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CHAPTER1 INTRODUCTION

In many Japanese upper secondary schools, teachers have to conduct traditional
teacher-centered, knowledge-oriented instructions and discrete, result-oriented
assessments because the educational environment in which they work places too much
value on the university entrance examination rather than on a holistic learning
experience. Due to such an unavoidable circumstance, many teachers have had to
stop playing the essential and responsible roles of needs assessor, educational
counselor (Barlett and Balter, 1985), information-gatherer, facilitator, and provider of
feedback (Scarcella and Oxford, 1992). In addition, such instruction and assessment
has not encouraged students to assume a maximum amount of responsibility for their
own learning. Many students do not care about what they learn and how they learn,
and they study without any goals in the classroom. Many students do not recognize
their own learner characteristics and strategies, and therefore are not in control of their
learning. As a result, they miss opportunities for reflection and improvement, and
thus fail to become independent, autonomous learners. Crafton (1991 in Porter &
Cleland 1995) states that students can gain a new perspective on learning when they
have a chance to reflect on language experiences, which in turn creates a greater
awareness of and respect for the learning strategies they are developing. Thus,
teachers have to gather information concerning students for needs assessment and
educational counseling, give feedback in order to provide them the opportunities for
reflection, and facilitate them in taking responsibility for and improving their own
learning.

In recent years, educational reformers, both researchers and practitioners, have

recognized portfolios as a favorite innovation to solve the above-stated problems.



According to their accounts, portfolios help teachers to gather rich descriptive
information concerning their students and to conduct instructional and assessment
practices that are holistic, student-centered, process-oriented, integrated, and
multidimensional. Portfolios provide frameworks for instruction and their content
becomes the dynamic curriculum of the classroom.(Gotlieb 1995) In addition,
portfolios serve to engage students in learning content, help students learn the skills of
reflection and self evaluation, document student learning in areas that do not lend
themselves to traditional assessment (Danielson and Abruntyn 1997), and to provide
evidence of their progress toward meeting their goals. Ultimately, portfolios allow
both teachers and students to assume responsibility for their own teaching and learning.
However, instituting a portfolio program takes a very long time, anywhere from 3 to 5
years along the CRADLE continuum (Gotlieb 1995). Such a long program is not
suitable for actual implementation in Japanese upper secondary EFL classrooms where
programs are conducted within one academic year. In addition, where it is their
ability to reflect on what they have learned, to consolidate content, or to feel a sense
of accomplishment, students may find it difficult to sustain a consistent level of
learning throughout the program’s duration. Likewise, teachers may have difficulty
both in monitoring the improvements of students as well as in maintaining student
familiarity with classroom goals. When student’s goals are set in the distance, they
may be at a loss as to how they can reach those goals. In fact, Mineishi (2002)
implies that the program is in need of clearly stated primary goals. Teachers must
redesign the portfolio program for actual implementation in Japanese upper secondary
schools.

Learning strategies are the specific actions that students undertake in order to

increase their proficiency. Strategies may have to do with the learning process in



general.  Learning strategies are directed constantly toward the main goal,
communicative competence, and contribute to allow learners to become more
self-directed, and expand the role of the teachers.(Oxford 1990) Cohen(1998) states
that learning strategy training gives students tools in self-diagnosing, becoming aware
of what helps them to learn more efficiently, developing a broad range of
problem-solving skills, and experimenting with familiar and unfamiliar learning
strategies. With portfolios incorporated into learning strategies, teachers can monitor
the improvement of student learning more concretely in shorter cycles, and students
can come to reflect on their learning more easily and naturally.

As stated above, | should stress that portfolios enhance student metacognitive
ability in relation to self- assessment and reflection. Portfolios also socialize their
individual learning by facilitating communication with the people involved in their
studies, such as teachers, peers, and family. Furthermore, portfolios activate the
student’s inactive factors (in particular affective domain) by offering rich description
about their learning. Porter and Cleland (1995) appreciate portfolios as a learning
strategy, not merely as an alternative to traditional assessment, and enlighten the
potential of portfolios to become vehicles for reflection in which learners examine
where they have been, where they are now, how they got there, and where they need to
go next. | will make a program that appreciates the portfolio itself as an embedded,
indirect learning strategy and which incorporates the direct strategies of Oxford (1990).
Thus, | will incorporate learning strategies into a portfolio program and conduct
combination strategy training in this dissertation.

This study, as an empirical case study, aims to examine how strategically a
portfolio program works on students’ learning improvement. | will study

systematically and practically students learning in order to promote the



process-oriented, learner-centered instruction needed in contemporary Japanese
education. As a result, this study will have more meaning to teachers in other
educational subjects, as well as to the EFL teachers.

Finally, I will introduce the chapters in this dissertation. In Chapter 2, | review
the literatures of portfolios, learning strategies, learner autonomy and characteristics,
and teacher roles. In Chapter 3, I summarize the purpose of this dissertation.
Chapter 4 provides the results of a pilot study. Chapter 5 outlines the methodology of
the dissertation. Chapter 6 is about the result and discussion of the main study, which
acts as the main part of the dissertation. Chapter 7 summarizes the findings and gives

some implications for the effective use of portfolios in the EFL classroom in Japan.



CHAPTER 2 LITERATURE REVIEW

This chapter aims to outline what portfolios and learning strategies are, how they
are useful and effective in EFL education, learners’ autonomy and characteristics, and

teachers’ roles.

2.1 Portfolio
In this section | have outlined the historical background and definitions of

portfolios, characteristics of portfolios, and types of portfolios.

2.1.1 Historical Background of Portfolios

The term portfolio originally referred to a chronologically or thematically
arranged collection of an artist’s work, which could be used to attract prospective
clients or patrons. In the educational field, however, the term is employed to
designate a purposeful collection of work that provides information about an
individual’s efforts, progress, or achievement in a given area. When used in teacher
education the portfolio is known as a teaching portfolio.

Portfolios began to appear in the classroom as recently as the early 1990°s.
They are currently used to support a variety of activities, ranging from both students
and teachers setting their educational goals to both teachers and administrators
assessing curriculum needs. They are mainly developed in the U.S. as systematic
reflective descriptions for teacher trainees.

In the English language learning domain, O’Malley and Pierce (1996) have
noted that the importance of portfolios has recently come into focus and that through

their style of concurrent instruction and assessment portfolios bolster both teachers’



and students’ learning abilities.

In Japan, the term portfolios and its basic ideas are extremely new, especially in
educational areas. Therefore, from a total educational view there are only a few
examples for implementing portfolios. Among these some have begun to be used
recently for the subjects “Sougoutekinagakusyuunojikan (General studies)” mainly in
elementary schools recently. In EFL education, there are only a few examples of
portfolio use, but these are from college students only. Therefore, there are almost no
implementations of portfolios in secondary schools, especially upper secondary

schools.

2.1.2 Definition of Portfolios

As stated in 2.2.1, the concept of portfolio is relatively new in the context of
education. Therefore, there are many definitions provided by educators with some
degree of confusion because the concept covers a wide range of educational areas.
The followings are representative definition.

Table2.1.2 Definitions of Portfolios

A portfolio is a purposeful collection of student work that tells the story of
a student’s efforts, progress, or achievement. It must include student
Arter (1990)
participation in the selection of portfolio content, criteria for selection,

criteria for judging merit, and evidence of student self-reflection.

A portfolio is more than just a container full of stuff. It’s a systematic
and organized collection of evidence used by the teacher and student to
Vavrus (1990)
monitor growth of the student’s knowledge, skills, and attitudes in a

specific subject area.




Used as an assessment framework, portfolios are systematic collections by
students and teachers that serve as the basis to examine ‘effort,
Johns (1992) improvement, processes, and achievement as well as to meet the

accountability demands usually achieved by more formal testing

procedures.
National A portfolio is a record of learning that focuses on the student’s work and
Education her/his reflection on that work. Material is collected through a
Association collaborative effort between the student and staff members and is
(In the U.S,1993) indicative of progress toward the essential outcomes.

A portfolio must be much more than just some ‘stuff students produce and
teachers save. Product portfolios involve a systematic collection of
Kingmore (1993) student materials consistently used by most or all teachers and students
across curriculum content areas and across the school district to validate

growth and abilities.

I will quote the ideas common to each definition and define them as an
“integrated portfolio”, which is “a systematic collection of documents made by and
concerned with students.” This is because portfolios can have many purposes like in

as will be shown 2.1.4.

2.1.3 Characteristics of Portfolios

A portfolio is a learning as well as assessment tool. When applied to language
learners, its characteristics are: the learner is involved in deciding what to include in
the portfolio; the learner may revise material in the portfolio after feedback from the
teacher or others; the learner is required to assess or reflect on the work in the portfolio,

thus becoming aware of personal development; there is evidence of mastery of




knowledge; it may include various forms of work, such as written work, audio
recording, video recording, etc.

A portfolio provides teachers with a clear strategy for achievement of important
objectives. Therefore, portfolio process is also important. Gottlieb’s CRADLE
Approach (1995) involves the following process: Collecting; Reflecting; Assessing;
Documenting; Linking; Evaluating. Though this illustration makes us sure that the
portfolio process is very significant, this process can not be applied in EFL education
in Japan because of the difference of educational background. That is why we must
adopt and adapt this idea to our practice, which means we must make a plan to employ
portfolios under consideration on portfolio process from a program level.

Portfolios (Danielson and Abrutyn 1997) can (1)engage students in learning
content (2)help students learn the skills of reflection and self-evaluation (3)document
student learning in areas that do not lend themselves to traditional assessment (4)
facilitate communication with parents

This illustration is based on US educational background, but there should be, in
my view, much potential for application into Japanese education. Mineishi (2002)
explained the characteristics that portfolios can contribute for teachers to facilitate
process-oriented assessment and for students themselves to analyze and reflect their
learning objectively and improve their meta-cognitive abilities. He implies portfolios
should be applied as an assessment tool with clear criteria for task-based learning like
“Sougoutekinagakusyuunojikan (General studies)” in Japanese classrooms, but also
pointed that the application for the classes improving students’ basic competence has
many arguments because of its many complicated factors. In fact, it has been a
problem in the U.S. that the teachers’ actually using portfolios as systematic

assessment are not guided so much. That is to say, portfolios for assessment purpose



have not been argued and researched enough yet. In terms of that, portfolios can still
be used effectively for smaller environments such as classrooms because if they are
forced in wide school area, they can lower the value of student’s own reflections and
assessment on themselves. (Case 1994) There can be cases in which teachers do not
want to accept portfolios as they are. In any case, it is necessary that practitioners
should consider the ideas and practical use of portfolios carefully.

| am sure that portfolios can be applied for classrooms in Japan, even for
task-based learning because there have been many success in educational areas in the
U.S. and because they have been used widely and contributed to a variety of subjects
in the U.S. For example, recent schools of thought on the U.S. education are that
students are not eager to study, that the assessment still focuses on the results, and that
teachers mainly directed most of the classroom activities. As I, a senior high school
teacher, have witnessed that the present educational situation of Japan matches with

that of the U.S.

2.1.4 Types of Portfolios
As stated above, portfolios have only been developed and implemented recently,
therefore, concepts on them are full of variety. They can be classified into some types

in terms of their purposes.

Table2.1.4 Types of Portfolios

A collection of the limited final works with no reference
Paulson et al(1990) Showcase to the students learning process for teachers, parents, and

administrators.




A collection of students” works naturally including their
Collection

learning process and results.

A collection of students’ works and both students’ and
Assessment

teachers’ assessments reflected on learning objectives
Collection a collection of student work

the centerpieces are ones reported by students, such as

his/her perceptions, interpretations, and strategies
Reflection

utilized in acquiring knowledge. To enhance students’

metacognitive and affective awareness in learning.
Assessment | an alternative assessment tool

Gotlieb(1995) Documentation | It can be a legal document
As a legal document, they can provide with the
Linkages information on connections among human resources or

organizational structures

A value is assigned to the whole portfolio as a means of
Evaluation summative evaluation at the conception of a theme cycle

or at the end of an academic year.

As stated above, there are many definitions or classifications by researchers.

The idea in common is that all types of portfolios have related to students’ learning

process.

2.2, Learning Strategies

In this section | have outlined the definitions of learning strategies,

characteristics of learning strategies, and learning strategy training.
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2.2.1 Definition of Learning Strategies

A language learning strategy is any action that language learners perform in order
to increase their target language proficiency. It may be focused on a specific task, for
example, the learning of an item of vocabulary or the memorization of a grammatical
rule. Alternatively it may have to do with the language learning process in general.
For example, learners may decide to organize their vocabulary notes in a particular
way, or to evaluate themselves at regular intervals in order to identify aspects of their
proficiency that need special attention. Although learning strategies may begin as
conscious actions, with frequent use they can become part of the learner’s automatic
learning behavior.

“Learning strategies” is not a term used by all researchers concerned because of
its variety of detailed factors. Therefore learning strategies have also been referred to
as techniques, skills, tricks, tactics, or behaviors and classified variously. In recent
years, the term “learning strategies” has been employed more widely, though, SLA
researchers have not agreed on the definitions of them. Accordingly, they are defined

in various ways as indicated in Table 2.2.1.

Table2.2.1 Definitions of Learning Strategies

Behaviors, techniques, or actions used by students, often
Oxford (1990)
consciously, to enhance their learning.

The special thoughts or behaviors that individuals use to help
O’Malley and Chamot (1990)
them comprehend, learn, or retain new information.

Mental steps or operations that learners use to learn a new
Wenden (1991)
language and regulate their efforts to do so.

11




The mental processes which learners employ to learn and use
Nunan (2000)
the target language.

The ways in which learners attempt to work out the meaning
Richards and Schmidt (2002) | and uses of words, grammatical rules, and of their aspects of the

language they are learning.

As with the classification of leaning strategies, there are many ways represented
by Oxford(1990), O’Malley & Chamot(1990), and Wenden(1991). In Oxford’s
classification, learning strategies are categorized into six groups such as memory,
cognitive, compensation, metacognitive, affective and social strategies. | will cite this
definition and classification because it is easy enough for both students and teachers to

understand its factors in spite of its systematic details.

2.2.2 Characteristics of Learning Strategies

The word “strategy” in initial language learning is sometimes used to refer to
how children process language, which implies neither intention nor awareness. On
the other hand, a strategy in foreign language learning is usually intentional and carried
out with the goal of learning. Therefore, it is obvious that strategies in second
language learning have a wider range of people, from children to adults, who use them
practically and consciously rather than the strategy in initial language learning.

As stated in the definition in Table 2.2.1, a number of broad categories of
learning strategies have been identified, such as metacognitive, social, resource
management strategies, and so forth.

Oxford’s (1990) features of language learning strategies are the following:(1)
contribute to the main goal, communicative competence;(2)allow learners to become

more self-directed;(3)expand the role of teachers;(4)are problem-oriented;(5)are

12




specific actions taken by the learner;(6)involve many aspects of the learner, not just the
cognitive;(7)support learning both directly and indirectly;(8)are not always observable;
(9)are often conscious;(10)can be taught;(11)are flexible;(12)are influenced by a
variety of factors.

Learning strategies may be applied to simple tasks such as learning a list of new
words, or more complex tasks involving language compensation and production.
With this in mind, | designed a series of lessons introducing strategies systematically
and using them directly and indirectly as strategy training whilst considering the

Oxford’s features.

2.2.3 Learning Strategy Training

Strategy training is training in the use of learning strategies in order to improve a
learners’ effectiveness. A number of approaches to strategy training are used,
including explicit or direct training, where learners are given information about the
value and purpose of particular strategies, taught how to use them, and how to monitor
their own use of the strategies; embedded strategy training, where the strategies to be
taught are not taught explicitly but are embedded in the regular content of an academic
subject area, such as reading; combination strategy training, where explicit strategy
training is followed by embedded training.

It is clear that the introduction and implementation of learning strategies can
benefit EFL students in Japan. That is to say, the learning strategy training appears to
be the best way forward. Oxford (1990) stated that learning strategy training should
involve not only intellectual-related strategies but also affective and social strategies,
based on the learners’ individual learning styles, current strategy use, and specific

goals. Cohen (1998) suggests that learning strategies should provide learners with the

13



following seven tools: self-diagnosis of strengths and weaknesses; awareness of what
helps them to learn the target language most efficiently; development of a broad range
of problem-solving skills; experimentation with familiar and unfamiliar learning
strategies; appropriate decision-making on how to approach a language task;
monitoring and self-evaluation of performance, and ability to transfer successful
strategies to new learning contexts.

There are some instances in which researchers have implemented systematic
learning strategy training for university students and adults, but there are only a few
instances in which learning strategy training has been implemented for upper

secondary students in Japan.

2.3. Autonomy and Characteristics of Learners
In this section | have outlined principles behind learners’ autonomy and
characteristics: motivation, anxiety, self-esteem, tolerance of ambiguity, risk-taking

ability, cooperation, and learning styles.

2.3.1 Learner Autonomy
In language teaching, the main principle is that learners should be encouraged to
assume a maximum amount of responsibility for what they learn and how they learn it.
This will be reflected in approaches to needs analysis, content selection, and choice of
teaching materials and learning methods.
The aspects of learner autonomy is illustrated by Sinclair(2000) as follows:
Autonomy is a construct of capacity, it involves a willingness of learners to take
responsibility, and is not necessary innate. Complete autonomy is an idealistic goal,

there are varying degrees of autonomy. The degrees of autonomy have unstable
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variables; autonomy is not simply a matter of placing learners in situations where they
have to be independent; developing autonomy requires conscious awareness of the
learning process, i.e., conscious reflection and decision making.  Promoting
autonomy is not simply a matter of teaching strategies; autonomy can take place both
inside and outside the classroom; autonomy has a social as well as an individual
dimension; the promotion of learner autonomy has a political as well as psychological
dimension; autonomy is interpreted differently by different cultures.

Due to the unstable variables of learner autonomy, teachers should keep paying
attention to the variance of it and also students should be aware of it because of its
effect on their learning process. To be aware of these variables helps promote
autonomy because it does not depend only on teaching. It relates to their
metacognitive ability. Autonomy also has psychological and individual dimensions.
Therefore, we teachers need to approach it in such dimensions. We teachers should
consider autonomy in our own culture especially classroom culture.

To evaluate autonomous EFL learning, teachers must keep a close watch on the
students’ learning process. A portfolio exhibits students’ efforts, progress and
achievements over a set of time, and includes a description of its purpose, goals, and
criteria for selection and assessment. Moreover, it can include the student’s own
reflection and evaluation of both selected work and the process of studying learning.
Furthermore, peer evaluation and teacher comments/observations can be added in
response to the process. It can provide plenty of opportunities for students to reflect
upon their learning process. Portfolios involved with language learning strategies
need to be flexible and practical to be affective because of the features and variaties of

autonomy and its strategies
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2.3.2  Characteristics of Learners
2.3.2.1 Motivation

Most researchers on the topic of motivation have not defined it clearly because
its impact on language learning has not been completely understood. But undeniable
importance is pointed out by many researchers and it has been studied thoroughly.
Here | will quote the definition of motivation by Crookes and Schmidt (1989 in

Scarcella & Oxford 1992).

Motivation has both external, behavioral characteristics and an internal, attitudinal structure.
Three behavioral features of motivation are: decision, persistence, and activity level. The learner
decides to choose, pay attention to, and engage in one activity but not others; persists over an
extended time and returns to the activity after any interruptions; and maintains a high activity level.
The internal structure of motivation is just as important and includes these four attitudinal factors:
interest, relevance, expectancy, and outcomes. l.Interest in the subject or process, based on
existing attitudes, experience, and background knowledge on the part of the learner; 2.Relevance,
which involves the perception that personal needs such as achievement, affiliation with other people,
and power are being met; 3.Expectancy of success or failure; and 4.0Outcomes, that is, the extrinsic
or intrinsic rewards felt by learner.  If any of these factors — behavioral or attitudinal — is missing or

negative, overall motivation of the learner is weakened.

This definition indicates that teachers should pay attention to the student’s
behavior and attitude with methods such as logs and portfolios to observe students
consistently.

Motivation is an important factor that strongly influences the degree to which
learners take advantage of opportunities to use the language.(Gardner 1985 in Scarcella
& Oxford 1992) Besides, motivation is affected directly by whether language
instruction is relevant to the learning style preferences of students(Scarcella and
Oxford 1992). The study(Oxford and Nyikos 1989 in Scarcella & Oxford 1992)

shows that motivation is the most powerful influence on how and when students use

16



language learning strategies. Throughout this project | can carefully observed the

motivation level of the students.

2.3.2.2  Anxiety

Anxiety, defined as “a state of apprehension, a vague fear”(Scovel 1978 in
Scarcella & Oxford 1992) is related to motivation and attitudes in language learning.
In a situation with high levels of apprehension or fear, motivation will plummet and
attitude will drift towards the negative. As a result, this leads to poorer performance
and create a downward spiral in student’s learning.

Anxiety has two patterns: situational or state anxiety and trait anxiety. The
former arises in response to a particular situation or event and the latter exists in a
person as a permanent characteristics. Where teacher-centered instruction is carried
out, the teacher ourselves should diagnose beforehand, and take care to reduce students
anxiety in order to help them learn effectively.

Anxiety is likely to be considered a harmful, negative connotation, but a positive
form, called facilitating anxiety, can help to keep students alert and on their
toes(Scovel 1978, Brown 1987 in Scarcella & Oxford 1992), especially for simple
learning tasks(Horwitz 1990 in Scarcella & Oxford 1992). When planning this
program, | observed these anxieties according to the situations which arouse with from

simple and complex tasks.

2.3.2.3 Self-Esteem
Self-esteem is important. It is defined as a self-judgment of worth or value,
based on feeling of efficacy — a sense of interacting effectively with one’s own

environment (White 1959 in Scarcella & Oxford 1992). Self-esteem influences

17



motivation and attitudes, and vice versa. It can be a trait or a state just like anxiety.
Global self-esteem starts to arise around mental age of eight. It is based on two
factors: self-perceptions of competence in various broad areas and a personal
assessment of the importance of each of these areas. (Scarcella & Oxford 1992)

The teacher should help students feel generally comfortable about themselves by
helping them succeed in all the broad areas that are important in the students’ lives.
Especially in a communicative situation, teachers must pay attention to this factor
because it can hinder students’ ability to communicate and prevent them from
expressing themselves fully in the classroom.

Teachers can help students develop higher self-esteem by training them to set
reasonable goals in the first place and assess their own progress toward these goals
realistically and positively (Scarcella and Oxford 1992). This presents a major
problem in that students are often unrealistic in what they believe they can and should
accomplish in a given period of time, which affects their self-esteem. Therefore,
teachers should give appropriate advice for students to set realistic goals and in order

to maintain higher levels of self-esteem.

2.3.2.4 Tolerance of Ambiguity

Tolerance of ambiguity, namely the acceptance of confusing situations, is a
personal characteristic that relates to self-esteem. Though excessive levels of
self-esteem can prevent efficient learning, low self-esteem often makes students feel
intolerant of ambiguity and thus insecure. Moderate tolerance of ambiguity is
probably the most desirable condition for language learners. (Scarcella and Oxford
1992) Many researchers show that students with moderate level of tolerance of

confusion are likely to persist longer in language learning than the students with

18



inherent ambiguities. At any rate, this is yet another factor that can help or hinder the

facilitation of the students’ learning.

2.3.2.5 Risk-Taking Ability

The risk-taking ability of students is reduced by fear of frequent ambiguity.
Moderate and intelligent risk-taking, however, is sometimes essential in the language
classroom. Risk-taking can be strategic such as guessing meanings, and dictates
whether students will *have a go’ at a question when they are unsure of the answer.

Students restricted by fear of failure are unwilling to take even moderate risks
and so take minimal risks in order to ensure that they are not vulnerable, so that they
can avoid any chinks in their self-protective armor. To prevent students from such
situations, language teachers can aid students in determining when it is safe and
necessary to take a risk by teaching compensation strategies to take the risks in

appropriate ways.

2.3.2.6 Cooperation

Another significant aspect of language learning is cooperation, which can have
advantages and disadvantages. Cooperating with other students is crucial, whereas
competition can often block progress. Students do well to learn to cooperate with
teachers, fellow students, and native speakers of the language who are not connected to
the classroom environment.

Many researchers have recognized that cooperative learning groups foster a
sense of positive interdependence and mutual support. (Scarcella & Oxford 1992).
Many studies outside the language field have demonstrated the benefits of cooperation

in the classroom: higher self-esteem; increased confidence and enjoyment; use of
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high-level cognitive strategies; decreased prejudice; and increased altruism and mutual
concern. In the language area, classroom cooperation has the following additional
advantages: stronger motivation, increased satisfaction for teachers and students, more
language practice, more feedback about language errors, and greater use of varied
language functions.

Within the ESL classrooms using cooperative learning, learners can get
immediate feedback from a native speaker. But in the EFL classroom, cooperative
learning is mainly considered to be learning with non-native speakers with a range of
ability levels. In both cases, some students are likely to depend on higher-level
students. Teachers need to be aware of these factors of cooperative learning in order

to successfully implement group work.

2.3.2.7 Learning Styles

Language learning styles related to features described so far are the general
approaches students use to learn a new language, which are the same styles they
employ in learning many other subjects and solving various problems.

Scarcella and Oxford (1992) discussed four central dimensions of the language
learning style: analytic-global aspect; sensory preferences; intuition-sensory/sequential
learning, and the orientation toward closure or openness.

Analytic-global is one very important dimension of language learning styles,
which contrasts focusing on the details with focusing on the main idea or big picture.
From my observations, | feel that students in the Japanese EFL classroom are likely to
become detail-oriented ones because of the influence of the traditional teacher-centered
method, which is based on grammar-translation. In any case, in the language

classroom, it is incredibly important to pay attention to the concept of different
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learning styles because students will react differently in classroom depending on their
style.

Sensory preferences refer to the physical, perceptual learning channels with
which the student is the most comfortable. These are visual, auditory, and hands-on
preferences. Visual students prefer to read and obtain a great deal of visual
stimulation, but will struggle with lectures, speeches, and oral directions without any
visual backups. In contrast, auditory learners feel comfortable without visual input
and therefore can enjoy lectures, conversations, and oral directions, but have difficulty
in writing or understanding written instruction. Activities such as role-playing will
make them more active in the classroom. Hands-on students, which is also explained
as students with a combination of kinesthetic or movement-oriented and tactile or
touch oriented , like lots of movement and enjoy working with tangible objects,
collages, and flash cards, but sitting at desks for long period is not ideal and they prefer
to have frequent breaks and move around the room.

Recently, new a course of study by MEXT (2000: the Japanese Ministry of
Education, Culture, Sports, Science and Technology), has put emphasis on the
development for English listening and speaking abilities in Japanese lower secondary
EFL education. As a result, students who have an oral or kinesthetic learning style
may well have the tendency to have these abilities developed more thoroughly despite
their abilities of grammar knowledge potentially becoming affected. To address these
learning styles, teachers should alternate teaching method to enable the students to
adapt their preferences, which are directly related to a role of teacher. If teachers are
aware of the sensory preferences of their students, they could teach English more
effectively without giving students excessive pressure on their learning. This is

related to applying learning strategies in terms of the affective domain. Portfolios can
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play a very effective role in recording information involved in the learning process,
allowing teachers to recognized individual learning styles and also allowing students to
find their preferences by themselves.

Intuitive, random learning, and sensory/sequential learning are other key aspects
that can affects the learning process. Intuitive students can think in abstract,
large-scaled, non-sequential(random) ways and therefore they can distill the main
principles of how the new language works and thus can conceive the underlying
methodology that supports it. The opposite of such learners are the
sensory/sequential students, who are concerned with concrete facts that need to be
presented in a step-by-step, organized fashion with their affection. Concrete,
step-by-step learning is mundane for the former type of learners, so they would rather
take daring intellectual leaps. The latter, on the other hand, prefers such learning and
does not think abstract principles and underlying language systems important. They
just want to do the task at hand and then move on to the next activity. As a result,
they are also frequently slow and steady learners who learn at their own pace.
Teachers who can identify the learning styles and features of their students are able to
reflect on their approaches to teaching them and adapt their planning and teaching
methods accordingly.

The orientation towards closure or openness is also an important aspect which is
expressed as the level to which the person needs to reach decisions or clarity of
thoughts.  This dimension is closely related to tolerance of ambiguity and is probably
associated with flexibility in learning styles. Students oriented towards closure have
a strong need for clarity in all aspects of language learning. They want lesson
directions and grammar rules to be spelled out and are unable to cope with much slack

in the system. Students who want rapid closure are often serious, hardworking
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learners who have developed useful metacognitive skills such as planning, organizing,
and self-evaluating. They like control in their lives and in their learning. Students
who have less of an orientation towards closure are sometimes known as “open”
learners. They take language learning far less seriously, treating it like a game to be
enjoyed rather than a set of tasks to be completed and judged. They frequently do not
care for the deadline and are more concerned with having a good time in the language
classroom and soaking up what learning they can through osmosis rather than hard
effort. Though these types of learners appear to have only detriments, they are said to
be able to do better in developing fluency and keep themselves open to new
information. It depends on the learning situation. Highly structured and traditional
classroom settings will prevent them from learning English effectively.

Closure-oriented and open learners provide a good balance for each other in the
language classroom. The former are the task-driven learners, and the latter know how
to have fun whilst learning. Teachers should consciously create groups consisting of
both types of learners to have them benefit from cooperative collaboration with each
other. In my view, to do so effectively teachers should record and keep information
after the cooperative task. From that perspective, portfolios should be effective tools to
get both students and teachers to reflect upon their learning and instruction within a
group setting.

In my opinion, it is difficult to change these styles independently or through
external force. However, if teachers or students, from a professional or learner’s view,
feel the need to change them, it would be very supportive to obtain the knowledge for
change such as strategies, and abilities to shift styles where necessary through
programs realistic, objectives, and appropriate tasks.  Oppositely teachers can get

the chance to stop for students changing their styles in vain.
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2.4 Teacher Roles

In this section | have outlined the role of the teacher, and its characteristics.

The teachers’ role in language classrooms has been widely discussed all over the
world, including Japan. To promote students’ responsibilities on learning, the
teacher’s role in Japan has also been reflected upon.

In a study of an Australian model, Barlett and Balter(1985) found teacher
assistance was required in the following areas:(1)Needs assessment skills; (2)Course
guidelines; (3)Bilingual help in negotiating the curriculum; (4)Continuity in the
program; (5)Educational counseling; (6)Conflict resolution; (7)Teacher role
specifications.

Scarcella and Oxford (1992) referred to the role of language teachers as follows:
(1)Information-gatherer; (2)Decision-maker; (3)Motivator; (4)Facilitator; (5)Provider
of large quantities of authentic English input and opportunities to use this input;
(6)Counselor and friend; (7)Provider of feedback; (8)Promoter of a multicultural
perspective

Richards(1996) has described the language teacher’s role as follows: (1)Needs
analyst, (2)Curriculum developer, (3)Materials developer, (4)Counselor, (5)Mentor,
(6) Team member, (7)Researcher, (8)Professional.

| relate more to Richard’s definition because of its well-organized reference to
the teacher roles, also suggest the new roles for learning-centered instructions in

addition to old ones rather than deny the effectiveness of traditional ideas.
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CHAPTER 3 PURPOSE

Although studies have illustrated many advantages concerning student’s
own learning as a result of portfolio programs, almost no studies have attempted
to investigate the underlying attributes of the student’s learning processes through
the programs; that is, specific development of students learning characteristics.
The recognition the students have about their own learning may contribute to the
development of their ability to learn holistically, as well as improve their
academic achievement. Thus, the purpose of this study was to strategically
examine how strategically a portfolio program can help improve student’s

independent learning. The research questions of this study are;

“To What Extent Can Portfolio Promote Students’ Autonomous Learning?”

1 How can portfolios enhance the participants’ metacognitive ability to promote

autonomous learning?

2 How can portfolios socialize the participants’ individual learning to improve

their interdependence for autonomous learning?
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CHAPTER 4 PILOT STUDY: CHARACTERISTICS OF LEARNERS IN AN

EFL CLASSROOM FROM THE VIEWPOINT OF LEARNING STRATEGIES

4.1 Purpose

This research was motivated by the necessity to analyze learners’ characteristics
and attitude toward English learning in a Japanese senior high school and apply the
implications for further study. The specific purpose of this study is to identify the
students’ present use and recognition for language learning strategies. The research

questions are:

“What are the characteristics of the students in the school?”
1 What strategies are used in English classrooms?

2 What strategies do the students think are useful for their learning?

4.2 Method
4.2.1 Participants

The participants of this study were 150 students, including 37 second (22 girls
and 15boys) and 32 third (20 girls and 12 boys) graders of an English course and also
41 (20 girls and 21 boys) second and 40 (28 girls and 12 boys) third graders of a
General course in a public senior high school in Aomori Prefecture in Japan.

About one-third of the English course students wanted to get a job and the rest of
them continue to higher education, such as specialty schools, colleges and universities
after graduation. In contrast, almost all of the students in the General course wanted

to enter university after graduation.
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4.2.2 Materials

The instrument employed for the data collection was the Strategy Inventory for
Language Learning (SILL), version 7.0 (Oxford, 1990). It was accompanied by a
questionnaire which included some questions about the strategies and the student’s
thoughts on learning English. The original SILL templates translated into Japanese
ahead of time for use. (Appendix I)

The SILL version 7.0 is a self-evaluating questionnaire for other language
speakers learning English to help them understand better how they learn a new
language and how they become better learners. It consists of 50 statements based on
language strategies requiring an answer five choices numbered 1 to 5, ranging from
“Never or almost never true of me” to “Always or almost always true of me”.

Oxford (1990) categorized the 50 strategies into six categories as followings:
memory (also called” Mnemonic”), cognitive, compensation, metacognitive, affective,
and social strategy groups. The former three categories are defined as “direct
strategies” and the latter three as “indirect strategies.”

Memory strategies help learners link a new item with previously gained
knowledge. These devices are useful for memorizing information systematically in
various ways. Cognitive strategies help learners make and strengthen associations
between new and already-gained information and facilitate the mental restructuring of
information. Compensation strategies for speaking and writing help learners make up
for missing knowledge when using English in oral or written communication, just as
the strategy of guessing from the context while listening and reading compensates for a
knowledge gap. Metacognitive strategies help learners manage themselves as
learners, the general learning process and specific learning tasks. Affective strategies

include identifying one’s feelings (e.g. anxiety, anger, and fulfillment) and becoming
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aware of the learning circumstances or tasks that evoke them. Social strategies
facilitate learning with others and can help learners understand the culture of the

language they are learning.

4.2.3 Procedure

In June 2006, the participants were administered the questionnaires. The
purpose of this study was explained to participants and they were given instruction in
Japanese how to complete the questionnaires. It was also explained to them that there
would be neither correct nor wrong answers, that they would answer according to their
use and recognition of strategies at that time, and that they would answer immediately
after every question was read aloud. It took approximately 40 minutes to finish
administrating the questionnaires in order to ensure the participants did not

misunderstand the contents.

4.3 Results
4.3.1 Learning Strategy Frequencies

Table 4.3.1 shows mean scores of total and each categories of learning strategies.
The total average mean scores was 2.59 on indicating medium use. Four out of the
six categories’ mean scores were also within the medium range from 2.5 to 3.4.
Those categories were Compensation (M=2.90: highest), Cognitive (M=2.79), Social
(M=2.71), and Metacognitive (M=2.59). The mean scores of the other two categories
were within the lower range from 1.5 to 2.4. Memory strategies’ mean score was 2.24

and Affective strategies’ was the lowest at 2.18.
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Table 4.3.1 Students’ Use of Learning Strategies

Strategies Mean Max Min SD
Memory 2.24 4.6 1.0 .56
Cognitive 2.79 4.3 1.0 .61
Compensation 2.90 5.0 1.0 .68
Metacognitive 2.59 5.0 1.0 76
Affective 2.18 4.0 1.0 .60
Social 2.71 5.0 1.0 .76
Total average 2.59 4.4 1.0 .50
(n=150)

N.B. The max and min figures refer to maximums and minimums for section scores.

Three strategies out of 50 have comparative higher mean scores (over 3.5) and
two have low ones (below 1.4). Higher scores strategies were achieved in No.10 “I
say or write new English words several times.” (M=3.6) in Cognitive Strategies,
No0.29”If I can’t think of an English word, | use a word or phrase that means the same
thing.”(M=3.6) in Compensation Strategies, and No.45”If | do not understand
something in English, | ask the other person to slow down or say it again.”(M=3.9:
highest) in Social Strategies. Lower scores were No.7”l physically act out new
English words. ” (M=1.4) in Memory Strategies and No. 43”1 write down my feelings

in a language learning diary.” (M=1.1) in Affective Strategies.

4.3.2 The Recognition of Useful Learning Strategies
As shown in the following table, students in the school recognized Cognitive

strategies as the most important, in contrast they recognized affective strategies as the
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least important. About half of the students found cognitive strategies important
(47.9%), while only one student out of 142 chose Affective strategies as important
(0.7%). Other strategies were ranked: Metacognitive strategies (17.6%), Social

(14.8%), Memory (10.6%), Compensation (8.5%).

Table4.3.2. Students’ Recognition of Useful Strategies among SILL Categories

Strategies Number(=n) Percentage (%) Rank
Memory 15 10.6 4
Cognitive 68 47.9 1
Compensation 12 8.5 5
Metacognitive 25 17.6 2
Affective 1 0.7 6
Social 21 14.8 3

N.B. The participants were told to choose one category only. (n=142)

4.4 Discussion

First of all, we can see how frequent the students in the school utilized learning
strategies from the results from Table 4.3.1. The mean score of the use of language
learning strategies was 2.59 on a scale of 1 to 5 within the range that Oxford defined as
a ‘medium’ use.(from 2.5 to 3.4)

The figure indicates that the participants actually used learning strategies on
average for English learning in their daily life. However, the score was the lowest on
the middle range. Then looking into each category, two categories out of six were on
the lower range from 1.5 t0 2.4. Memory and affective strategies were not being used

effectively for their language learning. These figures imply that language learning
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strategies were not used frequently, indicating the potential for students to learn
English more effectively and that teachers need to have students recognize their
situation and the usage of language learning strategies.

Secondly, the high frequency of compensation strategies shows the students are
likely to be struggling in their language learning. This is because compensation
strategies are based on problems with communication. The strategies are used only
when there is an inability in communication or reading. The problem stems from
their lack of English abilities. In fact, their average of the time learning English is
2.13 hours per week. They do not have enough spare time to study English, and this
figure is not enough for them to continue with English after graduation. Most of them
cannot solve learning problems for English by themselves and are not autonomous
learners with when it comes to such learning problems.

In Table 4.3.2 the students did not considered compensation strategies as useful,
however Table 4.3.1 identifies compensation strategies as the most used. The
unconscious preference of Compensation strategies hinders the development of other
learning strategies. This also means that they need to identify their present learning
situation before they can develop other learning strategies.

Third, the low score of memory strategies is also relevant to the shortage of the
students’ learning time. Memory strategies need to have a comparatively long time in
use to be effective. Therefore, non-motivated students find it much harder and less
likely to retain the useful information.

Fourth, the Affective strategies’ score is the lowest because the students are
unaware of how to use them or how effective they are. In my observation, a lot of
students were confused by the questions being administered in this category. It

seemed that they cannot link those questions with their learning. The lowest figure of
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Table 4.3.2 provides evidence of this. Even in a wider educational context, this
argument can often be presented. The Japanese educational system has been based on
the teacher-centered, knowledge-oriented class for a long time, using cognitive
strategies, and this system strongly affects the students’ way in which they learn
English. The highest figures in Table 4.3.1 and 4.3.2 emphasized this. In other
words affective strategies will be one of the key points that will allow the students in
this school to learn English much more effectively and to allow the teachers to have
their instruction more acceptable and effective.

Finally, it is interesting to consider that the students’ actual use of learning
strategies does not coincide with the recognition to their usefulness. | referred all the
strategies except Metacognitive and Social strategies. Here | will elaborate on these
two strategies. These two strategies have the second and third highest percentiles on
Table 4.3.2 and do not have any special characteristics on their use frequencies. This
indicates that they will be effective for learning English because they are now being
used routinely and recognized as useful by the students.  The use and devices within
these strategies are very easy for the students to adopt when studying English in the
classroom. Teachers have to facilitate students’ learning and develop autonomous
learning with suitable devices, such as strategy training and portfolios.

The data from the reports on their impression regarding this study indicates that
many students found themselves unconscious of their own learning styles, including
strategies, preferences, and motivation. Simply applying SILL questions allows the
students to begin to recognize different styles of learning and reflect upon their
learning. If teachers and learning devices enable the students to become conscious
about their learning in the classroom or program, how effectively could students learn

English by themselves?
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4.5 Conclusion and Implications from the Pilot Study
This study examined the tendencies to use language learning strategies and the
recognition of the importance on them by upper secondary school students. The

findings and implications from the results are as follows:

1 What strategies are used in English classrooms?
It is apparent that Compensation strategies are used the most within the English
classrooms, followed by Cognitive and Social strategies. Affective and memory

strategies were used the least.

2 What strategies do the students think are useful for their learning?

Cognitive strategies are regarded as the most important strategies by
approximately half of the participants. Metacognitive and social strategies were
chosen by one-sixth of the participants.  One-tenth participants thought of
Compensation and Memory strategies as the most important strategies. Only one

participant out of 142 chose affective strategies as the most important

“What are the characteristics of the school?”

As a whole, a range of the language learning strategies are not used enough to
learn English effectively because of traditional teaching and learning methods. There
Is a mismatch between the students’ actual use and recognition on the important of
learning strategies. It may cause a friction and act as a barrier between effective
instruction and successful learning.

The students also do not also recognize their own learning styles sufficiently.

Some are not completely unconscious about their learning; however, some are not
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motivated highly enough to study English in spite of their objectives for after
graduation.

The overall findings lead us to the conclusion that each school has their own set
of individual characteristics in language learning, and many students have problems
with their English learning whilst some are completely unmotivated. Learning
strategies are not introduced to them sufficiently to enable them to resolve their own
problems. Some are totally unconscious about their learning style and are unaware of
their own problems. This is why they require more time to learn English and to
become responsible for their own learning.

As they learn English over time, some of them can retain some learning
strategies in natural. Although only a little strategy training has been carried out in
Japanese language classrooms, students know and use some actually. However, the
classes in Japan still are teacher-centered and knowledge-oriented. This is the very
implication that we teachers must change our classes and even our own teaching
method. We need to change our roles as teachers and also have the students’ ways of
learning become more sophisticated.

Given the potential of language learning strategy training and the metacognitive
device, they should be able to reflect on how they learn and how they should learn, and
try to experiment new ways which suit their own styles. Therefore they will have
responsibility for their own language learning and be better-motivated. How to
reflect on their studies is very important and the language learning strategies provide
exact skills to help solve their learning problems and focus on their studies. To
recognize and to have them face their own problems individually is essential for both
students and teachers. Naturally, there are some broader implications for further

research considering the findings in this study.
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(1) How should teachers and students collect educational information?

Data collection must be both quantitative and qualitative. Quantitative data
gathered from authorized questionnaires can sometimes be too objective. Quantitative
data is often specific and accurate and can highlight the students’ weaknesses and
strengths. Teachers and students can analyze learning styles objectively on the basis
of this information, recognizing and developing the ideas from a metacognitive
perspective.

SILL’s, learning strategies survey is a very official and convenient tool for both
teachers and students to get to recognize the use of strategies objectively. The data
gathered from it is very quantitative. The methods needed to diagnose students and to
provide feedback are embedded in SILL. If it is administered periodically, the data
can be used as a process-based assessment throughout the entire curriculum. In
addition, the learning strategies are not only the standards but also specific skills for
solving learning problems. It is an optimal tool for teachers to facilitate the students’
learning objectively and for the students to improve their metacognitive ability in their
own learning.

Qualitative data is mainly gathered from teachers’ observation. The data can
serve to eliminate any abnormalities gained from the results of quantitative data.
Quantitative data sometimes damps students’ motivation to study because the data is
too final - pass or fail / good grade or bad grade. The data has the potential to
disappoint the students. In this case, qualitative data can highlight their strengths, and
help to motivate the individual. In other cases, students can be satisfied easily with
the subjective data only when they compared themselves with the others. Therefore,
data collection and analyzing should be based on the present of both data.

For most teachers, it is very difficult to observe their students and collect
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quantitative data in a single class. It is easier, therefore, to collect the data
continuously over a long period of time. If the collection is carried out under such a
condition, the data should be good enough to reflect both learning processes and results
effectively. If time-constraints make it impossible to collect and handle the data,
gathering data using forms like free-writing questionnaires is a convenient way.

In any case, descriptive and more detailed data is more practical, acceptable for
students, and gains more validity. To focus on the levels of the classroom, smaller
groups, and even individuals, it is also necessary to collect more specific information

and analyze it in depth.

(2) How should teachers and students communicate this information?

Data interpretation should be on balanced with sets of both data. There is a risk
to analyze the information from one way objectively because the data is too direct for
the students.  This good/bad type of data may hurt the students’ feelings and lower
their motivation towards their language learning. To prevent such a situation,
teachers have to take into account what is not presented in the numbers on the data,
such as students’ traits, abilities, attitude, and so on. That is why the balance between
subjective and objective is needed for assessment for both teachers and students. This
is why communication between the two is essential. Students have the right to enjoy
learning English with confidence, and comfortable learning environment to eliminate
fear of risk-taking under the instruction of teachers. These emotions of enjoyment
and fear are directly related with the affective domain in their learning.

A well-balanced set of data is desirable. It is very important to consider the
quality of information to convey. Teachers are likely to be too subjective or objective

when analyzing the data from their students. Teachers are likely to believe in their
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own observations because of their experiences. Conversely, they are likely to
interpret the data too objectively. Such a one-sided interpretation has the possibility
to influence on the students’ learning attitude and styles, which could lead to both
positive and negative ramifications. There must be different interpretations, a kind of
debate, between teachers and students. To refrain from meaningless discussion or

confrontation, the information must be provided on a well-balanced set of information.

(3) When should teachers and students exchange reflective information with each
other?

Data exchange must be done periodically. The information must be exchanged
regularly. This can accelerate the development of students’ process-based learning
rather than result (knowledge)-based learning. From the information, they can reflect
their current status, such as their abilities and goals, on their educational situation
periodically. This should work well on their metacognitive domain and motivational

levels and also provide the teachers with a chance to change their teaching style.

(4) What should be included in written and oral communication between teachers
and students in and around English class?

A lot of information from students was gained that 1 would have never
recognized without this study with SILL and other questions. The information can be
very useful and meaningful for us teachers to diagnose our students, organize the
programs of study and conduct our instructions directly accordingly. In contrast, the
information can also be very useful for the students to reflect upon their learning and
improve or even change their learning styles. Therefore, teachers need to have

opportunities to access the student’s information and feedback on it.
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As for general feedback such as class or courses behavior and attitudes, teachers
often tell the students this directly in class because it is very pedagogical and not
private feedback. However some, especially unmotivated or immature learners, may
not accept this feedback easily as it can hurt their self-esteem and embarrass them in
front of their peers. Therefore, it can be more productive if teachers utilize their
feedback individually.

As for individual feedback, teachers should not be direct with the student as
described above. In addition, the diversity and complexity requires plenty of time to
discuss with the students. It is less likely for teachers to make this available to
provide the students with sufficient information orally. It is very difficult for them to
have time to discuss it individually. The time is limited for both teachers and students
because of the time-constraints of the Japanese educational system. Therefore
teachers should always pay attention to prepare and provide opportunities to discuss
the feedback not sporadically but regularly, and then the devices such as logs and
portfolios will be effective in exchanging individual and private information. To
reflect properly on the learning of students and instruction of teachers closely, teachers
should check the record of student’s learning description sufficiently and create and
maintain their own teaching logs, which can be developed into teaching portfolios.

If both teachers and students reflect their teaching and learning styles using the
well-balanced way not as a one-off but in the long term, the classes should be more
enjoyable, pedagogical, and student-centered. All the information provided as a
result should be useful and helpful for those people connected with education.
Especially the information provided by teachers is invaluable for the students as well
as the information noticed by the students themselves. Teachers need to facilitate the

transition of the students from dependent learners to reflective, autonomous ones.
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CHAPTERS METHODOLOGY

This paper reports on a portfolio program, focusing on student responses to the
instructions along with learning strategy training. The portfolio program has a cycle,
shown in Figure 5. It has four phases: Preparation; Implementation; Assessment;
Modification. Preparation has two sub-categories: Preliminary Investigation; Specific
design. Implementation’s four sub-categories are Basic Activity, Free Assignment,
Cooperative Activity, and Term-ending Activity. Assessment is subcategorized into
two: Instructor’s Reflection; Proficiency Test. After above-mentioned three phases

comes Modification.

Figure S The Cycle of This Portfolio Program ™~
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5.1 Participants and Settings

The portfolio program was conducted at a Japanese public high school in Aomori
Prefecture. There were thirty nine participants in this study, with various levels of
ability and motivation towards learning English. The participants were all the
third-year students in an English course. Half of the participants would like to
continue to higher education after graduation, whilst others would like to enter
full-time employment.

The participants were taught English in groups of approximately twenty students,
labeled Group A and Group B. In April, I divided them into two groups by use of the
student number: odd or even. Therefore, the two groups were not divided by their
English proficiency. In the program, they were occasionally taught together as a
whole class.

The students had taken neither systematic learning strategy lessons nor ones
through a portfolio program. Therefore, they all had received different experiences
on learning strategies and had not experienced lessons with portfolios prior to this
study, which would influence their perception. Since | was interested in their
perception in order to make a portfolio program, only the preliminary survey for
student perception was considered appropriate.

English Comprehension, English Expression, Intra-cultural Understanding,
Computer-LL Practice, and Lifetime English were required subjects for the third-year
students in the English course. However, the portfolio program was conducted only
in Lifetime English twice a week.  The length of class was 50 minutes.

In the initial lesson, the program outline was explained to the students and

permission and cooperation was requested so that we could work together as partners.
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5.2 Problem Identification

Most students in Japan have never been educated in continuous strategy training
programs or with learning portfolios. Therefore, students could not develop their
independent learning skills. In other words, most students were not autonomous
learners who could control their learning, reflect on it, and improve it. Japanese
teachers also do not facilitate their students’ autonomous learning enough. The
problem is that communication between teachers and students has declined, which
influences the effectiveness of the students learning ability.

Portfolios give teachers and students many chances to communicate with each
other. Teachers can give individual and appropriate feedback to their students and
students can improve their learning by using the detailed information from portfolios
and teachers’ feedback. However, general program including the use of portfolios
takes a long time to implement. In upper secondary schools, Japanese teachers in
service are too busy to have time to give students plenty of individual feedback. This
is one of the reasons why portfolios have not been developed in Japanese upper
secondary schools.

With portfolios, students are able to have more chances to be reflective about
their own learning, convey their problems about their learning to their teachers, peers
and parents, and get a variety of effective feedback from many perspectives, which
means they can socialize their learning.

In order to improve their learning, they should first recognize their
metacognitive abilities. Initially, they should know where they are in relation to their
final goal to be good learners. Secondly, they should set their appropriate objectives
on their own or through communication with others. Thirdly, they should identify

problems concerning with difficulties in their own learning and reflect upon on them.
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Finally, they need to recognize, develop and adapt their learning styles.

5.3 Preliminary Investigation for Specific Design

Following portfolio programs studied so far, | initially investigated participants,
their ideas about portfolio use, and their use of learning strategies. And then, | designed
a portfolio program suitable for actual implementation in Japanese upper secondary
school EFL classrooms. At last | reflected on the program using the information

gathered from the data of observation, participants’ data, and so on.

5.3.1 Present Data on Participants

| administered a questionnaire in order to get information about the participants.
| asked participants four questions: (1) Do you have any certification to prove your
English proficiency? ; (2) How many hours a week do you study English out of
school? ; (3) What is your objective for learning English?; (4)What do you think is the

best way to measure your English abilities? (Appendix I1)

(1) Do you have any certification to prove your English proficiency?

As a result, all students have STEP Test certification. Some students have more
than one certification. The STEP Test is one good way to certify the abilities of
students in the school. Students in the school also recognize it to do so. This is why
| use Pre-2nd STEP data for the proficiency test in this program.

The Step Test is an English test conducted by the Society for Testing English
Proficiency (STEP). It is a criterion-referenced test with seven grades from 5 to 1
that examinees either pass or fail. It is a four-skill test, assessing a combination of

receptive and productive skills. STEP Grades from 3 to 1 consists of two stages: first
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stages with reading and listening tests; second stages for a speaking test. Only those
who pass the first stage with reading and listening can progress to the second stage.
Applicants who pass the both tests can receive certification. It is conducted three
times a year.

In its 2003 strategic initiative ”Japanese with English Abilities,” MEXT( the
Japanese Ministry of Education, Culture, Sports, Science and Technology) designated
STEP Test Grade 2 and Pre-2 as benchmarks for high school graduates. Therefore,
English teachers in secondary schools in Japan often use STEP Test to measure
students’ progress. | can surely say that the STEP Test is the most familiar test for
students to measure their English proficiency.

Table 5.3.1.1 The Participants’ Data of STEP Grade

Grade N=P Percentile | Percentage

Pre-2™ 11 11 26.2

Pre-2" 1%t 1 12 8.3

3" 17 29 58.6

3 gt 4 33 12.1

4" 6 39 15.4

5t 3 42 7.1
Nothing 0 42 0

(n=42)

(2) How many hours a week do you study English out of school?
Most of the students, 23 students, answered that they had almost no hours to study
English at home. Only two students answered that they studied from three to five
hours a week, 12 did from one to three. Even though participants are in an English

course, they had almost no time to study English out of school. They were likely to
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depend on the classes at school. In other words, they were not autonomous learner
then.
(3) What is your objective for learning English?

There are various reasons as to why the students studied English, such as career,
studying abroad, traveling, and so on. It was hard for the students to link their
objectives for learning English to their English abilities. Some want to live abroad,
some want to enter university, whilst others are happy to graduate or get good marks.
It is safe to say that most students have their own objectives, but many of them cannot
recognize them as achievable. Teachers should have their students identify their

objectives and arrange a list of achievable target, in chronological order.

(4) What do you think is the best way to measure your English abilities?
Following table shows the participants’ responses to the question of” What do
you think is the best way to measure your English abilities?’

5.3.1.2 The Participants’ Responses to the Question

Types of Assessment N Percentile Percent Rank

Term Test 23 23 53.5 1

To ask Teachers 9 32 21.0 2

School Grade 4 36 9.3 3

STEP 4 40 9.3 3

To ask Others 2 42 4.7 5

Self-Assessment 1 43 2.3 6
(n=43)

Half of the students see the term tests as the best way to measure their English

abilities. They think of the term tests as the only way available for their abilities in
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English abilities to be demonstrated and estimated.  The problem is that many
students tend to assess themselves solely, sometimes strictly, by the results of the term
tests. Even though they can communicate with others in English well, they think that
they will not be assessed well. This proves that there is a bias. Result-oriented
assessment is emphasized too much, even among students. That is why | want to
emphasize the process-oriented assessment. Nunes(2004) showed the similar context
in Portugal in a thesis, which say that such misconception is probably the result of a
long tradition in education that focuses on results and products. This assists my idea
of the reason why | emphasize the learning process and process-oriented assessment.
I would like to have the participants recognize the importance of their learning process

and to become autonomous learners through a portfolio program.

5.3.2 Learner’s View of Portfolios

Students have never used portfolios because portfolios are a kind of new
approaches. Therefore, I administered a questionnaire to gather data on portfolio use
in order for the students to learn English through this program more effectively. |
asked students two questions about portfolio use (See Appendix Il1): (1) When you use
the learning portfolio like this, what items do you think are needed to develop more

effectively? ; (2) How should portfolios be used?

(1) When you use a learning portfolio like this, what items do you think are needed to
develop more effectively?

Eight items were answered by students: participants’ day objective; what they’ve

learned; textbook information; questions; what they couldn’t understand; comments

from teachers; comments from friends; reflection. Though the implementation of
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portfolios has been introduced in many schools, portfolios have not been employed in
many schools in Japan yet. This means that there are very few instances of portfolio
implementation for students in Japan, in particular Japanese EFL education. Even
though I have read many oversea books on portfolios, | could not imagine the format
of a portfolio, which includes content items. Therefore, | asked the students what
items are needed for their own portfolios. In my opinion, the informed content and
items from the students’ answers will lead the students to accept their first experience
of portfolios more easily. That is why | incorporated all the items from the students’
answer into the portfolio. | made a format of portfolios for basic activities, which
include students’ number, and the lesson date. In this way, | could get precious

information from the students and modify the format which | had thought out.

Table 5.3.2.1 The Participants’ Responses to Question 1

Items N | Percentage Items N | Percentage
Participant’s Daily learning Objective | 10 27.0 New Information Learned 3 8.1
Lesson Content Understood 7 18.9 Comments from teachers 3 8.1
Textbook information 6 16.2 Comments from friends 3 8.1
Questions 4 10.8 Reflection 1 2.7
(n=37)

(2) How should portfolios be used? (How often should it be handed in? / How should
it be used?)
Following table shows the participants’ responses to the question of” How should

portfolios be used?’
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Table 5.3.2.2 The Participants’ Responses to Question 2

Frequency of Use N Percentile | Percentage Rank
Every lesson 13 13 44.8 1
Monthly 8 21 27.6 2
Weekly 6 27 20.7 3
Every term 1 28 3.4 4
Every test 1 29 34 4
(n=29)

The main answers are shown in Table 5.3.2.2. Other answers out of the table
are that portfolios should be filed, that students themselves supervised their own
portfolios, and that they should be shown to others and so on. These minor answers
were incorporated into actual implementation.

It was surprising that many of the students want to hand in their portfolios after
every lesson. However, | also feel some possibilities that many students have little
confidence to control their English learning on their own. It is safe to say that

students depend greatly on the feedback from teachers.

5.3.3 SILL( Strategy Inventory for Language Learning )
Learning strategies are actual processes to learn English well and are always

described concretely. Therefore, they are easy for students to understand. In
addition, strategies are directly concerned with dealing with the learning problems of
the students. With the strategies conducted in lessons, students could tell whether
they could make it or not, and then students will be facilitated to solve their learning
problem with the strategies they use. In order for students to set their objectives and

to be reflective on their learning comparatively with ease, | incorporated learning
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strategies into my lessons through the portfolio program. Before the actual
implementation, | gathered the data through SILL so as to get to know their use of

learning strategies and focus on some strategies used actively and targeted for the

program.

Table 5.3.3 The Participants’ Use of Learning Strategies
Strategies Mean Max Min SD
Memory 1.9 3.4 1.0 0.49
Cognitive 2.7 4.1 1.6 0.63
Compensation 3.0 4.3 1.2 0.76
Metacognitive 2.6 4.4 14 0.70
Affective 2.7 4.0 1.2 0.64
Social 3.2 5.0 2.2 0.65
Combined Use of Strategies 2.6 3.8 1.6 0.48

(n=37)

As shown in Table 5.3.3, five out of six categories were within the medium range
from 2.5t0 3.4. Social strategies are used the most; conversely memory strategies the
least. Only memory strategies belong to the lower range.

This also shows that many of the students like communication, but they do not
like to spend much time to memorize words and phrases and do not know how they
can do so. In my opinion, it is hard for the students to work autonomously over time
and there are also many higher ability students in this class, which can imply some of
them will not develop new ways in which to learn English. Therefore, they should be

taught a wide range of learning strategies.
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5.3.4  Usefulness in Specific Learning Strategies
Following table shows the Participants’ view of the usefulness of specific learning
strategies.

Table 5.3.4 The Participants’ View of the Usefulness of Specific Learning Strategies

Useful Strategies N (%) Useful Strategies N (%)
Memory 1(2.8%) Metacognitive 7(19.4%)
Cognitive 14(38.9%) Affective 1(2.8%)
Compensation 4(11.1%) Social 9(25.0%)
(n=36)

As indicated in Table 5.3.4, the students thought cognitive strategies as the most
useful ones, followed by social strategies. On the contrary, it was surprising that only
5.6 percent thought memory strategies and affective strategies as the most useful ones.
This showed that many of them thought that memory strategies and affective strategies

are not so important for their English learning.

5.3.5 Specific Designs
I designed a portfolio program specifically along with the data gathered from
participants. The target strategies and features of portfolios are reflected in the
program.
My specific designs are as follows: (1) Students can make their own portfolios.
It could prompt them to record their learning and encourage them to reflect on their
own learning. (2)Set a target strategy, every class explicitly or implicitly. It would
get students to be familiar with learning strategies. Not to mention, it can also make
students more likely to feel satisfied with what they have learned in class.

(3)Conduct pair work and group work occasionally. Cooperative learning would
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help students learn better. In fact, it is one category of strategies embedded in this
program implicitly. (4)Apply peer/group reflection on the students’ learning.
Reflection and feedback in various ways, from people involved, would help students

to reflect better and to become autonomous learners.

5.4  Materials

In order for my students to become conscious of their learning more strategically,
I adopted learning strategy training, whose model was developed by Oxford(1990).
I had instructions combining explicit and implicit strategy training. | taught the
memory strategies explicitly and meta-cognitive strategy implicitly.

The students use five out of six strategy categories well, with memory strategies
being sixth. They do not recognize memory strategy as an important one. In
addition to this, cognitive strategies are used well and thought of as the most
important.  Therefore, they will be keys to improving the student’s English learning.
I decided to teach memory and cognitive strategies explicitly in lessons.

Based on the data analysis mentioned above, | designed a specific portfolio
program. From the data, | decided to teach memory strategies directly in this
portfolio program and cognitive ones directly in the next program. Throughout the
portfolio program, the student’s abilities were observed in terms of metacognitive and
affective domain. This approach was used to have the students learn English with

social strategies.

5.4.1 Procedures
The program was carried out in the first semester: from the beginning of April to

the middle of July. There were two Lifetime English lessons a week and 20 carried
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out in total. The English course students were divided into two groups and each
group takes a listening class and a strategy training class a week in turn. Therefore,
each group took about ten classes with portfolios in this program. A strategy training
class was instructed for the participants. In the first class, the students were

instructed in Japanese about the way to conduct portfolios.
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CHAPTER 6 RESULTS AND DISCUSSION

Chapter 6 provides an overview of the portfolio program carried out over the
period of three months with the class of 39 third-grade students in a Japanese upper
secondary school. It argues that by using portfolios in EFL education, the teacher can
not only diagnose the student’s characteristics, but also become aware of the student
development of meta-cognition and cooperation in English learning, thus facilitating
the students to be more autonomous learners of English.

This chapter consists of result and discussion about the data from
Implementation and Assessment. The Implementation is sub-categorized into four
sections; basic activity; free assignment; cooperative activity; term-ending activity.
The Assessment has three subcategories: Instructor’s Feedback; Instructor’s

Reflection; Proficiency Test.

6.1 Implementation

This part reports on student reflections, categorizing them into four
characteristics, and the teacher’s feedback to them. It subsequently draws upon
arguments that suggest how the student reflections can help the teacher make informed
decisions and choices in the actual implementation, and also how they contributed to a

greater student involvement in the portfolio programs.

6.1.1 Basic Activity
First the students wrote the date, their names, and school number on the portfolio
sheet. (See Appendix IV) Then, before setting out the strategy training for each

lesson, the lesson objectives were shown to the students and the contents of the
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lessons were explained. Students were then asked to write their own objectives for
the lessons.

While they worked in the lesson, they were asked to write working contents in
the sheet. Thus, they recorded what they did in the lesson in the portfolio sheet.
After finishing their work, they were supposed to write the lesson reflection in
English or in Japanese. They then handed in the portfolio sheet to the teacher after

each lesson.

6.1.1.1 Setting the Objectives

Students are supposed not just to be in class but to actively participate in it.
However, through a certain period such as a year, it is difficult for students to
concentrate on the lessons and for teachers to keep track on all their students all the
time, which means there are possibilities for all the students to give up their activity
easily in lessons anytime. How can teachers prevent this? Is it enough to simply
make the lessons more interesting? Teachers should find the ways to make students
responsible for their own learning.

Nunes(2004) stated that portfolios provide a chance for students to think about
who they are, what strengths and weakness they have, designed for the sole purpose of
inclusion in portfolios.

I, of course, support this idea that students should include themselves for their
own purpose in the portfolio. However, | do not think that many students write their
own objectives specific to their learning properly. Teachers should give their students
some cues, hints, and even ideas, indicating more concrete targets such as period,
termly, and certifications and so on. With proper advice or feedback given by

teachers and a plenty of time in order to think of concrete plans, students should be
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able to set their achievable objectives suitable to their abilities, and use their portfolios
to keep a track on their positive learning development. | am sure that portfolios can

promote their meta-cognition in terms of setting objectives.

6.1.1.2 Objectives for English Learning

In April, I had my students write objectives for their English learning. During
the first class in the portfolio program, many students wrote very vague objectives for
their English learning. Some students wrote big general objectives, some wrote the

nearest achievable ones.  The followings are examples of students’ entries:

Ayaka (female):17" April
I want to speak English well. | hope to listening a lot of English. | talk usually Ben
& Julia (who are ALT : Assistants of English Teaching).

Taira(male):19" April
I want to understand SVOC. STEP GRADE 2!
(SVOC means a word order: Subject-Verb-Object-Complement)

These objectives are very comparable. Ayaka’s objective was vague, in

contrast, Tai’s one is very concrete. | gave them feedback like this:

Ayaka, you want to speak English well. Think of how you should do concretely.

How about speaking to Ben or Julia at least once a day?

Your objectives are very clear. 1’ll teach you SVOC soon. Please come later! If you
master SVOC and other types of word order, it can help pass the STEP for the 2nd Grade. (To

Tai)
Concrete and appropriate objectives will always help to motivate the students to
achieve them. However, there are some cases that though students know they should

set the concrete objective, they could not do that. In such a case, the teacher should

give specific feedback to the students, concerning setting ‘their individual’ objectives.
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Sometimes | could not understand what they really thought of just only from the
descriptions student had written. | realized that they were not so sensitive about their
objectives themselves, whether they are learning for short time or long term. In
addition, the students have possibilities to miss out on their satisfaction for their
achievement in their learning, which meant their objectives are not likely to be

effective for their autonomous learning.

6.1.1.3 Objectives for Each Lesson

In my observation for setting the objectives each lesson, the students really had
problems setting their own objectives. Some students cannot find what should be
their own objectives for the lesson at all. Some students said, “I don’t know what |
should write (Hime),” “It’s difficult to write my lesson objectives!(Hiroyuki)”, “I have
run out of ideas for setting objectives.”

Some wrote the following: “Just enjoy!(Moe)”; “Won’t sleep(Yuuki);””Never
give up!(Seiya)” The objectives are not so bad for the students who are not motivated
highly, but not positive ones in academic sense.

Some wrote the objectives specifically, for example;

Mayumi(female)7" April

To get know two ways to memorize words & phrases.

Miyu(female)14" May
To memorize five new words.

Obviously these are not too tough objectives. However, the students could
identify targets which they could achieve or not, which on its own can help develop
their metacognitive abilities.

Even though some wrote the very same words as their objectives, what they each
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really want to say may be different. It depends on the conditions under which the
students are. The teacher should keep an eye on where the students are academically
and consider whether their comments have the same meaning or not.

There is also a point when the teacher must intervene, that is, the teacher should
get the students to set the ‘appropriate’ objectives through their own feedbacks. In
order to do this, teachers should get to know their students well, using methods such as
interviews. However, interviewing each student takes quite a long time. Portfolios
enable teachers to get to know the students well without interviewing and provide a
chance to give the students well-considered and individual feedback.

Sometimes, the student wrote good objectives in a certain lesson, but in the next
lesson they wrote abstract objectives again. To keep them from doing this, teachers
should explain what they teach and get the students to have some imagination of the
task in the lesson. A good plan and achievable objectives lead the students to
challenge what they should do in a concrete way. It makes them more autonomous.
Some researchers state that the objective in shorter term can contribute to develop
metacognitive ability better than in long term.

In addition to strategy training instruction, portfolios can help students set
short-term, appropriate, concrete objectives, which indicates they can apply them for

the general use.

6.1.1.4 Recording the Lesson Contents

In Japan, most students keep what they learn in the lesson in their notebooks, but
from my observation, many cannot use the content kept in the notebooks for their
learning effectively. Therefore, the sheet was created to include space in which

students could record the lesson contents.
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Many students wrote the contents in detail. Some students sometimes drew
pictures relating to the learning contents, thus allowing me to notice the students
artistic senses which can be assessed. In this particular instance, students could
express what they learned not only in the sentences but also in the picture, thus

showing me their strengths other than in English competence.

6.1.1.5 Writing Reflection

The students were assigned to write their reflections on their working portfolios
which they kept. For the first three lessons, the students recorded their reflections
during the last five minutes in class. However, since the writing time was short, they
did not write their reflections enough to show what they really thought of their learning
in the lesson at all. Therefore, my students were allowed to hand it in by the next day
in order to lengthen the writing time.

Students should know themselves more by the promotion of their meta-cognitive
abilities. Nunes(2004) pointed that teachers considered all reflective descriptions to
be important since they provide an opportunity for students to know themselves better,
their strengths and weaknesses and, consequently monitor their future actions and
performances. However, even if teachers think of all the descriptions as important,
he/she cannot give the students effective feedback quickly. There are many theses
that portfolios promote active communication. Besides, student metacognitive
abilities should be promoted by the portfolio use. Portfolios could contribute to
promote the learner’s metacognitive development.

From my observation, through this entire portfolio program, there were no
students who fell asleep in the lessons. With the inclusion of portfolios they should be

able to learn English in a positive manner.
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Students should know where they are, in respect to their English learning. In
order to get to know their learning habit or style, it is very effective to indicate the new
viewpoints in terms of characteristics of learners such as motivation, tolerance of
ambiguities and so on, thus being able to promote their metacognitive abilities.
Students will play an active role in the diagnosis of their weakness and strength.(Nunes
2004) Of course, teachers can guess the student’s context from their educational
experiences and give the students feedback, which sometimes are not related to the
student own feedback then. First, it is necessary for students to notice their own
learning context and culture by themselves, and second, for teachers to assist the

students if they are at a loss of direction in their learning.

Meg(female):23rd April

I could not achieve my objective today. When | was a lower secondary school student | used
some ways to memorize words and phrases, which you instructed today, but | do not use the
ways anymore. Now | feel like trying to use them again. (my translation)
After she entered upper secondary school, Meg had to face quite different
English lessons compared to lower secondary school. She had to catch up with more
academic content in lessons and unconsciously stopped using some methods she had

developed to learn English as a result. She found them effective again and tried to

use them again. My feedback was as follows:

Meg, never mind! You can try your objective again in the next lesson. If you can recall the

effective ways, start to use them soon. (my translation)

In fact, though teachers should pay attention to “all’ the students all the time, this
cannot be possible in the class which has many students. However, portfolios can

make it possible for teachers to do so even if under such conditions. Teachers are
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informed well and can make an “informed’ lesson responding to student needs.

If teachers have the students set their objective first in the lesson, and work
around these, teachers can get to know the student’s condition easily, and give them
effective feedback as soon as possible. This first step is very important for both
teachers and students.

Nunes(2004) states that the portfolio can be a useful tool for the promotion of
active participation of students. Besides, if teachers keep track on the student’s
learning with portfolios and get to know student’s styles and abilities including
metacognitive ones, from the data, not experiences, the teacher can help to facilitate
the students to set concrete, appropriate objectives smoothly and participate in the
lesson actively. In the long run, portfolios promote not only on-going interaction
between teachers and students but help to share a strong sense of responsibility for
English learning.

Portfolios can facilitate the participant’s self-assessment. To assess themselves
can seem very hard for participants. In particular, it was hard for some students to

find good points of their learning on their own.

Ayaka (female):28"™ May
I can find easily many bad points of my learning. On the contrary, | cannot find my good

points. In order to find my good points I try to work hard.

To Ayaka

It is a little difficult to find good points by ourselves. Ask your friends show you their
portfolios and find good points in them. It is easy. And think of your portfolio as someone
else’s and find your good points. You can find your own good points more easily. Keep

working like this, and your good points will increase naturally.

Showing others a portfolio is easy, which can give the owner many chances to

receive positive feedbacks by their peers. Looking at other portfolios can also help
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develop that individual’s metacognitive abilities. Portfolios can help to socialize the
participant’s learning, facilitate to assess their learning process in short term, and

develop one’s metacognitive abilities.

6.1.2 Free Assignment

The students were allowed to hand in what they had learnt freely. This free
assignment simply indicated the students own levels of motivation, and identified the
students eager to learn. Students studied English for their term-test, STEP Test, or for
their future dream. One student wanted me to read her opinion about world problems
in English.

In the data in 5.3.1, almost all the students did not study English at home.
However, many students handed in this free assignment. In fact, they are supposed to
get better marks in the term test because they are seniors in the school. It is a fact that
more students spend more time studying English at home. | got to know that even if
the portfolio documents they wrote were not related to the learning process and
nothing to do with the results of term test, some students wanted teachers to recognize
the work as evidence that they had made the effort.

The students had a working portfolio and they could file what they learned at any
time. If they utilize the portfolio effectively on their own, students can always get a
chance to notice their own strengths or weaknesses.

Some students handed in the sheet that they studied as the free assignment for
the evaluation portfolio. It showed that they could have pride of and responsibility
for their own learning. This activity made it possible to facilitate students to study
out of school.

Saki, who produced the most free assignment work in the class, wrote this as her
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final reflection in her evaluation portfolio.

During this program, | got to like English better. Though | am not good at English, | came to
like it best. The more | knew English, the more interest | had. | came to use English words
soon after | consulted it in my dictionary. The work in this program was so hard, but thanks
to that | could feel satisfied with my learning. | love this program because | could show what
I was thinking as it was directly through English. ... To write good reflection moved me to do

my best in the lesson. ...1 wish | could have started this program earlier. (June 21, 2007)

It is not the intention of this program to argue whether an earlier portfolio
program would be more effective or not. However, the student’s reflection suggested
that teachers should think to introduce a similar program to younger students.

It was a new finding for me that writing reflection can encourage students to do

well.  This is relevant for portfolios in getting the students involved in their learning.

6.1.3 Cooperative Activity

Group work was implemented in order to create display portfolios based on their
reflection.(see Appendix IVV) One learning group consisted of five students. First,
in the group the members decided their main role: leader; sub-leader; main presenter;
secretary, and so on. They were then asked to spend time in order to reflect upon how
they thought of their learning during the first term. They then shared their working
portfolios with each other and discussed these arguments: good points of others work
in the group; reflective points; new ideas; any other thing. They then were asked to
make posters and create a presentation. In the presentation, they were asked to assess
the other’s presentations and to write what they thought in the peer assessment entry.
Here are the examples they presented:

Good Points (my translation)

To memorize words, Sayaka utilized example sentences. (SLOTH:group name)

One member consulted with other’s opinion. (J.C.T)
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Every member could set objectives and achieve them. (KAZUAKI)

All the members participated in the lesson actively. (EACY)

Try not to use Japanese. Easy to see. (DRAGON-DEBU)

Good use of space. Picturesque. (Tamu,K)

Easy objectives, but achievable. (ATAIRA)

It shows own character. Clear objectives. Easy to read because of it is written in neat letters.
(BBC)

That you compared your learning with others’ gave me a new perspective. Great!

You wrote the learning contents concretely, which should develop your learning.

Your free assignments are easy to see, characteristic, and neat. | can see you made efforts in
reviewing from them.

You presented your comments many times. (Herbivores)

What the students picked up got the other groups to find new perspectives
concerning good ways in which to describe their portfolios as well as a good way to
learn English. However, the students wrote their good points in various ways. In
addition to the student’s findings, the teacher should announce or emphasize some of
the points along with the program. In any case, students can see the views of others
and find their own strengths which may not be found just only by self-assessment. In
addition to this, even if some students had no assessable points, the others managed to
assess them well. The assessment can be untrue or inauthentic, but it must facilitate
the students like the former to become positive and responsible for their learning.

Here is one problem whether the students can actually distinguish which is really
good or effective for their learning or not. For the students with less metacognitive
development, they in fact can find the positive traits but can misunderstand they are all
good and effective for their learning development. Such misunderstanding can
disturb the student’s learning after then. Teachers should pay attention to student’s
reactions to such subtle information through portfolio and ensure the feedback is

appropriate to their learning styles and characteristics.
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Reflective points (my translation)

Be more active, Kaori. You should write more neatly, Miki. Your reflection is childish,
Meg. You could not achieve your objectives many times. (Tamu,K)

We cannot understand what our teacher says in English.

Some do not reflect seriously. (EACY)

Write your objectives and reflection more concretely, Shoko.

How about writing your reflection with gradual use of English, Airi?

Correct your mistakes soon after you find them, Saki.

Present your opinion more times, Minami.(BBC)

These peer reflections are really to the point. The students could convey what
they noticed in their learning to peers. They could give their peers feedback in which
the individual or teacher may have not found. They could give feedback from a new
perspective and help deepen their peers’ own reflections. This can facilitate the
students to take charge of their learning because they are given effective feedback and
have to give their peers feedback in turn.

Some teacher assessment or feedback will sometimes be too harsh for students to
accept. Sometimes the teacher thinks the feedback expression is too much and
therefore is not able to give appropriate feedback. Of course, teachers should pay
attention to the expressions they use and adjust the feedback so it is acceptable to the
students, but sometimes the adjustment will not work well. In such cases, peer
assessment can work well because the assessment from fellow students is likely to be
more acceptable to the students than that from teachers. Even if peers use strict
expressions to others, there will be no problem. Socializing the students learning
appears very hard, but it can be very meaningful in terms that the students can get a
chance to be assessed ‘authentically’ from peers.

New Ideas(my translation)

Write summary understandable to others.
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Have more consciousness of using new words and memorizing them.(J.C.T)
We need to write more concrete objectives.(KAZUAKI)

Follow good person.(DRAGON-DEBU)

Take more English in our activities: conversation; reflection. (SHUBIDUBA)

Let’s make friends with English.  Let’s write our reflection in English.(BBC)

Any other thing concerning this program(my translation)

Increase the times to present our ideas in lessons. (J.C.T)

We’ll do our best.(EACY)

We think that we have no time in every lesson. So we can’t write impression.
(DRAGON-DEBU)

We want to like English better. (SHUBIDUBA)

The students showed the information concerning portfolio contents, style, space,
which could remind me of important factors | forgot. In addition to this, they also
gave the teacher new perspectives. | started thinking of what should be changed to
develop the program. With such informed contents from students, teachers can
develop the program to facilitate their metacognitive awareness more, which must
deepen teacher’s competence to give informed and proper feedback to the students.

In the self and peer assessment entry, there are many descriptions that made me
start to feel the student metacognitive awareness or development. Such reflections

are followings:

Meg(female)18th June
Most groups can show their own characteristics in their presentation. Our group members
have strong characteristics. Though | was disappointed that we could not do well on our

presentation, | was very happy to learn English with these members.(my translation)

| discovered that Meg found her group’s presentation was not good but she was

satisfied with the group members’ contribution.
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Meg, | will make a chance for you to have presentation again. Try to make it better with
the same members.(my translation)

This cooperative activity not only facilitated peers or group observation but also
promoted their metacognitive ability simply because the students receive the new
perspectives from their peers. After the students were exposed to a lot of information
from new perspectives, they could identify what they could have done for better
learning at that time. Emphasis must be given on retaining the student’s awareness of
new perspectives of their work in order to successfully self-evaluate. In other words,
the teacher should continue monitoring the student’s responses until the students can
actually utilize what they found effective.

Their display portfolios were exhibited on the walls in the classroom. They were
also shown to other teachers and the student’s parents. This type of portfolio can get
people outside of the program involved. Portfolios can help to socialize the student’s
learning both inside of classroom, with peers and teachers, and outside of the
classroom, with friends and family.

The student’s enthusiasm for cooperative learning was very surprising. Their
comments removed my misconception that the students in this generation do not want
to work collaboratively and that the students do not like to give presentation in front of
others. Even the students who are serious and did not smile during their presentation
wrote positive comments about the cooperative activity. Portfolios can help eliminate
teacher’s misconception of student’s abilities and encourage teachers to have

higher-expectations of their students.
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6.1.4 Term-Ending Activity

The students were asked to make their display and evaluation portfolios at the
end of term.  These portfolios consisted of the front cover, point sheet, final reflection
sheet, five entries, self and peer reflection sheet for group work, and the back cover.
The final reflection sheet had six main contents:(1)Evaluation Portfolio Theme;
(2)Responses for Entry Selection; (3)Final reflection; (4)Development in their
Learning; (5)Setting Personal Challenges, and (6)Participant’s Requests for the

Program. Each student chose five fine entries on independently.

(1)Evaluation Portfolio Theme

The students were asked to think of the theme for their evaluation portfolios.
This indicated me what they thought of this program or their own learning in a few
words. The expressions below imply that a change of perspective occurred within

participants.

Hanayo(female): English different from what | thought of
Reika(female):  From “I think English so-so0” to “I like English very much.”
Moe(female): Look! I am No.1.

Shoko(female): Just enjoy.  Try anything without thinking of good results.

(2)Responses for Entry Selection

Some participants had trouble in completing this part. This activity seemed
very new to them. In fact, some students could not explain fully why they chose their
entries. However, when accounting for their entries selection, the students were
forced to consider their involvement in the portfolio program and take responsibility

for their learning.
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(3)Final Reflection
Final reflections from some participants were very suggestive. They told their
own stories including the development of their learning processes and the level of

achievement of their goals.

Akari(female) | did not waste any time in this program. | did my best lesson by lesson to
achieve my objectives. At first, | felt uneasy because of the new experience. After a few
lessons, | was able to enjoy them. | found that ‘thinking’ is important. | have succeeded in

conveying what | thought to others gradually. (my translation)

This particular student is very smart but shy, and was reluctant to volunteer an
answer in front of her peers in lessons before the program started. As a result of this
program, she discovered that speaking in public was one of her weaknesses. Specific
feedback was given many times to gradually address this weakness, encouraging her to

gradually speak more and more in public. Now she is comfortable speaking out loud.

Hanayo(female)
This program was new to me. | enjoyed it very much. However, | am a little disappointed
that there were not so many times when we could communicate in English freely. After this

program finished, my perspective of English has changed for the better. (my translation)

This student pointed out that there was not always the opportunity to speak
English class. This was often due to time constraints or contents dealt with during the
lessons being too difficult for English communication.

Many students pointed out the program were new to them and fun. This

implies that portfolios would be accepted by other students in Japanese schools.
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(4)Development in their Learning
To realize what abilities had been developed, students once again were asked to
reflect on their portfolios. They thought of their learning again and wrote more

specifically what had changed.

Miku(female)

Through making this evaluation portfolio I could express myself more than ever. However,
it was a little hard for me to express myself in English or with pictures. 1 will make use of
these experiences for interviews or for writing small thesis to enter the higher education. |

want to be able to impress myself upon others.(my translation)

This shows that Miku had recognized the importance of the portfolio program
and its value outside of the classroom.

(5)Setting Personal Challenges

This section highlighted tasks that the participants found important for their
future learning. The participants could identify and develop their metacognitive
abilities directly from their own comments. This allows teachers to confirm whether
the challenges are relevant or appropriate.

Hanayo(female)  From now on, | will speak more in English without thinking about
perfect English too much. | will be more active and get accustomed with English more. To
do so, I will make more presentations.(my translation)

This student was overly concerned with whether her English was perfect, and
missed many chances to present her good ideas as a result. | sometimes gave her
feedback that she should worry if her English was not perfect. From her final
comment, I could confirm my feedback was effective. She also identified and
considered other weaknesses by herself.

In addition, portfolios sometimes close the gap between what students want and
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what is being taught. Here is an example.

Moe(female) | try to speak English fluently. When | am asked, I reply quickly.

This particular participant had always a cheerful disposition and presented her
comments many times. Therefore, | did not provide any feedback concerning her
presentation. However, | found it interesting from her comment that she wanted to
speak English fluently. Disappointingly, | thought that she was satisfied with her
ability to speak English and she thought that by answering quickly she would appear
more fluent. These misconceptions had not been previously recognized or identified
by me and her. The feedback from teachers is often not the same as what the student
wants. To prevent from misunderstanding or miscommunication, collecting a
sufficient amount of information over a certain period is important. This can help
teachers identify the student’s learning processes. In most cases, feedback depends
on the teacher’s perspectives. Portfolios can provide many opportunities to assess an
individual, therefore preventing the misreading of objective data and subsequently the

provision of an ineffective feedback.

(6)Participant’s Requests for the Program

From information provided by the participants’ perspectives, | could sometimes
identify what was important or not in the program. Some of the requests were not
unable to be implemented; however, all of the suggestions were helpful in developing
lessons and the portfolio program.  Suggestions for improvement can help teachers to
communicate with participants meaningfully and make specific tasks for subsequent

lessons.

Moe(female) | want to do lessons. | have some interests in teaching. Is it a crazy idea?
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These end-of-project tasks can enable the students to think and reflect deeply
about their learning. Students can now reflect on their learning from perspective that
has been widened through activities in the program. This can help them create more
sophisticated plan in order to help their autonomous learning in the new term.

This portfolio program was designated by me through information on
preliminary investigation; however it has been developed by us, a teacher and students.
This implies to get participants more involved in the subsequent portfolio program

developed and informed through communication.

6.2  Assessment
6.2.1 Instructor’s Feedback

Writing feedback for 39 student portfolios every class was a large task. It took
quite a long time to return the portfolios to each student. The potential problem was
that too much time between handing in and returning the portfolios could disrupt the
smooth communication between teacher and student.

Writing the reflection in the target language creates important benefits for both
students and teachers and adopts a more informed practice. (Nunes2004) The
students were asked to write their reflections in English. This enable the student to
become more familiar with the English language and to recognize their English beyond
their portfolios, and promote their natural English writing.

It was evident that some participants could not write their reflection well enough
in English because of their English abilities and that some would not reflect fully
because they thought writing English was more important than reflecting. For the

former type of students, the following feedback was given:

Kazuaki (male):13th April
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Catch up for now.

To Kazuaki

... Start with easy words.

Yuuki (male): 14" May 14
Today | could catch up with my friends.

To Yuuki

It is important for you to recognize your present situation first.

For the latter type of students, the following feedback was given:

Hime(female): 14" May
English is very fun !! | love English. | want to speak English more and more. | want to
find how to memorize words. | want to active more and more. Next class, I’ll remark a lot

of English. Really...I’m a shy person.

To Hime
Hime, good! However, you wrote the same thing last time. Please reflect more deeply.

What was good? What should you do next lesson? Could you achieve your objective?

In this case, although Hime wrote her reflection in English, she was still limited
by her writing competence, she did not write it. It is a problem that many students
had. Therefore, despite the research of Nunes(2004) advising otherwise, the students
were allowed to use both languages, English and Japanese. After this, many students
like Hime started writing their reflections using both Japanese and English more fully.
As a result of this, they gradually were able to write their reflection in English more
deeply. Teachers should consider which language should be used first according to
the student’s ability and learning condition.

Portfolios can indicate teachers how the student’s learning process has changed

and also which students have not adapted or developed. This implies that the use of
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portfolios should be used more openly by others and that the information on them
should be exposed to others in order to socialize their learning and be provided

informed, good feedback.

6.2.2. Characteristics of Learners from their Reflection

Portfolios can show teachers how the students learn English, the opinions of it,
and their reflections on their learning. In addition, portfolios provide teachers
opportunities to recognize the nature of students’ characteristics. Knowledge on
students specific characteristics can encourage smooth and fruitful communication
between teacher and student, developing into appropriate feedback. = Some

characteristics are discussed here.

6.2.2.1 Motivation

As previously mentioned in Chapter 2.3.2, motivation is directly connected with
how and why the student studies English. Portfolios show teachers how students
have been motivated for their English learning in terms of decision-making, self-study,
and so on. The teacher begins to recognize the students of motivation, which can
relate to behaviors in class.

The data in the preliminary investigation proved that most of them did not study
English at home. Nevertheless, the data of portfolios showed they studied English
harder than before: many did free assignment at home; they had specific objectives
from their final reflection; they persevered with difficult activities again and so on.

Portfolios allowed the participants to become involved in their learning and
helped to facilitate autonomous learning. It is clear that teachers can monitor the

student progress in terms of motivation with portfolios.
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6.2.2.2 Anxiety

Sometimes anxiety can work well on an individual learning; this was discussed
in Chapter 3.3.2. Portfolios allowed the participants to identify their anxiety
regardless of whether it is good or not. Looking at others’ portfolios increased
anxiety. Many students said”My portfolio is not good enough, others are excellent. I
will try hard.” Many participants found others work better and they were anxious to
improve their work as a result. In this program, this worked well and | witnessed
positive effects of anxiety. This indicates that portfolios can facilitate the participants

to develop their metacognitive abilities in terms of learners’ characteristics.

6.2.2.3 Self-Esteem / Tolerance of Ambiguity

Those who have higher levels of English ability want to write English. These
types of students usually have strong self-esteem. In this program, I could observe
the students with high levels of self-esteem wrote their reflections in English well, but
not as deep as if it had been written in Japanese. In considering and not hurting the
participants’ self-esteem, it can be very hard for the teacher to give them proper
feedback. That portfolios can improve participants’ metacognitive ability for
self-esteem is a very important factor for good learning practice, which can solve
afore-mentioned problem.

Scovel(1978) states that anxiety is defined as “ a state of apprehension, a vague
fear.” As it is, non-motivated students can easily ‘switch off’ from a lesson when
there is a ‘vague’ explanation or task. In my observation some students were not
likely to try hard the lesson task when they could not understand what they should do
in the lesson from the English explanation. These students have low tolerance for

ambiguity.
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However, students such as these wrote their reflection well throughout this
program. One of the students rewrote their portfolio entries for the final evaluation
portfolio. She could not tolerate any ambiguity in her learning. She always took
notes neatly in any lesson. Even if she missed listening to the teachers’ explanation,
she asked the teacher to repeat information. However, she could rewrite her
reflection again making good use of this characteristic.

Another student always wrote the longest reflection in each column in class.
She worked slowly in class, but she took a lot of time to reflect her learning. This
indicates that portfolios can be adaptable to the participants’ individual characteristics

of learning. Portfolios can help such learners develop their metacognitive ability.

6.2.2.4 Risk-Taking Ability

Many participants initially appeared not to take any risks for their learning.
They had no idea that they should develop their learning. Some even thought new
ideas and strategies for learning were bad and ignored them. This was a very new
thing for them. First, many students could not work out what they should do.
However, they soon caught up with the new, learning ways. They began to enjoy it.
They started to feel their English competence growing, even among those who were
not good at English. In my opinion, Japanese learners of English do not have enough
risk-taking ability. However, if they become more accustomed risk-taking, they will
be more likely to react positively and develop their English competence. Portfolios
can show clearly and periodically whether the participants took risks for their learning
or not directly and constantly. Even if they failed when risk-taking, it could help
them find the reasons why they failed. Portfolios, therefore, can promote learners’

risk-taking ability.
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Underneath conditions, student’s perspectives for learning are changing.
Teachers can sometimes feel uncomfortable that students who usually do well are not
doing so well. In such a case, the teacher should read the students’ portfolio carefully.
In some cases, the teacher should encourage the student, in other cases the teacher
should reflect upon the lesson and alter it next time. Here, it is important for teachers
to distinguish ‘temporary dips’ from “characteristic trait.” Portfolios can help teachers
identify which, by using the detailed and sequential data.

When a portfolio returns to the student, it is enriched by new perspectives, new
information, new insights, advice and support.(Nunes 2004) This reference closely
relates to the teachers role. The teacher should be needs analyst, mentor, counselor,
information gatherer, adviser and supporter. Teachers should always develop their
ability to give good and effective feedback to the students. In addition to this, for
students to accept easily teachers should conceive communication as one of the most

important factors. Portfolios are valuable tool which enable teachers to do so.

6.2.3  Proficiency Test

Data analyses were performed. | made use of the data of STEP Pre-2" Grade
and constructed two tests for the students before the implementation of this program.
This was because most of the students have experienced this type of test form and
therefore was the most familiar test to measure their English abilities. One of the
tests was administered in April ahead of the portfolio implementation. The other was
done in July after the portfolio program had ended. 38 students took the tests since
one student was absent from school in each test administered. 37 students took both
tests and two students took one test. Therefore, in order to compare their

achievement fairly, | used the data from the 37 students who took both tests. The

75



findings are as follows:

Table6.2.3  The Participants’ Data of Proficiency Test

Description Mean Max Min SD
April 2007 21.0 38 10 6.74
July 2007 23.1 40 10 7.74

(n=37)

First of all, we can see how different the students’ range of the scores were for
the tests from 6.2.3. The mean scores were 21.0 in April and 23.1 in July. The
figure in July was higher than the one in April by 2.1 points. This indicates that the
mean score was raised through this portfolio program.

Secondly, 23 students, who make up 62.2% of the class, gained higher scores in
July. 11 students, 37.8% of the class, achieved higher scores than that in April by
more than five points. This means that nearly one-third of the students in the class
raised their scores significantly. On the contrary, 11 students, 29.7% of the class, got
lower scores in July. Of those only five students, 13.5% of the class, achieved lower
scores than that in April by more than five points. This means that approximately
one-tenth of the students in the class dropped significantly lower scores after the
program.

Obviously these figures are not concrete evidence that the students’ English
competence got better or worse. However, it is a fact that as a whole more students
achieved higher scores at the end of the program, rather than lower scores.

This data should be analyzed alongside the data from the student’s portfolios. |
picked out six students whose scores made the biggest jumps, both up and down, and
compared the data of the proficiency test with that of their portfolios and tried to find

the underlying answer to ‘What made the difference between an improvement in test

76



score and a decline?’

Shuhei (male, 16 point improvement:; from 12 to 28)
Compared with the context in the second grade, | think I could come to like English. The
lessons in this program are interesting and easy to understand. | am able to like English

much better than ever.(my translation)

Hime (female, 13 point improvement: from 26 to 39)

First, | did not know what this program was like and | was at a loss of what | should do.
The more | experienced the lessons, the more actively | could participate in the lesson. It
was good for me. Though it was tough and difficult to write my idea and objectives in
English first, I could learn to write them gradually. | came to feel more familiar with English.
| enjoyed the group presentation very much. Every group was wonderful. | have got to

know my classmates are great. Great English course! (my translation)

Reika (femail,12 point improvement: from 15 to 27)

There were many themes in the lessons, which made them fun for me.  Since a lot of English
words were taught in the lessons, the lessons were very hard for me, as | didn’t know many
English words. Next term, | want to be positive and get familiar with many English words

by myself. (my translation)

Nayu(femail,11 point improvement: from 14 to 25)
I think that these lessons are interesting and special. | knew how to study in various ways.
I thought that the harder the lessons become, the more | can grow. This term was very busy.

(my translation)

Airi (female, 9 point decline: from 27 to 18)
The different contents of the lessons were fun for me. To collect (reward) stickers, |
increased my quantity of reflection and wrote it specifically, which | think brought me many

stickers. | love this program because it was fun. (my translation)
Kazuaki (male, 7 point decline: from 17 to 10)
It was good to achieve my objectives. | could enjoy participating in the lessons. (my

translation)

From reflections in participants’ evaluation portfolios on the program
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From this, I could reach some conclusions: (1) The students who had success on
the test felt the program hard, but kept participating in the lessons actively. ; (2) They
enjoyed the lessons and identify their English competence to some extent. ; (3) Some
of them could refer to their next objectives by themselves; (4) They could recognize
their learning styles or characteristics on their own, in particular their weaknesses, and
changed, overcame or tried to solve them.; (5) Unsuccessful students on the test put too
much emphasis on writing reflection and not on participation in lessons; (6) Some of
them wrote their reflection without fully thinking, which meant they could not reflect
upon their learning sufficiently.

There are, of course, some exceptions to these findings and | could not find a
specific answer to the question. In order to answer the question, | need more time to
further analyze the students in terms of their characteristics, career path, affective
factors and so on. However, | could say here that the communication between
teachers and students providing portfolios can help the students approach and solve
future learning problems independently.

Portfolios can suggest a key to develop the students learning. With portfolios,
students are able to always have opportunities to reflect on and develop their English
learning whenever they read them. Besides, a good teacher should be able to tell
whether the students have made an effort or not, not only from the results of tests but
from the progress that students made within the portfolios. Portfolios can help both
teachers and students to communicate effectively, eliminating the misunderstanding
between them. Portfolios provide both teachers and students with a quantity of

effective data and help facilitate good learning and teaching practice.
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CHAPTER 7 CONCLUSION

This chapter will summarize the findings and results from Chapter 6. In
analyzing the results, the answers to the original research questions are discussed.

This chapter expresses what the present portfolio program has shown to me and
what | view to be necessary in order to develop a successful portfolio program in the

EFL classroom in Japan.

7.1 Summary of Findings
1 How can portfolios promote the participants’ metacognitive abilities for
autonomous learning?

| found that portfolios could enhance the participants’ metacognitive ability in
every activity through this program. By retaining the portfolios and filing entries daily,
the participants were always provided with opportunities to reflect and develop their
learning. This meant that they could check their process of learning. In addition,
they were given informed feedback by the teacher. The feedback helped the
participants widen their perspectives for learning and reflect their learning in an
objective and specific way. Through these activities, the participants found what
should be changed, how they should develop their learning with responsibility for their
own learning.

However, a few participants did not take to this program well. They wrote
short and light reflections.  Another problem is to keep them writing enough to reflect
deeply. Some of them displayed the attitude where they potentially would stop
reflecting their learning after the program had finished. It is not easy for students to

take real responsibility for their learning. It requires time and patience on behalf of
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both the students and teachers.

This program had another positive effect: many students utilized the skills they
gained from this program. In fact, 36 participants passed their examinations for
higher education or employment. They worked incredibly for preparing for the tests
on their own.

In addition, the students persisted through all the activities all throughout the
program even though many participants noticed this program was new and thought it
hard. To continuously write comments and provide the students with daily feedback
was incredibly time consuming. However, | am sure that this program was

meaningful for participants and they benefit it from this experience.

2 How can portfolios socialize the participants’ individual learning to improve
their interdependence for autonomous learning?

Portfolios helped to socialize the students’ individual learning. This was shown
in many activities, in particular the cooperative activities. Many participants had not
been conscious of their learning at first, which was proven in the pilot study and
preliminary investigation. They found it difficult to recognize their own weaknesses
and strengths of their own learning. They started to exchange their learning strategies
through activities in this program. The more developed their metacognitive ability
was, the more naturally they could identify other’s weaknesses and strengths, which
was facilitated through the feedback. Once they knew the way to socialize their
learning, it influenced their learning, leading towards autonomous learning.

Activities for socializing learning get the participants more involved and enable
them to take roles in a group. Many students thought the cooperation important and

did their best. Those who could not get involved and reflect upon their learning well
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could take responsibility through the cooperative activities.
There were some groups that could not express their reflections well. Before
socializing their learning, these students should develop their metacognitive ability and

reflect upon their own learning sufficiently.

“To What Extent Can Portfolio Promote Students’ Autonomous Learning?”

Through the above-mentioned arguments and the answers of research sub
questions, it is clear that portfolios can help learners to develop their meta-cognitive
ability and socialize their learning to some extent. As a result of this, learners can be
more responsible for their learning, which, in turn, helps learners be more autonomous.
In addition, along with these findings, portfolios can allow facilitation learners to gain

many advantages for effective and pedagogical development, even in other subjects.

7.2 Implications for the Further Research
In order to develop portfolio programs in the EFL classroom, | would like to add

some implications drawn from this research.

(1)Methodological Implications

| altered many items in the portfolios, in particular the sheet format. However,
there were some modification that did not work well. Ideally, teachers should
implement well-informed program of preliminary studies on the participants.
However, the data from them can sometimes be imbalanced. Initially, teacher should
begin with well-balanced program with strong policy and then adjust the
implementation whilst collecting the relevant information from students and developed

it accordingly.
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It is necessary for teachers to collaborate through the portfolio program. It was
tremendous job for me. Sometimes, | had no time to return the students’ portfolios
within allocated time frame. In Japan most upper secondary school classes have
around forty students. If such classes used portfolios, it would take teachers
enormous amount of time to write feedback. It is hopeful that some teachers will
implement portfolios collaboratively. This could also help teachers to give
well-balanced and objective feedback.

The learning time was short. | implemented each lesson in fifty minutes. In
fact I ran out of time in most lessons.  With more time, | could explain in detailed the
learning content and get my students to set relevant objectives, which should get them

more involved in the lesson.

(2)Pedagogical Implications

Most students could recognize their learning strengths and weaknesses, which
implies their basic development of meta-cognitive skills. However, only a few
students could actually change their learning styles on their own. In fact, portfolios
could facilitate their metacognitive ability, but portfolios alone could not change
students’ learning styles. If the information in portfolios was analyzed by learners
more in depth, they could work better. To facilitate this, teachers should set more
specific criterion for self-assessment and have students reflect upon their learning more
closely.

I could construct good relationships with my students through this portfolio
program. Many students helped me arrange the entries and evaluate their work,
which is primarily consisting of attaching seals on to the portfolio entries. We could

have smooth communication about the contents of the program and about comments
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from students. For me, this was a precious time as | do not normally have the time or
opportunities to discuss my lesson or their own learning culture.

I also felt that the students really came to think of where they were in relation to
their learning, and what they should do after this program was implemented. The
students started to decide their future course and took active steps to achieve their
goals. Some took the test for getting a job and some for entering higher education
school. Actually, 37 students out of 39 succeeded in passing their examinations or
being accepted as full-time employees. The results were the best in the history of the
school’s English course. Activities in this portfolio program proved a lot of hard
work; however the students overcame it by themselves and on occasion with my help,
sometimes with my help. | was very happy that they did a good job in the program
and | strongly believe that to some extent the portfolios had some positive effects on

their future.

(3)Action Research and Teaching Portfolios

Assessment in a portfolio program goes both ways: The teachers’ feedback
develops students’ learning whereas students’ feedback develops the teachers’ future
teaching.  Feedback and new perspectives were regularly provided by the students
involved regularly. In spite of whether the student comments in the portfolios is to
relevant or not, they are still useful reflections for teachers. | could develop my ideas
and this program as a result of their comments. | can say that this connects directly
an action research. With a teaching portfolio, information from two perspectives,
both student and teachers, can be interwoven to develop the better communication,

effective instruction and a more individualized set of learning objectives.
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APPENDIX 1

Strategy Inventory for Language Learning
7.0 R. Oxford

(1,2,3,4,5)

) sail  male

10.
11.
12.
13.
14.
15.
16.
17.
18 ( )

19.
20. ( )
21.
22.
23.
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24.
25.
26.
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28.
29.

30.
31.
32.
33.
34.
35.
36.
37.
38.

39.
40.
41.
42.

43.
44.

45.
46.
47.
48.
49.
50.

ALT

ALT
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Strategy Inventory for
Language Learning (SILL)

Version for Speakers of Other
Languages Learning English

Strategy Inventory for Language Learning (S11.1.)

Yersion 7.0 (ESL/EFL)
{ed B, Oxlond, 1989

Digeeti

This form of the STRATEGY INVENTORY FOR LANGUAGE LEARNING (SILL) is for
students of English as a second or foreign language, You will find statemenis about learning
Enghsh, Please read each statoment. On the sepurate Worksheet, write the response (1, 2, 3, 4,
or &) that ells HOW TRUE OF YOU THE STATEMENT IS,

Mever or nlmost never wue of me
Usually not true of me

Somewhal true of me

Usually rrie of me

Always or almost always true of me

e el b —

NEVER OR ALMOST NEVER TRUE OF ME means that the staternent is yery rurely true of you.
USUALLY NOT TRUE OF ME means that the stuiement is true less than hall the tine,
SOMEWHAT TREUE OF ME means that the statement is true of you gbout half the dme.
USUALLY TRUE OF ME means that the sutement is wue more than half the time,

ALWAYS OR ALMOST ALWAYS TRUE OF ME means that the smtement is rue of you alimost

Answer in termy of ] . Do not answer how you think you
should be, or what piher people do, There i ; . Pt
your answers on the separate Worksheel, Please make no marks on the items. Work as quickly us
you can without being careless. This usually mkes about 20-30 minutes w compleie, 1f you have
any questions, let the teacher know immediately.

(Version 7,0 [EFL/ESL] ® R, L, Oxford, 1989)
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EXAMPLE

Never or almost never rue of me
Usually not rrue of me

Somewhat true of me

Usually true of me

Alwiys of almodl alwiys mue of me

e e

Rend the item, and choose a response (1 through 5 as above), and write it in the space after the
item.

I netvely seek our opportunities o talk with native speakers of
English, )

You have jutt completed the example item. Answer the rest of the ilems on the Worksheet,

Strategy Inventory for Language Learning

Version 7.0 (ESL/EFL)
{e) B, Oaford, 1989

1. Mever of almost never wue of me
2. Usually not wrue of me
3, Somewhat rue of me
4, Usually true of mo
5. Alwinys of alinost ilways e of me
(Wrile answers on Worksheer)
Fart A
1 1 think of relationghips botwean what | slroady know and new things [ learn in English,
1. I use new English words in o semence so 1 can remembaer them,
3. | connect the sound of & new English word and an image of piciire of the word w help me remem ber
the wornd,
4, I remembar a new English word by making a menial piciure of a siustion i which ihe word might
b s,
5. 1 uise rhymes o remember now English words

f. I use Nashcards 1o remember new English wornds,

7. I physically st oul new English words.
. | review English lessons oflen.
9, I remamibar now Linglish words or phrses by remembering their loeation on e page, on Uhe board,

o O i BITEEL SIEN,
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10.
11.
12.
13,
14.
15.
16.
17.
18.

19.
20.
21.
22.

23.

24.
25.
26.
27.
28.
29.

30.
31.
32.

33.

PartB
Isay or write new English words several times,
I iry to talk like native English speakers.
I practice the sounds of English.
1 use the English words | know in different ways.
I start conversations in English.
[ watch English language TV shows spoken in English or go to movies spoken i English.
I read for pleasure in English.
1 write notes, messages, letters, or reports in English,

I first skim an English passage (read over the passage quickly) then go back and read carefully.

1. Never or almost never true of me

2. Usually not true of me

3. Somewhat true of me

4, Usually true of me

5. Always or almost always true of me
(Write answers on Worksheet)

T'look for words in my own language that are similar to new words in English.
I try to find patterns in English.

I find the meaning of an El;lg]ish word by dividing it into parts that I understand.
1y not to translate word-for-word.

I make summaries of information that I hear or read in English.

Part C
To understand unfamiliar English words, I make guesses.
When I can't think of a word during a conversation in English, [ use gestures.
I 'make up new words if I do not know the right ones in English.
Iread English without looking up every new word.
I try to guess what the other person will say next in English.

IfT can't think of an English word, I use a word or phrase that means the same thing,

Part D
T'try to find as many ways as I can to use my English.
I'notice my English mistakes and use that information to help me do betier.
1 pay attention when someone is speaking English.

L try to find out how to be a better Icamer of English.
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34,
35.
36.
37.

38.

39.

40.

41,

42.

43.

45.
46.
47.
48.
49.
50.

I plan my schedl-ile 30 I will have enough time to study English.
I look for people I can talk to in English.

1 look for opportunities to read as much as possible in English.
I have clear goals for improving my English skills.

I think about my progress in leaming English.

1. Never or almost never true of me
2. Usually not true of me
3. Somewhat rue of me
4. Usually true of me
5. Always or almost always true of me
(Write answers on Worksheet)
Pank

I iy to relax whenever [ feel afraid of using English.

I encourage myself to speak English even when I am afraid of making a mistake.
I give myself a reward or treat when I do well in English.

I notce if I am tense or nervous when I am studying or using English.

I write down my feelings in a language leamning diary. v

I talk to someone else about how I feel when I am leaming English.

Part F
If I do not understand something in English, I ask the other person to slow down or say it again.
I ask English speakers to correct me when I talk.
I practice English with other students.
I ask for help from English speakers.
I ask questions in English.
1 try to learn about the culture of English speakers.
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Inventory for Designing Portfolio Program
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APPENDIX IIT

Proficiency Test 1

1 RO S 2S)E TD ( YKATZDUREETEED%L, 2,3,400p5—2
BY, TOESEREAROHEM-T—7LEEL.
(1) A:Whatis the date of your ( ) for Australia, Annie?
B:I’m leaving on Friday, the 21st of July.
1 memory 2 departure 3 movement 4 purpose
(2) The Netherlands is a very ( ) cc,;untryA It has no mountains
and very few hills.
1 extra 2 rapid 3 brief 4 flat
(3). 1 had to look for my keys for more than 30 minutes before I
( ) found them on the desk.
1 eventually 2 slowly 3 surely 4 hardly
(4) A:Thank you very much for driving me to the airport, Mr.
Henderson.
B: Don’t mention it. It was a ( ) to help.
1 pleasure 2 choice 3 freedom 4 prize
(5) To be able to play a musical instrument, you must have a good
sense of ( .
1 reality 2 thythm 3 smell 4 distance
(6) Kate ( ) some coffee into a cup and handed it to her brother.
1 lifted 2 poured 3 shared 4 picked
(7) A: Would you like a cup of teca, Mary?
B: Yes, with milk, please. Don’t ( ) any sugar because I'm
on a diet.
1 come 2 take 3 taste 4 add
(8 The local government finally dccided to start building the
museum. They said that ( ) would begin next month.
1 construction 2 translation
3 lecture 4 structure
(9 A:Have you done much ( ) for tomorrow’s exam, George?
B:N 0, I haven’t, but I was planning to do some tonight.
1 attitude 2 collection 3 preparation 4 function
(10) This morning, the train was so crowded that I couldn’t ( )
out the newspaper to read.
1 -atiract 2 spread 3 -divide 4 pack
-(11) My dad will pick me ( ) after Jane’s party because it will
probably rain tonight.
1 off ©2 out 3 up 4 away
az) Aki.\:a’s f.ather v.vas' sent by his company to work in Singapore,
lcavm_g his family ( ) in Japan.
1 behind 2 after 3 beside 4 upon
(13) A:Excuseme. CanItry (

) this pair of shoes?
B: Yes, of course. .

1 for 2 in 3 over 4 on
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(14) A: Do you like playing soccer, Fred?

B: Yes. ( ) baseball, it’s my favorite sport.
1 Along with 2 According to
3 Far from 4 Due to

(15) Yesterday was the school Sports Day, so ( ) having lessons,
all the students played volleyball. .
1 in frontof 2 insteadof 3 becauseof 4 incase of

(16) A: How long do you usually sleep? .

- B ( ) average, | sleep about seven hours a night.

1 With 2 From 3 On 4 At

(17) On my birthday, my friends gave me a beautiful ( )-of
flowers.
1 piece 2 bunch 3 volume 4 crowd

(18) Mark ( ) up with a great idea for his art project. His teacher
was very pleased with it.
1 came 2 held 3 took 4 made

(19) A: You haven’t done your homework, have you, Charles?
B: As a matter of ( ), 1 finished it three days ago, Ms. Miles,
1 opinion 2 trust 3 point 4 fact

(20) Please ( ) free to call us if you have any questions about the
computer you bought.
1 feel 2 set 3 put 4 step

(21) A: It was very kind ( ) you to help me, Mrs. White. Thank

you very much.

B: Don’t mention it, Sally.
1to 2 for 3 with 4 of »

(22) Louise has two pet dogs. One is white, and ( ) is brown.
She gives them food every day.
1 the other 2 others 3 other 4 another

(23) The students could not help ( ) at the performance of our
drama club.
1 laugh 2 laughing 3 is laughing 4 laughed

(24) Carol is seen ( ) the leader of the ciasé because she’s so
smart and popular.
1 by 2 for 3 as 4 in

{25) Takeshi and Hiroko ( ) at Frank’s house since last weekend.
They will go back to Japan tomorrow.
1 will be staying 2 stay
3 have been staying 4 stayed

2 KNP EONE TOARETERR S L ZOLRLBINEEDE 1, 2, 3, 4Dt
5—2WY, TOBESEMEAROMERC Y- LEEL,

(26) A: Hurry up, John, or you’ll miss the bus!
B: I'm not ready yet, Mom.
A:( B
B: 1 went to bed late last night. I had lots of homework.
1 Did you eat your breakfast?
2 Do you have any plans tonight?
3 Why didn’t you get up earlier?
4 Why didn’t you study at all?



(27) A:Hello, Andrew, ()
B: Sure, Pam. What is it?
A: Can you tell me when Nancy’s flight from London arrives?
B: At 2:45 this afternoon.

1 Do you have your plane tickets?
2 May I ask you something?

3 Can you tell me the time?

4 Would you like to go to London?

(28) A: Allen, will you do me a favor?
B: What is it?
A: Would you look after my cat next weekend?
B:( ) I'm going to Okinawa with my family next weekend.

1 Sure, I'll help you when I’m back.
2 Sure, leave the cat at my house.
3 TI’d like to help, but I can’t.

I'd love to go, but I have to work.

e
29) A_.' I'd ’like to send this package to London, please.

ﬁ %et ] ;ee. Would you like to send it by air or by sea?
B:Fine, It'll take about three weeks.

1 I’d like to send it by sea.

2 1t’s too heavy for me to carry.

3 I'won’t be able to go there myself.
4 Idon’t like flying very much,

(30) A: You play the piano beautifully, Aya.
B: Thank you. 1love playing the piano.
A (
B: Almost every day. I want to teach music someday.
1 What kind of music do you like?
2 What do you want to be?
3 How long do you practice in a day?
4 How often do you practice?

ROIDOXEXB TN EhERLANBELESLES 2, TOLMEE >TE)HE
3 GarCOIrESEENBAL AL, ELTIBELIBEIC SROENEHDE
~OTOEY, FTOESEBERNEOFERIIT—sLEEL,

Last week, Kelly thought about joining a sports club because
she wanted to do some exercise and swim. Although there is a club
very close to her house, Kelly decided to join a different one because
(31 ) )

(31) 1 the closer 2 have
4 aswimming pool 5 didn’t

3 club

Yesterday, Catherine went to visit-her friend Ken in the hospital.
He (32 ) aschool skiing trip and now has to stay in bed for more
than a month, Ken seemed to be getting better, but said that he was
bored because he couldn’t move very much. The next time Catherine
visits him, she will ( .33 ).

3 ofhis

(32) 1 both 2 legs ‘4 during
5 broke
33 110 cheer. 2 niagazines 3 himtip 4 take

5 some

Recently, ( 34 ) changed greatly. In the past, most people
would eat meat, potatoes, and two other kinds of vegetables for
dinner. Nowadays, a lot of ( 35 ). Although Italian pasta dishes
are the most popular, many people also enjoy Indian curries and
Chinese food.

(34) 1 eatin 2 the kinds of 3 England have
4 that people 5 food

(35) 1 toeat food 2 people 3 from omér
4 prefer 5 countries
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~——The World’s Longest Fence

Sheep are an important part of life in the Australian
countryside. Sheep farmers, however, have a problem. There is a
wild Australian dog called the dingo, which kills and eats sheep.
Farmers have (36 ) thousands of sheep in this way over the years.
In order to solve this problem, the Dingo Barrier Fence was built.

Fences were originally built in Australia to keep rabbits out of
farms. The (37 .) for the fences was first suggested at the end of
the nineteenth century, and shortly after that they started to be built in
various parts of the country. Later, people decided to make them
higherto ( 38 ) dingoes and other wild dogs from attacking sheep.
These fences were linked together to create the Dingo Barrier Fence,
now the longest fence in the world. It runs through the states of
South Australia, New South Wales, and Queensland for a distance of
over 5,000 kilometers.

The fence has been successful; it has (39 - ) the number of
sheep killed by dingoes. But sometimes the fence gets damaged by
animals or covered by sand. Then the dingoes can cross over and
hunt for sheep. As a result, each state government does its best to
keep the fence repaired. They also hire hunters to kill wild dogs.

(40 ) their efforts, the world’s longest fence is kept in good
condition, and sheep in southeast Australia are now safe.

(36) 1 sold 2 lost 3 stolen 4 caught

(37) 1 idea 2 goal 3 view 4 guess

(38) 1 save 2 see 3 help 4 stop

(39) 1 reduced 2 reccived 3 offered 4 counted

(@0) 1 Without 2 Inspiteof 3 Thanksto 4 In addition to

5 ROEX[AL [BlEEHL, @)H56(50)E COHMIHL TREBDNEZHNEL 2,
3,40 5-DRY, f@#%%ﬁgﬁﬁwﬁﬁﬂh'.?— FLEEL,

A
1Al The Dirty Sole Society

Paul Lucas can often be seen walking barefoot around the city
of Mountain View, California. People are sometimes surprised to see
him walking without any shoes or socks, but Lucas doesn’t mind at
all. He likes to walk barefoot, and so do the 640 other members of
the Dirty Sole* Society, the club that Lucas started. Lucas got the
idea for the name of the club from the movie Dead Poets Society, in
which a teacher encourages his students to live life freely. Now
Lucas encourages others to live freely, too—free of shoes.



According to Lucas, the barefoot life has many advantages.
The most important is simply-that it feels good. He also says that
walking barefoot allows you to experience the world directly by
touching it with your feet. In addition, the feet do not smell as much
because they stay dry, making it hard for bacteria* to grow. And, of
course, walking barefoot keeps your feet in good shape, so it’s
actually healthier than wearing shoes.

Some storeowners think bare feet are unclean, so they don’t let
shoeless customers come into their stores. But Lucas says that it is
not against the law to go barefoot in stores or restaurants. The rules
against bare feet-are made by the storeowners themselves, who seem
to be worried more about appearance than about health.

While it is true that the soles of the feet become dirty; the habit
of walking barefoot is both enjoyable and healthy. There are some

dangers, though. Members of the Dirty Sole Society should always .

remember io be careful of broken glass and sticky chewing gum,

(41) Paul Lucas

1 started the Dead Poets Society.

2 encourages people to walk without shoes.
3 doesn’t walk barefoot in front of people.
4 doesn’t want students to live freely.

(42) What is NOT true about walking barefoot?

1 It makes your feet smell worse.
2 It helps your feet stay healthy.
3 It limits the growth of bacteria.
4 Tt keeps your feet dry: -

(43) Lucas says that

1 going barefoot in stores is unhealthy.

2 many storeowners also go barefoot.

3 there are no laws against going barefoot in stores.

4 storeowners are only worried about customers’ health.

(44) Dirty Sole Society members must

1 make the soles of their feet dirty.
2 be careful of broken glass.

3 buy sticky chewing gum.

4 stop walking barefoot.

(45) Which of the following statements is true?

1 Storeowners have made rules against wearing shoes and
socks.

2 Most of the people in Mountain View, California, enjoy
walking barefoot.

3 Lucas got the idea for the name of his society from his
teacher.

4 Lucas says that walking barefoot lets people experience the ‘

world directly.
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A Carnation for Mother

Mother’s Day first became an official holiday in 1914 in the
United States.- The person who started Mother’s Day was a woman
named Anna Jarvis. Jarvis’s mother had spent her life helping
families without fathers. After her mother died in 1905, Jarvis felt
that she should have done more to show her mother how much she
respected her. So in 1907, Jarvis held a memorial service* for her
mother. She brought camations, her mother’s favorite flower, to the
service. ‘She deeply felt that many people didn’t respect their mothers
enough while they were still alive.

Jarvis decided to start a campaign for a national Mother’s Day
because she wanted people to show their respect for their mothers on
this day. She wrote thousands of letters to politicians and other
important people. Finally, in 1914, President Woodrow Wilson
announced that Mother’s Day would be a national holiday.

Because of Jarvis’s example, it became a tradition in the United
States to give carnations on Mother’s Day. Jarvis was shocked,
however, when she saw some people selling things to make money at
a Mother’s Day festival in 1923. Jarvis realized that Mother’s Day
was becoming a commercial* event. She spent the rest of her life
trying to make sure it kept its original meaning, :

Jarvis herself never got married and did not become a mother.
But in her old age, people from all over the world sent her cards and
flowers every year on the holiday she started. Mother’s Day is now
celebrated in various ways in more than 40 countries throughout the
world.

*memorial service: I X > A AR LOBELDUE
*commercial: ERE®HD, &b I30LBHO

(46) Anna Jarvis

1 started Mother’s Day in the United States.

2 spent her life helping families without fathers.
3 held a memorial service for her mother in 1905.
4 was not respected while she was alive.

(47) What did Jarvis want people to do on Mother’s Day?

1 Write letters to important people.

2 Show respect for their mothers.

3 Start a campaign for a new holiday.
4 Send flowers to the president.

(48) What happened in 19237

1 Jarvis decided to stop celebrating Mother’s Day.

2 Jarvis asked some peaple to sell things at a festival.

3 Jarvis realized Mother’s Day was losing its original meaning.
4 Jarvis made some money at a festival.

(49) In her old age, Jarvis

1 finally married and became a mother.
2 celebrated Mother’s Day in various ways.

- 3 visited more than 40 countries throughout the world.
4 received many cards and flowers on Mother’s Day.

(50) Which of the following statements about Jarvis is true?

1 She wanted Mother’s Day to become a commercial event.
2 She wanted people to stop making money from Mother’s
p Day.
3 She received money from President Woodrow Wilson.
4 She gave carnations to her mother because it was a tradition.



Proficiency Test I1

1

ROMBS2SETOH( YEANBDUEREENEHD%1,2,3,40hr5—2
BY, t0BSEREABOMERCT-sLEEw,

" (1) - A: Have you made a( ) about what you want for your
birthday? :
B: Yes, I would like a new bicycle, please. )
1 decision 2 try 3 sense 4 promise -
(2)-A: T hope to see the North Star tonight.
B: Oh, that shouldn’t be too hard since it’s one of the (.~ )
- stars in the sky. . )
1 furthest 2 brightest 3 smartest 4 lightest
(3)° Afier we heard the terrible news, there was a long ( } before
anybody spoke again. :
1 silence 2 noise 3 sample 4 cause
(4) A:How long have you known Taro?
B: Thirteen years. In fact, we grew up together. So our ( )
is very strong.
1 condition 2 friendship -
3 membership 4 situation
(5)  George’s mother told him that it would ( ) rain later, so he
took an umbrella with him 1o school. ’
1 especially 2 hardly 3 probably 4 accidentally
(6) - Although my dad tried for a long time, he couldn’t ) the
" new video player to the TV last night. .
1 receive 2 print 3 understand - 4 connect
(7) . A: How did the party go last night, Phillip?
B: Well, I got a number of ( ) from my neighbors because -
the music was too loud. - -
1 discussions 2 complaints ~3 expressions 4 introductions
() A:Do you want to come shopping with me?
B: Sorry, but I have to stay home because I'm ( Yacall
_from a friend in the United States.
1 trading 2 surprising 3 expecting 4 counting
(9) Even though Bill didn’t want to go to school this morning, his
mother ( ) him to go.
1 forced 2 overcame 3 refused 4 saved
(10) A: What did you think about Lisa’s performance last night?
B: 1 was very ( ). 1didn’t know she was such a good
pianist,
1 fixed 2 impressed . 3 produced 4 developed
(11) ‘Tim can’t go out with us because last week he spent a large
( - ) of money on an expensive jacket.
T crowd 2 number 3 figure 4 -amount
(12) A: In Tokyo, what time does it start to ( ) dark?
B: In January, it’s usually around 4:30.
-1 put 2 set” -3 get 4 stay
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13y

14

(15)

16)

—me mTything to add (

a7

(18)

19)

20

@y

(22)

(23)

29

@5)

A: Brian, what did you do during the vacation?

B: Nothing special. I played tennis, went swimming, watched
TV,andso (. ).

1 on 2 far © .3 out 4 too

John ( ) his living as a guitarist, so instead of workmg atan

office, he practices at home during the day. .

1 has 2 keeps 3 makes 4 takes

A: What did you do yesterday, Natalie? -

B:1had a test this morning, so I studied all day ( ).

1 round 2 last 3 alike 4 long

A: What'did you and: Alex argue ( )?
B: He was angry because I forgot to meet him on Saturday.
1 of 2 with 3 about 4 in’

) what I have said?

B: No, I think you said it all.
1in 2 to 3 with 4 on

A: Don’t forget that it’s Karen’s birthday tomorrow.
B:Iwon’t. Ican’t meet her, so ( ) I want to give her a ca]l

1 atleast 2 for short 3 inturn 4 so far

A: Are you OK, Matt? You look really pale.

B: I was fine until a minute ago, but all ( ) a'sudden, I feel

really sick.
1in 2 at 3 by 4 of
A:Oh, I've( ) out of paper. Do you have some I can use?
B: Yes, here you are.
1 run 2 made 3 gone 4 put

A: How was the movie last night?
B:Very ( ). Ireally enjoyed-it. You should see it!
1 excite 2 excites 3 excited 4 exciting

Sandra tried to buy some bananas from the supermarket, but
they didn’ t have ( yleft.
1 any 2 little 3 few 4 some .
A: These paintings are really beautiful. Where did you get

them?
B: They (
1 gave

) to me by a friend of mine.
2 were giving '3 were given 4 willgive

A: Amy, yoﬁ’d better ( ) now if you want to catch the last

frain.
B: OK.-See you tomorrow, .
1 leave 2 leaving 3 toleave 4 1o be left

A: Steve, do you know anything about the author of this
book?

B:No, I've never heard (

1 of ~ 2 at

) him.

3 on 4vy
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(26)

@n

(ZH)

29

L(30)

A/ Hi, John, Comeé in and sil down,

B: Thank you. )

A Mo, Ldon't, But my wils dosan't like i,
B:Oh, 1 see. 1 won't smoke tonight, then.

1 3o you know these cigarettes?
2 Do you have any miatches?

3 Do you smoke cigarettes?

4 Do you mand if 1 amoke?

A I'd like two tickets to Newcnstle today.

H: What time would you like o leave?

A Mmm, around noon. Also, I'd like nonsmoking
please,

: All right. ¢ )

You cun BO tOMmMOrrow.
Plénge will 108 4 imoiment,
Thank you for your help.
I'11 pet you a giparetles,

>~

e L D -

A Hello, This i Bob, s Linda in?

B: I'm sorry, She’s at school today. ( )

A! Yes, plense. Could you tell her 1o call me back?
B O 'l tell her e do that.

1 Would you like to leave n message?
2 May I nsk you o question?

3 Should Ieall you back?

4 Do you know where she 187

A Allen, it*s raining ouiside.

B Really? Do you think the baseball game will be
A Tdon't think so. Bui {

B Good idea, T will,

1 what ean we do belore the game?

2 where did we see the lust game?

3 why don’t you call the stadium?
4 when s the gnme going to strt?

A Rlck, ure you going (o tike a 1axi 1o the atation?
B: Yo ( ) The bus will tuke too long.

A I'll tuke you there in my car if you like,

B: Oh, thanks. T'll go get my bag.

1 1 want to go there by bus.

2 1 huve to be there In 20 minttes,

3 Tdon't want you 1o come with me.
4 You don't have to go 1o the station,

m— s

ADAYDDEEFEA AR LAYRCES L5, FREEE
(ABETOIAGESEHAHA LS, FLTIHAEABEC SR
=22l FORBEMENMOMTEMIE -2 LG8,
e I € B IR TRL T 8 T,

THETR .

Losi week, Mury's mother bought o pet dog, M

*Henry™ alter one of her lavoriie movie stars. The dog

hiis

whiie spois on its back., Mury thinks it is very cul

Mary has already taught it 1 sit down when she says, *Si

(a1)

1 young 2 although 3 1the dog 4y

8 s still

Yesterday was Jenny’s first day in her new job. She is
( 32 ). At first she was nervous about meeting new people and
learning how to use the computers. But ( 33 ), and Jenny enjoyed
her first day at work.

(32) 1 workingin 2 asecretary 3 alarge 4 company
- 5 as
33 1 her 2 friendly to- ~ 3 very 4 was
5 everybody

Cricket is a traditional British game. Like baseball,

{ 34 ). Cricket s still often played in English towns and villages.

People get together to play cricket in thieir free time. After the game,

players join each other for a drink at the local pub. Cricket is
" (35 )together.

B34 1is 2 andballs - 3 it 4 with bats
5 played
(35) 1 way 2 bring 3 one 4 tor

§ the village community .

ROEXEEL, TOXRICEI>TEOPSUENETO () IZAKZIOBLE
Zl’;%@%l, 2, 3, 4D H 5 —DBY, TOES L BERKONERC>-sL L
Ly,

Not Just Pets

Most people know about guide dogs, which help people who
have trouble seeing. Recently, however, dogs that help people with
other kinds of difficulties are also beginning to receive more
( 36 ) :

‘One group of people in America has been training such dogs

. since 1975. This is the Canine Companions for Independence, or

CCL: CCI opened a school where dogs are taught how to ( 37 )
people who use wheelchairs, have hearing difficulties, or suffer from
“other kinds of problems. For about six months, the dogs are trained
to-do many things, such as turning on lights or opening refrigerators. .

It costs lots of money fo train one dog, but the school is not
supported by the government and depends completely on donations.*
The dogs cannot be trained for the first year of their lives. Uiitil they
are (38 -) enough to be trained, they are looked after by volunteer
families. These families give the dogs a lot of love. They also
( 39 ) dogs to many different places to teach them how to remain
_calm-and quiet in all situations. .

‘The school does more than teach the dogs how to help ‘their

" owners, It also teaches the owners how to look after the dogs-

correctly. CCI’s program is a very good one. . However, there are still

not enough dogs to meet everyone’s needs. CCI says there are as

_ many as 400 people waiting to (40 ) dogs from them.

*donation: F T

(36) .1 practice. 2 concentration 3 atfention 4 expression

(37) 1 assist 2 arrange 3 include 4 employ
(38) 1 kind 2 old 3 busy 4 pretty
(39) 1 take 2 give 3 raise 4 lift

2 bring 3 exchange 4 get

(40) 1 send
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[A]

Pedersen’s Journey

Helge Pedersen, who is from Norway, spent 1973 -as an
exchange student at a high school in Los Angeles. While he was
there, he met many other exchange students from different countries
around the world. He became interested in what their countries were
like and decided that he would like to visit them all someday. A few

-years later, he bought a motorcycle and began to realize his dream.

Pedersen’s first try was not very successful. He started in the
north of Africa.. The first part of his journey was through the Sahara
Desert.  Although this was dangerous, he was able to get through.
The next part was across the country of Sudan.” Sudan was in the
middle of a civil war,* but this did not stop Pedersen. It was when he
reached the next country, Somalia, that his journey came to an end.

" The police caught him and kept him until he could prove that he was
not a spy. '

In spite of these difficulties, he did not give up his idea of riding
around the world. He soon set out again. This time he started in
South America.- He rode through jungles and through cities, along
beaches and-down small country roads. He camped outside every
night for 10 years, carrying his luggage with him on his motorcycle. -

Pedersen finally completed his great journey in 1991, having
traveled through 77 different countries. Originally, he had planned to
go back to Norway after the journey, but actually he is still traveling.
It seems that, for Pedersen, his home is not an ordinary house but the
whole world.

*civil war: PR

(41) Why did Helge Pedersen decide to make a journey around ihe
‘world? :

1 He was an exchange student in Norway.

2 He wanted to study at high schools in many countries.
3 He became interested in foreign motorcycles.

4 He met many exchange students in Los Angeles.

(42) On Pedersen’s first try,

1 he started in Somalia.

2 he was caught by the police.

3 he took part in a-civil war in Sudan.
4 he was injured in the Sahara Desert.

(43) Although Pedersen had a lot of difficulties on his first try,

1 he did not change his plan to visit Norway.
2-he did not give up the idea of traveling.
3 he set out again without his motorcycle.
4 he spent 10 years in the north of Africa.

(44) At first, what did Pedersen plan to do after his great journey?

1 Go back home to Norway.

2 Return to South America to live.-

3 Travel through all 77 countries again.
4 Build an ordinary house for-himself.
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(45) Which of the following statements aboul Pedorsen is true?

L He sturted hix long trip in Los Angeles,

2 He was able to renlize hig dream in just o few years,
3 He completed his groat journey on his second try,

4 He continued his truvels by selling his motoroyele,

[B]
The Elgin Marbles

The British Museum in London was founded in 1753, It has »
huge collection of works of art from all over the world. The
collectlon covers 2 million years of hutnan history. Muny peopls,
however, come o the British Museum just to see the Elgin Marblos, o
group of Greek sculptures.* The sculptures are made of benutiful
white slone and are 2,400 yeirs old,

‘The sculptures wore numed after Lord Elgin, who found them in
Greece about 200 years ago, Lord Elgin was n British diplomat* in
Turkey and, at that time, Turkey controlled Oreece. Elgin loved
anciont Greek art and wanted 1o introduce it o people in Brilain, so
the Turkish government allowed him to ke the senlptures bock to
London,

It took several years for ull the aculptives to arrive in Drituin by
ahip, However, there was one accident. A ship carrying some of the
sculptures sank on its way to Britain in 1804, Fortunately, all of the
sculptures wore saved, and in 1816 the British Museum paid 35,000
pounds for the whole collection,

The Murbles enn still be scon at the British Museum oday, but
the Greek government hus nsked the British government io return
them, One reason for this is because they were cleaned in the 1930s,
According to some people, the cleaning damaged the white stone,
The Greek government also says that the Marbles were nol given bt
taken.  Hut the British have refused, saying Britain hos looked ofter
the Marbles for u long tme, 1t ix difficult to sny which country is
right, und this problem will take time and understanding to solve,

=youlpiuro; B i
Faplomat: #h2E

(46) The British Museum

1 18 2,400 years old.

2 waus built by Lord Elgin,
F hag many works of art.
d has 2 million sculptures,

(47) The Elgin Marbles were

1 tiken from London,

2 brought Irom Greoce,

3 made about 200 years ngo.
4 named afier a Turkish man.

(48) What huppened 1o some of the Elgin Marbles in 18047

1 They disuppenred forever,
2 ‘l'lh‘:_\.‘ sank in an accident.
3 They were returned to Greece,
4 They were biokon on the ship.

(49) What does the Greek povernment say?

1 The Marbles were not given o Lord Elgin.

2 The Marbles have never been :Im‘nngmh‘

3 i is difficult o el which country is right.

4 They have looked nfter the Murblea for a long time.

(50) Which of the following statements is true?

1 The Elgin Marbles have never been cleaned:

2 The Elgin Marbles are never shown to the public.

3 Lord Elgin paid 35,000 pounds to the Turkish government.
4 Lord Elgin loved the art of ancient Greece.
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Working Portfolio

Display Portfolio
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Initial Portfolio Entry

Date 1::/4.fzu07 Mo. 2523 Name. ,-’-\'KCW'I Miura

Lesson Chjective | To know some ways to mamorize words and phrases (2)

My Objectives JI-I"l I k i
i

Wohd grouping L. parl of speech (s2:7)

2. Jamily, kinds (#83R)

(Yood ) curky , apple, rice, salad, meat, lemon.
spaghett) , sfrawberny

G‘[nw‘f'r) cherry . Tulip, pahsy dﬂhdt]mh,

a lily of the valley, sunfjowet cosmos, tose

(sport ) softball , baseball ; Golf , Japavese archery |
volleyball , soccer, khythmic , football, Track and Fiel
cumo, Judo. kendo, basketball, Fenuis, padminfon
swimming , ol (e Teanis,

Your [mpression of Today's Lesson

LEik, AR TTRE T Lo 0 TIRL | FBREYT
Bim L SRALLF. Aeohu REE A<t R TEC

Fnsh (2 e 5 1o Growpdcide Firrdled vwiB AT

Cy)

Bl 9. 5cd 0 RAFTLZEXF S (0

+ A1 £45> 7 (2N -P) € BRI 35T

BTG &K (2P,
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Portfolio Entry for Self- or Peer Assessment (front page)

Date | |4 (. 2007 M | 3523 Neme. | Silear)  Miura

*To present our reflections

Lesson Objective
*To assess ourselves and peers

) FTC EREAT .
My Objectives ‘ft""' J r.n‘ |'” > _.?n_f?:’ E]T_f"_l E’ EH S ! C»‘;_:.‘ v

Topie 1 [Presentation

Topic 2 |Self~Assessment

__apic A |Peer-Assessment

BiEORESTORECELT
Wark

1 FALTRITE D 4

SO B (A9 G C
AN T oz 3 p RS (30 T

Bfel v xRt fe BHUES Tmﬂ?ﬁ“'amr#—ra
2 RSl TIRM TE 4

FLl 0D R e G

RALR T LRy #irThltEo ok,
B3 A ReichpUsdu s GEctrmrd 1 CHT=,

g bRt R Lo EATEERN 4

S 0 FLARRTIE By
KL Froruline *’khmﬁifﬁ
F S P A = .d.'—.-i =rRo,
4 fB=THUES e
ﬁf:;m_muﬁzuﬁ BLE Hg g T C
P KT B ) L) '&» HoTE BT

’fH*'J)'r?'I'IL ZUMLA :F'J?,-( .f's__.fnl-j 5=
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Portfolio Entry for Self- or Peer Assessment (back page)
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APPENDIX V

Proficiency Test Result

Name First (April) Second(July) Distribution Up/down
Nayu 14 25 11 1
Reika 15 27 12 0
Shoko 22 18 -4 !
Saeko 33 39 6 1
Eri 13 20 7 1
Hime 26 39 13 1
Minami 35 34 -1 !
Erina 22 19 -3 !
Sayaka 24 24 0 !
Reina 10 18 8 1
Mayumi 13 23 10 1
Naoko 36 39 3 1
Anri 21 22 1 1
Chiharu 17 16 -1 !
Moe 22 23 1 1
Hanayo 21 14 -7 !
Sayaka.C 21 29 8 1
Yuki 29 33 4 1
Kaori.N 19 21 2 1
Airi 27 18 -9 !
Megu 20 24 4 T
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Name First (April) Second(July) Distribution Up/down
Akari 23 17 -6 l
Saki 16 23 7 1
Chiaki 17 14 -3 !
Miku 23 26 3 1
Miyu 15 20 5 1
Ayaka 23 21 -2 l
Teruri 38 40 2 1
Hiroyuki 23 26 3 1
Taira 20 24 4 i
Kazuaki 17 10 -7 l
Seiya 20 16 -4 l
Daisuke 17 13 -4 l
Shuhei 12 28 16 1
Kota 20 15 -5 l
Yuuki 13 15 2 i
Wataru 15 19 4 1
Miki 26 26 1
Shota 26 -26 l
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