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ABSTRACT

The Effects of Research-based Portfolio Study on Reading and Writing
Proficiency, Vocabulary Learning and

Attitudes towards Research

by

Pinar Ersin

The general aim of the present study is to investigate the effects of a
research-based portfolio study on reading and writing proficiency and vocabulary
learning of Turkish upper-intermediate level EFL learners. The study specifically
focuses on the learners’ attitudes towards research. The following research
questions are particularly addressed:

1. Will there be a difference between the leamers who participate in a
research-based portfolio study and those who do not participate in terms of their
reading and writing proficiency?

2. Will there be a difference between the learmers who participate in a
research-based portfolio study and those who do not in terms of their vocabulary
knowledge?

3. Will there be a change in the experimental group learners’ attitudes
towards research after they take part in the research-based portfolio study?

Data were collected from 35 Turkish EFL learners, 18 forming the
experimental and 17 the control group. The effects of the research-based portfolio

study given to the experimental group for 6 weeks were tested via the progress

Vi



achievement tests prepared and administered by the institution, pre- and post-
checklists of target vocabulary items, and pre- and post-narratives written on what
research meant by the experimental group learners.

Findings of the progress achievement tests administered before and after
the study indicated that both the experimental and the control group learners
benefited from the instruction they received in terms of reading and writing
proficiency. Another finding of the study revealed that the research-based portfolio
study integrated into regular reading classes produced statistically significant
differences in learners’ knoyvledge of the target vocabulary items.

Moreover, the research-based portfolio study integrated into regular reading
classes helped learners look from a broader perspective towards research and the
learners who were involved in the portfolio study developed an appreciation for
conducting a research and learning for themselves.

Hence, the results of the study indicated that a research-based portfolio
study can be utilized as an effective tool in language learning classrooms to

develop self-growth of the learners.
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KISA OZET

Arastirma Temelli Portfolyo Calismasinin
Okuma ve Yazma Becerisine, Kelime Edinimine ve Arastirmaya Yoénelik Tutuma

Etkileri

Pinar Ersin

Bu calisma, arastirma temelli portfolyo calismasinin ingilizee’yi yabanci dil
olarak 6grenen Ust-diizey ingilizce seviyesine sahip Tiirk 6grencilerin okuma ve
yazma becerilerine ve kelime edinimlerine etkisini lcmeyi hedeflemektedir. Bu
calisma, portfolyo galismasinin égrencilerin arastirmaya yénelik tutumlarina
etkisini arastirmay! amaclamaktadir.

Calisma asagidaki sorular yanitlamayl amaglar:

1. Arastirma temelli portfolyo ¢alismasina katilan 6grencilerle béyle bir
calismaya katilmayan &grencilerin okuma ve yazma becerileri
basarilarn agisindan bir fark olusacak mi?

2. Arastirma temelli portfolyo ¢alismasina katilan é6grencilerle béyle bir
calismaya katilmayan égrenciler arasinda kelime edinimleri agisindan
bir fark olusacak mi?

3. Arastirma temelli porifolyo ¢alismasi sonrasinda, deney grubu
6grencilerinin arastirmaya yonelik sergiledikleri tutumlarinda bir

degisiklik olusacak mi?



Calismada kullanilan veriler, ingilizce’yi yabanci dil olarak 6grenen, 18'i
deney, 17’si kontrol grubuna ait 35 Tirk 6grenciden elde edilmistir. Deney
grubuna 6 hafta sireyle verilen arastirma temelli portfolyo galismasinin etkileri,
her iki gruba da uygulanan, calismanin basinda ve sonunda verilen kurum
tarafindan hazirlanmis sinavlar, ¢alismanin basinda ve sonunda verilen kelime
testi ve galismanin basinda ve sonunda yalnizca deney grubu 63drencilerinin
arastirmanin ne demek olduguna dair yazdiklar kompozisyonlar ile ortaya
ctkariimistir.

Elde edilen bulgular, okuma dersi kapsaminda gergeklestirilen arastirma
temelli portfolyo galismasinin égrencilerin okuma ve yazma becerilerini ve
kelime edinimlerini arttirdigini gdstermistir. Arastirma sonucu elde edilen
bulgulardan biri de, deney grubu 6grencilerinin arastirmaya yonelik tutumlarinda
meydana gelen olumlu yénde degisikliktir. Bunun yaninda, arastirma temelli
portfolyo galismasina tabi tutulan é6grenciler arastirma yapma, ve kendileri igin
6grenme konularinda bilinglenmistir.

Sonug olarak, arastirma temelli portfolyo ¢alismasinin yabanci dil

siniflannda etkin bir ara¢ olarak kullanilabilecegi kanitlanmustir.
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CHAPTER |
INTRODUCTION

Portfolios have been used in a range of contexts for a variety of
purposes for several decades. Professionals, i.e. architects,
photographers, artists, or advertisers have kept portfolios with the purpose
of demonstrating work and potential to clients. Moreover, they often keep
longitudinal collections of their ideas, drafts, and questions in their
portfolios, to sample and judge their own life work.

The use of portfolios in all fields of education has become popular
since the 1970s. A portfolio has been defined in a variety of ways by
different_researchers. For instance, Tierney, Cartner, and Desai (1991)
see portfolios “as systematic collections by students and teachers that
could help both consider effort, improvement, processes, and
achievement across a diverse range of contexts that were read or written”
(p. 10). Rief (1991) defines a portfolio as a compilation of students’ stories
in which they act as readers and writers, which are rich with evidence of
what students are able to do and how they are able to do it. Similarly, Hill
and Ruptic (1994) define a portfolio as “an organized collection of student
work and self-reflections that helps paint a portrait of the whole child”
(p.21). For Genesee and Upshur (1996) a porifolio is “a purposeful
collection of students’ work that demonstrates to students and others their
efforts, progress, and achievements” (p. 26). Likewise, according to Moya
and O’'Malley (1994), the portfolio is a purposeful collection of materials

assembled over a period of time by a learner to provide evidence of skills,



abilities and dispositions as they relate to the leamers’ field of interest.
Finally, Altieri and Larsson view (2000) a portfolio as “a collection of ideas,
insights, feelings, beliefs, and observations that shows a student’s efforts,
progress, and achievement in one or more areas” (p. 6).

The use of portfolios in second language education has become
popular particularly in the last decade. Similar to the previous definitions,
Yang (2003) describes portfolios in second language education as
collections of students’ work selected by the students to represent their
learning experiences in English. Portfolios usually involve students’
selecting and gathering samples of their English work into a folder.

Portfolios have been used for two main purposes in education;

namely, for alternative assessment and self-growth.

1. The use of portfolio in education

In all fields of education, traditional assessment (i.e., multiple-
choice, short answer, essay), which has been used to assess students’
progress, evokes knowledge on discrete, hierarchically arranged units in
which increased expertise is represented along a single dimension. There
is growing recognition that a single measure is incapable of estimating the
diversity of skills, knowledge, processes, and strategies that combine to
determine student progress (Wiggins, 1989). Oller (1992) and Canales
(1992) suggest that language competence is a more unitary concept that
is best assessed through more integrated means. Evaluation of students’
progress should integrate the multiple processes and activities that take

place in learning.



Thus, traditional assessment should be complemented with other
indicators including alternative assessments that show how a language
learner is learing. Alternative assessment, or non-traditional assessment,
has become an umbrella term for anything other than standardized,
multiple-choice tests. It is a useful means of gathering evidence regarding
how learners approach, process, and complete real life tasks in the target
language (Gaith, 2002). One of the most popular ways of alternative
assessment is the use of portfolios, which can provide a showcase of
students’ abilities, talents, interests and potentials over a period of time
(Gaith, 2002; Barootchi & Keshavarz, 2002).

According to existing research, a number of differences exist
between a portfolio, as a way of alternative assessment, and traditional
assessment (O’Malley & Pierce, 1996; Paulson & Paulson, 1991). Firstly,
portfolios can assess students’ leaming in a wide range of areas, while
more traditional assessment can only assess students in limited areas.
Secondly, students participate in the process of portfolio evaluation, while
more traditional assessment is teacher-centered and usually conducted in
a more mechanical way that is in a set period of time according to a
certain grading criteria. Thirdly, portfolios take individual differences into
consideration, while more traditional assessment uses the same test for
everyone. Fourthly, while the teacher is the only evaluator in traditional
assessment, portfolio evaluation involves everybody in the assessment
process, including students, teachers, and peers. Fifthly, self-evaluation is
one of the learning objectives for portfolios, but not for traditional

assessment. As a sixth point, portfolio evaluation stresses improvement,



effort, and achievement, while traditional assessment only focuses on
results. Finally, portfolios connect learning, assessment, and instruction
whereas these three aspects are separated in traditional assessment. In
brief, portfolios are considered a better tool for student assessment by
several researchers.

As aforementioned, the emphasis of assessment through the
portfolio is on the process of learning. During this process the learner is
expected and guided to self-direct his own learning; that is, learners play
an active role in the diagnosis of their weaknesses and strengths, as well
as in the selection of strategies to monitor and self-assess their learning,
thus sharing responsibility for the acquisition and development of their
linguistic knowledge and skills (Cohen, 1998; Hughes, 1989). Portfolios
make students the agents of reflection and decision-making and thus give
them control of their own learning (Genesee & Upshur, 1996; Paulson,
Paulson, & Meyer, 1991). Within this framework, the teacher no longer
acts as the locus for all instruction. Classrooms in which portfolio
assessment plays a major role are more student-centered, collaborative,
and holistic than classrooms that use only tests or more traditional forms
of assessment (Genesee & Upshur, 1996).

In a comparison of the two assessment methods, Belanoff and
Elbow (1986) indicated that the portfolio approach is better than traditional
writing tests in terms of reflecting the complexities of the writing process.
They state that writing through porifolio is devised as a means of providing
a viable and potentially preferable alternative to a test of written

composition. Likewise, Cohen (1994) defines portfolio evaluation as “a



system of assessment intended to help teachers get a more natural and
prolonged assessment of students than through traditional means of
assessment” (p. 37).

Portfolio assessment as an integral part of learning provides the
students and their instructors with the opportunity of how well they are
developing their skills and knowledge and what they need to do to develop
them further (Mullin, 1998). Thus, portfolio assessment serves as a
diagnostic tool, which provides students with profiles of their emerging
skills to help them become increasingly independent learners and which
promotes self-growth (Mullin, 1998).

In second language education, assessment is primarily about
decision-making. Genesee & Upshur (1996) define second language
assessment “as an activity of gathering information to be used in making
educational decisions”. Sometimes these decisions are about students,
but more often they are about instruction. The overall purpose of second
language assessment is to make sound choices that will improve second
language teaching and enhance second language learning. According to
Genesee and Upshur, two major types of assessment, namely, traditional
and alternative, offer different approaches.

Portfolios used in second language education as an alternative
assessment tool can have a very specific focus, such as writing (Cooper &
Brown, 1992), reading, literacy, or oral language development (Farr &
Tone, 1994; Hewitt, 1994) or a broader focus that includes examples of all

aspects of language development (Genesee & Upshur, 1996).



According to Hamp-Lyons and Condon (2000), there are nine
characteristics of language portfolios used for assessment share; these are
collection, range, context richness, delayed evaluation, selection, student-
centered control, reflection and self-assessment, growth along specific
parameters, development over time. These characteristics form the basis for
a theory of language portfolio assessment. Hamp-Lyons and Condon believe
that the other characteristics can logically be subordinated to three main
ones: collection, selection, and reflection; and, these three are the basic
components from which all language portfolios must be built.

The first important component of thoughtfully designed language
portfolios is to collect several samples of a student’s writing in a real class,
a real context-some revised, some not; some produced under controlled
conditions, some under open conditions (Hamp-Lyons & Condon, 2000).
Portfolios, by their nature, collect more than one performance. Because
the principal object of using portfolios is to enable assessors to survey a
broader range of performances, produced in the writer's normal way,
under the writer's usual circumstances, portfolios by definition must
include more than one product, and usually they include three or more, in
addition to some kind of reflective statement or self-assessment.

As Hamp-Lyons and Condon (2000) state, the theory of portfolio-
based writing assessment grows from the fact that a portfolio must consist
of a collection of writing that contains a multiplicity of texts and that
incorporates information about the writing context, not merely the writing
itself. Since the assessors need to know more about a writer's

development, strategies, processes and they need to be able to evaluate



a student’s performance in light of that student’s opportunities to leamn,
they need more than the direct test will provide. Instead of examining a
single, limited sample of writing, a portfolio-based assessment examines
several samples, written over time and under different constraints, in order
to produce an assessment of what the writer can do with the written form,
rather than an assessment of a single text (Hamp-Lyons & Condon, 2000).
Therefore, what the assessors expect from an alternative way of
assessment may lie in portfolio-based assessment and its one of the main
characteristics, collection.

The second basic element that should constitute a portfolio is the
selection component. Collection demands that students produce a large
enough corpus of work from which to make a reasoned selection. Plus,
selection adds a dimension to readers’ experiences of the writer, as it
exposes them to a much wider range of choices on the writer’s part,
allowing them to judge not merely the choices writers have made with a
piece of writing but also the choices they have made among pieces
(Hamp-Lyons & Condon, 2000).

From these samples the student/writer, perhaps with the help of the
teacher, will make a selection. The collection and selection of pieces is
driven by the context. The act of making the selection leads writers to
implicit-and after explicit-decisions about quality. Thus, selection promotes
self-assessment. Without selection, the writer would be unable to present
the work of which he is most proud, would be unable to shape the portfolio

as a conscious exhibit of what has been done, what has been learned,



what is there to be understood about the individual as a writer (Hamp-
Lyons & Condon, 2000).

The last fundamental constitute of a language portfolio is reflection,
thanks to which the writer's own sense of what the writing accomplishes
can be seen as most portfolios include reflective writing that describes,
explains, or otherwise accounts for‘ the samples included. Reflection
exposes the metacognition to the reader’s view. What the writer says
about the writing exposes more of what the writer knows, consciously,
about the performance. Reflection and self-assessment portfolio design
usually call for some kind of reflective writing about the portfolio as a
whole, or a self-assessment that after involves discussing the process that
lead to the written products and a plan for further revision. Emphasizing
reflection and self-assessment helps learners put control for learning into
their hands. When the learning environment promotes the learner’s
greater involvement and investment in the learning, then it stands to
reason that the learner will be more conscious of his progress. For the
learner to learn from the work he has produced and collected, to interpret
his work, reflection is necessary. Likewise, for the teacher to learn from
reading the learner’'s work, and to learn about the learner’s strengths,
pleasures, weaknesses, dispreferred topics, the learner must reflect on
that work and the teacher must engage in reflective conversation with the
student. This kind of reflection about one’s own work and its effect on a
reader is self-assessment (Hamp-Lyons & Condon, 2000). Learner
reflection in a portfolio illuminates students’ strengths, needs and progress

thus making an important contribution to the triangulation of information in



the assessment process (Tierney, Cartner & Desai, 1991; Huerta-Macias,
1995).

In other words, porifolios are considered to encourage students to
reflect on their own learning, to assess their own strengths and
weaknesses, and to identify their own goals for learning. Teachers do this
by asking students to reflect on their work and by being supportive and
attentive during such reflections (Hamp-Lyons & Condon, 2000).

This troika of collection, selection, and reflection help ensure that
portfolio yields not only information about the writer's performance, but
also significant information about the instructional context - about what the
writer learned about writing. As Hill and Ruptic (1994) stated the
systematic process of collecting, selecting, and reflecting upon learing is
what makes a portfolio dynamic and meaningful.

In addition to their being widely used as language assessment tools
with the aforementioned qualities, portfolios help learners’ self-growth, i.e.,
they see how they think, feel, work, and change over a period of time and
eventually develop intellectual autonomy.

The advantages of using portfolios as a self-growth tool include
offering students a concrete way to value their work, reflect on their
performance, enhance their learning and autonomy, alter their views of the
teacher’s role and their own role, and encourage themselves to take
responsibility for their learning (Brown, 1998; Paulson, Paulson & Meyer,
1991; Yueh, 1999).

To summarize, the paramount goal of the use of the portfolio in

education lies in its characteristic that it does not only provide a holistic
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assessment that contributes to a valid measure of higher-order thinking skills
but also leads to a greater student involvement in the teaching-learning
process, and to more autonomous learners who can take responsibility for

their own leamning and self-growth (Henkin, 1993; Nunes, 2004).

2. Empirical research on portfolios used in education

The use of portfolios has become popular in a variety of fields of
education (Frazier, Palmer, Duchein & Armato, 1993), i.e., mathematics,
social sciences, English language course and science (Wolf, 1989; Gay,
1991; Larson, 1991; Knight, 1992; Wilhelm, 2000; Korkmaz & Kaptan, 2001).

For instance, Howard (1989) made her eighth graders whose mother
tongue is English keep writing portfolios in a reading class at Pittsburgh
Public Schools, the USA. Before the portfolio study the lesson was based on
reading a text and answering the related questions. The researcher, seeing
the insufficiency of the instruction, asked the students to keep a portfolio in
which they had to collect essays, journals and poems, select several works
that best exemplified what had changed for them in time, and reflect on their
progress. After eight months study, portfolios promoted a climate of reflection
and self-growth. Students investigated how their own revising or editing skills
changed over time. In addition, the use of portfolios engaged students in
constructing a story of what and how they learned (cited in Wolf, 1989).

Similarly, Knight (1992) decided to use the math portfolio instead of
the standard math test for assessment with her eighth-grade students at
Twin Peaks Middie School, in Poway, California. To start with, the students

included their efforts at problem solving in a folder and it consisted of
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examples such as long-term projects, daily notes, and journal entries about
troublesome test problems. The folders were kept by the teacher, and as the
semester came to a close, Knight handed the folders back to the students
and asked them to construct their portfolios by searching through their
folders and collecting five items that they believed represented their math
knowledge, effort in learning algebra, choice of the most meaningful
activities. The portfolios were neatly prepared with a cover and a table of
contents, each entry containing a personal statement as to why this piece
was important to the learer. The portfolios were peer graded according to a
grading matrix distributed by the teacher. After the students wrote comments
and suggestions for improvement, Knight added her own. The porifolio grade
was weighted to be equivalent to about one-fifth of a test grade. Knight
observed that her classroom had definitely changed as a result of the
implementation of portfolio assessment, and portfolio assessment was a
beneficial way to assess total student performance. Knight also believed that
not only did portfolios offer teachers insights to their students’ maturity, self-
esteem, writing abilities and motivation for learning, but they were also
important tools for student self-evaluation.

Wilhelm (2000) made sixth-grade students keep portfolios while
teaching a science unit on kinematics, the study of motion. According to
Wilhelm, as a result of the porifolio study, the students left the science class
with new procedural understandings of how to pursue scientific inquiry, apply
scientific knowledge, or represent scientific data and possessed a more

justifiable conceptual understanding of ‘uniform motion’.
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In a study by Housum (cited in Wilhelm, 2000), several groups of
seventh-grade students engaged in designing historical journalism projects
at Mattanawacook Academy in Lincoln, Maine and all the students’ notes
and plans were kept in a process portfolio that would be used to develop and
justify their resulting exhibit. Throughout the process the students created
and made use of various ways of collecting and representing information
about the workings of particular cultures and historical periods, all of which
could be thought as pieces in a ‘portfolio’ of learning.

In their study, Korkmaz and Kaptan (2002) developed a portfolio
assessment method specific to science education. The study was
implemented at Beytepe Elementary School, Ankara, Turkey. Thirty-three
seventh-graders, their parents, and their science teacher were patrticipated in
the study. Researchers set out the purpose of the porifolio and the data tools
needed to show changes in the curriculum of students development and they
developed a set of performance criteria, sample forms, record keeping
strategies, to be used by students. The developed rubrics contain explicit
reflective forms for students to reflect and compare on their own progress
against clearly understood standards. The results of the study showed that
the portfolio assessment method could be used to identify qualified students
in science education, improve instruction and learning process and follow
scientific development.

In short, these studies exploited the use of portfolios in different types

of fields.
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3. Empirical research on portfolios used in second lanquage

education

Similar to its use in other fields of education, portfolios have
generally been used as an alternative assessment tool enhancing the
growth of the students in second language education. For instance,
Ballard (1992) used portfolios in an advanced composition class of high-
school students as the basis for the final exam to give the students a
chance to assess their own writing and their progress. The final exam was
in the form of a timed, in-class essay required for the course. The students
were asked to write as a paper in the standard essay format in which they
assessed their own writing portfolios. The essay assignment involved 3
steps: the students ranked their papers in order of most to least effective,
discussed what they learned about writing a result of the course, and
described how they feel about writing now as opposed to before taking the
course. The assignment was graded out of 10% of the total course grade.
As a result of the study, it was seen that the students developed insight
into their own strengths and weaknesses and honesty about their efforts.
According to Ballard, this experiment truly seemed to be a final that not
only reflected the course but also gave the students an opportunity to
reflect about their learning.

Moreover, Barootchi and Keshavaraz (2002) investigated whether
portfolio assessment contributed to EFL learners’ achievement and their
feeling of responsibility of monitoring their progress in the study. A further

attempt of the study was to find out the probable correlation between the



scores of portfolio assessment and those of teacher-made tests. The
subjects were 60 Iranian 16-year-old female high school sophomores
studying in two classes of 30, one of which was considered as the
experimental group and the other as the control group. The instruments
utilized were a Nelson English Language Proficiency Test, portfolio
assessment, a teacher-made achievement test and a satisfaction
questionnaire. The assessment of achievement was through both teacher-
made tests and portfolios for the experimental group, while it was through
teacher-made tests only for the control group. Guidelines were designed
for preparing portfolios and a number of relevant goals were set. On the
basis of these goals, grading checklists were drawn up, to be used by the
raters. The portfolio content included core and optional items, as well as
written and recorded tasks, selected by the students to display their best
work. Reflective comments of the students on aspects of learning
demonstrated by each piece of work were attached. Typical portfolio
activities included students’ reading aloud the passages on tapes, and
their showing creativity by relating what they had learnt to their everyday
life. To be more specific, the students were asked to apply what they had
learnt (i.e., vocabulary, grammar) to real-life situations, considering their
experience and schematic knowledge. At the end of the treatment, a
teacher-made test was administered to both groups. The participants were
also asked to fill in the satisfaction questionnaire to show their attitudes
towards their learning experiences.

The findings of the study indicated that portfolio assessment was

well received by the subjects contributing to their achievement and
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feelings of responsibility towards monitoring their progress. Moreover,
portfolio assessment scores were found to correlate positively with those
of the teacher-made achievement test at a significant level. Therefore it
was concluded that portfolio assessment, as a promising testing and
teaching tool for teachers in EFL classes, can be used in conjunction with
teacher-made tests to provide continuous, ongoing measurement of
students’ growth needed for formative evaluation and for planning
instructional programs.

In another study, Yang (2003) used portfolios as a tool to facilitate
student learning and develop learner autonomy with college students in an
EFL environment in order to investigate the effectiveness of integrating
portfolios into a learning strategy-based EFL course. Since the importance
of helping students become effective and autonomous learners has been
recognized by many second language teachers and researchers in recent
years, the study also tried to explore the effects of portfolios on helping
college students to become effective, autonomous learners. Thirty-six
students, 11 law or social science majors and 25 management majors at a
four-year public university in Taiwan participated in the study. The study
was conducted in a freshman English course. At the beginning of the first
semester an English learning questionnaire was used to assess students’
beliefs and learning strategy use, and an English proficiency test was
given as a pretest. To inform the students about the portfolio study, the
instructor (researcher) introduced the guidelines to students on how to
prepare a portfolio. During the semester, portfolios were integrated into

learning strategy-based instruction. Activities, such as setting goals,
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making plans, monitoring progress, and understanding learning styles
were conducted in class. Mid-semester portfolio sharing and students’
self-reflection (about plans, progress so far, resources to share, and
problems and possible solutions) were implemented. Finally, at the end of
the semester, English listening and reading tests were given as a post-
test. Portfolio presentation and evaluation (including self-evaluation, peer
evaluation, and instructor evaluation) were completed, followed by a
course evaluation and portfolio survey. To compare the impact of portfolio
assessment and traditional assessment (pen-and-paper tests) on
students’ learning, students were evaluated by both language proficiency
tests and a portfolio assessment in the second semester of the 2001-2002
year. Information on students’ learning progress and classroom
performance was recorded during the semester. Likewise, students were
surveyed about their reactions toward these different assessment tools.
As a result of the treatment, students generally had positive reactions
toward using the portfolio in the class for learning and assessment. Over
one half agreed that their experience of learning through portfolios was
successful. When students were asked to compare portfolios as
assessment tool to traditional pen-and-paper tests, over one half of the
students responded that they would prefer to be evaluated by portfolios. In
summary, this study found that portfolios operated very differently from
ordinary paper-and-pencil tests and that students valued portfolio use.
Similarly, Coombe and Barlow (2004) implemented two portfolio
assessment initiatives at two of the three government tertiary institutions in

the United Arab Emirates: Dubai Men’s College (DMC) and the United
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Arab Emirates University (UAEU) during 2000-2001 academic year.
Faculty of DMC decided to allocate a percentage of the 70 % of the
course work grade to a writing portfolio. After careful consideration, they
allocated 15 % of the 70 % course grade to a five-entry portfolio. Entry 1
required students to write a letter of introduction to their teacher while
entries 2 and 3 were prompts that represented benchmarks in the
curriculum. The fourth entry was an attempt to incorporate student
participation in the context selection of the portfolio therefore the students
decided together what topic they would write on. The final entry was
designed to integrate reflection into the portfolio so students wrote a letter
about their portfolios to their teacher. They were instructed to provide
information on the overall quality of their portfolio, what they found difficult
about the experience, and what they liked about the process. They were
also asked to detail areas where they felt they improved and areas where
they felt they needed further work. From the experience at DMC, teachers
at UAEU decided to pilot a portfolio initiative in two level-3 classes. A
similar five-entry portfolio was used with an expanded reflective element.
For each completed portfolio entry, students were asked to complete a
reflection survey and a reflective cover letter. As a result, the researchers
believed that inclusion of a reflective element in the portfolio strengthened
students’ writing and portfolio assessment with a reflective element was a
type of assessment that was continuous, collaborative, multidimensional,

grounded in knowledge and authentic when implemented appropriately.
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4. The use of portfolio in second lanquage teacher education

A review of literature has shown that portfolios have also been used
with pre-service and in-service teachers in second language education.
Portfolio assessment was adopted in teacher training and various English
educational programs at different levels (Mokhtari, Kouider, Yellin, Bull, &
Montgomery, 1996; Reed, 1997; Spence & Theriot, 1999) and they have
gained recognition as an effective way for evaluators to assess a teacher’s
academic and /or professional growth and for teachers to reflect on their
own instructional practices (Borko, Michalc, Timmons, & Siddle, 1997).

Similar to a student portfolio, a teaching portfolio is “a purposeful
collection of any aspect of the teacher’s work”. Yet, a teacher portfolio
“tells the story of the teacher’s efforts, skills, abilities, achievement, and
contributions to his students, colleagues, institution, academic discipline or
community” (Brown & Wolfe-Quintero, 1997, p. 26).

Shulman (1998) suggests that portfolios are important as a
professional development activity through peer review and teaching
portfolios provide an opportunity to discuss one’s teaching. Grant and
Huebner (1998) recommend that portfolios for teachers in a professional
development context should be a bottom-up voluntary process that is
owned by teachers and not used for evaluation purposes.

Teacher evaluation portfolios that are structured around
professional standards and the accountability goals of the school can also
be a good way to measure teacher effectiveness (Klenowski, 2002).

Similarly, Tanner, Longayroux, Beijaard and Verloop (2000) consider that
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teaching portfolios can serve three main purposes: evaluation,
employment, and professional growth. They define a professional growth
portfolio as a collection of themes and accompanying evidence and
reflection (a dossier), which shows what a student teacher has achieved
and learnt, and how the learning has taken place.

According to Klenowski (2002), a portfolio of work can be used for
development of subject knowledge, acquisition of teaching skills and
reflective practice, professional and vocational preparation and
employment when used with teachers or student teachers. In teacher
education, for instance, portfolios are used for assessing the achievement
of preservice teachers and serving teachers. In addition, lecturers and
serving teachers may be expected to present portfolios for promotion and
appraisal.

The portfolio used for professional development purposes in a
teaching and learning context includes materials and samples of work that
provide evidence for critical examination of teaching and leaming
practices. Teachers reflect on and evaluate their own teaching practices;
they are also able to engage in dialogue with others, which helps to
highlight the complexity, and diversity of those teaching and leaming
practices (Klenowski, 2002).

Portfolios for professional development allow teachers to consider
the complex, multifaceted nature of teaching by providing the opportunity
to reflect critically on their practice, to engage in professional dialogue with
colleagues and to collaborate and develop understanding and ideas on

teaching and learning (Klenowski, 2002).
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According to Atay (2003), the most important characteristic of
teaching portfolios is the emphasis on process. Teaching portfolios
generally include work completed over a particular period of time such as
the diaries of the teachers written during action research, classroom
observations and notes about these observations. When compared to the
data obtained by observations or video recordings, portfolios provide
deeper and more detailed insights to different aspects and qualities of the

teachers.

5. Empirical research on portfolios in second lanquage teacher

education

In recent years, the use of portfolios has been explored as a useful
tool leading to the professional development of teachers (Johnson, 1996;
Lyons, 1998; Altieri, Winzer & Larsson,2000; Yoo, 2001; Atay, 2003;
Banfi,2003). A number of studies have investigated the role of portfolios in
teacher education. For instance, in their study, Altieri, Winzer, and
Larsson (2000) used portfolios to change the assumed
misunderstandings, misconceptions, and subconscious assumptions of
the preservice teachers. The study was conducted in Alberta with 104
preservice teachers, 84 females and 20 males. The portfolio study was
carried out in a special education course which lasted six weeks and the
student teachers were required to keep portfolios during their practice
teaching of students with special needs. The portfolios were proven to be
one practice that had the potential to affect the attitudes and beliefs of

preservice teachers. When asked to reflect on their own learning, the
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comments demonstrated that portfolios served as an excellent tool to see
their own self-growth while exploring disabilities for what they were and
how they were perceived. As a result, based on the productions and
comments of those participating in the portfolio assignment, it did appear
that the use of portfolios was one promising practice that could serve to
modify beliefs so that teachers would become more responsive and
accommodating.

Yoo (2001) assigned portfolios to her graduate class of
professionals in elementary and early childhood education — teachers in
and directors of elementary schools, kindergartens, or preschools in
Korea. To help her students develop their own values and individualize
their teaching, Yoo asked them to express their feelings, thoughts,
struggles, stories, theories, beliefs, and inquiries in class discussions and
by writing several pages in their portfolio journals each week. Throughout
the course, Yoo emphasized that portfolios had no standard form and the
students were encouraged to produce different types of portfolios
according to their individual goals and interests. With some difficulty, the
students decided what areas they were interested in and gradually
developed their own approaches. They then used their portfolios to
develop plans for individualizing instruction for each student’s readiness
level. Those who were not classroom teachers spent part of the school
day with a teacher and in some cases studied teachers’ collaborative
strategies. Closely observing their students and reflecting on their
observations in their portfolio journals helped the graduate students

analyze and change their teaching strategies. By committing themselves
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to ongoing reflection, the graduate students in Yoo’s study gained a more
holistic view of teaching and learming, problem solving, and curriculum
design. They improved their observation skills, which helped them avoid
drawing careless conclusions about their students on the basis of test
scores and superficial observations. They avoided stereotyping their
students as quiet, antisocial, or offensive. The portfolio process was an
important part of the graduate students’ professional growth because they
were able to see the whole picture of their real practice in the classroom.

Similarly, Atay (2003), in her study, aimed to find out how Turkish
student teachers of EFL would respond to constructing portfolios based on
reflection and how the portfolio process would affect their professional
development. The study was carried out at the Department of English
Language Education of a state university in Istanbul, Turkey. Subjects
consisted of 48 student teachers, 34 female and 14 male. They were all
junior student teachers doing their practicum at different schools. Subjects
were asked to keep portfolios and journals throughout the practice
teaching period and asked to share their experiences with the cooperating
teacher and the other students during one semester. The findings of her
study indicated that the process of portfolio construction affected student
teachers’ teaching skills and their understanding of teaching and learning
positively.

In her study, Banfi (2003) presented the portfolio study as the part
of the curricular requirements for English Language 4, a final-year 32-
week course of four hours per week for trainee teachers and translators in

Argentina. The groups ranged in size from 10 to 25 students. The
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portfolios were based on novels and aimed at developing the linguistic,
academic, and professional skills of trainee teachers and translators.
According to Banfi, the main aim of using portfolios was to integrate and
apply the linguistic skills and knowledge students had acquired and
developed and to raise the level of autonomy involved in the preparation
of portfolios. Although students (in other words, trainee teachers and
translators) in this study were not awarded marks for their portfolios, the
underlying intention was to help them develop a reflective approach to
their work in its linguistic, academic, and professional domains.

As discussed so far, in second language education portfolio studies
carried out with students have generally been done for assessment and
self-growth purposes. There have also been a few studies with pre- or in-
service teachers in which portfolios have been preferred as a means of
self-growth and professional development tool. The present study,
however, focuses on using portfolios with the upper-intermediate students
not as an alternative assessment but as a self-growth tool.

The impetus for the present study comes from my belief that the
EFL students are accustomed to traditional way of instruction; that is, they
always expect a flow from the central authority, the teacher in this case.
As part of the system, teachers do not provide the students with sufficient
opportunities for self-growth and autonomy due to the tight syllabus and
the lack of teacher in-service training. Therefore, the present study draws
on the idea that EFL students would benefit from preparing a research-

based portfolio, as it would encourage them to assume responsibility for



their own work in assessing themselves critically. The following research
questions are addressed:

1. Will there be a difference between the leamers who participate
in a research-based portfolio study and those who do not in terms of
their reading and writing proficiency?

2. Will there be a difference between the learmers who
participate in a research-based portfolio study and those who do not in
terms of their vocabulary knowledge?

3. Will there be a change in the experimental group learners’
attitudes towards research after they take part in the research-based
portfolio study?

Hypotheses (H) deriving from these questions are:
H1. The group of learners who will participate in a research-based
portfolio study will outperform the other group in terms of their reading and
writing proficiency.
H2. The learners who participate in the research-based portfolio study will
have greater vocabulary gains than the learners who will continue with the
regular language instruction.
H3. The learners who take part in the research-based portfolio study will
develop more positive attitudes towards research after the treatment than

before.
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CHAPTER II

METHODOLOGY

1. Subjects
This study was carried out at the English Preparatory School (prep

school) of an English medium state university in Istanbul, Turkey. The
subjects were two intact classes of 35 upper-intermediate level students,
comprising of 29 males and 6 females, age range of 18-20. A class of 18
students served as the experimental group while another class of 17
students constituted the control group. All subjects spoke Turkish as their
L1 and they were all learning English as a foreign language for academic
purposes.

According to the regulations of the university, all students are given
a proficiency test prepared by the testing office of the institution upon entry
to the university at the beginning of the academic year. The students who
cannot pass the proficiency exam take the placement test and they are
placed to different levels, i.e. beginner, intermediate, upper-intermediate,
advanced.

At the time of the study, there were 16 upper-intermediate level
classes at the university. The two upper-intermediate classes which had
the closest average mid-term scores and the same major, i.e., engineering
were chosen to take part in the study. The results of the mid-term
administered at the end of the first term were taken into consideration in
forming the experimental and control groups since the study took place in

the second semester of the academic year. According to the mid-term



26

results, to which independent samples t-test was applied, the average
grade of the control group was 62.7/100, and that of the experimental
group was 66.4 /100 and no statistically significant differences were found
between the two groups (p< .86).

At the prep school of the university, each class had two different
teachers that taught five different courses. While one teacher taught
grammar and academic listening, the other teacher taught English for
academic purposes (ESP), academic reading and academic writing. The
ESP and reading/writing (RW) teacher of the experimental group was both
a member of the teaching staff of the university and the researcher of this
study. The ESP and RW teacher of the control group was also a member
of the teaching staff. Both teachers were native speakers of Turkish and
female. They both had 3 years of teaching experience at the time of the
study. The teacher of the control group received no special instruction
apart from the request to administer and supervise the pre- and post-
checklists.

A background questionnaire (see Appendix A) was designed to
learn about the experiences of the experimental group students in terms of
portfolio use. The questionnaire included four Yes/No questions and one
open-ended question. This questionnaire was administered to the group
one week before the portfolio study started.

The results of the questionnaire showed that only two students had
participated in a portfolio study before. One of them had kept a portfolio in

an English class and he stated that he had not enjoyed it. The other had
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compiled the portfolio for a workshop during her secondary education and

thought it contributed to her learning process.

2. Procedure

The study started at the beginning of the second term of the 2003-
2004 academic year. First, a vocabulary checklist (see Appendix C) was
given to the both groups as a pre-test in order to see their lexical
knowledge in the target language at the beginning of the study. One week
later, the experimental group students were asked to write a paper on
what research meant to them. The vocabulary pre-test and the narratives
on research were administered to the students without giving specific time
intervals. They were free to arrange their pace within 75 minutes.

The present study started after collecting the data from the
students. During the study, the control group continued with the regular
instruction while the experimental group students were assigned to keep a
portfolio in one class hour per week (75 min. long) incorporated in the
reading classes for 6 weeks.

At the end of the 6-week study, the same vocabulary checklist was
administered to both groups in order to see if any changes occurred in the
lexical proficiency of the students. The experimental group students were
asked to write what research meant to them at the end of the study to see
the change, if any occurred, in their attitudes towards research.

In addition to the aforementioned instruments prepared by the
researcher, participating students’ achievement test scores gathered from

the Testing Office on a regular basis was used to assess the effects of the
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portfolio study on the students’ reading and writing proficiency (see

Appendix B for a sample achievement test).

3. Setting

The English program for the upper-intermediate level is as follows.
The students have 24 hours of English instruction every week, 12-hour
grammar and academic listening instruction and 12-hour ESP, academic
reading and academic writing instruction. For their grammar lesson, the

students study Enterprise 4 and FCE 1: Use of English (Express

Publishing). For the academic listening lesson, they work on listening texts
prepared by the materials office of the institution. In their ESP lesson, the
students study specialized terminology for their major, i.e., disciplines that
they will study later in their faculties, with the help of two booklets
including collected articles from various sources prepared by the
institution. In academic writing lessons, the students work on writing
academic essays studying a writing booklet again prepared by the
institution. Finally, in the reading classes the students study two books:
Our Book (Eddis & Miller, 1996), a collection of thematically organized
readings, and Supplementary Materials, an institutionally prepared reading
booklet for developing reading and vocabulary skills which contain some
selected academic readings.

Out of the 12 hours allocated to ESP, reading and writing,
approximately 1 hour is spent on ESP, 5 hours are devoted on academic
writing and the remaining 6 hours are dedicated to academic reading each

week. As the researcher was the ESP and R/W teacher of the



experimental group, the study was carried out in one class hour per week

of the 6-hour reading classes.

4. Regular reading instruction

The regular English instruction in the reading class of the upper-
intermediate level is as follows. The students study Our Book (Eddis &
Miller, 1996) and Supplementary Materials. Out of the six-hour reading
instruction, three hours were devoted to studying Our Book whereas the
remaining three hours were dedicated to Supplementary Materials.

Our Book consists of 13 units; in each there are 3 or 4 thematically
related chapters. Each chapter is introduced by either pre-reading
guestions or vocabulary exercises in which key words of the text are
presented in context. Following these pre-reading exercises there is a 2-3
page long text and different types of post reading exercises, i.e.,
comprehension questions, vocabulary exercises. In every chapter there is
a speaking section related to the topic.

At the end of every unit, students are given a vocabulary worksheet
(see Appendix D) consisting of discrete written vocabulary exercises on
the vocabulary items from the four chapters constituting the related unit.
The aim of these vocabulary worksheets is to consolidate the relevant
vocabulary knowledge of the students by exposing them to the words in
different contexts as many times as possible. The students cbmplete the
worksheets in the classroom during the class hour.

The second book that is to be covered in the reading class,

Supplementary Materials, is made up of the following parts, Part 1:
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Developing reading skills, Part 2: Developing vocabulary skills, and Part 3:
Reading supplementary articles with related vocabulary. Part 1 of the book
includes strategy-training activities for reading such as text
comprehension by analyzing the main idea, scanning and skimming,
making inferences and drawing conclusions. Part 2 contains expanding
and analyzing vocabulary activities like studying derivatives, confusing
words, and common phrasal verbs. Finally, in Part 3 of Supplementary
Materials, there are articles with related vocabulary sheets to supplement
Our Book units, and these articles are to provide a higher level of
comprehension of more complex texts.

In a 3-hour reading instruction based on Qur Book, a typical lesson
is as follows: The teacher introduces the new chapter of Our Book by
asking the pre-reading questions to the students. The pre-reading section
consists of 3-4 open-ended questions designed to elicit students’
background knowledge about the topic and/or to activate their schemata.
Generally if the topic arouses the interest of the students they share their
knowledge and/or experiences eagerly.

After that, the key words of the text are given to students in
contexts and they are asked to guess their meanings. If they cannot infer
the meaning of the vocabulary items, they are encouraged to use
monolingual dictionaries. The answers are either written on the board or
explained by the teacher after receiving some oral responses from the
students. After the pre-reading exercises and the terminology in context
section, the reading text is read and the following comprehension

questions are answered. These questions include True/False and open-
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ended questions, fill-in the blanks, synonym/antonym, prefix/suffix

| exercises. For each section, time is set by the teacher. The students read
aloud the correct answers. By doing this, they have the opportunity to
practice the target language pronunciation. As a final activity, vocabulary
expansion and discussion parts are carried out. The latter section
encourages students to use the target language with the aim of improving
their speaking skills.

At the end of each unit of Qur Book, a vocabulary worksheet is
handed out to the class. The students work individually in the classroom
and the answers are checked as a whole class. The vocabulary activities
both in the course book and in the end-of-unit worksheets require explicit
vocabulary instruction.

For Supplementary Materials, the three main sections of the book
are not obliged to be covered in order. The teacher is free to cover the
sections interchangeably. That is to say, when an article from the third part
of the book is studied, the teacher can refer to one of the previous two
parts.

For instance, when an academic reading from Part 3 is dealt with,
the students read the text silently and answer the follow-up vocabulary
exercises and comprehension questions in a given time. Then, questions

are answered as a whole class.

4.1. Reading instruction in the control group
During the 6-week treatment, the control group continued with the

regular class instruction discussed above. That is, after finishing the



chapters in both books in five hours, they carried out the end-of-unit
vocabulary worksheets of Qur Book in the classroom in the remaining 1

hour.

4.2. Instruction in the experimental group

During the 6-week treatment, the experimental group had the
regular reading instruction for five hours; that is, students read the relevant
texts and carried out the pre- and post-reading activities. Yet, in the
remaining one-hour they did not do any vocabulary worksheets, instead
they were involved in the portfolio study. As can be seen, one class hour
of portfolio assignment was incorporated in the 6-hour-regular reading
instruction. During the treatment, the experimental group students were

assigned to do all the vocabulary worksheets of Qur Book at home.

5. The portfolio treatment in the experimental group

At the beginning of the 6-week study, the teacher introduced the
students with the idea of a portfolio and discussed its content with them.
The teacher explained her expectations related to the portfolio. Within the
portfolio, a number of mandatory items were included. These were a
paper, i.e. pre-narrative, written on what research meant to the students
by them in their L1, three different research-based assignments, and a
paper, i.e. post-narrative, on how the students felt about keeping a
portfolio, conducting a research, their attitudes towards research and what
research meant to them in their L1 at the end of the study. Additionally,

after each assignment, the students wrote a reflection paragraph in order
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to reflect on the activities they carried out in the research-based portfolio
study.

After this introduction, the students were asked to write a narrative
on what research meant in the first week of the treatment. For Assignment
1, the students were asked to bring a 2-3 page long, unsimplified article
about the subject that was being covered in the class during the reading
course as a curriculum requirement. Then, the students wrote the
summary of their articles, which was their first draft, in the classroom in a
given time of 30 minutes. The students explained what they had written to
their partners after having been paired up by their teacher. With the help
of the feedback they received from their peers, each student revised and
rewrote his or her summary in the classroom as the second draft.

In the second week of the study, for Assignment 2, the students
were taken to the self-access (the library of the prep school) by the
teacher. They were asked to find the same length of an article which
related to the content of the lesson and which included different types of
experimental studies conducted in different settings. This time, the
students summarized their article by especially focusing on the study parts
of the articles.

One week later, in the third week, the students prepared a 2-3 page
long hypothetical research with a hypothesis by taking the study in the
article they had read as a source. They included a hypothetical
methodology part in which they had subjects and data collection sections.

They shared what they had written with the whole class. The teacher



collected these papers, commented on them in the form of individual
conferencing.

In the fourth week, for Assignment 3, the students were assigned
into groups of three by the teacher. However, groups were formed
randomly with the help of the students’ name cards. Each group read at
least 2-3 articles of their own choice. In other words, this time the topic
was self-selected and the groups were free to decide on the topic they
wished to cover. They informed the teacher about the topics they chose
and showed the articles they picked. The possibility of the topic and the
articles were decided all together in the form of conferencing. In the light
of these articles, each group carried out a small-scale research on their
own. For the fifth week, they wrote a brief literature review. Following the
literature review section in the methodology section, they limited their
subjects to 10 and they used questionnaires or interviews as data
collection tool. They mostly chose their friends from other classes or their
peers who knew English out of school as their subjects. Before they
handed their final draft, the students analyzed their data and discussed
the results and interpreted them in conclusion part of their research paper.

As the final step of the study, in the sixth week, the students
completed and handed in their portfolios after they had a conferencing
session with their teacher (see Appendix D for a sample portfolio).

All throughout the study, the teacher reviewed the students’ papers
at every step and was present to share their experiences and offer advice,

suggestions, and guidance when required.
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6. Data collection instruments

In this study, both data were collected by means of quantitative and
qualitative methods. Quantitative data were collected by means of
achievement tests and a vocabulary checklist. Qualitative data were obtained
from the learners’ narratives in which they stated their opinions of and

attitudes towards research.

6.1. Achievement tests

To follow the progress of the students throughout the academic year,
achievement tests were administered to the upper-intermediate level
students of the prep school as the part of the pre-scheduled syllabus that
was prepared by the level coordinator and the testing office before the
academic year started. According to the syllabus, the first achievement test
was dated at the beginning of the second term, one week before the study
started, and the second test was placed six weeks after the first one, one
week after the study ended. Therefore, these tests were named as pre- and
post- achievement tests in this particular study.

They are designed by the testing office of the prep school.

6.2. Vocabulary checklist

To find out the vocabulary knowledge of the students before and
after the study, the vocabulary checklists (adapted from Paribakht &
Wesche, 1997) were given to both the experimental and the control
groups as pre- and post-checklists. The lexical items in the checklist were

selected from the vocabulary that the students would work on in their
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reading and ESP classes for six weeks during the 6-week study. When
preparing the checklist, the researcher went through the units that were
going to be covered during the 6-week period according to the syllabus,
and she paid special attention to ensure that the checklist vocabulary
items did not include any cognate words.

The checklist was applied before (pre-checklist) and after the
treatment (post-checklist) both consisted of the same 25 vocabulary items.

The vocabulary checklist was designed to assess the levels of word
knowledge of the learners (how many of the active target vocabulary items
they already knew and how ‘deep’ their knowledge about each vocabulary
item was before and after the treatment). In this checklist, the students
indicated whether or not they knew a word on a five-point elicitation scale
combining self-report and performance items to elicit self-perceived and

demonstrated knowledge of specific words in written form as it is shown in

Figure 1.
Self-report
categories
A | do not know the word.
B | have seen the word before but am not sure
of the meaning.
C I guess the word when | see or hear it in
a sentence.
D I know this word, | think it means
(synonym/transiation).
E | can use the word in a sentence:
(sentence).
(If you select this choice, please answer
choice D, t00).

Figure 1. Elicitation scale-self-report categories
Note. Adapted from Vocabulary Knowledge Scale (VKS) elicitation scale in Paribakht & Wesche

(1997).
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As can be seen, the scale ratings range from total unfamiliarity
(category A), through recognition of the word, some idea of its meaning if
seen in a sentence, and recollection of its synonym or translation
(categories B, C, and D), to the ability to use the word with grammatical
and semantic accuracy in a sentence and actually use it (category E). The
students were presented with the list of target words in the checklist and
asked to indicate their level of knowledge for each item.

If the students chose self-report categories C, D, and E for a word,
they were asked to demonstrate this knowledge. To begin with category
C, the students were asked to take notes of the checklist entries for which
they had selected this category (C) on a separate piece of paper so that
they would not forget any of them later. To see if they were really able to
guess the vocabulary items as they had reported in the checklist, the
students were administered a guessing test (see Appendix B1) after the
collection of all the checklists. In this guessing test, the students, reading
the relevant sentences containing the item or items they had reported they
could infer from a context, were supposed to provide either an equivalent
of or a definition for the vocabulary item(s) in L1 or in English.

To demonstraté their knowledge for category D, the learners were
instructed to write down either the synonym or the translation of the
vocabulary item in English or in L1.

To come to category E, the students were asked to use this
particular vocabulary item in a sentence, illustrating their knowledge with

regard to both meaning and use of the word as clearly as possible. The
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choice E would be considered invalid unless the vocabulary item was
used in a sentence just as it was instructed.

The participants were not given a set period of time for the
completion of the vocabulary checklist and the guessing test; they were
free to arrange their own pace within 75 minutes, which is one class

period.

6.3. Narratives

In order to learn about the experimental group students’ attitudes
towards research, they were asked to write a paper on what research
meant to them at the beginning of the study. The students were instructed
to write down their feelings, opinions and attitudes towards research at the

beginning and at the end of the 6-week portfolio study.

7. Data analysis

7.1. Achievement tests

The achievement tests were graded according to the scoring key
prepared by the testing office of the prep school. The tests were graded by
double-raters and high interrater reliability was found.

The paired samples t-test was applied to pre-and post-test scores of
the control and the experimental groups to investigate to what extent both
groups benefited from the instruction they received. The significance level for
both t-tests was p<0.05.

The achievement tests, administered before and after the study,

shared the same components with the same scoring; however, the content of
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the components differed according to the syllabus. The tests included five
main parts, i.e., grammar, listening, reading, ESP, and writing but only the
scores gained from reading and writing components of the achievement tests
were used in this particular study.

The reading component of the exam consisted of two major parts. In
the first part, there was a 1-2 page long reading text and comprehension
questions prepared in the form of short answer technique. In the second part,
there was a vocabulary section which consisted of gap-filling and word
formation items. The reading component was graded over 25 points. The
writing component of the tests contained three topics among which students
had to pick one and write a well-developed essay. The received total score

was 100.

7.2. Vocabulary checklist

As aforementioned, the vocabulary checklist used a 5-point scale
combining self-report and performance items to elicit self-perceived and
demonstrated knowledge of specific words in written form.

Scores of 0 and 1 are accepted as self-reported word knowledge of
categories A and B, and for higher scores 2, 3 and 4 (of self-report
categories C, D & E), a demonstration of knowledge by the student is
required. The possible scores (0, 1, 2, 3, 4) for a student response to an
item and their relationship to the self-report categories (A, B, C, D, E) are

presented in Figure 2:
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Self-report Possible scores Meaning of Score
Categories
A — _ » O The word is not familiar at all.
B — » 1 The word is familiar but its meaning
is unknown.
C 2 A correct synonym or translation is
given.
D 3 The word is used in a semantically
correct sentence.
E , 4 The word is used in a semantically
and grammatically correct sentence.

Figure 2. Scoring categories-meaning of scores
Note. Adapted from VKS (Vocabulary Knowledge Scale) scoring categories in Paribakht and

Waesche (1997).

As illustrated in Figure 2, a student receives the scores of 0 and 1
for the self-report categories A and B respectively. For self-report
categories C, D and E, the score of the student depends on the accuracy
of his response. To illustrate, wrong responses in self-report categories C
and D will lead to a score of 1. A score of 2 reflects that an appropriate
synonym has been given for self-report categories C and D. A score of 3

is given if the word is used in a semantically correct but grammatically



incorrect sentence. A score of 4 indicates both semantically and
grammatically correct use of the target word, even if other parts of the
sentence contain errors (see Appendix C for a sample scoring of category
E).

The researcher evaluated the accuracy of the student responses to

self-report category C herself. On the other hand, she co-worked with her

supervisor to evaluate the accuracy of the responses to category D and E.

The independent samples t-tests were applied to the data obtained
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from the vocabulary checklists in order to calculate the differences between

the control and the experimental groups before and after the study. The

significance level for both t-tests was p<0.05.

7.3. Narratives

To analyze the data gathered from the narratives, pattern coding,
suggested by the Miles and Huberman Model (1994), was used in this
study. The researcher, working collaboratively with the thesis supervisor,
reduced and transformed the responses in the narratives into smaller
number of sets and themes in order to form patterns of answers. Among
the responses which overlap, the most focused and emphasized points

were selected and grouped accordingly.



CHAPTER lii
RESULTS

In this section, the research findings will be presented in three main
parts: In the first two parts, quantitative data results obtained by the
achievement tests and vocabulary checklists will be presented. In the last
part, the results of the narratives, which provide the qualitative data for the
study, will be discussed in details.

In this section, data analysis and their results will be reported

separately for each hypothesis.

1. The results of the reading and writing components of

achievement tests

H1. The group of learners who will participate in a research-based
portfolio study will outperform the other group in terms of their reading and
writing proficiency.

In order to investigate to what extent both the experimental and
control groups benefited from the instruction they received in terms of
reading and writing proficiency, a paired samples t-test was applied to pre-
and post-test scores of each group.

The results of paired samples t-test applied to the reading scores of
control group students suggested that there was a statistically significant

difference between the pre- and post-scores (see Table 2).
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Table 2

Differences between the Pre- and Post-test Scores of Control Group in terms of Reading Proficiency
(N=17)

Group Test Mean* (Std. Dev. Df t-value P
Pre 14,26 2,54

Control 16 -2,629 ,018

(n=17) Post 17,66 4,18

Note. N (n): # of students

p<0.05

Likewise, the analysis of the pre- and post-test scores of the
experimental group students revealed that they benefited from the treatment

they participated in at a statistically significant level (see Table 3).

Table 3

Differences between the Pre- and Post-test Scores of Experimental Group in terms of Reading
Proficiency (N=18)

Group Test Mean* (Std. Dev.| Df t-value P
Pre 12,93 2,62
Experimental 17 -8,324 ,000
(n=18) Post 19,10 2,85

Note. N (n): # of students

p<0.05

When reading gain scores of the groups compared, no statistically
significant difference was found between the control and experimental
groups though a higher amount of gain was found on the part of

experimental group students (see Table 4).

*The reading scores are out of 25 points.
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Table 4

Differences between the Experimental and Control Group Learners in terms of their Reading Post-test

Scores {(N=35).

Group Test Mean |Std.Dev.| Df t-value P

Pre 12.93 2.62
Experimental
(n=18) Post 19.10 2.85
33 -1.884 .068

Pre 14.26 2.54

Control

(n=17) Post 17.66 4.18

Note. N (n): # of students

p<0.05

In the analysis of the writing scores, similar results were found. A
paired samples t-test applied to the control group students’ scores revealed
that there was a statistically significant difference between their pre- and

post-writing test scores (see Table 5).

Table 5

Differences between the Pre- and Post-test Scores of Control Group in terms of Writing Proficiency
(N=17)

Group Test Mean* |Std. Dev.| Df t-value P
Pre 52,94 8,44

Control 16 -2,556 ,021

(n=17) Post 56,52 4,83

Note. N (n): # of students

p<0.05
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Similarly, the results of the paired samples t-test applied to the
experimental group students’ scores revealed that there was a statistically
significant difference between their pre- and post-writing test scores (see

Table 6).

Table 6

Differences between the Pre- and Post-test Scores of Experimental Group in terms of Writing
Proficiency (N=18)

Group Test Mean* |Std. Dev.| Df t-value P
Pre 57,33 3,59
Experimental 17 -7,640 ,000
(n=18) Post 63,44 3,92

Note. N (n): # of students

p<0.05

When a paired samples t-test was applied to both groups’ gain scores,
although a higher amount of gain was found on the behalf of the
experimental group students, no statistical difference was seen between the

groups in terms of their writing gain scores (see Table 7).

*The writing scores are out of 100 points.
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Table 7

Differences between the Experimental and Control Group Learners in terms of their Writing Post-test

Scores (N=35)

Group Test Mean (Std.Dev.| Df t-value P

Pre 57,33 3,59
Experimental

(n=18) Post 63,44 3,92

33 1,584 ,123

Pre 52,94 8,44
Control

(n=17) Post 56,52 4,83

Note. N (n): # of students

p<0.05

2. The results of the vocabulary checklists

H2. The learners who participate in the research-based portfolio study will
have greater vocabulary gains than the learners who will continue with the
regular language instruction.

As aforementioned, in order to see whether there were any
differences between the control and experimental groups in terms of their
vocabulary knowledge at the beginning of the study, an independent
samples t-test was applied to the vocabulary pre-checklist scores of the
students in both the experimental and control groups. According to the
results of the t-test, no significant differences were found between the two
groups in terms of their vocabulary pre-checklist scores before the treatment
(see Table 8).

In order to see whether there were any differences between the

control and experimental group learners in terms of their vocabulary
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knowledge after the treatment, an independent samples t-test was applied to
their gain scores. The results of the t-test, as can be seen in Table 8,
indicated statistically significant differences between the control and
experimental groups in terms of their vocabulary gain scores after the

treatment.

Table 8

Differences between the Experimental and Control Groups (N= 35) in terms of

their Vocabulary Pre- and Post-checklist Scores

Group Test Mean* |Std. Dev.| Df t-value P
Pre 26.05 5.45
Experimental
(n =18) Post 54.88 | 7.18
33 -3.685 .001
Pre 28.17 3.82
Control
(n=17) Post 47.23 9.97

Note. N (n): # of students

p<0.05

As illustrated in Table 8, the vocabulary gains of the experimental
group learners were higher than the control group learners. Thus, these
findings provide support for H2; the treatment that the experimental group
received proved to have brought significantly greater gains than the regular

language instruction the control group received.

* The total scores are out of 100.
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3. The results of the narratives

H3. The learners who take part in the research-based portfolio study will
develop more positive attitudes towards research after the treatment than
before.

As aforementioned, the narratives reflecting the students’
understanding of research were written only by experimental group
students at the beginning and end of the study.

An analysis of the leamer responses in the pre-narratives showed
that 13 out of 18 (72 %) experimental group students had positive opinions
about research. They defined research as a tool for improving one’s self.

The following comments of the students illustrate this point:

Arastirma insanin kendisini gelistirmesini saglar ve arastirmalar
sonucunda hayatimizi kolaylastiran bilgiler elde edilir (Research
helps people improve themselves and we gain beneficial

knowledge as a result of research).

Arastirma 6grenmedir. Bir konuyu arastiriken bir cok konuyu
6grenirsin (Research is to learn. While you are researching on one

topic, you learn about other topics, as well).

Arastirma yapan insanlar daha bilgili ve daha ileri gérusladir.
Arastirma arastirmaciy gelistirdigi gibi yeni ve faydali seyleri de
6grenmeye iter (People who do researches are more

knowledgeable and more broad-minded. Research not only helps a



researcher improve him but also makes him gain new and

beneficial knowledge).

When analyzed further, it was discovered that 14 out of 18 (77%)
students reported that research helped them move away from
memorization and rote learning. They also added that learning by means
of research was permanent and it led to longer retention. They focused on
the creative and the critical side of the research. The students illustrated

their views in the following words in the pre-narratives:

Arastirma yapmanin birseyleri 6grenmedeki yeri ¢ok biylk.
Ezberleyerek yapilan calismalar hi¢ bir zaman birseyleri 6grenmek
icin yeterli degil (Research has a great role in learning. Memorizing

is never enough to learn new things).

Ezber yoluyla 6§renmenin higbir 6grenciye faydasi yok bence. Ama
birseyleri arastirip onun tzerinde yapilan yorumlan inceleyip
6grenmeye galismak daha kalici (In my opinion, learning via
memorization is not beneficial for students. However, trying to learn
something through researching, investigating the comments on that

particular subject provides a much more permanent learning).

Arastinirken degisik boyutlardan bakmayi, yorum yapmayi,
disinerek 6grenme becerisini kazaniyor insan (While doing a

research, one learns how to comment on things through a
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multidimensional perspective and how to think and learn at the

same time).

Arastirmanin kalici bilgi igin en iyi yol olduguna inaniyorum (I believe

that research is the best way leading to permanent knowledge).

Arastirma ezberliyerek degil, duslnerek, farkh gérisler ortaya koyarak
yeni buluslar yapilmasini kolaylastirir(Research helps creating new
inventions through thinking, and stating different opinions but not

through memorizing).

Additionally, 5 out of 18 students (30%) mentioned the use of Internet
and/or libraries that they used while conducting a research. Some of their

responses were the following:

Genellikle yapti§im arastirmalarda internet’i kullaninim, ancak
Universite seviyesindeki arastirmalar boyunca kutiphane, kitabevi
hatta bir kafede bir kisi ile bile arastirma yapilabilecegdini distniyorum
(I generally use Internet while doing a research but now | can see that
at the university level | can also make use of libraries, bookstores,

even people).

Arastirma yazili, s6zl( veya gorsel kaynaklari inceleyerek ve
6ziimseyerek toplama yapmaktir (Research is gathering information

via using written, oral, or visual resources).



Bilgisayar ve Internet kullanarak yaptigim arastirmalardan zevk
aliyorum ama kittphanelerden nefret ediyorum (I enjoy doing a

research if I'm using a computer or Internet but | hate libraries).

Televizyon, CD gibi gérsel efektler yoluyla arastirma yapma
olasihgim varsa seve seve yaparim. Ancak kitaplar ve kiligik yazilar
bende bas agrisi yapiyor (If | have the chance of doing a research
using visual aids such as TV, CDs etc. I'd love to do it; but books

and small letters give me headache).

Eight out of 18 (44%) students commented on the importance of
the content of the research. They said that they preferred to work on a
research project if the topic was among their hobbies. They stated that
they found research fun and enjoyable when it appealed to their interest

areas. As examples, the following remarks emerged:

Arastirma deyince aklima direkt sikici seyler geliyor, eger ilgi
alanimin disinda olursa. ilgi alanimin igine giren bir konuyu
arastirirsam blyuk bir zevkle yaparim (Research reminds me of
boring things if the subject is out of my interest areas. If the
subject to be researched is one of my favorite topics, then | enjoy

doing a research).

Arastirilacak konu arastirma yapan insanin zevk ve ilgi kriterleri

g6z 6nlinde bulundurularak secilmelidir. Yoksa arastirmanin
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amacina ulagsmasi ¢ok zordur (The subject to be investigated
should be chosen according to the researcher’s criteria of
interest. Otherwise, it is really hard for the research to reach its

aim).

Ben arastirmayi severim, 6zellikle merak ettigim, kafama takilan
konulart aragtinrim (I like carrying out a research, | especially

research for the subjects | am curious about).

Sevdigim bir konu hakkinda arastirarak 6grenmek her zaman

zevkli ve eglenceli (It is always fun and enjoyable if you're doing

a research on a subject you like).

4. The results of the post-narratives

At the end of the 6-week research project, the experimental group
students were asked to write what research meant to them again and their
responses formed the post-narratives. They were also asked if the
portfolio study they participated in changed their opinions, beliefs, and/or
attitudes towards research. Analyses of the post-narratives revealed that
the students’ definition of the research remained the same.

Sixteen out of 18 students (89%) said that their perspectives
changed as a result of the portfolio project. That is, they learned how to
conduct a research and how to write a research paper. They expressed

their feelings through the following words:
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Arastirmaya baslamadan 6nce bana bu is zor gelirdi; ancak,
yapmi$ oldugumuz galismalar sayesinde aligkanlk gibi olmaya
basladi. Kisacas! arastirma yapmak artik zor gelmiyor (Before
the portfolio study, conducting a research and writing a research
paper seemed difficult to me; but it eventually turned out to be

habit. In short, it's not hard any more).

Bilgisayarda yazarken zorlandim ama research yazmayi
6grendim (It was hard to type the assignment on the computer

but | learned how to write a research paper).

Derste yaptigimiz bu researchte research nasil yazilir adina bir
cok yeni sey 6grendim (I learned a lot on how to write a research

paper during the study we carried out in the class).

Yaptigimiz anket calismasindan sonra gercektende anladim ki
en ufak bir anket galismasi bile insana belli konularda bilgi
veriyor ve gorlis agisini genisletiyor (After the questionnaire we
conducted for our research paper, | realized that even a small-
scale research study can give new information on a particular

subject and broaden one’s perspective).

As mentioned above, for the Assignment 3 of the portfolio project

the experimental group students were asked to work together and



assigned into groups of three. Ten out of 18 students (56%) stated that
they liked working collaboratively more because it was more fun and
easier than the individual assignments. The following responses

emerged:

Bireysel olarak yaptigimiz arastirmalar grup ¢alismalarina oranla
daha zordu. Bu da arastirmayi biraz sikicilastirdi. Grup
calismalar hem daha zevkliydi hem de daha kolaydi (Individual
assignments we did were harder than the group work. This made
writing the research paper boring. Group work was both more

fun and easier).

Yapmis oldugumuz ¢alismanin bir grup calismasi olmasi bu isi
daha zevkli bir hale getirdi. Bizim icin hem daha yararli hem de
daha eglenceli oldu (Group work made writing the research

papers more enjoyable. It was both beneficial and fun for us).

Grup olarak bir araya gelip ¢alisma olay: glizel. Ayrica denekler
ctkarip onlara soru sorup sonug ¢ikarma olayt da ayr guizel bir
nokta (Working in the form of a group is nice. Collecting data
from the subjects, and analyzing that data to reach a conclusion

is also a nice point).

On the contrary, 6 out of 18 (33%) students said that they

preferred to work alone so they liked individual assignments more. It is
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seen that students made comments specifically on the last step of the
portfolio study in which they formed groups of three and completed this
step in this manner. The students expressed themselves in the

following words:

Tek basima galismayi her zaman bir grupla ¢alismaya tercih
ettigim igin grup galismasindan pek zevk almadim (Since |

always prefer working alone | did not quite enjoy working as a

group).

Grup olarak galismak ¢ok fazla sorumluluk gerektiriyor. Yalniz
calisirken ayirdigin zamandan daha fazla zaman ayirmak
zorunda kalintyor. O ytzden benim igin yalniz calismak,
arastirma yapmak daha keyifli (Working as a group requires a lot
of responsibility and more time than you might need when
working alone. Therefore, for me, writing a research paper alone

is more enjoyable).

Ten out of 18 (33%) students stated that they found the last
assignment in which the groups decided on the topic they wished to
cover themselves in the portfolio study the most enjoyable. This
indicated that the subject of their assignment was fun as they worked
on the self-selected topics rather than teacher selected ones. They also
concluded that they did not just memorize but they really learned about

the subject a lot as they worked on the topics of their own preference;



therefore, the research they carried out was fun and beneficial. The
following comments illustrate their point:
Yaptigimiz arastirmanin bana getirileri oldugunu distiniyorum,
¢unki biyolojiyle ilgili olan her seyi okumaktan ve arastirmaktan
her zaman zevk almigimdir (I believe that the research study we
conducted contributed to me a lot because I've always liked

reading or researching about biology).

Bu portfolio calismasi sonunda konunun arastirmacinin ilgi alani
icinde olmasinin ne kadar énemli oldugunu anladim (At the end
of this portfolio study, | understood that the subject should

appeal to the researcher and it is very important).

Yazdigim konudan bir ¢cok yeni sey 6grendim. Zevk almadigim
sikici bir konu olsaydi bu g¢alisma beni ¢ok sikardi (I learned a lot
of new things on the subject | wrote about. If the topic had been

boring one, | wouldn’t have enjoyed the assignment at all).

Bu ¢alismada, kendi adima ¢ok dnemli seyler 6grendim. Glzel
ve zevkli bir deneyim yasadim (In my opinion, | leamed a lot
during this study. It was a beautiful and an enjoyable piece of

experience).
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Sinifta yaptigimiz arastirma sonucunda 6grenmek daha
eglenceli ve kalici oldu (Learning as a result of the research we

conducted in the class was more enjoyable and permanent).

Aragtirmalart ¢ok sikici buluyordum ve hala éyle buluyorum ama
bunun yaninda bana bu galigmalarin katkisi da oldu (I used to
find researches very boring and I still do, in spite of this fact

these studies and researches contributed to my learning).

There were many students who discussed the importance of reflection
and their dialogue with the teacher (9/18). The following comments illustrate

this issue:

Reflection i¢in yazdiklarimi hocayla paylasmak, ve eksik noktalarimi
sinifta tartismak faydali oldu. Daha 6nce hig bdyle galismalar
yapmamistik, bu ¢ok farkliydi (To share what | reflected on with the
teacher and to discuss my weaknesses with the class was beneficial.
We have never involved in such studies before. This was a really

different experience).

Bu galismada tamamladigim steplere dénip reflect etmem gok
hosuma gitti. Ayrica 6@renci olarak beni gelistirdigine inaniyorum (|
liked reflecting on the steps | had completed. Plus, | believe that this

study contributed to my self-growth).
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Bu galismayi kendimin yapmasi ve yaparken égrenmek bana ¢ok sey
katti (Completing this project by myself and learning while doing

contributed to me a lot).

Bu galismanin her asamasinda hocanin bize birebir feedback vermesi
ve yol gbstermesi isimizi gok kolaylastirdi (The teacher’s feedback and

guidance all throughout the study was very helpful).

To summarize, results of the study revealed that both groups
benefited from the research-based portfolio study in the following aspects:
Firstly, both the control and experimental group students’ performance on
reading and writing tests improved after involving in the portfolio study
compared to their perfformance before the study. Secondly, the experimental
group students’ vocabulary knowledge improved at a statistically significant
level compared to the control group students. In addition to these, the
narratives of the students who participated in the portfolio study revealed that

the portfolio study had a positive impact on the self-growth of the students.
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CHAPTER IV
DISCUSSION OF RESULTS AND CONCLUSION

This study explored the possible effects of a research-based portfolio
study on the reading and writing proficiency and the vocabulary knowledge of
Turkish EFL students studying English for academic purposes at the upper-
intermediate level. It also attempted to investigate whether there would be a
change in the attitudes of the students towards conducting a research after
they were exposed to the research-based portfolio study.

As mentioned before, while the control group students followed the
regular reading instruction, the experimental group students received one-
hour per week of portfolio treatment for six weeks. The quantitative and
qualitative data for the study were gathered from both groups before and
after the treatment.

The post-test results of the students revealed a significant increase in
both groups in terms of reading and writing proficiency and vocabulary
knowledge. That is, both groups benefited from the instruction they received
throughout the six weeks in terms of their reading and writing proficiency and
vocabulary knowledge.

When the reading and writing gain scores of the groups were
compared, no significant difference was found. In terms of vocabulary gains,
the results showed a significant difference between the groups. That is, the
experimental group outperformed the control group in terms of vocabulary

knowledge at the end of the study.
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The reading and vocabulary instruction followed by both groups is as
follows: Throughout the study, reading instruction in the control group was
based on reading texts, answering the related comprehension questions, and
completing the vocabulary exercises. The vocabulary exercises consisted of
discrete written items present at the end of each chapter and end-of-unit
vocabulary worksheets. The control group completed the end-of-unit
vocabulary worksheets in the class during one class hour. On the other
hand, the experimental group also followed the course book and carried out
the vocabulary activities; yet, they completed the end-of-unit vocabulary
worksheets at home. All the vocabulary exercises aimed to provide the
students with a variety of exposure to the target vocabulary. The major
difference between the groups is that while the control group spent one class
hour on the vocabulary worksheets, the experimental group completed these
worksheets at home and did not do them in class. They involved in the
portfolio study instead. Control group had more exposure to the target words
by means of discrete written tasks that they carried out in class. On the other
hand, during the study, to be able to complete the assignments in their
portfolios, experimental group students did additional outside readings. They
were exposed to the target vocabulary in different types of contexts, i.e.
articles of various topics. The experimental group found and read the articles
by themselves and the teacher did not check these articles. Although the
frequency of the target words was not controlled in the experimental group, it
seemed that reading thematically related articles, summarizing and rewriting
them, and telling their assignments to the whole class helped the students in

this group to increase the target vocabulary knowledge. Both groups had
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shown considerable improvement in their knowledge when compared to their
respective starting level, yet, the level of vocabulary knowledge of the
experimental group students increased more than that of the control group
students. In other words, the research-based portfolio study appeared to
have an impact on the students’ vocabulary gains, though it did not include
any systematic vocabulary instruction.

Aside from the language and vocabulary proficiency gains, the
analysis of the narratives on what research meant written by the
experimental group students yielded interesting results. The responses in the
pre-narratives revealed that the students had positive opinions about the
research at the beginning of the study. They expressed so before they were
involved in the research-based study. Their understanding of research was a
theoretical rather than a practical one. The responses in the post-narratives,
however, showed that the students developed an appreciation of the
research process. Taking part in a research-based portfolio study broadened
their perspectives on the meaning of research and it had a positive impact on
the self-growth of the students. Although the portfolios were not used as an
alternative assessment tool and the students knew they would not be graded
over their portfolios, they still prepared their portfolios enthusiastically and
enjoyed the process.

To summarize, in addition to the improvements in the language skills,
the research based portfolio study based on collaboration, support,
discussion, and reflection provided an environment in which students could
reflect on the value of what they learned and took more responsibility for their

learmning process, contributed to their self-growth, in other words they
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became more autonomous. Additionally, developing the students’ reflective
ability contributed to their self-growth.

To my best knowledge, there have been no studies that use portfolios
merely as a self-growth tool in the field so far; therefore, it is not possible to
compare the present study to the previous ones. However, the studies of
Yang (2003) who used portfolios as a tool to facilitate student learning and
develop learmer autonomy with college students in an EFL environment and
Coombe and Barlow (2004) whose study focused on the reflection
component of portfolios carried out by EFL college students support the
present study as both studies facilitated students’ reflection on leaming and

beliefs and empowered them to develop their self-growth.

1. Implications for teaching

The findings of the study offer several implications for foreign
language teaching contexts. First of all, in general, Turkish students were
accustomed to the traditional way of instruction and they did not seem to be
taking responsibility for their language learning and self-growth. That is, they
were used to receiving an instruction which was based on knowledge
transmission from the teacher and they were not autonomous. This was also
the case in the context of the present study. The results of the study revealed
that a research-based portfolio can be used as an alternative approach in
foreign language teaching classes to enhance the self-growth of the learners.

Secondly, most of the Turkish teachers would not be familiar with
portfolio usage in language classrooms, as portfolios were not commonly

used in Turkey. In that respect, teachers should be provided with both
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theoretical and practical in-service training programs with the aim of raising |
their awareness on the effective use of portfolios and this training should be
substantial and ongoing. In addition, this training will be more effective if it is
given by teacher trainers.

This study has also implications for second language teacher
education programs. The use of portfolio as a self-growth and assessment
tool should be part of the methodology courses in second language
education programs. Theoretical knowledge on portfolios should be given to
the prospective teachers and they should be asked to use porifolios as part
of the course content. Additionally, they should be encouraged to implement
portfolios in their future classes.

The findings and pedagogical implication of the study should be
viewed in the lights of its limitations. First, as in the case of most imperative
studies in the field, it is difficult to draw generalizations as the sample size
was small and the subjects were engineering majors. |, as the researcher, do
believe that the results would be even more promising if the portfolio study
was carried out with a larger number of students from different majors.

Second, much more reliable results could be obtained if the
proficiency level of the students could be evaluated by a standardized test. In
addition, further studies investigating the long-term effects of the portfolio
study would be necessary.

Finally, further research with a greater number of EFL students in
various cultural contexts in classes of different proficiency levels may yield

further information about the probable effects of portfolio keeping on



65

students’ reading and writing proficiency, vocabulary learning and their
attitudes towards research.

In the light of current pedagogical thinking, and as the present study
revealed, the portfolio can be a useful tool in that it facilitates the adoption of

a more-learner centered practice in foreign language classrooms.
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APPENDICES

APPENDIX A

BACKGROUND QUESTIONNAIRE*

Name:
Class:

1. Have you ever involved in a portfolio study in your education life
before?

YES NO

2. If yes, was this portfolio study part of an English course?

YES NO

3. If yes, did you enjoy this study?

YES NO

4. If yes, did the study contribute to your English language proficiency?

YES NO

5. If you participated in a portfolio study before, for which course did you
prepare it and how? Give brief information.

* This checklist was given to the students in Turkish.
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APPENDIX B
SAMPLE ACHIEVEMENT TEST
READING SECTION

. GIRLS GET UGLY
In Germaay, more and more violent crimes are being committed by
women. (TIME / August 11, 2003}

One pleasant spring afternoon last year, a group of teenagers attacked a 15-
year-old girl on a playing field in the Berlin district of K8penick. They hit her in the
face and pushed her to the ground. When the victim refused to hand over her money,
some of her agsailants held her down and burned her arms and cheek with a lighted
cigarette, The attackers were not a gang of rowdy boys, but a band of 13-to 15-year old
girls. ‘

While men are still responsible for the vast majority of crimes in Germany,
female violence is on the rise, “Young girls and women of all age groups are becoming
more violent,” says Winfried Roll, head of the crime-prevention division of Berlin’s
Bureau of Criminal Investigation, “That’s been a3 nationwide trend for several
years.” Last year in Berlin, the number of female suspects of violent crime under the
age of 21 increased by almost 8%, while the number of male suspects dropped slightly.
Violent crimes like robbery and severe bodily harm have even increased by 18% (for
robbery) and 25% (for bodily harm) among young women, who are banding together
more often in all-female gangs.

Why are German women becoming more violent? Gender® equality may have
something to do with it. Today’s “ladies” are drinking and smoking more, and raising
all sorts of hell. “Girls and young women are generally less restricted in adopimg male
forms of behavior, ‘whether it's assertiveness, talkmg tough or using one’s elbows,”
argues psychologist Arnd Stein, who specializes in the treatment of young people.
“Unfortunately, the same goes for the use of physical force.”

The members of all-female gangs tend to be especially cruel. “When particularly
humiliating* methods like burning or undressing are involved, the parpetrators will
usually be girls,” says Roll. “It seems to be all about showing the boys, Hey, we can do
better than you."*.

Domestic violence is not a male monOpoly either. According to a study camed
out at the Institute for Gender and Generation Research at the University of Bremen,
women are the first to use physxcal force in 6 out of every 10 cases of relationship
breakups. “Human aggressiveness is not gender-specific,” argues Michael Bock,
professor of criminology and penal law at Mainz University. “When you know your -
parmer s weaknesses, physical strength plays an extremely minor role.” The situation
is complicated by the fact that few of the men who are victims of female assaults have
the courage to make it public. “There’s a large gray area here,” says Detective Inspector
Cordula Albrecht, who conducts courses for Berlin police officers on how to handle
victims of domestic violence. 4

Most men, she explains, fear being laughed at if they talk about or report their
partner’s behavior, “When my wife started screaming, I used to lower the blinds and
close the windows,” recalls Uwe, a 46-year-old manager, who was abused by his wife
for several years. Although awareness of the problem is growing, “it is still largely
ignored, regarded as a peccadillo - an insignificant issue,” says Bock.



73

Until German society faces up to its deep-rooted gender stereotypes and admits
that aggression is committed by both sexes, the problem will continue to grow.
Violence, both domestic and public, is neither a male nor a female issue; it's 2 human
one. (Ursula Sautter/Bonn)

*Geader: male or female
*humiliating: making someone feel very ashamed or embarrassed

PART I: THE PASSAGE / READING COMPREHENSION . (70 ptsi '

Answer the following questions. Don't copy irrelevant information fro\'the passage.
When you see “IN YOUR OWN WORDS” warmng, you should answer that particular
question using your own words.

1.  ‘assailants’ in line 4 is similar in meaning to . _(4 pts)

a) girls ¢) offenders
b) convicts (9) attackers

2. . Why did a group of young girls attack the 15-year-old girl? (IN YOUR OWN
WORDSI) ( 8 pts)

3. ~ What is meant by “That’s been a nationwide trend for years” (lines 10-11)?
(6 pts)

PART II: VOCABULARY {30 pts)

A. Fill in the blanks with the correct form of the words given in brackets.
(3::2-6 pts)

1. His latest television prograni “My People”, reflects the ethmc and cultural
__of the country.’ (divem)

2. In the army there are vexz,strict rules to be followed and they never tolerate

3. The doctor said he was unable to help my father because lus iliness was outside
his ___ (apcclalize) '
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B. Fill in the blanks with the given phrasal verbs. There are more words than you
need. You don’t have to make any changes. Use each ONCE. {8z1,5=12 pts)

W lr.om kmex-r—mrwrr’ﬁ‘*com; ACROSS |GO-OVER ™~

TAKE OVER

;/,1.//' Due to his illness, he was off school for a week. However, if he studies hard

L2

3.7

.. enough, I strongly believe that he will __ ' . his clabsmates.
'm fed up with this cloudy, depressing weather. I really a little
_~ bit of sunshine. T
It took me six months to : tuberculosis. Thank God, I've got my
. health back now. ‘

" C. Fill in the blanks with the given words. There are more wosds than you need.
You don’t have to make any changes. (8x1,3=12 pta)

CONDEMN  (NMMATE  DRIVING Lmﬂekovr;ﬁ“  [evapENCE"

'{‘QBSQI:ETE‘ ACCOUNT @ANDQNED" LCOMPENSATE ; PUNISHMENT

1.
2.

3.

1 paidhim$500to_____ - for the damage I've done to his car.

" The judge’s decisionto _, the kidnappers to 8 years of prison
. pleased the victim’s family.
A/AN _ - i body search of the fans will help us prevent violence in

_ the stadium. o

WRITING SECTION

Choose ONE of the téﬂics given to write a well-organized essay. For the first and the
second topics you can use some of the prompts given or your own ideas.
(Don’t attempt to use all the prompts givenl)

1.

What are the causes and effects of food shortage’ in developing countries?

causes : effects
- rapid population increase * hunger-diseases
* lack of modern methods in agriculture * infant mortality
* climatic changes * migration
A~ disasters * conflicts/increase in crime

Especially in developed countries people are having fewer children. What are the
causes and effects of this?

causes i effects
* moye working mothers * freedom for parents
* knowledge on birth control methods * lower infant mortality
* desire for better living standards. * more parental care
* better educated children
* better health care

What are the advantages and disadvantages of using a mobile phone?
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APPENDIX C
VOCABULARY CHECKLIST TEST*

Examine the words below very carefully. For each word, among the choices A, B, C,
D, and E circle the most suitable one for you. The letters next to the vocabulary
items refer to form of the word that is asked; verb (v), adjective (adj), noun (n), and
adverb (adv). IF YOU SELECT CHOICE C, you are expected to write down the
vocabulary item and its number on the separate piece of paper that your
instructor has distributed along with the test. IF YOU SELECT CHOICE D, you
are expected to write the synonym or the translation of the given word in the
blank provided. IF YOU SELECT CHOICE E, you are expected to use this word
in an English sentence in the best way that will illustrate the meaning of the
word and write this sentence in the sentence part right below the item. Please
do not forget to answer choice D for the questions in which you answer
choice E. As the findings of this test are going to be used in a research, we kindly
request you be honest while answering the questions.

CHOICES

A. | do not know the word.

B. | have seen the word before but am not sure of the meaning.

C. | guess the word when | see or hear it in a sentence.

D. | know this word, | think it means (synonym/translation).

E. | can use the word in a sentence: (sentence).
(If you select this choice, please answer choice D, too).

1. stationary (adj) A B C D E
(synonym/translation )
(sentence )
2. cure (v) A B C D E
(synonym/translation )
(sentence )
3. flea (n) A B C D E
(synonym/translation )
(sentence )
4. segregate (V) A B C D E
(synonym/translation )
(sentence )
5. deficiency (n) A B C D E
(synonym/translation )
(sentence )

* This checklist was given to the students in Turkish.



6. cultivation (n)
(synonym/translation

(sentence

7. itch (v)
(synonym/translation

(sentence

8. defect (n)
(synonym/translation

(sentence

9. crucial (adj)
(synonym/translation

(sentence

10. accumulate (v)
(synonym/translation

(sentence

11. terminate (v)
(synonym/translation

(sentence

12. tremendous (adj)

(synonym/translation
(sentence

13. vanquish (adj)
(synonym/translation

(sentence

14. perishable (adj)
(synonym/translation

(sentence

15. inherit (v)
(synonym/translation

(sentence

16. scatter (v)
(synonym/translation

(sentence

17. merit (n)

(synonym/translation
(sentence

18. inject (v)
(synonym/translation

(sentence

19. vulnerable (adj)
(synonym/transiation

(sentence
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20. disrupt (v)

(synonym/translation
(sentence

21. fertilizer (n)
(synonym/translation

(sentence

22. obsolete (adj)
(synonym/translation
(sentence

23. swift (adj)
(synonym/translation

(sentence

24. diagnosis (n)
(synonym/translation

(sentence

25. terminal (adj)

(synonym/translation
(sentence

77
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APPENDIX C1
GUESSING TEST*

ANSWER THE QUESTIONS FOR WHICH YOU SELECTED THE CHOICE C IN
THE PREVIOUS TEST ONLY. Do not answer the other questions, as they are not
going to be taken into consideration. Try to guess the meanings of the underlined
words in the sentences you thought you could guess. You can give both the
definition and the equivalent or a synonym both in Turkish or English as long as you
can explain what exactly you think the vocabulary item means. Write your answers
in the “meaning” part below each sentence.

1. The car was stationary when the accident happened.
(meaning )

2. The only way to cure heading is to rest.
(meaning )

3. My mother took our dog to the wet to get rid of the fleas.
(meaning )

4. Special bicycle roads segregate bicycles from the rest of the traffic.
(meaning )

5. They did blood tests on him for sign of vitamin deficiency.
(meaning )

6. Farmers spend time and energy on the cultivation of fruit and vegetables.
(meaning )

7. This mosquito bite itches all the time.
(meaning )

8. He was born with a hearing defect.
(meaning )

9. Attending classes regularly and studying daily is crucial to our success..
(meaning

10. We have accumulated a large number of books over the years.
(meaning )

11. The football player's contract terminated at the season’s end.
(meaning )

12. This plane travels at a tremendous speed.
(meaning )

* This checklist was given to the students immediately after the collection of the vocabulary checklist.
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13. The opponent part vanquished the government in the last national election.
(meaning )

14. Perishable food should be stored in the refrigerator and should be consumed
within a couple of days.
(meaning )

15. She inherited her mother’s beauty and her father’'s weak character.
(meaning )

16. The crowd scattered when it began to rain.
(meaning )

17. One of his merits is his honesty.
(meaning )

18. The drug can’t be swallowed; it has to be injected.
(meaning )

19. People with high blood pressure are especially vulnerable to diabetes.
(meaning )

20. We hope the move to New York won’t disrupt the kids’ schooling too much.
(meaning )

21. Fertilizers need to be put on soil to improve its quality.
(meaning

22. So much equipment becomes obsolete almost as soon as it is made because of
the fast advancing technology.
(meaning )

23. The artist drew my portrait with a few swift movements of his pencil.
(meaning )

24. An exact diagnosis can only be made by obtaining blood samples.
(meaning )

25. The patient’'s symptoms show that he suffers from terminal cancer.
(meaning )
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APPENDIX D
END-OF-UNIT VOCABULARY WORKSHEET

OUR BOOK VOCABULARY QUIZ
UNIT 11: SCIENCE NEWS

Match the synonyms

carry out despite characteristics consciously task

searched gathered showed; explained  distinguish shortcomings
(respected)  remote (liable to spoil) met by chance completely; carefully
tenet monitored  strictly; carefully bring up (acquisition of)
altered unwillingly  (surrounded by) quite; somewhat by means of
controlled

I. We should perform each job carefully and try to learn from them.

2. Leaming vocabulary is a difficult PROCESS!

3. Do you think he did that knowingly or was it an accident? .

4. He accumulated much wealth during his lifetime but died an unhappy man.

. Most students reluctantly study vocabulary regardless of the fact that it helps o
them to get better grades on their reading exams.

. One common belief of the 13th and 14th centuries was that the world was flat,

. Our various fraits make up our personality.

. All parents will agree that it is difficult to successfully raise children.

. The lecturer pointed out many important points on the charts he used.

10. It is almost impossible to differentiate between male and female fish.

Il. He looked for his pen at home and at his friends' homes but couldn't find it.

12. He rigorously checked all the hospital records but couldn't find the case file.

WO W

13. Despite all his faults, he is a very popular and successful student.
14. The fossils were embedded in the rocks for many centuries,

15, In the business world, he was known to be reputable in his dealings with others,
16, One of the most perishable fruits is figs,

17. 1 came across one of my high school teachers in Kadikay the other day!
18. Do you wish to pay via cash or credit card?

19, The Australian continent is rather isolated from the other continents.
20. He reviewed his notes thoroughly the day before his exam,

21. Time had changed his facial appearance.

Lt

Match the synonyms
hence (controls) (non-moving) particularly react
hit (offspring)  unconsciously absurd data
disputed (endeavor)  (conventional) insulted, angry uttered
contradict  deficiency  temporarily select

L. His great effort to supply all the necessary information required before he
left on holiday was greatly appreciated.

2. Itis traditional for the bride to wear a white gown at her wedding,

3. He automatically paid his lunch bill without looking to see if it was correct.

4. The director provisionally accepted the suggestion of his department head.

5. Living things all respond to danger in some way or another,

6. Air pollution is getting worse worldwide; thus acid rain is worse too.

7. Everyone thought his suggestions were silly.

8. Don't get out of the subway until it is stationary.

9. The delinquent boy pelted the dog with small stones.

10. She bought the dress specifically for the wedding ceremony,

11. A lack of enough iron in your diet can lead to a case of anemia.

12, The factory manager manipulates the various operations when needed.

13. He felt outraged by the actions of the group toward the Indian boy.

14. The boundary between the two countries has been a controversial point for years,

15. You should choose your future mate carefully or your marriage can end in divorce.

16. Babies are difficult to raise, whether they are human or any other animal species.

17. Teenagers like to speak against their parents ideas.

18. He spoke something but I couldn't understand what he said due to the noise.

Lt

|

I
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Page 2 - Unit 11 - Vocabulary Quiz
Match the synonyms and the antonyms

latter (went forward) (partially done) confused faulty

assert examines carefully  ordinary (terminate)  observations

hard to reach fancy; unusual inferior nonsense ridiculed

(bombarded) builds up moving challenged  disturbing
{composed of)

I. The secretary screens all callers before they can see the director.
2. Pollution accumulates most in the Gztepe area on this side of Istanbul.
3. The traditional blackboard is made of wood. -
4. The children wrongly langhed at the boy who stuttered. ——
. The news he got in the letter was so upsetting that she started to cry.
. Guarantees generally are to protect consumers from defective apphiances.
. He contested his exam grade because he felt there was some mistake made.
. The hail hjt the people walking on the streets like rocks.
9. A scientist's new findings should be checked by other scientists carefully
before they can claim they liave discovered something new. .
Please proceed with the next part of the exam after finishing this section.
. Mission Impossible with Tom Cruise was a fantastic film, wasn't it?
. Products placed on shelves at "eye"” level are more accessible.
. I like apricots and apples, but I like the former best,
. You should write in an orderly way.
. He is a conventional dresser at work—a suit, shirt and tie.
. He reversed his car by mistake and hit his garage door.
. His ideas for solving problems are never sensible.
9. He has completed his exam at last!
10. Sony is a superior brand to Philips.
11. It is easy to take photographs of stationary objects.

(22371
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Fill-in the following sentences with the proper vocabulary word(s).

bruise pregnancy  deficiency nevertheless select uproar
make use of shortcoming traits combat manipulate part
procedure altitudes untold receptive infecting sped by

1. At high like on mountains our ears can give us trouble.

2. We should our natural resources.

3. There was an in the class when they found they had to come to school on a holiday.
4. Thetrain_____ so quickly that my hat flew off my head.

5. After falling down, I got a large on my leg.

6. During » you must be careful about what you eat or you can have a problem.
7. Doctors must be to all actions that can lead to other patients

with a disease from another patient. Thus, the hospital setsupcertain____________to make
sure everything is sterilized.
8. A person's character is made up of various ; in other words, these are the
that make up a whole personality. Everyone has because no one is perfect.
9. Earthquakes and floods cause damage and death.
10. In successful generals learn to the enemy by using certain strategies.
1. We the profession we want; » sometimes we end up in another
profession due to changes in technology or changes in personal preferences.
Fill-in the following sentences with the proper vocabulary word(s).

terminate entirety skeptical presence

simultaneously activate segregate line of reasoning

rigorous emotions coaching

L is necessary to teach animals tricks.

2. Many scientists are about animals being able to communicate with us.
3. With that » you may not be able to become a successful diplomat.

4. I sometimes watch TV and prepare quizzes on my computer .
5. His alongside me throughout my life has helped me in my success.

6. Films successfully our --crying, laughter, anger, etc.

7. We must that project in its before it causes us to go bankrupt.
8. Itisn't necessary to people with AIDS if precautions are taken.
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APPENDIX E

SAMPLE SCORING OF CATEGORY E:
VOCABULARY CHECKLIST

Directions: The students were asked to use the given word in an L2
sentence and to provide either the L1 translation or L2 synonym additionally.
Word: cure (v)

A score of 1 was given when the sentence was grammatically correct
and semantically appropriate, but the L1 translation or L2 synonym was not
correct.

Sample student sentence: The medicine cures my illness.
Translation: sifa

A score of 2 was given when the sentence was grammatically correct
but semantically inappropriate and the L1 translation or L2 synonym was
correct.

Sample student sentence: People may gradually cure when they are ill.
Translation: tedavi etmek

A score of 3 was given when the sentence was grammatically
incorrect but semantically appropriate and the L1 translation or L2 synonym
was correct.

Sample student sentence: You should be cured your eye.
Translation: tedavi etmek

A score of 4 was given when the sentence was both grammatically

correct and semantically appropriate and the L1 translation or L2 synonym

was correct.



Sample student sentence: His iliness can be cured only by successful
doctors.

Translation: tedavi etmek

83
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APPENDIX F

A PORTFOLIO SAMPLE
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WEEK 1- ASSIGNMENT 1

ELE, HAWAITAN GODDESS of volcanoes, shows
little respect for terrain, and surely none at
all for mere mortals and their traffic signs
(below left). For the past seven years lava
has flowed sporadically from one of Pele’s

most active outlets, the east rift zone of Kilauea vol-

cano on the Big Island of Hawaii. Some subdivisions
have been overrun, repeatedly in the case of Royal

Gardens (left). Although no lives have been lost,

more than a hundred dwellings have collapsed and

burned, while others, built on small elevations,
remain untouched. Automobiles that might have
been moved early to escape the lava lie abandoned,
charred hulks for future archaeologists to ponder.

Yet such utter devastation is deceiving. While Pele
lays waste to existing life with one hand, she also
presents a clean slate where other life can take hold,
evolve, and write new chapters for biology. Over the
past decade my wife, Catherine, and I have seen
pieces of this miraculous process on the Big Island
and Maui, amid cinder fields, hidden valleys, and
alpine stone deserts. We almost always have worked
above 4,000 feet, ascending into such habitats as rain
forests, since the zones below are dominated by intro-
duced plants and animals.

In this lofty environment we sought Hawaii's
endemic species, the hardy natives whose nurseries
may be bare lava, packed ash, and crumbling cinder
cones. This steaming, trembling land, existing in its
present form for only 2 moment in geologic time, sup-
ports endemic life-forms that may predate the exotic
newcomers by a million years or more. Here grow
indigenous koa and ‘Gki‘e-lehua trees, shrubby
pikiawe and ‘Ghelo plants, with ‘epapane honey-
creepers and ‘“0 —Hawaiian hawks—on the wing
and invertebrates such as bizarre spiders, banded
tree snails, and highly evolved pomace flies.

These islands have never been directly influenced
by continental landmasses. Whatever life appeared
in past ages arrived strictly by chance, borne on the
high winds of the jet stream, on the feathers and feet
of birds or in their digestive tracts. Some life possibly
rode on drifting tree trunks and mats of vegetation.
Thus eggs, spores, seeds, larvae, and other wander-
lings made their haphazard landfalls.

I have spent a lifetime attempting to put into
words, in writing or in the classroom, my feelings for
such inspiring natural phenomena. No one has said it
better than Sir John Arthur Thomson, a Scottish
biologist, who wrote in 1920; “Living creatures press
up against all barriers; they fill every possible niche
all the world over. . . . We see life persistent and
intrusive—spreading everywhere, insinuating itself,
adapting itself, resisting everything, defying every-
thing, surviving everything!”
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N THE BLEAK SURFACE of
a cooled lava flow on
Kilauea, at first glance
the only sign of life

appears in the background —our
son Bob, a geologist (top). Vet
even here, life is establishing
itself among two different forms
of lava, pdhoehoe, at center,
and ‘2‘g beyond. Although the
two are identical in chemical
composition, smooth, billowing
pahoehoe is very fluid and
streams rapidly;, while rough,
clinker-like ‘a‘8 becomes thor-
oughly stirred and generally
moves slowly, with a noisy,
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tumbling front. Here cracks and
rubble present labyrinthine
opportunities for pioneering life
to take hold, such as small ferns
already visible.

On pahoehoe flows, small
pools of warm water condense
from steam rising through
fumaroles, heated by 2000°F
temperatures far below the
ground. Although only tempo-
rary, such pools permit the
growth of microbial life (above
left) and algae that arrive in air-
borne spores. Later, when the
pools evaporate, spores and
cysts of the life they recently
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supported blow away in the
trade winds, perhaps to prosper
in another small aquatic world
elsewhere on the shoulder of the
great volcano.

We found evidence of one
such furnace 20 yards beneath
Catherine’'s feet, It still heats
rainwater that percolates down
from the floor of Kilauea ki
(“little Kilauea), not far from
the main volcano. Condensing
in the cool mountain air, steam
provides the moisture that sets
the stage for life to grow along
fissures between lava plates
(right).

Kilauea Tki's 1959 eruption
littered the floor of the crater
with cinders blown 1,900 feet
high from a vent in the rim, cre-
ating a vast, fragile, roughened
surface that crackles when
stepped upon. Soon this appar-
ent wasteland became inhabited
by sword ferns, mosses, lichens,
and other plants.

Among the first to appear was
a minute moss (below), its initial
stalk only millimeters tall, at
first dwarfed by the peanut-size
cinders it grew among. The moss
produces progeny en masse in
the form of spores that are car-
ried away on the trade winds—
the very means of dispersal that
wafted colonizing spores to
Kilauea Iki after the eruption.

When filled with decaying
plant matter, a fissure also
houses microscopic mites
(center). I have found larger
predatory mites, snails, wasps,
beetles, and spiders securely
established within Kilauea's
warm, moist fissures.

National Geographic, July 1990




IKE THE “LOST WORLD” of
Sir Arthur Conan Doyle,
an island of vegetation
called a k7puke (above)
shelters life—here forest-
dwelling insects and other inver-
tebrates marooned by Kilauea's
lava. Surviving in such pockets
of high ground, most life here
will remain isolated for cen-
turies until the surrounding

Hawait’s Volcanic Cradle of Life

lava becomes reforested.

When such a forest of ‘Ghi‘a-
lehua trees—in the myrtle
family —is covered by incandes-
cent cinders, the trees often top-
ple as their lower trunks are
incinerated (left). In death new
opportunities for life arise. Fog
condenses on fallen trunks;
where water drips, newly ar-
rived plants grow. Lichens take
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hold on the hard ‘Ghi‘a wood,
while the tree holes trap spores
and shelter young plants as they
grow into the world of light.

When flowing lava kills ‘Ghi‘a
trees, exposed wood burns at
once. Below ground the lava
turns the trunks to charcoal,
which burns slowly, leaving
impressions in the sides of the
molds (below) immediately
available for the webs of enter-
prising spiders.

After a flow ceases and sub-
sides, some lava-covered trees
remain grotesquely erect (below
left), often cooling into ghostly
forests of blackened tubular
“lava trees.” Lava spatter from
small subsequent eruptions
adorns the tips of this pair.

An ‘Ghi‘a tree is tenacious
of life. If one side of its fire-
ravaged trunk remains un-
burned, new growths called ad-
ventitious buds (bottom) sprout
to help the tree rebuild itself.

7




VERY STEP reveals the
diversity and contrast of
these life-forms and their
habitats. We walked only

“short distances between totally -
different ecosystems, such as a
forest of mature ‘Ghi‘a trees and
kdpu‘u tree ferns (opposite)
adjacent to the nearly barren,
steaming floor of Kilauea.
Endemic life fills this forest,
from thornless raspberries to the
honeycreepers whispering songs
in the underbrush.

The wonderfully adaptive
‘6hi‘a plants may tower as
rain forest trees or mature as
dwarfed shrubs under desert-
like conditions. Where loose vol-
canic cinders permit rainwater

78
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to percolate instantly out of
reach, an ‘Ghi‘a often produces
aerial roots (below) to catch con-
densation from fog-borne water,

Hawaii is a showplace of
adaptive radiation, the evolu-
tion of many forms from a few
ancestral types. Consider the
endemic insects. Colonizers
arrive by chance, as did this
vividly hued pomace fly (left
center), an alien species I found
on the 10,000-foot summit of
Maui’s Haleakala Crater. Other
pomace flies, arriving over long
periods of time, have given rise
to some 500 endemic species.

Like a hand-painted twig, a
giant Hawaiian damselfly lights
up the forest (top). These

oy

damselflies apparently sepa-
rated from their cousins else-
where in the world more than
ten million years ago, initially
settling on ancient high islands
that have long since been
submerged. As new islands
arose, the damselflies migrated
along them as if they were
stepping-stones.

Opportunistic nocturnal
hunters, Hawaiian long-jawed
spiders (left) range from rain
forests to lava fields, where they
may hide under volcanic slabs,
seeking refuge from the sun.

et

Netional Geographic, July 1990
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Reflection 1

It was very hard to find an article about ‘Nature’ for me. Actually there are a lot of articles in
magazines such as National Geographic, Newsweek etc. but they are very hard to
understand. I couldn’t decide which one to use at first. Then I chose the one about Hawaii
because it was the easiest to understand. I had to use dictionary while I am summarizing.

My friend read and checked my summary but I think she didn’t give good feedback, because
she is my close friend, and she didn’t want to be rude I think. She only said good things but
she didn’t criticize my summary. Maybe I wrote it very well...
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o1

MEDICINE

MISSING MEMORIES

When does Alzheimer’s disease begin? A study
suggests the damage starts earlier than you think

By cHRISTINE GORMAN

 GCTORS ARE ALL TOO FAMILIAR WITH

the final stages of Alzheimer’s disease,

when neurodegenerative plaques

' and tangles spread throughout the
brains of their patients, robbing them of
memory, dignity and finally their lives..
But what if there were a way to halt this

‘terrifymg decline? What if scientists .

developed a treatment that could some-
how stop Alzheimer’s disease-in its tracks
and prevent any further deterioration?
Chances are yon'd want to treat folks as
soon as possible, in the earliest stages of
the disease, long before devastating brain
damage had occurred. -

Researchers at Washington University -

School of Medicine in St. Louis, Missouri,
Iast week disclosed what may be an impor-

tant step toward that goal. No, they didn’t |
announce a hew therapy that can stem the :
ravages of Alzheimer’s disease. Instead, in a’

study that was published in the Marcltissue
of the Archives of Neurology, they provided

compelling evidence that a condition called |

mild cognitive impairment, or Mct, which is

charactenzed by repeated lapses in short-
term memory, is in fact in many patients
the earlieét stage of Alzheimer’s disease.

Should the Washington University
findings hold up, they could eventually
provide drug companies with another
target for treating or even preventing
Alzheimer’s. Péerhaps more immediately,
however, the results could trigger all sorts
of financial and legal headaches if, for ex-
ample, insurance companies start labeling
mild cognitive impairment as a pre-existing
condition that disqualifies patients from
long-term - health-care coverage: This is
apart from the emotional trauma of pa-
tients realizing that they probably have an
incurable disorde‘r.

46 Everyhody forgets where:
they put their keys But |f
you forget what keys are for

that could he a concern. 774
y NE L BUCKHO» Z

In any event, the research
underscores the fact that as sci-
entists increase their knowledge
about the earliest manifestations
of Alzheimer’s disease, more
questions are being raised than
can be answered. For instance,
what exactly do researchers
mean when they talk about mild
cognitive impairment?  “There
are lots of conditions that can be
subsumed under the term,” says
Dr. John Morris, lead author of

the study. McI could stem from
the side effects of taking too many
medications, a blow to the head or
: the lassitudes of depression. But
‘what Morris and others are focusing
on is repeated problems with short-
term memory that are often first no-
ticed by a close friend or relative,
This clinical view of mMc1 deals
with distinct changes in forgetful-
ness over a period of a year or two—
changes that can be verified with psycho-
logical testing. “People start at different
points,” says Neil Buckholtz, chief of the
dementias branch at the National Institute
on Aging. “Everybody forgets where they
put their keys. But if you forget what keys
are for, that could be a concern.”

There is also preliminary evidence
suggesting that a diagnosis of Mcr can
be confirmed with a magnetic-resonarce
scan of the brain, Typically, in cases of
what turns out to be pre-Alzheimer’s mar,
these images will reveal that the hip-
pocampus, a central portion of the brain
associated with short-term memory, is
somewhat smaller than normal or even
rather shrunken in appearance.

Of course, when Morris and his col-
leagues at Washington University set out
an. their. study 10. years- ago, they didn’t
-have:even this:much information to-guide
them; ~Instead; they pulled together a

group.of 404 men and women between the

‘agesof 45 and ‘103 and gave theim a battery
of psychologieal snd memory tests. Nearly
230..study subjécts had Various Tevels of
‘whatwe would now recognize as McL The
testrhad normal-scorés for-theit ‘ggeand

“gervedas the ooittrol group:

Over the course of the study, 42 people
died and donated their brains for autopsy—
the: only foolproof methad. of dlagnosing

surprise, 21 of the 25 people who had g
inafly shown 'sighs of MGI proved:to-have
Alzheimer’s- disease -at-aitopsy—many
morepatients than they had anticipated.

Still, the Washington University study
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does not prove that all Mc1 is an early stage
of Alzheimer’s disease. Participants were
not chosen at random but had volunteered
to be part of the trial. Because a family
member or someone close to them had al-
ready noticed 4 change in their mental acu-
ity, the results of the trial may have been
skewed. In addition, it's not easy to know
where normal forgetfulness ends and clin-
ically significant impairment begins. The
U.S. Food and Drug Administration invit-
ed a panel of experts to Washington re-
cently to try to tackle the problem. The Na-
tional Institutes of Health has scheduled

another meeting late in the year to see if,

they can come up with a more rigorous.de-
finition of mild cognitive impairment.

In the meantime, at least five thera-
pies are now being studisd around the
world for their potential in treating McI.
Among the candidate treatments are vita-

. Thanks to.a written hnguaﬂe th’\t repnesents sounds wnth "re'lt umformlly, taliatis ar
less troubled by dyslexia than native speakers of English or French, whose spellings ar,
bafflingly irregular. Here scans show ditferences between normal and dyslexic brains: ;-

NORMAL brain du g rea DYSLEX!C lifain shows litle activity in {,

areas linking vision to'sound and meamng

min E, anti-inflammatory medications
called cox-2 inhibitors and the Alzheimer’s
drug Aricept. The first results aren’t ex-
pected for three to four years.

"Until then, doctors are likely to pro-
ceed fairly cautiously, They want to make
sure they're helping their Mc1 patients
without unnecessarily stigmatizing them
with the Alzheimer’s label. Siill, there’s
hope, says Dr. Ronald Petersen, director
of the Alzheimer’s Researcher Center at
the Mayo Clinic in Rochester, Minnesota.
“These people are really quite function-
al.” For if Mct is indeed the earliest stage
of Alzheimer’s disease, and if it’s possible
to slow its progression, patients might be
able to delay the onset of full-blown Alz-
heimer’s and preserve a fairly decent
quality of life. —Roperied by David Bjeridle/
New York and Dick Thompson/Washington

areas linking language ta visual cues Wovd

i means. This month, ltal

+* neurological basls across Imgu{sﬂ@'
. cuitural boundaries.

.~ whatwe already know abaul
. braln reads, says Dr. Bennatt S
.- who co-directs the Center for the Stud
- of Leaming and Attention at Ya
- University. The brain, ho expldil
« ot have an Innate reading ability—as it

does for speech—so.1t deals with
Written word by converting it info the i

. andboltsofafamlllarphnneﬂclanguage.
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Reflection 2

When we went to the library together, I felt much better. Because it wasn’t boring this time.
I wasn’t alone, and all of my classmates were struggling to find articles. Everybody was in
the same situation. And you were there, I asked you a lot of questions, and you helped me
find my new article. I used scanning techniques to summarize. I tried to use new vocabulary
that we learned in the class when we read AIDS in Our Book. It was interesting also,
because I read and understand the research that some doctors did about Alzheimer. I feel
good because I can understand difficult texts in English now... It is still not easy but it is
ok...
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Reflection 3

I made a big big mistake. I didn’t use if clause second conditional while I am writing my
hypothetical research, I used present perfect tense. I don’t know why. I knew if clauses
actually, we learned it in grammar, but I don’t know why I didn’t use. I think I
misunderstood you. But when I asked to rewrite, you said it is ok. Other than that, I was
very creative while I prepared a dream research! It was fun, because I felt myself important
as if I am a doctor!






