may be quite external to the
student and his world. The mandate may come from outside the classroom - for instance, via
curriculum committees and board action, or directly from the state department of education.
Moreover, the eventual owner of the portfolio's contents may be someone other than the
student. In addition, the selection process is more controlled and dictated, since the portfolio
entries must document particular learning outcomes. And there may be no opportunity for the
student to ―show off‖ his or her portfolio.
In this kind of portfolio, in teacher-student evaluation portfolio, I want to indicate one
sample of it. For the teacher-student portfolio, teacher prepares a kind of an evaluation form
to assess the topic or unit they have already covered. Then, student marks his/her strengths
and weaknesses about the unit that is on the program, and teacher does the same thing, at the
end teacher and student compare the answers in order to reach the main purpose. It will be
more clear from the tables 1.6. and 1.7.
Teacher-Student Portfolio
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Assessment of unit 5 (You are cured)
Student’s name and surname:
Class:
Table 1-6 Sample teacher-student portfolio assessment ( student’s evaluation)
*I

need

more

practice

** I sometimes

*** No problem

find this difficult

I can understand a
text
about
plant
medicines.
I
can
use
compound nouns.
I can describe
sensations and talk about
medical treatment.
I can use ‗it‘as
preparatory object.
I can write a blog,
using metaphors and
similes.
I can differentiate
some difficult words
(such as homophones)
I can understand
the often confused words

Assessment of Unit 6 (What type are you?)
Student‘s name and surname:
Class:
Table 1-7 Sample teacher-student portfolio assessment (teacher’s evaluation)
*he/she
more practice
He/she
can
understand a text about
personality and birth
order
He/she can use
ellipsis with either and
too.
He/she
can
describe and talk about
people‘s personalities.
He/she can use

needs

**he/she
sometimes finds
difficult
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this

*** No problem

ellipsis in comparison.
He/she can write
comparison and contrast
essay.
He/she
can
differentiate the words
which have multiple
meanings.
He/she can use
different
words
in
different fields properly.

Electronic Portfolio
Technological advances have given us a possibility to make electronic portfolios.
However, if they are simply software databases (storage for pictures, sound, or words) they
are really not different from a hanging file or milk crate. Since current technology allows to
capture and store information in the form of a text, graphics, sound, and video, students can
save their writing samples, solutions of mathematics problems, samples of art work, science
projects and multimedia presentations in one coherent document (Lankes, 1995).
In the past few years, there has been a sharp rise in the world-wide use of e-portfolios in
higher education. Chou and Chen (2009) considered ten separate studies reporting on the use
of e-portfolios in institutions across Asia, the US and Europe. Strivens (2007) reported that in
the UK, more than half of the Higher Education/Further Education Institutions surveyed had
one or more electronic resources that could be described as e-portfolios. In the US, the
2002National Council for Accreditation of Teacher Education Standards mandated the
widespread use of e-portfolio technology across teacher education programs (Foley, 2008).
Electronic portfolios offer many advantages such as to collect, and store, and manage
the information electronically according to traditional portfolios. In recent years, because of
the educational opportunities have been supported by the technological development,
electronic portfolios have been used much more (Baki, Birgin, 2004).
Barker (2005) states that the ePortfolio is about both a process and a product. ePortfolio
tools – with interventions by teachers or mentors - help creators / users to identify and reflect
on the outcomes of learning experiences. Creators can be individuals, organizations, even
businesses –and they can be the receivers / processors as well. In the context of adult literacy,
the ePortfolio has the capacity to be a learning tool, an assessment tool, and a record of
achievement. It is inherently motivational in that it focuses on what the person can do, rather
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than what they can‘t, as measured by standardized tests. In fact, portfolio assessment and
portfolio learning are common practice in primary literacy education, and in adult literacy and
basic education programs. For example, in Cape Breton, adult learners and their tutors use a
paper-based process to demonstrate learning. The e-Portfolio adds to on-paper portfolio
assessment the electronic dimension that enhances the storage size and updating capabilities
of a paper-based portfolio.
FuturEd Consulting Education Futurists Inc. has studied and promoted the e-Portfolio
since 1996. FuturEd research demonstrates that the e-Portfolio is linked closely with:
• Human resources development and Human Capital Management – as the means of
identifying and managing what a person and a group of persons knows and can do;
• lifelong learning – as the method of tracking and recognizing ongoing learning, as an
incentive to the lifelong learning requirement;
• Prior Learning Assessment – as the outcome of the PLA process of exploring and
determining an individual‘s non-formal and informal learning;
• education and training at all levels (K-12, PSE and workplace) - as a teaching tool
(reflection as a basis for learning), as a learning management tool (e.g., project-based
learning) and as an alternative form of learning assessment;
• eLearning – as a type of Knowledge Management, a part of a Student Information
System and a potential form of ―Usable Learning Object‖ repository;
• learning organizations – as a means of tracking and developing human capital and
assisting professional development of employees within organizations across sectors;
• community economic development – as an inventory of collective community human
capital assets;
• future learning systems that rely less on credentials and more on competencies; and ePortfolio systems of ―producers‖ and ―consumers‖ to enhance return on investment for users
(Barker, 2005).
Comparison of testing and portfolio assessment
Mullin (1998) stresses that portfolio provides teachers to have a new perspective in
education. For instance, portfolio can answer these questions: what kind of trouble do
students have? Which activities are effective or ineffective? What subjects are understood and
not understood? How efficient is the teaching process? Portfolio assessment has many
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advantages compared with standardized testing. It is shown in the Table 1.8 based on De Fina
(1992: 39), but modified by me.
As it is shown in Table 1.8, portfolio assessment enables measuring high-level skills
with meaningful and realistic activities for students instead of measuring low-level skills in a
limited-time, using multiple assessment methods instead of using only one measurement
method, making assessment not sometimes but continuously, and determining the student‘s
weaknesses and strengths. Besides, it also encourages students to participate in the assessment
process actively and to effectively communicate with his teacher and parents. As portfolio
assessment places student at the center of the teaching process, it enables students to be
responsible for their learning.
Portfolio assessment method also has many benefits for teacher, parents and students.
Making use of portfolios effectively largely depends on using their purpose properly. Many of
theoretical and empirical studies in the literature reported superiority of portfolio assessment
to traditional assessment tools in education (Asturias, 1994).
Some of them are presented as follows.
• Portfolio provides multiple ways of assessing students’ learning over time
• It provides a more realistic evaluation of academic content than pencil-and-paper
tests.
• It allows students, parents, teacher and staff to evaluate the students’ strength and
weakness.
• It provides multiple opportunities for observation and assessment
• It provides an opportunity for students to demonstrate his/her strengths as well as
weakness.
• It encourages students to develop some abilities needed to become independent, selfdirected learners
• It also helps parents see themselves as partners in the learning process.
• It allows students to express themselves in a comfortable way and to assess their own
learning and growth as learners.
• It encourages students to think of creative ways to share what they are learning
• It increases support to students from their parents and enhances communication
among teachers, students and parents.
• It encourages teachers to change their instructional practice and it is a powerful way
to link curriculum and instruction with assessment
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Table 1-8 Comparison of Portfolio Assessment to Standardized Testing
Portfolio Assessment
occurs in the child‘s natural environment
emphasizes student‘s strengths

Standardized Testing
is an unnatural event
emphasizes a summary of child‘s failures on
certain tasks
provides little predictive information on
student‘s real-life skills
provides ranking information in fulfillment of
non-authentic tasks
is an one-time ―snapshot‖ of a student‘s
abilities on a particular task
assesses artificial tasks, which may not be
meaningful to the child
asks child to provide a singular desired
response
is fulfilled mechanically rather than
thoughtfully
provides parents with scores that have little to
do with their children‘s ability to communicate in a
language
forces teacher-administration conferencing
reinforces idea that the curriculum is the
center of the educational process

gives hands-on information to the teacher on
the spot
allows the child, parent, teacher, staff to
evaluate the child‘s strengths and weakness
is ongoing, proving multiple opportunities for
observation and assessment
assesses realistic and meaningful daily literacy
tasks
asks the child to communicate within his/her
competence
invites the child to be reflective about his/her
work and knowledge
permits parents to see what their children can
do
encourages teacher-student conferencing
informs instruction and curriculum; places
child at the center of the educational process

Certainly, with all advantages, portfolio as an assessment method has some
disadvantages, the most serious of it being objectivity/exactness/fairness of assessment. A
matter of student honesty is also very important: how to assess oneself, to present really one‘s
own work or somebody else‘s. Due to this teachers often doubt that portfolio assessment can
be relied upon. As long as official assessment is built on testing, testing has to be used in class
both as an activity and an assessment technique to prepare students to formal assessment. So,
at least as long as results of traditional assessment are in fact the only officially recognized
ones, teachers will have to combine portfolios (or any other type of alternative assessment)
with traditional assessment, first of all testing.
In table 1.9. I summed up the advantages and disadvantages of portfolio assessment.

Table 1-9 Advantages and disadvantages of portfolio assessment
Advantages

Promotes student self-assessment

Promotes collaborative assessment

Is not stressful

Enhances student motivation

Systematic assessment is ongoing

Disadvantages

Scoring difficulty may lead to low
reliability

Teacher training is needed to apply
it

Time consuming to develop
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Focuses on improvement, not on
comparison with others

Focuses on students‘ strength

Assessment
process
is
individualized

Allows demonstration of unique
accomplishments

Provides concrete examples for
parent conferences

Products can be used for
individualized teacher diagnosis

criteria, score and meet with students

Students may not make good
selections of which materials to include

Sampling of student products may
lead to weak generalization

Parents may find portfolio difficult
to understand

It permits cheating (students may
ask a friend to dothe job, may assess themselves
higher than they deserve)

In order to cope with disadvantages of portfolios, these kinds of activities can be carried
out by teachers:
1. Reading related literature
2. Reflection in, on, and for action
3. Workshops and seminars
4. Frequent dialogues with research partners about problems, issues, and solutions
5. Attending and supporting tasks of English performance
6. Sharing with colleagues and administrators (principal and dean) the need for
additional strategies and procedures to assess student learning and the misuse of test scores
7. Inviting interested teachers for classroom observation and idea exchange
8. Organizing school-based study groups for English teachers
During the preparation of a portfolio, first of all, it is necessary to determine the purpose
of the portfolio, to plan its items by covering the students‘ different skills and learning
dimensions (cognitive, emotional, and psychomotor) and to explain its assessment criteria
clearly. In addition, it should be considered that there are different extents to which portfolio
has a restricted usage. A computer-based portfolio and electronic portfolio, for example,
should be used to decrease the problems such as carrying, reaching, and saving portfolios.
Considering this situation, it decreases the burden in crowded classes in Turkey.
The effective use of portfolio as a learning and assessment tool depends on the
knowledgeable and experienced teachers who apply them on a large scale. However, some
researches (Birgin, 2003; Çakan, 2004; Özsevgeç et al., 2004; Yiğit et al., 1998) emphasized
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that teachers don‘t have enough knowledge and experience about portfolio assessment
methods and other alternative assessment methods. It is stated that teachers don‘t have
sufficient information about portfolio assessment in the in-service seminars organized within
the new primary education programs (Battal, 2006; Birgin & Tutak, 2006). Thus, it is very
important to teach pre-service teachers about using an assessment tool of the portfolio which
has a great potential during their education and to introduce it for teachers with the help of in
service courses. In this context, pre-service teachers, who will be the runners of the new
education program and are teachers of future, should have experiences about contemporary
assessment methods such as portfolio during their education so they will be apply it theirs
courses in future. Materials explaining in details what portfolio is and how to use it for
assessment, with examples, should be provided to wide masses of teachers. New school
curricula should involve portfolio assessment methods. Correspondingly, teacher training
curricula should provide enough information on them.
It would be good if Ministry of Education had an electronic online service through
which teachers would be able to share different materials about and samples of portfolio. If
we want teachers to use innovations in education, the school masters should arrange different
professional development activities with the new education program so that teachers can
develop professionally and apply the contemporary methods in their courses. School masters
also should take measures to encourage the implementation of the new programs. Besides, the
school masters should inform parents and students during the process of applying new
methods, such as portfolio and organize meetings for parents regularly. In these meetings,
parents should be well informed about the innovative methods applied to teach and assess
their children. This will help us to avoid many misunderstandings and parents‘ complaints.
In conclusion, portfolio assessment provides a more authentic assessment of students‘
achievement and comprehensive views of students‘ performances in contexts, it encourages
students to develop into independent and self-directed learners, and enhances communication
among teacher, student and parents. It can provide opportunities for learners to demonstrate
his/her weaknesses and strengths and for teachers to direct their teaching. It also can
encourage students to take responsibility for their own learning, and enhance student-teacher
communication. In addition, portfolio assessment has a potential to demonstrate students‘
learning process and leaning product over time. As a result, portfolio gives detailed
information about students‘ development in learning process to teacher, parents and students
themselves. So, it can be recommended for assessment in EFL. However, as it has both
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advantages and disadvantages, it will most probably be unreasonable and ineffective to use it
as the only way of assessment.
1.7.2. Performance Assessment
In the literature, different authors use the term ―performance assessment‖ to mean
different things. Some emphasize the cognitive processes demanded of the students, some the format of the desired response, and others - the nature and content of the actual response
(Palm, 2008). These differences in emphasis underscore one of the lingering problems facing
performance assessment, which is that different educators and policymakers have different
implicit meanings for the term.
For many educators, performance assessment is most easily defined by what it is not;
specifically, it is not multiple-choice testing. In performance assessment, rather than choosing
among the predetermined options, the examinee must either construct or supply an answer,
produce a product, or perform an activity (Madaus & O‘Dwyer, 1999). From this perspective,
performance assessment encompasses a very wide range of activities, from completing a
sentence with a few words (short-answer) to writing a thorough analysis (essay) to conducting
a laboratory investigation and writing a descriptive analysis of the process (hands-on). Given
this range, it is surprising how often people make general claims about performance
assessment without differentiating among types.
Multiple-choice tests are an easier target for generalization. Advocates of performance
assessment argue that the fixed set of responses in multiple-choice tests (and their cousins,
true-false tests and matching tests), are inauthentic. That is, the tests do not reflect the nature
of performance in the real world, which rarely presents people with structured choices. With
the possible exception of a few game shows, one demonstrates his or her ability in the real
world by applying knowledge and skills in settings where there are no pre-determined
options. A person balances his or her checkbook; buys
ingredients and cooks a meal; reads a new article in the paper and frames an opinion of
the rightness or wrongness of the argument; assesses a customer‘s worthiness for a mortgage;
interviews a patient, then orders tests and diagnoses the nature of his or her disease; listens to
a noisy engine running at low and high RPM and identifies the likely cause; etc. Even in the
context of school, the typical learning activity involves a mix of skills and culminates in a
complex performance: a homework assignment, a persuasive letter, a group project, a research
paper, a first-down, a band recital, a sketch, etc. Rarely does a citizen or a student have to
choose among four distinct alternatives.
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Multiple-choice tests are also criticized because the stimulus materials tend to be very
limited (usually short passages or problem statements with simple figures or diagrams)and
because the demands of the format encourage test developers to focus on declarative
knowledge (knowing that) or procedural knowledge (knowing how) rather than schematic
knowledge (knowing why) or strategic knowledge (knowing when, where, and how our
knowledge applies) (Shavelson, Ruiz-Primo & Wiley, 2005).
Performance assessment, also known as alternative or authentic assessment, is a way to
measure what students can do with what they know, rather than how much they know. It is a
form of assessment that requires students to perform a task rather than select an answer from a
ready-made list (Sweet, 1993). It is not just a testing strategy, but an assessment method that
involves both process and product. It integrates teaching, learning and assessment.
Performance assessment can be perceived as a continuum of assessment formats, which
allows teachers to observe student behavior ranging from simple responses to demonstrations
of work collected over time (Rudner & Boston, 1993). Performance assessments have two
parts: a clearly defined task and a list of explicit criteria for assessing student performance or
product.
Performance assessment is a dynamic process calling for students to be active
participants, who are learning even while they are being assessed. No longer is assessment
perceived as a single event (Wangsatorntanakhun, 1997). "The purpose of assessment is to
find out what each student is able to do, with knowledge, in context" (Wiggins, 1997: 20).
The main goals of performance assessment are to gather data on students that focus on
growth over time rather than comparing them with each other; to focus on what they can do
rather than on what they don't know; and to meet the needs of diverse learning styles, cultural
backgrounds, and proficiency levels (Tannenbaum, 1996).
As Michael (1993) pointed out, however, there are a number of problems with the use
of performance-based assessment measures. He identified three difficulties that need to be
considered. First is the problem of obtaining reliable results, i.e., inter-rater reliability. Raters
of performance-based assessment tasks need to be trained to conform to an established set of
scoring criteria. Such training, however, does not ensure consistency since raters may still
interpret the criteria in different ways.
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The second difficulty discussed by Michael concerns the adequacy of the sample of the
indicators deemed to represent authentic performance. The range of performances in the
knowledge domain being tested must be adequately covered in order to ensure validity of
assessment. The representativeness of the assessment, in order to adequately capture truly
authentic performance, may well require an extended testing period that is not feasible in most
educational contexts. Michael's third difficulty is that of transfer and generalizability. This
addresses the question of whether the tasks performed in the authentic assessment "carry over
to other learning experiences or portray what already has been learned in a different but still
important educational context" (Michael, 1993: 47).
Each of these difficulties with performance-based assessment has been addressed
generally by Linn, Baker, & Dunbar (1991) in terms of language testing. They argued for an
"expanded validity" in considering authentic assessment and propose eight criteria for the
validation of performance-based assessments: consequences, fairness, transfer and
generalizability, cognitive complexity, content quality, content coverage, meaningfulness, and
cost and efficiency. In table 1.10 advantages and disadvantages of authentic/performance
assessment are summarized.
Table 1-10 Advantages and disadvantages of authentic/performance assessment
compared to traditional assessment

Advantages

Disadvantages

Traditional
testing)
- objective

(including

- clear
assessment
indicators (correct-incorrect)
- simple,
time-saving,
known to teachers and students
- range of performances
easily definable (e.g., grammar
items to be checked)
- content quality, content
coverage can be provided
- stressful
and
unmotivating
- has little to do with real
life (low forecasting ability)

Authentic
(including
portfolio)
- less stressful and very
motivating
- is directed connected with
real life (high forecasting ability)

- rather
subjective
(problems with reliable results, i.e.,
inter-rater reliability)
- vague and difficult to
assess indicators
- sophisticated,
timeconsuming, less known to teachers
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and students
- range of performances
difficult to define and apply
- difficult to provide content
quality and content coverage

It is easy to see that all of them have advantages and disadvantages, and in majority of
cases advantages of one form of assessment are disadvantages of the other, thus, we cannot
abandon any of them, but it is certain that such forms as portfolio and performance
assessment, as more student-centered and emphasizing real-life tasks, should gain an adequate
place in the assessment system.
1.7.3 Project Assessment Type
Senior projects are distinctfrom written assessments and performance tasks because they
are cumulative, i.e., they reflect work done over an extended period rather than in response to
a particular prompt. The term senior project is used here to identify a particular type of
culminating event in which students draw upon the skills they have developed over time. It
has three components: a research paper, a product or activity, and an oral presentation, all
associated with a single career-related theme or topic. The format is designed to be
motivating, to permit involvement of people from business or community, and to encourage
integration of academic and vocational ideas. For this reason, the process of implementing
senior projects in a school often involves collaboration between teachers in many subjects
who agree to guide the student‘s selection and accept the work for credit in more than one
course.
All three components of a senior project are organized around a single subject or theme,
such as a traditional method of making furniture, the creation of an appealing store window
display, or a fashion show. To complete the research paper, the student must conduct research
about the aspects of the subject he or she has not previously studied. The student draws upon
library and other resources and produces a formal written paper. The student then creates a
product or conducts an activity relevant to the subject. This might include
making something or doing community volunteer work for an extended period and
documenting it. The purpose is to demonstrate knowledge or skills relevant to the subject.
Finally, the student presents his or her work orally to a committee or at a public forum.The
length and complexity of the senior project make evaluation difficult. Schools that have
implemented this type of assessment have spent a fair amount of time deciding how to judge
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the quality of thevarious elements. Their scoring guides reflect concerns about content,
technical knowledge, organization and time management, the extension of knowledge outside
traditional school domains, communication skills, and even appearance (Rahn et al., 1995, p.
U3-12). These all involve subjective judgments, so great care must be taken to ensure that
scores are accurate and meaningful.
Ont the one hand, projects can help students to make their own choices about what they
learn, involving different skills and promoting creativity.
The advantages of doing projects in the classroom are many:


Projects encourage cooperation and sharing.



They promote learner independence.



Project work is topic-based.



It involves research / questionnaires



They lead to a presentation.



They involve different skills.



They may be very creative and include artwork.



They cater for different learning styles and personalities.



They require use of all language skills.

Projects can be presented as:


Wall displays



Posters



Magazines



Newspapers



Books



Radio broadcasts



TV programmes



Film



Documentary

As students get older, more independent and used to doing projects there can be less
input from teachers. But often it is more convenient and effective to give students a
framework for project work (onestopenglish, 2013).
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On the other hand, project work is another area of continuous and comprehensive
assessment. Most of the students have to spend a lot of time for project works. They have to
buy charts, markers, pictures etc. It creates a lot of burden for financially unstable families.
Also the assignments are often copied from the internet or from friends directly. Students
spend much of their time and money in decorating the covering page of the assignment.
However, the quality of the assignment goes down. If the topic given is- ―write a review of
any novel you have read‖ students may even write the review of a drama, without paying
attention to detail.
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CHAPTER 2. THE IMPACT OF ASSESSMENT TYPES ON THE
RESULTS OF TEACHING EFL IN HIGH SCHOOL
2.1 Age Peculiarities of High School Students
In this sub-chapter I will focus on age peculiarities of high school students in
connection with assessment types used in EFL. High school learners are qualitatively different
from younger learners. You certainly can "teach an old dog new tricks" by understanding the
cognitive and social characteristics of high school learners. Using the right instructional
strategies to maximize the learning advantages and addressing the learning challenges of high
school learners can make all the difference in their success (penningtonpublishing, 2013). In
educational assessment this kind of peculiarities of high school students play a very important
role in terms of assessing students.
Most high school students have achieved the formal operational stage, as described by
Piaget. These students can think abstractly and need fewer concrete examples to understand
complex thought patterns. Generally speaking, most students of this age share the following
characteristics:


Need to understand the purpose and relevance of instructional activities



Are both internally and externally motivated



Have some self-imposed cognitive barriers due to years of academic failure and lack

self-confidence


May have "shut down" in certain cognitive areas and will need to learn how to learn

and overcome these barriers to learning


Want to establish immediate and long-term personal goals



Want to assume individual responsibility for learning and progress toward goals

High school learners have cognitive thinking, that‘s why some tasks dealing with
cognitive learning will be effective for students‘ assessment as well.
We discuss both quantitative (psychometric) and qualitative development of
intelligence. We do this because each perspective of intelligence contributes uniquely to our
understanding of adolescence. On the one hand, psychometric measures of intelligence (such
as IQ) tend to stabilize during the adolescent years (Honzik, Macfarlane & Allen, 1948),
allowing more reliable assessment of abilities. As these authors mentioned, intelligence has a
very crucial role regarding assessment in order to acquire reliable assessment. Psychometric
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studies of development help us learn the degree to which environmental factors, as opposed to
generic factors, influence intellectual development during the adolescent years. On the other
hand, qualitative aspects of intelligence (for example, formal operational thinking) reach their
most sophisticated forms during the adolescent years (Dusek, 1987). This permits to fulfill
intellectually challenging tasks in the process of both practice and assessment.
High school students are experimenting with adult-like relationships. Generally
speaking, most teenager students share the following characteristics:


Are interested in co-educational activities



Desire adult leadership roles and autonomy in planning



Want adults to assume a chiefly support role in their education



Developing a community consciousness



Need opportunities for self-expression

The study of how the child comes to know, understand and conceptualize the social
world, and particularly other people, is termed social cognition (Shantz, 1975). Hence those
interested in social cognition study how the child perceives others, including their inner
psychological states, and how the child views the self in relation to others.
It is easy to see that adolescents reach such a level of both mental and emotional
development, such a level of independence that portfolio assessment is, on the one hand,
plausible, and on the other hand, efficient for them. Portfolio assessment is really important
for interaction between student and teacher. If the student possesses the peculiarities which
are mentioned above, implementing of authentic assessment can be more efficient than the
traditional one.
In recent years, considerable interest has centered on studying the qualitative aspects of
intellectual development, an approach to the study of intelligence that is based on organismic
model of man (Reese & Overton, 1970) and is quite different in emphasis from the
quantitative approach to intellectual development. Testing permits quantitative assessment,
while portfolio deals with both quantitative and qualitative assessment, thus it yields more
comprehensive information about students‘ skills and competences.
Acceptance by the peer group depends largely upon having certain qualities and
behaving in ways condoned by the peer group. A number of researchers has investigated the
characteristics possessed by ―liked‖ and ―disliked‖ peers. Liked peers are those who are good
looking, well groomed, and outgoing, who possess good social skills, act according to their
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age, are cheerful and happy, have a good sense of humor, and are self-confident. These
characteristics are really connected with assessment in high school, especially in portfolio
assessment peer groups.
According to Weiner (1992), most of the attributed causes for successes or failures can
be characterized in terms of three dimensions:
1.

locus (location of the cause: internal or external to the person, e.g., is the

student responsible for success/failure or something/somebody else is?)
2.

stability (whether the cause stays the same or can change), and

3.

controllability (whether the person can control the cause, e.g., whether you are

gifted or not cannot be changed, it is as it is).
Knowing that results of this assessment depends more on them (locus – internal - and
controllability factors), than of traditional types of assessment, adolescent students are more
motivated to participate in it.
Some further insights into the nature of peer and parent influences come from data
demonstrating the areas of interest for which peers and parents act as significant sources of
information for the adolescent (Dusek, 1987). There are also some cases which can cause
some inadequate information about the students. As we mentioned earlier, information
provided by portfolios is clearer for parents, than testing results, thus, portfolio can serve as
an effective link between a teenager student and his/her parents, contributing to some degree
to overcoming the generation gap, as authentic assessment provides an opportunity for the
student to demonstrate his/her strengths as well as weaknesses.
Motivation in high school learners is one of the most important features. Motivation is
among one of the most studied topics in educational psychology. The construct itself is so
wide-ranging that sub-categories are warranted to provide for a more thorough understanding
of just what the word ―motivation‖ means. Popular theories of motivation describe
achievement motivation as that most relevant to the field of educational and developmental
psychology, and emphasize a focus on expectancy-value models of behavior (Alexander,
Wigfield & Eccles, 2000). After students experience pleasant moments of self-realization and
often higher than in traditional assessments grades, their expectancy of portfolio assessment is
high. On the other hand, being closer to real-life tasks than traditional assessment, portfolio
has a higher value as well.
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In addition to the individual processes associated with motivation (e.g. the student
him/herself) are those external / environmental influences that equally impact student
outcomes. Students‘ social knowledge is informed by the events they have engaged in and
been exposed to in the past, and predicts how they will act in the future. Additionally,
individuals are influenced by the explicit instruction from ―important others‖ such as parents
and peers (Burks, Dodge, Price, & Laird, 1999). This theory emphasizes that learning occurs
in a social environment through the use of models and observation. Additionally, individuals
learn about potential consequences and outcomes of their behaviors by observing models, and
base their beliefs about their abilities on these models. In order to motivate high school
students for their lessons, authentic assessment is one of the most precise factors. It motivates
not only students, but also teachers and parents. As a result portfolio assessment is accurately
proper for high school learners in terms of their age characteristics.
2.2 Impact of Assessment Results on Educational Process in EFL
In general assessment has a certain influence on the educational process. Among
possible influences there are motivation, quality of skills, and improvement of teaching
process. Eggen and Kauchak (2004, p. 493) indicate the functions of assessment of students‘
knowledge and skills:
- motivation: teacher‘s evaluation and self-evaluation gives the learners a feeling of
progress; if learners get a high evaluation, they are pleased, if not – they get a stimulus to
learn better;
- learning and correction: they say people learn through mistakes; learners try to
improve their knowledge, to correct their own mistakes, not to repeat the same mistakes,
while teachers try to find better ways to teach; tasks with keys are a good way for learning
and self-evaluation;
- bringing up: being aware that checking and evaluation are regularly done by the
teacher, students are stimulated to work regularly; they become responsible for their learning,
disciplined and organized.
The principles of assessment of students‘ knowledge and skills are:
- every learner‘s knowledge and skills should be checked;
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- evaluation should be as objective as possible: teacher-student relations should not
influence it, definite evaluation parameters (both quantitative and qualitative) of knowledge
and skills must be available both to teachers and learners;
- though our learners are different, requirements to their knowledge and skills should be
homogeneous (= equal); for each subject there should exist an evaluation scale which both the
teachers and the learners should be well aware of;
- checking of knowledge and skills should be systematic: it should be done regularly
and involve all materials under study.
Some teachers often call to blackboard weak learners, as they want to control them
better, others mostly ask questions to good learners, as they are tired of listening to bad
answers. Neither approach can be justified. All learners‘ knowledge and skills have to be
checked regularly in order to enhance all of them.
When we compare these functions in traditional assessment and portfolio assessment,
we can reach this result. In terms of motivation, portfolio assessment is more helpful and
more effective than traditional assessment. Also portfolio assessment provides multiple
opportunities for observation and assessment. It encourages students to develop some abilities
needed to become independent, self-directed learners. In addition, it provides an opportunity
for students to reveal their strengths as well as weaknesses.
To fulfill the needs of a meaningful education, learning must be directed to build
students‘ competencies relevant to the real life challenges. In formal education, it starts with
the implementation of competency-based curriculums at all levels of education.
Early literacy assessments can provide a critical service to teachers as they attempt to
prevent
early reading difficulty or failure. There is now a substantial body of research that
documents the early literacy behaviors that are critical to the development of beginning
reading and writing (Adams, 1990; Chall, 1996; Juel, 1988; Snow, Burns, & Griffin, 1998).
Ongoing assessment of early literacy progress is essential for giving teachers the information
they need to measure student progress, identify students who may require additional or
individualized assistance, and guide instructional practice (Invernizzi & Meier, 2001,
Vellutino & Scanlon, 2001).
There is no consensus in the literature as to whether standardized tests improve student
outcomes and learning. Moreover, most impact studies are focused on cases in the U.S. and
the U.K., as both of these countries have highly developed standardized assessment systems
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and the empirical evidence on the impact in other OECD (the Organization for Economic Cooperation and Development ) countries is somewhat more limited. Synthesizing the research
on the effect of standardized tests on student outcomes is challenging for two reasons. First,
many impact studies look at the effects of tests that have high-stakes for students and there is
less research on the impact of no-stakes standardized tests. Similarly, the research tends to
focus on standardized tests for accountability purposes and there is less evidence on the
impact of standardized tests for feedback or monitoring purposes.
A second challenge relates to the ability of the researcher to identify policy causation;
that is, to determine whether impact is a result of standardized testing or other policy choices
such as monetary rewards or school reforms. An example of this issue can be seen in the
research by Goldhaber and Hannaway (2001) (cited in Hamilton and Koretz, 2002) who
found that in Florida some low performing schools that received resources as a result of poor
performance used the money to reduce class sizes, provide new instructional materials and
staff development, and offer after-school tutoring programs. Goldhaber and Hannaway were
unable to determine whether any resulting student improvements were an effect of
standardized testing or the effect of additional spending. These two challenges should be kept
in mind when examining the effect and impact of standardized tests.
Although the evidence is unclear as to whether standardized tests lead to improved
student outcomes, there is more certainty that standardized tests lead to increased strategic
behaviours on the part of schools and teachers. When student test results are used in
accountability systems to reward and/or sanction schools and/or teachers or when student test
results are published at the school level to allow for performance tables and other ranking
actions, teachers and schools will perceive the no-stakes standardized tests as high stakes.
Consequently, when such tests are perceived to be high stakes for teachers and schools, the
assessment system risks being distorted by the following strategic actions are: teaching to the
test, narrowing of curriculum, teacher cheating, and student exclusion. Evidence shows that
such actions can lead to inflated student scores and reduce the validity of student test results.
Bass, Magone, and Glaser (2002) observe that performance assessments allow all
students, especially those with different language backgrounds, to engage in cognitively
complex activities such as generating strategies, monitoring work, analyzing information, and
applying reasoning skills. At the same time, assessment experts may argue that for ELL
students, performance assessment items may not fully reflect content knowledge and may be
confounded with writing skill and vocabulary. That is, language factors in performance
assessments may even have a greater level of impact on ELL student performance than for
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native speakers of English. In response to this concern, a distinction should be made between
language related to the construct being measured (construct-relevant) and language not
necessarily relevant to the content (construct-irrelevant). In performance assessments,
students‘ actual performance rather than their expressive language may more clearly convey
the content being measured. For example, in the floating pencil exercise students not only
hear the test instruction to measure the length of a pencil floating in both fresh and salty
water but also see the pencil under both conditions. More importantly, since the object of
measurement is presented in multiple sensory modes (floating pencil and fresh and salty
water), language is not the only way to present the performance assessment task (PAT) and
obtain student responses.
The main purpose of this research is to focus on one of the authentic - portfolio assessment. Hence, I will look into details about this assessment method. There is scarcity of
quantitative research as to the impact of portfolio assessment on EFL students‘ writing ability
and no study has been done - to date - to investigate the impact of portfolio assessment on
sub-skills of focus, elaboration, organization, conventions, and vocabulary. Moreover, with
regard to writing instruction in EFL there has been little research exploring student responses
on the use and value of portfolios.
O‘Malley and Chamot (1990) indicated that a key element of portfolios is student selfassessment; without self-assessment and reflection on the part of the student, a portfolio is not
a portfolio.
According to these researchers, the self-assessment called for by portfolios can have
several outcomes for the student: students take responsibility or knowing where they are with
regard to learning goals; students broaden their view of what is being learned; and students
begin to see language learning as a process.
Today there is a shift from traditional learning settings to student centred learning
settings, there are also innovations in assessment procedures, where the change is from
summative assessment to formative assessment. These innovations involve thinking of
alternatives, which require questioning the learning process and using learning and
assessment activities together rather than habitual testing applications.
Boud (1995) stresses that the assessment process shouldn't be thought only as an
instrument to give students a diploma, but it should also be a process that leads up to student
development and better learning conditions and applications. Such alternative views on
assessment have given rise to new approaches like portfolio assessment.
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Foreign language teaching is one of the areas where portfolio assessment is in use.
Gussie and
Wright (1999) emphasize a gradual increase in the use of portfolios to assess the
students‘ writing skills in foreign language teaching in the last twenty years. Writers like
Chen (1993), Fenwick and Singer (1993) and Wolf (1989) have stated that portfolio
assessment is effective in foreign language teaching and listed the strengths of this assessment
approach as below.
Portfolio assessment:
- helps students to find appropriate learning contexts for themselves during foreign
language learning;
- assists the students to identify their goals for their future learning;
- gives them the opportunity to take responsibility for their own learning and provides
evidence
for whether they have reached their goals;
- enables the teacher to identify effective language teaching strategies or reflect on the
program carried on in classes;
- provides information about language learning processes of students and facilitates the
teacher to individualize the teaching;
- helps students to exhibit their good work;
- takes the form of an instrument to do critical self-analysis; shows control over a
foreign
language.
When the items given above are analyzed, it can be said that portfolio assessment in
foreign language teaching can contribute to the students taking responsibility towards their
own learning, discovering suitable learning strategies and contexts, and identifying goals for
their future learning. On the other hand, the opinions of some writers on the benefits of
portfolio assessment in foreign language teaching and interpretations of some study findings
can be summarized as follows: portfolios are more accurate than standardized tests in
assessing students‘ developments and pointed out that the students‘ achievement in reading
and language arts increased owing to the use of portfolios (Enoki, 1992).
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2.3 Types of competences in LL and assessment types
According to Common European Framework of Reference for languages (2001)
language use, embracing language learning, comprises the actions performed by persons who
as individuals and as social agents develop a range of competences, both general and in
particular communicative language competences. Language learners draw on the competences
at their disposal in various contexts under various conditions and under various constraints to
engage in language activities involving language processes to produce and/or receive texts in
relation to themes in specific domains, activating those strategies which seem most
appropriate for carrying out the tasks to be accomplished. The monitoring of these actions by
the participants leads to the reinforcement or modifications of their competences.
Language use/learning often equals performing situational / contextual tasks related to
texts.
Ability to use/learn language is based on the following Competences:
 General competences of a language user/learner
 Knowledge of the world
 Skills and know-how
 Existential competence
 Ability to learn
Communicative language competences of a language user/learner
 Linguistic (lexical, grammatical. Semantic, phonological, orthographic, and
orthoepic)
 Pragmatic (discourse, text design, genres, fluency, coherence and cohesion, etc.)
 Sociolinguistic (dialect and variant, slang, style)
 Sociocultural (greetings, address, turn-taking, politeness, body language and
corresponding vocabulary, taboos and euphemism, proverbs, etc. )
Based on these competences language user/learner applies skills and strategies suitable
to perform tasks requiring to engage in the following language activities:
 Reception
 Production
 Interaction
 Mediation
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These activities happen in certain domains, e.g.:
 Personal
 Public
 Occupational
 Educational
Language use/learning may be further determined by such parameters as:
 Situational context
 Text type and theme
 Conditions and constraints
In carrying out a communication task, an individual selects, balances, activates and coordinates the appropriate components of those competences necessary for task planning,
execution, monitoring/evaluation, and (where necessary) repair, with a view to the effective
achievement of his or her intended communicative purpose. Strategies (general and
communicative) provide a vital link between the different competences that the learner has
(innate or acquired) and successful task completion. (Common European, 2001)
Communicative

and

language

learning

strategies

involve

learning/cognitive/memorization strategies, meaning clarification strategies, problem-solving
strategies, repair strategies (how to correct one‘s mistake, to self-edit), planning, evaluation,
planning one‘s activities, prediction (anticipation/forecasting), cooperation, etc.
In assessment of language learning outcomes linguistic and cultural knowledge, verbal
skills, competencies and strategies of language learning have important roles. Linguistic
knowledge involves knowing the meanings of words and knowing the grammatical and
spelling/reading rules. Verbal communicative skills comprise listening, speaking, reading and
writing, each of them including pronunciation, vocabulary and grammar sub-skills. These
skills are divided into two groups. One of them is receptive another one is productive skills.
Receptive skills demand meaning elicitation strategies, to clear out what hasn‘t been heard or
understood, while productive skills require avoidance strategy, to express the meaning
otherwise than planned if the speaker/writer lacks the corresponding grammatical or lexical
knowledge.
On the one hand, in terms of linguistic competences - knowledge and partially skills traditional assessment (objective testing) is really helpful. Multiple choice, grouping and
matching tasks permit us to see whether students know the meaning of the word, its synonyms
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and antonyms. True/false and multiple choice tasks enable us to check listening and reading
comprehension, gap filling tasks check the vocabulary (collocation) and grammar
(morphological) skills. Jigsaw tasks let us assess syntactic skills. Though we do speak about
―oral testing‖, it is far from objective, even when detailed assessment rubrics are applied.
Neither is assessment of essay-type tasks objective. To say nothing about their low motivation
due to lack of authenticity. None of these tasks, in fact, permit or aim to assess pragmatic,
sociolinguistic and sociocultural competences.
On the other hand, with pragmatic, sociolinguistic and sociocultural competencies as
well as strategies that help realize them, portfolio assessment is more helpful and proper than
traditional assessment. It permits to assess students‘ creativity. It cares more about pragmatic
competence (ability to achieve practical goals) than linguistic accuracy, which from the point
of view of real-life tasks is of greater importance.
Palomba and Banta (1999) state that authentic (nontraditional) assessment is the process
of using student activities or products, as opposed to tests or surveys, to evaluate students‘
knowledge, skills, and development.
A focused purposeful collection of student work documents evidence of traditional and
nontraditional sources of student learning, progress, and achievement over time (Arter &
Spandel, 1992; MacIsaac & Jackson, 1994) The construction of a portfolio involves gathering
a body of evidence of one‘s learning and competence (Lyons, 1988). It is student-centered
versus faculty-centered.
In order to provide evidence of your knowledge, you must do things that others can see.
Likewise, to assess a student‘s knowledge, a teacher must ask students to do something
visible that indicates presence and usefulness of that knowledge. A description of what
students will be asked to do is called a performance objective (alternative names for
performance objectives are behavioral objectives or instructional objectives; these names are
interchangeable). A performance objective describes an observable event that will indicate
that a student has learned the targeted knowledge.
Nowadays competency building is the central issue in our education practice. Many are
concerned with how competency is built, what kinds of instructional practice promote
competency, and how competency is observed and assured. Such questions lead to the need to
incorporate appropriate instructional and assessment approaches as well. In the competency71

based approach to instruction, assessment is crucial because in promoting meaningful
learning, assessment must be done at the same time with teaching and learning activities,
reflecting the real life.
The competency-based learning requires the use of more authentic assessment practice.
Such assessment includes the use of a variety of assessment tools that provide students with
opportunities to demonstrate their competencies in a variety of ways. Unlike the traditional,
quantitatively-oriented testing, authentic assessment does not require a true-or-false answer to
a question with imposed answer options like in objective-type tests; instead, it accommodates
multiple perspectives in solving a particular problem or question. Additionally, as it pictures
real-life context, authentic assessment emphasizes both process and product of learning.
Examples of authentic kinds of assessment are performance assessment, portfolio assessment,
project, and self-evaluation. The techniques used are those extended, open ended ways like
interview, task, inventory, etc.
2.4 Mastery and Performance Goals and Assessment Types
Achievement goal theorists have traditionally identified two types of achievement
goals: mastery and performance goals (Ames, 1992; Dweck, 1986; Nicholls,1984). Mastery
goals center on the development of competence whereas performance goals center on the
outward showing of competence (Ames, 1992; Dweck, 1986; Nicholls, 1984). Students who
adopt mastery goals are expected to persist in the face of difficulty, seek challenging tasks,
and have high intrinsic motivation (Ames, 1992; Dweck, 1986; Nicholls, 1984). In contrast,
students who adopt performance goals are expected to minimally persist in the face of
difficulty, avoid challenging tasks, and have low intrinsic motivation (Ames, 1992; Dweck,
1986; Nicholls, 1984). Since its origin in the late 1970s and early 1980s, achievement goal
theory has undergone a number of theoretical advances. For example, Elliot and Church
(1997) and Middleton and Midgley (1997) have developed a trichotomous framework of
achievement goals that further differentiates performance goals into approach and avoidance
goals.
In particular, three achievement goals have been identified:
a) mastery goals that focus on improving competence,
b) performance-approach goals that focus on displaying competence, and
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c) performance-avoidance goals that focus on avoiding a display of incompetence
(Elliot & Church, 1997; Middleton & Midgley, 1997).
This framework has been validated with college (Elliot & Church, 1997) and middle
school students (Middleton & Midgley, 1997).
Learners‘ achievement goals influence their cognitive processes and behavior. Mastery
goals deal with desire to acquire additional knowledge or master new skills, while
performance goals deal with the desire to demonstrate a high ability and make a good
impression.

More

exactly,

performance

goals

include

performance-approach

and

performance-avoidance goals. Performance-approach goal involves the desire to look good
and receive favorable judgments from others when you perform well. Performance-avoidance
goal stimulates a student to do or not to do something in order not to look bad or receive
unfavorable judgments from others. If the first if generally beneficial, the second may be
harmful for learners‘ development. And it goes without saying that in most cases mastery
goals are the optimal ones.
Before children go to school, they seem primarily on mastery goals, but when they go to
school where they are surrounded by peers, they start comparing themselves with others and
to view their success as doing as well as or better than others. Learners with mastery goals
believe that competence develops over time through practice and effort, while learners with
performance goals believe that competence is a stable characteristic and believe that
competent people needn‘t try hard, which is a ruinous viewpoint.
In terms of assessment, performance goals are more corresponding to testing, because
testing just permits the student to pass or to fail but it does not reflect very much the future
life, will the student be able to use the language for practical purposes or not. However,
authentic assessment, particularly, portfolio assessment helps to develop mastery goals, to
show the students how their results of work can help them in the future. At this point,
portfolio assessment is more efficient.
Learners combine their school achievement goals with many other goals – to be happy
and healthy, earn money, and have a rewarding career. Many of these goals are social. Some
goals are core goals – long-term goals that drive much of what learner does.
Culture influences on the cognitive factors underlying motivation. The cognitive factors
underlying motivation – including interests, values, self-efficacy, goals and attributions – are
all influenced by learners‘ environments. For instance, some children and adolescents from
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Asian American families may feel so much family pressure to perform well in school that
they experience debilitating test anxiety. However, in general they are much more motivated
to study than students coming from involuntary minorities (peoples who were conquered or
brought to a new country without their wish) who often express protest against their position
in society, against society in this way (by refusing to learn an alien culture).
Typically, teachers encourage extrinsic motivation through praise, good grades, and
other extrinsic (positive) reinforcers. A potential problem with extrinsic reinforcers is that
they undermine intrinsic motivation (no external stimulus  no learning). However, when
they are unexpected and make an activity enjoyable, they are OK.
Teachers should protect and enhance students‘ self-efficacy and overall sense of selfworth. How can a student who has never done a task have self-efficacy towards it? The
teacher may support less ready-to-risk students by saying ―You can do it, I know you can.‖
Also some peer who does it is a good model (if s/he could do it, so can I!).
Once students have developed a high sense of self-efficacy in a particular content
domain, an occasional failure is unlikely to decrease their self-efficacy perception. This
means a student develops resilient (stable, strong) self-efficacy – belief that s/he can perform
a task successfully even after experiencing some failure.
Students who underestimate their abilities will set unnecessarily low goals for
themselves and give up easily after only minor problems. On the other hand, those who
overestimate their abilities may cause a failure by forming unrealistically high expectations.
As far as students‘ self-efficacy depends on teachers, teachers should present challenges
that students can realistically accomplish. As teacher feedback impacts students‘ self-efficacy,
negative feedback should stress the perspective to improve knowledge (I see you tried, you
made fewer mistakes, so next time it will be still better).
Too easy tasks are not really motivating, the advantage of challenging tasks (especially
for ―strong‖ students) is that they heighten their interest in subject matter. If a task is large and
complex, we should assign it not individually, but to a small group, so that students can
support each other.
To make success possible, teacher should use scaffolding (hinting step by step what
should be done), use few penalties for errors when students are doing some creative task and
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seeking for an answer. Although challenging tasks are good, teachers should remember that
every school day needn‘t be challenging (that would be too stressful).
To provide motivation, teachers should offer students more choices: you don‘t like this
essay title, OK, here is another, you don‘t like this task, it‘s dull – here is another, more
entertaining one, yielding the same result. Students need some autonomy, especially with
extracurricular activities.
It is necessary to focus students‘ attention more on mastery goals than on performance
goals. With this purpose in mind, teachers can:
- show how topics and skills are relevant to students‘ future personal and professional
goals
- insist that students understand rather than memorize classroom material
- give specific suggestions about how students can improve

It is essential that students set their own goals for learning and performance as they
typically work harder toward self-chosen goals (to help them maintain a sense of selfdetermination. By setting and working for a series of short-term, concrete goals – sometimes
called proximal goals – students get a regular feedback about the progress they are making,
they develop a greater sense of self-efficacy that they can master subject matter and achieve at
higher levels.
Teachers should help students meet their need for relatedness. Warm and caring
interpersonal relations are typically among students‘ highest priorities. Students are more
likely to be academically more motivated and successful and more likely to stay in school
rather than drop out, when they believe that their teachers and peers like and respect them and
when they feel that they truly ―belong‖ in the classroom community.
Virtually all students want good relationships with their teachers as well as their
classmates. Thus teachers should show in a variety of ways that they like their students, enjoy
being with them, and are concerned about their well-being. For instance, teachers can express
an interest in students‘ outside activities and accomplishments or provide extra assistance or a
sympathetic ear when needed.
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Teachers need to get students emotionally involved in the subject matter. For this they
might bring to class newspaper articles and other outside materials about which students may
be excited, present material in an enthusiastic fashion, and share the particular questions and
issues about which teachers themselves are concerned.
Keeping anxiety at a low to moderate level increases motivation. Teachers can address
students‘ concerns about their uncertain futures by teaching skills that will be marketable in
the adult world. But perhaps most importantly, teachers must take steps to ensure that students
don‘t become overly anxious about classroom tasks and subject matter. Some strategies that
will help keep anxiety level low are:
- communicate clear, concrete, and realistic expectations for performance
- match instruction to students‘ cognitive levels and capabilities
- provide supplementary sources of support (including additional practice, tutoring, a
structure for taking notes) until mastery is attained
- teach learning strategies that enhance learning and performance (e.g., a ―skeleton‖ for
note-taking: topic, definitions, important ideas, examples)
- assess students‘ performance independently of how well their classmates are doing
(compared to their own previous performance), and encourage students to assess their own
performance in a similar matter
- provide feedback about specific behaviours, rather than global evaluations of
classroom performance (―you did this task well‖ rather than ―you are doing well‖)
- allow students to correct errors, so that no single mistake is a ―fatal‖ one.
Teachers should realize that transitions from a stage to a stage (e.g., primary  middle
school) cause student anxiety. Thus, teachers‘ task is to make an extra effort to minimize
students‘ anxiety. Previously formed friendships may be disrupted in connection with transfer
from a school to another school. Bodily changes connected with puberty may trouble
students. Because of these troubles student may become emotionally disengaged from the
school environment and even drop out.
Competition is challenging for teenagers, but sometimes it may be destructive to the
personality (feeling of being a looser). Teachers‘ task is to make competition fair and losing
stimulating instead of devastating. Students are apt to be motivated by competition if they
believe they have a reasonable chance of winning. Teachers should distribute students into
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groups in such a way that each student has a chance to be in the winning team from time to
time.
Teachers should form and communicate optimistic expectations and attributions. They
should interpret a student‘s failure in a stimulating way (―Perhaps you should try another
strategy‖). If teachers repeatedly give students low-ability messages, students may begin to
see themselves as their teachers see them. In some cases teacher‘s expectations and
attributions may become self-fulfilling prophecies – expectations for an outcome that either
directly or indirectly leads to the expected results. To form students‘ productive expectations,
teachers may:
- look for strengths in every student
- be open to evidence that contradicts their initial assessment of student‘s abilities
- attribute student‘s failures to factors that are controllable by him/herself and easily
changed
When student fails despite obvious effort, attribute his/her failure to a lack of effective
strategies and then help him/her acquire such strategies (Woolfolk, 2006: 196).
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CHAPTER 3. RESEARCH CONCERNING TRADITIONAL AND
ALTERNATIVE ASSESSMENT IN ENGLISH LANGUAGE TEACHING
IN HIGH SCHOOLS
The goal of the research was to find out what kind of assessment is basically applied in
high schools of Georgia, the awareness of teachers, school administrators and parents of
alternative methods of assessment, their attitude to them, as well as to check our hypothesis –
whether the application of portfolio assessment can really have a positive impact on teaching
English (the level of students‘ skills and their motivation). This is why our research includes a
case study and an experiment. Both of them constitute quantitative studies, as measurements
are applied.
3.1 Case Study: Attitude of Georgian Teachers, School Administrations and
Parents to Alternative (Portfolio) Assessment
In order to obtain information about the awareness of Georgian teachers of English on
portfolio assessment we held a questionnaire.
Teachers were from different schools and different nationalities. There were also some
native speakers of English language among them. The purpose of administering the
questionnaire survey was to find out whether portfolio assessment was used by high school
teachers and how it was used, as well as to define teachers‘ attitudes toward portfolio
assessment.
Questionnaire for teachers
The questionnaire comprised 8 questions. Question 2 contained definitions which are
too long to be included in the table. Other questions and answers can be found in the table.
2. If your answer is yes / not sure :
Choose the definition you think is the most appropriate:
a. Portfolios are systematic, purposeful, and meaningful collections of students‘ works
in one or more subject areas. Portfolio collections may include input by teachers, parents,
peers, and school administrators.
b. Portfolio assessment is formal and often standardized type of assessment.
c. Portfolio requires students to make a decision and find out which of two potential
responses is true.
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Teachers answered the 8 research questions through the questionnaire. The
questionnaire was conducted to 100 English teachers who are both from Tbilisi and districts
of Georgia. Teachers were from state and private schools. There was a variety of schools
sufficient to reflect the general situation in the country. Almost all respondents were females
because in Georgia the majority of teachers are females. Still, there were also some males.
Teachers were of different ethnic origins. Majority of teachers were Georgian. Out of 100
teachers 15 were from Turkey. There were also 2 American teachers. The majority of teachers
are working in high schools. 8 teachers are working in different universities, but have an
experience of working in high schools, too. These are teachers who are actively involved in
the process of improvement of the professional skills, they are motivated and qualified
teachers in terms of teaching and learning English. They were best teachers in their field.
While preparing the questions, we used the definition of portfolio assessment in this
research :
Portfolio assessment is a collection of student work that demonstrates achievement or
improvement. Portfolios can be used as a systematic assessment tool in instructional planning
and student evaluation. Portfolio is a collection of evidence that is gathered together to show a
person‘s learning journey over time and to demonstrate their abilities.
The results are presented in the below table:

Table 3-1.1. English language teachers’ awareness of portfolio assessment method
Question
1.
Do you understand what is portfolio
assessment?
2. If your answer is yes / not sure : choose the
definition you think is the most appropriate

3. Have you ever used portfolio assessment?
4. If yes, how much did you like it?

Answer
Yes
No
Not sure
A (correct definition)
B
(totally
incorrect
definition)
C
(similar
to
correct
definition)
Yes, often
Yes, but seldom
No
Certainly liked
Liked more or less
Didn‘t like it

5. If your answer to question 3 is yes, how much

They liked it very much

did students like it?
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Percentage
27
13
60
64
27
9
14
46
40
33%
(out of 60 who
answered
―yes‖)
41%
25%
55%
(out of 60 who
answered

―yes‖)
They liked more or less
Creative

6. If your answer is no, why did you like it?

7. If your answer is ‗no‘ why did not you like it?

8. Which way of assessment do you prefer?

Motivating
Stimulate to study
Imaginative
(the sum is more than 100, as
choosing more than one answer was
permitted)
Difficult to assess
Time consuming
Difficult
to
collect
information
Traditional (oral answers,
written essays, etc.)
Testing
Performance
(including
portfolio)
Combination of traditional
assessment, testing and alternative
assessment

45%
16%(out
of 60 who
answered
―yes‖)
56%
35%
50%

17%
(out of 40 who
answered ―no‖)
45%
38%
27%
22%
14%
37%

We can see that many teachers are unaware or not well informed of portfolio as an
assessment tool in EFL (only 27% said they knew well what it is). What is interesting is that a
few teachers who said they understood what it is chose, however, a wrong definition, while
some who said they didn‘t understand what it is (probably, by exclusion method) chose the
correct definition, which shows that reliability of answers certainly isn‘t 100% due to
insufficient level of profesiional information. Some who are aware, however, do not apply it
in practice, and even some who apply it (60%), are not satisfied (25% of those who have used
it).Teachers who do not apply portfolio say it is difficult to assess (17% of those who
answered ―no‖), time consuming (45%) and it is difficult to collect information (38%) with its
help.

Still, the results of the questionnaire are inspiring enough, as teachers who like

portfolio, find it creative, motivating, stimulating and imaginative – all features that
traditional assessment lacks so much. Also 37% of respondents answered that they prefer a
mixed form of assessment (opinion also shared by us). All this proves that spreading portfolio
as assessment method requires time and effort of its proponents.
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Questionnaire for Parents of Experimental Groups

In order to get information about the awareness of parents of experimental groups on
portfolio assessment I held a questionnaire. The parents of the 11th grade students had a
different social status and belonged to different nationalities / ethnic groups. As innovations
often cause parents‘ protest when they are not informed about the goals of innovations, the
purpose of administering the questionnaire survey was to find out whether portfolio
assessment was known by high school students‘ parents – whether it was used, and if so, what
was their attitude towards it. I had questions translated into Georgian in order to get accurate
results, because not all parents knew English (the Georgian text can be found in the
appendix). Before I delivered the questionnaire, I explained the essence of portfolio
assessment to parents. They asked some questions related to the process of experiment and
assessment. Below find the brief information about portfolio assessment provided to the
parents.
Questionnaire for Parents on Portfolio Assessment
Before the questionnaire was held, a brief explanation of what portfolio is was provided
to parents.
Table 3.1.2. Parents’ awareness of portfolio assessment method
question
1.

answer

percentage

Which type of assessment is

a.

traditional

50%

being used in the school your

b.

performance and project

10%

child goes to?

c.

portfolio assessment

15%

d.

combination of traditional

25%

and authentic assessment
2.

Do

you

approve

of

the

a.

Yes

implementation of portfolio

b.

No

100%

assessment in your school?
3.

If your answer is yes, why do

a) creative

15%

you like it? It is

b) motivating

60%

c) stimulate to study

25%

4.

Why don‘t you like it?

No answers were given

5.

Do you think that traditional

Yes

60%

testing really reflects your

No

40%

child‘s level of English skills?
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6.

If yes, why do you think so?

It is generally accepted, and specialist know

60%

better
7.

If not why?

a) the assessment emphasizes grammar skills

15%

too much and communicative skills not so
much
b) shy children are not stimulated by the

20%

existing system

5%

c) no comment given
8.

Which way would you like

a) traditional assessment

30%

your child to be assessed?

b) testing

25%

c) portfolio assessment

20%

d) combination of traditional and authentic

25%

assessment

We can see that, according to information available to parents, mostly traditional
assessment (50%) is used, few teachers use performance and project assessment (10%), few,
but a little more (15%) use portfolio assessment and many enough (25%) use a combined
approach. It means that contemporary ways of assessment are slowly gaining place in the
schools. Of course, to my mind ,the situation has to be changed in favor of a mixed approach.
Though the majority of parents think that the existing assessment is adequate, 40%
(which is almost half) believe it does not quite realistically reflect the level of English skills
that their children have (this is why I do not offer to substitute the existing system of
assessment by portfolio, but the combine the traditional, testing and performans assessments).
The majority of parents did not give any comment, but some (15%) said that the
assessment emphasizes grammar skills too much and communicative skills not so much, and
some (20%) said that shy children are not stimulated by the existing system. These factors are
certainly important, I would add to the disadvantages of the existing system its mechanical
and reproductive system, etc. (see subchapter 1.5.).
We can see that the majority of parents rely on the traditional assessment (30%) and
testing (25%). This is not surprising, as they are/may/need not be very much acquainted with
innovations in education. They naturally support the way they were assessed and the
assessment which has already become familiar for them. However, as they are among
stakeholders in education (they care about what and how their children are taught), they need
to be better aware of the nature and benefits of innovations (unfortunately, if they rely totally
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on the mass media, they sometimes present all innovations in a dark light). But the fact that
after a very brief information 25% of them supported the idea of a combined way of
assessment (a proponent of which I am) and even 20% supported assessing children only
through portfolio means that the view on this kind of assessment is not so negative, and it may
improve with time, when it becomes widely known to society.
Questionnaire for Administrations
In order to get information about the awareness of administrations of different schools
on portfolio assessment, I also held a questionnaire.
Questionnaire was held in six different schools in Georgia (Tbilisi and Kutaisi). Some
schools were private, and some - state. The purpose of administering the questionnaire survey
was to find out whether high schools administrators were aware of portfolio assessment and,
if so, how it was used (if at all). I also aimed at finding out administrators‘ attitudes toward
portfolio assessment. I had the questions translated into Georgian in order to get accurate
results, because not all respondents knew English (see appendix 4). Before I delivered the
questionnaire, I explained about portfolio assessment to administrations as they might not
have known the term (in the questionnaire before questions there was a brief information
about portfolio assessment).They had asked some questions related to process of experiment
and assessment. The questionnaire was filled in by principals and vice-principals. From each
school at least three authorized people responded (totally 20 people).

Table 3-1.3. Administrators’ awareness of portfolio assessment method
Question
1.

Answer
Which type of

assessment is being used in your
school?

Percentage

a. traditional assessment

40%

(tests, gap filling, essay questions)
b. performance and project

35%

assessment
c. portfolio assessment

5%

d. combination of traditional

20%

and authentic
e. other (name)
2.

Would you

approve of the implementation of

A –Yes

0%
100%

B - No

portfolio assessment in your
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school?
3.

4.

If your answer is yes, why

a.Creative

do you like it?

b.

Why don‘t you like it?

15%
Motivating

60%

c. Stimulates to study

25%

d.

0%

Imaginative

e. Other

0%

a.difficult to assess

0%

b.

0%

time consuming

c.difficult to collect

0%

information and documents
5.

Do you think that

traditional testing really reflects

A - yes

45%

B - no

55%

students‘ level of English skills?
6.

If yes, why do you think

No answers given

so?
7.

If not, why not?

No answers given

8.

Which way should your

A) Traditional method

10%

student to be assessed by?

B ) Testing

35%

C) Portfolio assessment

25%

D) Combination of traditional and

30%

authentic assessment

40% of respondents (8 administrators) answered that only traditional assessment is used
in their schools, which is really too bad. 35% ( 7 administrators) said that teachers in their
schools used a combination of traditional and contemporary methods. 20% (4 people) wrote
that performance and project assessment is used, and 5% (1 person)

mentioned using

portfolio. However, it means that 60% of schools use to this or that degree contemporary
methods, which is, finally, not so bad, especially taking into consideration the answers to the
second question – all of them say they would like to use portfolio assessment in their schools.
45% rely on testing as a measure of students‘ skills level, however, they either were unable to
formulate the reason or did not care about answering this question.
Positive attitude towards portfolios, expressed by all administrators, was explained by
respondents by its motivation character (60% - 12 respondents), stimulating nature ( 25% - 5
respondents) and creativity (15% - 3 respondents). Nobody named any reason for disliking
portfolios. They were quite in disagreement concerning the right method to be used for
84

students‘ assessment, which, from my viewpoint, emphasizes the fact that school
administration should be better informed about the contemporary requirements towards
assessment. Seven of them (35%) named as their preference testing, 6 (30%) - the combined
assessment, five (25%) – portfolio, and two (10%) – traditional assessment.

3.2 Experiment Procedures
3.2.1 Research Design
Experiment in order to compare traditional assessment only and its combination wuth
one of authentic assessments (portfolio assessment) was held with the 11th graders (11-A, 11B, 11-C,) at Private Demirel College in education year 2011/2012.
I used both qualitative and quantitative methods of research. Case studies are generally
qualitative, however, they may apply quantitative methods as well when not only a model is
described / offered, but also measurements are applied. Thus, survey as a quantitative method
was used to collect data on general background and evaluative form of the instruction.
Experiment (with one control and two experimental groups) was held, with the control group
taught without the application of portfolios, while in experimental groups two different kinds
of portfolios were used (show-case portfolio in one group and teacher-student portfolio – in
the other). Otherwise teaching in all three groups was identic – same number of hours (4
lessons per week, 40 minutes each) same textbooks (Aim – High by S. Iannuzzi, P.Kelly,
Oxford University Press, 2011), same methods of material presentation, and same activities
and assessment. The applied textbook contains portfolio assessment tasks, but very few. At
the end of each unit there is a part where students self-assess their knowledge in order to
check students‘ progress in different skills. Though the book does involve portfolio
assessment, it is not very much emphasized and due to this reason, teachers were not using it
before my experiment. A pre-test, 2 while-tests and a post-test were used to measure and
compare the scores of the students. Both methods aimed at revealing the results before and
after experimental instruction in all groups.
The goal of the experiment was to see whether the offered by me hypothesis is
confirmed. In other words, I needed to see whether educational portfolio, combined with
traditional ways of assessment (oral, written, and objective testing) is an effective means of
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assessment. The reasons of efficiency of portfolio assessment are that it gives a more accurate
measure of students‘ achievements and contributes more to students‘ progress.

The aims of the experiment (in the experimental groups) were the following:
- to increase student motivation through the application of portfolio,
- to provide students‘ active involvement in learning,
- to stimulate students to take the responsibility for their learning,
- to develop a positive students‘ attitude toward all skills in English,
- to raise the students‘ general language competence,
- to encourage students to study and work independently,
- to give a chance to the students to reflect about their work and knowledge,
- and to encourage teacher-student conferencing
The methodology underwent a 15-week-long action research for (in the second
semester of 2011-2012 academic year). The participants, the procedure, and the results are
discussed separately in subsections.

3.2.2. Participants
Participants were the students of the Private Demirel College - 11th graders (11A, 11B,
and 11C). At the beginning of the second semester of 2011-2012 academic year seventeenyear-old students of the 11th grades at Private Demirel College were selected with their
consent for the experimental teaching. I was informed by the school administration of these
students that they were weak and their grades in language courses were average. But this was
not a problem, as the main reason was to select students with lack of motivation in order to
increase it. I observed the classes and spoke to students, so I understood all 11th graders were
bored having traditional assessment used all the time. They were really fed up with testing,
essay questions, multiple choice questions, retelling texts by heart, and others. The students
filled in the questionnaire forms, which contained questions about students‘ age, nationality,
duration of English language learning, and social conditions of the family.
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Features of class A (experimental)
The students had low motivation in learning. Their interest in English language was
deficient. The students‘ language scores revealed their weakness. The students were divided
into the groups with approximately equal language levels according to their language learning
aptitude: at pre-intermediate level –5 students, intermediate- 4 students, and upperintermediate – 5 students.
Table 3-2 Statistical data of class A
Total number of students

13

Nationality

12 Georgian

Age

17

Language Level

9 intermediate

Social Condition

Average

Sex

9 male

1 Azerbaijani
4 upper intermediate
4 female

The students were 17 years old by the time the experimental teaching started. Four of
them were girls and the rest of them were boys. All except one were Georgians. There was
one Azerbaijani student. The question about social condition of the students‘ families has
revealed that only in 5 cases both parents worked, and one of the parents worked in 8
students‘ families. The duration of experience of learning English (at school, at language
courses, and with tutors - altogether) varied from 3 to 10 years.
Features of class B (experimental)
The students had low motivation in learning. This group did not have enough
competence in English. The students were divided into the groups with approximately equal
language levels according to their language learning aptitude: at intermediate - 11 students
and upper-intermediate level – 6 students.

Table 3-3 Statistical data of class B
Total number of students

17

Nationality

14 Georgian

3 Azerbaijani

Age

17

Two students are 16

Language Level

11 Intermediate

6 upper intermediate

Social Condition

Average
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Sex

7 male

10 female

The majority of students were 17 years old by the time the experimental teaching
started. In this group there were 10 girls and 7 boys. Majority were Georgian, except three
Azerbaijani students. The question about the social condition of the students‘ families has
revealed that only in 5 cases both parents worked, one of the parents worked in 9 students‘
families, 3 students‘ parents were unemployed. The duration of experience of learning
English (at school, at language courses, and with tutors - altogether) varied from 3 to 10 years.
Features of class C (control group)
6 students had the pre-intermediate level, 2 students- intermediate, while 5 students upper-intermediate level.

Table 3-4 Statistical data on class C
Total number of students

13

Nationality

11 Georgian

2 Azerbaijani

Age

17

Two students are 16

Language Level

6 pre intermediate

5 upper intermediate

2 Intermediate
Social Condition

Average

Sex

8 male

5 female

The students were 17 years old by the time the experimental teaching started. In this
group there were 5 girls and 8 boys. The majority were Georgian except two Azerbaijani
students. The duration of learning English (at school, at language courses, and with tutors altogether) varied from 3 to 10 years. Only in 4 cases both parents worked, one of the parents
worked in 7 students‘ families, and 2 students‘ both parents were unemployed.
3.2.3 Procedure
The experiment was held with 11th graders (11-A, 11-B, 11-C,) at Private Demirel
College Tbilisi, Georgia) in the academic year 2011/2012. The control group was taught
without the application of portfolios, while in experimental groups two different kinds of
portfolios were used (show-case portfolio in one group and teacher-student assessment
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portfolio – in the other). Otherwise teaching in all three groups was identical – the same
number of hours (4 lessons per week, 40 minutes each), the same textbooks (Aim – High by
S. Iannuzzi, P.Kelly, Oxford University Press, 2011), the same methods of material
presentation, the same activities and assessment. The textbook contains portfolio assessment
tasks, but very few. At the end of each unit there is a part where students self-assess their
knowledge in order to check students‘ progress in different skills. Though the book involves
portfolio assessment, it is not emphasized very much and for this reason, teachers were not
using it before my experiment. A pre-test, 2 while-tests and a post-test were used to measure
and compare the scores of the students. Both methods aimed at revealing the results before
and after experimental instruction in all groups.
The students underwent a15-week-long action research in the second semester of 20112012 academic year. The participants and the results are discussed separately in subsections.
In the educational process all groups periodically took the same tests, but the students of
the control group were assessed (for semester grades) through oral answers, individual written
work like dictation, question-answer, and essays and testing (no self-assessment results were
included), while the students of the experimental group were seldom assessed by oral
answers, individual written work like dictation, question-answer, and essays and often
assessed through portfolio:
a) show-case portfolio in group A
b) teacher-student portfolio in group B
In both experimental groups the semester grade constituted 30% of portfolio assessment
results and 70% - of traditional (mostly testing) assessment results.
The differences between the instruction in control and experimental groups are
presented in the table 3.5.
Table 3-5 Differences between traditional and experimental instruction
Groups

Control group –
traditional assessment

Type of assessment

Experimental groups –
portfolio assessment

Traditional methods, testing,
essay questions.

Portfolio assessment and
testing
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Individual, pair, group and

Activities

Individual, pair, group and

whole-class work, with emphasis

whole-class work, with emphasis on

on teacher feedback

student feedback and creativity

Centered

Mostly teacher centered

Student centered

Every week students of the experimental groups brought their portfolios (some –
included in the student‘s book, others – given by the teacher) to share and show their own
documents to each other. Once a week, teacher was checking the all portfolios.
In group A the students prepared some pieces of work in order to describe their interest
in related areas and held presentations (showcase) once a week. During the presentations
everybody could ask presenters questions concerning his/her portfolio. Assessment (based on
criteria that students knew beforehand) was done by teacher and students in cooperation. For
example, one of my students whose portfolio was assessed as the best in the class at the end
of the year, likes playing the guitar very much, therefore, he drew a picture of guitar, in his
paper there were some sayings and quotes by famous guitarists. There was also his article
written for the students‘ olympiad. It included several different samples of creative writing (a
poem and a short story, an essay, a written assessment for a novel study/unit test, and a
presentation/project) – all of them dealing with the guitar.
The criteria of assessment of students‘ portfolios were:
(Text) volume of one piece should not be less than a page and should not exceed 2
pages (so that they are commeasurable).
To pass, it is necessary to obtain 5 points, so all aspects do not haave to be satisfactory.
Table 3-6 Rubric for portfolio assessment

Contents

Satisfactory
0.5

Good
1

Excellent
1.5

Structure (logical)

0.25

0.5

1

0.5

1

1.5

0.25

0.5

1

Language:
vocabulary
grammar
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0.25
0.25

0.5
0.5

1
1

Answering
questions on the file

0.5

1

1.5

Overall
impression
Total

0.5

1

1.5

3

6

10

style
Visual aspect

See some samples of show-case portfolios in the appendix.
In group B (teacher-student portfolio) after each unit I gave students an assessment
paper of a studied unit which was divided into two columns. The first was assessed by student
himself/herself, while the second - by the teacher. Teacher and student discussed those parts
of portfolio where their assessments differed. Both gave reason why they thought so and they
had to come to a consensus. By the end of the semester students‘ and teachers‘ assessments
basically coincided, which means that students learned to do a more objective selfassessment, to look at their knowledge and skills critically and realistically. This (hopefully)
also should lead to better learning, as students knew about their strengths and weaknesses and
understood the need to take them into consideration in the process of study. This kind of
portfolio seems less creative and exciting than show-case portfolio, but it certainly is studentcentered.

A Sample of Teacher-Student Portfolio
Assessment of unit 5 ( You are cured)
Student’s name and surname:
Class:
Table 3-7 Teacher-Student Portfolio
*I need more practice

** I sometimes find this *** No problem
difficult

TEACHER

STUDENT

TEACHER
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STUDENT

TEACHER

STUDENT

I

can

understand
text

a

about

plant
medicines.
I

can

describe
sensations and
talk

about

medical
treatment.
I

can

use
preparatory it
as an object.
I

can

write a blog,
using
metaphors and
similes.
I
differ

can
some

difficult words
in

terms

of

homophones
I

can

understand the
often confused
words

Description of the Tests Used for Language Skills Assessment in All Groups
As we have mentioned, students‘ language skills were assessed before the experiment, 2
times - during the experiment and once - after the experiment. All these tests were in the same
format to provide comparability of results. We applied them in all three groups. We avoided
using portfolio in assessment. The tests involved the following tasks: vocabulary (naming a
synonym, choose the correct word), reading comprehension (true, false, no evidence; answer
the questions), grammar (gap-filling, making up sentences with the given word), checking
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reading/writing/grammar and vocabulary skills simultaneously (completing the dialogues). It
is easy to see that tasks include close and open-ended, mechanical and creative, receptive,
reproductive and productive tasks which permits to measure students‘ skills both holistically
and according to skills, objectively and communicatively. The assessment was done out of 10
points, as it is normally done in Georgian schools.
Table 3-8 Equivalence of points’ calculation
10 POINTS EQUAVALENCE TO 100 POINTS
ECTS

10 POINTS

A(Successful)

10

96

100

B(successful)

9

90

95

C(successful)

8

80

89

D(successful)

7

70

79

E(successful)

5-6

50

69

1-4

0

49

F(fail )

100 POINTS

Here is one sample test.
Sample Test
PRIVATE DEMIREL COLLEGE 11TH GRADERS ENGLISH EXAM
Name:
Vocabulary
Task –A1 Replace the underlined words with a suitable word or expression.
1 It‘s normal to feel dizzy at high altitudes. __________
2 A hot lemon drink can lessen the symptoms of a cold. __________
3 The smell of cheese makes me feel nauseous. __________
4 Karen always feels nervous before an exam. __________
5 It is now possible to treat with success many diseases. __________
6 Alison was feeling slightly ill. __________
7 Some medicines can cause death if taken in the wrong amounts. __________
8 Poor Edward, he‘s got a runny nose. __________
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9 It is believed that a small amount of aspirin a day can reduce high blood pressure.
__________
10

I couldn‘t stand the pain any longer, so I took a painkiller. __________
Marks: __ /10

Task –B1 *Choose the correct option.
Dave is a wet / shrinking blanket and he never wants to do anything except watch TV.
2 *Choose the correct option.
Sam is very reliable / dogmatic and it‘s difficult to exchange opinions with him.
3 Choose the correct option.
We were told to cite / look up to reliable sources in our history projects.
4 Choose the correct option.
Kate is very conceited / charismatic and she thinks she‘s the best student in the school.
5 *Choose the correct answer.
Alice is as nice as … most of the time but she can have a short fuse at times.
A pie

B chalk

C violet

6 Choose the correct answer.
The president has decided to … the government‘s plans and postpone them.
A oversee

B overlook

C override

7 *Choose the correct answer.
Sally was the life and …of the school trip to London. She made everyone laugh.
A shoulders

B soul

C fuse

8 Choose the correct answer.
I‘ve got three … but I‘m the eldest.
A siblings

B blankets

C tabs
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9 Choose the correct answer.
He thinks his ideas are really important and he always sounds really ...
A quick-witted B spontaneous

C pretentious

10 Complete the sentence with the correct form of the word in brackets.
He‘s been in the …………………… a lot since he published his new book. (light)
Marks: __ /15

TASK-CReading
3 Read the text. Are the sentences true, false or don’t know?

The best medicine of all
Laughing is a universal phenomenon that breaks down barriers, unites people and is
generally infectious, without any side effects. Doctors agree that a good dose of laughter can
contribute to good health and feeling well, but is there any real scientific basis for
recommending laughter as a valid medicine? The field of psychoneuroimmunology is the
study of how psychological factors, the brain and the immune system, interact to influence
health. It is now universally accepted that laughter can reduce blood pressure, reduce harmful
stress hormones and boost the immune system. When you laugh, endorphins are released
giving you the sense of well-being. Endorphins also act as the body‘s natural painkillers. On a
more basic level, laughter provides us with aerobic exercise increasing the body‘s ability to
use oxygen.
Humor therapy is a growing practice in many parts of the world and includes laughter
therapies ranging from laughter meditation to laughter yoga. Another example is clown
therapy, which is widely used in hospitals with sick children. Laughter is a great distracter for
pain and studies show that children benefit more from their treatment and that their anxiety is
reduced considerably after a few entertaining visits from a clown. Though laughter can‘t cure
everything, it can certainly be considered as nature‘s most natural medicine.
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1 Laughter brings people together.
2 Too much laughter has a number of negative side effects.
3 Laughter is a reflex that connects the brain with the immune system.
4 Laughter is as good as a 20 minute workout at the gym.
5 Clowns can make children feel better emotionally.
Marks: __ /20
4 Read the text again and answer the questions with a complete sentence.
1 Why can laughter increase your sense of well-being?
__________________________________________________________________
2 What is psychoneuroimmunology?
__________________________________________________________________
3 What are the main health benefits of laughter?
__________________________________________________________________
4 What evidence is there that laughter is a valid treatment?
__________________________________________________________________
5 Why are clowns being used in hospitals?
__________________________________________________________________
Marks: __ /15
TASK-DGrammar
5 Complete the text. Write one word in each gap, where necessary.
Many people find 1__________ difficult to follow a healthy diet. For example, it is well
known 2__________ you should eat fruit and vegetables every day, but people still prefer
their cakes and pies. Nutritionists also 3__________ it clear that a low fat diet is 4__________
essential for good health. This is something people often forget when dining out on fast foods.
5

__________ is the high amounts of saturated fats that make these meals particularly

unhealthy. People also find it hard 6__________ accept that eating lots of red meat
7

__________ not good for you. Older generations recall the time when beef was a luxury. It

may 8__________ explain why people eat so much meat today. Doctors admit 9__________ a
lot of popular diets are not effective, and have problems convincing patients that
10

__________ can be prejudicial to health.
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Marks: __ /10
6 Put the prompts in order. Then write sentences using preparatory it followed by
a clause or infinitive expression.
1 surprising / don‘t recycle their rubbish / more people
__________________________________________________________________
2 homes without electricity / central London / incredible / find
__________________________________________________________________
3 annoying / all the tickets had been sold / discover
__________________________________________________________________
4 learn / pass your English oral exam / everyday English / essential
__________________________________________________________________
5 laugh now and again / be happy / if you don‘t / difficult
__________________________________________________________________
Marks: __ /10

TASK-ELanguage skills
7 Complete the dialogue.
Andy

Hi Steve. Did you choose a martial art in the end?

Steve

Yes, after a bit of 1__________ and error, I decided that Tai Chi was right for

Andy

Tai Chi! That‘s for old people. It‘s so slow it must be 2__________ exciting as

me.
watching 3__________ dry?
Steve

Actually, I love it. You should give it a 4__________.

Andy

But it can‘t be as good for your health as other sports.

Steve

Actually, health experts 5__________ that Tai Chi is very good for your overall

health, especially for high blood 6__________. Anyway, how‘s your foot?
Andy

It‘s better after the 7__________ from the physiotherapist but there‘s still a lot

of 8__________. So no football for another few weeks. Fortunately my doctor has reduced my
daily 9__________ of painkillers.
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Steve

It looks like you need an

10

__________ form of exercise until you can play

again. Are you sure you don‘t want to do Tai Chi with me?
Marks: __ /10
8 Complete the mini-dialogues.
Dialogue 1
A
1

_________________________________________________________________?
A

Yes, I have. It was really relaxing but the mud felt quite slimy.

A
2

_________________________________________________________________?
A

No I haven‘t. I hate needles but think I‘d like to try some other types of

therapy.
A
3

_________________________________________________________________?
A

Maybe aromatherapy, or something like yoga.

Dialogue 2

1

A

Are you nervous?

A

Yes,

very.

_____________________________________________________.
A

Camomile tea is good for the nerves. Would you care for some?

B

5

___________________________________________________________

queasy.
Marks: __ /10

3.3 Results and discussion
Test and questionnaire on motivation results are shown in the tables below.
Table 3-9 Test results for Experimental Group A (Showcase Portfolio)
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I‘ve

Student

Pre-test

While-test-1

While-test-2

Student 1

8

9

9

Student 2

10

10

10

10

Student 3

7

9

10

9

Student 4

9

10

10

10

Student 5

8

8

10

10

Student 6

10

10

10

9

Student 7

8

8

10

10

Student 8

9

9

9

10

Student 9

8

10

10

10

Student 10

9

8

9

10

Student 11

7

9

9

10

Student 12

9

9

9

10

Student 13

9

8

8

9

Mode

9

9

10

10

Median

8.5

9

8.5

9.5

Mean

8.54

9.00

9.58

9.83

0.97

0.82

0,51

0.39

Standard
deviation

t-test

Pos
10

Motivation was measured as very low (1 point), average (2 points) and high (3 points)
Table 3-10 Motivation results for experimental group A

motivation before
experiment
Student 1
Student 2
Student 3
Student 4
Student 5
Student 6
Student 7
Student 8
Student 9

motivation
experiment
3
2
3
3
3
3
2
3
3

2
1
2
1
2
1
1
2
2
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after

Change (write if it
increased, remained the
same or decreased)
Improved
Improved
Improved
Improved
Improved
Improved
Improved
Improved
Improved

3
3
2
1
1.7

Student 10
Student 11
Student 12
Student 13
Average

3
3
3
3
2.8

Same
Same
Improved
Improved
Improved

The results in the table 3.9 show that the grades in this experimental group were
constantly improving. Not only the mean, but also the mode (most often received grade) was
growing. Median (the middle point between the top and the lowest result), which often better
demonstrates the trends, fell to some degree in the second while-test, but finally demonstrated
some growth. What is interesting, the standard deviation was decreasing from measurement to
measurement which shows that the level of skills in the group not simply increases, but is
becoming more even from student to student, which means that the improvement of the
average points is not reached due to the effort of a few students, but due to the growth of skill
level of the majority of students.
The results in the table 3.10. show that the motivation of the majority of the students
improved (two students‘ motivation had been and remained high). Some (3 out of 13)
dramatically improved their attitude (1  3 points).
Table 3-11 Test results for Experimental Group B (Teacher-Student Portfolio)

Student

Pre-test

While-test-1

While-test-2

Student 1

8

10

9

Student 2

10

10

10

10

Student 3

8

9

8

9

Student 4

9

10

10

10

Student 5

8

8

9

10

Student 6

10

10

10

9

Student 7

8

8

7

9

Student 8

9

9

8

9

Student 9

8

10

10

10

Student 10

7

8

9

8

100

test

Post10

Student 11

7

8

8

8

Student 12

10

9

9

10

Student 13

9

8

8

8

Student 14

8

9

9

10

Student 15

8

8

9

9

Student 16

7

7

10

10

Student 17

7

8

8

9

Mode

8

8

9

10

Median

8.5

9

9.5

9.5

Mean

8.2

8.7

8.8

9.2

1.04

0.97

0.92

0.7

Standard
deviation

Table 3-12 Motivation results for experimental group B

motivation before
experiment
Student 1
Student 2
Student 3
Student 4
Student 5
Student 6
Student 7
Student 8
Student 9
Student 10
Student 11
Student 12
Student 13
Average

motivation
experiment
3
2
3
3
3
2
2
3
3
3
3
3
3
2,769231

2
1
1
2
3
2
1
2
2
2
3
2
1
1,846154

after

Change (write if it
increased, remained the
same or decreased)
Improved
Improved
Improved
Improved
Same
Same
Improved
Improved
Improved
Improved
Same
Improved
Improved
Improved

The results in the table 3.11 show that the grades in this experimental group were
constantly improving. Not only the mean, but also the mode (most often received grade) was
growing. Median demonstrated growth (between the second while-test and the post-test it
didn‘t grow any more, but it has reached a high level of 9.5). The standard deviation, like in
the group A, was decreasing from measurement to measurement, which shows that the level
of skills in the group not simply increases, but is becoming more even from student to student,
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which means that the improvement of the average points is not reached due to the effort of a
few students, but due to the growth of skill level of the majority of students.
The results in the table 3.12. show that motivation of the majority of the students
improved (two students‘ motivation had been and remained high). Some (2 out of 13)
dramatically improved their attitude (1  3).
If we compare the results of the two groups, we can see that in group A the growth of
skill level (8.54  9.83) is a bit faster than in group B (8.2  9.2). It can be seen better
visually in Figure 1. As for motivation, its dynamics was as follows: in group A the average
level of motivation increased from 1.7 to 2.8, while in group B – from 1.8 to 2.7. It means that
the show-case portfolio is a little more efficient, but not significantly, than a teacher-student
portfolio. To see the difference more visually, we presented it in figure 3.1.
Figure 3-1 Comparison of results of group A and B
3

2,5

2
before experiment
1,5

after experiment

1

0,5

0
group A

group B

These results cab bring us to conclusión that both typed of portfolios are effective and
can / should be applied.

Table 3-13. Test results for the Control Group C
Student

Pre-test

While-test-1

While-test-2

Pos
t-test
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Student 1

8

8

8

7

Student 2

7

8

9

9

Student 3

6

9

9

9

Student 4

5

6

6

6

Student 5

8

7

7

8

Student 6

10

8

9

9

Student 7

6

6

8

7

Student 8

9

7

8

8

Student 9

8

8

6

8

Student 10

7

8

9

9

Student 11

8

9

9

8

Student 12

9

9

9

8

Student 13

7

8

7

8

Mode

8

8

9

9

Median

7.5

7.5

8

7.5

Mean

7.54

7.69

7.92

7.85

Standard

1.39

1.03

1.86

0.90

deviation

It is important to see how much the students‘ skills improve and if they improve at all.
Initially group C was somehow weaker (pre-test result 7.54) than group A (pre-test mean
result 8.54) and group B (pre-test result 8.2.). However, what is important for us is not just
the level of skills the three groups finally reached, but their dynamics. The obtained results
show that students‘ skills in group C grow slower, besides, their motivation almost does not
improve. This shows that students assessed only by traditional methods maintained low
motivation and their English skills‘ level practically did not improve. Thus, the traditional
assessment methods do not demostrate the positive impact that any assessment methods are
expected to have.
To make the results more visual and comparable, let us present them in graphs (figure
3.2.).
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Figure 3-2 Mean test results during the experiment
12

10

8
Experimental A
6

Experimental B
Control C

4

2

0
pre-testing

while-testing 1

while-testing 2

post-testing

One can notice a fast and stable growth in experimental group A, a relatively fast and
stable growth in group B and a slow growth and then even a little drop in group C.
What we can see in the table 3-13, is that the median in group C is not increasing and
the mode and the mean are increasing slowly, and the mean even drops a bit in the end, so the
results in this class are not as good as in the experimental classes. Besides, the standard
deviation in three cases out of four is above one (in a 10-point assessment system), which
means that the class was rather heterogeneous in the beginning of the experiment and
remained so till its end. Neither the best, nor the worst students really improved.

Table 3-14 Motivation results for control group C
motivation before
experiment

motivation
experiment

after

Change (write if
it increased, remained
the same or decreased)

Student 1

2

2

Same

Student 2

1

2

Improved

Student 3

1

1

Same

Student 4

2

2

Same
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Student 5

3

2

Decreased

Student 6

2

2

Same

Student 7

1

2

Improved

Student 8

2

2

Same

Student 9

2

1

Decreased

Student 10

2

3

Improved

Student 11

3

2

Decreased

Student 12

2

1

Decreased

Student 13

1

1

Same

Average

1.5

1.75

Increased

Motivation in group C not only does not increase dramatically (only 2 students
increased their motivation from 1 to 2 points, and one – from 2 to 3 points), like it happened
in groups A and B, but also decreases in 4 cases out of 13.
The average level of motivation has increased in control group a little (1.5  1.75) but
not as much as in the two experiment groups (A:1.7 2.8; B:1.8  2.7 ).
In Figure 3-3 motivation in all three groups is compared. We can see that the
experimental A group reveals the greatest increase in motivation, the experimental group B
shows a little bit lower, but also good results, while in the control group C very little progress
is visible.
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Figure 3-3 Motivation change during the experiment
3

2,5

2
Experimental A
1,5

Experimental B
Control C

1

0,5

0
pre-teaching

post-teaching

Conclusions of Experiment
Thus, we can say that the results of the experiment are in agreement with my hypothesis
that a combination of traditional and portfolio assessment yields a higher motivation and,
correspondingly, a higher level of language skills than purely traditional assessment. Between
the two types of portfolio assessment compared, the show-case portfolio turned to be both
more motivating and effective than the teacher/student type of portfolio.
Limitations of Research
Of course, based on these results, it is too difficult to come to generalized conclusions,
as:
- the duration of the experiment was limited to one semester
- the experiment was held in one grade of one school in Georgia, with 43 students
- while the difference in motivation change is quite obvious, the difference between
skill level growth is not that impressive
- I have tried only one proportion between the traditional and portfolio assessment
(70% to 30%), but if the ratio is changed, the results may be different. Maybe at a different
ratio the difference between the traditional and portfolio assessment becomes more obvious or
vice versa.
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Directions of Further Study
To come to really generalizable results, further studies are to be held, with more
participants, in more schools, towns and countries, for several years, and different ratios
between traditional and portfolio assessment.
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CONCLUSIONS
1.

Methods of assessment are a very important part of teaching methods, a kind of

a ―crown‖ demonstrating students‘ success and failure, motivating them to improve and just
to learn. The functions of assessment of students‘ knowledge and skills are: motivation;
learning and correction, upbringing, optimization, informing, research. However, traditional
assessment methods (oral answer /written essay, testing involving close-ended/objective and
open-ended/subjective questions) are not authentic (these tasks are not part of real-life
language applications). Due to this some students may be highly assessed, but unable to
communicate in the real-life situations in the target language adequately, while other students,
receiving low grades, effectively communicate. This is why contemporary methods of
assessment (including portfolio) are necessary in order to provide the students with linguistic,
sociolinguistic, linguopragmatic, linguocultural, and strategic competences they will need in
real life.
2.

Based on literature analysis I came to conclusion that the ―weighty‖ advantages

of portfolio assessment are: it is student-centered, promotes student self-assessment and
collaborative assessment, is less stressful, enhances student motivation, has a systematic
character, and focuses on improvement, not on comparison with others.
3.

The analysis of research on this topic showed me that all methods of

assessment have certain advantages and disadvantages. Thus, none of them should be
abandoned or chosen as the only way to assess students‘ knowledge and skills. What I
recommend to language teachers is to assess students‘ knowledge of language through a
combination of traditional and authentic assessment. In our experiment, for example, we
assigned 70% of assessment to traditional assessment and 30% - to portfolio assessment.
4.

The types of alternative/authentic assessment viewed in the references are

show-case portfolio, teacher-student portfolio and teacher alternative assessment portfolio.
The format in which portfolios are done may be on-paper or electronic. As I believe that
teacher alternative assessment portfolio is, in fact, a kind of teacher-student portfolio, I
concentrated the experiment on two types of portfolios: show-case and teacher-student. Onpaper format was applied due to unavailability to some students of computers at home.
5.

The case study dealing with awareness and attitudes of shareholder

(administration, teachers and parents) towards portfolio as a means of assessment of language
skills showed that:
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- many teachers are not well informed of portfolio as an assessment tool in EFL;not all
those who are aware, however, not apply it in practice, and even some who apply it are not
satisfied. It means that teachers need to be better aware of innovations in methods of teaching
and assessment. The case study showed that the majority of teachers who are well aware
about portfolio are satisfied with it and are ready to go on using it, alongside with the
traditional assessment.
- the majority of parents rely on the traditional assessment and testing. Naturally, they
support the way they were assessed and the assessment which has already become familiar.
Today parents, as the especially interested in education results part of society, are listened to
when educational planning is done. Correspondingly, they need to be informed by the
teachers and administration about the advantages of the innovative methods of teaching and
assessment, applied to their children.
6.

The experiment held by me showed that a combination of traditional and

portfolio assessment yields higher motivation and, correspondingly, higher level of language
skills than purely traditional assessment. Between the two types of portfolio assessment
compared show-case portfolio turned to be both more motivating and effective than
teacher/student type of portfolio.
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Georgia‘s champion,professional Georgian belt‘s owner in heavy weight is training with
Sydney olympic games‘ bronze winner-Vladimer Chanturia. He is a wrestler for 6 years and
now he is a member of Davit Kandelaki‘s club.
Basketball euro league‘s second tour wasn‘t very successful for Georgian Team,but they
left very good impression.
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INTERVIEWS
INTERVIEW WITH A SCHOOL DIRECTOR
-Firstly thank you that you agreed to have an interview with us.. First question:
You‘re a school director.. What can you say about your job?Is it hard or easy? How much is
it important in your life?
-It‘s the most important thing in my life.. Being a director actually is very hard job.There is
very huge burden on my shoulders and to carry this needs very very big motivation also you
need to take care of all things,not only students also teachers and all other stuff and other
things… But being a director took really good place in my life.
-When you were a child,who did you want to become?
-Actually I wanted to be a teacher,I didn‘t want to be a director but I reached my aim and now
I am a teacher and a director at the same time…
-And how did you become a school director?
-After 5 years of experience I became a director,at first I was a regular teacher,after four years
became a vice principal and then I became a director
-Did anything change in your life?
-Sure,A lot of things changed,I was going at home at four and now I‘m getting back at home
at six o‘clock.
-what are you planning for future?
-We don‘t know the future,we‘re not responsible for the past and most important time is
during this time… I have future plans about my career I will share it to you soon…
-Who is your ideal?
-Actually I don‘t have an ideal,but there are many experienced people,for example my
high school teacher,I wanted to be like him.
-and everybody wants to know,when the gym will be finished?
-Soon,coming soon…
-what can you say about Kurban bairam?
-Kurban bairam is very important event in Turkey,not only in Turkey in all muslim countries..
In this event people sacrifice animals and share its meat with poor people,with people who are
in need,and also all people are together and celebrate bairam,and also small children go to
their relatives…and it‘s very good event..
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-And the last Question.. Are you going to change anything in our school?
-Yes we have some surprises…………
-Oh,that‘s interesting… Thank you a lot for your answers..Thanks…

INTERVIEW WITH MARIA
Firstly,thank you very much for participating.. I want to ask you some questions.
why did you come to Georgia?
-because my father works here
-How long are you here?
-Maybe for 4 months
-Do you like Georgia and its traditions?
-Yes but I want to know more than I do now
-What do you think,is Georgian developed country?
-yes it is
-What do you like in Georgia the most?
-food,also People are very kind to me
-except of Georgia in which countries have you been?
-I have been in Greece and USA
-Is it easy to communicate with Georgian people?
-Yes
-What do you think about Georgian Language?
-It is very hard
-Is it beautiful language?
-For talking yes but Grammar is very hard…
-Which Georgian meals do you know? Which one do you like?
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-Oh yes I know,I like Khachapuri very much
-Thank you very much for interview

INTERVIEW WITH A FAMOUS GEORGIAN SINGER LASHA GLONTI

-Hello mister Lasha,our class is publishing a journal for school and we want to take an
interview with you
-No problem
-Thank you,
When you were a child,who did you want to become?
-a footballer
-and did you love music? Did you ever imagine that you would become a singer?
-I imagine but I didn‘t think about it seriously
-Now I want to ask you about school period,which subjects did you like?
-I knew physics,history,Georgian and Russian very well. During the lessons I was singing
silently.
-Did teachers get angry with you?
-No,never. I was very polite
ite child,but sometimes I skipped school with my friends…
-What do you do when you have free time?
-Internet,reding,singing…
But I have few free time
My job,Children‘s studio,concerts…
-Are you planning something for future?
,In April I already had it and now I have an invention .
- I plan a concert in America,In
-very good,I wish you success
You said that when you have free time you read,which books do you like?
-I like western European literature,but I have one funny habit: from childhood I read tales and
quotes and I think I will get old with it.
-Who is your ideal?
-Ilia Chavchavadze
-why?
-Because human must be patriot,must know his country‘s culture,history and must be modern.
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Ilia was a Georgian man with European Education,also he was saint.
-Thank you very much for interview,we wish you success !
-God bless you!

HOW DO CHILDREN DEFINE LOVE?
Johnny, Age 4: When a person loves you, they say your name different. You just know your
name is safe in their mouth.
Dallas, Age 7: Love is when your mom makes a cup of coffee for your dad and she takes a sip
of it before she gives it to him, to make sure it is okay.
Georgia, Age 7: Love is when you tell a boy you like his shirt and then he wears it every day.
Annie, Age 5: Love is when mommy gives daddy the best piece of chicken.
Jackie, Age 4:Love is when your puppy licks your face even when you left him alone all day.
Joe, Age 7: Love is when daddy comes in all sweaty and smelly and mommy still tells him
that he is handsomer than Robert Redford.
Andrea, Age 7: You know you love someone because your eyelashes go up and down and
little stars come out of you.
In our School How do 2nd class students define it?
Tornike Tavadze age 7 – Love is a heart
Nini Khartiladze age 6- When one human loves another
Giorgi Revishvili age 6- Helping each other
Luka Qimadze age 7- When we have a friendship
Mari Mindiashvili age 7- When one loves another
Diana Tsirkvava age 7 – Playing with each other
Giorgi Matskepladze age 6- It‘s a friendship
Beqa Qoridze age 8- When you love your friend
Davit Dili age 7 – When one man loves a woman
Daniel Eradze age 7- when they care about each other
Iuri Mshvenieri age 6- When they love each other
Giorgi Vashakidze age 7- when you distribute something
mething to your favorite person
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Shako Geguchadze age 7 – When you help
Levan Shekiladze age 7- when you love
Lile Chelidze age 7- when you are kind to someone
Sandro Sebia age 6- when you love

CULTURE
NEWS IN GEORGIA!!! NEW Festivals!
On May 24 In Tbilisi,near the Ku lake there was a colour festival ..There were more than
thousand people. The aim was very simple: everybody should have colorful sand and after
countdown they should disperse it in air.But People were very unorganized so the festival was
not very good.Tall boys took the color powder and started to use it incorrectly. Organizators
were trying to stop them but they couldn‘t . In Tbilisi the color festival was very unsuccessful
because of those people,festival organizators will think deeply about making such a festival in
Tbilisi again or not.
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Georgian teenagers’ favorite holidays

1) Valentine‘s day

3) Tbilisoba

2) Kutaisoba

4) Berikaoba
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INTERESTING FACTS
PSYCHOLOGICAL
1. Little girls love playing in the corner,but boys preffer the open space.
2. Speaking with the gestures makes you more confident
3. People who commit suicide,they don‘t want to finish their life,they want to finish their
pain.
4. People who smoke from youth have 80% more chance to have a schizophrenia disease.
5. Music can help people when they have stress.
6. At night we are more creative.
7. When we hug a pillow during sleeping,we imagine that there is ur favorite person.
8. When a human wakes up,his/her eye color changes.
yellow-you saw love in your dreams
Green- you saw wealth in your dreams
Brown- You saw death in your dreams
Black-Nothing
9.The more you talk to others about someone , the more you fell in love with that person.
10. If a human cries ,if first tear comes from the right eye-it is a happiness tears,and if from
left eye-it is tears of pain.
11. Normally,one human lies 4 times a day,1460 times a year and when they are 60 they have
already told 87600 lies. From this lies most common is ―okay,you?‖
12. Most of people in 60 year lose 50% of taste feeling.

Did you know?

1. An ostrich‘s eye is bigger than it‘s brain
2.Mosquitos bite blondes more often than brunettes.
3. Your eyes expand when you look at your favorite person.
4. You can‘t sneeze with open eyes.
5. Women smile more often than men
6. Blonde beard grows faster than dark.
7.Crocodile is unable to take his tongue out of its mouth
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8.Normally a human eats 60,000 kilogram food.
9.While smiling 13 muscles work and while frowning 43.
10. In America there are more Barbie dolls than the population of Canada.

Interesting facts about dreams
1. In 5 minutes forget 90% of your dreams
2. Blind people also dream
3. Everybody dreams
4.In our dreams we only see faces that we already know
5. Not everybody dreams in colot
6. Dreams are Symbolic
7. You can have four to seven dreams in one night.
8.Animals dream too
9. Men and women dream differently
10. If you are snoring,than you cannot be dreaming.
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TURKISH OLYMPIADS 10

From our school Tika and Nini went to Turkish Olympiads 10 with Georgian
Dancing group.

Nini Dvalishvili’s Comment about it:
Everything started 2 years ago when I decided to participate in Turkish olympiads,me and
Mari Pagava went to Tbilisi and got first place in Georgia but we didn‘t go to Turkey. And
last year I was there with Tika Svanidze,In Georgia we got first place then Turkey invited us
and we went to Istanbul.. Istanbul is really amazing city.. After that we went to Europe
side,sketch‘s children had special teacher and he was preparing us for 10 days. Then we went
to Ankara WOW hotel,5 star hotel,wow hotel was really amazing,there we were for 5 days,I
met a lot of people from 135 countries.. We were playing Joker at 12 o‘clock and so on .. we
were doing many things… At nights we were running and scaring Nigerians and they were
scaring us too.. Also there was Country‘s presentation, Georgia got first place. Georgia got 2
medals and one of them is because of this.Every country had to present themselves and
everybody like Georgia. Me and Giorgi Shanidze were presenters ,Giorgi presented men and
I presented Ladies. From 9 o‘clock to 12 we were just smiling,people came ,wore our hats and
took pictures. After that the competition started,they took us to Ankara ,Kizacahamam,this
was a hotel built like a small town. I remember that Georgian Girls were in B+2 room and
our neighbours were Germans and Nigerians,we visited each other very often,there I had
much fun,we made new friends and now I have many new best friends and I want to say
Thank you to the organizators of it and also people who helped us to get there.. I got much
experience,I changed and learned to like people and I learned what is the main idea of life..
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34 children who were the same aged –I was the oldest.. We decided to go to Fatih University
in Turkey and I hope we will be together…

Optical illusion
An optical illusion (also called a visual illusion) is characterized by visually perceived
images that differ from objective reality. The information gathered by the eye is processed in
the brain to give a perception that does not tally with a physical measurement of the stimulus
source. There are three main types: literal optical illusions that create images that are different
from the objects that make them, physiological ones that are the effects on the eyes and brain
of excessive stimulation of a specific type (brightness, colour, size, position, tilt, movement),
and cognitive illusions, the result of unconscious inferences.

Violence is the problem,not the solution!
Violence is defined by the World Health Organization as the intentional use of
physical force or power, threatened or actual, against a person, or against a group or
community, that either results in or has a high likelihood of resulting in injury, death,
psychological harm, maldevelopment or deprivation.This definition associates intentionality
with the committing of the act itself, irrespective of the outcome it produces.
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Globally, violence takes the lives of more than 1.5 million people annually: just over
50% due to suicide, some 35% due to homicide, and just over 12% as a direct result of war or
some other form of conflict. For each single death due to violence, there are dozens of
hospitalizations, hundreds of emergency department visits, and thousands of doctors'
appointments. Furthermore, violence often has lifelong consequences for victims' physical
and mental health and social functioning and can slow economic and social development.

Fact #1: 18.3 % of women in the United States have survived a completed or attempted
rape. Of these, 12.3% were younger than age 12 when they were first raped, and 29.9% were
between the ages of 11 and 17. (National Intimate Partner and Sexual Violence Survey 2010)
Fact #2: 22 million women in the United States have been raped in their lifetime.
63.84% of women who reported being raped, physically assaulted, and/or stalked since age 18
were victimized by a current or former husband, cohabiting partner, boyfriend, or
date. (National Intimate Partner and Sexual Violence Survey 2010)
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Fact #3: Almost one-third of female homicide victims are killed by an intimate
partner.(FBI, Uniform Crime Reports 2001)
Fact #4: Every two minutes, somewhere in America, someone is sexually
assaulted.(Rape, Abuse and Incest National Network (RAINN) calculation based on 2000
National Crime Victimization Survey. Bureau of Justice Statistics, U.S. Department of
Justice)
Fact #5: Almost 10% of high school students are victims of dating violence each year.
(Youth Risk Behavior Survellience 2009).
Fact #6: Boys who witness their fathers' violence are 10 times more likely to engage in
spouse abuse in later adulthood than boys from non-violent homes. (Family Violence
Interventions for the Justice System, 1993)

Incredible New technologies you’ll see by 2021
Ultrabooks – The last two years have been all about the tablet. Laptops, with their
―untouchable‖ screens, have yet to match any tablet‘s featherweight portability and zippy
response times. However, by next year, ultraportable notebooks–Ultrabooks–will finally be
available for under $1000, bringing a complete computing experience into areas of life which,
until now, have only been partially filled by smaller technologies such as tablets and
smartphones. They weigh around three pounds, measure less than an inch thick, and the hard
drives are flash-based, which means they‘ll have no moving parts, delivering zippy-quick
startups and load times.
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The Mars Science Laboratory – By August 2012, the next mission to Mars will reach
the Martian surface with a new rover named Curiosity focusing on whether Mars could ever
have supported life, and whether it might be able to in the future. Curiosity will be more than
5 times larger than the previous Mars rover, and the mission will cost around $2.3 billion —
or just about one and a half New Yankee Stadiums.
The paralyzed will walk. But, perhaps not in the way that you‘d imagine. Using a
machine-brain interface, researchers are making it possible for otherwise paralyzed humans to
control neuroprostheses–essentially mechanical limbs that respond to human thought–
allowing them to walk and regain bodily control. The same systems are also being developed
for the military, which one can only assume means this project won‘t flounder due to a lack of
funding.
The Rise of Electronic Paper – Right now, e-paper is pretty much only used in ereaders like the Kindle, but it‘s something researchers everywhere are eager to expand upon.
Full-color video integration is the obvious next step, and as tablet prices fall, it‘s likely
newspapers will soon be fully eradicated from their current form. The good news: less
deforestation, and more user control over your sources.
The Eye of Gaia, a billion-pixel telescope will be sent into space this year to begin
photographing and mapping the universe on a scale that was recently impossible. With the
human eye, one can see several thousand stars on a clear night; Gaia will observe more than a
billion over the course of its mission–about 1% of all the stars in the Milky Way. As well, it
will look far beyond our own galaxy, even as far as the end of the (observable) universe.
A Wooly Mammoth will be reborn among other now-extinct animals in 2016, assuming
all goes according to the current plans of Japan‘s Riken Center for Developmental Biology. If
they can pull it off, expect long lines at Animal Kingdom.
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Crash-proof cars have been promised by Volvo, to be made possible by using radar,
sonar, and driver alert systems. Considering automobile crashes kill over 30,000 people in the
U.S. per year, this is definitely a welcome technology.
Insect-sized robot spies aren‘t far off from becoming a reality, with the military
currently hard at work to bring Mission Impossible-sized tech to the espionage playground.
Secret weapon: immune to bug spray.
Portable laser pens that can seal wounds – Imagine you‘re hiking fifty miles from the
nearest human, and you slip, busting your knee wide open, gushing blood. Today, you might
stand a chance of some serious blood loss–but in less than a decade you might be carrying a
portable laser pen capable of sealing you back up Wolverine-style.
The sunscreen pill will hit the market, protecting the skin as well as the eyes from UV
rays. By reverse-engineering the way coral reefs shield themselves from the sun, scientists are
very optimistic about the possibility, much to the dismay of sunscreen producers everywhere.
The first around-the-world flight by a solar-powered plane will be accomplished by
now, bringing truly clean energy to air transportation for the first time. Consumer models are
still far down the road, but you don‘t need to let your imagination wander too far to figure out
that this is definitely a game-changer. Consider this: it took humans quite a few milennia to
figure out how to fly; and only a fraction of that time to do it with solar power.

Amazing places to see
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Bay of Biscay,Spain

Norah head lighthouse,solfers

beach,Australia

Tunnel of Love,ukraine

Wisteria Tunnel, Japan

Top Imdb movies
1.The Shawshank Redemption (9.3)- Two imprisoned men bond over a
number of years,finding solace and eventual redemption through acts of common decency.

2.The Godfather (9.2)- The aging patriarch of an organized crime dynasty transfers
control of his clandestine empire to his reluctant son.
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3. The godfather part 2 (9.1)- The early life and career of Vito Corleone is 1920s New
York is portrayed while his son,Michael,expands and tightens his grip on his crime syndicate
stretching from Lake Tahoe,Nevada To Pre-revolution 1958 Cuba.
4. Pulp Fiction (9.0)–The lives of two mob hit men,a boxer,a gangster‘s wife,and a pair
of diner bandits interwine in four tales
Violence and redemption.
5.The good,the bad and the ugly (9.0) – A bounty hunting scam joins two men in an uneasy
alliance against a third in a race to find a fortune in gold buried in a remote cemetery.
6. 12 angry men (8.9) – A dissenting juror in a murder trial slowly manages to
convince the other that the case in not as obviously clear as it seemed in court.
7. Schindler‘s list (8.9) – In Poland During world war 2,oskar Schindler gradually
becomes concerned for his Jewish workforce after witnessing their persecution by Nazis.
8. The dark knight (9.0) - When batman,Gordon and Harvey Dent launch an assault
on the mob,they let the clown out of the box,the Joker,bent on turning Gotham on itself and
bringing any heroes down to his level.
9. The Lord of the Rings: The return of the king ( 8.9) – Aragorn leads the world of
men against Sauron‘s army to draw the dark Lord gaze from Frodo and Sam who are on the
doorstep of Mount Doom with the One Ring.
10.Fight Club (8.9) – An insomniac office worker and a devil-may-care soap maker
form an underground fight club transforms into a violent revolution.
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Crossword and Sudokus

1-State of America
3-Same as the fanatism
It may be defined as
2-It
6-First James Bond
the hatred of one
7-conection between two
person by another
8- Ireland’s capital city
Because of skin color,
9-Black,large member of
customs,nationality,
cat family.
language,place of
birth or race.
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Appendix 2
Sample of Teacher-Student Portfolio
Assessment of Unit 6 (what type are you?)
Student‘s name and surname:
Class:
Read the statements. Think about your progress and tick one of the boxes.
*I need more practice

** I sometimes find this difficult

*** No problem

Table 3.3 Teacher-Student Portfolio ( Evaluation portfolio)
*I need more
practice
I

** I sometimes
find this difficult

can

understand

a

text

about personality and
birth order
I

can

use

ellipsis with either
and too.
I can describe
and

talk

about

people‘s
personalities.
I

can

ellipsis

use
in

comparison.
I

can

comparison

write
and

contrast essay.
I

can

differentiate

the

words which have
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***
problem

No

multiple meanings.
I
different
different

can

use

words

in

fields

properly.
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Appendix 3

კითხვარი მშობლებისათვის პორთფოლიოზე
პორთფოლიოთი შეფასება მოსწავლეთა ნამუშვრების ერთობლიობით მათ
წინსვლა-განვითარებას წარმოაჩენს. პორთფოლიო, შესაძლოა, გამოყენებულ
იქნას, როგორც მოსწავლეთა ინსტრუქტაჟის, ისე მათი შეფასების დროს.
პორთფოლიო მოსწავლეთა ნამუშევრების ერთობლიობაა, რომელშიც
წარმოდგენილია სწავლის პროცესში მათ მიერ განხორციელებული სამუშაო და
უნარ-ჩვევები.
კითხვები
1.

Sefasebis ra tipebs ıiyenebT skolaSi?

a. Sefasebis tradiciul tipebs. (testi gamotovebuli adgilebis
Sevseba, ese)
b. proeqtebis Sefaseba
g. avTenturi Sefasebis tipi (porTfolioı)
d. avTenturi da tradiciuli Sefasebis tipebi
e. sxva
2.

მიესალმებით თუ არა თქვენი შვილის პორთფოლიოთი შეფასებას?
ა. დიახ

3.

ბ. არა

თუ თქვენი პასუხი დადებითია დაასაბუთეთ, რატომ მოგწონთ

პორთფოლიოთი შეფასების სტილი.
ა. პორთფოლიოთი შეფასება შემოქმედებითია.
ბ. პორთფოლიოთი შეფასება ბავშვს უღვიძებს მოტივაციას.
გ. პორთფოლიოთი შეფასება წაახალისებს მოსწავლეს.
დ. პორთფოლიოთი შეფასება ავითარებს მოსწავლეში ხატოვან
აზროვნებას.
ე. დაასახელეთ სხვა მიზეზი.
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4.

დაასახელეთ მიზეზი თუ რატომ არ მოგწონთ პორთფოლიოთი

შეფასების სტილი.
ა. ძნელია პორთფოლიოთი შეფასება.
ბ. პორთფოლიოთი შეფასება მოითხოვს დიდ დროს.
გ. პორთფოლიოსთვის დოკუმენტებისა და ინფორმაციის შეგროვება
რთული პროცესია.
5.

ფიქრობთ თუ არა რომ ტესტირება, როგორც შეფასების

ტრადიციული ფორმა რეალურად ასახავს moswavlis ინგლისური ენის დონეს?
ა. დიახ
6.

ბ. არა

დადებითი ან უარყიფითი პასუხის შემთხვევაში დაასაბუთეთ თქვენი

მოსაზრება.

7.

შეფასების რომელ ფორმას არჩევდით

moswavlisTvis?

ა. შეფასების ტრადიციულ მეთოდს.
ბ.ტესტირებას.
გ. პორტფოლიოთი შფასებას.
დ.ტრადიციულისა და აუთენტური შეფასების მეთოდების კომბინაციას.
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