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Abstract
Recently, many researchers have drawn on the implementation of teaching portfolios in teacher
education programmes in order to develop pre-service teaching skills and promote reflectivity.
This exploratory qualitative case study examines the introduction of the teaching portfolio as a
reflective tool in the practical training course at the Teacher Training School of Constantine.
The purpose of the study was to analyse trainees’ reflection on their teaching practices using
teaching portfolios and explore student teachers’, supervisors’ and training teachers’ perceptions
on developing portfolios. The study employed a qualitative research paradigm to investigate the
following questions: 1) Do teaching portfolios act as a tool for trainees to engage in and develop
their reflective practice? 2) What are these pre-service teachers’ perceptions on developing
teaching portfolios during the PTC? 3) What are the perceptions of supervisors at TTSC and
training teachers at middle and secondary schools of Constantine towards the use of teaching
portfolios in the training course? The study used both document analysis and questionnaires as
research means: (1) Trainees’ portfolios; (2) a questionnaire to trainees; (3) a questionnaire to
training teachers and supervisors. Data analysis revealed that pre-service teachers used their
portfolios to express their ideas about teaching and learning. They perceived developing
teaching portfolios to be instructional involving reflection and documentation of teaching and
learning. According to the qualitative analysis of their reflective writings, those trainees
developed from a technical level of reflection − a mere description of teaching events, to a more
practical level of reflection − using practical classroom experiences to think about teaching and
learning along the three phases of the Practical Training Course. The supervisors and training
teachers questionnaire also revealed that these future teachers endorse the teaching portfolio
both as a process and product to be a type of worthy document of future consideration.

Key words: teacher education, reflective practice, teaching portfolios, teacher training,
English language trainees, practical training course.
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GENERAL INTRODUCTION

GENERAL INTRODUCTION

GENERAL INTRODUCTION

1. Statement of the problem
In their teacher education, teacher trainees1 are expected to acquire and exhibit
competence in their knowledge of content area, classroom management skills,
pedagogical philosophies and teaching theories. One way of offering trainees an
opportunity to synthesize all these elements over time is by training them to engage in
reflective practice. The latter assists the beginning teacher to look critically at his/her
practice, assess his/her own progress, and attempts to modify his/her behaviour and
strategies towards his/her objectives. Learning how to engage in reflection is especially
needed because general research on teacher reflectivity suggests that pre-service
teachers lack critical levels of reflective thought.
Teaching portfolios are increasingly being perceived as useful tools to stimulate
reflective practice in pre-service teachers. As Lally (2000) advances, it consists of both
a collection of documents and reflections about a person’s teaching competences. By
developing the portfolio, the beginning teacher is able to come to self-understanding
through reflection. Research on teaching portfolios suggests that their implementation
assists these teachers document performance, monitor growth, reveal discrepancies in
development, and enhance self-responsibility (Smith & Tillema, 2007). In this way, the
teaching portfolio is seen as a vehicle for further development of educational knowledge
and skills for a pre-service teacher.

1

The terms pre-service teachers, student teachers, beginning teachers, and trainees are used
interchangeably along the whole thesis.
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This study is stimulated by the total absence of using teaching portfolios (TPs) by
trainees during the Practical Training Course (PTC). When we were teaching B4
trainees at the Teacher Training School of Constantine (TTSC), we observed the
process of constructing their Training Report (TR), which was according to them a
monotonous and repetitive process along the previous generations. It helped us
understand the complaints of these future teachers and begin to ask questions: why are
not TPs used by trainees to report their practical training experience? Why are not they
yet implemented in teacher education curriculum in TTSC? What would be different if
trainees use TP instead of TR to document their teaching practices and reflect upon
them?
If quality teaching is to become a focus in higher education, increased attention must
be directed to reconsidering the actual Teacher Education Programme (TEP) used in
TTSC, and implementing the teaching portfolio in the curriculum to be used during the
PTC in order to develop pre-service teacher’s competency and promote reflective
practice. Eventually, this study deals with introducing teaching portfolios to English
language trainees to carefully examine the way they record their teaching practices and
reflect upon them through portfolio development.

2. Purpose of the study
The purpose of this case study is first to describe and explore trainees’ portfolios as a
tool that can provide an evidence of a trainee’s knowledge and skills in teaching and to
examine his/her reflective development along the three phases of the PTC. The second
focus is to investigate the perception of trainees and teacher educators (both training

2
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teachers and supervisors) of the process of developing teaching or professional
portfolios during the PTC.
The study also aims specifically to explore how English language trainees have
engaged in their teaching practice through reflective writings, and how they have
utilized their portfolios to document their learning and teaching.
The present study equally aims to provide insights into the implementation of
teaching portfolios in TEP. In particular, it seeks to investigate how TPs should be used
as vehicles to document and assess pre-service teachers’ teaching competences and
professional development while undertaking the PTC.

3. Research questions and hypotheses
In relation to the above purpose, three research questions guided this case study. The
questions were as follows:
1) Do teaching portfolios act as a tool for pre-service teachers to engage in and
develop their reflective practice?
2) What are the perceptions of pre-service English language teachers at TTSC on
developing teaching portfolios?
3) What are the perceptions of supervisors at TTSC and training teachers at middle
and secondary schools of Constantine on the use of teaching portfolios during
the PTC?
On the basis of the above mentioned research questions, we have advanced the
following hypotheses:

3
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•

Hypothesis one

We hypothesise that introducing teaching portfolios would promote pre-service
English language teachers’ reflective practice along the PTC, and a better tool to
document trainees’ teaching performances and experiences.
•

Hypothesis two

We also hypothesise that trainees, supervisors, and training teachers would engage
appropriately and positively with teaching portfolios and perceive them as an
instructional tool involving reflection, documentation of teaching performances and
professional development.

4. Assumptions
In order to carry out the case study, the following assumptions were made:
1. Teaching portfolios offer opportunities for pre-service teachers to document
their teaching experiences, thoughts, and subsequent learning about teaching
which stimulate their reflection.
2. Using teaching portfolios as a reflective tool assists English language trainees
in identifying their strengths and weaknesses regarding their teaching skills
practiced during their teaching practicum and as a valuable way of
encouraging professional development.
3. Teaching portfolios will provide trainees, supervisors, and training teachers
insight into the development of the practical knowledge of teaching, thoughts
about teaching, and the skills to reflect on their teaching practices.

4
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4. We also assume that the efficacy of implementing teaching portfolios in
teacher education programme in TTSC depends on its framing within the
PTC.

5. Research design
To test our hypotheses, the present case study employed a qualitative approach for
data collection and analysis. Merriam (1998) advocates that qualitative research design
provides guidelines and flexibility for questions about a particular topic to understand
the respondent’s point of view.
Data collected in the present study included the following: (1) English language
student teachers’ teaching (or professional) portfolios; (2) questionnaire with trainees;
(3) questionnaire with training teachers and supervisors. It enabled the researcher to
describe, compare, evaluate, and interpret information reflective of the participants’
knowledge, beliefs, and experiences. The study draws on a qualitative paradigm using
multiple research methods including questionnaires and document analysis.
The pilot study was completed with the goals of focusing our research interest and
and testing the feasibility of our research tools. It polled four English language trainees
of B4 level whom we taught the module of psycho-pedagogy during the academic year
2011-2012 while undertaking their PTC, and two teacher educators (one supervisor and
one training teacher).
For the purpose of analysing their productions, trainees were first introduced to the
teaching portfolio concept through a seminar (see appendix 1) organized and presented
by the researcher before the start of the PTC. During this period, English language

5
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trainees experienced four months fieldwork teaching starting from an observation phase
to an alternate teaching and finishing by a full-lesson teaching. This seminar gave the
rationale and guidelines about portfolios uses and the process of developing them.
Besides, trainees were provided with a model teaching portfolio (see appendix 2)
developed by a Canadian English language trainee to illustrate better the way they
would construct their own. In order to facilitate the process of developing the portfolios,
a prototype portfolio was designed to fit the PTC (see appendix 3). Trainees were
required to fill and develop it, each in his/her own way by adding evidence (teaching
materials and resources) from their teaching practices with the help of the supervisor’s
and researcher’s instructions.
The trainees questionnaire (see appendix 4) is administered to a sample of 12 B4
English language trainees out of a population of 24 trainees, and 38 B5 trainees out of a
population of 106 trainees, department of English, TTSC randomly selected from
seminar attendees during the academic year 2012-2013, after completing their teaching
portfolios at the end of the PTC. It is worth mentioning that for the present study, we do
not intend to compare between the two levels in terms of portfolio development, but
rather for the sake of coverage of student teachers. 7 trainees left the research without
continuing to develop their portfolios or complete their questionnaires and bring them
back: 3 B4 trainees and 4 B5 trainees. The questionnaire was designed to report
trainees’ perceptions of their practical training experience with developing teaching
portfolios.
The training teachers & supervisors questionnaire (see appendix 5) is administered to
a sample of 7 supervisors out of a population of 25 scheduled by the administration to
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train those selected trainees, and 3 training teachers from both secondary and high
school out of a population of 21 randomly selected during the same academic year, after
completing the teaching portfolios by the trainees at the end of the PTC. It is worth
mentioning again that we do not intend to compare between the perceptions of both
supervisors and training teachers, but rather for the sake of coverage. The questionnaire
was designed to report supervisors’ and training teachers’ perceptions of the trainees’
practical training experience while developing the teaching portfolios.

6. Structure of the study
Chapter one contains a review of the literature in reference to reflection in teacher
education. This review focuses on the concept of reflection. It describes the various
attitudes and types of reflection so as to better understand its role in teaching and
teacher learning. Elements of this chapter also emphasise the importance of reflection, a
list of activities known to support reflection, and a discussion of how to promote and
facilitate reflective thinking, as well as the characteristics of effective teacher reflection
through portfolio development.
Chapter two presents a review of the use of the teaching portfolio, its importance and
relevance as a reflective and assessment tool in teacher education. The purpose of both
chapter one and two is to provide a theoretical and empirical foundation upon which the
present study is developed.
Chapter three consists of a description of the teacher training programme mission, its
goals and outcomes. It presents an overview of the teacher training course in the TTSC.
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In addition to the different roles of the supervisor, training teachers, and workshops in
the PTC, the chapter gives an account of the student training assessment.
Chapter four presents the qualitative paradigm and explains data analysis of the
teaching portfolios. It describes the pilot study which sets the ground for the present
investigation. In particular, it examines the trainees’ reflective development from
technical to practical levels of reflection throughout the whole phases of the PTC.
Chapter five describes the quantitative design of this study. It provides the data
analysis of both questionnaires administered to the trainees and their teacher educators
in order to explore their perceptions and experiences of developing teaching portfolios
based on their teaching performances during the PTC.
Chapter six presents implications for TEP for future implementation of the teaching
portfolio project. It also stresses the need for future research and offers some activities
to promote reflection practice in teacher education. At the end, it suggests some ways to
assess trainees using portfolios to report their teaching performances during the PTC.
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CHAPTER ONE

Reflection in Teacher Education

“We do not learn from experience. We learn from reflecting on
experience.”
_ John Dewey, (1938, p. 78)

Reflection in Teaching Education

[Chapter One]
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[Chapter One]

Introduction
Reflection lies somewhere around the notion of learning and thinking. We learn as a
result of reflecting, or we reflect so as to learn something. Recently, reflection in teacher
education contexts has been gaining a great importance and widespread interpretations
in the literature (e.g., Hatton and Smith 1995; Boud and Walker 1998; Williams 2001;
Peltier et al. 2005). Dewey (1933, 1938) is commonly credited with the incipient
influence on reflection in education. Since Dewey's time, many writers in the field have
emphasised the importance of reflection.
This chapter explores the concept of reflection. A complex and multifaceted term,
“reflection” connotes different ideas in different circumstances. The chapter also
describes the various attitudes of reflection so as to better understand its role in teaching
and teacher learning. Elements of this chapter also emphasise the importance of
reflection, a description of reflection in teaching, a list of activities known to support
reflection, and a discussion of how to promote and facilitate reflective thinking, as well
as the characteristics of effective teacher reflection through portfolio development.

1. Conceptualizing reflection
Reflection and reflective thought have been conceptualized and reconceptualised
over time. Dewey (1933) in How We Think is acknowledged as a key originator of the
concept of reflection in the twentieth century. His book constitutes a major interaction
of reflective inquiry addressed to all teachers and students. For him:
Reflective thinking, in distinction from other operations to which we
apply the name of thought, involves (1) a state of doubt, hesitation,
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perplexity, mental difficulty, in which thinking originates, and (2) an
act of searching, hunting, inquiring, to find material that will resolve
the doubt, settle and dispose of the perplexity. (1933, p. 12)
He explains the relationship between reflection and some of the attributes of teaching
and learning when illustrating the utility of reflection. Being an experiential learning
theorist, Dewey maintains that effective learning takes place only after engaging in a
learning experience and then taking the time to ‘‘weave meaning among the threads of
experience’’ (Rodgers, 2002, pp. 847-48).
Schön (1983) in The Reflective Practitioner: How Professionals Think in Action
draws attention to it and assumes that practitioners; mainly professional teachers show a
“capacity for reflection on their intuitive knowing in the midst of action that …made
that knowing conscious and available for action.” (Lyons, 2010, p. 14) Schön’s work
was the first attempt to explore the distinctive structure of reflection in action. His book
marked the reappearance of reflective practice as a major issue in North American
teacher education.
Kolb (1984), alternatively, describes reflection as an activity that takes place as one
part of a cycle of learning, to think back on the learning experience that has just gone
before and to make observations about it; hence, he advocates teaching and learning
settings which incorporate these activities in order to enable students’ learning.
Just after Schön, other scholars helped to explain reflective inquiry among them
Freire, Mezirow and Brookfield. Mezirow (1997), for example, develops strategies for
teaching the way to reflect on experiences that distort adult thinking. For him, reflection
“is the central dynamic in intentional learning, problem solving, and validity testing
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through rational discourse. Intentional learning centrally involves either the explication
of meaning of an experience, reinterpretation of that meaning, or application of it in
thoughtful action.” (p. 9)
It is only in the 1980’s, during which behavioural psychology was dominant in the
United States’ teacher education, that Zeichner publishes his first paper about the notion
of reflective practice in teacher education in Canada. He describes a research he
conducted on the learning of the student teachers who were in his pre-service teacher
education programme and reveals that “[t]eaching was largely seen as a technical
process to be directed by what people either in schools or universities wanted them to
do and for the most part the students did not see teaching as a moral and ethical activity
over which they had any control.” (Zeichner & Yan Liu, 2010, p. 68) He wants to show
that there was no research and discussion in teacher education about teacher thinking
(only initiated by Shulman in 1992), nor helping teachers how to exercise their
judgement in the classroom.
Another definition of reflection is also proposed by Jay, “Reflection means thinking
about what one is doing. It entails a process of contemplation with an openness to being
changed, a willingness to learn, and a sense of responsibility for doing one’s best.
Perhaps this process seems natural, and indeed it may be; but it also poses a challenge.”
(2003, p. 1)
Loughran also views reflection in education as “a process that may be applied in
puzzling situations to help the learner make better sense of the information at hand, and
to enable the teacher to guide and direct learning in appropriate ways. The value of
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reflection in teaching and learning is that it encourages one to view problems from
different perspectives.” (2006, p. 4)
Accordingly, reflection in education has been described in the literature in different
ways. Researchers in the field (Boud and Walker 1998; Lyons 2010; Rodgers 2002)
have viewed that its definition has been so broadly utilized in educational contexts.
However, the main areas of agreement among them are likely that reflection: (1) is
deliberate; (2) is stimulated by a problematic situation; (3) involves an inward
examination of personal knowledge with reference to the problem situation; and (4)
leads to new insights (Rogers, 2001).

2. Importance of reflection
Reflective teachers face the challenge of truly seeing themselves and their teaching.
They approach their practice with openness, wholeheartedness, and responsibility,
looking for the better path to take, the edges that need to be smoothed, and the changes
they need to make in their practice to improve learning for students. This is the heart of
quality teaching. (Jay, 2003, p. 2)
Essential in a thoughtful approach to teaching, reflection represents one way teachers
develop and learn from their practice; a kind of experiential, on-going learning well
suited to the constantly changing world of the classroom. Importantly, reflection helps
teachers develop “the capability and orientation to make informed and intelligent
decisions about what to do, when to do it, and why it should be done” (Richert, 1990, p.
509).
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Nevertheless, Baird (1992) contends that better teaching requires a kind of
metacognition; a term that subsumed knowledge, awareness and control. In this sense,
Baird suggests that teaching can be improved if “teachers reflect on themselves and
their practice, that this reflection should be set within a process of systematic enquiry,
and that both reflection and enquiry should proceed by collaboration among members of
a group.” (ibid, p. 34)

3. Attitudes to use reflection
Dewey (1933) outlines three important attitudes in predisposing an individual to
reflect. The development of knowledge and theories in the educational setting requires a
willingness and capacity on the part of student teachers to reflect and think critically
about their practices. Open-mindedness, whole-heartedness and responsibility are the
three attitudes which are considered as necessary for reflective teaching.

3.1. Open-mindedness
Open-mindedness refers to the ability to be open to new ideas and alternatives and to
think about problems in new and different ways. To be open-minded means be able to
admit errors and to listen to others points of view, even when they are different views.
Zeichner and Liston (1996, p. 9) identifies open-mindedness as “an active desire to
listen to more sides than one, to give full attention to alternative possibilities, and to
recognize the possibility of error even in our most dear beliefs.”

14

Reflection in Teaching Education

[Chapter One]

3.2. Whole-heartedness
Whole-heartedness is displayed when one is thoroughly involved in a subject or
cause. It is developing an attitude of commitment and willingness to take risks.
Developing enthusiasm and interest is the driving force for learning. “A teacher who
arouses such an enthusiasm in his pupils has done something that no amount of
formalized method, no matter how correct, can accomplish.” (Dewey, 1933, p. 32) In
the same vein, Farrell (2004, p. 36) describes whole-heartedness as “a commitment to
seek every opportunity to learn.” In that, whole-hearted teachers engage in every
situation with the attitude that they can learn something new.

3.3. Responsibility
Responsibility is to consider one’s actions and their consequences. It is the need to
realize why; to seek the meaning in what is being learnt. Intellectual responsibility
underpins knowing why something is worth believing. Responsibility is often thought
of as a moral trait, but it is equally important as an intellectual resource.
Together, these attitudes are important to encourage deeper and thoughtful action.
Therefore, cultivating these attitudes as essential constituents of readiness for reflection
is clearly valuable in pre-service teacher education.

4. Phases of reflection
Reflection is clearly purposeful because it aims at a conclusion. It requires thinking
in order to better interpret the problem and propose solutions to it, since the aim of
reflective thinking is to gain a thorough understanding of a confusing situation.
Reflection, then, is characterized by Dewey to include a list of sequential phases in
15
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thinking leading to an outcome. These phases are suggestions, problem, hypothesis,
reasoning, and testing which when joined together consist a reflective cycle. Although
the aim of reflection is to solve a problem, the consequences of testing which are
reconsidered, evaluated and analysed within a single reflective phase may substantially
induce reflective action (Loughran, 2006).

4.1. Suggestions
Loughran (ibid) points out that suggestions form a range of possible solutions or
explanations to a new situation or problem which the mind leaps forward. These
suggestions come out of preceding experiences. Meanwhile, this form of reflection
provides the opportunity for pre-service teachers to use it as alternative choices in order
to make informed decisions about their teaching practices. Consequently, reflective
thinking is rather encouraged by this phase of suggestions or interpretations that a preservice teacher makes.

4.2. Problem
Again, Loughran (ibid) provides an explicit explanation of what Dewey calls
“intellectualization”. It is noticing the conditions that constitute the perplexing situation
as one entity rather than as small and isolated bodies. So far, the problematic situation is
more accurately understood and recognised so that proper and thoughtful reflective
behaviour is undertaken. This difficult phase of reflection requires that the problem that
pre-service teacher is able to ascertain depends on the description that he/she has
observed, gathered, and generated in the classroom.
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4.3. Hypothesis
Loughran (op.cit) goes on to point out that hypothesis formation for Dewey is a
tentative interpretation. It is an active investigation directed toward bringing to light
further facts to confirm or disconfirm the suggestions as being implausible. The point
here is that this stage of generating possible explanations which come from synthesis of
previous experiences will define and clarify the problem.

4.4. Reasoning
It is the reconstruction or reorganization of elements of an experience. This phase,
according to Loughran (ibid) provides a level of understanding and reasoning from
which an individual can take a reasonable action. As involved in the previous phase,
reasoning involves a careful analysis of all possible considerations that will explain the
problem.

4.5. Testing
It is the final phase of reflection that provides the possibility to test the hypothesized
end result. Yet, the congruent reaction is based on careful assessment of the
hypothetical thought that preceded the action and not on routine one. In this sense,
failure can be informative. Dewey claims that “[testing] either brings to light a new
problem or helps to define and clarify the problem on which he has been engaged.
Nothing shows the trained thinker better than the use he makes of his errors and
mistakes.” (cited in Loughran, ibid, p. 5)
Since the phases of reflection are linked, once one has tested one’s hypothesis, more
problems may arise. In this sense, the process of reflective thought is cyclic; testing
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precedes experience and so forth. Dewey addresses the idea that these phases may
extend to one another depending on the nature of the problem. Since teaching and
learning are of a complex nature, solving a problem is not always implicit. Solutions are
not inevitably appropriate or applicable to any problem situation (Loughran, op.cit).
Drawing on reflective inquiry, one can learn from both past and future experiences;
since reflective thinking can carry on for long periods.
Also, Lyons (1998) questions whether reflection is, in fact, developmental, and
therefore, whether it can be taught. Stanley (1998), however, identifies five phases in
the development of a reflective teacher. These are (1) engaging in reflection; (2)
thinking reflectively; (3) using reflection; (4) sustaining reflection; and (5) practicing
reflection.
Loughran (1996, p. 6 ) sees reflection both as ‘appealing’ and ‘applicable’ in his
work with pre-service teachers, especially if they are to master not only the technical
skills of teaching but also to be thoughtful, purposeful and informed decision makers.
Clearly this can only be achieved if student-teachers “question their own actions,
reconsider their knowledge and understanding in the light of experience, and use this to
shape the way they approach helping their students to learn.” He believes that they need
to experience this as learners themselves in their pre-service teacher education
programme if they are to adopt this approach in their own professional practice.
According to King and Kitchener (1994), reflective-thinking skills are the result of a
developmental progression occurring from interactions between the individual’s
conceptual skills and an environment that promotes or inhibits these skills. The authors
assume seven development stages of reflective thinking and divide them into three main
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groups: an early stage consisting of pre-reflective thinking, a middle-stage consisting of
quasi-reflective thinking, and an advanced stage in which reflective thinking occurs
spontaneously. A study conducted by Song et al. (2006) shows that both middle-school
and college level learners perceived the learning environment and scaffolding methods
as helpful factors prompting reflective thinking in a PBL environment, although the
essence of these two and their order of importance in prompting reflective thinking were
different. Hence, this developmental progression leads us to believe that students at the
earlier stage of pre-reflective thinking may need more or different instructional-design
prompts to help them think reflectively and progress into the middle and advanced
stages.
We can see links with Schön's view of reflective practice in the way in which
educators focus on problems and experiment with situations in the following section.

5. Schön’s reflective practice
Schön (1983) describes reflection in terms of the knowledge gained from a
practitioner’s own experience. He delineates a difference between theoretical
knowledge or “technical rationality”, and the practical knowledge or “tacit knowledge”
as a result of his observations of professionals’ thinking while practicing teaching.
Reflection was perceived to initiate in practical activity, mainly when professionals are
faced with confusing and unique conditions. Thus, it is an important medium for the
acquisition of professional knowledge. The notion of reflective practice initiated by
Dewey’s theory is categorised by Schön into two different directions that can guide
reflection; reflection-on-action and reflection-in-action.
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5.1. Reflection-on-action
It is referred to by Schön (op.cit) as reflecting back on action or learning from
previous experience in order to modify future action. Reflective teaching requires
looking back after being remote from the teaching process. This form of reflection is
referred to by Van Manen (1991) as “recollective reflection” involving deeper insight
into past experiences. It is the most frequent form of reflection since it is less
challenging than reflecting simultaneously while engaging in the teaching process,
because the teacher has to manage the classroom while paying attention to many things.
Schön (1983; 1987) discovers that professionals would indeed look back on their
practice after completing a task. It involves a sequence of action then thought. In
teaching, such reflection may take place at the end of a school day or even at the end of
the year.
A set of questions can be asked to promote reflection on action (task focus):
1. What is your understanding of the task?
2. What were the aims of the task?
3. Can you give a detailed description of the task?
4. How did you feel about the task?
5. What happened?
6. What did you do?
7. What did another student do?
8. How do you feel about that?
9. Where did the task occur?
10. How do you describe the environment where the task occurred.
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5.2. Reflection-in-action
It is referred to by Schön as reflecting in the midst of an experience. Reflection-inaction implies a deep awareness of practice and the ability to alter practice to meet
learning goals. “In an action-present – a period of time, variable with the context, during
which we can still make a difference to the situation at hand – our thinking serves to
reshape what we are doing while we are doing it.” (Schön, 1987, p. 26)
It is a process involving thought during action. For instance, teachers may improvise,
or reflect-in-action, when they suddenly realize they are losing the attention of their
students. Similarly, reflection-in-action may involve puzzling problems and attempts to
make sense of them-for example, when a teacher tries to figure out why a student isn’t
grasping a concept and then tries new ways to aid understanding. In these instances,
reflection takes place in the midst of action, not after the fact. There are some questions
that teachers can raise to stimulate reflective thinking during action (process focus):
1. How well prepared were you for the task?
2. How did you carry out the aims of the task?
3. How did you feel while you were doing it?
4. What are your successes in the task?
5. What are your disappointments in the task?
6. How do you feel now about what happened?
7. What helped you to complete the task?
8. What would have helped you to complete the task better?
9. What enabled you to complete the task?
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Expanding on Schön’s ideas about reflection-on-action and reflection-in-action,
Killion and Todnem (1991) propose one more way that reflection takes place:
reflection-for-action. The process involves thought then action. With this idea, they
assert that reflection is a practical tool for guiding future practice.
Grossman and Shulman (1994) propose that teachers reflect for action as they engage
in curriculum analysis and planning, that they reflect in action during active instruction,
and that they reflect on both action and thought as they review and evaluate their
practice. This contributes to a better understanding of the sequence of reflection as it
takes place in the context of teaching. In fact, all three types of reflection take place and,
correspondingly, that reflection is inherent in all of the intellectual processes of teaching
and even learning.
Schön’s great contribution to the notions of reflection-on-action and reflection-inaction has been the subject of some debate about what reflection is and how it might be
developed. Grimmett and Erickson (1988, cited in Loughran, 1996, p.6) describe and
categorize reflection to include three abstractions: “The first is a view of reflection as
thoughtfulness about action, the second is reflection as deliberating among competing
views

of

‘good

teaching’,

and

the

third

is

reflection

as

reconstructing

experience.”[Emphasis added]
The impact of these findings led many teacher educators to reconsider the structure
and curriculum of their pre-service teacher education programmes. Attempts to develop
ways of encouraging pre-service teachers to develop as reflective practitioners have led
to a variety of approaches and structures.

22

Reflection in Teaching Education

[Chapter One]

Similarly, Dewey (1933) and his proponents emphasise the relation between the
theory of reflection and the practices for teacher educators applied in TE. As a response,
Goodman (1984, cited in Loughran, 1996) believes that it is needed to examine three
areas: (1) the focus of reflection; (2) the process of reflective thinking; and (3) the
attitudes necessary for reflective individuals. Reflection in or on action allows teachers
to continually improve their practice and even to be professional simply because the
teaching context is the one where theory is applied, tested and evaluated.

6. Levels of reflection
The term reflection has been regarded to be developmental, defining three
hierarchical stages or levels of reflective thought in which critical reflection represents
the essential aim. Completing Schön’s types, Van Manen (1977) offers three different
and hierarchical levels that show varying levels of reflectivity.
According to Van Manen, the initial level of reflection is Technical. It has also been
referred to as descriptive (Jay & Johnson, 2002). The pre-service teacher is likely
applying Darwin’s theory of natural selection which states that the person uses what
works and rejects what does not and moves on. The pre-service teacher is aware of the
basic elements of instructional practices that are gained from their theoretical
knowledge.
The next level, Practical Reflection which is rather an in-depth level, “allow[s] for
open examination not only of means, but also of goals, the assumptions upon which
these are based and the actual outcomes.” (Hatton & Smith, 1995, p. 35) At this level,
the teacher is aware of his actions and actively seeks how to improve them. He
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examines a lesson, keeping in mind its objective, implementation, and its outcomes. As
this level is most pertinent to the teaching situation, most teachers stay at this level.
The Critical Reflection is at the top of the hierarchy; it addresses the moral and
ethical features. It is rarely achieved since it represents the abilities to think of the act of
teaching as regarding social, ethical, and moral contributions. The following table
represents Van Manen’s hierarchy of reflective practice in the context of Schön’s types
of reflection. In that within each type of reflection, there can be different levels of
reflection, for example, within the reflection-on-action, a combination of technical and
practical, and in some cases critical reflection can be included.

24

Reflection in Teaching Education

[Chapter One]

Types of reflection
Reflection on action

Reflection in action

Technical

• Trainee reflects on her/his lessons

• No reflective action while in the
process of teaching.

with a focus on competence.
• Makes suggestions for modification
of lesson based on what worked and
what did not.

Practical

Levels of reflection

• Trainee reflects on her/his lesson

• Trainee reflects on her/his lesson

considering goals, implementation

considering goals, implementation and

and outcomes.

outcomes.

• Makes suggestions for future

• As lesson progresses, trainee observes

improvements.

and makes note of inappropriate
methods, alters methods to better meet
the needs of the learner based on
repertoire.

Critical

• Trainee reflects on her/his lesson

• Trainee reflects on her/his lesson

considering goals implementation and

considering goals, implementation and

considers moral and ethical

outcomes and considers moral and

implications of lesson.

ethical implications of lesson.

• Makes suggestions for future

• Trainee observes and makes note of

improvements.

inappropriate methods, alters methods
to better meet the needs of the learner
based on repertoire.

Table 1: Types and levels of reflective practice (adapted from Larrivee, 2006).
Several researchers, however, have devised ways of categorizing teacher reflections
into different levels. Baird (1992), on the one hand, distinguishes three periods of
reflection and categorized them as Anticipatory

Reflection (pre-teaching),

Contemporaneous Reflection (during teaching) and Retrospective Reflection (post

25

Reflection in Teaching Education

[Chapter One]

teaching). A research has been conducted on these reflective occasions in order to find
out how they influenced the trainees’ reflection on teaching and learning.
The study of Hatton and Smith (1995) was designed to investigate the nature of
reflection, to specify its types, and to evaluate the strategies which facilitated particular
types of reflection. Their analysis resulted in finding four types of reflective writing:
descriptive writing, descriptive reflection, dialogic reflection and critical reflection and
revealed that there is a lack of appropriate and satisfactory definition of the term critical
reflection. Yeyli (2009) replicates their study exploring the types of reflection in the
reflective journals written by 62 Turkish pre-service teachers. These later though
developed positive attitudes towards journal writing; they failed to include dialogic or
critical reflection because according to him, they were not trained on the types of
reflection proposed by Hatton and Smith.
Mezirow’s (1997) reflective thinking model, on the other hand, is viewed as a
hierarchy of four levels of reflection, the highest of which involves critical questioning
of assumptions underlying the learner’s accepted prior knowledge. Similarly, Valli
(1997) adds to these categories five types of reflection that she views as hierarchical. In
her model, “Technical” reflection involves comparing one’s teaching practice to
external guidelines, such as those for research and standards. “Reflection in/on action”
involves

making

decisions

about

teaching

in

unique

classroom

situations.

“Deliberative” reflection involves weighing viewpoints and research to understand
various concerns of teaching. “Personalistic” reflection is focused on the teacher’s
personal growth and relationships with students. Finally, “Critical” reflection is
concerned with social, moral, and political issues and involves judging the ultimate
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purposes of schooling. In her explanation of these types, Valli suggests that teachers
may first need to reflect on areas of technical knowledge and skill (Technical reflection)
before being facile in comparing different teaching strategies (Deliberative reflection).
She notes that each type has strengths and limitations and that each holds value for
teachers.
Another classification is the one proposed by Bain et al. (1999) in a research carried
on 35 student teachers’ reflective journals demonstrating five levels of reflection. These
levels are: (1) reporting the event as it occurred; (2) responding to the event in a
spontaneous and emotional manner; (3) relating to the event in terms of past experience
and knowledge; (4) reasoning about the event in terms of alternatives, examining
assumptions, and conceptualizing characteristics of the occurrence; (5) reconstructing
the event in terms of theories that can be applied to a broader range of experiences.
Their outline of reflection, which is chiefly the alteration from the literal and immediate
to the abstract/conceptual and theoretical, resembles that of Van Manen.
In a nutshell, whether he is aware of it or not, every teacher organizes his practice
around a conceptual framework or cognitive structure. Reflection has come to be
analysed diversely with metacognition, introspection, and critical thinking. This lack of
a precise definition resulted significantly in both the way reflection is implemented in
teaching and learning environments, and the way it is studied (Harrison, Short, &
Roberts, 2003 cited in Yuen Lie Lim, 2009, p. 3).
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7. Activities to promote reflection
To become a reflective practitioner, it is necessary to be clear about the objects of
reflection. To instil reflective practice in pre-service teachers, they should engage in
different activities as providing evidence of practice, discussion with teacher educators
and peers, and writing in order to facilitate their understanding of teaching and learning
(Brockbank and McGill, 2007) . Each of these activities can be amplified by the support
of both peers and teacher educators who act as facilitators to greater knowledge for the
pre-service teacher.
The following table describes the three activities in the context of guided and
independent learning situations.
Learning situations

Discussion
Writing

Activities

Evidence

Guided

Independent

• Selection of teaching materials and
justification as an evidence of practice

• Autonomous selection of materials as
evidence of practice.

with both teacher educators and peers.
• Group work in formal and informal

• Internal Monologue (covert speech).

discussion, mainly in workshops or
seminars.
• Reflective commentaries, peer reviews,

• Personal journals and notes.

and journal writings.

Table 2: Activities to promote reflective practice (adapted from Loughran, 2006)
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7.1. Discussion
Group discussion is one of the functional characteristic to promote reflection.
Dialogue between teacher educators and pre-service teachers would promote greater
understanding and critical analysis of the trainee’s performances as well as reflective
development. In this case trainees during the PTC rely on teacher educators as a guide
and facilitator for what they are experiencing. Trainees can make meaning of teaching
and learning experiences and teacher educators try to harness their confusion. This kind
of scaffolding is also possible through peer discussion.
As advanced by Brockbank and McGill (op.cit, p. 5):
The teacher, as facilitator, takes responsibility for creating the
conditions conducive to critical reflective dialogue until student
learners are familiar with the process. As students become aware
of the process the teacher can enable them not only to reflect
critically upon the material before them, but also begin to reflect
upon the process by which they are learning. They can begin to
reflect upon learning about how they are learning.
In this respect, the relationship that is created between the teacher as a facilitator and
learners can lead to a further conditions for “transformational learning”. The teacher
through reflective dialogue can take part in reflective practice in order to learn about
their practice. Learners on their part are experiencing reflective dialogues to promote
and model their learning, and then undertake their own reflective dialogues.
Micro-teaching is one approach to the use of video-taped experiences of one’s own
teaching which promotes reflection. Orlova’s (2009) research shows that self-viewing
has special significance for English language trainees because it enables them to pay
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attention not merely on “the nonverbal aspects of their teaching, but also to reflect on
their communicative competence, including their language proficiency, knowledge of
essential language functions, and their style of teacher-student interaction” (p.31).
Discussing classroom performance is rather enhanced while student teachers use
videotaping.
Discussion allows trainees to generate questions and responses, and the role of the
teacher educator is to gauge their understanding and help them bridge between thoughts
and experiences (i.e., theory and practice). For instance, if a trainee is striving to find
why his/her pupils are not participating in the classroom, he may ask questions like
“what went well and what didn’t?” the teacher educator may direct the trainee to think
about the issue of motivation. The teacher here may guide the trainee to consider other
observed experiences in the classroom and how they might relate to this issue. Through
discussion, trainees can connect thoughts to make meaning about other matters of
teaching and learning based on initial inquiry and experience, what we call selfreflection.
Discussion with peers is another way to extend the trainee’s understanding of T/L.
The peer is able to make new connections and provide support for the trainee’s
reflective development. It also engages trainees in conversations to reflect-on-action to
enhance their understanding of their own practice. During workshops, for example,
discussion about assessment may bring matters germane to trainees through hearing
similar and different experiences involving assessment. Shared ideas may help trainees
provide opportunities for them to connect their experiences with the theories relevant to
such issues, and thus accomplish reflection on action.
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Still, trainees may engage in covert discussion, monologue, while working
individually. It assists trainees to self-reflect to make links in their practices to theory.
Thus, through guided discussion on T/L, trainees can engage in reflection-on-action and
generate questions which provide the opportunity to stimulate thoughts about practice.

7.2. Evidence
With the help of teacher educators, trainees can select appropriate evidence of
practice that coordinates with the trainee’s reflections. For example, if trainees are
talking with their teachers about maintaining an environment for learners learning and
provide syllabus as evidence of this practice, and their teachers may ask questions such
as “why did you select your syllabus?”, “what does it show about your learners in the
class?” are designed to build greater understanding about T/L for the trainees.
Even selection of evidence with the collaboration of peers helps trainees to think
through, discuss, and ask questions about what they are thinking, and to provide
individual understanding of their practice. This assistance provides alternate evidence to
represent ideas more strongly.
Moreover, providing evidence of practice can be an independent practice requiring
the trainees to return to their work with a specific topic in mind and find evidence of
this topic in the work, such as thought about their individual teaching and make
meaning of practice based on concrete evidence of practice.

7.3. Writing
The reflective commentaries are pieces of writing that explain why evidence were
selected and how these are related to their development of T/L. Pre-service teachers can
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engage in practice where they reflect on another peer’s work. This can be better
achieved through workshops where trainees are provided by guided topics and asked to
write on case studies of issues in teaching and learning designed to engender reflection
on hypothetical issues; i.e. research assignments. Trainees can make meaning of
practice based on concrete evidence of practice. During this exercise, the trainee may
engage in writing; making notes for himself about what was found, the impressions
surrounding the evidence, and thus form new meanings and contemplate experiences.
Keeping a journal is another form of writing. Journal writing stimulates pre-service
teachers to document their thinking about T/L, and prompts them to ask ‘what’, ‘why’,
‘who’, and ‘how’ questions. Through journal writing about experiences, actions and
events, pre-service teachers will develop reflection-on-action. According to Loughran
(1996, p.8), “The purpose of journal writing [in teacher education] is to help the writer
look back on (or forward to) an event in the hope that it will be a catalyst for reflection.”
In the same vein, Moon (2006) outlines the most common uses of journal writing in
different professional contexts as a pedagogical tool to develop practice. First, he
advocates that journals are used as a means of linking theory to practice, yet reporting
the study of Dart et al. (1998) which reveals how graduate trainee teachers write their
journals to demonstrate this link. Second, he maintains that journal writing support
reflective practice by advancing the work of Wellington (1991) who describes the role
of journals in the development of reflective practice as a set of abilities and skills.
Journal writing is considered as an effective source of evidence about reflection. One
significant finding from Dobbins’ (1996) research using journal writing with pre-service
teachers is that being specifically prompted to focus on their own learning produced
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reflections with a deeper focus in which they were able to confront broader educational
issues in the process of clarifying their own beliefs. It involves the engagement of the
pre-service teacher to the writing and thinking essential in keeping a journal. Thus,
Loughran confirms that “[b]y incorporating the use of journal writing in a pre-service
teacher education course, teachers and students are able to explore topics of interest in
ways that may not be possible within the time frame of a class ...” (2006, p. 69)
Nevertheless, as Schön’s (1987) three conceptions of modelling (Follow Me, Joint
Experimentation, and Hall of Mirrors) in the practical training, Loughran (ibid) attempts
to reveal the impact of the supervisor as a role-model for the pre-service teacher’
learning about, and development of, reflection through seminars, journal writing,
supervisory meetings and teaching debriefings.
In reaction to these activities, the pre-service teacher has the opportunity to change
practice, modify instruction, and revisit personal goals. In fact, reflection can be
encouraged directly by structuring activities to support it in the various contexts, which
influence the type and quality of reflection of teachers’ professional lives. Researchers
have hopefully provided insightful information about which activities promote
reflective practice.

8. Teaching reflective thinking
Dewey‘s philosophy of reflective practice has changed the traditional philosophy
which regards the teacher as only presenting knowledge without relating to the context
in which his students are taught. His distinction between ‘routinized’ and ‘reflective’
teaching forms the basis of reflective practitioners. His belief was used by other scholars
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such as Piaget, who developed Constructivism, and followed by Vygotsky emphasising
the coaching aspects, and then Shulman who advocated reflective skills and abilities of
teachers. Schön’s description of reflective practice is considered to be the most
representative of Dewey’s vision.
Another philosophy on teacher thinking and approaches to reflective teaching which
are based on the different traditions of practice in TE is suggested by Zeichner and
Lipson (1990 cited in Polland, 2002) who explain the differences through a framework
identifying four varieties of approaches to instructing pre-service teachers in reflective
practice. These four alternatives of programmes engaging teachers in reflective practice
are: the Academic tradition, the Social Efficiency tradition, the Developmentalist
tradition, and the Social Reconstructionist tradition. For Zeichner and Lipson,
combining all these traditions creates the best opportunities for reflection.
Because reflective skills require on-going training, mentors should provide
opportunities for pre-service teachers to reflect frequently and constructively through
their teaching experience. Wood (1991) points out that the role of the mentor is to push
candidates gently and continuously in order to develop their reflective teaching.
However, Westerman (1991) indicates that trainees and proficient teachers differ in
their reflective practice. The latter can modify their practice to address the needs of
students. He notes that beginner teachers can be assisted by mentors to reflect on their
performance by developing on them habits of mind that facilitate reflective reactions.
To become reflective teacher is demonstrated by identifying personal strengths and
weaknesses as they relate to teaching. Beginning teachers must start practicing the
process for self-evaluation, self-improvement, and reflection so they can become the
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best possible (or exemplary) teacher. An important aspect to effective teaching is
reflective practice, which enables teachers to create an improved teaching environment
suited to their own context.
Hollins (1999 cited in Walkington et al., 2001) proposes four constituents of the
professional awareness and competence that are essential for reflective practice:
•

pedagogical content knowledge;

•

knowledge of characteristics of learners;

•

knowledge of teaching contexts;

•

knowledge of educational purposes, ends, and aims.

Moreover, Polland identifies seven characteristics of reflective teaching. For him
reflective practice in teaching involves:
1. an active concern with aims and consequences, as well as means
and technical efficiency.
2. a cyclic or spiralling process, in which teachers monitor, evaluate
and revise their own practice continuously.
3. competence in methods and evidence-based classroom enquiry, to
support the progressive development of higher standards of
teaching.
4. attitudes of open-mindedness, responsibility and wholeheartedness.
5. teacher judgement, informed by evidence-based enquiry and
insights from other research.
6. professional learning and personal fulfilment are enhanced through
collaboration and dialogue with colleagues.
7. teachers to creatively mediate externally developed frameworks for
teaching and learning. (2005, p. 14-15)
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They maintain that assessing these elements permits teachers to be careful about their
strengths, weaknesses and perceptions so as to promote reflective practice. Therefore, in
order to train pre-service teachers to be more reflective in practice, TEP must design
contexts that will help trainees to develop reflective habits and instil reflection. This
latter will assist them to make sense of their experiences in T/L. As advanced by Jay,
“[Reflective teachers] approach their practice with openness, wholeheartedness, and
responsibility, looking for the better path to take, the edges that need to be smoothed,
and the changes they need to make in their practice to improve learning for students.
This is the heart of quality teaching.” (2003, p. 2).

9. Characteristics of effective teacher reflection
After establishing the importance of reflection for action in developing teacher
practice, Loughran (2006, p. 131) identifies six associated assumptions to effective
reflective practice:
•

a problem is unlikely to be acted on if it is not viewed as a problem;

•

rationalization may masquerade as reflection;

•

experience alone does not lead to learning – reflection on experience is
essential;

•

other ways of seeing problems must be developed;

•

articulation matters;

•

developing professional knowledge is an important outcome of reflection.

Dewey believes that teachers should engage in reflective practice in order to promote
opportunities for student learning. A balk of research was originated in TE in order to
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assist student-teachers develop a tradition in teaching that might let them control their
own learning and encourage them to be thoughtful and reflective about their learning
and teaching (Loughran, op.cit). Hence, student teachers must reflect on their learning
experiences and teaching practice.

10. Facilitating reflective practice through teaching portfolios
Instead of calling for specific TEP design, many researchers (Copland et al., 2009;
Cotterill et al., 2010; Jarvis, 1992; Orlova, 2009; and Zeichner & Ray, 2001) propose
that specific artifacts of reflective development to be included in programme orientation
such as diaries or journals, portfolios, seminars, post-observation feedback meetings,
video- tapes, and recently blogs and e-portfolios which provide opportunities to
document practice and promote reflection. This yields further chances for the analysis
of aspects of teaching, and plans for future actions.
Reflective practice requires from teachers to express their own personal philosophy
of teaching. This can be possible through developing a teaching portfolio. The latter
provides a whole section for self-reflection, and preparing it enables pre-service
teachers to showcase their abilities to be a reflective teacher (Seldin, 1997). The
statement of the philosophy of teaching is a reflective writing about the teacher’s
principle beliefs and responsibilities or philosophies that guide his/her own teaching and
learning.
The acts of looking objectively at teaching and reflecting critically on experiences
could be achieved through such sources as reflective journals, learning logs, lesson
reports, autobiographies, collaborative dairy keeping, audio and video recording,
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teacher narratives, portfolios, observation and action research (Richards & Lockhart,
1994). Each could help teachers develop a better understanding of themselves as
teachers and of how they develop themselves in their own T/L contexts.
From the literature, ‘‘the term ‘reflective teaching portfolio’ carries a generalized
sense of a collection of artifacts, selected to represent daily teaching practice and
accompanied by analytic and evaluative comments by the teacher herself or himself.”
(Berrill and Whalen, 2007, p. 872). Portfolios in TEP provide the opportunity for preservice teachers to include specific examples of teaching and learning with
accompanying analytical comments about its entries used mainly for teacher
assessment. “Teaching portfolios may speak to ‘reflection-in-action’ but they,
themselves, constitute ‘reflection-on-action’” (ibid, p. 870). Reflective teaching
portfolios are seen as a way to enhance the authenticity of teacher appraisal, by giving
teachers an opportunity to add other kinds of evidence to what was typically appraisal
based on limited criteria such as a single classroom observation (Seldin, 2000; Shulman,
1998).
In developing the ability to be critically reflective, Walkington et al. (2001, p. 347)
advocate that teachers can begin by writing reflective portfolio entries, which should
contain a number of parts:
(1) Reflections on teaching philosophy (What do I think good teaching is?
What do I think that?).
(2) Teaching objectives (What do I think should happen as a result of my
teaching?).
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(3) Teaching methodology (What do I think are the best ways for me to
achieve the objectives? Why do I think that? How do I know that I have
reached them?).
(4) Finding a match between philosophy and practice articulated in the above
points.

Conclusion
As is evident in research and theory, reflection is a critical piece in effective teaching
and teachers’ learning. This chapter provided a detailed vision of what reflection is, how
it contributes to teaching, and how it can be achieved. We have seen that reflection
depends in large part on the activities in which it takes place, and we have learned that
teachers’ perspectives lend credence and insight to the value of reflection in their work.
We have also seen that teachers who are reflective and who act to improve their
teaching on the basis of their insights become master teachers who mentor and lead
others. The act of becoming insightful helps teachers become more mindful of the way
they challenge students and arrange their instructional environments.
This overview of reflection lays the groundwork for understanding and promoting
reflection in the daily lives of pre-service teachers through the use of portfolios, our
following topic.
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“Beginning teachers seeking ways of pursuing and documenting
improvement will find portfolios advantageous, chiefly because
they are living documents … continually reflecting on one's
teaching.”
(Zubizarreta, 1994, p.325)
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Introduction
To emphasise on teaching practice, attention has been shifted to documenting
teaching practices and to improving fundamental issues of practice. This movement to
emphasise on teaching practice has motivated higher education to search ways to
document, to improve, and to reward teaching. This focus on classroom teaching has
contributed to the growth of the teaching portfolio. The concept of the teaching
portfolio has been borrowed from other professions like arts, architecture, and
photography and adapted to higher education. This concept appeared in Canada aiming
to improve the body of evidence about teaching. However, portfolios are recently used
as alternative performance assessment tool of pre-service teachers aimed at enhancing
T/L. This chapter contains a review of the teaching portfolio in teacher education, a
discussion of the different types and functions as described in the literature. Research
findings on the purposes and effectiveness of the teaching portfolio are reviewed in the
next section. The last sections thoroughly review its importance and relevance as an
assessment and reflective tool in teacher education.

1. What is a teaching portfolio?
As a general definition, a portfolio is a collection of materials that represents the
various aspects of a person’s work. Teaching portfolios, used also as learning portfolios
(Wolf & Dietz, 1998), are perceived to be consistent with the new models of
professional development for in-service teachers.
Typically, this collection of materials for teachers includes a representative sampling
of course documents and student work, as well as items that speak to the teacher’s
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effectiveness. Such items might include student ratings (end of course evaluations),
classroom observations, or reviews by a mentor or colleague. A teaching portfolio is
often framed by a reflective statement in which the teacher speaks about his/her
teaching philosophy and practice and on-going development.
Increasingly, portfolios are being presented in electronic formats known as eportfolios or digital portfolios. The widespread use of the internet has brought many
advantages in terms of rapid access and sharing of information and experiences. Since
their beginning use for educational purposes in the 1990’s, a bulk of research has shown
that e-portfolios could enhance language teachers’ ICT skills and professional
development (Bala et al., 2012 and Hauge, 2006); it could function as a bridge between
education and working life and support the formation of the lifelong learning idea in
learners (Baris and Tosun, 2011). It may also serve as a suitable assessment tool for preservice teachers’ project-based evaluation (Genc and Tinmaz, 2010). In sum, eportfolios are considered as important documents that assist pre-service teachers to
develop pedagogical and technological skills and abilities.
Moreover, a teaching portfolio documents teacher’s evidence of teaching
performance collected at different settings throughout the professional career with its
potential to allow reflection (Wolf & Dietz, 1998). This kind of portfolio which is also
named professional portfolio gives an opportunity for student teachers to exhibit their
abilities to teach and serves for developmental assessment of performance; such as
teaching methods, teaching materials and evaluations.
Meanwhile, the teaching portfolio combines multiple standpoints: teacher, students,
and colleagues or peers. It provides a view of teaching over time, emphasizing a
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developmental approach to teaching practice. According to Shulman (1998), a teaching
portfolio is the “structured documentary history of a set of coached or mentored acts of
teaching, substantiated by samples of student portfolios, and fully realized only through
reflective writing, deliberation, and conversation” (p.37). Hence, teaching portfolios can
demonstrate student teacher’s efforts, progress, and achievement during the course of
their pre-service teacher education as well as evidence of self-reflection. It can also
facilitate discussion among teacher candidates and with educators.
The purpose of the portfolio is to document growth in the acquisition of knowledge
and/or to show increased proficiency (skills) in a particular area over a period of time.
The teacher candidate is responsible for developing a portfolio because he must exhibit
pedagogical knowledge and teaching skills. It is thought that portfolios stimulate
teachers to think more carefully about their teaching and subject matter (DarlingHammond and Snyder, 2000), raise teachers’ self-confidence, regulate classroom
performances, and make teachers aware about being a professional (Moss, Schutz and
Collins, 1998). Thus, an important outcome of portfolio assessment is that faculty
members find that the process of collecting materials and crafting their portfolios helps
them learn about themselves and their teaching (self-assessment). In pre-service teacher
education programmes; however, the teaching portfolio offers opportunities for
student teachers' experiences, thoughts, actions, and consequent

learning

about

teaching to be recorded.
In sum, Wolf & Dietz (1998) identify five essential characteristics elaborated from
their definition of a teaching portfolio: (a) is structured and purposeful; (b) shows
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teaching and learning across contexts and over time; (c) is reflective; (d) is
collaborative; and (e) should ultimately advance teacher and student learning.

2. Types and functions of portfolios
In reviewing portfolios in teacher education programmes, three types have been
used: process, product, and showcase portfolios (Smith & Tillema, 2003; Wolf & Diez,
1998; Zeichner & Wray, 2001; and Wray, 2007). Each type of portfolio leads toward a
specific purpose, content, and audience.
The process (also working, learning, or formative) portfolio, according to Zeichner
and Wray (ibid), shows a person’s performance over a period of time. Process portfolios
are often larger than other types of portfolios because they contain many artifacts that
teachers carefully select to portray their professional growth over time (Diamond, 1995;
Hurst, Wilson, & Cramer, 1998; Riggs & Sandlin, 2000). Process portfolios provide
teachers with an opportunity to explore, extend, and reflect in their own learning. In
teacher education programmes, this type of portfolio is often used to document preservice teachers’ growth and development throughout the duration of their programme
(Zeichner & Wray, 2001). Because the purpose of process portfolios is to show the preservice teachers’ growth and development, portfolios are developed progressively
throughout their training and the main audiences are the pre-service teachers themselves
and their mentors.
The product (also assessment or summative) portfolio, according to Zeichner and
Wray (ibid) is a specific collection of evidence developed over a short period of time to
meet a desired outcome. Wolf (1996) defines it as a “selective collection of teachers’
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work and standardized assessment....The primary purpose of this type of portfolio is to
evaluate teacher performance for certification licensure or professional advancement”
(p. 34). Hence, what pre-service teachers have learned at a specific time or with a
particular learning task is presented in product portfolios. It is in fact a summative
documentation that includes pre-service teachers’ focused work centred on finished
products. For this purpose, product portfolios are useful in assessing pre-service
teachers’ achievement and development within a TEP.
Like a product portfolio, the employment (showcase, marketing, or presentation)
portfolio is a set of the person’s best works. However, the purpose of employment
portfolios is not for evaluation but rather sharing in job interviews or a presentation
(Wolf, ibid). According to Wolf, employment portfolios “are intended to establish a
teacher’s suitability for a specific professional position” (ibid, p.35). The purpose of this
type of portfolios is then to gain a job. When pre-service teachers look for a teaching
job, using their portfolios they have developed, they can demonstrate to their employers
their professional competencies.
Foote and Vermette highlight the importance of portfolios for pre-service teacher
education:
The function of the pre-service teaching portfolio is highly influenced
by the stage of teacher preparation of the student. As the pre-service
teacher nears graduation the portfolio necessary takes on an
employment function. It is the goal of the student at this level to
secure a teaching position. The student who is embarking upon
student teaching must demonstrate the skills and abilities to take on
this new challenge. (2001, p. 32)
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Portfolios are one of the most adaptable tools currently available to educators around
the world. They have been utilized in many educational contexts, but their definitions
and ways of implementation seem to vary depending on their purposes: (a) for
assessment or instructional purposes (e.g., Danielson and Abrutyn, 1997; Wolf (1996),
(b) for teacher education (e.g., Shulman, 1998; Zeichner & Wray, 2001), and (c) for
learner training (e.g., Russel & Butcher, 1997; Wray, 2007).

2.1. Learning Portfolio
As a general definition a portfolio includes sample works that the student has done;
and as the student learns new concepts his/her portfolio extends. “A student portfolio is
a carefully selected collection of student work that provides clear evidence to the
student, parent, and other educators of the student’s knowledge, skills, strategies, grasp
of concepts, attitudes, and achievement in a given area or areas over a specific time
period” (Vizyak, 1996 cited in Ocak & Ulu, 2009, p. 28 ). From what is described in
the literature, a learning portfolio exhibits the student's best work, growth, and
achievements in different areas of the curriculum. This evidence includes evidence of a
student's self-reflection, student participation in selecting contents, criteria for selection,
and criteria for judging merits. Teaching portfolios function as showcases of student
learning, as Russell and Butcher (1997, p.3) state:
As a perspective over time during a course or curriculum, portfolios
pull together a lot of information and artifacts. These materials lend
themselves to formative evaluation and revision. Portfolios have the
added advantages of allowing students to organize their knowledge,
skills, and materials, to develop an in-depth understanding of the
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content, and to show peers and professionals what they have learned
and can do.
As mentioned above, using portfolios supports the students in many areas during the
process of learning. They show their growth in knowledge in a specific content area
over time which enables them to self-evaluate.
Nevertheless, Davis & Osborn (2003) believe that students in a language education
methodology course should develop a task-based portfolio gauging their learning
accomplishments and growth; and which brings out both their learning skills and
reflective practice. However, this learning portfolio can be used by teachers of foreign
language methods as an assessment tool for their student’s learning; stressing in the
evaluation of the portfolio both the process, the product, or both. They continue to
explain that “Process-oriented grading could include as a rationale the possibility of
future development of the portfolio, inculcating a sense of on-going professional
development and individual renewal. Product grading could focus on the portfolio as a
job interview tool or as a closure activity for the course.” (ibid, p. xiv). Undoubtedly,
used in TE, portfolios are advocated for accreditation purposes because they showcase
student teachers’ acquired skills for both professional success and career preparation.

2.2. Professional Portfolio
Shulman (1998) raises the point that while student portfolios have been chiefly used
to assess student performance, recently portfolios relevant to the teaching profession are
attracting significant attention of almost all educators, and from that time the terms
professional portfolios and teaching portfolios are used interchangeably.

Shulman

(ibid) defines them as follows: “A [professional] portfolio is the structured,
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documentary history of a set of coached or mentored acts of teaching, substantiated by
samples of student portfolios, and fully realized only through reflective writing,
deliberation, and conversation.” (p. 37)
Seldin (1997), another prominent figure conducting research on teaching portfolios,
defines the professional portfolio as:
a factual description of a professor's teaching strengths and
accomplishments. It includes documents and materials which
collectively suggest the scope and quality of a professor's teaching
performance. It is to teaching what lists of publications, grants, and
honors are to research and scholarship. (p. 2)
Moreover, Davis & Osborn describe a teaching portfolio for language teachers as:
a carefully selected collection of documents related to one’s teaching
practice, used in conjunction with applicable theory and purposeful
reflection on classroom experiences as a catalyst for conversations
about both the details of and the improvement of one’s teaching.
(op.cit, p.4)
Yet, despite the numerous offered definitions of the TP, the systematic focus is not
only on learning skills and professional development but also on developing reflective
learning strategies and reflective practice. Several scholars have investigated the uses
and effectiveness of keeping a portfolio. Lyons’s (1998) longitudinal study on preservice teacher’s portfolio development for instance, reveals that their portfolios enable
reflective teaching practice processes to develop and foster their awareness of teaching
and learning. More importantly, Zeichner and Wray (2001) argue that several studies on
teaching portfolios report relationships between portfolios and pre-service teachers’
reflective practice without studying the nature and quality of this reflection.
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However, in order to be well adopted during pre-service teachers’ teaching practice,
Foote and Vermette (2001) emphasise the need for educators to give a delineating
rationale for using the portfolio during the introductory level courses where it can have
a learning function based on the constructivist perspective of learning. “Pre-service
teachers need to understand how to organize it, and most importantly they need to
practice the reflection process” (p. 33). They argue that initiating the portfolio process
in introductory education courses is more liable to “instill a reflective practitioner
orientation and learning goal” (p.36) in pre-service teachers. To reinforce this process
they add that the use of reflection process in the introductory portfolio makes it a tool
for life-long learning and professional development. They admit the importance of field
experiences because they provide the basis for making authentic connections between
theory and the profession of teaching or practice.
In sum, the following figure summarises both the potential and pitfalls of teaching
portfolios that have been documented by Wright, Knight and Pomerleau (1999, p. 93) as
innovative tools in higher education.
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Problems

Provide a tool for reflection on teaching

Resistance, especially from tenured, mindcareer faculty

Improve teaching performance

Burdensome and time consuming to create

Provide information for teaching awards

Marginalized by low status of teaching
compared to research

Maintain a record of teaching
accomplishments

Incompatible with higher education systems
facing intensification and overload

Promote pride in the work of teaching

Difficult to assess

Provide a context for career planning

Difficult to introduce universally with success

Are a source of information for present and
prospective employers

Promotion, tenure, and review committees
may fail to give proper weight to portfolios

Can provide a model for junior faculty

Faculty resistance to overt ‘self-promotion’

Extracts can be shared with students to make
teaching goals and processes explicit

Recording teaching accomplishment has low
priority

Support mentoring

Faculty lack training and socialization into the
habit of tracking teaching activities

Encourage the establishment of effective
criteria for teaching

Current full professors were not obligated to
present a portfolio to achieve the rank

Encourage esteem for teaching, giving it
attention and a voice
Provide a better basis for dialogue on teaching

Table 3: Claimed strengths of and problems with teaching portfolios

3. Components of the portfolio
Most researchers believe that a portfolio should include not only what teachers say
about their teaching but what they actually do (Edgerton, Hutchings and Quinlan, 1991
cited in Centra, 1994). In this sense, they mean that the portfolio should be reflective
and echo what teachers were thinking when they made classroom decisions. Although
the portfolio contents vary depending upon the purpose, the main important elements in
the teaching portfolios are a compilation of artifacts and reflections. In sum, a sound
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portfolio balances 1) materials from oneself, 2) materials from others, and 3) products
of student learning.
However, Garman & Piantanida ( 1991) report that individual student teachers
must be responsible for the choice of the items to be included in the portfolio as it
is through these decisions that reflection on practice will be enhanced (cited in
Loughran & Carrigan, 1995) in order to gain a better understanding and control of their
teaching practice. For this reason, Loughran & Carrigan (ibid) view the portfolio to
include two components, a process and a product.
The process is derived from ... teaching and learning experiences, and
presentations that the student teachers are involved in during the year.
The products are the individual portfolio items that student teachers
produce to represent their understanding of these experiences.
(Emphasis added, p. 567)
In this sense, the process of creating the portfolio involves both learning about
learning and learning about teaching. It appears in the course of the student teachers
day-to-day experiences in learning and teaching.
Wolf (1996) proposes an outline of the teaching portfolio that extends from the
starting component part, including teaching philosophy and goals to the closing entry
which comprises evidence of growing professional development and formal assessment.
The specific list of contents of a teaching portfolio, as Wolf shows, differs according to
both its purpose and context although some key elements are common in most cases.
Seldin (1997) recommends that portfolios include the following information when
developed for personnel evaluations (i.e., annual review, tenure, promotion, and post
tenure review) (p. 9):
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1. Teaching responsibilities
2. Statement of teaching philosophy
3. Teaching methods, strategies, objectives
4. Student ratings on summative questions
5. Colleague evaluations from those who have observed classroom teaching or
reviewed teaching materials
6. Statement by the department chair assessing the professor’s teaching
contribution
7. Detailed, representative course syllabi
8. Products of teaching (evidence of student learning)
9. Teaching awards and recognition
10. Teaching goals: short-term and long-term
11. Appendices
When constructing portfolios for improvement purposes, Seldin deletes items 4, 5, 6,
and 7 from the evaluation portfolio and adds three items: "Description of course
materials (syllabi, handouts, assignments)"; "Efforts to improve teaching (a)
conferences/ workshops attended; (b) curricular revisions; (c) innovations in teaching";
and "student ratings on diagnostic questions." (pp. 8-9)
Moreover, Seldin (2000) says that portfolios should be no longer than eight to ten
pages, but he also stresses the importance of an appendix (of unspecified length) to
support the portfolio's claims. He further emphasises that:
Since portfolios are highly personalized products, no two are exactly
alike. Both content and organization vary from one faculty member to
another. The items chosen for the portfolio depend on the purpose for
52

Portfolios as a Reflective Tool in Teacher Education

[Chapter Two]

which the portfolio is prepared as well as the discipline and teaching
style of the faculty member. But from personal review of more than
five hundred portfolios prepared by professors in different academic
disciplines and institutions, I can say that certain items turn up in
portfolios with much more frequency than others. (p. 26)
One item that should not be overlooked in the portfolio sections is reflective
commentaries about pre-service teacher’s teaching practice and context. This section
depicts trainees’ thinking in action. All in all, the structure of the pre-service teacher’s
portfolio should demonstrate meaningful learning experience with reflective statements
of his or her own development over time. Doolittle (1994 cited in Bataineh et al. 2007,
p. 438) suggests a list of items for possible inclusion in student teacher’s portfolio:
• Documentation of one’s history (e.g., personal background, curriculum vitae and a
statement of purpose).
• Class description (e.g., time, grade and content).
• Written examinations. A personal statement of teaching philosophy, ethics and
goals.
• Documentation of effort to improve one’s teaching (e.g., seminars, training
programs, and conventions).
• Supervisors’ feedback and observation records.
• Graded pupils work (e.g., tests, quizzes and class projects).
• Video/audio tapes of class sessions.
• Self-evaluations and reflections on teaching.
• Reflective documentation and analysis of one’s learning.
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• Photographs of major projects (e.g., bulletin boards, chalkboards, or other
projects).
Accordingly, regardless of whether one uses the portfolio for instructional
improvement or evaluation, Seldin (1997) advises teachers who are developing their
portfolios to work with a mentor, who is experienced in portfolio construction, to reach
the maximum benefits from assembling a portfolio.

3.1. Artifacts related to teaching practice
Artifacts are simply the items to be chosen to include in the portfolio. A definition
may help clarify the importance of the documents or artifacts included in the portfolio.
Webster’s Encyclopedic Unabridged Dictionary of the English Language (1996) defines
an artifact as “any object made by human beings, esp. with a view to subsequent use” or
“observation or result arising from preparatory or investigative procedures” (p. 119).
Teaching artifacts in this sense are tools or documentation of teaching; they comprise all
instructional materials used to assist student learning. As Campbell, et al. (2000, p. 13)
put in a clear statement: “Artifacts are tangible evidence that indicate a pre-service
teacher attainment of knowledge, skills and dispositions and the ability to apply
understandings to complex tasks.” During practice teaching, pre-service teachers are
required to complete various assignments which can be included as professional
teaching portfolio artifacts.
The portfolio documentation should vary and be balanced between the amount of
documents produced by teachers and those made by others like supervisors, colleagues,
and even students to back up their statements. In order to show their skills, candidates
may add student s’ work, audiotapes, grids, collages, different writing genres, or charts.
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An explanatory rationale in the form of questions or a narrative answer to questions can
go along with each artifact in the portfolio (Davis & Osborn, 2003; Wray, 2007).
Freidus (1998, p. 53) proposes some questions that a pre-service teacher can pose in his
teaching practice which may bring forth reflective thinking:
• What have I learned from the experiences represented by this artifact?
• How does this artifact represent my personal and professional values?
• What implications does this artifact have for my classroom practice?
Freidus (ibid) in her programme designed for teacher candidates’ portfolios reports
the process through which candidates select portfolio sections to involve substantial
theoretical thinking. For this reason, she expects her candidates to include artifacts that
express or stand for their knowledge of theoretical background and practice including
educational philosophy, social learning theories, heart of education, cognitive
development, and curriculum. They should then make associations between the artifacts
and reflect upon them, along with personal and theoretical standpoint examination of
these portfolios. The final stage in the process represents showcasing the portfolio in
public. This presentation sets the ground for an assessment of teaching readiness in
several universities (Dollase, 1998).
Accordingly, a portfolio may include evidence that depart from a prescribed
restricted set of specific samples of teachers’ work to an eclectic collection of artifacts
(Tigelaar et al., 2005). Although portfolio makers should have an idea of what is
expected of them, instructions should not prevent them from pursuing personal learning
goals. Hence, they should carefully create a balance between prescribed evidence of the
portfolio and eclectic ones. Applicable theory and purposeful reflection on classroom
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experiences is another crucial artifact needed in a portfolio. This latter is believed to be
a way that teachers can exhibit professionalism and their theoretical and academic
knowledge.
A teaching portfolio includes one of the most important documents; a statement of
personal philosophy of teaching that should indicate the way language teachers figure
out to combine in a classroom setting philosophies such as language learning theory,
child development, educational theory, and methods to teach the language (Davis &
Osborn, 2003).
Still another important document recommended for portfolios is the resume or
autobiography. It is a fundamental document for a professional portfolio. It is a
summary

of

the

candidate’s

educational

background,

teaching

skills

and

accomplishments often prepared by an applicant for a position. Davis & Osborn (ibid)
note that experienced teachers have the possibility to include their development
experiences, workshops, opportunities to develop curriculum, and activities that
illustrate their commitment to the profession. Also, it includes a section with personal
contact information, including full name, mailing address, telephone or cell phone
number, and e-mail address, and samples of student work, lesson plans, activities,
assessments, videos and creative teaching projects that teachers have used in the
classroom.
All the artifacts included, maintains Lyons (1998), should present a teacher’s
understanding of the following: subject matter knowledge, pedagogical knowledge, and
pedagogical content knowledge. This knowledge with all its types allows teachers to
assist students’ understanding of the subject matter since issues about child
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development and learning strategy instruction spring from pedagogical content
knowledge.

3.2. Reflective commentaries
Reflection is also considered an important theoretical element of the portfolio1. Many
statements have been made regarding the potential of portfolios to promote reflective
teaching practices. For example, Wolf & Dietz (1998, p.14) sustain that “More than
anything else, the portfolio process should inspire reflection”. Foot and Vermette (2001)
believe that through the process of reflection, the portfolio is considered not simply a
collection of artifacts but also a tool for life-long learning and professional
development. Several recent studies noted previously in chapter one have also provided
evidence that portfolios offer a vehicle for reflective thinking and professional
development of teachers. Cochran-Smith and Lytle (2001) suggest that teacher
education programmes should no longer focus on training pre-service teachers to teach,
but rather to educate them to “learn to teach” through practicing teaching and reflection.
Also, Reagan, Case, and Brubacher (2000) believe that the reflective teacher must have
a broad knowledge of the subject matter to be taught, pedagogical and theoretical
decisions, characteristics of different students, and the context limitations in the
classroom, school and society in which they work. (p. 25)
Using portfolios allow pre-service teachers to promote and document reflective
practice. Pre-service teachers can reflect upon various artifacts to examine what they
have learned. Moreover, they can arrange a dialogue with others by sharing their

1

A great deal of reflection is developed in chapter one.
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portfolios to promote their reflective thinking. As a result, portfolios help pre-service
teachers become reflective practitioners.

4. Portfolio process in Teacher Education
In particular, the portfolio process as believed by Shulman (1998, p. 24) is a
theoretical activity. Teachers in their education programme are generally involved in
designing, organizing, or creating a sample, a plan, or a model for a teaching portfolio
in which each substantial section is the result of a theory of teaching. Also, the act of
self-evaluating the quality of the selected documents and of the whole portfolio, or
reflecting upon them is considered as a theoretical act. Dewey (1938) likewise asserts
that theoretical knowledge is gained through participating in educational experiences
and that new knowledge is the result when learners build on their prior knowledge and
experience. Alternatively, Davis & Osborn note that:
the portfolio can be represented with the metaphor of a bridge
between personal, academic, and professional knowledge in the openended process that occurs when teacher candidates revisit their prior
knowledge and construct new knowledge from the experiences they
gain in their preparation programs (2003, p.15).
Furthermore, sociocultural learning and metacognition are two important abilities
developed from the portfolio process. Within teacher education programme, learning is
situated within: the community of practice and interpersonal interaction. On the one
hand, Dewey’s and Vygotsky’s theories stress that learning occurs not as an isolated
action because of this the individual cannot learn without the social world. For Dewey
(ibid), learning is not knowledge acquisition but social experience which is participating
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in activities. From Vygotsky’s (1978) point of view, learning is inherently sociocultural
(i.e., rooted in society and culture). In that, the external world (tools and signs)
influences our understanding of the activities in which we participate. In sum, learning
is a way of making meaning through participating in a community with others to
understand and who we are within that community.
On the other hand, Dewey believes that interpersonal interaction is a necessary
aspect of experience. Thereby, learning is a social interaction involving people and the
environment. Vygotsky’s theory of ZPD (the Zone of Proximal Development) implies
that learning is embedded in interpersonal interactions. That is, learning involves
interaction between novices (learners) and more capable and knowledgeable individuals
within sociocultural activities. In teacher education, however, during workshop
sessions, supervisors (mentors) and mentees share experiences and interact since
learning is a social process. Freidus (1998) and Shulman (1998) insist on the fact that
during portfolio process, mutual mentoring artifacts should be incorporated.
Nevertheless, through metacognition, pre-service teachers are able to examine
critically what they believe and value in their practices to become reflective teachers.
From the portfolio process, they learn to mentor themselves and regulate their own
learning. Hence, the essential goal in TEP is to develop the ability of pre-service
teachers to grow professionally.
Overall, Reed & Johnson (2000) report four overlapping theoretical perspectives
relevant to portfolio process in a teacher development context including constructivist
pedagogy, Vygotskian notions of socially constructed learning, metacognition, and
reflective teaching.
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5. Audience for teachers’ portfolios
“A teaching portfolio should be more than a miscellaneous collection of artifacts or
an extended list of professional activities, but rather it thoughtfully document a set of
accomplishments attained over an extended period with the company of a mentor or a
colleague.” (Wolf, 1996, p. 34) As developed earlier in this chapter, the portfolio
process requires selecting and assembling documents and artifacts that show the preservice personal growth and professional learning, as well as reflecting upon them
collaboratively. Mentors, peers, and school administrators will guide teacher candidates
throughout the process of portfolio development.

5.1. Mentors
The chief audience for a teacher portfolio is the candidate himself who develops the
portfolio. Pre-service teachers can document their teaching experiences and reflect upon
them; as well as share their work and provide opportunities for mentoring and peer
interactions. For Morehead, Lyman, and Foyle (2009), “The mentor helps ensure a
positive student teaching experience by developing an affirmative professional
relationship, supervising the intern’s work competency, and evaluating progress.” (p.21)
This implies that mentors during the practical training experience provide opportunities
for trainees to succeed besides developing their own skills.
Mentors, as support providers, have an important role in providing guidance, support,
and feedback for pre-service teachers. In seminar sessions, portfolios play an important
role in the assessment of the teacher candidate’s performance during practical teaching
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and provide a great opportunity for mentors to evaluate the readiness of these teachers
to enter the workplace.

5.2. Peers
The collaborative nature of teaching portfolios yields more communication of the
teaching practice and learning process with educational peers (Wolf & Dietz, 1998).
Through portfolio development and seminars, student teachers can model the behaviour
of their peers and their teacher’s good teaching practices, besides developing
communication skills. Alternatively, Loughran & Corrigan (1995) uses a questionnaire
to assess pre-service teachers’ views about the usefulness of teaching portfolios. The
candidates in their study reported that portfolios assisted them better understand and
explain their teaching. In this case, constructing portfolios enables pre-service teachers
to talk to others and is very important for demonstrating knowledge of teaching and the
application of learning.
5.3. School principals
Teaching portfolios can also assist school principals with employment decisions
concerning the selection of teachers for hiring purposes. Similar to the role of the
mentor, school principals can provide feedback for student teachers’ performances
through observation and interview based on the candidate’s portfolio for potential
teaching positions in the school. Zubizarreta (1994) adds that they also help principals
by giving them an assessment tool to evaluate teaching performances. The portfolio can
be used to identify teacher’s content knowledge, classroom management practices, and
levels of professional motivation.
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6. Purposes of the portfolio
Teachers are becoming facilitator in the classrooms and students become the
constructor of their knowledge. However, several assessment methods have been
established in order for assessment to be meaningful, authentic and challenging to
students (Tigelaar et al., 2005). Portfolio which is one of the ways to evaluate the
students’ performance during the learning process, gives a great opportunity for teachers
to evaluate their students’ progress and to see their works.
Accordingly, many educators, reports Stecher (2004, p. 199), acknowledge that
assessment portfolios can provide four-fold purposes which may alter the way they are
organised and implemented: 1) “portfolios can encourage student reflection and selfevaluation”. In that, through portfolios, student teachers can self-regulate their own
learning and can develop their abilities to self-evaluate their progress. 2) “Portfolios can
be used to help teachers monitor student learning, diagnose their strengths and
weaknesses, and plan better instruction”. The portfolio is rather used for the appraisal of
the acquisition of the teaching skills and the provision of planned feedback and
reinforcement. 3) “Portfolios can encourage curriculum change”. Assessment portfolios
are used to ensure that teachers’ classroom materials, procedures, and management are
well considered to become the basis for curriculum planning and implementation. 4)
“Portfolio assessments can be used as a basis for system wide accountability”. They
also provide accurate evidence about student outcomes than other tests.
Another study developed by Ocak and

Ulu (2009) shows that preparation of

portfolio helps students improve their critical thinking skills, understand their strengths
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and limitations, improve communication between teachers and parents, and involve in
the assessment of their work.
However, as advanced by Song and August (2002, p.51), portfolio assessment has
many disadvantages “[it] is inevitably labor intensive, requiring a significant amount of
time from instructors.” Besides, they quoted the work of Brown and Hudson (1998)
who point five disadvantages of using portfolio assessment: the issue of design decision,
logistics, interpretation, reliability and validity, and they mainly emphasise on the
assessment’s time-consuming nature and the issue of reliability and validity (ibid). In
fact, for many educators, the issue of reliability and validity remains unresolved.
Furthermore, in the debate of reliability and validity, there are conflicting
perspectives on the role of psychometric standards and standardization. Huot and
Williamson (1997) believe that portfolio assessment is a viable alternative since it
resists standardization, and that reliability and validity are undesirable factors in
evaluation from a narrow psychometric sense. Others sustain that they are necessary and
must be established “if portfolio-based assessments are to grow and to replace less
satisfactory ones” (Hamp-Lyons and Condon, 2000, p. 136).
Meanwhile, Hirvela and Sweetland in their article raise the importance of portfolios
in L2 writing instruction and assessment when quoting the opinion of Belanoff and
Dickson (1991), “portfolio assessment alone builds a textured, multi-layered, focused
measure of the writing ability students can demonstrate when given time to revise
papers, and portfolio assessment alone can map the process students go through as they
write” (Qtd in 2005, p. 193). Moreover, Hamp-Lyons and Condon (ibid) note that while
portfolios place value in student differences in writing, they also “provide ‘footprints’
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that show students’ achievements or competencies at a particular time, and portfolios
act as a trace of a student’s progress from one testing occasion to the next” ( p. 137).
Huot adds that “Of all writing assessments used in and out of the classroom, none has
generated more interest and enthusiasm among writing teachers than the portfolio.”
(1994, p. 71).
Along many years, educators around the world have enthusiastically embraced the
use of portfolios for student assessment (Derradji, 2005; Dysthe, Engelsen, and Lima,
2007; Ocak & Ulu, 2009; Paris & Ayres, 1994; Song & August, 2002). Portfolios have
been used by students at all grade levels from kindergarten through university and in
core academic subjects as well as performing arts and vocational skills. Some of the
enthusiasm for portfolios is due to their broad and adaptable applications to diverse
subjects; however, some is due to teachers taking control of their own assessments and
seeing the benefits directly in their students. “Portfolios have been endorsed because
they offer viable alternatives, or at least meaningful supplements, to traditional testing,
and because portfolios can foster self-regulated learning in ways that testing cannot.”
(Paris and Ayres, ibid, p.67)
Portfolios offer a concrete way for students to learn to value their own work if they
are responsible for artifacts selection. In fact, a wide variety of representative work
samples in the portfolios will allow students to see their progress from first to final
drafts and from journal entries early in the year to late in the year, and to see their
positive as well as inappropriate attitudes and strategies. Tummons (2005) suggests that
the portfolio for Master Level students “will encourage self-assessment and reflection:
by analysing and reviewing the material, the student [sic] can revisit their experiences”
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(cited in Denby et al., 2008, p.122). The portfolio’s main advantage, Denby et al.
continue to argue, is to assist the educators develop from different portfolio artifacts
incorporating theory and practice a reflective practitioner by unifying perceptions.
An important reason for keeping a teaching portfolio is to analyse what student
teachers had learned during teacher education and to develop their perspectives about
teaching and learning and reflect upon them after licensing. Zubizarreta (1994, p.325)
acknowledges that:
Beginning teachers seeking ways of pursuing and documenting
improvement will find portfolios advantageous, chiefly because they
are living documents that chart instructors' developing responsibilities
and other dimensions of teaching. As new items are added, old ones
are removed; as old goals are achieved, new ones are added. Keeping
a portfolio current becomes a process of continually reflecting on
one's teaching.
Wray (2007) cites the main areas proposed by Wolf (1994) that affect the impact of
teaching portfolios on teacher learning and development: (1) the portfolio development
process, (2) opportunities for mentoring and collaboration, and (3) the quality of
feedback on the completed portfolio. The quality of both learning and teaching is a
matter of international concern. Portfolios are a response to provide an evidence of
learning and teaching effectiveness.
As mentioned by Wolf, “it is important to remember that the objective is not to
create outstanding portfolios, but rather to cultivate outstanding teaching and learning.”
(1996, p.37) Hence, there is no such thing as the ‘perfect portfolio’, but there are some
guidelines for quality and usefulness.
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7. Assessing teaching portfolios
According to Martin-Kniep (1999), teachers’ content knowledge can be assessed by
examining tests, professional papers, or teacher-developed curriculum units and
accompanying student assessments. Teachers’ pedagogical content and instructional
strategies can be appraised by observing their lessons. Moreover, the resources teachers
use with students can be gathered and examined as assessment repertoire. The following
figure sums up the different assessment types, focus, and their characteristics.

Balanced Assessment
Type of Assessment

Focus

Features
Classroom assessments
• Tests
• Quizzes
• Assignments
Standardized tests
• Norm-referenced
• Criterion-referenced

Traditional

• Knowledge
• Curriculum
• Skills

Portfolio

• Process
• Product
• Growth

•
•
•
•

Growth and development
Reflection
Goal setting
Self-evaluation

• Standards
• Application
• Transfer

•
•
•
•
•

Collaboration
Tasks
Criteria
Rubrics
Examination of student work

Performance

Table 4: Types of assessment (Belgrad, Burke and Fogarty; 2008, p. xvii)
For this reason, teaching portfolios can serve both formative and summative
purposes. On the one hand, in case they are used formatively, the artifacts could
facilitate self-analysis and improvement by capturing over time the teachers’
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descriptions of what they did in various courses and their reflections on their actions. So
any peers’ or mentor’s feedback would rather function as a constructive suggestion. On
the other hand, the portfolio can be summative if the views about what teachers have
said and presented are not only necessary, but may change the contents of the portfolio
(Centra, 1994).
Riggs and Sandlin (2000, p. 22) in pointing the importance of teaching portfolios for
professional growth claim that when portfolios are associated to specific standards, for
example the California Standards for the Teaching Profession (CSTP) and
competencies for teachers, they can accomplish the following:
• Formative assessment. The portfolio serves as a tool to identify the teacher’s
areas of professional strength and areas of need. The teacher works with those
responsible for his or her support (mentors, colleagues, etc.) to review the
artifacts in the portfolio and create a professional development plan for
building on strengths and addressing weaknesses identified during the review
conversations.
• Summative assessment. The portfolio developed during the formative stage
becomes part of the formal performance evaluation process. The evidence
provided by the artifacts and the dialogue the artifacts stimulate serve to inform
the summative decisions of evaluation (retention, plan of assistance,
promotion, non-renewal).
• Self-assessment. The process of compiling a portfolio of teaching practice
composed of artifacts representative of skill and knowledge demonstration
affords a natural opportunity for ongoing self-assessment. Teachers learn and
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grow from the personal analysis and insight they derive from thinking about
and reflecting on their teaching.
Unlike traditional generalised paper-and-pencil tests, portfolio assessment provides
evidence of the candidates’ skills development associated to their teaching objectives
through artifact collection (O’Malley & Pierce, 1996). We agree with Wolf (1996) that
portfolios besides being an effective tool for assessing teaching quality, they yield selfreflection and peer interactions based on instances of their own teaching and
demonstrate readiness to teach .
Nevertheless, Mckinney (1998) argues that “… well-constructed portfolios may help
to capture the complexities of learning, teaching, and learning to teach when used as
authentic assessment tools within courses and programs in College of Education.” (p.
85). Portfolios are highly effective in process assessment because they require preservice teachers to reflect on their learning, set new goals, and self-evaluate their
progress according to known standards. The type of portfolios developed by pre-service
teachers is therefore aligned with assessment function since the student must document
attainment of the basic qualifications for beginning student teacher.

8. Advantages of implementing portfolios in Teacher Education
Portfolios are widely implemented in teacher preparation programmes for pre-service
teacher evaluation (Dollace, 1998 and Wolf, 1996) in many states in the United States.
Martin-Kniep (1999) highlights the importance of keeping a portfolio:
One reason that teachers benefit from keeping portfolios is that
portfolios allow them to take stock of their professional lives.
Improving one’s teaching requires an ability to capture and reflect
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upon a moment that has already gone by. … Because teaching cannot
be stopped as it is happening, portfolios can become a most effective
means by which teachers can examine and improve upon their work
(p. 14).
A portfolio can demonstrate that a teacher possesses certain prerequisite skills
important for a career in the classroom, and these skills can be refined or even redefined
as the teacher learns about this challenging and valuable undertaking we call education.
“In pre-service teacher education programmes [; however,] the teaching
offers

opportunities

for

portfolio

student teachers' experiences, thoughts, actions, and

subsequent learning about teaching to be documented.” (Loughran & Corrigan,
1995, p. 565)
Riggs and Sandlin (2000) maintain that unlike classroom observation which is
representative of one moment in time, portfolios “can present a portrait of skill over
time” (p. 24). They are frequently used in the semester immediately preceding student
teaching. Foote and Vermette (2001) call for implementing the process of teaching
portfolios during introductory level education coursework in order “[to instil] a
reflective practitioner orientation and learning goal in teacher candidates.” (p.31)
Nevertheless, proponents of portfolio implementation (Barton and Collins, 1993;
Anderson and DeMeulle, 1998) cited by Foote and Vermette (2001) claim that
portfolios enable pre-service teachers to stress the responsibilities and experiences as
practicing professionals and inculcate attitudes of long life learning that focus on
reflective practice. Indeed, teaching portfolios assist pre-service teachers to display their
skills and a philosophy of teaching and learning as well as assess their developing
understanding of teaching and learning. That is, through portfolios, pre-service teachers
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present a unique picture of themselves; of who they are, what they have learned, what
they can teach, and what they value and believe about teaching.
Wolf establishes a frame of reference for teachers in order to produce effective
portfolios:
• Explain your educational philosophy and teaching goals. Describe
in broad strokes the key principles that underlie your practice.
These principles will help you select goals for your portfolio.
• Choose specific features of your instructional program to
document. Collect a wide range of artifacts, and date and annotate
them so you will remember important details when assembling the
final portfolio. Consider keeping a journal for written reflections on
your teaching.
• Collaborate with a mentor and other colleagues. This is an
essential, but often overlooked, part of the process.
• Ideally, your mentor will have experience both in teaching and in
portfolio construction. And consider meeting at regular intervals to
discuss your teaching and your portfolio with a group of
colleagues.
• Assemble your portfolio in a form that others can readily examine.
While any number of containers will work, the easiest to organize
and handle seems to be a loose-leaf notebook.
• Assess the portfolio. Assessment can range from an informal selfassessment to formal scoring by the National Board for
Professional Teaching Standards. (1996, p. 36-37)

9. Reflection in the portfolio
In turn, a teaching portfolio provokes reflection on one’s personal teaching
philosophy and encourages the development of personal teaching goals and objectives.
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Such reflection leads to an on-going self-evaluation of one’s progress. Findings reveal
that the portfolios have prompted professional learning for the student teachers, and
that they proved to be productive tools for bridging the gaps between theory and
practice in teacher education.
Moreover, several studies among them Loughran & Corrigan (1995) claim that
teaching portfolios promote reflective thinking and reflective practice. Reflective
practice as developed in chapter one is the “ways in which teachers interrogate their
teaching practices, asking questions about their effectiveness about how they might be
refined to meet the needs of students” (Lyons, 1998, p. 115).
The teaching portfolio can be a means of promoting teacher growth over time. An
effective portfolio process must be planned to span the entire year, connect to support
efforts, and promote continuous teacher reflection for growth (Riggs and Sandlin,
2000). In fact, what a teacher knows and is able to do in the classroom should form the
basis of teacher evaluation.
We have also seen the specific uses of teaching portfolios; they can be classified as
either for evaluation (summative evaluation) or for professional development (formative
evaluation) purposes. Widespread adoption of portfolios into practice is largely due to
their ability to support a range of processes important in higher education in countries
around the world. They (mainly e-portfolios) are characterised by flexibility and ease of
use and ability to be adapted to suit a range of applications (Stefani et al., 2007).
Newman (1990), Van Manen (1999) and others make the case that in order to be able
to reflect on practice, educators needed to make visible their assumptions and the tacit
knowledge of their teaching practice. Multiple reflective tools have been and still are
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used to support and guide teachers in making their teaching practice visible both for
themselves and for others, including teacher journals, videotapes of classroom practice,
and portfolios--described as compilations of evidence of teaching practice (York-Barr et
al., 2005).
Recently, more and more publications have appeared on systematic research into the
portfolio, but major differences between the objectives and forms of the portfolios that
have been studied make it difficult to draw conclusions on the value of the portfolio in
general (Zeichner & Wray, 2001).

Conclusion
This chapter emphasises the importance of teaching portfolios, compiled by faculty
or pre-service teachers in order to bring valued evidence about teaching skills, quality
into the tenure and promotion process. Instead, learning portfolios enable to document a
wide range of learning achievements of students. The review of literature suggests that
both types are valuable as evidence of promotion and achievement of self-development
through the process of reflection that is the main feature of portfolio creation. In fact,
developing teaching portfolios can be much more than just assessing trainees’ teaching
practice to fit fixed standards. They are used by student teachers in pre-service teacher
education programme to develop reflective skills of their learning and learning about
teaching.
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Introduction
The conceptual framework underlying teacher training has been based on
psychology, epistemology, and widely developed to cover sociological dimension. As in
any teacher education institution, student teachers in Algeria follow courses including
educational sciences, academic subjects, and teaching methodologies and practices. A
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lot of research raised national awareness of the need to improve education and training
of our teachers. Schools of education have mounted rigorous standards of admission,
specific performance-based exit tests. In common, students follow a programme which
includes courses in educational theories and methods, courses on teaching and learning
of different subjects, a variety of activities, and a capstone experience of student
teaching. First, a brief literature review is introduced on teacher training in general, and
teacher training in TTSC in particular. Next, the chapter moves on to discuss the roles
performed by the supervisor and training teacher as well as workshops during the PTC.
Finally, the chapter concludes with a discussion of the processes of developing the TR
and TC and the evaluation of the PTC in bridging the gap between theory and practice

1. The need for teacher training
By the early 1970’s in the US, a number of teacher training programmes were
experimenting with competency-based training.

To complete such a programme,

students must master the particular skills required by the programme. They do so in
most cases by working with groups of college or high school students. One important
goal within language teacher education is training. According to Richards and Farrell
(2005, p. 3):
Training refers to activities directly focused on a teacher’s present
responsibilities and is typically aimed at short-term and immediate
goals. Often it is seen as preparation for induction into a first teaching
position or as preparation to take on a new teaching assignment or
responsibility. Training involves understanding basic concepts and
principles as a prerequisite for applying them in the classroom, usually
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with supervision, and monitoring and getting feedback from others on
one’s practice.
Training, in this sense, and mainly pre-service teacher training consists of both
theoretical training during which trainees are being exposed to philosophies and theories
of learning and teaching, human development, multicultural education, and field
experiences which allow trainees to make connections between course work and the
practice of teaching. The practical training is considered as the bridge between
educational theory and practice. This training, either theoretical or practical, provides
the trainee with the necessary abilities, skills and competences to be articulated in the
PTC when placed within the school environment in order to be familiar with classroom
management, direct teaching situations under the monitoring of skilful trainers. In
general, Richards and Farrell (ibid, p. 3) illustrat six training goals for language
teachers:
1) Learning how to use effective strategies to open a lesson.
2) Adapting the textbook to match the class.
3) Learning how to use group activities in a lesson.
4) Using effective questioning techniques.
5) Using classroom aids and resources (e.g., video).
6) Using techniques for giving learners feedback on performance.
In traditional teacher education programmes, a student teaching experience of 10 to
16 weeks is the culminating experience, allowing pre-service teachers the opportunity to
apply four/five years of learning and training in an actual classroom.
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[This] traditional model for student teaching assumes that university
coursework provides the necessary content knowledge and theoretical
pedagogical knowledge for teaching and student teaching placement
provides a context in which pre-service teachers can practice applying
that knowledge under the guidance of cooperating teachers and
university supervisors (Kroener- Ekstrand, 1999, p. 1).
There is a general agreement that learning to teach is a lifelong process and that a
teacher has to be equipped with sufficient knowledge, skills and awareness in order to
carry out his or her job professionally. Magos (2007) points out the contribution of
action-research to training teachers emphasising that it can assist both pre-service and
in-service teachers to improve their teaching through employing their pedagogical
knowledge and self-observation and other-observation in their practice. He concludes
that teachers gain ingeniously different theories either in pre-service or in-service which
are integrated regularly into their teaching practice. He finds that:
Taking advantage of action-research in the training process, the
teachers are motivated to reflect on their teaching practices and on
their communication with their students, to work out possible
problems in non-functional relationships and to seek alternative
teaching approaches and ways of communication in order to improve
the educational practice (Magos, ibid, p.1103).
Teaching experiences have particularly been found to cause the most powerful
influence on the development of teachers’ sense of efficacy, and this teaching efficacy
may be most flexible early in the process of learning to teach due to “stress,
commitment to teaching, and satisfaction with mentors support and preparation.” (Hoy
& Spero, 2005, p. 346). As inserted by Farrell (2003, p. 95), “The transition from the
teacher training institution to the secondary school classroom is characterized by a type
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of reality shock in which the ideals that were formed during teacher training are
replaced by the reality of school life.”
In the same vein, the beginning teacher needs help when confronted to the
environmental problems linked to the work setting which may cause frustration or
problems with classroom management. For this reason, many studies have yielded a list
of twelve potential needs of beginning teachers which are helpful to enable beginners
transfer the skills learned during TE into the classroom. These needs are stated by
Gordon and Maxey (2000, p. 6) as follows:
•

Managing the classroom.

•

Acquiring information about the school system.

•

Obtaining instructional resources and materials.

•

Planning, organizing, and managing instruction, as well as other professional
responsibilities.

•

Assessing students and evaluating student progress.

•

Motivating students.

•

Using effective teaching methods.

•

Dealing with individual students’ needs, interests, abilities, and problems.

•

Communicating with colleagues, including administrators, supervisors, and
other teachers.

•

Communicating with parents.

•

Adjusting to the teaching environment and role.

•

Receiving emotional support.
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However, apart from teaching practicum, it is not always possible for pre-service
teachers to have sufficient opportunities for practicing teaching prior to their work in a
classroom setting. In addition, Cheong (2010) notes that practicing teaching within
classroom setting provides opportunities for pre-service teachers to improve their
teaching skills as it may conversely lead to unpredicted mistakes which may in return
negatively affect students. Thus, users of virtual worlds, as suggested by Cheong could
support teaching practice; in that, he finds out that pre-service teachers can practice
repeatedly their teaching skills without negative impact to students and also capture
their performance to later engage in problem solving about and reflection upon their
decisions and performance. In fact, attending lectures about teaching and learning,
practicum teaching experiences in classes should be successfully linked so that they
build a teacher’s self-efficacy, and that pre-service teacher education programme needs
to scaffold pre-service teachers before their first authentic experiences of teaching
practice.

2. Mission of the Teacher Education Programme
“Teacher education refers to the policies and procedures designed to equip
prospective teachers with the knowledge, attitudes, behaviors and skills they require to
perform their tasks effectively in the classroom, school and wider community.”
(“Teacher Education” Wikipedia) Much of the literature on teacher education conceive
that teacher education in general and pre-service teacher education in particular is a vast
and complex enterprise. It operates not only for the objective of educating new teachers,
but for informing politicians and academics about what they need to know (Russell,
2002).
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The main mission of teacher education programme is to prepare teachers who have
the pedagogical knowledge and the necessary teaching skills to ensure and support
effective teaching and learning environments within their own classrooms. The main
objective of language teacher education, in particular, is to prepare the linguistically and
pedagogically competent teachers. Sharing the theory and practice, the student teacher
must make the connection between the two.
Findings from a research conducted by Fajet et al. (2005, p. 724) on the influence
and persistence of pre-service teachers’ perceptions about teaching during their
apprenticeship advocate that pre-service teachers emphasise most on their personal
characteristics (i.e. affective qualities) and less on pedagogical training (i.e. professional
competence). In other words, they perceive that teaching involves affective,
interpersonal relationships rather than involving a skilful and knowledgeable teacher.
So, teacher education programmes should consider courses that will help pre-service
teachers reconstruct and modify their preconceived perceptions about teaching.

3. Teacher education goals and outcomes
Freiman-Nemser (1990 cited in Fandiño-Parra, 2011, p. 273-74) proposes five
various theoretical positions concerning the goals, the means and the ends of teacher
education programme which are considered just as conceptual orientations: (a) personal
orientation, which affords primary attention to the teacher as person and learner, and
suggests that personal development is a precondition of teaching; (b) critical orientation,
which focuses on the habit of questioning assumptions about teaching, learning and
knowledge that are taken for granted and highlights the teacher’s responsibility to create
classrooms that reflect democratic principles; (c) technological orientation, which
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stresses scientific knowledge and systematic training; (d) practical orientation, which
places emphasis on the “wisdom of practice” and learning from experience; and (e)
academic orientation, which not only emphasizes the teacher’s role as an intellectual
leader and a subject matter specialist, but also highlights the importance of knowing
how to transmit knowledge and to develop understanding successfully.
In this case, teacher education programme in general and that of TTSC in particular
should be purposeful and designed to meet specific outcomes so that the candidates will
be able to know what is expected from them to know and be able to do, i.e., it provides
them the theoretical perspectives as well as the practical skills. As for the TTSC, teacher
education programme is aimed at acquainting student teachers with both theoretical
knowledge they have acquired in their coursework and supported by practical
knowledge which is invested into training to be prepared for professional teaching.
However, the research literature on novice teachers is increasing, Ulvik, Smith &
Helleve (2009) point out that novice teachers experience positive and challenging
experiences which make them more committed or not to teaching. It is a kind of a fight
for survival. They emphasise that the first teaching period and its experiences create the
factor with the strongest impact on retention and stress the importance of providing
beginning teachers with positive entrance into the profession. Wang, Odell & Schwille
(2008) support the importance of the first year in shaping teaching patterns and
influence retention.

4. Teacher Training School of Constantine: An Overview
The teachers’ Training School of Constantine (TTSC) since its establishment by
Decree No. 81/254 of 19 September 1981 under the Ministry of Higher Education and
80

Teacher Training and Teacher Training School

[Chapter Three]

Scientific Research is one of the important schools (with that of Bouzeriaa) in Algeria
which provides well trained pre-service teachers of the English language. Along four
(B4) and five (B5) years, pre-service teachers have different modules to study. At the
end of the training programme, a practical training has to be fulfilled in order to get the
licence degree. Zeichner (1992, p. 297) defines practicum as “all varieties of
observation and teaching experiences in a pre-service teacher education program: field
experiences that precede education course work, early field experiences that are tied to
professional courses, and student teaching and internship experiences.” In that,
practicum is rather involving trainees into a phase of observing the teaching episode of
the training teachers before engaging them in actual teaching whereby they are going to
apply their theoretical background. When placed in schools for the practicum
experience, pre-service teachers are equally led by their supervising teachers. This is the
first experience of the pre-service teachers to practice teaching in a real classroom.

5. Phases of the practical training
The organization of most teacher education programme in most education
institutions for field experiences includes two phases: field observations including
observation and limited participation within a classroom under the supervision of a
training teacher; and trainees teaching including a number of sessions teaching in an
assigned classroom under the supervision of a training teacher and a supervisor. The
practical training which is considered as the first-hand experience for the trainees in the
Training School of Constantine consists of three main phases lasting for sixteen weeks.
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5.1. Observation phase
The initial field experience is mainly observing experienced teachers. During this
phase, teacher trainees are introduced to the profession of teaching. It allows them to be
acquainted with classroom environment.
The observation phase is further subdivided into general and specific observation and
activity inside the classroom. The former permits the trainees to integrate into the
institution’s pedagogical activities; making some visits to the institution to know its
infrastructure and the internal regulations. This is done through interviewing the
principals of the host training school. During this phase, the trainee should show
seriousness and regular attendance by signing monitoring or attendance sheet which
also should be signed by the training teacher, the principal of the institution, and the
supervisor.
Other documents must be filled by the trainees during this phase which are the
observation grid as well as the training copybook. In the first document, trainees have to
record their observations about:
• Training teacher’s animation of the classroom (the warming up).
• Training teacher’s lesson presentation and behaviour.
• Training teacher’s evaluation of the skills or feedback.
This is mainly accomplished during the remaining two periods of the observation
phase. Besides observation, trainees should have weekly working sessions or workshops
with their supervisors to exchange reflections and evaluate the observation period,
which lasts for four weeks and receive further recommendations from the supervisor.
All these should be recorded in the TR and TC. The next phase is the alternate one.
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5.2. Alternate phase
This phase paves the way to the full-time training. Trainees begin to participate in
various pedagogical activities such as:
• Preparing in advance the courses scheduled for the day of training. This is done
through an extra search on the part of the trainee for the preparation of the
courses.
• Preparing teaching cards and lesson plans for all the courses with the help of the
training teacher.
• Presenting part of the course alternatively with the other trainees of the same
group, and then two or three courses during the whole phase.
• Participating in the development of few classroom assignments.
• Correcting some copies of assignments and written tests or essays...etc.
• Respecting the training teacher’s norms for classroom behaviour.
• Supervising pupils during exams, in their individual or group work, and assist
them in some cultural activities as exhibitions and different celebrations...etc.
In this phase which lasts nine or ten weeks, trainees are required to fill in their
training copybooks and also organize workshops with their supervisors to discuss their
reflections and evaluate this phase.

5.3. Full-time phase
During this final phase, trainees will experience two weeks sole teaching. They have
to take the full responsibility to prepare, present the different courses and activities or
assignments and their evaluation. Along the whole phase trainees are supposed to:
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• Prepare previously all the scheduled courses during the day of training from a
research on the courses.
• Prepare the teaching cards and lesson plans of these courses.
• Take notes about all observations on the training copybook at the end of the
lesson plan.
• Be equipped with all the teaching aids necessary for the presentation of the
courses.
• Attend meetings with supervisors and training teachers, and even fellow trainees
for evaluation.
• Be responsible for their acts and open to criticism.
Besides these pedagogical activities, trainees at the end of the practical training can
check absentees; attend staff and parents’ meetings. Here also, trainees are required to
hold workshops with their supervisors for further discussion and evaluation of this
phase.
Trainees attend schools two days a week, observe classes and meet with Training
teachers 3 to 4 times a day between classes or during lunch breaks. The trainees’
teaching period consists of two phases: (a) Phase I when they observe the lessons of the
Training teacher and (b) Phase II when they teach and Training teachers observe and
evaluate their lessons.
After a period of in-service teaching comes the inspection of initial teacher training
during which most higher education in-service teachers experience teaching quality
assessment (TQA) inspections following their initial TE which aims at improving
classroom teaching practice and stimulate professional competence. Besides, the role of
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teacher educators is not easy; the majority of these educators are highly professional
people who have the difficult task of training students to become effective teachers,
capable of teaching the national curriculum in many schools.

6. The role of the supervisor
Supervision is an essential ingredient in the trainees’ teaching practice and
assessment. The supervisor has the skill to gather information about trainees’
performance; by observing their teaching during the whole PTC, providing feedback
based on teaching experience, and guiding student teacher’s to make career plans. All
these skills are achieved through effective communication with the trainees.
TTSC outlines some roles for the supervisors to undertake during the PT for the three
phases. The following roles are stated in the PT Guide (2010, p. 12):
• During the Observation phase
− Emphasize the importance of attendance and appropriate behaviour;
− Explain the importance of observing activities and how to use and/or
adapt the observation grid;
− Hold weekly meetings with the trainees to review what has been done
and prepare for what will be at the next fieldwork;
− Intervene to resolve any problems.
• During the Alternate phase
− Attend courses presented by trainees (at least one course with each);
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− Monitor the attendance of students by reviewing their training copybook;
− Ask students to begin to write the first part of the report, submit it to
receive feedback;
− Encourage students to be prepared to take over the animation of classes
during the following period (full time training);
− Explain the importance of advice and feedback from teachers and
supervisors in improving the trainee’s performance;
− Hold at least one working session with the training teacher and trainees.
•

During Full time phase
− Attend courses presented by trainees, at least two courses with each for
the formative evaluation of lessons;
− Monitor the progress of trainees and verify their attendance by consulting
the training copybook (teaching cards and reported courses presented);
− Ask the trainees to write the second part of the training report;
− Encourage them to behave properly with everyone in the training
institution;
− Push them to adjust their work according to recommendations provided
by supervisors;
− Ask the TT to enable them to present varied lessons and with different
levels;
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− Hold evaluation meetings with the trainees in the presence of the TT in
order to discuss the content and process of the learning situations and the
teaching behaviour.
The supervisor plans and manages regular workshop meetings and helps the trainee
to prepare his teaching report and copybook. During workshops, both supervisors and
training teachers should communicate effectively to trainees’ concerns about classroom
management and decision making problems. They should also encourage them to share
points of view and experiences which in turn will develop interpersonal relationships
and confidence.
Morehead, Lyman, and Foyle (2009) propose two models for supervision which can
enhance trainees’ performance and professional growth: congruency and discrepancy.
The former model of supervision emphasizes on the identification of strengths of
trainee’s teaching practice, whereas the latter stresses the weaknesses of trainee’s
performance. The role of the supervisor in the first model is to try to find a way that
helps the trainee to learn and develop self-confidence, while in the second he tries to
find a way that leads to the modification of the trainee’s behaviour.

7. The role of the training teacher
The training teacher is sometimes referred to as mentor or cooperating teacher
nominated by the training institution to guide and support the trainee in the school
setting. He/she has the main responsibility for providing assistance to the student
teacher who would be accepted into the classroom. In particular, the TT is responsible
for introducing the trainee to the regulations of the host school as daily attendance and
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preparation, as well as his/her commitment to the pupils and the school in order to
acquire first-hand experience using their knowledge and skills.
The role of the mentor is crucial for the success of the PT. As compared to the
supervisor, the mentor has the most impact on the trainee during the PT. His main role
is to provide formative evaluation and constructive feedback. When Student teachers
engage in teaching and assume the role of the teacher in the classroom during the two
last phases in the PT, the cooperating teacher has the role to observe their performance
and provide feedback. The cooperating teacher is going to observe the content and
pedagogical knowledge of the trainee which is demonstrated in his/her teaching practice
to see whether these future teachers have the skills, knowledge, abilities and
dispositions to practice this profession. Later, in regular workshops they discuss
whether trainees put into practice the theory and methods of teaching learned so that
together with the supervisor they can provide valid and consistent judgement based on
evidence of practice.
Moreover, one study conducted by Jane (2007) on a group of first year pre-service
TE students who were involved in a mentoring programme experience in Australia,
reveals that the mentees besides acquiring the teaching skills, they developed positive
relationships with their mentors as well as with each other. They reported that by
sharing their experiences and concerns openly with the members of the mentoring
group, this helped them to feel confident and comfortable. This mentoring experience
brought collaborative interaction which is considered as a positive learning experience
for the trainees.
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In sum, the TTSC also outlines the roles of the training teacher in the PT Guide
(2010, p.11) as follows:
− Introduce the trainee to school staff;
− Prepare students on their arrival;
− Inform the trainees about the classroom and institution regulations, and
the norms of their functioning;
− Draw attention to the pupils habits and some special cases (illness,
shyness, etc.);
− Inform students about the activities and facilitate their implementation;
− Speak with them about different aspects of teaching, programmes, skills
development, results or objectives, textbooks and teaching materials for
lesson planning;
− Assist them to prepare and organize the lessons they should perform
particularly during the full time training phase;
− Meet the supervisor to discuss the performance of trainees and agree to
encourage them to persevere and improve their teaching;
− Avoid making remarks to trainees in front of the class.

8. The role of workshops during teacher training
Terms differ regarding labelling seminars or workshops in TE. The term seminar is
rather discursive because it occasionally involves a brief presentation of a specific topic
by the trainee, whereas a workshop is mainly practical; taking the form of problem89
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based learning involving activities like lesson planning and/or teaching material
preparation which make the trainee actively engaged in with the help of the mentor or
supervisor. Seminars and workshops are a vital part of the trainee’s teaching experience.
They help trainees to meet together with mentors or supervisors to genuinely discuss,
ask questions and reflect on their teaching practices, share experiences, and clarify ideas
and issues related to teaching methods and strategies.
Both supervisors and training teachers should provide non-threatening environment
during Workshops where the trainee can feel unembarrassed when making mistakes and
can be confident when expressing ideas because he is developing practical skills. This
can be helpful for the trainee’s professional development (Skinner, 2005, p. 131). It is
also suggested by Skinner to begin the discussion during workshops or seminars by
praising the positive or strong aspects of the trainee’s teaching performance that had
been observed by the mentor in the classroom in order to create an open and supportive
conversation. Workshops can as well be an occasion for the supervisors and training
teachers to help trainees in the preparation of their teaching report and copybook, as
further developed in the next section.

9. Preparing the teaching report and copybook
The teacher education programme in the TTSC requires that trainees prepare a
teaching report and teaching copybook that sum up their teacher training experience and
reflect their development in becoming English language teachers. Both TR and TC are
requirements for the final evaluation before accreditation. Supervisors and training
teachers provide outlines, suggestions and requirements for the teaching report that
students should follow in their preparation.
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9.1. Training report
It is a recollection or review of the practical training experience. Trainees provide a
narrative description of their teaching practices during the three phases in the PTC. A
personal analysis of some TRs informs us about the general content of the TR of the
trainees.
Apparently, the document is divided into three sections which correspond to the three
phases of the training period. It starts with an introduction which in most documents
consulted gives a brief account on the different phases of the training and ends by a
thorough description of the host school’s geographical situation and infrastructure in
terms of number of rooms and staff.
The main body as indicated above is split into three sections; the first represents the
observation phase in which the trainee describes the training teacher’s behaviour in
class as observed and filled in a separate document called observation grid that is
included in the TR’s appendices section. The second section is entitled the alternate
phase, here the trainee gives an account of one lesson presentation accompanied by a
description of each step in his/her presentation. The last section, the full time phase also
describes a lesson presentation in detail by the trainee.
The document ends up by a brief conclusion that tells the trainee’s opinion and
feelings towards this experience. An appendices section is attached at the very end of
the TR which includes: time table of the TT, three or four teaching cards and some
teaching materials used in class, the interview guide used during the first visit of the
host school, and the observation grid of the classroom activity filled by the trainee.
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However, the TTSC’ practical training guide (2010, p.9) states the following
contents for the TR:
− Flyleaf;
− Table of content;
− Introduction (presentation of the course, its phases, objectives,
presentation of the training institution);
− Section one (analysis of the observation grid)
− Section two (description of the experiences during the PT: the classroom,
the pupils, relationships with trainees, teachers, etc);
− Problems encountered, solutions proposed;
− Conclusion;
− References;
− Appendices

9.2. Training copybook
It is rather a personal diary in which the trainee recounts, as Shulman referred to
“personal histories”. It provides detailed documentation of his/her teaching experiences
during the PTC and even after graduation; in in-service teaching for the inspector’s
evaluation. The trainee should keep it tidy and always available. Again, the TTSC
delineates the content of the TC in the PT guide (2010, p. 8):
− Flyleaf (identification of the trainee, host institution, TT, Supervisor, and
academic year);
− Table of content;
− General introduction;
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− Observation phase;
− Alternate phase;
− Full time phase;
− Conclusion
It should also contain documents such as: schedule, programme, reports of the
lessons (teaching cards), reports of feedback (comments and observation), and the
observation grid. This document is supposed to remain with the trainee after graduation
to be even consulted and evaluated by the inspector in the school.

10. Evaluation of the practical training
Assessment of development in teacher education programmes is a real challenge
currently being addressed. It is quite difficult and not enough to capture the
complexities of the teaching situation and the student‘s learning in the specific
environment while using comprehensive exams and/or supervisors to observe student
teachers in school settings.
Danielson (2008, p. 42) advocates that “teacher evaluation has two essential
purposes: ensuring teacher quality and promoting teacher learning.” Accordingly, TTs
and supervisors must contribute to student learning as well as guarantee quality teaching
because teacher evaluation is of great importance. Both TTs and supervisors should
make rigorous decisions and judgements based on evidence of performance.
Some requirements for teacher evaluation proposed by TTSC in the PT guide (2010,
pp. 8-9) for both the TR and TC are presented below:
• Overall quality and form
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− Presentation and structuring of information,
− Variety of documents;
− Conformity with the requirements: clarity, brevity, and consistency.
• Personal composition
− Correct language and style;
− Personal involvement;
− Quality of reflection and analysis: remarks and comments.
The overall practical teaching experience score derived from the proportional ratings
of TR, TC, and professionalism and seriousness (PT guide, 2010, p. 34) completed by
the supervisor which is used to determine whether a trainee’s or a pre-service teacher’s
performance in teaching is professionally acknowledged or not.
Alternatively, Shulman (1998); Riggs and Sandlin (2000) and many other researchers
ever since support the use of teaching portfolios for teacher evaluation because they
provide a link to the individual experiences that document the development of teaching
and learning over time. Riggs and Sandlin, for example propose a three-part evaluation
to develop the Professional Growth Plan (PGP) for pre-service teachers which include
first formal observation of a lesson taught by the student teacher, followed by a
reflective journal that is shared with the mentor to find areas to focus improvement and
effort of the teacher, and last the preparation and presentation of a teaching portfolio. In
this aspect, the portfolio is a type of performance-based assessment that involves the
combination of several skills and processes to demonstrate what the student teacher
knows and/or is able to do.
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Conclusion
Teacher training has a specific goal which is to prepare trainees for a particular
profession. It is an integration of learning units which exhibits the interconnections
between ‘theory’ and ‘practice’ and translates that into operational practice in the
classroom. Consequently, in most systems of education, much emphasis is devoted to
promoting teachers’ professional development. Teacher education institutions in Algeria
are in need to plan for a more authentic method of feedback about pre-service teachers’
L/T. They should decide to develop a portfolio system which would be aligned with the
goals of their programme. These institutions should develop a coherent approach to
educate teachers based upon wise views of what constitutes professional teaching.
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Introduction
The practical chapters aim at presenting and analyzing student teachers’ reflection
while developing teaching portfolios as well as their perceptions about the experience of
developing these portfolios during the PTC. This chapter is mainly devoted to present
and analyse trainees’ reflective development along the whole PT experience as preservice teachers are using portfolios for the first time besides their teaching reports and
copybooks. It includes a description of the design of the study, and a thorough
description of the pilot study.
The main part of this chapter includes a description and analysis of trainees’
reflective development within the teaching portfolios along the three phases of the PTC.
This analysis will permit us to answer our research questions.

1. Design of the study
Student Teaching is the final step in the undergraduate programme at the TTSC
leading to teacher certification in the English language. The combination of these two
learning experiences should provide exciting, challenging, and satisfying activities that
help trainees synthesize their various academic and teaching skills and knowledge into a
functional professional approach to teaching.
The present case study employed a qualitative approach for data collection and
analysis. Merriam (1998) advocates that qualitative research design provides guidelines
and flexibility for questions about a particular topic to understand the respondent’s point
of view.

98

Analysing Reflection in the Portfolios

[Chapter Four]

Data collected in the present study included the following: (1) English language
student teachers’ teaching (or professional) portfolios; (2) questionnaire with trainees;
(3) questionnaire with training teachers and supervisors. It enabled the researcher to
describe, compare, evaluate, and interpret information reflective of the participants’
knowledge, beliefs, and experiences.
The study took place during a single semester lasting four months fieldwork
teaching. Since this study intended to understand trainees’ and teacher educators’
perceptions towards the introduction of the teaching portfolio in the PTC, the researcher
and the teacher educators did not find it necessary to score the portfolios, but only give
their feedback comments on them.
This chapter presents in particular a discussion of the trainee’s portfolios analysis,
and mainly their reflective development along the whole PTC related to the first
research question which guided this case study:
• Do teaching portfolios act as a tool for trainees to engage in and develop their
reflective practice?

2. Pilot study
The pilot study was completed with the goals of focusing our research interest and
testing the feasibility of our research tools. It polled four English language trainees of
B4 level whom we taught the module of psycho-pedagogy during the academic year
2011-2012 while undertaking their PTC, and two teacher educators (one supervisor and
one training teacher).
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2.1. Pilot portfolio
Since the PTC we investigated in was totally unfamiliar, we tried to come over with
the stuff responsible for the PT to collect formal/administrative transcripts of the course.
After examining them, we constructed a thorough understanding about the way trainees
document their training experience, the different stages they should undertake, and the
period spent for the course. We also consulted samples of training reports of previous
trainees of both B4 and B5 to see the way trainees draft them. We also discussed with
some supervisors and training teachers who explained their roles in the training course
and the evaluation of the trainees. The data gathered supplemented the documents we
elaborated for the pilot study.
While the trainees were generally totally unfamiliar with teaching portfolios,
apparently they were unclear about how and why to use them and how to develop and
present their teaching practices in the portfolio apart from what the TTSC gives them as
PT guide to write their TR and TC (see chapter 3). As a result, the researcher concluded
that a seminar should be considered for the trainees before starting their training to
better understand the how and the why behind introducing such a new document in their
training course. The teacher trainees were introduced to the concept of portfolio. The
principles of portfolio design and the characteristics of portfolios were explained in a
seminar during the first week before the onset of the PTC.
Connecting the review of the literature and the information received from the four
trainees and their supervisor during the pilot, the researcher constructed an outline of
possible components for a teaching portfolio. These components were:
− Lesson plan (classroom teaching)
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− Student samples (student practices)
− Reflection of unit teaching.
− Resources or references used for teaching.
The trainees raised another important issue, portfolio presentation. Trainees found
many difficulties to present their portfolios, the researcher determined that trainees
should be provided by a model of a trainee’s portfolio so that a clear image is brought to
them the way they should develop their own.
Using information from the pilot study and the review of the literature, the researcher
constructed a paper example of a teaching portfolio for use during the training period
(see appendix 3). So that the trainees would not find it an extra work, a load or a chore
added to the requirements of preparing the training report and copybook besides the
research paper for B5 trainees on one hand, and for them to gain time to feel free to
develop it and present their teaching materials adequately on the other one.
Some guidelines about the elaboration of the portfolios were clarified during
workshops sessions between trainees and supervisor and training teacher with the
presence of the researcher, among them:
• It must indicate evidence of learning on the part of the trainees.
• The self-evaluation should clearly indicate the perceived strengths and
weaknesses of the trainees.
After completing the portfolios, the trainees and educators who participated in the
process were assigned questionnaires.
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2.2. Pilot questionnaires
In order to report trainees’, supervisors’, and training teachers’ perceptions and
opinions about the experience of developing teaching portfolios during their PTC,
questionnaires were designed and administered to 4 trainees who developed their
portfolios at the end of the PTC, and administered another questionnaire to one
supervisor and one training teacher. After the administration of the questionnaires, we
brought about the following changes:
2.2.1. Trainees pilot questionnaire
Question 10 was reformulated from “tick the important purposes of the training
experience” to “According to your experience, rank the three most important purposes
of the training experience” in order to limit the answers. Concerning Question 13 of the
Likert-scale statements, a slight change occurred at the level of ordering the items so
that they fall in the same category. Question 19 was removed because this statement
brings fewer details about developing the portfolios.
However, Question 23 was dropped since it yields the same answer as for Question
22, just above in the justification. Another Question 25 was added in the final
questionnaire in order to see whether the trainees intend to keep on using these
portfolios and just update them in their future carrier or not.
2.2.2. Supervisors and training teachers pilot questionnaire
This questionnaire aimed at collecting data on educators’ perception on teaching
portfolios in reporting trainees’ teaching practice and as an assessment tool. After
administering the questionnaire to two educators, we fine-tuned few questions:
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Question 6 was added to probe the educators’ level of satisfaction towards trainees’
skills in teaching and applying the theoretical knowledge and revealing the reasons by
their justification.
Question 8 also was inserted to reveal which phase of the training is most beneficial
for the trainees to gain better experience in teaching.
Question 13 was added to check the educators’ perception about the influence of the
portfolios on the trainees’ reflection than what the training reports may have.
Question 14 was reformulated by adding items to enable respondents choose among
some options in order to better probe their attitudes.
Based on the results of the pilot test, the questionnaires were refined and prepared for
administration. The information solicited from the trainees and their supervisor during
the pilot study helped the researcher to better understand the way teaching portfolios
should be designed and developed and the perceptions of the trainees towards teaching
portfolios.

3. Portfolio description in the main study
During the PTC, English language trainees experience four months fieldwork
teaching which evolves from classroom observation to alternate teaching and finally
full-lesson teaching, putting into practice and evaluating elements from previous
teaching methodology courses. Trainees are expected to become aware of their abilities
in teaching practice, write the final report, self-evaluate their teaching experiences, and
then comes a final evaluation by both the supervisor and the training teacher. Since the
concept of a portfolio is new to the trainees, they were firstly introduced to the concept
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through a seminar (see appendix 1) organized before the PTC onset by the researcher
who gave a thorough rationale and guidelines about its uses and the process of
developing it. Added to that, trainees were provided by a model teaching portfolio
developed by a Canadian English language trainee (see Appendix 2) to better illustrate
the way they should develop their portfolios.

3.1. Trainee’s portfolio outline
For the purpose of this research, the researcher has designed a prototype portfolio
(c.f. appendix 3) that fits the PTC. Trainees are required to fill and organise it each in
his/her own way and according to their teaching materials and resources (evidence of
practice) with the help of the supervisor’s and researcher’s instructions after each
workshop meeting. These are the suggested portfolio contents designed and outlined for
this research:
• Trainee as person
− Biodata (CV)
− Statement of philosophy of teaching
− Statement of training goals
• Trainee as professional
− Exemplary lesson plans
− Training workshop reports
− Summary of the training experience
− Videos of lessons and photographs
• Trainee as lifelong learner
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− Career goals
− Training teacher’s and supervisor’s feedback
• Appendices
− Lesson materials
− Students’ tests and exams.

3.2. Detailed trainee’s portfolio contents
After presenting the outline of the trainee’s portfolio designed for the PTC, a detailed
description is needed to uncover the subdivision of the sections and explain their
contents and purposes.
3.2.1. Title page
This section is the gate to the portfolio. It mirrors the trainee journey for the PTC. It
includes: a) Complete title (simple title is “Portfolio”); b) Trainee’s Name; Programme
of Study (e.g. English Language teachers); c) Name of the Institution; d) Date.
3.2.2. Table of contents
The section of table of contents should serve as a map through the portfolio. It
outlines the main sections, subsections and further division of the portfolio’s entries.
3.2.3. Trainee as person
In this first section of the portfolio, the trainee introduces him/herself and identifies
his/her philosophy of teaching and goals set before the onset of the practical training:
Resume/CV
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This is a brief but detailed account often prepared by the applicant for an
occupation, mainly including the educational history, skills, accomplishments, and
experience. The trainee’s resume is one of the first things he/she should get in order
when he/she decides to look for a job. A resume should not be confused with an
autobiography. It is rather a short outline of personal, educational experiences
planned for an application search in any job.
Statement of philosophy of teaching
It is a narrative or reflective writing about how trainee views teaching
responsibilities and the philosophies that guide his/her learning and teaching. This
statement helps the reader to know more about the trainees’ principle beliefs about
how pupils learn best in the context of his/her discipline and helps to signal the
beliefs and attitudes that ultimately create the foundation for course design
(Ouellett, 2007). The procedure by which the trainee identifies his/her personal
philosophy of teaching and tries to examine and support this philosophy through
teaching can affect teaching performances and finally enhance professional growth.
Meanwhile, Brookfield (1990, cited in Takona, 2003, p.76) indicates that
developing a philosophy of education can be used for four purposes:
• Personal purpose: “... a distinctive organizing vision_ a clear
picture of why you are doing what you are doing that you can call
up at points of crisis_ is crucial to your personal sanity and
morale.”(p. 16)
• Political purpose:” ... a sense that your position is grounded in a
well-developed and carefully conceived philosophy of practice....
You are more likely to gain a measure of respect for your
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thoughtfulness and commitment, which is important both for your
self-esteem and for your political survival.” (p. 17)
• Professional purpose: “... a commitment to a shared rationale for
college teaching is important for the development of a collective
identity and, hence, for the development of professional strengths
among teachers.” (pp. 17-18)
• Pedagogical purpose: “Teaching is about making some kind of
dent in the world so that the world is different than it was before
you practiced your craft. Knowing clearly what kind of dent you
want to make in the world means that you must continually ask
yourself the most fundamental evaluative questions of all _What
effect am I having on students and on their learning?” (pp. 18-19)
Statement of training goals
This entry ends up the section. Here the trainee has the space to clarify his goals
for the practical training so that he/ she can organize his teaching practices and be
pragmatic for each move.
3.2.4. Trainee as professional
This is the next section; it includes all the teaching materials used during the training.
These latter are tangible evidence of a trainee’s methodology to teaching and learning
because they document the PT experiences. They include what he/she has produced:
syllabi, list of courses taught, course hand outs, sample assignments and examinations,
videotapes of his/her classes, sample of work he/she graded. To give these items weight,
a rationale is introduced for each item contained in the portfolio. It is composed of short
statements forming generally one paragraph that describes why that artifact of any
teaching material was utilized.
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Training workshop reports
This artifact explains the purpose of each workshop, the topics discussed, things
learned, feedback from supervisor/ training teacher/peers, and goals set for further
development.
Weekly reflection checklist
In this entry, trainees were required to write their own reflection about their
experiences. It provides reflections of classroom activities, the problems and
difficulties encountered, and their own evaluation of these experiences. Takona
(2003, p. 62) proposes some guidelines that help the pre-service teacher to probe
his/her reflective thinking and map his/her own development. This is through:
• Description of an experience (Answer the following questions: What
happened? What did I do? What did the students do?).
• Reflection upon the experiences (Answer the following questions: What does
it mean? What informed my decision? How did I come to be that way?).
• Decisions, conclusions, or actions on how subsequent teaching will change
because of the experience and reflection (Answer the following question: How
can I enhance my learning? How can I maintain the positive and avoid the
negative?).
Summary of training experience
It concludes the section of “trainee as professional”. The trainee in this entry is
going to sum up his experiences in teaching and learning and give a brief account
of the PTC as a whole.
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3.2.5. Trainee as life-long learner
This section is the last part which concludes the portfolio. It describes teaching
accomplishments, strengths and weaknesses, gives a thorough feedback about the
trainee’s professional competences, identity, and teaching acts from both the training
teacher and supervisor. In addition, the trainee’s teaching summative assessment
includes comments on preparation, implementation, management, and professional
qualities expressed by the training teacher and the supervisor. These latter have access
to the portfolios without formally grading them. This section reflects a clear image of
the trainee’s comprehensive range of T/L activities along the PTC, so portfolios can
reflect a developmental vision of learning and professional development. Foote and
Vermette (2001, p.34) maintain that “the process of reflection is what makes the
portfolio a tool for life-long learning and professional development instead of merely a
collection of work.” The last artifact is the appreciation of both supervisor and training
teacher of the final product of the trainee.
3.2.6. Appendices
It is the closing section that the trainee used for the collection of supplementary
examples and evidence of teaching materials and products that could illustrate their
teaching, like supporting lesson materials they had produced themselves, pupils’ works,
tests and exams, etc.

4. Evidence of reflection in the portfolios
After the completion of the PTC, 43 trainees from 50, who had participated in the
Portfolio Development, submitted their teaching portfolios to the researcher for
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analysis. These portfolios were mostly identical in design since they have completed the
prototype given to them, but uniquely different in presentation since trainees were left
free to add artifacts which represent their learning and teaching practices. Besides, each
trainee has highlighted portfolio’s content in a personal manner.
In the section CV/Résumé for example, all the trainees presented it differently. Most
of them included an outline of personal, educational experiences including names, skills
acquired (mainly computing mastery: word/excel), languages mastered (Arabic, French,
English in speaking and writing). For educational experiences, the trainees traced their
education from elementary schooling till the actual teacher education training. Few have
added teaching experience in parallel with their training outside the school, mainly in
the form of tutoring for middle school pupils.
Moreover, some trainees focused on analysing and reflecting on the different
instructional materials they had adopted to enhance the learning process in their classes.
They included in their portfolios some artifacts that highlighted these materials. The
portfolios included photos, pupils’ works, and their reflections on these materials.
Trainee #01: “From my experience as a trainee, I learned that while some
materials are important to help in classroom management such as
syllabus, rules, and behavioural expectations, it is also important for
me to be consistent and fair with all the pupils.”
Another trainee’s portfolio highlighted the trainee’s personal philosophy of education
and how it guided her growth as a teacher. All her reflections made reference to her
philosophy of education.
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Trainee #02: “I believe that Vygotsky’s social constructivist theory makes a sense
for both my pupils and me, I observed an overall development of my
pupils’ learning when I played the role of a facilitator than when I
was teaching without paying attention to what they already knew.”
While another trainee tries to define what is good teaching in his philosophy of
teaching.
Trainee #03: “My old conception that good teaching is a matter of mastering the
subject matter has changed now. The way of simplifying things to
pupils and understanding their potential needs and personalities is
actually what makes up a good teaching.”
According to B4 trainee’s philosophy of teaching, what it means to teach, the role of
both the teacher and the learner is: “In fact, teaching is a process of instructing and
education at the same time. The teacher’s task is directing and guiding learners to the
right way of acquiring knowledge. Learners, in their turn, play an essential role in their
learning because they are considered the centre of the teaching/learning process.”
In the section Statement of the training goals, trainees provided varying reflections
upon the goals of the practical training they have put forward:
Trainee #04: “Training for me has the following goals: to help trainees get
accustomed to the realm of their future profession; to put into
practice some of the teaching methods and strategies; to have a
direct contact with experienced teachers.”
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Trainee #05: “I really expect from this training to achieve a set of goals: (1)
professional competence to demonstrate enthusiasm for the subject
matter and make learners work collaboratively; (2) pedagogical
competence to introduce a writing task and materials for language
work that meets learners’ needs, encourages them to communicate,
and increases their autonomy; (3) disciplinary competence to master
the use of language forms, vocabulary, grammar, and conventions in
writing; (4) cultural and technological competence to provide
learners with rich and relevant information and convince them about
particular cultural situation.”
Trainee #06: “Training gives the opportunity to experience teaching and attain
different goals that can be ordered as follows: _ facilitating the
active integration of knowledge and skills acquired during the
graduation in a pedagogical way; _allowing an adequate practical
preparation to facilitate access to a profession that requires
developing skills, adjustment and renewal; _ helping to understand,
learn and incorporate into professional practice the principles of the
current pedagogy.”
Trainee #07: “The practical training is an opportunity for student teachers to be
engaged in the real educational environment where they observe and
assume the position of a teacher. It is an exposure to realistic
environment where the trainee will get the opportunities to teach,
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prepare lessons and activities, and evaluate learners. They develop
awareness about the requirements of the job.”
In her portfolio reflection checklist, a B5 trainee described a specific lesson and how
it went.
Trainee #08: “I worked on unit 3 ‘Schools: Different and alike’, during this class,
I was unable to motivate my learners. I failed to raise their interests
and attract their attention. I was not successful in delivering the
lesson, maybe because I was afraid that day and not well prepared.”
By means of teaching portfolios, trainees can reflect upon the strengths and
weaknesses or flaws of their teaching. They can show evidence of how and why their
actions worked or did not work well for their pupils or class.
Trainee #09: “The main discovery I made from teaching this week is the right
way to teach the writing skill is to ask pupils to write their first draft,
then to read it loudly, then to exchange each other’s draft for mistake
correction, then to write their final draft.”
Trainee #10: “When I think about my teaching, I am most concerned about
classroom management, time management, lesson content, and
motivation.”
Trainees written expressions as a whole indicate their technical awareness of practice
and theory, and some of them show the ability to make connections between theory and
practice and how they related to their classrooms.
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The last section in the Trainee as professional unit, trainees reflected their summary
of the training experience as follows:
Trainee #11: “The practical training goes through three phases. The first, the
observation phase, I observed and examined the different aspects of
the T/L process. The second, the alternate phase, I started to be
involved as a teacher. In other words, I gave lessons for thirty
minutes which is a transitional phase for me. The last, the full time
phase is the most significant one in the whole training during which I
put myself in the shoe of a teacher; to prepare lessons, select
materials, present lessons, and manage the classroom. The whole
training prepared me to acquire all the techniques and skills to be
used within the context of teaching.”
Another student teacher illustrated how her beliefs documented in her “Summary of
the training experience” paper had changed when she did her training.
Trainee #12: “The practical training was of crucial importance to us as trainees.
It helped us enjoy the noble profession through interacting with
learners. It also prepared us for the workplace in the sense that we
went frequently to the training school. More importantly, it taught us
how to be responsible for our behaviour in front of the learners.
Throughout the three phases of the training, we got a lot of benefits
which are worth mentioning. First, the observation phase helped us
to get acquainted with the real T/L environment. Second, the
alternate phase enabled us to be practical teachers and experience
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teaching for the first time. Finally, during the last phase, we had all
the responsibility to take in charge the training teacher’s classes.
Personally, I benefited more from the full time phase than the other
phases. The training we undertook this year made us really aware of
the complexities and difficulties that might be faced by the fresh
teacher.”
Viewing trainees’ collected artifacts and written reflections was a concrete evidence
to help explore various and opposing expressions, differing and interrelating
commentaries. The following section presents the analysis of the levels of reflection in
the trainees’ teaching portfolios.

5. Analysis of reflection in the portfolios
The teaching portfolio was used in the PTC as a tool to engage trainees to reflect on
their teaching practices as beginning teachers. In the section Trainee as a person, the
trainees described themselves as teachers, expressed their vision on teaching as a
profession, and determined the goals they set to complete their teaching practice. It is a
way of demonstrating their philosophy of teaching and learning.
The section Trainee as a Professional mainly explores the levels of reflection in the
trainee’s writings or commentaries as illustrated above. The design of analysing
reflectivity is drawn from Van Manen’s theory of reflective development (1977) and
compared with the framework developed by Hatton and Smith (1995). Both suggest that
development begins at the technical level. At this initial state, trainees can describe
events in the classroom from a lay person’s perspective. This level is rather
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observational because trainees are only aware of the physical events occurring in the
classroom. They can observe a classroom situation and report on what they have seen.
This awareness is described by Van Manen as the initial step for reflective
development.
At the practical level, based on the initial level and with more exposure to practical
teaching, trainees become more egocentric; they start to link teaching practices to their
own teaching experiences. It is the ability to reflect using personal experiences when
they engage in teaching which correspond to the second and third phases of the PTC.
Eventually, with a larger scope of personal experiences, trainees develop to a
conceptual or critical level of reflection. In that the trainee is more able to express how
the classroom should be managed with regards to some teaching theories and principles.
Therefore, reflective development progresses over time and with experience. It is
conceived that the more exposure to diverse teaching experiences, the greater
opportunity for trainees to gain larger basis for reflection.
The process of analysing the data followed Patton’s procedure for content analysis
(Patton, 1990, pp. 381-427). All portfolios’ commentaries were coded for all the three
levels of reflection. The researcher read through all the portfolios and coded all the
instances in the texts where trainees referred to personal responses to their own teaching
on each level. In order to facilitate the process, a coding list (see figure 5) demonstrates
the kinds of text appropriate for each level.
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Critical

Trainee describes

Trainee reflects on

Trainee reflects on events

events of teaching.

events of teaching

of teaching combining

linked to personal

personal experience with

experience.

theories of teaching and

Example

learning.
To be able to manage

As a trainee, I learned

I think that Vygotsky’s

the classroom, I must

that behaviour

social constructivist theory

control lesson,

expectations, rules are

is meaningful for me, I

behaviour, and time.

not important if the

observed an overall

teacher doesn’t appear

development of my pupils’

confident and not fair

learning when I played the

with all the pupils.

role of a facilitator.

Table 5: Coding scheme for the three levels of reflection (adapted from Hatton and
Smith, 1995)
Reflective entries logged under the headings of Statement of philosophy of
teaching, Weekly reflection checklists and Training workshops reports, as they
constitute the largest category of reflections in the portfolios, were read several times in
order to identify which were least reflective, i.e. technical, to the most reflective, i.e.
critical and then analysed along the three phases of the PTC. It was felt that to establish
how trainees engaged with reflection, a coding system is devised (see figure above) as a
tool for reviewing the development of reflection during the whole training course. The
coding system used is intended to analyse the levels of reflective practice of the trainees
which enables us to judge the quality and quantity of their reflection. The following
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figure provides evidence of each of the three levels of reflection gathered from trainees’

Technical

Levels

portfolios.

Description

Evidence

Comments

Descriptive elements of

I believe that an effective

It is pure

practice as gathered

learning environment must

description with no

from observation.

have very specific standards

reflection.

for student behaviour.
Without this, the learning
environment will be
difficult to guide learners in

Practical

active learning.
Descriptive elements of

I established realistic goals

It reflects on

practice grounded in

for my pupils and planned

effective lesson plan

personal experience.

my instruction to help them

drawing from

reach these goals.

personal teaching

Critical

experience.
Descriptive elements of

When I planned lessons for

It relates the

practice related to

my pupils, I have learnt that

development of the

personal experience and

I cannot rely on the same

lesson plan to

grounded in principles

method to work for all of

Gardner’s theory of

and theories of teaching

them. I adopted Gardner’s

multiple

and learning.

theory of multiple

intelligences.

intelligences to motivate
my pupils.
Table 6: Descriptions and evidence at the three levels of reflection.
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It is worth noting that out of 43 trainees who completed their portfolios, 9 of them
did not write any reflective commentaries under the aforementioned sections of their
portfolios. Therefore, there were 34 portfolios in which reflective entries were coded
and identified as supporting evidence for trainees’ reflective development along
technical, practical, and critical reflection. A total of 99 entries were gathered during the
initial phase of the PT, the observation phase; 136 reflective entries during the alternate
phase; and 192 entries during the full time phase all over the three levels of reflection.
Table 1 illustrates the level of reflection scores for each of the 34 trainees’ portfolios,
and Table 2 represents the summative scores for all levels of reflection over the three
phases of the PTC.
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Participant
1
N°

2

3

4

5

6

7

8

9

10

11 12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

39

40

41

42

43

Technical

2

0

2

0

1

3

6

5

1

0

2

4

1

3

2

0

3

1

0

4

7

1

0

5

4

2

1

3

0

1

5

6

0

1

3

0

4

0

6

1

5

0

4

99

Practical

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

Critical

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

0

Total

2

0

2

0

1

3

6

5

1

0

2

4

1

3

2

0

3

1

0

4

7

1

0

5

4

2

1

3

0

1

5

6

0

1

3

0

4

0

6

1

5

0

4

99

Technical

2

1

1

0

1

1

3

2

1

0

2

2

1

2

2

0

2

0

0

3

3

1

0

3

3

1

2

2

0

1

3

4

0

2

2

0

2

0

3

1

2

1

2

64

Practical

1

0

2

0

2

2

3

5

1

0

2

2

1

1

2

0

1

2

0

2

5

1

0

3

1

2

2

1

0

1

3

3

0

0

1

0

2

0

4

2

3

1

3

67

Critical

0

0

0

0

0

0

0

1

0

0

0

0

0

0

0

0

0

0

0

0

1

0

0

1

0

0

0

0

0

0

0

1

0

0

0

0

0

0

1

0

0

0

0

5

Total

3

1

3

0

3

3

6

8

2

0

4

4

2

3

4

0

3

2

0

5

9

2

0

7

4

3

4

3

0

2

6

8

0

2

3

0

4

0

8

3

5

2

5

136

Technical

2

1

2

0

3

2

3

3

0

0

2

2

1

2

3

0

1

1

0

3

3

2

0

3

3

2

3

2

0

2

3

3

0

2

3

0

2

0

4

1

3

1

3

76

Practical

1

2

2

0

2

3

5

6

2

0

5

4

1

2

3

0

3

1

0

4

7

1

0

5

4

2

3

2

0

1

5

6

0

1

2

0

3

0

6

3

5

2

4
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Critical

0

0

0

0

0

0

0

1

0

0

1

0

0

0

0

0

0

0

0

1

2

0

0

1

0

0

0

0

0

0

0

1

0

0

0

0

0

0

1

0

0

0

0

8

Total

3

3

4

0

5

5

8

10

2

0

8

6

2

4

6

0

4

2

0

8

12

3

0

9

7

4

6

4

0

3

8

10

0

3

5

0

5

0

11

4

8

3

7

192

Table 7: Detailed coded data system for all the three levels of reflection.
Observation

Alternate

Full time

Technical

99

64

76

Practical

0

67

108

Critical

0

5

8

Total

99

136

192

Table 8: Summative coded data for all the three levels of reflection.
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6. Discussion of th
he resultss
Overall reesults repreesented in the tables above suggest that ffor the majjority of
traainees, the observation
n phase dem
monstrates technical
t
reflection (999 reflective entries);
thhe alternate and full tim
me phases iillustrate mainly
m
practiical reflectiion (67 entrries) and
(1108 entries)) respectively. Trainee s provided evidence of
o their pracctice and ex
xamined
thheir developpment over time
t
througgh written co
ommentariees. Few trainnees could use
u their
w
written comm
mentaries to
t connect them to theories
t
and principlees of teach
hing and
leearning in both
b
alternaate and full time phasees with (5 entries)
e
andd (8 entries) in that
orrder. Figuree 7 shows th
he rate of reeflection lev
vels in all ph
hases of thee PTC.

Observa
ation

Alterrnate
4%

0%
Teechnical
1
100%

47%
%

Prractical

Technical
Practical

49%

Critical

Crritical

Full time
t
4%
40%

Technical
T
Practical
P

56%

Critical
C

Figure 1: Rate of Reflectio
on Levels in the PTC..
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6.1. Levels of reflection during the observation phase
All the reflective entries during the observation phase illustrate a technical level
(100%). Trainees wrote in their commentaries descriptions of classroom environment,
the training teachers’ actions in the classroom and about what they would do without
any rationale for their responses. A representative example is:
B4 trainee: “From my training teacher’s teaching performances, I have come to
believe that the most successful learning occurs within the framework
of a student-centred curriculum and the most important thing for the
teacher to do is to establish a trusting and respectful relationship with
the learners.”
In this excerpt, B4 trainee believes in implementing a student-centred curriculum in
order to make the classroom more active and make learners interact better. She also
drew from workshop meetings that the most important role for the teacher is to create
and maintain an effective learning environment. It is simply a statement of what has
been observed; a rather contextual recollections of classroom events.
Another B5 trainee expresses his conception about how the classroom environment
should be managed without referring to any personal experience or any rationale.
B5 trainee: “In order to motivate learners and make them participate in
classroom activities, the teacher should provide feedback to all the
pupils and establish clear guidelines and expectations so that learners
feel comfortable and lead them to active learning.”
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6.2. Levels of reflection during the alternate phase
Trainees’ reflective commentaries in the alternate phase demonstrate an overall
development from a technical to a practical level of reflection. The portfolio data
suggest that trainees who started off writing at a technical level in the observation phase
(100%) moved towards a practical level (49%) in the alternate phase. With actual but
limited teaching experience, many reflective commentaries in this phase changed
towards a more practical standpoint and would convey classroom conditions that lead to
effective teaching and learning. As in the following examples:
B4 trainee: “I learned from my training teacher to vary teaching strategies to
reach more learners. When dealing with the lesson about simple past
and continuous, the learners were getting bored. When varying
activities and materials using dialogues and games through pictures
and flash cards, pupils were more interesting [sic], involved and
enjoyed the activities.”
This trainee recognized and learned from personal teaching experiences the benefit
of varying teaching strategies and approaches to make the classroom active and learners
involved and interested.
B5 Trainee: “I thought about the rules that would ensure a secure and enjoyable
classroom. With the collaboration of pupils, we set a list of rules were
very successful. I realized then that disciplinary problems occur when
the learners feel confused and frustrated about specific teaching
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strategy or unclear teacher’s behaviour, but not of their distressing
attitude.”
The B5 trainee’s instructional approach has changed with personal teaching. Her
reflective thinking shifted towards classroom management skill because as a student
teacher, classroom management is a demanding task. Her reflection comment was
mainly on how classroom rules can be effective in case of behavioural problems.

6.3. Levels of reflection during the full time phase
Few trainees however moved towards a critical level (4%) of reflective entries by the
previous and last phase in the PTC. These trainees show high level of critical thinking
with concrete evidence from teaching theories and principles. Moreover, during this
phase there is a noticeable increase of practical reflection (56%) and a reasonable
decrease in the technical level of reflection (40%).
B4 trainee: “I leaned that active and effective learning means encouraging
learners to participate, varying classroom activities and tasks that
make them all involved even the less interested ones. This follows
Dörnyei’s Motivational Framework including the learning situation
level which in turn encompasses course-specific motivational
components associated with teaching methods and learning tasks as
well as teaching materials.”
B5 trainee: “When I planned lessons for my pupils, I have learnt that I cannot
rely on the same method to work for all of them. I adopted Gardner’s
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theory of multiple intelligences to motivate my pupils and involve them
in learning.”
Both of these examples seem to be significant teaching experiences for the two
trainees. Their reflective writings show a clear connection between their practice and
theories of teaching and learning. Although scarce reflections corresponding to critical
level were drawn from trainees’ portfolios, few of them related their reflective
commentaries to some educational theorists like Bloom, Gardner, Dörnyei, and
Vygotsky.
Based on the previous sections, trainees wrote a conclusion on their
learning/teaching process over the whole course, formulating new career goals for the
future. They concluded the portfolio with a section of “Trainee as Long-life Learner”
including supervisors’ and training teachers’ feedback of both formative and summative
assessment that stress the level of professional competences attained by the trainee as
well as his/her teaching performances (see appendix 3). As for the following examples:
Supervisor: “The trainee was very successful in her teaching act. The warming
up was very interesting and the pupils were attracted from the very
beginning of the lesson. She controlled the classroom and introduced
supportive exercises rather than concentrating on the course. She
has the adequate criteria for an English teacher.”
Supervisor: “The trainee shows a serious preparation of the lessons. She
implements well most of elements of the learner-centred approach
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and manages well her classroom. She meets more oral professional
qualities than written ones.”
Training teacher: “She provided enough teaching materials. She did not manage
time in a good way; too much time for the warming up. No
clear instruction and presentation.”
Training teacher: “The trainee encourages pair work, provides different
teaching materials, and controls the classroom. She possesses
self-confidence and is able to satisfy learners’ questions. She
was convincing as a teacher.”
It should be mentioned that only few teachers provided their comments and
feedback, especially training teachers due to the fact that they were busy with the final
year exams and the formal documents to fill for the training school about the trainees’
final assessment.
It is also worth mentioning that few trainees have supplemented their teaching cards
(lesson plans) with artifacts (additional materials) such as teaching materials (flash
cards, pictures, photos, texts), pupils’ works, handouts in the Appendices section to
make their portfolios richer and provide evidence from their teaching practices. The
average written commentaries of the trainees in the sections Statement of philosophy
of teaching, Weekly reflection checklists and Training workshops reports of their
teaching portfolios were four sentences long is also noteworthy. It is acknowledged that
trainees are faced with a lot of tasks to do during the PTC which could reduce their
ability to make lengthy reflective writings. In fact, the framework of PTC in the TTSC
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is designed for trainees to prepare a training report, a training copybook, and research
project; this workload made some trainees abandon the teaching portfolio experience
and made others keep on with less enthusiasm. The latter develop less satisfactory
portfolios.

Conclusion
This chapter analyses the trainees’ reflective development along the three levels of
reflection during the overall PTC. The majority of the trainees developed from a
technical understanding of teaching and learning towards a more practical
understanding of teaching and learning. Few trainees were able to demonstrate a critical
awareness of teaching and learning. The teaching portfolio provided for the trainees a
kind of stimulus for reflective practice and encouraged them to avoid merely describing
teaching events as they did in their Training reports; however, this study has revealed
that their reflection did not reach critical levels. This chapter confirmed the first
hypothesis that introducing teaching portfolios would promote pre-service English
language teachers’ reflective practice along the PTC, and a better tool with the potential
to document trainees’ teaching performances and experiences.
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Introduction
This chapter is devoted to investigate trainees’ and teacher educators’ attitudes and
perceptions towards portfolios and their use in the PTC, as well as their experience in
developing these portfolios through questionnaires. The present study used a case study
research model designed to explore the research questions:
1)

What are the perceptions of English language pre-service teachers at TTSC on
developing teaching portfolios?

2)

What are the perceptions of supervisors at TTSC and training teachers at middle
and secondary schools of Constantine on the use of teaching portfolios during
the PTC?

1. Trainees questionnaire description and analysis
To gain a deeper understanding of supervisors’ and training teachers’ perceptions of
the purpose, content, and meaning of the portfolios, as well as of the process of
portfolio development, questionnaires were administered. In addition, a survey was
administered to a sample of trainees who had completed portfolios to assess their
overall attitudes and interpretations of the process.

1.1. Design and description of the questionnaire
The questionnaire (see Appendix 4) was designed to report trainees’ perceptions of
their practical training experience with developing teaching portfolios. Trainees were
reassured that their identity would be kept anonymous. It is divided into three sections:
the first section [General Information & Characteristics] collected general information
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and characteristics of our respondents vis-à-vis the PTC. The second section
[Experience with Portfolios] had been constructed as Likert-type scales with a fivepoint format ranging from “strongly agree” to “strongly disagree”, and with the 20-item
statements. The items are organized to address the following themes or categories:
Trainees’ motivation and interest about portfolio construction (e.g. “I was interested
in developing my portfolio at the beginning”; “I enjoyed the process of developing my
teaching portfolio”), a reflective tool (e.g. “the portfolio helped me to reflect on my
learning experiences in the PTC”; “the portfolio helped me to become a reflective
thinker”), developing personal growth and development (e.g. “the portfolio helped me
to be aware of whom I am as a beginning teacher”), and using the portfolio as an
assessment tool (e.g. “I valued the portfolio as an authentic assessment tool”;
“portfolios should be a requirement in teacher education programme completion”).
Questions 14 to 18 were rank order questions asking for their three highest choices from
a list. To calculate these responses, I assigned a weight of 3, 2, and 1 for their highest,
next highest and third highest choices. The last section included six open-ended
questions related to trainees’ opinions of how they planned to use the teaching portfolio
that they created in this study (Qs 22, 23, 25) and to give their suggestions related to
teaching portfolios (Qs 20, 21, 24).

1.2. Population and context of the study
The questionnaire is administered to a sample of 12 B4 English language trainees out
of a population of 24 trainees, and 38 B5 trainees out of a population of 106 trainees,
department of English, TTSC randomly selected from seminar attendees during the
academic year 2012-2013 after completing their teaching portfolios at the end of the
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PT
TC. It is worth
w
mentio
oning that ffor the pressent study, we do nott intend to compare
c
beetween the two levels in terms oof portfolio developmeent, but rathher for the sake of
cooverage of student
s
teacchers. 7 traiinees left th
he research without conntinuing to develop
thheir portfolioos or compllete their quuestionnairees and bring
g them backk; 3 B4 train
nees and
4 B5 traineess.

1.3. An
nalysis of the
t questioonnaire
1.3.1.. General Information
I
n and Charracteristicss
Q
Q1: Level

C
Categories

N°
N of Resp .

B
B4

13

B
B5

30

T
Total

43

Tablee 9: Traineees’ Level

Figure
F
2: L
Level

It is referrred from the above tabble that 13 trainees
t
aree from bacccalaureate + 4 years
(B
B4) graduattion level and
a 30 trainnees from baccalaurea
b
ate + 5 yeaars (B5) graduation
leevel. Our saample, rand
domly seleected, appro
oximately represented
r
half of th
he whole
poopulation.
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Q
Q2: To whatt extent aree you motivvated to be a teacher?
?

C
Categories

N° of Ressp.

H
Highly motiivated

24

M
Motivated

16

N
Not so motiivated

3

T
Total

43

Table 10: Motivation
M
to be a Teaacher

Fiigure 3: Mootivation

It is referrred from th
he above tabble that 40 trainees ex
xpressed theeir motivation to be
teeachers of English.
E
As a matter off fact, almost the majority are higghly motivatted (24),
annd motivateed (16) to taake the respponsibility of
o teaching English. T
They are co
ommitted
too teaching and
a regarded
d teaching aas their prim
mary choicee of professiion. Only 3 trainees
exxpressed theeir less motiivation to b e an English language teacher.
Q
Q3: Do you
u think tha
at the pracctical trainiing has an
n effect on your read
diness to
teeach?

Categoriees

N° of Resp.

Yes

39

No

4

Total

43

T
Table 11: Im
mpact of thee PT on teacching
readiness

Figuree 4: Teachinng readinesss
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The resultts of the tab
ble above shhow that 39
9 trainees beelieve that tthe PT has an
a effect
onn their readiiness to teach. They thhink that thee PT preparees trainees tto take the role of a
teeacher and to
t explore the
t various teaching skills and leearning strat
ategies. The PT is a
fieeld experiennce; it brid
dges the gapp that traineees have beetween the theoretical training
duuring years of graduatiion and praacticing teacching. Only 4 trainees see that thee PT has
noo effect on their readin
ness to teachh; either thee trainees have
h
a negattive self-con
nfidence
soo less self--efficacy beeliefs may be due to
o their resu
ults in the previous years
y
of
grraduation so
s they think are unaable yet to
o take teaccher’s role,, or have negative
exxpectations about the experience bbecause of what
w is heard among traainees abou
ut it.
Q
Q4: How hellpful would
d the trainiing report be
b for yourr future carreer?

C
Categories

N° of Resp.

V
Very helpfuul

17

N
Not so helpfful

18

N
Not helpful

5

N
No answer

3

T
Total

43

Table 12: Importancee of the trainning
report on futurre career

Fiigure 5: Im
mportance off the trainin
ng report

Nearly thee same size of the trainnees is divid
ded between
n those thinnking that th
he TR is
veery helpful for
f future career (17) aand not so helpful
h
(18). Few traineees (5) think
k that the
TR
R is not hellpful at all for their fut
uture career.. 3 trainees didn’t givee any answeer to this
quuestion.
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The results above im
mply that tthe traineess consider the TR ass a prerequ
uisite for
gaaining theirr license; i.ee., as a passsport to en
nter the worrkplace sinc
nce it is a means
m
of
evvaluation; a feedback for the trainnees teachiing practicees. The TR shows the trainees
strrengths andd weaknessees in teachinng.
Q
Q5: How im
mportant is the
t contrib
bution of th
he training teacher in your training?

C
Categories

N° of Resp.

IImportant

34

L
Less importtant

9

T
Total

43

T
Table 13: Coontribution of the TT
inn the PTC

Figuree 6: Contribution of thee training teacher

As far as the contriibution of tthe TT in the PTC, 34
3 trainees answered that the
coontribution of the TT is importantt in their traaining and only
o
9 said it is less im
mportant.
Frrom the liteerature revieew, the rolee of the TT is of param
mount impoortance sincce he/she
pllays the rolee of a model and a guidde in the claassroom.
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Q
Q6: How im
mportant is the
t contrib
bution of th
he superviso
or in your ttraining?

C
Categories

N°
N of Resp.

IImportant

36

L
Less importtant

7

T
Total

43

T
Table 14: Coontribution of the superrvisor
in the PT
TC

Figure
F
7: Contribution
C
n of the supeervisor

The table above show
ws that thee great majo
ority of the trainees (336) assume that the
coontribution of the supervisor in thhe training is importantt. However, only 7 traiinees see
thheir contribuution as lesss important..
From the results
r
obtaained we cann say that siimilar to thee role of thee TT, the su
upervisor
is to monitor and coach the teachhing practicces of the trainees
t
andd to give feedback
f
duuring the woorkshops orr seminars.
For some trainees, sttudent teachhing is not an exciting
g period in which they
y master
innnovative teechniques leearned in meethods classs.
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Q7: Did you
y find wrriting the trraining rep
port an easy
y task?

Categories

N° of
o Resp.

Yes

23

No

18

No answerr

2

Total

43

Table 155: Ease of writing
w
the T
TR

Figure
F
8: Easiness
E
of tthe training report

For most of the train
nees (23), thhe process of writing the TR is aan easy tassk, 18 of
thhem find it difficult
d
to draft. Only two traineees did not bring
b
their vview about this. We
caan say that trainees’
t
conception off the process of writing
g is divided between th
hose who
viiew it easy and
a others as
a difficult.
The reasonns of ease and
a difficultty in writing
g the TR can
n be summaarised below
w:
•

Ease of writing
w
the TR:
− Mostt of them said that it is very easy to report feelinngs, emotions and
expeeriences.
− Otheers believe that writing the TR is ju
ust narrating
g experiencces of teachiings.
− Whille others claaim that theey find it eassy because of
o the helpfful guidancee of their
superrvisors, besides the traiining they received
r
to write
w
it.

•

Difficultty of writing
g the TR:
− Therre are many details to innclude in th
he TR includ
ding our expperiences an
nd that
of otthers, teachiing experiennces and alll taught lessons.
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− It is difficult
d
to write
w
our exxperiences since
s
there are
a differennt to write th
he TR.
− Mostt trainees attribute the reason for the difficu
ulty to the hheavy sched
dule that
incluudes writing
g the researcch paper, TR
R, and TC; so, all thesee take time to
t write.
However, 4 informan
nts did not pprovide any justification
n for their cchoices.
Q
Q8: How do you catego
orize writin
ng the train
ning reportt?

C
Categories

N° off Resp.

N
Narrative

12
1

D
Descriptive

14
1

R
Reflective

7

D
Desc/Nar

4

D
Desc/Ref

2

D
Desc/Nar/R
Ref

4

T
Total

43
4

Table 16: Categorizin
C
ng the type oof
w
writing
the TR
T

Fig
gure 9: Categorizing thhe training report
r

The resultts in the above table shhow a variaation in the answers. M
Most of the trainees
caategorize wrriting the TR as narratiive with 12
2 trainees an
nd descriptivve with 14 trainees.
Only few (7)
(
who find
f
it a reflective genre and
d 4 traineees classy it with
ype of wriiting, whilee 4 traineees think thhat it is rather
r
a
deescriptive/narrative ty
coombination of descriptiive/narrativve/reflectivee piece of writing.
w
One trainee con
nsiders it
ass descriptivee/reflective..
From the results wee can inferr that train
nees believee that writiing the TR
R is just
naarrating andd describing
g events andd experiencees of teachin
ng.
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Q
Q9: Do you think thatt the period
d given forr the training is enouugh to perfform all
teeaching actiivities?

Categoriees

N° of
o Resp.

Yes

6

No

37

Total

43

Table 17: Peeriod of train
ning for teaaching
activities

Figure
F
10: Satisfactionn of the practical
trainingg

The majorrity of the respondents
r
s (37) assum
me that the period
p
given
en for the traaining is
noot satisfactoory or adeq
quate to perrform all teeaching actiivities and situations. Besides,
traainees durinng the sam
me period arre still learrning and preparing reesearch papers. The
reemaining 6 trainees
t
find
d the periodd sufficient to
t train them
mselves forr teaching English.
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Q
Q10: Accorrding to your
y
experrience, the importan
nt purposees of the training
t
exxperience were:
w
C
Categories

N
N°. of
R
Resp.

((a) Preparingg lessons

223

((b) Using apppropriate teacching
methodology
((c) Responding to studen
nts’
needs
((d) Assessing learners’
performaances
((e) Preparingg to face school
environm
ment

333
225
7
227

((f) Others

6

T
Total

443

T
Table 18: Thhe importan
nt purposes of the
PTC

Figure
F
11: Purposes
P
off the practical training

The abovve results sh
how that trrainees do not have a common opinion ab
bout the
im
mportant puurposes of the traininng experien
nce.

The highest
h
scoore, 33 traiinees, is

atttributed to (b) the pu
urpose of u sing approp
priate teach
hing methoddology; thee second
raank goes too (e) the pu
urpose of ppreparing traainees to faace school environment. Next
im
mportant, with
w the scorre of 25 traainees, is (cc) the purpo
ose of respoonding to students’
s
neeeds. The other purposse which traainees conceeive as imp
portant is (a)) preparing lessons.
Thhe other im
mportant purrpose, but nnot like thee previous ones,
o
is (d) assessing learners’
l
peerformance..
6 responddents have further
f
propposed purpo
oses (f) whicch assume tto be imporrtant too
arre:
• Provvide learnerrs with relevvant knowleedge.
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• Helpp overcome fear and annxiety.
• Learrn how to manage
m
timee & classroo
om. (3)
• Briddge the gap between theeory and prractice.
From the results
r
abov
ve, trainees seem awaree of the diffferent purpooses that thee PTC is
deesigned for.
Q
Q11: Rank the most important p
phases in the
t trainin
ng (1 is moost importa
ant; 2 is
neext importaant; etc.)

1st

2nd

3rdd

O
Observation

14

6

23

A
Alternate

7

24

12

F
Full time

22

11

100

Table 19: Importantt phases in tthe
training
g

Fiigure 12: Im
mportant phhases in the training

ws discrete results in ranking
r
thee most impoortant phasees in the
The table above show
PT
T. we can innfer that thee most impoortant phasee that receiv
ves the highhest score iss the full
tim
me phase with
w 22 resspondents w
who classify
y it as the 1st choice, aand then co
omes the
allternate ph
hase with 24
4 trainees. L
Last is the observation
n phase recceiving 23 trainees’
t
chhoices consiidering it ass the third im
mportant ph
hase.
The justifiication of th
he trainees ffor their cho
oice in ranking the phasses of the PT
P are:
• In thhe full time,, we have loonger relatio
onship with
h the TT andd learners.
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• Full time is very
y tiring & sshort.
• Full time is an opportunity
o
y to practicee & experien
nce teachingg.
• Observation en
nables us tto see & know
k
aboutt teaching and then take the
(
respponsibility. (8Ts)
• Briddge the gap between theeory & pracctice. (6Ts)
• Pracctice comes first.
• It is time to takee teacher’s role.
• Pracctice is moree importantt to take teaccher’s respo
onsibility.
• Learrning more when engagged in the teeaching learrning contexxt.
1.3.2.. Experiencce with Porrtfolios
Q
Q12: Do you
u have any prior expe rience with
h portfolioss?

Categorries

N° of Resp.

Yes

2

No

41

Total

43

T
Table 20: Prrior experien
nce with thee TP

Figure
F
13: Prior
P
experieence with th
he TP

The table above sho
ows that alm
most all thee trainees have
h
no priior experien
nce with
poortfolios. Only two traiinees agreeed having a prior experrience with portfolios, but they
diid not bring any explan
nation or furrther detailss about it.
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This implies and confirms that our sample did not have any prior knowledge of how
to construct or develop a professional or teaching portfolio before engaging in this
study.
Q13: Please respond to the following statements based on whether you Strongly
Agree, Agree, Undecided, Disagree, Strongly Disagree.
The main part of the questionnaire’ section [Experience with portfolios] had been
constructed as Likert-type scales. The items are organized to address the following
themes or categories: trainees’ motivation and interest about portfolio construction,
promoting peer and teachers’ discussion, a reflective tool, developing personal growth
and development, and using the portfolio as an assessment tool. Data collected from the
portfolio process and experience is presented in table 1 below with statistics of
frequencies, mean values, and standard deviations.
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SA (%)

A (%)

Undeci (%)

DisA (%)

SDisA (%)

Mean

6.9

44.1

11.6

20.9

16.2

2.95

13.9

34.8

16.2

27.9

6.9

2.79

13.9

46.5

18.6

20.9

0.0

2.47

I was proud of my teaching portfolio.

20.9

39.5

27.9

11.6

0.0

2.30

I felt personalizing the teaching portfolio.

20.9

48.8

30.2

0.0

0.0

2.09

Supervisor and training teacher in the training were

18.6

46.5

16.2

6.9

11.6

2.47

16.2

60.4

16.2

6.9

0.0

2.14

16.2

51.1

18.6

9.3

4.6

2.35

25.5

44.1

18.6

11.6

0.0

2.16

13.9

58.1

27.9

0.0

0.0

2.14

The portfolio helped me to become a reflective thinker.

20.9

44.1

34.8

0.0

0.0

2.14

The teaching portfolio helped me to be aware of whom I

27.9

51.1

20.9

0.0

0.0

1.93

20.9

48.8

18.6

11.6

0.0

2.21

23.2

65.1

11.6

0.0

0.0

1.88

16.2

44.1

20.9

18.6

0.0

2.42

13.9

46.5

32.5

6.9

0.0

2.33

I learned how to create a portfolio in the future.

32.5

51.1

16.2

0.0

0.0

1.84

Portfolios should be a requirement in teacher education

20.9

41.8

20.9

16.2

0.0

2.33

I valued the portfolio as an authentic assessment tool.

25.5

46.5

13.9

13.9

0.0

2.16

The portfolio was an important aspect of the practical

20.9

39.5

23.2

16.2

0.0

2.35

I was interested in developing my portfolio at the
beginning.
I was comfortable to complete the assignments in my
teaching portfolio.
I enjoyed the process of developing my teaching
portfolio.

willing to help me in developing my portfolio.
The portfolio helped me be open-minded to share my
learning experience with others.
I learned sufficient reflective skills to develop my
portfolio.
The portfolio helped me to reflect on my learning
experiences in the training period.
I learned how to use reflection to enhance my teaching
and learning.

am as a beginning teacher.
The portfolio helped me to see my progress throughout
the whole training period.
I acquired sufficient performance skills to help my
teaching.
The portfolio presents my best capabilities as a beginning
teacher.
The instructions of portfolio completion helped me
develop my portfolio.

programme completion.

training experience.
Number of participants: N = 43.

Table 21: Experience with portfolios
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According to the findings presented in the table above, portfolio development by
trainees in the PTC contributed to raise their motivation and interest. The response rate
indicates that approximately half the respondents 47% (13.9 & 34.8) were favourable
and comfortable towards the use of teaching portfolios and appreciate and benefit from
their involvement with portfolios. About 34% (between strongly disagree and disagree)
of trainees expressed that they were less enthusiastic with portfolios mainly because the
portfolio is a new tool to them as well as workload. Most of the trainees, about 20.9%,
strongly agreed and 39.5% agreed even that they felt proud of completing their
portfolios and highlighted that portfolios presented themselves.
Also, trainees noted that portfolio experience encouraged them to discuss their
teaching performances with their supervisors and training teachers (18.6%strongly
agree and 46.5% agree), and to share their learning experiences with peers (16%
strongly agree and 60% agree).
Moreover, most of the respondents underlined that through portfolio development,
they learned how to reflect on their learning and teaching and develop the reflective
skills (16.2% strongly agreed and 51.1% agreed). In other words, their reflections
helped them to gain deep understanding of their learning experiences. Fewer trainees,
approximately 11.6% indicated that they didn’t learn how to reflect on their
performances. In this case; trainees highlight the need for learning how to reflect, a
research conducted by Al-Issa and Al-Bulushi (2010) suggests for trainers some
approaches and strategies to help trainees develop as reflective teachers.
Another valuable feature highlighted by the majority of trainees (20. 9% strongly
agreed and 48. 8% agreed) is its potential to facilitate professional development. They
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nooted that it is
i a tool forr supportingg teacher leaarning over time; i.e., tto life-long learning
annd that porrtfolio consstruction coontributed to
t their gro
owth as teaachers. How
wever, a
reelatively few
w trainees disagreed wiith this realiity.
Finally, approximate
a
ely 72% off the traineees (25. 5%
% strongly aagreed and 46. 5%
aggreed) considered that portfolios w
would be a useful auth
hentic asses sment tool for their
teeaching training coursee and sugggest integraating it in teacher
t
eduucation prog
gramme.
Trrainees alluuded that by
y self-evaluuating their teaching peerformancess, they can improve
thheir teachingg skills. In sum, most responses indicate thaat trainees uunanimouslly found
thhe portfolio a useful to
ool for profe
fessional development, supportingg self-reflecction and
raaising awareeness of their strengths and weakn
nesses in teaaching.
Q
Q14: The im
mportant beenefits for d
developing my teachin
ng portfolioo were:
1st

2nd

3rd

((a) Show my
m
growth

13

16

7

((b) Documeent
learningg

10

12

19

((c) Self-refflect

20

15

6

((d) Compleete
the train
ning

0

0

11

((e) Others

0

0

0

B
Benefits

Table 22: Beenefits of deeveloping thhe
TP

Fig
gure 14: Benefits of dev
eveloping th
he TP

From the results sho
own in thee table abov
ve, respond
dents perceeive develop
ping the
teeaching porttfolio as a process
p
of llearning witth varied beenefits. Theey chose thrree most
im
mportant benefits of deeveloping T
TP as a sourrce of reflecction (20 trrainees), a means
m
to
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shhow growthh and develo
opment (16)), documentting learnin
ng about teaaching (19). Finally,
feew find it ass just a mean
ns to compllete the train
ning requireement.
Q
Q15: The im
mportant sk
kills I learn
ned from deeveloping my
m teachingg portfolio were:

S
Skills
((a) Acquisittion
of reflecction
((b) Knowledge
of teach
hing
& learn
ning
((c) Knowledge
of TP
((d) Others

1st

2nd

3 rd

19

12

114

12

17

113

12

14

116

0

0

0

Table 23:
2 Skills learned from
deeveloping th
he TP

Figure 15: Sk
kills learnedd from deveeloping
the TP

The table above reveeals that thee main skill acquired while
w
constru
ructing the portfolio
p
is reflecting on the train
nees’ teachiing practicees (19). Also
o, the respoondents beliieve that
onal portfoliio, they learrned about teaching
thhrough deveeloping theirr teaching oor professio
annd learning (17). Last, through poortfolio development, trainees hadd a clear knowledge
abbout and an image abou
ut the TP (116). No one had propossed other chhoices.
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Q
Q16: The im
mportant ad
dvantages oof developin
ng a teachiing portfoliio:
Ad
dvantages

1st

2nnd

3rd

(aa) Presenting knowledge

0

122

5

(b
b) Convenient way to
track learrning

10

2

2

(c)) More pow
werful than
the TR

23

2

5

(d
d) Showing the
t
qualificattion

4

7

0

(e)) Useful toool

6

144

7

(f)) Portable & easy

0

8

12

(gg) Sharing my
m learning

0

0

12

(h
h) Others

0

0

0

T
Table 24: Addvantages of
o developinng the TP

Figure 16
6: Advantagges of develloping the
TPP

In respondding to queestion 16, trrainees cho
ose the mosst importantt advantagees of the
TP
P. They connsider the TP
T as moree powerful and
a convenient than thhe traditionaal TR or
TC
C with 23 respondents. Second, they see itt as a usefu
ul tool/assesssment approach in
thheir future teeaching (14
4 trainees). Last, they conceive
c
it as both a pportable and
d easy to
uppdate and a means to sh
hare learninng with otheers easily (1
12). These cchoices were ranked
ass the three most important thinggs that traiinees learn
ned from ddeveloping teaching
poortfolios.
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Q
Q17: The im
mportant diisadvantagees of develo
oping a teaching portffolio were:
1st

2nd

3 rd

((e) Time
demand
ding

24

14

8

((f) Extra-looad

13

19

112

((g) Inadequ
uate
supervission

6

10

223

((h) Others

0

0

0

D
Disadvantaages

Table 25: Diisadvantagees of developping
thhe TP

Fig
gure 17: Dissadvantagess of develop
ping the
TP

From the above table, trainees ranked “tim
me demanding” as onee of the thrree most
im
mportant disadvantages of develooping the TP (24 traainees). Thee second choice
c
is
atttributed to “extra-load
d” (19 traineees), since trainees aree already w
writing their TR and
TC
C in paralleel to develo
oping the TP
P. The third
d choice goes to “inadeequate supeervision”
w
while developping the porrtfolios (23 trainees).
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Q
Q18: The heelpful resou
urces for heelping me to
t develop my
m teachinng portfolio
o were:

R
Resources
((a) Relevan
nt
example
((b) Directed
instructtions
(seminaars)
((c) Superviisors
assistan
nce
((d) Trainin
ng
teacherrs
assistan
nce
((e) Others::
Discusssion
with peers

1st

2nd

3 rd

22

11

7

11

20

111

6

10

119

4

2

4

0

0

2

Table 266: Helpful reesources forr
deeveloping th
he TP

Figure 18: Hellpful resourrces for dev
veloping
the TP

The abovee table show
ws the threee most impo
ortant helpfu
ul resourcess for develo
oping TP
raanked by thhe respondeents. The fiirst choice that the traainees seleccted is the relevant
exxample (22)) provided by
b the reseaarcher as a support for the traineees to better illustrate
i
thhe concept for them, especially that all off them ind
dicate that they had no
n prior
exxperience with
w
develo
oping TP (ccf. Q12). Secondly
S
chosen impoortant resource for
deeveloping TP
T was direccted instrucction or sem
minar (& wo
orkshops) (220) delivereed by the
reesearcher beefore the on
nset of the P
PTC and reeinforced du
uring the wo
workshops with
w their
suupervisors. Third gradeed resourcee was superrvisors’ assiistance (19)) during wo
orkshops
thhrough conttinuous mon
nitoring andd guiding their
t
step by
y step deveelopmental process.
One trainee added one other choicce which iss peer discu
ussion. Thiss latter could be an
im
mportant heelp for the trainees to exchange experiences
e
s and ideas , and even provide
feeedback.
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1.3.3. Further Suggestions
In responding to open-ended questions, trainees provided some suggestions for TP
development:
Q19: What suggestions would you give to future students to develop a successful
teaching portfolio?
The following suggestions were given by respondents:
• Organize workshops for discussions and help with peers and supervisors.
• Relevant example & guide.
• Introduce the portfolio start from the beginning of the year.
• Work seriously on the portfolio for its importance in future career.
• Be familiar with the portfolio through learning about it.
• Develop it while conducting the practical training.
• Devote time & effort to develop and reduce time for courses in this year.
• Pay attention to every detail in the training to develop adequately the portfolio.
• To be trained by supervisors and TT who are already professionals with
portfolios to give adequate assistance.
• Trainees should self-reflect honestly.
• Give importance to the practical training experience.
• Be creative & give your portfolios personal touch.
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• Share your experience with peers & supervisors & TT to exchange views and
develop skills and knowledge.
• Trainees need to be assessed continuously during the training and receive
feedback for their portfolios.
5 trainees gave no answer.
Q20: Do you have any suggestions for improving the teaching portfolio project in
the practical training period?
The following suggestions were given by respondents:
• Supporting the portfolio with pictures & videos.
• Give more instructions & seminars or workshops for the portfolio
development.
• Supervisors should give serious attention to supervise trainees and give
directions.
• Reorganize the portfolios sections and reduce its size by giving at least two
teaching cards.
• Start the portfolio from the very beginning of the year and give less space for
the supervisor and TT feedback.
• Receive explanations about each step during the training so that portfolios
could be filled adequately.
• Be less guided and free to develop the portfolio as they see fit and limit the
instructions
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• No need for the teaching copybook and teaching report since it combines them.
• Trainees should be introduced to the portfolio and make it an obligatory task.
6 trainees gave no answer.
Q21: Would you recommend this form of evaluation as an alternative for the
training report; if yes, why?
The following recommendations were given by respondents:
• It is more organized/ academic/ comprehensive.
• Trainees have clearer instructions & directions.
• To reduce the load of making many assignments (TR, TC, research paper).
• It is more specific & personal & detailed/ practical & precise.
• It reflects better trainees’ experiences rather than just describing what they did
in the TR.
• Portrays the teaching experience.
• It gives larger space for reflecting on our experiences in teaching.
3 of the respondents gave no answer.
Q22: What was the most beneficial aspect of completing the portfolio and why?
The following propositions were given by respondents:
• Philosophy of teaching and career goals receive most of the answers that
trainees found beneficial aspects. They claim that these parts helped them to
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express easily, freely and clearly their selves that they couldn’t find in the
training report and copybook.
• The other widely chosen beneficial aspect is evaluation sheets. They found
those sheets as detailed feedback to their teaching experience continuously
enabling them to see their weaknesses and strengths, “a traced souvenir”. “We
can notice our progress through evaluation sheets.”
• Reflection checklists/workshops also receive a reasonable amount of trainees’
choice (answers) since according to them; this part helps them to reflect upon
and comment on their teaching and presentation and shows the trainee as a
professional.
• Summary of the training experience is also a preferred aspect in the portfolio
since it develops the trainee ability to write, for them.
• Training workshops and teaching cards also have been chosen by many
trainees who claim that they permit them to discuss experience and insights
with peers and supervisors, and also receive assistance and guidance.
• Few have answered that CV is an important aspect since it reflects the trainee’s
image and personality (trainee as a person).
• It is a change from the monotonous way of reporting the training experience.
They report that they are bored to do the same model each year. As compared
to the training report, the portfolio portrays a personal development.
8 trainees gave no answer.
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Q23: What would you change in this process you participated in and why?
The following suggestions were given by respondents:
• Most trainees (60%) have proposed to start the portfolio at the very beginning
of the year to enable the trainee to be familiar with it and give them enough
time to develop it adequately.
• An important number of trainees have also suggested that it would be more
appropriate to organize occasional seminars and workshops with peers,
supervisors, and training teachers to discuss portfolio completion and clarify
important tasks; as well as for evaluating the process continuously.
• Similar size of trainees has found the portfolio very beneficial, good, and
appropriate than the training report; so, they offered no change in the process.
• Few others have suggested varied things like for example one who added to
merge the two sections of training goals and career goals. Another proposed to
enlarge the space for training goals and summary of the training. Also, others
added to reduce the pages that include repeated details like teaching cards.
9 trainees gave no answer.
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Q
Q24: Would
d you keep using
u
the teeaching po
ortfolio, afteer graduati
tion, in your future
caareer?

Categoriees

N° of
o Resp.

Yes

28

No

15

Total

43

T
Table 27: keeping
k
thee portfolio
afteer graduatio
on

Figurre 19: keeping the TP aafter graduaation

Most of thhe trainees who
w opted tto keep on using
u
the po
ortfolio claiim that the portfolio
p
reeflects the real
r
long-liffe learning about teach
hing and bu
uilds professsional teach
hers; for
itss practicalitty in enhanccing and shoowing profeessional gro
owth, and itss personal aspect;
a
it
reeflects their teaching methods
m
and techniques.
Those who said no, proclaim
p
thaat they refu
use to keep using it beccause of thee lack of
exxperience using it, and
d simply usee teaching cards.
c
Otherrs said that they are ob
bliged to
foollow one giiven docum
ment.

1.4. Diiscussion of
o the resu
ults
The majoority (24 an
nd 16 betw
ween highly
y motivated and mottivated) sho
ow their
coommitment and motivaation to teacching and find
f
the PTC
C to have aan importan
nt impact
onn their readiness to teaach. Howeveer, trainees seemed am
mbivalent abbout the imp
portance
annd value off the TR. Concerning
C
bution of bo
oth TT andd Ss, traineees are in
the contrib
faavour of thee great rolee played by these teach
hers in mon
nitoring thee teaching practices
p
thhrough workkshops and feedback.
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Moreover, trainees believe that drafting the TR is a simple task since it is just
narrating and describing events (c.f. Q7 and 8). Although the PT is a useful experience,
the majority of the trainees (37 Trainees) feel dissatisfied and disappointed about the
period of training because the PTC is designed to fulfil many purposes, among them is
using the appropriate teaching methodology (33 trainees), and preparing them to face
school environment. Most of these purposes are best brought about during the full time
phase (c.f. Q11) which is the conception of most of the trainees.
Furthermore, from the whole sample, the majority have neither prior experience nor
prior knowledge about portfolios. Added to the motivation and commitment to teach
English, trainees when experiencing with portfolio development were mainly motivated
and interested to be involved in using and constructing portfolios. About (47%) of them
felt comfortable and even proud of completing them for they represent them as
beginning teachers.
The second theme indicates that portfolios promote discussion between trainees and
teacher educators (76%). They make them more willing to share their learning
experiences with others.
For the next theme, portfolios for most of the trainees (16.2% strongly agreed and
51.1% agreed) are a reflective tool. Through portfolios, trainees were able to reflect on
their teaching and learning (c.f. portfolios analysis) and gain deeper understanding of
their learning and teaching experiences.
The following theme deduced from the questionnaire is the portfolio’s potential to
facilitate professional growth and development. The majority of trainees (20.9%
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strongly agreed and 48.8% agreed) conceived that portfolio construction contributed to
their growth as teachers.
Finally, portfolios (with 72% of trainees) are considered to be a useful authentic
assessment tool for the trainees teaching performance. It can support self-reflection and
raise awareness of their strengths and weaknesses in teaching that enable them reflect,
show growth and development (this is what has been confirmed in Q 15).
Trainees were aware of the advantages of developing the teaching portfolio to the
extent that they considered it as more powerful than the TR to track reflection and
development of teaching skills. However, they expressed their reluctance towards time
which portfolios require to develop them; besides the extra load they exercised when
they have to write TR, TC and research projects (Q17).
Trainees described their experience to be beneficial because of the example (model
portfolio), workshops, and the role of supervisors’ assistance, especially their initial
experience in developing portfolios (Q18).
At the end, trainees’ main concern and suggestion was to introduce portfolios at the
beginning of the year, and to receive adequate supervision and guidance by
professionals in frequent seminars and workshops. Moreover, when asked whether it
could replace the TR, trainees agreed to be an alternative of the TR since most of them
saw it as more organized, comprehensive, and reflects better trainees’ experience and
gives better space for reflecting.
Trainees stressed the issue that portfolios should be supported by the administration
and formalizing it so as trainees would work on it seriously and reduce the tasks during
the PTC (i.e. TR, TC, and papers). They found all the sections of the portfolio beneficial
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and interesting, and most of them opted to keep using portfolios in the future since
portfolios for them reflected long-life learning about teaching and built professional
teachers (Q24).

2. Supervisors and Training Teachers questionnaire description and
analysis
2.1. Design and description of the questionnaire
The questionnaire is administered to a sample of 7 supervisors out of a population of
25 scheduled by the administration to supervise those selected trainees, and 3 training
teachers from both secondary and high school out of a population of 21 randomly
selected during the academic year 2012-2013 after completing the teaching portfolios
by the trainees at the end of the PTC. It is worth mentioning that for the present study,
we do not intend to compare between the perceptions of both supervisors and training
teachers, but rather for the sake of coverage.
The questionnaire (see Appendix 5) was designed to report supervisors’ and training
teachers’ perceptions of the trainees’ practical training experience while developing
teaching portfolios. The former were informed that their identity would be kept
confidential. It is divided into three sections: the first section [Qualification &
Experience] collected general information and experience of our respondents vis-à-vis
the PTC. The second section [General Experience with Portfolios] was on identifying
and understanding Ss’ and TTs’ perceptions about teaching portfolios and how they
might be used in the PTC. The last section is for further suggestions that might be
offered by the teachers which contribute to the aim of the questionnaire.
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2.2. An
nalysis of the
t questioonnaire
2.2.1.. Qualificattion & Exp
perience
Q
Q1: Degree

C
Categories

N° of Resp.

L
License

4

M
Magister

6

T
Total

10

Table 28: Teachers’ degree

Figu
ure 20: Deggree

a the TTSC
C and one part
p time
Our sample constituttes 6 magistter full timee teachers at
reetired teacher, and 3 license
l
full time teach
hers at colleege and seccondary schools in
Constantine.
Q
Q2: How lon
ng have you
u been teacching?
N
N° of Yrs

1

5

7

8

11
1

13

15

38

N
N° of Resp
p.

1

1

1

2

1

2

1

1

Table 29: Exxperience in
n teaching
Our sampple has a varied
v
expeerience in teaching raaging from beginning teacher
(11year) to ann experienceed teacher w
with 38 years teaching
g English inn secondary
y school
annd TTSC. This
T variance permits u s to track teeachers’ opiinions about
ut trainees’ level
l
and
prractical trainning experieences from both superv
visors and trraining teacchers.
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Q
Q3: How lon
ng have you
u been supeervising tra
ainee’s practical trainning?
N° of Yrs
Y

1

2

5

6

7

9

10
0

N° of Resp.
R

1

1

2

2

2

1

2

Table 30: Exxperience in
n training
The abovee table show
ws that the tteachers under study have again vvaried experrience in
traaining studeent teacherss in their PT
TC ranging
g from 1 yeaar for the bbeginning teeacher to
122 years for the
t more ex
xperienced oone. This will
w enable us
u to have a rich accou
unt about
traainees’ teacching experiiences.
Q
Q4: Do you think
t
that "the practiical trainin
ng" is enoug
gh to improove traineees’
teeaching praactice?

C
Categories

N° of Resp.
R

Yes

2

No

8

Total

10

Table 31: Addequacy of PT in improoving
thhe teaching practice
p

Figuree 21: Adequuacy of the PT
P

The resultts from the above tablee show that 8 teachers who form tthe majority
y are not
saatisfied by the period allotted by thhe administtration for th
he PTC, and
nd only two teachers
arre satisfied and
a find it enough
e
for tthe training.
The explaanations thaat the majoority of the teachers proposed aare summaarized as
foollow:

160

Anallysing Perceptions on Portffolio Developpment

[Chap
apter Five]

• The three phasees are allocaated too sho
ort periods
• Too limited perriod of timee allocated.
• The aim of train
ning is to faamiliarize th
hem with the T/L atmo sphere.
• Tim
me allocated is not enouugh.
• Duraation is not enough.
Q
Q5: Does traaining conttribute to th
he developm
ment of thee teaching sskills?

Categoriees

N° off Resp.

Yes

8

No

2

Total

10
1

T
Table 32: Coontribution of training to the
developm
ment of the teaching skkill

Figure 22:
2 Contribuution of the PT

Again, thhe majority of the teaachers eitheer superviso
ors or TT agree that the PT
coontributes too the devellopment of the teachin
ng skill of the
t traineess since it’s the only
occcasion for them to praactice teachiing. Only few
fe disagreee with the hhelp of the PT
P to the
deevelopment of the train
nees’ teachinng skills.
Teachers who
w agree with the faact that the PT indeed helps traineees to devellop their
teeaching skilll brought th
he followingg justificatio
ons:
• It heelps students realize thee importancce of interaccting with leearners.
• it helps put in
nto practicee the differrent theoretical notionns they haave been
introoduced to and
a helps ddiscover their own sk
kills, weaknnesses and teaching
quallities.
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• It heelps put into practice ttheoretical aspects
a
likee lesson plaanning, pressentation
and assessmentt.
• Pracctice all the skills they aacquired theem.
• Put into practtice theorettical know
wledge abou
ut teachingg skills/ Faace real
teaching situations and coppe with real T/L probleems.
• Habbit formation
n, and givees trainees readiness
r
to
o assume teeacher position and
roless and get closer loook by pracctical one to classrooom practicce, both
psycchological and
a physicall.
Q
Q6: Are you
u satisfied with
w your trrainees’ lev
vel in perfo
orming teacching?

Categoriees

N° off Resp.

Yes

7

No

3

Total

10
1

T
Table 33: Satisfaction with
w traineees’
g teaching
level in performing

Figure
F
23: Satisfactionn with traineees’
performancces

Since the majority of
o the teachhers agreed that the PT
TC plays ann important role in
deeveloping trrainees’ teaaching skillss, the majorrity of them
m are satisfieed with the level of
teeaching perfformances of
o their trainnees. Only three
t
expresssed their diissatisfactio
on.
When asked to justify
y dissatisfacction, teacheers argue th
hat:
• Theyy are not saatisfied for some traineees because not all traiinees have the
t same
leveel, they need
d more timee to discoverr their teach
hing “aptitud
ude”.
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Q
Q7: Do you think
t
that time given to traineess is enough to illustratte their tea
aching
coompetencess?

C
Categories

N° of Resp.
R

Yes

0

No

10

Total

10

T
Table 34: Time
T
allocatted to illustrrate
teachhing compeetences

Figure 24: Adequaacy of time

All the respondents express
e
theiir disconten
nt about tim
me allocatedd for the traainees to
illlustrate, tesst and devellop their teaaching com
mpetences. No
N one agreeed about th
his idea.
Thheir explanaations are as follows:
• Oncce a week is not enoughh.
• Tim
me allocated for the traiining teacheer is divided between four traineees which
is noot enough fo
or them neitther to practise nor to show
s
their rreal competence.
• Anoother teacheer explaineed that all his/her traiinees reporrted that when
w
the
teaching act staarts to be intteresting, it is over.
ved each trainee twice; and it’s nott enough
• Onee teacher claaims that hee/she observ
to shhow their co
ompetencess, but he/shee thought they have thee basics of teeaching.
• Teacching is lifee-long proceess.
• Tim
me is not eno
ough to get acquainted
d with the teeaching praactices, to reecognise
and be able to identify
i
whaat trainees have
h
learned in theory and in the field; let
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alonne to evaluaate it, criticiize it, and th
hen be ablee to providee their own teaching
alterrnatives.
One teachher didn’t an
nswer.
Q
Q8: What part
p
of thee training process do
o you think
k is more beneficial for the
trrainees to perform
p
and
d develop ttheir teachiing?
C
Categories

N° of Resp.
R

O
Observationn

0

A
Alternate

0

F
Full time

7

A
All of them

3

T
Total

10

Table 35: Im
mportant phaases for
traainees to peerform theirr teaching

Figure
F
25: Important
I
pphases in thee PT

The table shows that the majoritty of the teaachers find the
t full tim
me phase as the
t most
im
mportant forr trainees to perform and develop their teacching comppetences. And three
cllaim that alll the phases are equallyy important.
¾ For thoose who opted for the fu
full time perriod, they claim that:
• Thee floor is yielded
y
for tthem to sho
ow their cap
pacities, theey assume their
t
full
role.
• Thee teaching act
a is complletely endorrsed by the trainee.
t
• Theey assume all the respponsibilities of a real teacher. Inndeed, the previous
p
stepps are also important;
i
tthey pave th
he way to th
he full time..
• Theey act as reaal teachers.
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¾ For thoose who cho
ose all of theem:
• Alll are importtant and benneficial.
• Eacch introducees and helpss the successs of the com
ming one.
• Eacch has got its own bennefits and all
a are comp
plementary;; each prepares and
pavves the way
y for the nexxt.
2.2.2.. General Experience
E
e with the Portfolio
P
Q
Q9: How do you assesss your know
wledge of “the teachin
ng portfolio””?

C
Categories

N° off Resp.

A
Adequate

2

L
Limited

7

IInadequate

1

T
Total

10
1

Table 366: Prior kno
owledge of T
TP

Figure 26:
2 Prior knnowledge off TP

The resultts show thatt most teachhers have a limited kno
owledge of the TP as a tool for
thhe teacher to
t record his experiennces and refflect upon them. One teacher ad
dmits his
innadequate knnowledge about
a
this toool. Two off the respondents expreessed their adequate
a
knnowledge and
a awareneess about thhe teaching portfolios and their fu
functions an
nd utility
foor the teacheer.
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Q
Q10: Do you
u think thatt portfolioss are used for
f the purp
pose of:
C
Categories

N° of Resp.
R

1

0

2

2

3

1

4

0

2&4

1

A
All

6

Table 377: General purposes
p
of T
TP

Figure 27: General ppurposes off TP

The table above indiccates that m
most of the teachers
t
bellieve that poortfolios hav
ve many
puurposes; proomoting traainees’ learnning and developmentt, encouragiing self-asssessment
annd reflectioon, providin
ng evidencee for assesssment, and
d documentting growth
h of the
traainee. Onlyy two teachers opted fo
for encourag
ging self-assessment annd reflectio
on as the
m
main purposee of portfollios. One teeacher has chosen
c
prov
viding evideence for asssessment
ass the most important pu
urpose of thhe teaching portfolio for
fo the traineee. Anotherr teacher
coonsiders thaat portfolioss’ main purrposes are encouraging
e
g assessmennt and refleection as
w
well as docum
menting gro
owth.
The respondents prov
vided the fo llowing justifications, only 3 gavee no answerr:
• For the six sub
bjects who oopted for all purposes, they justiffy that its use
u is an
orgaanized step for the teaccher’s life. Also, they see portfoliios as teach
hing aids
and assessmentt tools.
• For the one who
o has choseen the 2nd ch
hoice, adds that it is verry personal, and the
trainnee is awaree about whaat to report.

166

Anallysing Perceptions on Portffolio Developpment

[Chap
apter Five]

• The teacher cho
oosing the 4 th item claiimed that it is a good m
means for reeflection
and self-assessm
ment.
Q
Q11: The Pu
urposes of using
u
Portffolios in Teeacher Education Proggramme arre:
C
Categories

N° of Resp.
R

a

5

b

0

c

3

aa& c

1

A
All

1

T
Table 38: Purposes
P
off using portffolios

Figuree 28: Purposses of the TP
T

Half of the responden
nts conceivee that the main
m purpose of using pportfolios in
n TEP is
too provide information about
a
how ttheir prograamme is preparing studdent teachers; a kind
off ad. Threee of them consider thhat portfolio
os are prep
pared for tr
trainees’ search for
em
mployment.. One teach
her believes that the pu
urposes men
ntioned befo
fore are both
h behind
ussing them in
i TEP. On
ne other teaacher found
d that all purposes
p
aree the main reasons
beehind using them in TE
EP.

167

Anallysing Perceptions on Portffolio Developpment

[Chap
apter Five]

Q
Q12: Do you
u think thatt through p
portfolios, trainees
t
wo
ould demonnstrate bettter their
ab
bilities to seee teaching
g as on-goin
ng inquiry?
?

Categories

N° off Resp.

Yes

9

No

1

Total

10

Table 39: Appropriatteness of TP
P for
demonsttrating train
nees’ abilitiees

Figure 29: Appropriaateness of TP
T for
demonsstrating trainnees’ abilitiies

The majoority of thee sample aggrees that trainees would demoonstrate better their
abbilities to seee teaching as on-goingg inquiry through the use
u of teachiing portfolios. Only
onne teacher disagrees
d
wiith this ideaa.
We can deeduce from
m the above results thatt the majoriity of the teeachers beliieve that
teeaching porttfolios would be a usefful tool for the trainees to demonnstrate their abilities
annd see that constituting
g portfolioss contributee to make trrainees see teaching as
a an ongooing searchh for improv
vement sincce through them;
t
traineees reflect uupon their teaching
peerformancess and can asssess them.
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Q
Q13: Have you noticeed that porrtfolios assist trainees to reflectt and think about
th
heir work in
n deeper an
nd more th
houghtful way
w than wiith trainingg reports?

Categoriees

N° of Resp.
R

Yes

10

No

0

Total

10

Table 40: Comparing
g portfolios w
with
reports in assisting
a
traiinees’ reflecction

Figure 30:: Comparing
ng portfolioss with
reports in assisting
a
traainees’ refleection

All the resspondents noticed
n
that portfolios assisted
a
traiinees to refllect and thin
nk about
thheir learningg and teachiing practice s in deeper and more th
houghtful w
way than witth TRs.
They brouught the folllowing justiifications which are sum
mmed up ass:
• Porttfolios accom
mpany trainnees through
hout the training periodd and in-serrvice.
• Theyy do better than
t
reportss which are only final products.
p
• Theyy guide trainees on theeir day-to-daay training experience.
e
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Q
Q14: Througgh portfolios, traineess are:

Categoriees

N° off Resp.

a

0

b

0

c

0

A
All

10
1

Table 411: Impact off portfolios on
traineess

Figure
F
31: Impact
I
of poortfolios on
n trainees

The whole sample reeported thaat through portfolios,
p
trainees
t
aree likely to be
b more
reeflective of their practicce, more tunned into thee importancce of docum
menting proffessional
grrowth, and better
b
articu
ulating theirr philosophy
y and belieffs about teacching and leearning.
From the above results, we caan say thatt teachers either supeervisors or training
teeachers whoo accompan
ny trainees along the whole
w
PTC, believe thhat portfolio
os are an
apppropriate tool
t
for thee trainees too trace their developm
ment as pre--service teaachers in
thheir teachingg experiences.
Q
Q15: Using portfolios
p
has
h an impaact on the teaching
t
prractice:
Categoories

N°
N of Resp.

a

0

b

1

c

6

All

3

Table 422: Impact off portfolios on
teaaching perfo
ormance

Fiigure 32: Im
mpact of porrtfolios on teaching
t
performaance
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From our sample, 6 teachers
t
beelieve that portfolios
p
im
mpact the teeaching praactice; in
thhat it makes it more refflective. 3 teeachers con
nsider that th
hrough porttfolios, the teaching
prractice is more
m
studentt-centred, cclearly defin
ned by proffessional sta
tandards, an
nd rather
m
more reflectivve. One teaacher sees it as only cleearly defined
d by professsional stand
dards.
The resullts imply that
t
the maajority of the teacherrs admit thhe importance and
reelevance off the portfolios in chaanging and influencing
g the teachiing practicee of our
traainees in paarticular and
d of the pre--service teachers in gen
neral.
Q
Q16: Do you
u think tha
at portfolioos, when im
mplemented
d, will havee a positivee impact
on
n teachers’ education?

C
Categories

N° of Resp.
R

Yes

10
1

No

0

Total

10

Table 43: Impact of implementiing
portfolios in
n TE

Figure 33
3: Impact oof implemen
nting
portfolios iin TE

greed on thhe fact that portfolios when
w
impleemented willl have a
The wholee sample ag
poositive impaact on teach
hers’ educatiion.
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Q
Q17: If “Yess”, then wh
hat effect w
would they have?
h

C
Categories

N° of Reesp.

a

0

b

1

c

6

A
All

3

O
Others

1

Tablee 44: Portfo
olio effects

Figurre 34: Portffolio effectss

The abovee table show
ws that teachhers opted for
f varying effects; 4 teeachers believe that
poortfolios woould develop
p dialogue aand collegiaality among
g trainees annd superviso
ors, help
reeach agreem
ment about programm
me outcomess, i.e. exit criteria, annd give a common
c
laanguage aboout the fram
mework of thhe trainees’ training exp
perience. Tw
wo teacherss content
thhat they woould develo
op dialoguee and colleegiality amo
ong traineees and supervisors.
Thhree see thaat portfolio
os would givve a comm
mon languag
ge about thee frameworrk of the
traainees’ training experiience. One added thatt they woulld promote trainees’ ability
a
to
evvaluate & reeflect upon teaching prractices.
Q
Q18: What are
a the diffferent difficculties enco
ountered while
w
develooping the
poortfolio?
When askked about th
he difficultiees encounteered by the trainees whhile compiling their
poortfolios, teaachers claim
m the follow
wing:
• Lack of time, besides that coonstructing the portfoliio is time coonsuming.
• Absennce of reflective teachiing.
• Trainnees’ sourcce of prepparation an
nd readinesss, but alsso their devoting.
d
Someetimes, they
y are not com
mmitted; they started something bbut never fin
nished it.
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• For trrainees, they
y find it a bbit long.
Q
Q19: What are
a the maiin complain
nts of yourr trainees when
w
compiiling the po
ortfolio?

C
Categories

N° of Resp.
R

a

3

b

0

c

3

a&c

4

Others

0

Table 45: Trainees’
T
co
omplaints w
while
com
mpiling the portfolio
p

Figure 35: Trainees’ ccomplaints while
com
mpiling the portfolio

In order to be inforrmed aboutt trainees’ most comp
plains whille developiing their
poortfolios, most
m teacherss reported thhat the main
n complainss were timee allotted to compile
it and conceivved as an ex
xtra-load inn a crowded certification year.
From the above tablle we can iinfer that trrainees indeed workedd in very restricted
r
ennvironment where the portfolio iis added to
o a full pro
ogramme off the PTC between
prreparing repports, copyb
books and reesearch projject that sho
ould be hannded back att the end
off the course.

173

Anallysing Perceptions on Portffolio Developpment

[Chap
apter Five]

Q
Q20: Do you
u think thatt portfolioss require:

C
Categories

N° off Resp.

a

2

b

0

c

1

a&b

3

A
All

3

O
Others

1

Table 466: Portfolio requiremennts

Figure 36:
3 Portfolioo requiremeents

The abovee table sho
ows varyingg options; 3 teachers believe
b
that
at portfolioss require
tim
me to be read
r
carefully and thooughtfully so
s that they can asseess them, preparing
p
feeedback to portfolios, and conferrring with trainees
t
in an organize
zed schedulee. Three
otther teacherrs claim thaat both timee to read carrefully and thoughtfullly and feedb
back are
thhe importannt requirem
ment for thhe portfolio
o to be succcessfully iimplementeed. Two
teeachers opteed for timee to read portfolios as the maiin requirem
ment for su
uccessful
poortfolio im
mplementatio
on and onnly one beelieves thaat portfolioos are to be well
im
mplementedd if conferrin
ng with trainnees is put as key requ
uirement.
From the results
r
desccribed beforre, we can deduce
d
that teachers aree aware of the
t main
reequirementss for successsful portfoliio enactmen
nt in any TE
EP.
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Q
Q21: When using perfo
ormance-baased assesssment form
m, do you oppt for:

C
Categories

N° off Resp.

P
Portfolios

7

rreports

3

T
Total

10
1

T
Table 47: Opting
O
for th
he performaanceb
based
assesssment

Figure 37: Opting for the perform
mancebased
b
assesssment

Thhe majorityy of the resp
pondents op ted for porttfolios as a performanc
p
ce-based asssessment
innstead of reeports. Threee teacherss prefer to remain keeping and using repo
orts as a
peerformance--based assesssment tooll in the PTC
C.
Frrom the afforemention
ned results most teacchers are comfortable
c
e with the use of
poortfolios in the PTC and
a prefer tto work with this new
w means off reporting trainees’
t
teeaching expeeriences.
Q
Q22: If you are asked to
t assess poortfolios, what
w
criteria
a would youu use?

C
Categories
a
b
c
d

O
Others
a&b&d
b&d
A
All

N° of Resp.
R
0
0
0
0
0
2
2
6

Table 48: Crriteria for po
ortfolio
asssessment

Fiigure 38: Criteria for pportfolio asssessment
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From the above resu
ults, teacherrs prefer to combine crriteria and nnot opt for a single
crriterion. Appproximately
y half the respondentts have cho
osen all thee offered crriteria to
asssess traineees’ portfolio
os: grading growth and
d achievemeent, reflectivve thinking
g, quality
off performannce and prod
duct, and addequacy and
d relevance to content. Two teach
hers have
chhosen the fiirst, second,, and the foorth criterion
n. The samee number off teachers (2)
( opted
foor the second and the fo
orth criterioon.
We can innfer from the
t above m
mentioned results thatt the criteriion of refleection is
em
mphasized or
o stressed by the entirre sample. This
T means that the teaachers are aware
a
of
thhe importannce of reflection as aan essentiaal and integral part oof the porttfolio in
deeveloping trrainees refleective practiice and thatt their professionalism.
Q
Q23: Do you think th
hat portfoliios are thee appropria
ate means for the tra
ainee to
leearn from his/her
h
own
n teaching performan
nce, to carrry out teachhing activiities and
reeflect on hiss or her performancee?

Categoories

N° of Resp.

Yes

10

Noo

0

Totaal

10

Table 49: Apppropriateness of portffolios

Figure 39: Appropriaten
A
ness of porttfolios

All the resspondents agree
a
that pportfolios arre the appro
opriate meanns for the trrainee to
t
perrformance, to carry out teaching aactivities an
nd reflect
leearn from hiis/her own teaching
onn his or her performancce.

176

Analysing Perceptions on Portfolio Development

[Chapter Five]

Q24: Justification
The teachers’ justifications are as follows:
• Portfolio is self-assessment + self-improvement.
• Self-reflection; trainees will be thoughtful, punctual, and committed towards
their tasks.
• Reflection and critical thinking are important for development, progress, and
concrete achievement.
2.2.3. Further Suggestions
Few Training teachers and supervisors (4) provided suggestions:
Q25: Proposed suggestions
• Portfolios need to be implemented as a teaching aid.
• Keep the portfolio instead of training copybook and report.
• Evaluation of the portfolio is difficult; a heavy document to check frequently
and evaluate. It needs time and framework or standard rubrics for evaluation.
• A very ambitious to regarding the overloaded trainees final year.
• The idea of the portfolio is good and summarizes the work of the trainee, the
supervisor, and the training teacher.
• To concentrate only on the portfolio, I think trainees can produce very
interesting portfolios, and to reduce the weight on the trainees.

177

Analysing Perceptions on Portfolio Development

[Chapter Five]

2.3. Discussion of the results
The sample of both TT and S has a varied experience in both teaching and
supervising trainees in their PTC. The results reveal that most teacher educators, (i.e.
TT and S) are not pleased with the duration of the PTC to demonstrate trainees’
development. The majority attributed their dissatisfaction to the short period allocated
to the course, which is considered by most of them (c.f. Q 5) as contributing to the
development of teaching skills and to let trainees put into practice and test the theories
they have been introduced to in their education.
Although teacher educators considered that the PTC is essential for trainees to
assume teacher role, they are not satisfied by their level of performing teaching, and
when asked for further explanation, they claimed that trainees do not have the same
level and that they need time to discover their teaching aptitudes.
All teacher educators (c.f. Q7) expressed their disagreement about time allotted to
performing teaching. They regarded it as insufficient for the trainee to teach once a
week and divide the time of teaching between three trainees; so it is neither enough to
practice nor to show competences, for one of the supervisors “teaching is a life-long
process”. All TT and Ss considered the full time phase as an important phase for
trainees to perform and develop teaching competences due to the fact that during this
phase, trainees assume teacher’s role.
Although their lengthy experience in teaching and supervising, most of the TT and
Ss have a limited knowledge of the TP. When given the different usage of the TP, they
opted for it as promoting learning, encouraging self-assessment and reflection,
documenting growth, and providing evidence for assessment. For this reason, teacher
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education programmes, for most of the teacher educators, adopt them to provide
information about how their programme is preparing student teachers (c.f. Q11).
From their long experience in supervising, the majority of teacher educators agreed
that portfolios demonstrate better trainees’ abilities to practice teaching and could be a
useful tool to reflect upon their performances (c.f. Q12 and 13) than the TR since for the
majority of them the portfolio accompany the trainee throughout the training course and
even in-service, and guide him/her on his/her day-to-day teaching experience.
In addition, the whole sample of teachers conceives portfolios to be more reflective,
documenting growth, and articulating beliefs about teaching and learning. Again, the
majority emphasize its importance and impact on the teaching practice (c.f. Q15 and 16)
and expect that portfolios when implemented would have positive impact because they
promote dialogue among trainees and Ss and TT, and promote trainee’s ability to
evaluate and reflect upon teaching practices.
Since any experience has moments of hardship, trainees found portfolio development
time consuming (c.f. trainees’ questionnaire). Teacher educators reported trainees’
complains and emphasised on the point that they were overwhelmed by the load of
preparing TR, TC, and research papers for some of them. In order to overcome all these
difficulties, many S and TT proposed that portfolios would be successful if attributed
enough time, organised regular workshops and seminars, and offered meaningful
feedback.
For most teacher educators (c.f. Q21), if all requirements of portfolio development
are fulfilled, they would be the suitable form of assessment for trainees’ teaching
performances accompanied with appropriate criteria. Few teacher educators have

179

Analysing Perceptions on Portfolio Development

[Chapter Five]

offered further suggestion; one teacher emphasised on the issue that portfolios should be
assessed adequately by designing a framework for evaluation. Another one suggested
that it would be better if they concentrate on only portfolios right from the very
beginning of the training course because trainees could produce very interesting
portfolios, and at the same time reduce the weight for the trainees.

3. Summary of the findings
The analysis of the data from both questionnaires indicated that both pre-service
teachers and teacher educators defined their perceptions on teaching portfolios
development during the PTC to fall within five related and interactive themes: the
teaching portfolio as (1) a reflective tool, (2) an evidence of growth and development,
(3) a way to document and share learning and teaching experiences, (4) a useful
assessment tool, and (5) a time-demanding process.

3.1. Portfolio as a reflective tool
Reflection is an important component in the portfolio. Foote and Vermette (2001, p.
34) maintain that “the process of reflection is what makes the portfolio a tool for lifelong learning and professional development instead of merely a collection of work.” By
means of teaching portfolios, trainees can reflect upon the strengths and weaknesses of
their teaching. They can show evidence of how and why their actions worked or did not
work well for their pupils or class. This correlates with the trainees’ questionnaire data,
trainees (20) ranked reflection as the most important benefit of developing TPs, and the
most important skill acquired and developed while constructing portfolios (19).
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TTs and Ss (9), on the other hand, stressed the importance of reflection as one of the
purposes of developing TPs. They all noticed that portfolios assisted trainees to reflect
on their learning and teaching practices than with the TR (Q13). The portfolio has an
impact on the trainees to be more reflective on their teaching practices (Q14, Q15, and
Q16).

3.2. Portfolio as an evidence of growth and development
A recent study by Hismanoglu (2010) shows that among the effective professional
development strategies that English language teachers prefer are teaching portfolios.
Also, Campell et al (2000) view the portfolio as an organized, structured document that
is achieved with the evidence of teachers’ professional growth and achievement.
Another valuable feature that correlates with the previous research highlighted by the
majority of trainees (20. 9% strongly agreed and 48. 8% agreed) is its potential to
facilitate professional development. They noted that it is a tool for supporting teacher
learning over time; i.e., to life-long learning and that portfolio construction contributed
to their growth as teachers.
Moreover, data retrieved from TTs’ and Ss’ questionnaire indicate that one of the
multi-purposes of the TP is to promote trainees’ learning and development (Q10). They
also perceive it as a tool to trace trainees’ development in their teaching experiences,
and as evidence of professional growth (Q14).

3.3. Portfolio as a way to document and share T/L experiences
Shulman (1998) demonstrates that teaching portfolios are carefully selected artifacts
of supervised T/L events shown by evidence of student work and reflective writings. In
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the trainees’ questionnaire data, (65%) of the trainees both strongly agreed and agreed
that portfolios encouraged them to discuss the teaching practices with the others. They
were positive to share their learning with peers (16.2% strongly agreed, 60.4 agreed). In
responding to Q14 and Q16 respectively, many trainees ranked both “documenting
learning about teaching” (19 trainees) and “sharing learning with others” (12 trainees)
as the third most important benefit and advantage of TP. They also found TTs and Ss as
the third most important helpful resources for developing their portfolios (see Q18).
Questionnaire data from TTs and Ss shows that they believed the main purpose of
TP in TEP is to inform about trainees’ education and training experiences throughout
the course. In Q12, the majority of teachers perceived the portfolios to demonstrate
better trainees’ abilities in teaching, and motivate them to be more tuned to document
their professional growth. Teachers also believed that portfolios encourage and develop
dialogue and collegiality among trainees and their teachers (Q17).

3.4. Portfolio as a useful assessment tool
Wolf (1996) defines the portfolio as a “selective collection of teachers’ work and
standardized assessment....The primary purpose of this type of portfolio is to evaluate
teacher performance for certification licensure or professional advancement” (p. 34). It
is for this purpose that portfolios are useful in assessing pre-service teachers’
achievement and development within a TEP. Data retrieved from trainees’ questionnaire
correlates with Wolf’s research and shows that approximately 72% of the trainees (25.
5% strongly agreed and 46. 5% agreed) considered that portfolios would be a useful
authentic assessment tool for their teaching training course and suggest integrating it in
TEP. Trainees alluded that by self-evaluating their teaching performances, they can

182

Analysing Perceptions on Portfolio Development

[Chapter Five]

improve their teaching skills. Besides, the widely chosen beneficial aspect in portfolio
completion is the evaluation sheet (Q22). They found those sheets as detailed feedback
to their teaching experience continuously enabling them to see their weaknesses and
strengths, “a traced souvenir”.
From the TTs’ and Ss’ point of view, teaching portfolios are perceived to provide
evidence for assessment and to encourage self-assessment as two important purposes of
developing them (Q21). Also, the majority of them found portfolios as appropriate
performance-based assessment tool than the TRs and put criteria for this assessment
(Q22).

3.5 Portfolio as a time-demanding process
As suggested by Okhremtchouk, Newell & Rosa (2013, p. 23), when addressing the
issue of timing, “Delaying the exit assessment will result in more skilled authentic
portfolios and a more accurate evaluation of teaching skills.”
The researcher’s recent finding correlates with Trainees’ attitudes toward the process
of developing TP being negative in terms of time. In responding to Q17, trainees ranked
‘time-demanding’, ‘extra-load’, and ‘inadequate supervision’ as the strongest
disadvantage in developing TP. Within the PTC, without adequate supervision,
combined with a lot of course work and field experience (e.g. TR, TC, and research
paper), they felt overwhelmed and could not give much attention to portfolio
development and reflection.
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For the suggestions to improve the TP project, TTs and Ss emphasised on ‘reducing
the workload’, ‘introduce portfolios at the very beginning of the year’, and ‘make it an
obligatory task’.
Trainees

Teacher educators
Reflective tool

•

Acquisition of reflection.

•

Connecting theory and practice.

•

Collection of reflection to show L/T •

Encouraging reflective practice.

performances.

•

Acquiring to self-reflect.

Evidence of growth / development
•

Tracking progress.

•

Providing evidence for growth.

•

Acquisition of performance skills.

•

Demonstrating abilities.

•

Presenting the trainee as beginner.

•

Promoting trainees learning.

Document / share T / L experiences
•

Collection of teaching materials.

•

Providing feedback.

•

Discussing knowledge of T/L.

•

Stimulating discussion and reflective

•

Seminars with TT, S, and peers.

thinking.

Assessment tool
•

Useful authentic assessment tool.

•

•

Requirement in the PTC.

• Providing evidence for accountability.

Encouraging self-assessment.

Obstacles and difficulties
•

Time-demanding.

•

Workload and time consuming.

•

Inadequate supervision.

•

Preparing feedback.

•

Study-load.

•

Organizing schedule for workshops.

Table 50: Overview of perceptions of portfolio development during the PTC
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Conclusion
This chapter reviewed the student teachers’ perceptions of developing teaching
portfolios during the PTC to reflect on their teaching practices and analysed their
perceptions, as well as their training teachers’ and supervisors’ perceptions of the
trainees’ experiences when using teaching portfolios, and of the teacher education
programme as a whole using this tool for reflecting on teaching practices for pre-service
teachers.
Analysis of the data from both trainees’ and supervisors’ and training teachers’
questionnaires showed that portfolios when developed by trainees proved to be: a
reflective tool for the trainees to develop an understanding of teaching, an evidence of
growth and development, since it tracks the trainees’ teaching abilities and skills in
teaching, a way to document trainees’ teaching/learning experiences and share them
with others like peers, TTs and Ss. Also, portfolios are proved to be useful in assessing
pre-service teachers’ achievement and development within a TEP. However, trainees
showed negative attitudes toward time required to develop the portfolio and offered
solutions for that. In sum, we can say that the overall analysis of the questionnaires
confirmed the second hypothesis that trainees, supervisors, and training teachers would
engage appropriately and positively with teaching portfolios and perceive them as an
instructional tool involving reflection, documentation of teaching performances and
professional development.

185

CHAPTER SIX

Implications for Future Research

Implications for Future Research

[Chapter Six]

OUTLINE
187

Introduction
1. Implications for teacher educators

187

2. Implications for trainees

189

3. Portfolio activities to promote reflective practice

189

3.1. Teaching performances

191

3.2. Selecting artifacts

191

3.3. Discussion

192

3.4. Writing commentaries

192

4. Assessment and evaluation of the trainees in the practical training

193
195

Conclusion

186

Implications for Future Research

[Chapter Six]

Introduction
Further questions for research on the development of reflective practice and teaching
portfolios for pre-service teachers emerge from this study. The following sections
address questions for further research in the design and implication of pre-service
teacher education programmes for both teacher educators (including both supervisors
and training teachers), student teachers (or trainees), and the PTC; dispute the
assessment and evaluation of student teachers; and see how this study may contribute to
further research in teacher education.

1. Implications for teacher educators
Although it is not the focus of this study, the role of both training teachers and
supervisors is crucial in assisting trainees to develop reflection. In order to promote
reflective practice, teacher educators need to provide more time for opportunities to let
trainees think about their practice. Teacher educators are able to help generate reflection
opportunities through assignments, group discussion, workshops or seminars (cf.
chapter one).
Providing varied opportunities for reflection would enable trainees to reflect on their
practice, and therefore reflect at deeper levels than if they were only exposed to the
same reflective activity again. The portfolio acted as a way to generate multiple
opportunities for different settings for reflection to occur. As a result, reflective
development was observed in all trainees. They were able to demonstrate their reflective
practice in different sections in their portfolios (reflective checklists and workshop
reports).
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Teacher educators should be the models for reflective dispositions; as advanced by
Loughran (1996, p. 26):
[Trainees] need to be able to access my thinking about pedagogy if
they are to genuinely understand the complexities of teaching and
learning, and to draw their own conclusions about how they might
apply their learning from my modelling to their own practice. I
therefore incorporate a ‘thinking aloud’ about my teaching so that my
students are given an opportunity to understand the thinking which
accompanies my practice.
Trainees should meet on a weekly basis to reflect on their development as well as the
development of the lesson. Training teachers should model or ‘think aloud’ about their
teaching experience, it is an attempt to give trainees a direct access to their thoughts,
ideas, perceptions, and concerns which shape teaching in order to understand the
perspective on their teaching. Loughran (ibid) claims that thinking back over teaching
experience could occur immediately after a lesson, or could extend over time and be
revised in a variety of different ways as reconsidering the experiences from that
situation.
Supervisors on the other hand, should also organize weekly workshops and let
trainees engage in conversations and discussions about their development, i.e., discuss
individual as well as whole group developments as seen through the lesson.
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2. Implications for trainees
Linking teaching principles and theories to one’s actions is a big challenge, if one’s
focus in on survival. Reflection takes time, and these trainees did not have a lot of time
to step back from their actions and think about what they were doing.
The tension between providing time for reflection and meeting the requirements for
completing the PTC is tight. On the one hand, the portfolio main objective is to instil
reflective practice in pre-service teachers; on the other hand, trainees must fulfil
numerous tasks of learning and teaching in a period of only one semester. Reflective
practice involves several mechanisms over their pre-service period to reflect-on-action
in order for them to carry out this practice once they are on their own in the classroom.
In addition, reflective practice involves interdependency− the ability to work with
someone else in a reflective manner on one’s practice. Therefore, trainees need to learn
to work cooperatively with colleagues. Despite these recommendations, one must ask
whether or not trainees should be expected to develop enough during the PTC in order
to engage in reflective practice.

3. Portfolio activities to promote reflective practice
The question that can be elicited from the literature is what would a teaching
portfolio designed to promote pre-service teachers’ reflective practice at the TTSC look
like?
As indicated in chapter one, the activities of evidence of practice (artifacts),
discussion with peers, supervisors and training teachers, and writing commentaries− all
combined would help trainees to reflect on their T/L practices. The following figure
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shows the components of the teaching portfolio in relation to the three reflective
activities of evidence of practice, discussion, and writing commentaries and workshops
that play an important role in demonstrating trainee’s ability to be reflective in the PTC.

Portfolio

Activities

components

Teaching
performances

Workshops

Classroom observation,

With training teacher and

Alternate teaching,

peers; with supervisor and
peers.

Full time teaching.

Artifacts

Any representation of

With training teacher and

teaching performance; lesson

peers; with supervisor and

plans, learners’ assignments,

peers.

etc.

Discussion

Oral interaction with others

With training teacher and

based on teaching

peers; with supervisor and

performances. Formal or

peers.

spontaneous process oriented.
Written reflections of

With training teacher and

Writing

individual actions or in

peers; with supervisor and

commentaries

reaction of a reviewer or

peers.

peer’s actions.
Table 51: Portfolio components for promoting reflective practice.
During the process of developing the teaching portfolio, a combination of activities
and workshops would help to encourage and promote reflectivity to a higher level in
trainees over the PTC. The components of a typical teaching portfolio for pre-service
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teachers would engage them to reflect on their teaching performances in order to
critically examine their practice.

3.1. Teaching performances
The actual teaching performances are considered as the basis of the teaching
portfolio’s development. Trainees draw for their own teaching practices to discuss ideas
about T/L. Their personal experiences provide the stimulus for these ideas to occur. The
events and feelings that arise could never have been expected without actually having
experienced the teaching situation. The way learners react, the teaching materials used,
and unexpected learners remarks and misbehaviours; all these make up actual and real
teaching. Therefore, through teaching performances, more questions and ideas emerge
as a result of actual interaction in the classroom.
Trainees are able to reflect-on-action when observing these teaching performances
either individually when observing their own or peer’s performances, or through
training teachers’ and supervisors’ observation. This type of reflection promotes
continuous progress through recognition and modification of actions.

3.2. Selecting artifacts
Artifacts in the teaching portfolio are considered as a tangible evidence of teaching
performances. They are used to identify these performances. For instance, the trainees
may select a lesson plan of a given unit supported by written commentaries and notes
after the lesson, or may select some learners’ assignments in relation to the lesson.
He/she may also opt to videotape a given lesson recording visual and aural
representation of his/her performances as well as learners’ reactions.
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Artifacts are strengthened by the amount of variation in teaching materials provided
to support the teaching performance. In that, the artifact that includes trainee’s lessons,
his/her reactions, observers’ notes to the lesson, and learners’ assignments enables the
trainee or any viewer of the portfolio to gain a greater understanding of the overall
lesson.

3.3. Discussion
Developing the portfolio may require trainees to have formal interactions about their
teaching performances during workshops with both TTs and peers or Ss and peers.
These formal interactions provide opportunities for reflection. Discussion can be raised
with specific questions which lead to a greater understanding and awareness of practice.
A trainee, for example, who is reflecting on how the lesson on if-conditional went
may have formal discussion with S, TT, and peers to identify strengths and weaknesses,
to make links between previous experiences and theories, and to help him/her observe
this teaching performance in a greater context of his/her philosophy of T/L.
Discussion of materials presented in the portfolio helps to enhance meaning for both
the trainee and other participating in the portfolio like supervisors, training teachers, and
peers. It can take place around a single teaching performance, or several ones,
stimulating reflection.

3.4. Writing commentaries
The teaching portfolio framework is composed of artifacts (tangible evidence of
practice) combined with reflective commentaries. The writing commentaries explain
both to trainees and the audience of the portfolio why artifacts are selected, what they
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show about the trainee’s practice, and how these artifacts relate to trainee’s
development of a philosophy of T/L.
These writing commentaries function as a synthesis of the previous portfolio
components since the trainee puts down in writing selected lessons and ideas gained
through teaching performances, and discuss personal thoughts of T/L with peers, TTs,
and Ss.
The components of the teaching portfolio, training performances, artifacts,
discussion, and writing commentaries may act as a guide for trainees to follow during
the PTC. These components not only stimulate reflection, they also encourage reflective
development.

4. Assessment and evaluation of the trainees in the practical training
Portfolios are devices for seizing trainees’ development over time. Through
implementing teaching portfolios for evaluation, both teacher educators and trainees can
see the latter’s development over time. Approximately half of the trainees reported
through the questionnaire that the portfolio helped them to see what they have learned
over the PTC.
Portfolios help trainees to see things through the eyes of the novice. Teacher
educators can observe what trainees view as important to developing as professionals
through their portfolios. Trainees through this study were able to see the importance of
the profession, lesson planning, classroom management, and assessment through their
eyes. Although trainees had guidelines on how to select the artifacts and the general

193

Implications for Future Research

[Chapter Six]

form, there was variance within the portfolios. Some trainees used only their own work;
others combined it with some pupils work to represent their learning over time.
In order to make the portfolio more meaningful to the trainees, it needs to turn
around a personal interest in teaching. Trainees need to play a more active role in
selecting artifacts for their portfolios in order for them to commit to the process of
developing and not to perceive it as an extra load. Those trainees who did not find a
personal interest on it reported that they were obliged and had the feeling that it was just
a task to get through.
Portfolios can be evaluated by both teacher educators and trainees. The latter need
the opportunity to learn how to critically assess their work. Other opportunities include
using portfolios to discuss development over time and using portfolios to engage
trainees in discussions about one another’s practices during meetings and workshops.
Having the opportunity to present the work in the portfolio helps trainees to articulate
their work and personal development to a different audience. Also, trainees’ portfolios
might have been stronger if the instructors had worked with them along the way to
select artifacts and to provide feedback on drafts of their reflective commentaries.
Despite this lack of interaction, portfolios served to clarify trainees’ strengths, and
helped them to make action plan for their future in the teaching profession. Most
trainees reflected at the end of their portfolios about personal plan for the future based
on perceived development. Trainees were able to use their entries as a way to survey
their strengths and weaknesses.
Questions for further research include researching the self-sustaining influences
portfolios have on developing as reflective practitioners over time. What happens when
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there is no mentor? What purpose does he/she serve? This study looked at only English
teacher education programme. How can portfolios be used in other pre-service
programmes?

Conclusion
Looking for ways in which to further research the efficacy of reflection would help
to identify whether or not it is applicable to pre-service teachers in general and within
the confines of the Teacher Training school of Constantine programme. The portfolio is
important to the TTSC English language trainees in that it gave them a focus and a
place to collect their work and reflect on it. What the portfolios did provide was a way
for trainees to look at their teaching experiences and make recommendations for change
in the future. Whether or not they carry out their plan for improvement was not a part of
this study.
Implications for using teaching portfolios in TEP suggest that portfolios can provide
documentation of trainees’ growth and development over the course of their training,
and this documentation can be enhanced through frequent instructions between trainees
and their teacher educators. With guidance and support trainees can begin to look at
their practice at more than a technical level and learn to reflect on their developing
practice as professionals.
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GENERAL CONCLUSION
The present study has been undertaken to identify the introduction of the teaching
portfolio in teacher education training course. Teaching portfolios demonstrate one way
of preparing pre-service teachers’ reflective practice. The analysis of the trainees’
reflective development along the three levels of reflection during the overall PTC
reveals that the majority of the trainees developed from a technical understanding of
teaching and learning towards a more practical understanding of teaching and learning.
However, this study has revealed that their reflection did not reach critical levels.
The portfolio can facilitate pre-service teachers’ understandings of teaching and
learning by integrating several different purposes (reflection, documentation, sharing
learning/teaching, and assessment), and involving different persons (pre-service
teachers, peers, supervisors, and training teachers). Analysis of the data from both
trainees’ and supervisors’ and training teachers’ questionnaires showed that portfolios
when developed by trainees serve multiple purposes:
• Portfolio as a reflective tool.
• Portfolios as an evidence of growth and development.
• Portfolio as a way to document and share learning/teaching experiences.
• Portfolio as a useful assessment tool.
• Portfolio as a time-demanding process.

Indeed, respondents in this study stated that the ability to serve multiple purposes
was the strength of portfolios as an assessment tool as compared to the TR and TC. The
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respondents stated also that portfolios have positive impact on their training experience.
It can be represented in:
• Promotes reflection. (67%)
• Facilitates learning about teaching. (68%)
• Promotes knowledge about teaching portfolios. (51% )
First, as stated earlier, portfolios appear to encourage trainees to reflect and think
about their practice in a more thoughtful way than they have with the TR. For example
in the open question; one trainee claimed “Trainees seem to be more reflective of their
teaching practice and more aware about documenting growth.”
Second, portfolios are viewed as self-developing tool that encourage trainees to
assume more responsibility for their learning. Trainees feel that those who use
portfolios are more knowledgeable about matters concerning teaching, about the
importance of portfolios as an assessment tool, and about considering learning about
teaching as an on-going process. As one trainee advanced “Trainees need to be
continuously assessed on their own practice.”
Third, portfolios provide trainees with the opportunity for documenting their ongoing learning and teaching during their real teaching experiences. The requirements to
provide evidence of teaching practice involve trainees in examining their performances.
Portfolios emphasise the importance to reflect on action.
The introduction of teaching portfolios should be considered as a developmental
process since each step in the portfolio activities makes them proficient. Trainees first
observe and search relevant teaching materials; then, plan, document, and organize the
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content which enables them to gain more skills from each activity. Besides, making
them reflect on their practices, the teaching portfolios show them how they evaluate
their own teaching. Ultimately, our goal is that pre-service teachers, through learning
from the development of a teaching portfolio in their TEP, would be able to transform
their learning into their teaching in the future.
Implications for using portfolios in TEP are twofold. First, they can provide
documentation of trainees’ growth and development over the course of their graduation.
Second, this documentation can be enhanced through frequent workshops with their
teacher educators. Trainees can then look at their practice at more than a technical level,
and learn to reflect as professionals gradually.
As a result of this study, further questions for research on the development of
reflective practice and teaching portfolios in TEP in Algeria emerge. First, this thesis
raises questions for further research in the design and implementation of pre-service
teacher education programmes using portfolios for student teachers. Second, it asks
questions about the assessment and evaluation of student teachers. The implications for
using teaching portfolios support reflection-on-action, creating time to engage in
reflection, and documenting reflective development. Implications for teacher educators
include providing necessary time and opportunities to engage in discussions with
trainees about their performances. It has also implications for assessment and evaluation
of student teachers. Portfolios create opportunities to help trainees view their current
practice and make recommendations for professional development over time.
This study contributes to the literature on using teaching portfolios in pre-service
teacher education programme in TTSC to enhance reflection and professional growth,
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and endeavours to offer a framework for future implementation of the teaching portfolio
within the TTSC for the assessment of the training experience of student teachers during
the PTC to get their Licence Degree.
In order to investigate whether the pre-service teachers transformed their learning
and experience with the teaching portfolio into their first year class teaching, future
studies are needed to follow pre-service teachers for longer periods of time into their
teaching. In addition, a follow-up classroom observation of their practice of
constructing portfolios in the classroom is needed.
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Appendix 1

Portfolio Seminar

Developing a Teaching
Portfolio
Prepared and presented by: Mrs. S. Beleulmi

Teacher Training School of Constantine

Objectives
By attending this seminar, the participant will be able to:
¾ Know how to create a personal teaching portfolio.
¾ Articulate the various stages involved in the development of a
trainee portfolio.
¾ Discuss how a teaching portfolio can be used as a reflection of one s’
teaching skills.
¾ Understand how portfolio development can be an integral part of
assessment and evaluation of one’s growth and development as a
teacher.

Definitions
“What is a teaching portfolio? It is a factual description of a professor’s teaching
strengths and accomplishments. It includes documents and materials which
collectively suggest the scope and quality of a professor’s teaching performance”
Seldin, P. (1997) The Teaching Portfolio.

It is a flexible, evidence-based process that combines reflection and
documentation.
Zubizarreta, I. (2004) The Learning Portfolio.

A teaching portfolio is a collection of evidence of student teacher’s experiences,
goal setting, reflections, actions, and subsequent learning about teaching.
Zeichner, K. & Wray, S. (2001) The Teaching Portfolio in US teacher education programs.

Uses of a Teaching Portfolio

•

Can guide the development and documentation of teaching skills.

•

Can be used :
¾ Internship/practicum. To assess the readiness to receive an initial

teaching license.
¾ As part of the job search and interviewing process.
¾ In promotion and tenure.

Teaching Portfolio

Teaching
Portfolio

Process

Display

Product

Stage of the portfolio development circle

Collection

Reflection

Display

Reduction

Components
Attestation Documents
Material from Others
Material from Self

The components of a teaching portfolio are:
¾ A reflective narrative of a teaching philosophy.
¾ A narrative description of teaching experience.
¾ Examples of teaching materials.
¾ Appendices (selected documentation).

A self-reflection exercise in selecting artifacts

•

Select an artifact for your portfolio.

•

Mentally review the activity and reflect upon the process and product.

•

Reflect on the greatest value of this activity or experience.

•

Connect that value to one of the standards.

•

Write a rationale about your selection. Be sure to explain the following
and include it in your portfolio with the artifact:
¾ Why I chose this piece.
¾ What I learned and the competence I gained.
¾ My future goals.
Dorothy M. Campbell, et. al. (2000) Portfolio and Performance Assessment in Teacher Education.

Teaching Philosophy

•

1-2 pages.

•

Narrative (reflective) about how you view teaching responsibilities and the
philosophies that guide you:
¾ Why you teach ( overall purpose and personal motivation).
¾ What you teach (the subject-matter).
¾ Statement of how learning takes place.
¾ Brief profile of your teaching activities.
¾ Methods and techniques.
¾ Responsibility toward the discipline.
¾ Responsibility toward the students.

Teaching Philosophy

•

Your definition of teaching and learning.

•

Your view of learners, including their roles and expectations.

•

Your

goals

and

expectations

of

the

student-teacher

relationship. Address critical elements of the relationship such
as trust, communication, formality, respect, etc. Use examples.

Teaching Philosophy

•

A discussion of your teaching methods, including various
ways of teaching in the content area.

•

A discussion about evaluation, including various methods of
student assessment.

Teaching Philosophy
►

What is the function of higher education in our society? To train?
To educate?

►

What is the importance of my particular discipline? How is it
significant to my students’ futures?

►

Should teaching styles be adjusted to accommodate different
learning styles?

►

How important is successful learning for all students?

►

What is my responsibility and role in enhancing student learning?
What is the role of the student?

Teaching Experience

•

Narrative (reflective).

•

Can vary in length but should generally be a readable length.

•

Describes teaching accomplishments and strengths and your
reflection on these activities.

•

Supplemented by examples of teaching products in the appendix.

Teaching Experience

•

Lessons you teach.

•

Teaching strategies you use.

•

Match between philosophy and strategies.

•

Ongoing efforts to evaluate and improve teaching skills.

Teaching Materials

•

Course Syllabus

•

Course Handouts/ Lesson plans

•

Student or peer evaluations

•

Videotape of teaching

Some Key Questions When Developing Your
Portfolio:

•

What?: What is it I have included? What does it encompass or
involve?

•

So What?: Why have I included this evidence? What does it
demonstrate? What element does it relate to?

•

Now What?: How has the activity or experience represented by
the evidence led me to change my thinking, my approach, my
future plans and goals?

Table of Contents Example

•
•
•

Table of Contents

•

Trainee as Professional
A/Lesson Plans
B/Summary of Training Report

•

Trainee as Life-long Learner
A/Career Goals
B/Feedback from Supervisor and Training Teacher

•

Appendices

Introduction
Trainee as Person
A/Teaching Philosophy
B/Resume

Summary

•

Steps in creating a personal teaching portfolio.

•

Possible uses for a teaching portfolio in career development.

•

Teaching portfolio as a guide to enhancing teaching skills.

•

Portfolio development as an integral part of assessment and
evaluation of the teacher’s growth and development.

•

Your portfolio will guide and record your professional development
as a teacher.

Resources
1.

Campbell, D. M. et. al. (2000). Portfolio and performance assessment in teacher
education. Boston: Allyn and Bacon.

2.

Hickman, T. P. (2002), Creating a Teaching Portfolio. Instructional Development
Conference.

3.

Seldin, P. (1997), The Teaching Portfolio. Boston, Ma: Anker Publishing Company.

4.

Zeichner, K. & Wray, S. (2001) “The teaching portfolio in US teacher education
programs: What we know and what we need to know”. Teaching and teacher
education 17 (2001): 613-621.

5.

Zubizarreta, J. (2004). The learning portfolio: Reflective practice for improving student
learning. Bolton: Anker.

Thank you for your attendance
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1. Preface

2. Curriculum Vitae

More than mere pages about myself, this portfolio not only explains who I want to become, but also
how I got to the point where I am now. It is about experiences that have confirmed my passion for
teaching, that have helped me find my own teaching style, and, most importantly, that have helped me
grow as a person.
Going through the pages of this portfolio, you will become familiar with my experience as a student
teacher and how it has shaped my view of teaching and of a teacher’s role.

Education
Quebec Certification, Teaching English as a Second Language, June 2005
Bachelor of Education, Teaching English as a Second Language, McGill University, Montreal, May 2005
Diplôme d’étude collégial, Lettres – Langues Modernes, CEGEP Lionel-Groulx, Ste-Thérèse, May 2001

Scholarships and Awards
Miriam (Khaner) Marcus Award, granted to a graduating student who demonstrated outstanding potential as a
teacher and high academic standing in the graduating class, May 2005

Employment
Substitute Teacher, Commission Scolaire de la Seigneurie-des-Mille-Îles, Various schools, 2002 –
•
Worked as a substitute teacher in English as a second language as well as general elementary
classrooms, in which religion, arts, mathematics, science and French had to be taught, in grades 3 to
6 as well as in English and arts classes in secondary classrooms
English Instructor, Freelancer, Students’ residences, 2001 –
•
Taught beginner to advanced English as a second language private classes in which the focus was on
conversation, grammar and vocabulary to children (grade 3 to secondary 3) and adults
Proofreader/Translator, SNC-Lavalin Pharma/Pellemon, Montreal, April 2003 –
•
Proofread and corrected engineering-related documents in French and English
•
Translated engineering-related documents from English to French, and from French to English
English Intructor, Commission Scolaire des Affluents, École de l’Étincelle, May 2005– June 2005
•
Taught regular English as a second language classes in 16 groups, from grades 3 to 6
Translator, Cronatron Welding Systems, Montreal, 2001–2002
•
Translated welding-related documents from English to French
French Instructor, CEGEP Lionel-Groulx, Ste-Thérèse, September 2000 – December 2000
•
Taught French grammar to French CEGEP students

Field Experiences
Fourth Year Field Experience, École secondaire Rive-Nord, Bois-des-Filion, 2005
•
100% of the full teaching task
•
Taught English in secondary 3
Third Year Field Experience, École du Bois-Joli (primary), Ste-Anne-des-Plaines, 2003
•
80% of the full teaching task
•
Taught English in grade 6 in an intensive English program
© Isabelle Laurin, 2005
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Second Year Field Experience, Face School (secondary), Montreal, 2003
•
20% of the full teaching task
•
Taught English in grade 4 as well as in secondary 2 and secondary 3

3. Letter of Reference

First Year Field Experience, École Horizon Jeunesse (primary), Laval, 2001
•
10% of the full teaching task
•
Taught English in secondary 3 and secondary 4

Language Skills
•
•
•

English (Excellent)
French (Excellent)
Spanish (Beginner)

Computer Skills
•
•
•
•

Power Point
Word
Outlook
Photoshop

© Isabelle Laurin, 2005
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4. Statement of Philosophy of Teaching
“What do you want to be when you grow up?” Who has never been asked that question as a child? We
have all had to answer that question a thousand times, but for as long as I can remember, I have always
provided the same answer: “I want to become a teacher.” At the age of 4, I already played a game in
which I had the central role: I was a teacher. I used to place my stuffed animals and dolls on my bed,
placed in front of these “students” a desk my parents had bought me especially for this purpose, and
pretended I was teaching them something. I could spend hours explaining to my “students” how to
groom a cat or how to play hide-and-seek, without ever getting tired of it. Of course, everyone thought
I would change my mind a few times before I decided what I really wanted to do in life. Instead, my
passion for teaching grew stronger as I grew older.
In school, I loved to learn new things, especially when teachers found new and stimulating ways of
presenting us the material that had to be learned. It was, however, not until I began my third year in
secondary school that I knew what I wanted to teach. During that year, I had one of the most amazing
English teachers. She would always teach us things that were of interest to us and she had a way of
making everything fun. I always looked forward to English classes because I knew we were going to
learn in an enjoyable way. This is when I decided I wanted to become an English teacher.
It is those memories of my childhood that I always keep in mind while teaching. I spend a lot of time
preparing for classes because not only do I want to have fun while teaching, I also want my students to
enjoy learning. I always try to get to know my students as much as possible so I am able to choose
topics that will interest the majority of them. It has been my personal experience that when students are
presented with topics they like in English classes, they will enjoy everything they are taught about this
topic, be it grammar, punctuation, vocabulary, or sentence formation.
Moreover, I believe it is important to have a good relationship with students. I always say “Hi” to my
students when I see them in the hallway, I compliment them on their new haircut – overall, I am
interested in them as people. Once in a while, during class, I give my students a few minutes to talk
about what they did the previous weekend or what they will do after school. I never oblige students to
talk about their personal life, but those who want to have the opportunity to do so, while the ones who
prefer to keep their private lives to themselves can do so also. The purpose of this is to let students
know I am interested in what they have to say and to let them know they can always talk to me when
they feel the need to. I also like to share some parts of my life with my students so they feel we have a
two-way relationship. In my field experiences, I have often had students talk to me after class about
very personal matters. I gave them my opinion when they asked for it and kept silent when they only
needed someone to talk to or a shoulder to cry on. Because I respect my students for who they are, they
also respect me and we are able to build a relationship based on trust. However, I keep a professional
distance between my students and me. They must know that they can always count on me to listen to
them or help them when possible, but that I am not one of their personal friends.
I am a person who loves to laugh and make people laugh, or at least smile! This is the kind of teacher I
have always wanted to be. For me, a good class period is one during which I have made my students
smile, and an excellent one is one during which I have made them laugh. I want my students to
understand that I, just like them, like to have fun and laugh, and I believe school is a great place to do
so. Also, if one of my students says something funny, nothing will stop me from laughing. I do not
encourage jokes to be made about anything at any time, but if it is a funny comment related to what we
are doing, then I see no harm in laughing.
© Isabelle Laurin, 2005
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Another important part of teaching is the environment and ambiance in the classroom. I want my
students to feel comfortable, so I stress the fact that everyone is equal in my class and that no one has
the right to either discriminate against or laugh at someone else. This helps shy students to feel more at
ease in class and to express themselves more freely. As for the physical environment, I do not believe
white walls to be beneficial to students’ education. I believe students should be stimulated visually as
well as mentally. For example, when we worked on a project about King Arthur, I put up movie
posters, pictures of what the world looked like in medieval times, images related to King Arthur, world
maps showing places where King Arthur was thought to have been, and coats of arms on every wall in
the classroom. In this way, what students saw around them reinforced what they were working on.
I like to vary the way I teach in order to meet as many different learning styles as possible. I have used
balls to teach prepositions, movies to teach vocabulary words, the internet to teach the different parts of
a castle and how to make a coat of arms, compact disks to practice listening comprehension, written
texts to practice reading comprehension, games to learn plural formation, etc. This diversified way of
teaching helps more students learn in a way most beneficial to them.
Finally, I do not believe that yelling at my students is a good way to get them to listen to me. When
they disturb my class because they are talking, I either go and stand next to them, or say their name out
loud; when they stop talking I smile and thank them. When they really disturb my class, I do as one of
my teachers at McGill once suggested: “Breathe!” Not only does this give you time to think about what
you are going to do, it also lets the students know that they have done something wrong. I have used
this technique a few times in the past and when I did, most students understood that it was time for
them to stop disturbing the class. Of course, some students have a hard time understanding subtlety. In
such a case, I look directly into the disruptive student’s eyes with a severe look and say: “Could you
please stop? It’s really not time.” This usually works very well, and when it does, I try to make eye
contact with this student at another time during class and smile at them so they know I am happy they
stopped disturbing the class and that I had nothing against them personally, but rather that it was their
behavior that I did not like. However, if none of these techniques work, I either ask the student to wait
for me outside of class and I later go out for a moment and have a talk with them, or I send them to a
reflection room, if there is one in the school. I only use the latter in extreme cases because I do not
believe punishment to help behavioral problems. I prefer using positive reinforcement than threats or
punishments.
Overall, my teaching style is based on respect: respect of one another, respect of students’ learning
styles and respect of their interests; my goal is to make their life at school, as well as mine, as enjoyable
and constructive as possible.

6
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Teaching Act

5. MEQ Teacher Competencies
Competency

Personal Experience

For each of the teacher competencies listed below on the left, examples on the right illustrate a way in
which I have demonstrated this competency in an educational setting.

Foundations
Competency

To evaluate student progress in
learning the subject content and
mastering the related
competencies

Personal Experience

To act as professional
inheritor, critic and interpreter
of knowledge or culture when
teaching students

I taught students about traditional English legends and
folktales, especially about King Arthur and his knights.

To communicate clearly in the
language of instruction, both
orally and in writing, using
correct grammar, in various
contexts related to teaching

When teaching English, I always make sure the words I use
are relevant and grammatically correct. Before each class, I
go over the vocabulary I am going to use and refer to
grammar books when in doubt.

To plan, organize and supervise
a class in such a way as to
promote students’ learning and
social development

Teaching Act
Competency

Personal Experience

To develop teaching/learning
situations that are appropriate
to the students concerned and
the subject content with a view
to developing the competencies
targeted in the programs of
study

While talking about the legend of King Arthur and his
knights, I incorporated a lesson about current “urban
legends”.

To pilot teaching/learning
situations that are appropriate
to the students concerned and
the subject content with a view
to developing the competencies
targeted in the programs of
study

As a way to get my students to provide answers to various
vocabulary activities, I used a soft ball that I would throw
to one student. The student who received the ball had to
provide the answer and then throw the ball to another
student, who would provide the next answer, and so on.
Students wanted everyone to participate so they always
threw the ball to someone who had not received it yet.
Students could not wait for their turn to come so they
would get the chance to hold the ball and play with it for a
few seconds.

© Isabelle Laurin, 2005

During each period spent working on a unit, I plan at least
one activity, usually one that summarizes everything that
was talked about during the period, that I will evaluate
and/or correct in order to make sure students understand
what we are doing so they are able to progress.
I also do a lot of oral comprehension checks during a class
period. I do so by asking content-oriented questions, such
as “Should I say ‘this ball’ or ‘that ball’? Why”. I prefer
using this kind of questions rather than asking students if
they understand, because most of the time they will say
they understand when very often, they do not but are too
shy to say so.
While planning, I always keep in mind the educational
competencies I want to work on, and I prepare activities
that will reinforce these competencies. I also like to have
clear goals in mind for each part of a lesson. This way, I
can always lead my students in the right direction.
Instead of using harsh discipline techniques or punishment,
I try to use humour as much as possible. This way, I can let
my students know I do not like their disruptive behavior
without them being angry at me.

Social and Educational Context

7

8

Competency

Personal Experience

To adapt his or her teaching to
the needs and characteristics of
students with learning
disabilities, social
maladjustments or handicaps

I once had a student in my class that had dyslexia. Each
time I explained an activity to the group, I then went to see
this student, while the others began working, and made sure
he had understood the instructions. I also gave this student
more time to complete assignments.

To integrate information and
communications technologies
(ICT) in the preparation and
delivery or teaching/learning
activities and for instructional
management and professional
development purposes

In one project alone, I asked students to surf the internet to
find information on coats of arms; I used a CD player for a
listening comprehension activity on King Arthur; I used a
television to show the movie “A Knight’s Tale” so
students could answer questions on the movie; and I used
the internet and a projector to visit a castle online and show
it to the students, who had to fill in missing information
about the castle on a worksheet.
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Social and Educational Context
Competency

Personal Experience

To cooperate with school staff,
parents, partners in the
community and students in
pursuing the educational
objectives of the school

I participated in meetings with teachers who taught at the
same level I taught. I also participated in whole-school
meetings and meetings with principals to revise the rules of
the school.

6. Sample Lesson Plans
Unit on Food (Grade 6, Intensive English)

To cooperate with members of
the teaching team in carrying
out tasks involving the
development and evaluation of
the competencies targeted in
the programs of study, taking
into account the students
concerned

Background Information
•
•
•

During my student teaching and substitute teaching, I
consulted with English teachers who taught at other levels
to make sure I was asking my students to work on things
that were going to be useful to them in future classes.

•

Lesson Objectives
•
•

Professional Identity
Competency

•

Personal Experience

•

To engage in professional
development individually and
with others

I attended and helped at two conferences of SPEAQCAMPUS (Societé pour l’enseignement d’anglais langue
seconde).

To demonstrate ethical and
responsible professional
behaviour in the performance
of his or her duties

I have had numerous conversations with students with
behavioural or emotional problems in order to find ways to
help them.

The theme of the activity will be gingerbread (cookie) houses.
The general aim will be for the students to understand instructions, specifically about how to make
a gingerbread house.
By the end of the lesson, students should be able to understand how to make a gingerbread house.
The language focus will be verbs related to recipes, such as dip, hold, add, etc.

Materials and Aids
•
•
•
•
•
•
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Wednesday, December 10, 2003
Grade 6 Intensive English
15 boys, 13 girls, all more advanced than regular grade 6 students. They have made a lot of
progress in the last few weeks, probably because I encouraged them to speak English all the time.
They are getting better at speaking, but they still need a lot of practice. Their written skills also
need more practice.
During the last lessons, we talked about Christmas, we learned some new songs and poems, and
we practised forms of the verb “to be”.

9

10

Cookies
Frosting (already made by the students)
Candies
Plates
Napkins
Instructions on how to make the gingerbread (cookie) house
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Guided Questions on a Picture (secondary 3 advanced)

Structure of the lesson
Time

What the teacher does
•

Pre-

2 minutes
•

1 minute

•

3 minutes

While•

1 minute
•

30 minutes
•

Post-

3 minutes

Ask them to clean their tables so that
there is nothing left on them. As they
do so, write the instructions on the
board.
Ask them to get their frosting if they
don’t already have it with them.
Explain the instructions to them.
Make it clear that if they don’t follow
the instructions, it will not work.
Remind them that it is very important
that they be careful while making their
gingerbread houses because I have just
the right number of cookies, so they
can’t have more cookies.
Give each table their cookies and
candies to decorate their house.
Remind them NOT to eat the cookies
and candies because they will not get
more.
Tell them they may begin their
gingerbread house. (Walk around the
class to make sure everything is going
well.)
Ask them to clean up their tables. If
some students are finished before the
others, give them some Christmas
handouts to do.

Teacher’s Note

What the students do
•

They clean their tables.

•

They get their frosting.

•

They listen to the instructions.

•

They take the cookies and the candies.

•

They make their gingerbread houses.

This activity focuses on describing a picture by answering questions. For the activity to be
successful the students should already know how to answer questions and how to write in paragraph
form.
I suggest doing this activity towards the middle of the unit because students should know a little
about Salvador Dalí but they should also use their imagination a lot, which means not describing the
picture by using only what they know about Dalí. Students will work individually for this activity.
After the activity is finished, ask each student to read their description out loud. After every
student has read their text, collect the texts in order to correct them later on. This activity gives the
students a lot of freedom while writing but still guides them in the right direction. This way, they will
not be victims of the blank page syndrome.

Materials
•
•
•
•

•

“Guided Questions on a Picture” sheet
Picture of Salvador Dalí
“Guided Questions on a Picture – Answer sheet”
Blank sheet

They clean up their tables and the floor if
they dropped anything.

Student Instructions
1. Look at the picture for at least one minute.
2. When you are given the “Guided Questions on a Picture – Answer sheet”, read the three (3) groups
of question.
3. When you are finished reading the questions, answer each of them on a separate sheet. Make sure
you write your answers in the same three (3) groups.
4. When you have answered all the questions, use your answers to write a three-paragraph text based
on the picture.
5. It is important that you keep all the answers from group 1 together to form the first paragraph, all
the answers from group 2 together to form the second paragraph, and all the answers from group 3
together to form the third paragraph.
6. When you write your paragraph, refer back to the activity on expanding description to make your
text more interesting.

Homework, test or follow-up activity
No homework for this activity.

MEQ Competencies
•
•
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11

12

Interacts orally in English
Writes and produces texts
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Questions:

Guided Questions on a Picture

Group 1

Instructions:
•
•
•
•
•
•

•

Look at the following picture for at least one minute.
Then read the three (3) groups of questions that follow the picture.
After having read all the questions, answer each of them on a separate sheet of paper.
When you have answered all the questions, use your answers to write a three-paragraph text based
on the picture.
It is important that you keep all the answers from group 1 together to form the first paragraph, all
the answers from group 2 together to form the second paragraph and all the answers from group 3
together to form the third paragraph.
When you write your paragraph, refer back to the activity on expanding description to make your
text more interesting.

•

•
•

What is the building
Salvador Dalí is in?
In which country is this
building?
Who lives in this building?
Why is there no furniture in
the room?

Group 2
•

•

•

•

What is Dalí doing in this
room?
Is Dalí happy to be in this
room/building? Why or why
not?
For how long has Dalí been
in this room?
Why is Dalí dressed this
way?

Group 3
•
•

•

•

Who took the picture?
Why does Dalí have that
look on his face?
What is going on behind the
camera?
What happened right after
this picture was taken?

Text (in three (3) paragraphs)
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
___________________________________________________________________________________
____________________________________________________________________________
Reference: http://www.fantasyarts.net/Salvador_Dali/Salvador_Dali_Photo.jpg
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14
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King Arthur - Class 1 (secondary 3 regular)

Structure of the lesson

Factual information
Time
•
•
•
•

Tuesday March 8 and Wednesday March 9, 2005
Secondary 3, regular
Most students have a lot of difficulty understanding spoken English and they rarely speak in
English.
This is the first class of the unit on King Arthur.

What the teacher does
• Ask students to take the

1 min

Objectives and Anticipated Problems

vocabulary activities handout
without working on it. Tell them
that this is complementary
material and that they must put it
in the “vocabulary” section in
their binder.
• Greetings. Talk about the

holidays.
•
•

•
•
•

The theme is King Arthur.
The general aim of this class will be for students to understand that they will be working on King
Arthur for the next 10 classes. They will also have to read and listen to a text and answer questions
on what they will have read and heard.
By the end of the lesson, students should know a little about King Arthur and legends.
The language focus is words related to King Arthur and the medieval time (e.g. legend, century,
Britain, knights, battles, castle).
A problem might arise because some students might have never heard about King Arthur ,while
others might know everything about him. In this case, I will have to spend a lot of time explaining
who he was for the students who know nothing about him, which the students who know him a lot
might find boring. I will also probably have to spend some time after reading each chapter to
explain what was said because most students will not have understood everything.

•
•
•
•
•

• Play medieval music and ask the

Pre-

4 min

students to take 3 minutes to
look at the images on the wall in
silence while trying to guess
what we will talk about.

• Ask the students to go back to

5 min

Images of King Arthur and the Medieval Time
Medieval music
Handouts on King Arthur
Handout for oral presentation
Detailed plan for the upcoming weeks
Audio text (CD) and a CD player
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their places and to say what they
think we will be talking about
for the next few classes.

• After all of them have given

10 min

15

• They take the handout, listen to

the explanations and put the
handout in the “vocabulary”
section in their binder.

• Greetings. They talk about what

they have done during the
holidays.

6 min

Materials and aids
•

What the students do

16

their ideas, tell them we will be
talking about King Arthur and
the medieval period. Talk briefly
about King Arthur, but remind
the students that they will learn a
lot more about him in the weeks
to come.

• They listen and look at the

images.

• They raise their hands to give

ideas.

• They listen.

Competency
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Reacts to what the other says
• Listens to the message
• Grasps the meaning of the
message
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Reacts to what the other says
• Listens to the message
• Grasps the meaning of the
message
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Listens to the message
• Grasps the meaning of the
message
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Time

What the teacher does

What the students do

• Give the students a detailed plan

• They read the plan and ask

of what we will be doing for the
next 10 classes. Explain briefly
each class and allow time for
questions.

questions when necessary.

6 min

• Talk about the oral presentation.

Pre-

6 min

Tell them that the oral
presentation will be in the form
of a contest. Each of them will
have to present themselves in
order to become the Queen or
King that will replace King
Arthur. They will have to talk
for 2 minutes and they will be
allowed to bring their sheet in
front. In the presentation, they
must talk about their coat of
arms, their castle, five of their
qualities and why they should be
the next King or Queen. As part
of the contest, each student must
create an home-made cape (they
are not allowed to buy one).
• Give out the handout explaining

the evaluation of the oral
production and talk about it.

5 min
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• They read the plan, listen to the

explanation and ask questions,
when necessary.

• They receive the handout, listen

to the explanations and ask
questions, when necessary.

Competency

Time

Interacts orally:

2 min

• Takes into account the other

speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Reacts to the text
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Reacts to the text

What the teacher does
• Give out the handout on King

Arthur Only a Legend?”, then
answer students’ questions on
the text.

• They receive the handout.
• They read and listen to the text

and ask questions, when
necessary.

4 min

• Do activity 1 as a group.

• Students raise their hands to

provide the answers orally.

While-

3 min

Interacts orally:

• Listen to and read “Before

Arthur’s time” then answer
students’ questions on the text.

speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Reacts to the text

4 min

18

Competency

Arthur.
• Listen to and read “Was King

• Takes into account the other

17

What the students do

• They read and listen to the text

and ask questions, when
necessary.

Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Reacts to the text
Interacts orally:
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Negotiates meaning
• Reacts to the text
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Time

What the teacher does
• Do activity 1 individually.

When everyone is finished, ask
the students to raise their hands
to provide their answers.

What the students do
• They do the activity individually

and then raise their hands to
provide their answers when
everyone is finished.

Reflection on King Arthur - Class 1

Competency
Interacts orally:
• Takes into account the other

speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an

understandable way
Reinvests understanding of texts:
• Uses prior knowledge of topic,

5 min

text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the

• Read “Before Reading”. Ask

students what their own
definition of a legend is. Ask
them to name some legends they
know. Tell them about some
legends I know.

• They provide their definition of

a legend and name some legends
they know.

12 min

Post-

• Wrap-up. Ask questions about

King Arthur. (Who wrote the
book Historia Britonum? During
which centuries was King
Arthur alive? What was the
name of King Arthur’s castle?)

• Students raise their hands to

answer the questions orally.

6 min

• Tell students what we will be

2 min

doing next class (begin with a
vocabulary activity and do
chapters 1, 2 and 3). Ask for
comprehension.
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• They listen, and provide

evidence of comprehension.

information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
Reinvests understanding of texts:
•
Uses prior knowledge of topic,
text and language
•
Reacts to the text
•
Negotiates meaning
•
Selects, organizes and adapts
the information and language
through reinvestment tasks
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
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Although I had mentioned that they should not work on the vocabulary activities right away, some
students still began working on them. This means that I will eventually need to have extra work ready
for those students because they will probably have finished all the activities in the document before the
other students.
Also, when I gave students three minutes to walk around the classroom to have a look at the images
that were on the walls, I had a hard time getting some of them to actually stand up and walk around.
There were also students who preferred talking to each other rather than looking at the images. I
therefore had to walk around myself and ask those students to have a look at the images. I gave them
no more than 2 minutes because by that time some students were already back in their places.
Most students were really excited about the fact that we were going to talk about King Arthur and some
of them already knew a lot about the subject. I will write down the names of the students who know
about King Arthur to call on them once in a while so they can add to the information I am providing in
class. I will make sure I check with those students beforehand if it is alright for me to call on them for
this sometimes.
Students had some problems understanding the CD in the beginning because it was recorded in
England and they were not used to the accent. However, by the end of class, the British accent was not
an issue anymore for most of them.
Students also loved talking about legends. We actually ended up, with most classes, spending a lot
more time than I had originally planned talking about legends, so we didn’t have a lot of time left for
the questions I had prepared as a wrap-up.
Overall, the lesson went extremely well with all six groups and no student told me he did not like that
topic. It seems like a good start!

20
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Example of Students’ Work (King Arthur)

King Arthur – Class 2 (secondary 3 regular)
Factual information
•
•
•
•

Thursday March 10, Friday March 11 and Monday March 14, 2005
Secondary 3, regular
Most students have a lot of difficulty understanding spoken English and they rarely speak in
English.
This is the second class of the unit on King Arthur.

Objectives and Anticipated Problems
•
•

•
•

The theme is King Arthur.
The general aim of this class will be for students to understand how King Arthur became king, to
read and listen to texts and answer questions on what they will have read and heard, and to be able
to use the simple past, personal pronouns, and demonstrative pronouns.
The language focus is the simple past, personal pronouns, and demonstrative pronouns.
Some problems might arise because some students might have more difficulty than others to
understand the grammar points. My explanations will therefore have to be very clear and I will
have to make sure they understand before letting them do the work.

Materials and Aids
•
•
•
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Vocabulary activity handouts
Handouts on King Arthur
Audio text (CD) and a CD player
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Structure of the Lesson

Time

What the teacher does
• Ask students what they

Time

What the teacher does
• Greetings.

What the students do
• Greetings.

remember about last class (what
they learned).

Competency

• Explain demonstrative pronouns

as well as personal pronouns.
Ask students to work on one
vocabulary activity in the
handout for 10 minutes.

• Students listen to the

explanations and work on the
vocabulary activity handout for
10 minutes.

18 min

Pre-

• Correct the vocabulary activity

with students. Ask them to raise
their hands to provide the
answers.

4 min

• Students raise their hands to

provide the answers.

what they remember from last
class.

Interacts orally:
speaker(s) or audience
Listens attentively
Actively participates
Begins interaction
Keeps the conversation going
• Pronounces words in an
understandable way
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an
understandable way
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
Interacts orally:
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks

3 min

2 min
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• Ask students to take out the

Arthur (chapter 1)” then answer
students’ questions on the text.

While-

Interacts orally:
Listens attentively
Actively participates
Begins interaction
Keeps the conversation going
Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks
•
•
•
•
•

• They take out their handout.

• They read and listen to the text

and ask questions, when
necessary.

3 min

• Do activity 1 individually.

When everyone is finished, ask
the students to raise their hands
to provide their answers.

• They do the activity individually

and raise their hands to provide
their answers when everyone is
finished.

3 min

24

Competency

handout on King Arthur they
were given last class.
• Listen to and read “Young

2 min
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• Students raise their hands to say

• Takes into account the other
•
•
•
•

2 min

What the students do

• Give the handout.

Interacts orally:
• Takes into account the other

speaker(s) or audience
Listens attentively
Begins interaction
Keeps the conversation going
Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Negotiates meaning
• Reacts to the text
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an
understandable way
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
•
•
•
•

• They receive the handout.
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Time

What the teacher does
• Explain the simple past activity

and do activity 2 individually.
When everyone is finished, ask
the students to raise their hands
to provide their answers.

What the students do
• They do the activity individually

and raise their hands to provide
their answers when everyone is
finished.

6 min

• Listen to and read “The Sword

in the Stone (chapter 2)” then
answer students’ questions on
the text.

While-

• They read and listen to the text

and ask questions, when
necessary.

3 min

• Do activity 1 as a group.

• Students raise their hands to

provide the answers.

3 min
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Competency

Time

Interacts orally:

What the teacher does
• Do activities 2 and 3

• Takes into account the other

speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an
understandable way
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Negotiates meaning
• Reacts to the text
Interacts orally:
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks
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individually. When everyone is
finished, ask the students to raise
their hands to provide their
answers.

What the students do
• They do the activity individually

and raise their hands to provide
their answers when everyone is
finished.

Competency
Interacts orally:
• Takes into account the other

speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an

understandable way
Reinvests understanding of texts:
• Uses prior knowledge of topic,

7 min

text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the

• Listen to and read “Britain has a

King (chapter 3)” then answer
students’ questions on the text.

While-

• They read and listen to the text

and ask questions, when
necessary.

3 min

• Do activity 1 as a group.

• Students raise their hands to

provide the answers.

3 min
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information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
Interacts orally:
• Takes into account the other
speaker(s) or audience
• Listens attentively
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Explores a variety of popular,
literary and information-based
texts
• Takes into account text type and
components
• Negotiates meaning
• Reacts to the text
Interacts orally:
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks
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Time

What the teacher does
• Do activity 2 individually.

When everyone is finished, ask
the students to raise their hands
to provide their answers.

What the students do
• They do the activity individually

and raise their hands to provide
their answers when everyone is
finished.

Reflection on King Arthur - Class 2

Competency
Interacts orally:
• Takes into account the other

speaker(s) or audience
• Listens attentively
• Begins interaction
• Pronounces words in an

understandable way
Reinvests understanding of texts:

While-

• Uses prior knowledge of topic,

4 min

text and language
• Reacts to the text
• Negotiates meaning
• Selects, organizes and adapts the

• Wrap-up. Talk about some urban

6 min

legends, then ask questions
about King Arthur. (Who
brought baby Arthur to Sir Ector
and his wife? What did Arthur
do to become king? What did
Arthur break when he was
fighting with Sir Pellinore?)

• Students raise their hands to

answer the questions.

Post-

• Tell students what we will be

3 min

doing next class (begin with a
vocabulary activity and do
chapters 4, 5 and 6).
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• They listen.

information and language
through reinvestment tasks
Writes and produces texts
• Adapts the process to the task
• Produces the media text
Interacts orally:
• Listens attentively
• Actively participates
• Begins interaction
• Keeps the conversation going
• Pronounces words in an
understandable way
• Grasps the meaning of the
message
Reinvests understanding of texts:
• Uses prior knowledge of topic,
text and language
• Reacts to the text
• Selects, organizes and adapts the
information and language
through reinvestment tasks
Interacts orally:
•
Listens attentively
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Although none of the students said anything about the vocabulary activities, it showed on their faces
that they did not enjoy working on them. They nevertheless did the activities I had asked them to do
without complaining. I might want to try and diversify some of the activities to make them a little more
exciting and challenging.
As for the listening comprehension activities, I had planned to let students work on most of them
individually, but it seemed a little too hard, so I often gave the first answer and then let them work with
their neighbor.
For the end of class, I had brought some examples of urban legends and I had answers as to whether
these urban legends were true or false. After reading each urban legend, I asked students to raise their
hands to vote on whether they thought it was true or false. I can honestly say this has been, with every
group, the best part of the whole lesson. I could see and they even expressed that they were really
interested in urban legends, so I will try to keep a few minutes a the end of each class to continue
talking about urban legends.
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Response to the Reading “A Student Teacher’s Journal”

7. Reflective Journal Entries

Hawkey, William S. (1996). Phi Delta Kappan, 77 (5), 352-359

September 25, 2001 (First day of First-Year Field Experience)

October 2001 (First Year)

Today was my first day at "Horizon-Jeunesse" and I LOVED my day! The teacher I'm with is really
nice! He's about 35 and he's been teaching for 10 years now. He has secondary 3 classes and secondary
4 advanced classes. There is a huge difference between students in secondary 3 and those in secondary
4! Secondary 3 students don't really understand English that well, so they ask a lot of questions in
French and they don't want to speak English because they're shy they will make mistakes.

I am really glad I got to read this article because I believe it really shows what it feels like being a
student teacher, teaching for the first time. Reading this article kind of scared me though because the
author wrote about some things I had never really thought of. For example, the fact that James, his cooperating teacher, was always telling him what he did wrong and never congratulated him for the
things he did right. I would be totally discouraged and I would feel like I could never make it as a
teacher if that ever happened to me. I mean, it’s your first experience as a teacher and the teacher you
are with, who theoretically should know just about everything there is to know about teaching, keeps
putting you down and never tells you you do anything right, what are you going to think? That you are
not meant to be a teacher! I seriously hope this type of situation will not happen to me. Other than that,
I found some really interesting parts, like the part where he was told: “The faculty lounge can be a
terrific source of information. Keep your ears opened and your mouth closed!” It reminded me of my
stage because very I would often sit in the teachers’ room and listen to their conversations. It’s true that
I learned a lot there! I also agree with him on the fact that much of the anxiety is self-imposed. I guess
that this whole anxiety and stress period is something that all teachers go through, but I would honestly
prefer not having to go through it!

What I liked about the way the teacher teaches is that he really takes time to walk around and make
sure his students understand. For example, he went to each team to see what they had done and ask
them if they had any questions. I think that is a good way to make sure they understand, because they
don't have to ask questions in front of everybody, they can ask the teacher only. The teacher also made
them read the questions and their answers in English, which is a good way to make them practice their
communicative skills. Also, when students didn't understand a word, the teacher explained it in
English, using simple words until they understood. The students have a list of vocabulary words for
which they have to remember the meaning and spelling for upcoming exams. I noticed they have
problems remembering the difference between "sheet" and "sheep" as well as the difference between
"stool" and "school".
As for the secondary 4 advanced group, there is a huge difference! They like to talk a lot. They even
speak English among themselves! As an activity, this group worked on a listening comprehension. The
teacher didn't correct the answers all at once: he corrected 5 at a time and then played the tape again to
find the answers to the following questions. They also made another activity for which they had to
write 2 lines about the place where they are the most happy, fold the top of the paper so as to hide what
they had written, then pass it to the student behind them who had to continue the story. This student
then folded the paper again and gave it to the student on their left, and so on. This resulted in very
funny stories and the students really enjoyed this activity!
I hope I will have a fun day like this one on Thursday !
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Self-Assessment Based on a Videotape of Classroom Teaching
December 10, 2003 (Third Year)
I was very nervous about this assignment and I was even more nervous when I had to watch the
videotape! I actually feared the moment when I would have to sit down on my couch and press “play”
on the remote control. The reason is I knew the day my CT filmed me was far from being my best day.
I was very sick that day – I had lost my voice the night before – so I did not feel comfortable teaching.
Nevertheless, some things don’t change whether you are sick or not, so I thought it might be helpful to
watch anyway. So, with all the courage I could find, I finally pressed “play” and this is what I found.

I can finally press “Stop” and relax! I knew before I watched the videotape that I could have done
better. I now I know my assumption was right, but I also feel as though a lot of the things I did went
well, which I am very happy about. I am glad I watched myself because I now know which aspects of
my teaching I need to work on. It was very helpful to watch myself, although I didn’t want to! It is not
by refusing to admit that we have some things to improve that we will get any better, right? So ahead I
go toward improvement!

Lesson Beginning (0:50 – 3:07)
As they do every morning, I asked my students to do “Salut! Bonjour!”, which is when they ask who
eats at school and who eats at home. After they had done so, I immediately asked them if they had
practised the poem they were supposed to practice for today’s test. They said yes, so I told them I
would ask them to say the poem along with the students sitting at their table.
As I watched it, I thought “Whoa! Let them breathe first!”. I don’t usually begin my lessons this
abruptly, but many factors might have affected that: I was sick, I was videotaped and it was the first
time I had to teach them in the morning. I usually teach them in the afternoon, so normally, I have
been talking to them all morning before I get to teach them. So as I began my lesson, I didn’t talk to
them more than I usually do, which I should have done because they were all still very sleepy. Next
time I teach them in the morning, I will try to have a warm-up activity of some kind to get them going.
Questioning Strategies and Wait Time (11:00 – 12:20)
I described a thunderstorm and I then asked them to describe a thunderclap. They had a lot of difficulty
describing it in English, so I had to ask them more questions like “Is a thunderclap something you can
see or is a thunderclap something you can hear?”. I should, however, have given them more time to
think about it themselves because I know they knew how to describe it but could not find the right
words at that moment. However, I thought it was a good idea for me to ask them to make the sound a
thunder makes because it showed them that they don’t always need to use words to describe something:
they can mime it or make sound. I think I will focus more on giving them time to think for themselves
and I will continue to encourage them to use any way they can to get their message across.
Personal Topic: Praise (4:55 – 8:15)
I decided to talk about praise, more precisely during the test on the song, when they had to sing the
song “Brother John” by heart. After each group had finished singing the song, I made a comment on
their performance. I was very lucky that week because they had all memorised the song well.
Everything I told them was positive, but my comments ranged from “Very good!” to “Excellent!”. I
was really proud of them and thought it was important for me to let them know.
I strongly believe that praise is one of the most important parts of learning and teaching because
students need to know when they are doing well. When they are praised, it gives them the extra push
they need to go a little further so you will be proud of them again next time. I like praising my
students, but only when they deserve it, because if they are praised even though they are not doing
well, they will think it’s OK. I believe I used praise well during this period.
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8. Statement of Career Goals

9. My classroom – Elementary

Having discovered my passion for the English language in secondary school, my goal for the moment
is to teach at this level. It is a personal challenge for me because at this level, most students have made
up their minds about English: they either like it or they don’t. Unfortunately, it seems that English is
not a favorite subject among today’s students. My goal is therefore to show students that learning
English can be a lot of fun if taught in an interesting and stimulating way. I have learned a lot from
English teachers I had in secondary school and I have kept a mental record of which techniques made
learning English fun and which didn’t. I strongly believe that with the good techniques I have learned
while I was still in secondary school as well as those I have learned during my training at McGill, I will
be able to make some students begin to like English more.
As a longer-term goal, I want to go back to university in order to get a Master’s degree, the reason
being that I eventually want to teach in CEGEP. When I was studying Modern Languages in CEGEP,
my English teachers seemed to have a lot more freedom while teaching than did my English teachers in
secondary. I also loved the atmosphere of a CEGEP: students are there because they want to be there,
not because they have to. I also find that teaching in CEGEP is a lot more about actually teaching than
it is about dealing with discipline problems.
We can never be sure where life will take us. The goals I have set for myself might change or evolve
over time, but whatever happens, my primary goal is to have the chance to teach.
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Appendix 3

Trainee’s Teaching Portfolio

Appendix 4

Trainees’ Questionnaire

Trainees’ Questionnaire
The purpose of this study is to investigate trainees’ perception and experience of developing teaching portfolios
during their practical training period. The outcome of this study will contribute to reach the goals as how teaching
portfolios enhance trainees’ reflection and professional growth.
Please, tick (√) in the appropriate box (es) or give full answers whenever necessary. Your response to this survey
is solely used for the thesis and will be kept confidential.
I wish to thank you in advance for your answers to this research. Your time and effort are greatly appreciated.
Mrs. Saliha Beleulmi
Doctoral Candidate
Department of Foreign Languages
Constantine 1 University

I. General Information & Characteristics:
1) level
B4 ….

B5 ….

2) To what extent are you motivated to be a teacher?
Highly motivated ….
motivated ….
Not so motivated ….
3) Do you think that the practical training has an effect on your readiness to teach?
Yes ….
No ….
4) How helpful would the training report be for your future career?
Very helpful ….
Not so helpful ….
not helpful ….
5) How important is the contribution of the training teacher in your training?
Important ….
less important ….
6) How important is the contribution of the supervisor in your training?
Important ….
less important ….
7) Did you find writing the training report an easy task?
Yes ….
No ….
Please, explain why?
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………………………………………………………………………….
8) How do you categorize writing the training report?
a) As a narrative essay ….
b) As a descriptive essay ….
c) As a reflective essay ….
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9) Do you think that the period given for the training is enough to perform all teaching
activities?
Yes ….
No ….
10) According to your experience, the important purposes of the training experience were:
a) Preparing lessons ….
b) Using appropriate teaching methodology ….
c) Responding to students’ needs ….
d) Assessing learners’ performance ….
e) Preparing to face school environment ….
f) Others ………………………………………………………………………………
11) Rank the most important phases in the training (1 is most important; 2 is next important;
etc.)
a) Observation phase ….
b) Alternate phase ….
c) Full time phase ….
Please, Explain why?
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………………………………………………………………………….

II. Experience with Portfolios
12) Do you have any prior experience with portfolios?
Yes ….

No ….

If yes, specify?
……………………………………………………………………………………
13) Please respond to the following statements based on whether you Strongly Agree,

Strongly Disagree

Disagree

Undecided

training period,

Agree

As a trainee developing the teaching portfolio in the practical

Strongly Agree

Agree, Undecided, Disagree, Strongly Disagree

a. I was interested in developing my portfolio at the beginning.
b. I was comfortable to complete the assignments in my teaching
portfolio.
c. I enjoyed the process of developing my teaching portfolio.
d. Supervisor and training teacher in the training were willing to help
me in developing my portfolio.
e. I valued the portfolio as an authentic assessment tool.
2

f. I learned sufficient reflective skills to develop my portfolio.
g. I acquired sufficient performance skills to help my teaching.
h. The instructions of portfolio completion helped me develop my
portfolio.
i. I felt personalizing the teaching portfolio.
j. The portfolio was an important aspect of the practical training
experience.
k. The portfolio helped me be open-minded to share my learning
experience with others.
l. I learned how to create a portfolio in the future.
m. Portfolios should be a requirement in teacher education programme
completion.
n. I was proud of my teaching portfolio.
o. The portfolio helped me to reflect on my learning experiences in
the training period.
p. The teaching portfolio helped me to be aware of whom I am as a
beginning teacher.
q. The portfolio helped me to see my progress throughout the whole
training period.
r. The portfolio presents my best capabilities as a beginning teacher.
s. I learned how to use reflection to enhance my teaching and
learning.
t. The portfolio helped me to become a reflective thinker.

In the following statements, please rank your 3 highest choices
(1 is most important, 2 is next important, etc.)
14) The important benefits for developing my teaching portfolio were:
___ show my growth and change.
___ document/collect my learning experience
___ self-reflect upon my teaching and learning
___ complete the training period requirements
other ………………………………………..
15) The important skills I learned from developing my teaching portfolio were:
___ reflective skills
___ teaching methods and learning strategies
___ teaching portfolios construction
other ……………………………………………….
16) The important advantages of developing a teaching portfolio:
___ presenting my knowledge, skills, and materials through multiple tasks
___ convenient way to track learning, change, and growth
___ more powerful and convenient than a traditional training report and copybook
___ showing the qualification of teaching and learning
___ useful tool/assessment approach in my future teaching
___ portable and easy to update
___ sharing my learning with others easily
other …………………………………………………
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17) The important disadvantages of developing a teaching portfolio were:
___ time demanding
___ extra-load
___ inadequate knowledge about portfolio’s development
other …………………………..
18) The helpful resources for helping me to develop my teaching portfolio were:
___ relevant example
___ directed instructions
___ supervisors’ assistance
___ training teachers
other ……………………………

III. In the following questions, please give your comment as detailed as you
can.
19) What suggestions would you give to future students to develop a successful
teaching portfolio?
……………………………………………………………………………………………………
……………………………………………………………………………………………………
……………………………………………………………………………………………………
20) Do you have any suggestions for improving the teaching portfolio project in the
practical training period?
……………………………………………………………………………………………………
……………………………………………………………………………………………………
……………………………………………………………………………………………………
21) Would you recommend this form of evaluation as an alternative for the training
report; if yes, why?
……………………………………………………………………………………………………
……………………………………………………………………………………………………
……………………………………………………………………………………………………
22) What was the most beneficial aspect of completing the portfolio and why?
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
23) What would you change in this process you participated in and why?
…………………………………………………………………………………………………
…………………………………………………………………………………………………
……………………………………………………………………………………………….
24) Would you keep using the teaching portfolio, after graduation, in your future
career?
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………………
Thank you
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Appendix 5

Supervisors’ and Training Teachers’ Questionnaire

Supervisors’ & Training Teachers’ Questionnaire
Dear colleagues,
This questionnaire is designed to gather information about implementing the teacher portfolio, the
process of developing it during the practical training as well as trainees’ perception and experience with
the portfolio.
Please tick (√) the appropriate box(es) or give full answer(s) whenever necessary .
May I thank you in advance for your cooperation and for the time devoted to answer the questionnaire.

Mrs. Saliha Beleulmi
Doctoral Candidate
Department of Foreign Languages
Constantine 1 University
I.

Qualification and Experience

1.

Degree: ………………………………….

2.

How long have you been teaching?
…………..Year(s)

3.

How long have you been supervising trainee’s practical training?
…………...Year(s)

4. Do you think that "the practical training" is enough to improve trainees’ teaching
practice?
Yes

No

If "No", please, explain why?
…………………………………………………………………………………………..……
…………………………………………………………………………………………….…
……………………………………………………………………………………………
5.

Does training contribute to the development of the teaching skills?
Yes

No

If "Yes", please explain how?
…………………………………………………………………………………………………
….……………………………………………………………………………………….……
……………………………………………………………………………………
6.

Are you satisfied with your trainees’ level in performing teaching?
Yes

No

If "No", please, explain why?
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…………………………………………………………………………………………………
…………………………………………………………………………………………………
………………………………………………………………………………………
7. Do you think that time given to trainees is enough to illustrate their teaching
competences?
Yes

No

If "No", please, explain why?
.........................................................................................................................................................................
................................................................................................................................................
8. What part of the training process do you think is more beneficial for the trainees to
perform and develop their teaching?
a) Observation
b) Alternate
c) Full time
Please, explain your choice.
…………………………………………………………………………………………………
…………………………………………………………………………………………………
…………………………………………………………………………………………

II.
9.

General experience with the portfolio

How do you assess your knowledge of “the teaching portfolio”?
Adequate

limited

inadequate

10. Do you think that portfolios are used for the purpose of:
1) Promoting student learning and development
2) Encouraging student self-assessment and reflection
3) Providing evidence for assessment and accountability
4) Documenting growth and development
5) All of them
Justify your choice.
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
11. The Purposes of using Portfolios in Teacher Education Programme are:
2

a)
b)
c)
d)

To provide information about how their programme is preparing pre-service teachers
To provide evidence of their ability to exhibit those in the classroom
To prepare them for pre-service teachers’ search for employment
Others………………………………………………………………………….

12. Do you think that through portfolios, trainees would demonstrate better their abilities to
see teaching as on-going inquiry?
Yes

No

13. Have you noticed that portfolios assist trainees to reflect and think about their work in
deeper and more thoughtful way than with training reports?
Yes

No

If “No”, justify.
………………………………………………………………………………………………
………………………………………………………………………………………………
……………………………………………………………………………………………..
14. Through portfolios, trainees are:
a. More reflective of their practice.
b. More tuned into the importance of documenting professional growth.
c. Articulating their philosophy and beliefs about teaching and learning.
d. All of them
15. Using portfolios has an impact on the teaching practice:
a) Being more student-centred
b) Clearly defined by professional standards
c) Reflective
16. Do you think that portfolios, when implemented, will have a positive impact on teachers’
education?
Yes

No

17. If “Yes”, then what effect would they have?
a) Develop dialogue and collegiality among trainees and supervisors
b) Help reach agreement about programme outcomes, i.e. exit criteria
c) Give a common language about the framework of the trainees’ training experience.
d) Others…………………………………………………………………………….
18. What are the different difficulties encountered while developing the portfolio?
………………………………………………………………………………………………
………………………………………………………………………………………………
………………………………………………………………………………………………
19. What are the main complaints of your trainees when compiling the portfolio?
a) Time allotted to compile it
b) Understanding the concept underlying it
c) An extra-load in a crowded certification year
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d) Others…………………………………………………………………………….
20. Do you think that portfolios require:
a) Time to be read carefully and thoughtfully
b) Preparing feedback to portfolios
c) Conferring with trainees
d) Others…………………………………………………………………….……
21. When using performance-based assessment form, do you opt for:
Portfolios

Reports

22. If you are asked to assess portfolios, what criteria would you use?
a) Grading growth and achievement
b) Reflective thinking
c) Quality of performance and product
d) Adequacy and relevance to content
e) Others, please specify………………………………………………………………
23. Do you think that portfolios are the appropriate means for the trainee to learn from
his/her own teaching performance, to carry out teaching activities and reflect on his or her
performance?
Yes

No

24. Justify your answer
………………………………………………………………………………………………
………………………………………………………………………………………………
……………………………………………………………………………………………..
III.
25.

Further Suggestions

Please, add any suggestions you see relevant to the aim of the questionnaire
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………………..
Thank you
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Résumé
Récemment, de nombreux chercheurs se sont appuyés sur la mise en œuvre des
portfolios d'enseignement dans les programmes de formation des enseignants afin de
développer les compétences et de promouvoir la réflectivité des futurs enseignants.
Cette étude de cas exploratoire et qualitative envisage l'introduction du portfolio de
l'enseignement comme un outil de réflexion dans le cadre de la formation pratique des
stagiaires de l'Ecole Normale Supérieur de Constantine (ENS). Le but de l'étude a été
d'analyser la réflexion sur leurs pratiques pédagogiques en utilisant les portfolios
d'enseignement et d'explorer les perceptions des enseignants stagiaires, des superviseurs
et des enseignants formateurs sur leur développement. L'étude a utilisé le paradigme de
recherche qualitative pour répondre aux questions suivantes: 1) est ce que les portfolios
d'enseignement servent comme un outil pour les stagiaires afin de s’engager et
développer leur réflexion pratique? 2) Quelles sont les perceptions de ces enseignants
stagiaires du développement des portfolios d'enseignement au cours de leur stage
pratique? 3) Quelles sont les perceptions des superviseurs de l’ENS et des enseignants
formateurs dans les écoles moyennes et secondaires de Constantine envers l'utilisation
des portfolios d'enseignement dans le cadre de la formation? L'étude a utilisé à la fois
l'analyse de documents (les portfolios des stagiaires) et des questionnaires (pour
stagiaires, superviseurs et enseignants formateurs) en tant que moyens de recherche.
L'analyse des données a révélé que les futurs enseignants ont utilisé leurs portfolios
pour illustrer leurs idées sur l'enseignement et l'apprentissage. Leur perception était que
les portfolios constituent un outil pédagogique; il s’agissait de la réflexion et de la
documentation de l'enseignement et de l'apprentissage. Selon l'analyse qualitative de
leurs écrits réflexifs, ces stagiaires ont développé un niveau technique de réflexion −
une simple description des événements d'enseignement, vers un niveau plus pratique de
réflexion − utilisant des expériences pratiques en classe pour réfléchir à l'enseignement
et l'apprentissage dans les trois phases de stage pratique. Le questionnaire des
superviseurs et enseignants formateurs ont également révélé que ces futurs enseignants
approuvent le portfolio de l'enseignement à la fois comme un processus et produit pour
être un type de document digne de considération future.
Mots clés : la formation des enseignants, pratique réflexive,

portfolios

d'enseignement, la formation pratique des stagiaires, les stagiaires en anglais,
cours de stage pratique.

ﻣﻠﺧص
ﻋﻛف اﻟﻌدﻳد ﻣن اﻟﺑﺎﺣﺛﻳن ﻣؤﺧ ار ﻋﻠﻰ ادﺧﺎﻝ ﻣﺣﺎﻓظ اﻟﺗدرﻳس ﻓﻲ ﺑراﻣﺞ إﻋداد اﻟﻣﻌﻠﻣﻳن ﻣن
أﺟﻝ ﺗطوﻳر ﻣﻬﺎرات اﻟﺗﻌﻠﻳم ،وﺗﻌزﻳز اﻟﺗﻔﻛﻳر ﻟﻠﻣﻌﻠﻣﻳن ﻗﺑﻝ اﻟﺧدﻣﺔ .ﺗﺑﺣث ﻫذﻩ اﻟدراﺳﺔ

اﻻﺳﺗﻛﺷﺎﻓﻳﺔ و اﻟﻧوﻋﻳﺔ ﻋﻠﻰ إدﺧﺎﻝ ﻣﺣﻔظﺔ اﻟﺗدرﻳس ﻛﺄداة ﻟﻠﺗﻔﻛﻳر ﻓﻲ دورة اﻟدروس اﻟﺗدرﻳﺑﻳﺔ
ﻟﻠﻣﺗرﺑﺻﻳن ﻓﻲ اﻟﻣدرﺳﺔ اﻟﻌﻠﻳﺎ ﻟﻸﺳﺎﺗذة ﺑﻘﺳﻧطﻳﻧﺔ .اﻟﻐرض ﻣن ﻫذﻩ اﻟدراﺳﺔ ﻫو ﺗﺣﻠﻳﻝ اﻟﺗﻔﻛﻳر

ﻓﻲ اﻟﻣﻣﺎرﺳﺎت اﻟﺗﻌﻠﻳﻣﻳﺔ اﻟﺧﺎﺻﺔ ﺑﻬم ﺑﺎﺳﺗﺧدام ﻣﺣﺎﻓظ اﻟﺗدرﻳس ،واﺳﺗﻛﺷﺎف اﻟﺗﺻورات ﻣن
أﺟﻝ ﺗطوﻳرﻫﺎ ﻣن طرف اﻟطﺎﻟب ،اﻟﻣﻌﻠﻣﻳن اﻟﻣدرﺑﻳن واﻟﻣﺷرﻓﻳن .اﺳﺗﻌﻣﻠت اﻟدراﺳﺔ ﻧﻣوذج

اﻟﺑﺣث اﻟﻧوﻋﻲ ﻻﻳﺟﺎد اﺟوﺑﺔ ﻟﻼﺳﺋﻠﺔ اﻟﺗﺎﻟﻳﺔ (1 :ﻫﻝ ﺗﻌﻣﻝ ﻣﺣﺎﻓظ اﻟﺗﻌﻠﻳم ﻛوﺳﻳﻠﺔ ﻟﻠﻣﺗدرﺑﻳن

ﻟﻠﻣﺷﺎرﻛﺔ وﺗطوﻳر اﻟﺗﻔﻛﻳر اﻟﻌﻣﻠﻲ؟  (2ﻣﺎ ﻫﻲ ﺗﺻورات اﻟﻣﻌﻠﻣﻳن اﻟﻣﺗرﺑﺻﻳن ﺣوﻝ ﺗطوﻳر
ﻣﺣﺎﻓظ اﻟﺗدرﻳس ﺧﻼﻝ اﻟﺗدرﻳس اﻟﻌﻣﻠﻲ؟  (3ﻣﺎ ﻫﻲ ﺗﺻورات اﻟﻣﺷرﻓﻳن ﻓﻲ اﻟﻣدرﺳﺔ اﻟﻌﻠﻳﺎ

ﻟﻸﺳﺎﺗذة واﻟﻣﻌﻠﻣﻳن اﻟﻣدرﺑﻳن ﻓﻲ اﻟﻣدارس اﻟﻣﺗوﺳطﺔ واﻟﺛﺎﻧوﻳﺔ ﺑﻘﺳﻧطﻳﻧﺔ ﺣوﻝ اﺳﺗﺧدام
اﻟﻣﺣﺎﻓظ اﻟﺗﻌﻠﻳﻣﻳﺔ ﻓﻲ اﻟدورة اﻟﺗدرﻳﺑﻳﺔ؟ ﻛﻣﺎاﺳﺗﺧدﻣت اﻟدراﺳﺔ ﺗﺣﻠﻳﻝ اﻟوﺛﺎﺋق )ﻣﺣﺎﻓظ

اﻟﻣﺗدرﺑﻳن( و اﻻﺳﺗﺑﻳﺎن )اﺳﺗﺑﻳﺎن ﻟﻠﻣﺗدرﺑﻳن؛ اﺳﺗﺑﻳﺎن ﻟﻠﻣﺷرﻓﻳن و ﻟﻠﻣﻌﻠﻣﻳن اﻟﻣدرﺑﻳن( ﻛﺄدوات
ﺑﺣث .ﻛﺷف ﺗﺣﻠﻳﻝ اﻟﺑﻳﺎﻧﺎت أن اﻟﻣﺗدرﺑﻳن اﺳﺗﺧدﻣوا ﻣﺣﺎﻓظﻬم اﻟﺗﻌﻠﻳﻣﻳﺔ ﻹﺛﺑﺎت أﻓﻛﺎرﻫم ﺣوﻝ

اﻟﺗﻌﻠﻳم واﻟﺗﻌﻠم .ﻛﻣﺎ أﻧﻬم أروا أن ﺗطوﻳر اﻟﻣﺣﺎﻓظ اﻟﺗﻌﻠﻳﻣﻳﺔ ﻳﻛون ﺗﻌﻠﻳﻣﺎ ،و أﻧﻪ ﻳﻧطوي ﻋﻠﻰ

اﻟﺗﻔﻛﻳر ووﺛﺎﺋق اﻟﺗﻌﻠﻳم واﻟﺗﻌﻠم .وﻓﻘﺎ ﻟﻠﺗﺣﻠﻳﻝ اﻟﻧوﻋﻲ ﻟﻛﺗﺎﺑﺎﺗﻬم اﻟﺗﻔﻛﻳرﻳﺔ ،ﻓﺎن اﻟﻣﻌﻠﻣﻳن
اﻟﻣﺗدرﺑﻳن ﺗﻘدﻣوا ﻣن ﻣﺳﺗوى اﻟﺗﻔﻛﻳر اﻟﺗﻘﻧﻲ )ﻣﺟرد وﺻف ﻷﺣداث اﻟﺗدرﻳس( ،إﻟﻰ ﻣﺳﺗوى

أﻛﺛر ﻋﻣﻠﻳﺔ )اﺳﺗﺧدام اﻟﺧﺑرات اﻟﻌﻣﻠﻳﺔ اﻟﻔﺻﻠﻳﺔ ﻟﻠﺗﻔﻛﻳر ﻓﻲ اﻟﺗدرﻳس واﻟﺗﻌﻠم ﻋﻠﻰ طوﻝ
اﻟﻣراﺣﻝ اﻟﺛﻼث ﻟﻠﺗدرﻳب اﻟﻌﻣﻠﻲ( .ﻛﻣﺎ ﻛﺷف اﺳﺗﺑﻳﺎن اﻟﻣﺷرﻓﻳن واﻟﻣﻌﻠﻣﻳن اﻟﻣدرﺑﻳن أﻳﺿﺎ ،أن
ﻫؤﻻء اﻟﻣﻌﻠﻣﻳن اﻟﻣﺳﺗﻘﺑﻠﻳﻳن ﻳﺣﺑذون ﻣﺣﻔظﺔ اﻟﺗدرﻳس ﻋﻠﻰ ﺣد ﺳواء ﺑﺎﻋﺗﺑﺎرﻫﺎ ﻋﻣﻠﻳﺔ وﻣﻧﺗﺟﺔ

ﻟﺗﻛون ﻧوﻋﺎ ﻣن اﻟوﺛﺎﺋق اﻟﺟدﻳرة ﺑﺎﻟدراﺳﺔ ﻓﻲ اﻟﻣﺳﺗﻘﺑﻝ .
اﻟﻛﻠﻣﺎت اﻟﻣﻔﺗﺎح  :إﻋداد اﻟﻣﻌﻠﻣﻳن ,اﻟﻣﻣﺎرﺳﺔ اﻟﺗﻔﻛﻳرﻳﺔ ,اﻟﻣﺣﺎﻓظ اﻟﺗﻌﻠﻳﻣﻳﺔ ,ﺗدرﻳب
اﻟﻣﻌﻠﻣﻳن ,اﻟﻣﺗدرﺑﻳن ﻓﻲ اﻟﻠﻐﺔ اﻹﻧﺟﻠﻳزﻳﺔ ,دورة اﻟدروس اﻟﺗدرﻳﺑﻳﺔ.

