
Draft August 2009 

 

Draft August 2009 

 

Education, Culture and Employment                             

Northwest Territories                                                                 

English Language Arts                                                                            

10-3, 20-3 & 30-3 
DRAFT August 2009 

 

 
 
 
 
 
 

 

 

 

  



Draft August 2009 

 

Draft August 2009 

 

  



Draft August 2009 

 

Draft August 2009 

Table of Contents 
 

 

To the English Language Arts -3 Teacher 1 

Overview 3 

Rationale of English Language Arts –3 4

A Note About Resources 5 

Applying the Fundamental Beliefs About Teaching and Learning  

 to English Language Arts -3 7 

WNCP Framework and English Language Arts –3 8 

Organization of English Language Arts -3 9

English Language Arts –3 Components 9 

Component 1: Everyday Literacy 9 

Component 2: Family literacy 9

Component 3: Land as Text and Local Issues 10 

Component 4: Media and Critical Literacy 10 

Component 5: Workplace Literacy 11 

Scheduling recommendations 11 

Suggested Activities and Projects 12

Suggested Activities by Level 13 

Essential Skills (HRDC) 14 

 

Principles of Learning 15

Literacy Today 15 

Beliefs about Educating Children 15 

Brain Research 16 

Culture Based Education 16 

Differentiation 16 

Metacognition 16 

Technology 17 

Project Based Learning 17

Developing Critical Awareness and Critical Thinking Skills 18

 

English Language Arts 20

Background 20 

The Nature of Language 20 

Language Acquisition and Development 20 

Language Learning: A Shared Responsibility 20 

The Importance of Language 21 

Thinking and Learning Through Language 21 

The ELA Curriculum As A Planning Tool 22

Assessment 23 

Assessment Of, For, As 23 

Learner Centred Philosophy of Assessment 24 

The ELA Curriculum as an Assessment and Evaluation Tool 24



Draft August 2009 

 

 

Draft August 2009 

Portfolios in the English Language Arts -3 Courses 26 

Portfolio Requirements 26 

10-3 Rubric 28 

20-3 Rubric 30 

30-3 Rubric 32 

Examples of Tools and Skills Connections 34 

Portfolios 35 

Introduction 35 

What is a Portfolio? 35 

Why use Portfolios: A Powerful Instructional and Assessment Tool 36 

Types of Portfolios 38 

Evaluation Concerns 39

A Sample Portfolio Process 43 

Introduction 43 

Organization and Timeline 43 

Scheduling Recommendations 44 

Evaluation of the Portfolio 45

Portfolio Tools 46 

Portfolio Planning for Students 47 

Discussing My Learning 49 

Portfolio Items Record 50 

Feedback from Students on Portfolios 51 

Portfolio Evaluation for student/teacher conference 52 

Possible Conference Preparation Prompts 54 

Possible Post-Conference Reflection Prompts 55 

 

Appendices 56 

Appendix 1 - English Language Arts –3 Student Profile 57 

Appendix 2 – What Adolescents Deserve: Principles for Supporting 

 Adolescents‟ Literacy Growth, Douglas Fisher 58 

Appendix 3 - Essential Skills (HRDC) 72 

Appendix 4 - Regie Routman‟s Optimal Learning Model Across the Curriculum 77 

Appendix 5 - Desirable Employee Traits (as supplied by BHP) 78 

Appendix 6 - College courses that may be accessed with ELA 30-3 79 

Appendix 7 - “What it all means” from Blogs, wikis, podcasts and other powerful 

 web tools for classrooms – Will Richardson 80 

Appendix 8 - “The crazy project lady comes home” – Marcia Lubell from “Why 

 am I doing this?” by Giselle O. Martin-Kniep 89 

Appendix 9 - “Realizing the power of reflection” – Robin Grusko from “Why 

 am I doing this?” by Giselle O. Martin-Kniep 102 

 

References 115 
 

 

 

 

 



Draft August 2009 

 

 

Draft August 2009 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

  

 



Draft August 2009 

 

1 

Draft August 2009 

 

To the English Language Arts -3 Teacher 
 

A key feature of the success of the -3 

courses is to get students to take responsibility 

for their own learning. As Cris Tovani puts it in 

Do I Really Have to Teach Reading? “I don‟t 

know if teachers can work any harder than 

they‟re already working, so we‟ve got to find 

ways to make students carry more of the 

thinking load in our classroom.”(Tovani, 2004. 

p. 19). Although students in English 10-3, 20-3, 

and 30-3 may initially appear disengaged, the 

responsibility for learning is theirs as much as 

for any other student. In the English -3 courses, 

the teacher must emphasize strategies for 

learning rather than copious explanations. 

Students need to have opportunities to make 

choices and need to learn how to understand 

their own learning and set their own goals for 

improvement. The development of regular 

reflective practice is a significant factor in the 

success of students in these courses. 

Talk must be stressed in this series of 

courses even though these students may be the 

very students who talk the least in other classes. 

All people need competencies in listening and 

speaking so that they can have a voice in the 

local and global community. To this end, 

students in -3 courses are invited to explore 

language use in their own community and in the 

electronic media. Emphasis in these courses is 

on oral and visual literacy, on reading skills 

developed through texts of the students‟ 

choosing, and on the transactional function of 

written texts. Upon completion of these courses, 

students should feel competent enough to use, 

manipulate, and reflect upon a range of oral, 

print, and media texts taken from workplace, 

community, and leisure contexts.  

Literacy from leisure skills is important 

in these courses. In addition to ownership and 

the right to take control of one‟s learning, 

pleasure is a motivational feature of education 

for any student. When working with the -3 

students (students who are often several grades 

below level, have sporadic attendance, with a 

long history of lack of success in school) the 

teacher must avoid the tendency that Randy 

Bomer describes in his book Time for Meaning: 

For the kids who don‟t love school, we 

just make it more boring. In nonacademic 

classes, students do more seat work, 

worksheets, précis, more grammar and 

skills, and much, much less writing. The 

teachers express even less concern about 

pleasure in reading, relationship of 

literature to life, the development of one‟s 

own response, critical thinking, or respect 

for diverse opinions…Because there is no 

pressure to have everyone in nonacademic 

classes know the same things for college, 

we might expect to feel freer there to 

experiment and expand the definition of 

English class, but our need to feel like a 

dispenser of information seems to 

overwhelm that sense of freedom. (Bomer, 

1995. p. 14) 

 This sequence of courses 

presents the opportunity to “expand the 

definition of English class”. Adaptability and 

flexibility are the keys to working with the 

students profiled for these courses. Students will 

need to be taught through guided practice and 

modeling but they will also need opportunities to 

work in groups (or with partners) and to 

participate in meaningful class discussions. 

Teacher read alouds and think alouds are 

important, as is the scaffolding of learning 

experiences. Assessment needs to be continuous 

and ongoing so that students can see immediate 

results and can monitor their own improvement. 

Self-assessment and reflective practice need to 

be an essential part of assessment. All of the six 

language arts should be assessed in these 

courses, so that students can talk about and 

represent what they know instead of always 

writing what they know. Finally, in this 

sequence of courses there has to be less 

correlation between attendance and marks. 

The -3 courses need to focus in what 

students CAN do to provide a focus on success 

and growth that will foster lifelong learning in 

addition to learning in other school subject 

areas. As Chisholm (2005, p. 84) observes, “. . . 

the dominant discourse  . . .has been one of 

rights, development, social justice and nation-
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building. The curriculum can be seen as one of 

the pre-eminent vehicles of this discourse.” The 

-3 sequence of courses is particularly designed 

to develop skills in students that will increase 

their ability to lead fulfilling lives in an 

increasingly challenging world. Communication 

literacy has changed, with greater emphasis 

placed on texts other than print, and a growing 

need for critical thinking skills. 

Knowledge of learning processes has 

increased greatly in the past decade, resulting in 

changes in teaching practice. David Booth 

(2006) discusses the importance of reading to 

emotional well-being as well as economic 

productivity, with an overview of the many 

ways of learning to read with considerations of 

the impact of technology on the process. He 

further comments on the importance of critical 

reading skills over the accumulation of 

knowledge in today‟s world. This sequence of 

courses addresses the four basic literacy 

divisions that he describes: school literacy, life 

literacy, print literacy, and technological 

literacy. 

Jorgenson (2006, para 2) asks, “Why is 

instructional change necessary in our schools? 

First, because in the past decade there has been 

an upwelling of developments featuring 

research-based, classroom-proven, “best 

practice” teaching strategies – accompanied by 

pioneering discoveries about learning and 

learners – which are simply too compelling to 

ignore.” To support teachers in addressing the 

many challenges relating to both “what” and 

“how” to teach, a wide range of professional 

resources are recommended. These are intended 

to help teachers of these courses to explore 

instructional strategies. While some are specific 

to reading and writing skills, many address other 

transferable issues related to multiple 

intelligences, differentiated instruction, 

formative and “backwards design” assessment 

and others. 

These courses may also be considered 

“bridging” courses, one that provides students an 

opportunity to improve their confidence in basic 

literacy skills in preparation for the more 

literature-based -1 and -2 ELA courses. These 

courses provide opportunities for students to 

build their competence in the six language arts 

with a variety of text genres.  

The recommended sequencing flow is 

represented below: 

 

 
 
In transitioning from -3 to -2 courses, it is important to consider the increased literature focus of the 

latter course when choosing whether students should move to the course of the same grade level or 
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the previous level. Students who have been more frequent readers may have a stronger literature 

base and vocabulary than those who do not. 

 

Overview 
 

The knowledge, skills, and attitudes that 

comprise the English Language Arts -3 course 

sequence can be described as “the English you 

need” for personal satisfaction and to function in 

society and the workplace. Competency in the 

English Language Arts allows people to share 

in, to contribute, and to enjoy local, national, 

and global communities and cultures. Students 

will develop the knowledge of the language that 

has its audience and purpose in lived experience, 

the electronic media and the workplace. They 

will develop skills and strategies related to the 

ways that listeners, viewers and readers position 

themselves and are positioned in relationships to 

texts. They will develop skills and strategies that 

enable them to create, enjoy, appreciate, 

evaluate, use, and critique the texts through 

which ideas and images are created. They will 

develop the attitudes and habits of mind that 

allow them to participate actively in leisure 

activities, the local community, and in the 

workplace. While some students may transition 

back into the ELA –2 stream, most of students in 

ELA -3 will progress at their grade level, acquire 

credit, and be able to finish their formal 

schooling with dignity. 
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Rationale of English Language Arts –3 
 

 
ELA 10-3, 20-3, and 30-3 courses were 

designed based on the data collected and 

interpreted in various NWT research documents 

including: Towards Excellence, Lessons for All, 

and NWT Students Support Needs Assessment. 

The student profile (Appendix 1) for the ELA –3 

candidate is a result of the interpretation of the 

research and field experience provided by 

various education stakeholders across the NWT. 

The development o5 a distinctive sequence of 

ELA courses for the NWT student is based on 

the student profile and guided by our Beliefs 

About Educating Children and brain research 

principles.  

One of the central goals of the English 

Language Arts –3 sequence of courses is to 

promote literacy by encouraging extensive 

reading, through a variety of texts, and reflective 

response to these texts in order to prepare an 

informed citizenry, so that their complex futures 

can be full of paths toward information, 

knowledge, and wisdom. Hence, the students of 

today need parents, teachers, librarians, and 

friends to promote and provide choices to extend 

and enrich their literacy options with different 

texts, along with time, places, and opportunities 

for adding new ones to their crowded lives. 

(Booth, 2006)  

The ELA –3 sequence of courses 

emphasizes the functional or practical uses of 

language. It is the literacy of adult life and work: 

the literacy that establishes people‟s value in the 

workplace, showing what they know, what they 

can do, and how well they can work with others, 

many of whom are different from themselves. 

The courses are intended to help students: 

• manage the vast array of information, in 

oral, print, electronic, and other media 

forms, with which they are presented 

daily; 

• develop information, communication, 

and self directional skills in the context 

of practical and meaningful applications 

within the classroom; 

• think critically and independently in 

order to function as responsible citizens 

within the home, the workplace, and in 

the local and global community; 

• acquire transferable, practical 

employability skills; 

• become metacognitive through 

reflection and feedback in order to gain 

greater control of their thinking and 

learning, and 

• become lifelong learners. 

Being a skillful communicator able to do 

more than read or respond to traditional texts 

enhances a student‟s personal, social, and civic 

life. Communicating today involves connecting 

both traditional and alternative texts, including 

digital, to navigate and negotiate today‟s world. 

A 21st Century learner must be able to 

understand how language works, how to find 

and question the cultural stories being shared, 

and how to act on his or her options. (Beers, et 

al., 2007) The challenge for teachers is to help 

students build a solid literacy foundation that 

promotes a positive disposition toward literacy 

and the ability to think. 
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A Note About Resources 
 

 
This series of  courses embraces a 

broadened definition of text to include oral, 

print, visual, and multimedia forms. Throughout 

these courses, students should study and create a 

variety of forms of texts. 

Student Resources 

Print texts have been the most common 

text form used in the past. As readers, students 

should be exposed to a variety of literary, 

informative, and persuasive texts as sources of 

both knowledge and enjoyment. As written text 

creators, students should write a variety of texts 

to make sense of and convey their ideas. 

Oral texts include both casual and formal 

as well as immediate and distant contexts of 

storytelling, speeches, discussions and 

conversations. Students should practice creating 

and responding to a variety of oral texts to share 

information, build community, and develop a 

positive sense of self. 

Visual texts also span a wide range of 

purposes, audiences, and contexts. They include 

pictures, collages, diagrams, tableaux, mime, and 

nonverbal communication. 

Any text that combines two or more of the 

other types of texts is considered multimedia. 

Some examples are: demonstrations, oral 

presentations, videos, films, graphic novels, 

cartoon strips, plays, drum dancing, and Internet 

Web sites. 

“Real world” texts are certainly a desirable 

alternative to anthologies and other artificially 

assembled materials to make the course as 

practical and real as possible for the students. A 

collection of brochures, posters, flyers, and 

magazines will be helpful. 

A single anthology has been recommended 

for all three years of this course series. The 

anthology‟s role is to act as an anchor or 

centerpiece of the units, providing a familiar 

connection for both teachers and students. It is 

hoped that by encouraging use of a wide range 

of other texts, including periodicals, brochures, 

film, and Internet resources, that we will reflect 

the true nature of the real world in gathering 

information. 

An effective classroom library needs to 

include the materials mentioned in the first 

paragraph as well as a wide selection of novels 

on a variety of topics at a wide range of reading 

levels. 

Dene Kede and Inuuqatigiit are two 

valuable resources available to help incorporate 

cultural knowledge into these courses. Locally 

developed resources may be available through 

regional Teaching and Learning Centers to 

determine what locally developed resources may 

be available. First Nations offices and regional 

councils may also have research based materials 

relating to oral history and land use. Another 

valuable source of information is the Prince of 

Wales Northern Heritage Center, which has an 

extensive collection of government documents, 

photographs, and personal documents. There 

may be similar local resource collections in 

some communities. 

Organizations and individuals in the 

community may also contribute to valuable 

learning experiences. Career Development 

Centres have trained personality profile 

facilitators (e.g. True Colors, Personality 

Dimensions) and businesses and government 

departments may have employees with skills and 

knowledge to share in the classroom (e.g. 

business development plans, health care, self-

advocacy). Accessing other resources enriches 

learning experiences and expands students‟ 

realization of where knowledge resides. 

As technology has become an integral part 

of life in the 21st Century, the success of 

implementing these courses relies on regular and 

extensive access to computers, to digital 

information, and to the Internet. Technology has 

changed life in our northern communities, 

providing access to information, services, and 

goods that were not previously available on a 

daily basis. Both we and our students must be 

proficient at using this technology to be 

competitive in the employment market. Reliance 

on Internet sites for instructional materials does 

have some drawbacks as well as advantages. 
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While providing current and up-to-date 

information, the reliability and durability of 

websites is a significant factor. Those associated 

with long term organizations or institutions, or 

have themselves been in existence for over 5 

years are generally more stable. In addition, 

some sites also provide CD ROM copies of their 

lesson materials – a plus for classrooms without 

Internet access and to compensate for changes to 

the sites. Several others have included 

downloadable versions on their websites. 

Effective sites are regularly updated; a 

positive feature as they incorporate new issues 

and concerns facing teachers and students. 

However, this may mean that some lesson 

materials are no longer available on-line, or have 

been changed to remain current. Where possible, 

an adapted version has been supplied that is 

classroom based using the previously available 

materials. It is important that the teacher always 

preview the sites mentioned in the lessons to 

ensure their continued existence and 

maintenance. This apparent potential frustration 

of changing resources can be a strength of these 

courses, allowing it to evolve with changing 

needs and conditions. 

Computer access is essential not only for 

obtaining information, but for student to become 

proficient at using a variety of programs. Human 

Resources and Skills Development Canada has 

identified computer use as one of the nine 

“Essential Skills”, and it is included in nearly all 

of the occupation profiles. Additionally, in daily 

life, computer skills have become more essential 

as more activities are carried out via the Internet, 

including online banking and shopping, both of 

which make life in isolated communities easier. 

Graphic novels are an emerging and 

growing form of text. These blend visual text 

with the printed word and provide valuable 

opportunities to discuss the power of 

representation in telling a story. These texts may 

be less overwhelming to the students in this 

sequence of courses, while providing 

opportunities to discuss literary and stylistic 

elements. 

Teacher Resources 

The resource list for this sequence of 

courses includes an extensive list of teacher 

professional readings, as it is the approach to 

these courses that adds to its distinctiveness from 

the -1 and -2 courses.
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Applying the Fundamental Beliefs 

About Teaching and Learning to English Language Arts -3 
 

 
The fundamental beliefs about teaching 

and learning direct the instructional design for 

the ELA –3 student through some key practices. 

This methodology guides the reflective 

practitioner when planning for and assessing 

students in English Language Arts -3. These key 

practices are the correspondence between 

philosophy and practice. It is important to note 

that the practices listed below are appropriate, 

and even essential, to all English Language Arts 

courses, but are being highlighted in ELA –3 

because of the specific student, and his / her 

needs, identified in the 

Student Profile (Appendix 1). The highlighted 

practices include: 

• Responding to individuals, curricular 

principles and outcomes, and creating, 

with student input, a relevant and 

appropriate program; 

• Differentiating through content, 

processes, and products; 

• Creating the opportunities for choice 

and interest; 

• Encouraging risk taking to explore 

issues that matter to them; 

• Motivating students through challenging 

authentic experiences that connect the 

curriculum (skills and strategies) to their 

lives; 

• Engaging students in the construction of 

knowledge through respectful, 

purposeful tasks, through active 

learning; 

• Exploring language use in both 

traditional and other media texts; 

• Offering content grounded in the local 

community; 

• Creating opportunities for students to 

build relationships that extend from the 

classroom into the broader community; 

• Promoting talk by setting the conditions 

for positive peer interaction through 

small flexible groups and guided 

conversations; 

• Empowering the students to ask 

questions, to explore their own 

convictions, and to assert themselves; 

• Teaching students to become strategic 

readers and writers and gradually 

releasing responsibility to the students; 

• Guiding metacognition through 

reflection and feedback that allows 

students to observe their thinking 

processes and set realistic goals for 

learning; 

• Expecting student involvement in both 

informal and formal assessments and 

build a portfolio; 

• Setting the conditions for students to 

articulate their knowledge and 

understanding; and 

• Providing sustained time and 

meaningful opportunities for reading, 

writing, and talking about worthwhile 

texts and ideas. 

 

*See Principles of What Adolescents Deserve: 

Principles for Supporting Adolescents’ Literacy 

Growth, by Doug Fisher (Appendix 2) 
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WNCP Framework and English Language Arts –3 
 

 

Five General Outcomes (GO) serve as the foundation for the WNCP ELA Curriculum 

Framework and for the NWT English Language Arts Curriculum. General Outcomes (GO) are 

broad statements identifying the knowledge, skills, and attitudes that students are expected to 

demonstrate with increasing competence and confidence from Kindergarten to Grade 12. The 

General Outcomes (GO) are interrelated and interdependent; each is to be achieved through a 

variety of listening, speaking, reading, writing, viewing, and representing experiences. 

 

 

General Outcome 1: Students will listen, speak, read, write, view, and represent to 

access and explore prior knowledge and experiences of self and others 

 

 

 

 

General Outcome 2: Students will listen, speak, read, write, view, and represent 

to comprehend and respond personally and critically to oral, print, and other 

media texts, through a process 

 

 

 

 

General Outcome 3: Students will listen, speak, read, write, view, and represent to 

plan and focus an inquiry or research and interpret and analyze information, 

through a process 

 

 

 

General Outcome 4: Students will listen, speak, read, write, view, and represent to 

clarify and enhance oral, written, and visual forms of communication, 

through a process 

 

 

 

General Outcome 5: Students will listen, speak, read, write, view, and represent to 

celebrate and build community within the home, school, workplace, and wider 

society 

 

 

 

 
*See The ELA Curriculum As A Planning Tool (page 22) 
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Organization of English Language Arts -3 
 

 

There is a continuum of outcomes for the 

three grades of the ELA –3 courses. The ELA –3 

sequence of courses is distinct from the ELA -1 

and ELA -2 course sequences in its organization. 

The three ELA-3 courses are organized around 

five components at each level so that ELA 10-3, 

20-3, and 30-3 could be taught in the same 

classroom if necessary; however, this series of 

courses does not lend itself to being taught 

during the same time period as the ELA –1 and 

-2 courses. 

• Everyday Literacy 

• Family Literacy 

• Land as Text and Local Issues 

• Media and Critical Literacy, and 

• Workplace Literacy. 

To reinforce the real-life nature of these courses, 

all six language arts are woven into each learning 

experience just as they are in everyday life. 

Embedded in each of the five components 

are the most relevant of Human Resource 

Development Canada‟s (HRDC) National 

Occupation Classifications‟ (NOC) Essential 

Skills (Appendix 5). It is critical that the 

Learning Outcomes be of primary importance 

and that they drive the teaching and learning, 

rather than the Essential Skills as this sequence of 

courses does not have a workplace component. It 

is recommended that following explicit 

instruction, the practice of the skills and strategies 

be embedded in authentic speaking, reading, or 

writing for real purposes and audiences, as it is 

more effective than through isolated exercises, 

such as worksheets. Language acquisition and 

growth in meaningful authentic contexts is more 

effective than through the isolated study of 

Essential Skills related to specific work 

placements, but it is critical that the learning 

outcomes be of primary importance and drive 

the teaching and learning.

 

* * * * * * * * * * * * 
 

English Language Arts –3 Components 
 

 

Component 1: Everyday Literacy 

Everyday literacy is the examination of environmental texts and written materials that primarily 

serve a function in non-school settings. These real life texts are not intentionally designed for classroom or 

instructional purposes nor are they in book format, yet they provide sources of reading. Real life texts tend 

to favour functional or informational text structures that better prepare students to work with non-fiction 

texts. The variety of functional texts include: environmental print (billboards, signs), texts for coping with 

time (TV guides, schedules), texts for coping with space (maps, catalogues), texts for coping with 

complexities (directions, manuals, menus, advertisements), and texts for building community (banners, 

cards, cards). Where these texts may appear to be simpler to read, the simplest of texts can be 

complicated, fully comprehending them and reading them critically is a higher level thinking skill. 

Oracy is an important aspect of literacy in each component of these courses and the real world, but 

there is an opportunity in this component to place special emphasis on oral texts and the oral 

communication skills and strategies involved in daily routines. It is the use of oral language to receive, 

synthesize, and express thoughts, information, and ideas. 

Through component one, students develop the skills to gain access to information, to ask questions, 

to interpret appropriate information, to assert themselves, and to evaluate and discriminate between 

sources. Of prime importance is emphasizing the transferability and practicality of these skills. 

 

Component 2: Family literacy 

Family Literacy is the study of children‟s literature, folk tales, young adult fiction, graphic novels, 

parenting resources, and other texts used in the home. It is through the reading and writing of simpler texts 

with dignity that students have the opportunity to expand their repertoire of strategies and skills in reading 
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and writing. It is also an opportunity to learn about how young children learn to read and represent, or to 

learn how to read to children. In 2001, Wade-Wooley, Pantaleo, and Kirby conducted research into the 

effect of a family literacy program on the reading levels of the adults involved. They observed: 

Daily reading of the children‟s books allowed the adults crucial practice while exposing the children 

to valuable parent-child interaction and exposure to print. Parents were given practice with difficult 

words from classic children‟s books which have stood the test of time. This allowed them to read 

fluently with expression to engage the children in the story, illustrations, and sometimes print. 

As many students have responsibilities for young children, their skill development will benefit the 

next generation. 

 

Component 3: Land as Text and Local Issues 

 Land as Text and Local Issues offers an opportunity to strengthen the students‟ sense of personal, 

community, and cultural identity through traditions, local issues, history, or stories.  Understanding issues 

of particular interest to their communities, and how these relate to the nation and world beyond 

encourages students to become active and contributing members of their communities. This component 

will look different in each classroom in order to reflect the culture, values, needs, and goals of each 

community. Relevant use of locally developed resources and individuals from the community are 

significant factors in the meaningful delivery of this component.    

Chambers (1999) notes that Dene Elders recognized the need to make connections between local 

situations and the world students are a part of, not just geographically, but with consideration to the 

changing times. She explains, “to seek new interpretive tools for understanding what it means to be 

Canadian and what Canadians might become in the 21st century. In “Place-Based Education – Learning to 

Be Where We Are”, Smith discusses the relationship between school and the real world, is most 

meaningful when studied initially from a perspective of local concerns and relating those understanding to 

larger issues in the global world. 

This component offers the opportunity to transform learning from a process involving textbooks, 

lectures, and videos to one that empowers the students to ask questions, to explore their own convictions, 

and to assert themselves. Students become the creators of their own projects, choosing meaningful issues 

to focus on, and develop a plan for studying the issue, and creating a plan of action if one is needed and 

taking action. The role of the teacher is changed, from deliverer of curriculum to facilitator and advisor. 

The emphasis of such activities is less on content and more on skills, providing authentic opportunities for 

practice. Any required knowledge will have greater meaning as it is linked to the concerns and interests of 

the students. 

 

Component 4: Media and Critical Literacy 

Media Literacy is the study of electronic and multimedia text. These new literacies allow us to use 

the internet and other information and communication technology to identify important problems, locate 

information, analyze the usefulness of that information, synthesize information and solve problems, 

communicate the solution to others, and entertain ourselves. Because students are to operate in today‟s 

world, they need the skills, strategies, and dispositions to do so. Through the new literacies, students can 

be successful readers and writers (Leu, in Opitz et al., 2006).  

Critical Literacy starts with the premise that in every use of language some context occurs that 

includes power relationships. Thus language is a form of politics. All texts (including popular culture, 

such as scripts for movies, television shows, advertisements, and electronic texts) are written for a 

purpose. The writer‟s purposes are seldom transparent, and so readers need to develop and exercise their 

critical faculties in order to filter what they understand and believe from texts. Students need the tools to 

unmask the true purposes of language in a particular context, so there is a shift from the traditional focus 

on grammatical corrections to the uses of language. The –3 students must develop skills beyond skimming 
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and scanning of text and adopt a more critical stance or risk being unknowingly tricked, persuaded, or 

biased (Coiro, in Opitz et al., 2006). 

An element of critical literacy is critical thinking. It requires that authors state their claims clearly, 

and that they be supported with evidence - and also that those claims and their support be open to scrutiny 

and challenge from people who hold different views. Critical thinking is the careful study of arguments, 

the assessment of the supporting evidence and the logic with which the reasons are marshaled toward a 

conclusion. Critical thinking involves thinking through problematic situations to arrive at reasoned 

judgments.  

In the Media and Critical Literacy component, the –3 ELA student has legitimate access to texts that 

are often perceived as something removed from the school reading materials with which these students 

have not had much success. The texts are seen as attractive and, if selected carefully, are at an appropriate 

level of difficulty. Through the endless number of topics available, struggling or striving readers are likely 

to be engaged and motivated to construct meaning through dialogue and reflection. The skills learned 

through this component are part of the transferable skills that students need in the workplace and as 

contributing members of our democratic society. 

 

Component 5: Workplace Literacy 

Workplace Literacy is the practice and improvement of communication skills through: the 

exploration of personal interests and aptitudes, the critical evaluation of careers and self, resume and job 

application writing, the development of interview skills, participation in group discussions, team work, 

presentation skills, conflict resolution and negotiation skills. Connections to career development outcomes 

could be appropriate in many activities of this component. In this context, “work” should not be thought of 

only as paid employments, but as volunteer activities and community participation as well. 

Although this sequence of courses is not intended to be a job preparation program, it is important to 

note that schools and the workplace require similar skills from their clients. (Brown, 2006 and Millar and 

Morton, 2007, p. 171) Included throughout the ELA -3 courses are Human Resource Development 

Canada‟s (HRDC) National Occupation Classifications‟ (NOC) Essential Skills. These Essential Skills are 

considered to be transferable skills, skills that are not exclusive to one occupation, but are important to a 

number of occupations. Because there is no workplace requirement in this sequence of courses, the 

Essential Skills are a major focus of this component although they are also embedded in all relevant 

learning experiences within the other four components. 

 

Scheduling recommendations 
There are approximately 95 instructional days per semester, and approximately 5 days may be lost due to 

special events, therefore there are 18 weeks of class time. The following guidelines for time allocations 

are recommended: 
 

# of weeks Component 

2 introduction/orientation/establish portfolios 

3 component 1 

3 component 2 

3 component 3 

3 component 4 

3 component 5 

1 creation and sharing of demonstration portfolio 
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Suggested Activities and Projects 
 
 

The activities and projects in these courses 

should be as practical and related to real world 

applications as possible. Students are more 

likely to be involved in their learning if they see 

it as something that could be applicable to their 

lives. Allowing for choice of topic as much as 

possible, is important, as students will be more 

engaged by content that is of interest to them For 

example, novel studies are not required, but may 

be done as an element of one of the 

components.. It is also hoped that the teacher 

allows for student input to or adaptation of the 

activity to make it more meaningful to the 

students. The role of the teacher has changed to 

that of facilitator and interpreter. As 

McCutcheon (1998, p. 195 & 198) describes, “. . 

. teachers‟ work involves transforming that 

which is intended into a set of activities in order 

to make intended skills and knowledge 

accessible to students. . . . Teachers are the 

filters through which the mandated curriculum 

passes. Their understanding of it, and their 

enthusiasm, or boredom, with various aspects of 

it, color its nature.” The teachers‟ knowledge of 

their students is an important factor in the 

selection of personally and culturally relevant 

authentic activities. 

Flexibility in the structure of projects is 

also important, to allow for both individual and 

group work experiences and to provide 

opportunities for student choice. Bigelow and 

Vokoun (2005) write, “Choice is at the root of 

student engagement, interest, and creation of the 

self as a viable member of society.” (p. 2). They 

discuss a range of ways to incorporate choice in 

classrooms, from offering choice of topic on a 

writing assignment to involving students in year 

and unit planning, but also address the need for 

teacher guidance as students learn to make 

appropriate choices. In stating that “[P]art of the 

hidden curriculum in all classrooms is teaching 

students the skill of making good choices in the 

first place” they remind us of the need to model 

experimentation with texts to guide student 

learning. Students may benefit from being 

offered a limited selection of choices at first, and 

being able to draw on their own creativity as 

they gain confidence. 

 

 
*See and HRDC’s Essential Skills (Appendix 3) 

 

The chart on the following page contains suggested activities for the five components 
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Suggested Activities by Level 
 

 

Component 10 20 30 

Everyday 

Literacy 

 

Driver‟s test 

recipes, menus and groceries 

goals and decision-making 

buying and setting up 

electronics – computer, 

stereo, etc. 

handling a problem with a 

purchase 

phone skills – oral presentation 

banking 

credit buying 

consumer privacy & identity 

theft  

planning a trip 

using and interpreting 

equipment manuals 

budgeting and 

independent living 

on-line shopping & 

auctions 

investing and insurance 

Buying (and financing?) a 

car 

Family 

Literacy 

 

the importance of literacy - 

webquest 

reading a story book aloud – 

shared and guided 

reading 

reviewing children‟s books 

creating a family library 

author/illustrator report 

activities to promote literacy 

companion activities for books 

novel study 

novel study 

creating a children‟s text 

Land as 

Text and 

Local 

Issues 

Anthology of biographies of 

local elders or stories 

based on a local event 

(e.g. flood) 

Local guide for tourists or new 

residents 

Writing or editing relevant 

Wikipedia articles 

Examination and action 

plan for a local issue 

Media and 

Critical 

Literacy 

 

Internet terms and use 

media and internet awareness 

evaluating web sites (& 

reality TV shows) 

spyware 

on-line safety 

advertising techniques - 

stereotypes in media 

designing a magazine 

phishing 

cyber scams and spam scams 

film study – TV show 

categories – reality, 

entertainment news 

creating a documentary 

peer to peer file sharing 

Workplace 

Literacy 

 

Personal interest inventories 

career investigations 

career bio 

Guiding Circles 

resumes and cover letters 

interviews 

personal and career portfolios 

on-the job forms and 

business writing 

costs vs. benefits of 

education 

post-secondary 

applications 
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Essential Skills (HRDC) 
 

Activities and projects should also 

recognize and support as much as possible the 

nine Essential Skills as defined by Human 

Resources and Skills Development Canada. 

These Essential Skills are considered to be 

transferable skills, skills that are not exclusive 

to one occupation, but are important to a 

number of occupations.  Language acquisition 

and growth in meaningful, authentic contexts is 

more effective than through the isolated study of 

the Essential Skills related to specific work 

placements, but it is critical that the Learning 

Outcomes be of primary importance and drive 

the teaching and learning. A secondary benefit 

of the effective teaching of reading and writing 

strategies, critical thinking, and the 

encouragement of creativity is that the Essential 

Skills will be developed. To assist in this, the 

most relevant Essential Skills have been noted 

for each of the learning outcomes, but it is vital 

that they are embedded in the learning 

activities and are not taught in isolation. 

These nine Essential Skills are: 

Reading Text 
 - refers to reading material that is in the form of 

sentences or paragraphs. 

- generally involves reading notes, letters, memos, 

manuals, specifications, regulations, books, 

reports or journals. 
 

Document Use 
- refers to tasks that involve a variety of 

information displays in which words, numbers, 

icons and other visual characteristics (e.g., line, 

colour, shape) are given meaning by their spatial 

arrangement. For example, graphs, lists, tables, 

blueprints, schematics, drawings, signs and 

labels are documents used in the world of work. 

If a document includes a paragraph of text such 

as on a label or a completed form, it is also 

included in A. Reading Text. Documents 

requiring the entry of words, phrases, sentences 

and paragraphs are also included in C. Writing. 
 

Writing 
 - includes:  

· writing texts and writing in documents 

(for example, filling in forms)  

· non-paper-based writing (for example, 

typing on a computer) 
 

Numeracy 
- refers to the workers‟ use of numbers and their 

being required to think in quantitative terms. 
 

Oral Communications 
- pertains primarily to the use of speech to give 

and exchange thoughts and information by 

workers in an occupational group. 
 

Thinking Skills 
- differentiates between six different types of 

cognitive functions - these functions are 

interconnected 

Problem Solving 

Decision Making 

Critical Thinking 

Job Task Planning and Organizing 

Significant Use of Memory  

Finding Information 
 

Working with Others 
- examines the extent to which employees work 

with others to carry out their tasks.  

Do they have to work co-operatively with 

others? 

Do they have to have the self-discipline to meet 

work targets while working alone? 
 

Computer Use 
- indicates the variety and complexity of computer 

use within the occupational group 
 

Continuous Learning 
- examines the requirement for workers in an 

occupational group to participate in an ongoing 

process of acquiring skills and knowledge.  

- tests the hypothesis that more and more jobs 

require continuous upgrading, and that all 

workers must continue learning in order to keep 

or to grow with their jobs. If this is true, then the 

following will become essential skills:  

· knowing how to learn;  

· understanding one‟s own learning style; and  

· knowing how to gain access to a variety of 

materials, resources and learning 

opportunities. 

 

 
More details can be found in appendix 3 and at the HRDC website at http://srv600.hrdc-

drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml 
  

http://srv600.hrdc-drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml
http://srv600.hrdc-drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml
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Principles of Learning 
 

 

Literacy Today 

Within the last two decades, English 

language arts educators have expanded the 

understanding of English language arts 

instruction. At all grades, the focus is on 

acquiring language and literacy skills through 

listening, speaking, viewing, and representing, as 

well as reading and writing. “Visual culture and 

the proliferation of multi-media texts have 

changed literacy practices both inside and 

outside the classroom.  . . . reading and writing 

are also being transformed textually, relationally, 

spatially, and temporally.” (NCTE, 2008, 17). In 

keeping with the literacy demands placed on 

them, students need to learn to read and produce 

a wide range of texts, including media, 

functional, and literary texts. 

David Booth in his book reminds us, 

“What constitutes literacy has changed 

throughout history. It has only recently become 

expected and desirable to be fully literate in 

every format and genre. A literate culture will be 

determined not only by its literature - fiction or 

non-fiction - but also by newspapers, magazines, 

television, computers, networks, films, CD-

ROMs, hypertext, emails, and other forms yet to 

be created.” (Booth, 2006) Allington reminds us 

that we are moving into an area he calls 

“thoughtful literacy” where reading goes beyond 

decoding or „reading‟, remembering, and 

reciting on demand to demonstrating thinking 

and understanding. “Thoughtful literacy is the 

reason for reading.” (Allington, 2006) “Once we 

understand that reading is meaning making, not 

message receiving, we can begin to align our 

teaching with the cognitive realities. We can act 

on three key insights about the reading process: 

reading is interactive, constructive, and 

strategic.” (Daniels & Bizar, 2005) That 

interaction among the reader, the text, and the 

context is a complex, recursive thinking process. 

(Tovani, 2000). It is about being literate in the 

broadest sense - being able to make sense of and 

respond to both visual and written symbols. 

Likewise, it is about seeing the possibility of 

connecting visual texts and written texts to 

enhance the meaning of both. (Opitz and Ford, 

2006). 

 

Jim Burke (2007) discusses the effect of 

technology on literacy, learning, and workplace 

skills. He cites Tom Friedman‟s concept of a 

“flat” world in which increased access to 

advanced technology provides greater 

opportunities for participation and competition 

in today‟s global society. Being literate requires 

more than the skills of reading and writing; it 

requires the skills for working with others in the 

modern world.  He cites eight roles that 

“students need to be great: collaborators, 

leveragers, adapters, green people, personalizers, 

and localizers” (p. 152). It is essential for 

students to identify their strengths in these areas 

to best contribute to the team. 

 

Beliefs about Educating Children 

Education in the Northwest Territories 

fosters practices based on some fundamental 

beliefs about children and learning. It is our 

belief that practices that recognize and value 

diversity are beneficial to all children. We 

believe: 

· All children are unique. 

· All children can learn and experience 

success. 

· Children come to school with a vast 

potential for learning. 

· Children bring life experiences and 

knowledge with them. 

· Children have common needs; they also 

have many differences. 

· All children have the right to quality 

learning opportunities that are challenging 

and suited to their individual strengths, 

needs, and learning styles. 

· Education must be relevant and meaningful 

for each individual. 

· Learning is a life long process that occurs in 

the classroom, in the home, and in the 

community. 

· Educating our children is a shared 

responsibility. 

(Adapted from Educating All Our Children, Departmental 

Directive on Inclusive Schooling, 1996, 4-5) 
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Brain Research 
Brain research has cast a new light upon 

the learning process, which impacts curriculum 

design, teacher preparation, and classroom 

practices. The synthesized research has 

identified the “principles of learning” sometimes 

referred to as brain/mind learning principles”. 

These include: 

· The brain is a social brain. 

· Learning is developmental. 

· Learning is an active and purposeful process 

of constructing meaning. Active processing 

includes critical thinking, reflection, and 

metacognition. 

· The search for meaning or understanding 

occurs through patterning. Every brain is 

organized uniquely. 

· Emotions are critical to patterning and 

complex learning is enhanced by challenge 

and inhibited by threat. 

· People learn in a variety of ways and at 

different rates. 

· Learning is both an individual and a group 

process. 

(Adapted from Caine and Caine, Education of 

the Edge of Possibility, 1997, pp. 104-108) 

 

Research continues to expand our 

knowledge about how we learn and how our 

brains process information and experiences.  

 

 

Culture Based Education 
The teaching of these courses needs to be 

culturally responsive.  This needs to be a 

consideration not only in the Land as Text and 

Local Issues component, but embedded 

throughout all components. Documents such as 

Dene Kede and Inuuqatigiit can provide a 

foundation for what is important to study, enrich, 

enhance, and preserve, but local Elders and 

community members are also valuable resources. 

 

Differentiation 
Differentiated instruction is responsive 

instruction: a teacher‟s reaction to a learner‟s 

needs. In responding to a wide diversity of 

learners, it is guided by general principles of 

differentiation, such as respectful tasks, flexible 

grouping, and ongoing assessment and 

adjustment. Teachers can differentiate content, 

process, or product, according to student‟s 

readiness, interests, and learning profile, through 

a range of instructional and management 

strategies. (Tomlinson, 2000) 

Millar and Morton (2007, p. 170) describe 

a process of differentiation as one with “ . . . 

principles of inclusion within a flexible 

framework.” This view redefines the teacher‟s 

role on the classroom from curriculum deliverer 

to learning facilitator. Rather, the teacher‟s 

major task is to create the conditions that enable 

students to work in ways that nurture their 

unique abilities. That implies that a teacher is 

“not only a knowledgeable instructor but also 

one capable of responding to students as 

individuals with unique gifts and experiences 

who can and do make significant contributions, 

for better or for worse, to the learning 

environments of which they are a part.” 

Crawford, 2001, p. 65) 

Differentiation is the recognition of and 

commitment to plan for student differences. The 

goals of a differentiated classroom are to 

maximize student growth and to promote 

individual student success. (National Research 

Center on the Gifted & Talented) 

 

Metacognition 
Metacognition is being conscious of one‟s 

thinking, learning, and problem solving 

processes. It includes: planning a course of 

action before beginning a task, monitoring 

ourselves during the execution of a plan, backing 

up or adjusting a plan consciously, and 

evaluating ourselves upon completion of a task. 

Metacognition instruction would include 

learning how to learn; how to study; and how to 

use strategies of question asking before, during 

and after reading. It also involves: helping 

students become acquainted with their own and 

other‟s learning styles; the intelligences in which 

they excel; their own learning preferences; and 

strategies that can help them in situations that do 

not match their best learning modalities. 

Metacognition is thinking about our thinking 

(Costa, 2001). 
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Metacognition is the cornerstone of an 

effective portfolio. Students must be encouraged 

to regularly examine and reflect on their 

strengths, challenges, performance, and 

products. Portfolios are not a project to be 

completed at the end of the course, they are a 

developing documentation of student learning 

and growth throughout the entire course. 

 

Technology 
Information technology is an essential part 

of any English Language Arts course. It is a 

powerful tool for gathering, manipulating, 

organizing, and communicating information. In 

order to explore the uses of information 

technology in language, students need 

opportunities to learn how to use technology for 

research, writing, communicating, information 

management, and presentation. 

We are all aware of how extensively 

technology has changed the way we 

communicate, not only in the ways that we 

create text, but in the texts that we have access 

to. As Will Richardson (2008) points out, 

“today, anyone with an internet connection can 

now publish without any prior review. Although 

this is good in terms of creating a wider body of 

knowledge to draw from, it obviously requires 

that we teach our students to become more active 

consumers of that information instead of just 

passively accepting it as legitimate.” (p. 126). 

This makes teaching critical thinking skills to 

our students even more important. Richardson 

also discusses technology‟s role in the 

collaborative nature of the creation of content. It 

is essential that we provide opportunities for 

students to work together, using technology 

whenever possible. 

See excerpt from Blogs, wikis, podcasts, and other 

powerful web tools for classrooms (Appendix 7) 

 

Project Based Learning 
Whittle, Morgan, and Maltby (2000) align 

project-based learning with constructivist 

principles.  Their approach highlights “A 

problem-based instructional design [that] 

supports the integration of multimedia design 

theory and its practice” (Constructivist 

Pedagogy).  Brown (2008) relates a model 

presented by conductor and teacher Patricia 

O‟Toole used by the Comprehensive 

Musicianship through Performance (CMP).  This 

model has five points that may equally 

effectively guide planning for projects in these 

courses: 

· Selection of appropriate activities to meet 

the needs, interests, and abilities of students, 

· Analysis initiated by the teacher to reach an 

understanding of the learning and 

performance requirements of the activities, 

· Outcomes of the projects and activities are 

determined by the goals set by the teacher, 

· Learning strategies are selected to enable 

students to reach the outcomes and goals, 

and 

· Assessment is planned for before, during, 

and after activities to assess student‟s 

existing knowledge and needs, provide 

guidance during learning activities, and to 

evaluate final performance 

This process is consistent with the Western and 

Northern Canadian Protocol‟s (WNCP) 

recommendation to begin planning with the 

assessment by identifying the goals and 

outcomes that we hope to guide students to 

achieving.  “Backward mapping requires us not 

only to think about the curricular goals we want 

students to meet, but also to deconstruct the 

complex learning processes involved to identify 

the stages of learning” (p. 15).  By selecting an 

engaging project in consultation with students, 

we can then „work backwards‟ as we identify the 

scaffolding activities required to provide them 

with the skills needed to complete the project. 

In a study of projects in Davidson County 

(North Carolina) School District, McGrath and 

Sands (2004) acknowledge teachers‟ concerns 

that this approach will be time consuming, 

noting that teachers actually observed that 

students became so engaged with their learning 

that it “actually frees the teacher to work 

individually with students” (p. 52).  While it may 

require more front-loading by the teacher, 

implementation of project-based learning 

lightens the classroom management load, as 

engaged students require less monitoring.  

Students presented with well organized and 

relevant projects defined by clear criteria are 

also better able to monitor their own progress 
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towards the end result.  An essential first step for 

teachers is to “develop the essential question that 

would provide an overarching theme for the 

study” (p. 55).  They further note that the 

ownership that students took in their learning 

was a major contribution to their successful 

completion of both their projects and the 

courses.  Once again, this is an important feature 

for our students, who have often felt powerless 

in classrooms throughout their educational 

experience. 

Regina Public Schools and Saskatchewan 

Learning (2003) identify the following benefits 

of Project Based Learning: 

 For teaching and learning  

· accommodates different approaches to 

learning  

· makes content more meaningful  

· develops higher-order cognitive skills, 

life skills, technological skills and 

self-management skills  

 

 

 

 For students 

· are excited, engaged, enthusiastic and 

empowered about their learning  

· dig more deeply into a topic and expand 

their interests  

· retain what they learn  

· make connections between different 

subject areas and other aspects of their 

life  

· gain confidence and improve social and 

collaborative skills 

 For older students...  

· take initiative  

· assume responsibility for their own 

learning  

· make decisions and choices about their 

learning 

http://www.centralischool.ca/~bestpractice/project/benefit.html 

These are admirable goals for all students, 

but they are even more important for the students 

of these courses, who have rarely experienced 

such an educational environment and has most 

often demonstrated the opposite of these 

behaviours. 

  

 

 

 

 
Developing Critical Awareness and Critical Thinking Skills 

 
With the increased emphasis on skills over 

content in most new curricula, an awareness of 

the need for critical thinking skills has grown. 

As previously discussed, the increased access to 

a wide range of sources and information 

provided by the Internet has especially increased 

the need for critical awareness and thinking. 

Eisner (1990, p. 69) describes the effect of such 

activities on student self-sufficiency, “Creative 

curriculum development provides activities that 

challenge, that require higher order thinking, and 

that diminish students‟ dependency on the 

teacher in knowing when they succeed.” Well 

designed activities that challenge students to use 

these dimensions can also be more engaging for 

students and more rewarding for teachers to 

design. 

In designing critical thinking activities, a 

central challenge could be the cornerstone of 

each component/theme, with scaffolding 

activities designed to supply the intellectual 

tools needed for thinking critically. These 

intellectual tools are:  

Background knowledge – the information 

about the topic required for thoughtful 

reflection  

Criteria for judgment – the considerations or 

grounds for deciding which of the 

alternatives is the most sensible or 

appropriate  

Critical thinking vocabulary – the range of 

concepts and distinctions that are helpful 

when thinking critically  

http://www.centralischool.ca/~bestpractice/project/benefit.html
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Thinking strategies – the repertoire of 

heuristics, organizing devices, models and 

algorithms that may be useful when 

thinking through a critical thinking 

problem  

Habits of mind – the values and attitudes of a 

careful and conscientious thinker  

(The Critical Thinking Consortium, 2005)  

 

After selecting the central challenge, teachers 

can determine which intellectual tools are 

required and plan scaffolding activities to teach 

the tools.  
 

 

 

 

 

Habits of Mind 
 

 

1. persisting  

2. managing impulsivity  

3. listening with understanding and empathy  

4. thinking flexibly    

5. thinking about thinking  

6. striving for accuracy  

7. questioning and posing questions    

8. applying past knowledge to new situations  

9. thinking and communicating with clarity and precision 

10.  gathering data through all the senses 

11. creating, imagining, innovating 

12. responding with wonderment and awe 

13.  taking responsible risks 

14. finding humour 

15. thinking independently 

16. remaining open to continuous learning  

 

(Costa and Kallick, Habits of Mind)  
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English Language Arts 
 

 

Background 
The Western Canadian Protocol for 

Collaboration in Basic Education detailed The 

Common Curriculum Framework for English 

Language Arts, Kindergarten to Grade 12, 

(hereafter called the WNCP ELA Curriculum 

Framework.) In the spring of 2002, the 

collaborative team including: Alberta, British 

Columbia, Manitoba, Saskatchewan, the 

Northwest Territories, and the Yukon Territory 

adapted their title to: The Western and Northern 

Canadian Protocol for Collaboration in Basic 

Education, (hereafter referred to as the WNCP). 

The intent of the WNCP was to provide a 

scaffolding of General and Specific Outcomes 

(GO and SO). Each jurisdiction would then 

develop the descriptive Learning Outcomes 

(LO) with which the classroom teacher, 

students, and parents could measure student 

success. This enabled the learning communities 

of each jurisdiction to have a stronger voice to 

acknowledge their unique characteristics and 

cultural diversity. As a result of this process, the 

Learning Outcomes (LO) developed, by each 

jurisdiction, would maintain the integrity of the 

WNCP ELA Curriculum Framework while 

highlighting their contexts. 

 

The Nature of Language 
Language is the basis of all 

communication and the primary instrument of 

thought. Composed of interrelated and rule-

governed symbol systems, language is a social 

and uniquely human way of exploring and 

communicating meaning. As well as being a 

defining feature of culture, language is an 

unmistakable mark of personal identity, and is 

essential for forming interpersonal relationships, 

extending experience, reflecting on thought and 

action, and contributing to a democratic society. 

 

Language Acquisition and 

Development 
Language learning is an active process 

that begins at birth and continues throughout 

life. Children learn language as they use it to 

communicate their thoughts, feelings, and 

experiences, establish relationships with family 

members and friends, and strive to make sense 

and order of their world. They may come to 

school speaking one or more language or learn 

another language in school. It is important to 

respect and build upon a child‟s first language. 

Experience in one language will benefit the 

learning of other languages. 

In their early years, children develop language 

informally. Long before they understand explicit 

rules and conventions, children reproduce the 

language they hear, and use language to 

construct and to convey new meaning in unique 

ways. Later language learning occurs in specific 

contexts for specific purposes such as learning 

about a specific subject, participating in the 

community, and pursuing work and leisure 

activities. 

Language development is continuous and 

recursive throughout students‟ lives. Students 

enhance their language abilities by using what 

they know in new and more complex contexts 

and with increasing sophistication. They reflect 

on and use prior knowledge to extend and 

enhance their language and understanding. By 

learning and incorporating new language 

structures into their repertoire and using them in 

a variety of contexts, students develop language 

fluency and proficiency. Positive learning 

experiences in language-rich environments 

enable students to leave school with a desire to 

continue to extend their knowledge, skills and 

interests. 

 

Language Learning: A Shared 

Responsibility 
Students, parents, teachers, and the 

community share the responsibility for language 

learning. Students require ongoing opportunities 

to use language in its many forms. Opportunities 

to learn language occur first at home and are 

extended as children move into larger 

community. Schools provide environments 

where students continue to develop language 

knowledge, skills, and strategies to achieve 

personal, social, and academic goals.  
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Language development is the 

responsibility of all teachers. For example, 

subject area teachers teach the specialized 

vocabulary and language structures of each 

subject. English language arts teachers, 

however, have a special role because of their 

focus on language, its forms, and functions. 

They help students develop and apply strategies 

for comprehending, composing, and responding 

in a variety of situations. 

 

The Importance of Language 
All children come to school with rich 

experiences and language. Language learning is 

an active process. Valuing the use of both the 

heritage and second languages is essential for 

strengthening personal identities and enhancing 

interpersonal relationships. The cultural 

diversity of our Territories offers the school 

system a wealth of starting points for classroom 

activities and language emanating from 

authentic experiences: our children are richer for 

the multiple languages of our Territories. The 

Official Languages Act of the Northwest 

Territories recognizes: Chipewyan, Cree, 

Tłįcho, Gwich‟in, Inuktitut (including 

Inuinnaqtun and Inuvialuqtun), and Slavey 

(including North Slavey and South Slavey) in 

addition to English and French. Other rich 

cultures enhance our Territories with their 

languages and traditions too. The key to the 

celebration of each individual is to begin from 

his or her experience base and build a learning 

community together. 

Just as children come to school with 

language, they also come as members of 

multiple learning communities, including the 

family and the extended community. The school 

system is another learning community that 

welcomes our children with their rich 

backgrounds. The relationship between home 

and school is a reciprocal one. In building a 

school community, the learning environment 

naturally extends beyond the physical walls of 

any school reaching out into various 

communities. The dialogue between the 

communities shapes the learning environment. 

Creating the learning environment is a shared 

responsibility. 

Actively involved learners are responsible 

for their growth. Purposeful, meaningful 

involvement ensures opportunities to relate to 

authentic situations that create a challenging and 

motivating learning environment. Comfortable 

students become risk takers and active, 

responsible learners. Positive learning 

experiences encourage lifelong learning. The 

foundation for lifelong learning is the culture 

and language that each individual brings to any 

learning situation. 

 

Thinking and Learning Through 

Language 
Thinking, learning, and language are 

interrelated. From Kindergarten to Grade 12, 

students use language to make sense of and 

bring order to their world. They use language to 

examine new experiences and knowledge in 

relation to their prior knowledge, experiences, 

and beliefs. They make connections, anticipate 

possibilities, reflect upon ideas, and determine 

courses of action. 

Language enables students to play an 

active role in various communities of learners 

within and beyond the classroom. As students, 

speak, write, and represent, they also listen to, 

read, and view the ideas and experiences of 

others. Critical and creative thinking and 

learning through language occur when students 

reflect, speculate, create, analyze, and 

synthesize. 

In addition, language facilitates students‟ 

development of metacognitive awareness; that 

is, it enables them to reflect on and control their 

own thinking and learning process. Language 

helps students develop an awareness of the skills 

and strategies they need to complete learning 

tasks successfully and to communicate about 

themselves as learners. 

The study of English language arts enables 

each student to understand and appreciate 

language, and to use it confidently and 

competently in a variety of situations for 

communication, personal satisfaction, and 

learning. Students become confident and 

competent users of all six language arts through 

may opportunities to listen and speak, read and 

write, and view and represent in a variety of 

combinations and relevant contexts. All the 

language arts are interrelated and 

interdependent; facility in one strengthens and 
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supports the others. In the outcomes of this 

WNCP ELA Curriculum Framework, the six 

language arts are integrated. 

 

The ELA Curriculum As A Planning 

Tool 
The NWT ELA Curriculum serves as a 

planning tool. From the Learning Outcomes 

(LO), both teachers and students can build 

language rich experiences to explore the 

knowledge, skills, and strategies expected of 

students from Kindergarten to Grade 12. 

Through on-going dialogue and on-going 

assessment, planning is a shared responsibility. 

The information garnered is used to create 

balanced instructional experiences and helps to 

define areas where teaching, practice, or 

maintenance are the main emphases. That 

becomes the foundation that builds competence 

and confidence within the integrated six 

language arts: listening, speaking, reading, 

writing, viewing, and representing. Planning 

together and integrating the language arts 

validates students‟ strengths, challenges, and 

interests. 

Students and teachers set goals and make 

plans to support student achievement. Their 

plans reflect the learning outcomes of many 

curricula. Through a variety of instructional 

approaches, the Learning Outcomes (LO) are not 

kept separate and distinct; rather, many are 

integrated into all learning experiences, reaching 

beyond the language curriculum. A careful 

analysis of the learning experience determines 

the appropriate combination of Learning 

Outcomes and the series of instructional steps, 

which lead to proficiency and the achievement 

of the standards for each individual. 

Opportunities to revisit and practice, through a 

variety of authentic experiences, are necessary to 

maintain and refine previously learned 

knowledge, skills, and strategies as well as to 

consolidate new learnings. Planning for a 

balanced language experience is a shared 

responsibility: all students, all teachers, parents, 

and the community. 

The standards (Learning Outcomes) for 

each grade are organized along a Continuum. 

Rather than being a “Scope and Sequence” 

checklist, a Continuum of learning shows the 

sophistication of knowledge, skills, and 

strategies acquired over time. When planning, 

the consideration of the students‟ varied learning 

experiences, their strengths, and their challenges 

helps to determine where each individual is 

along a Continuum. The structure of a 

Continuum acknowledges that individual 

learners have different beginning and end points: 

for instance, a student placed in a grade eleven 

classroom may be working on a combination of 

Learning Outcomes (LO) from grades ten, 

eleven, and twelve. Learners can attain 

competencies at any time and continue to grow 

along a learning Continuum. Therefore, each 

learning context is unique and shapes the 

progression through the Learning Outcomes at a 

different pace and in varying sequences. When a 

Learning Outcome is attained, a learner 

progresses to its related Learning Outcome in 

the following grade; the progression is 

horizontal and more sophisticated across a 

Continuum. It is important to note that learners 

who are not yet proficient with specific skills 

need to continue with scaffolded instruction at 

their individual levels. It is that information that 

leads to informed instruction, either for the 

individual or for larger groups. It is necessary to 

consider the details of the Learning Outcomes of 

a grade as well as each individual‟s progression 

along the Continuum. Both assessment and 

evaluation inform instruction. 

As a planning tool the NWT ELA 

Curriculum welcomes the involvement of 

multiple partners, on multiple levels, in the 

development of the learning process. The 

process depends heavily on student 

involvement through planning and self-

assessment. By understanding their strengths, 

challenges, learning styles, and interests, 

students play an active role in structuring 

learning experiences that best meet their 

ever-changing needs. The recursive nature of 

learning requires on-going assessment, by 

both student and teacher, to adjust the 

learning experiences accordingly along the 

Continuum. 
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Assessment 
 

 

This sequence of courses has been 

developed in response to student needs. It is 

distinct from the ELA -1 and -2 sequence of 

courses most notably in its approach to 

evaluation. The philosophies of student-involved 

assessment, assessment FOR learning, and 

assessment AS learning are essential to the 

success of these courses. Thoughtful assessment 

recognizes the individual differences of the 

students and can lead to more effective 

instruction. “Assessment practices lead to 

differentiated learning when teachers use them 

to gather evidence to support every student‟s 

learning, every day, every class (Earl and Katz, 

2005). Assessment does not need to be formal 

and teacher-driven, such as testing, but should 

include student reflections on their successful 

mastery of outcomes. 

In keeping with the philosophy of 

providing real-life and meaningful activities, and 

to develop life-long learning practices, there is 

no final exam. In its place, the development of 

a portfolio of work by each student is 

mandated. Throughout the course students will 

be creating a working portfolio that will help 

shape their final demonstration portfolio. (For 

explanations of the different portfolios, see 

Assessment Section.) Their growth will be 

evident through both types of portfolios. The 

final demonstration portfolios, presented at the 

end of each course, will be weighted 

accordingly: 

· In 10-3 and 20-3 the value may range 

from 20% to 30% 

· In 30-3 the value will be 40%. 

To ensure the maintenance of high 

standards, specific expectations and 

requirements of the portfolio are identified in see 

Assessment Section. Teachers will need to adapt 

these to their particular students and situation. 

Crawford (2001, p. 63) cautions, “When 

methods of instruction and assessment focus 

primarily on prescriptive procedures and 

techniques, access to diversity is restricted or 

even blocked altogether.” The challenge lies in 

finding the balance between remaining true to 

the intent of the curriculum while adapting to the 

needs and interests of the students. 

 

* * * * * * * * * * * * 
 

Assessment Of, For, As 
Assessment through a portfolio does not 

mean that traditional “testing” will be 

abandoned, but rather that the focus is 

“Assessment FOR Learning”, monitoring which 

concepts and/or skills have been mastered, and 

which may require additional practice or 

exposure. The Alberta Assessment Consortium 

(AAC) defines assessment for learning as 

“assessment experiences that result in an 

ongoing exchange of information between 

students and teachers about student progress 

toward clearly specified learner outcomes.” 

(AAC, 2005) It may also be called diagnostic or 

formative assessment. In contrast, the AAC 

considers assessment OF learning as 

“assessment experiences designed to collect 

information about learning to make judgments 

about student performance at the end of a period 

of instruction to be shared with those outside 

classrooms” (AAC, 2005). It is also known as 

summative. It is important to remember that in 

this -3 sequence of ELA courses, the assessment 

should include student reflection and goal 

setting as it directs classroom instruction. 

Assessment AS learning is another 

significant focus of these courses. The Western 

and Northern Canadian Protocol for 

Collaboration in Education defines assessment 

AS learning as involving students in 

metacognition. (Earl and Katz, 2005) Students 

themselves are the connection between 

assessment and learning. They need to process 

new information, make connections with prior 

knowledge, assess their competence and 

confidence with it, and reflect on their 

performance in order to set the next steps in their 

learning. This requires that the student be aware 

of and familiar with Curricular expectations and 
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content. The portfolio is a tool that encourages 

regular  reflection. 

Learner Centred Philosophy of 

Assessment 
A portfolio is mandated as the final 

product in these –3 courses where students show 

the evidence of their growth and learning, since 

there is no final exam for these courses. This 

portfolio is not to be a teacher collected record 

of student achievement, but is to be a student 

created and reflective collection of evidence. 

This corresponds with The NWT Adult Basic 

Education English Curriculum‟s learner centred 

philosophy of assessment. It lists the 

characteristics of learner centred assessment as: 

- Assessment is participatory and reflective 

– Instructors and learners discuss how they 

learn, what they want to learn, successes and 

difficulties, how well they have met their 

goals. 

- Assessment is done throughout instruction 

and looks at learning over time – When 

learners keep writing folders, portfolios and 

journals they are collecting assessment 

information that will show the process of 

their learning over time. 

- Assessment is an integrated part of 

teaching/learning, not a separate activity 

– Daily activities such as journal writing, 

keeping reading lists, comparing a new 

piece of writing to an earlier one, adding 

new work to a portfolio or checking in on a 

goal are all assessment activities. 

- Assessment reflects the complexity of 

learning – Assesses the interconnected 

skills required for meaningful reading and 

writing: discrete skills (punctuation, 

spelling, grammar): higher level skills 

(ability to make meaning from text) and 

functional skills (writing a letter, reading for  

information). 

- Assessment guides instructors in daily 

lesson planning- Ongoing assessment helps 

identify learners‟ successes and challenges 

in turn, assists in planning daily and long 

term lessons 

- Assessment involves real, purposeful 

activities – Learners are evaluated through 

the kinds of tasks and processes similar to 

those used in daily lives. Learners self-

evaluate by reflecting and writing in 

journals: they track their progress by 

recording what they‟ve written or read and 

then analyze the information (how much; 

what types; is it clear): they observe their 

behaviours while working in groups and 

determine which skills/abilities they are 

using and which they are not. 

- Assessment uses a variety of methods of 

knowing and communicating – Draws on a 

variety of styles to communicate what is 

learned using methods that are familiar to 

their cultures and experiences.  

- Assessment supports critical thinking and 

lifelong learning – Helping learners‟ to 

practice self-evaluation fosters critical 

thinking and includes learning about 

progress, about the process of learning and 

about strategies that facilitate effective 

learning.  

(p. 10) 

 

The ELA Curriculum as an 

Assessment and Evaluation Tool 
Educating All Our Children: Departmental 

Directive on Student Assessment, Evaluation, 

and Reporting, 2001, defines assessment and 

evaluation.  

· “Assessment is a systematic process of 

gathering and interpreting information about 

what a student knows, is able to do, and is 

learning to do.”  (Glossary) 

· “Authentic assessment provides students 

with descriptions of expected performance 

levels and the criteria by which they will be 

evaluated. Students are then requested to 

perform, produce, or otherwise demonstrate 

skills that represent their learning in real life 

settings in and out of the classroom. 

Learning is exhibited over time to show 

evidence of progress, achievement, and 

application of learning.”  (Glossary) 

· “Evaluation is the process of making 

judgments and decisions based on the 

interpretation of evidence gathered through 

assessment.”  (p. 2) 



Draft August 2009 

 

25 

Draft August 2009 

Assessment and evaluation have different 

purposes; both are essential to inform 

instruction. Assessment refers to gathering and 

interpreting information for the purpose of 

informing teaching and to help students learn 

more. Assessment is the descriptive feedback 

used to interpret the learning. Assessment is 

authentic when it combines evidence of 

progress, achievement, and the application of 

learning. By seeing strengths, understanding 

challenges, and setting goals, learning is 

enhanced. Evaluation stems from assessment. 

Evaluation implies bringing meaning to that 

information through a complete examination of 

all of the assessment information. That analysis 

and reflection leads to informed instructional 

decisions based on the interpretation of evidence 

gathered through multiple assessments. 

Evaluation includes the collection of 

information, its interpretation, and informed 

decision-making. Through observation and 

interpretation of processes and products in 

meaningful contexts, test scores and grades have 

the potential to shape the plans for a balanced 

learning experience; separately, test scores and 

grades are just information. Both assessment and 

evaluation inform instruction through the 

assessment of learning, for learning, and as 

learning.  

The NWT ELA Curriculum acknowledges 

the importance of assessment and evaluation.  

Opportunities for both are reflected throughout 

the Curriculum‟s Continuum and in the 

Assessment sections, All language assessments 

in this document begin from the measurable 

Learning Outcomes detailed in the Continuum. 

The Learning Outcomes (LO) provide the 

scaffolding for frequent self-, peer, parental, and 

teacher assessment. Planning for instruction is 

integral to balanced learning experiences and 

planning for assessment is integral to learning. 

Student involvement is the key to 

empowerment and the establishment of self-

reflection processes applicable to all learning 

situations within and beyond the traditional 

educational setting.  Developing the 

Metacognitive strategies and skills to 

understand, analyze, and reflect on one‟s growth 

over time, builds capacity within each 

individual. 

The ultimate goal of evaluation is to 

develop empowered learners who assess their 

growth. Through authentic experiences, 

meaningful, classroom-based assessment 

provides frequent opportunities for feedback that 

allows teachers and students a framework for 

reflection and adjustment. The resulting 

dialogue enhances, empowers, and celebrates 

learning. Informed learners take ownership: they 

develop self-assessment strategies and skills, as 

they understand the assessment criteria and 

procedures. Empowered learners celebrate their 

identity: they build on the diverse knowledge, 

skills, and strategies valued in their cultural 

backgrounds. As learners become self-directed, 

their processing strategies and the quality of 

their product are enhanced.  

English Language Arts must be viewed as 

assessing literacy through the six language arts: 

listening, speaking, reading, writing, viewing, 

and representing. To guide educators, the 

English Language Arts Curriculum contains a 

variety of on-going assessment opportunities. 

The suggestions provided below are but a few 

ways in which to collect data about both the 

processes and the products of a student‟s 

learning experiences: 

· Rubrics for each of the six language arts 

· Observations and anecdotal records 

· Running records 

· Student work samples 

· Performance assessments 

· Learning logs and response logs 

· Self-assessments and reflections 

· Parent assessments 

· Peer assessments 

· Questionnaires 

· Miscue analyses 

· Conferences and interviews 

· Portfolios 

· Inventories and surveys, and 

· Individual Education Plans and Modified 

Education Plans 
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Portfolios in the English Language Arts -3 Courses 
 

 

Portfolio Requirements 

In English 10-3 and English 20-3, the 

weighting of the portfolio may range 

from 20% to 30% of the final course 

mark. 

In English 30-3, the weighting of the 

portfolio will be 40% of the final course 

mark. 
 

Portfolios for 10-3, 20-3, and 30-3 must include: 

√ A cover 

√ An introduction – about the student and 

the portfolio process 

√ A resume 

√ A cover letter for the resume 

√ A table of contents 

√ A baseline profile and reflection 

√ A record of reading progress/reading done 

during the course (e.g., reading log) 

√ A goal setting evaluation/reflection 

√ A closing reflection 

 

In addition to these requirements the 

portfolio must include: 

 in 10-3 – a SMART* goal for the following 

year 

 in 20-3 – a SMART* goal for the following 

year applying learning from this course to 

other courses 

 in 30-3 – a SMART* goal applying learning 

from this course to out-of-school experience, 

such as post-secondary education or 

workplace 

 

* Smart goals are described as: 

 S = specific 

 M = measurable 

 A = achievable 

 R = realistic 

  T = time sensitive 

 

Although the same elements are required 

at all grade levels, there are different 

expectations of work at the different course 

levels.  For example, the reflection expected of a 

30-3 student should make stronger connections 

between their work, their goals, and the 

curriculum (see evaluation rubrics). 

Students will also require varying levels of 

guidance and support at the different grade 

levels.  The expectations have been designed to 

enable a gradual release of responsibility from 

teacher to student over the three years of these 

courses. Outcomes and expectations at the three 

grade levels are often defined similarly, with the 

following qualifiers: 

10-3 – “with guidance” – instructional 

assistance from the teacher 

20-3 – “with support” – use of teacher-

provided supports and tools 

30-3 – “independently” – students select 

and implement supports and tools on their own 

See Release of responsibility chart (Regie Routman‟s 

Optimal Learning Model –appendix 4) 

 

As evidence is collected, progress in all six 

language arts and five general outcomes need to 

be represented by the portfolio contents.  With 

this in mind, not all work should be in print 

form. Following are some examples of how 

these may be documented: 

 

Language Arts Learning 

· To demonstrate reading you may include a 

reading log, book review, or reflection on 

reading growth. 

· To demonstrate writing you may include 

any of the written assignments such as a 

letter, brochure, essay, or story. 

· To demonstrate viewing you may include a 

response to or analysis of a poster, or a 

review of a movie, TV show, or music 

video. 

· To demonstrate representing you may 

include a poster to increase awareness of a 

cause or an event, or a visual used to 

accompany a story, article, or report. 

· To demonstrate listening you may include 

notes made on a presentation by a guest 
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speaker or a music review, or materials used 

for studying, a project, or research. 

· To demonstrate speaking you may include 

an audio or video recording of a 

presentation, or where such recording is not 

possible, a printed copy of the script, 

accompanied by peer or teacher comments 

or evaluation. 

General Outcomes 

· To demonstrate accessing and exploring 

prior knowledge and experiences you may 

include a graphic organizer such as a 

KWL sheet used to identify pre-

knowledge. 

· To demonstrate comprehending and 

responding to texts you may include a 

review of a TV show, song, video, or 

movie, or a collage to represent a 

character in a story. 

· To demonstrate managing ideas and 

information you may include a graphic 

organizer used for planning a piece of 

writing, a database of research 

information, or a brochure that uses 

headings. 

· To demonstrate clarifying and enhancing 

communication you may include drafts of 

a work that indicate revisions done or a 

critique of a peer‟s work. 

· To demonstrate celebrating and building 

community you may include reflection on 

completed work, a journal entry reflecting 

on a group project, a picture of the group 

working together with a representation of 

their final product. 

These content pieces will also represent learning 

about: 

Key Skills to demonstrate 

Research 

Expository writing 

Persuasive writing 

Compare/contrast 

Presentation 

Letter writing 

Organization 

Summarize 

Resume 

Tools to demonstrate use of 

PowerPoint 

Word processing 

Spreadsheet 

Database 

Templates 

Video 

Graphic organizers 

Visuals 

Webpage creation 

Collaborative wikis 

 

Specific assignments have not been identified at 

different levels to allow for individual choice by 

students in recognition of varied learning styles 

and multiple intelligences.  In addition, it may 

accommodate the cycle of activities required by 

multi-level classes. 

 

Some additional considerations when planning 

portfolios with your students: 

 A reflection is required for each item 

included in the portfolio (a possible 

template is provided in Word so that you 

may modify it as necessary) 

 Not all items need to be generated 

within these courses; some may be 

drawn from other courses in recognition 

of cross-curricular connections. 

 The use of technology and computer 

skills should be reflected in the 

presentation of work as much as 

possible. 

 Be sure that students are demonstrating 

their process through draft stages, and 

not just including final results. 

 One portfolio entry may satisfy several 

skill and tool requirements. 

 Work from a previous year may be 

refined and included in the current 

portfolio. 

 Persuasive writing may be a part of 

reflection. 

 The portfolio cover may be considered a 

visual element. 
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10-3 Rubric 

 

Process X 2 

 
 Excellent Proficient Adequate Limited 

Reflection  Identifies and 

demonstrates 

characteristics of 

successful learners 

 Independently 

identifies strengths and 

challenges 

 Intuitively aligns self-

assessment with 

standards and 

articulate criteria to 

others 

 Identifies what it is to 

be a successful learner 

 Identifies own 

strengths and 

challenges with 

supports 

 Aligns self-assessment 

with standards/criteria 

 Inconsistently 

identifies what it is 

to be a successful 

learner – may 

require support 

 Identifies strengths 

and challenges with 

guidance 

 Aligns self-

assessment with 

standards/criteria 

with support 

 Requires support 

to identify what it 

is to be a 

successful learner 

 No evidence of 

self-reflection 

 Bases self-

assessment on 

personal opinion 

Progress 

and 

Growth 

 Includes more than one 

draft in addition to 

final copy for some 

assignments 

 Identifies and explains 

areas of revision 

 Makes connections 

between progress and 

goals with guidance 

 Advocates for self by 

communicating needs 

related to learning 

preferences 

 Includes one draft 

stage of each final 

copy 

 Identifies areas of 

revision and attempts 

to explain them 

 Tracks progress and 

sees some connection 

with goals 

 Recognizes and 

describes personal 

learning preferences 

 Includes one draft of 

most final copies 

 Identifies areas 

revised 

 Tracks progress 

with guidance 

 Recognizes 

existence of 

different learning 

preferences 

 Includes a single 

uncompleted draft 

with no final copy 

of some work 

 Little or 

superficial 

revision 

 Little attention to 

progress and 

growth 

 Unaware of 

different learning 

preferences 

Goals  Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal for 

the following year 

independently 

 Prepares a plan to 

achieve goals 

independently 

 Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal for 

the following year with 

guidance 

 Prepares a plan to 

achieve goals with 

supports 

 Develops a general 

goal for the 

following year 

 Prepares and 

follows a plan to 

achieve goals with 

guidance 

 Develops no goal 

for the following 

year, even with 

guidance 

 Does not prepare a 

plan for the 

following year, 

even with 

guidance 

Sharing  Explains details of 

learning represented 

with some connections 

to examples in 

portfolio 

 Prepares for 

presentation through  

rehearsal (without 

audience) 

 Invites questions from 

the audience 

 Gives overview of 

learning represented 

connecting specific 

skills to examples in 

portfolio with 

guidance 

 Prepares independently 

with prompts 

 Responds to questions 

from audience 

 Lists learning 

represented with 

limited evidence 

 Preparation is done 

with guidance from 

teacher 

 Introduce self and 

thank audience: 

reads from a 

prepared script 

 Does not identify 

specific learning 

or skills 

represented 

 Unprepared 

 Does not 

acknowledge 

audience 
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Product X 1 - *Guidance may be an integral part of students’ meeting these standards 

 

 Excellent Proficient Adequate Limited 

Organization  Follows a consistent 

pattern (e.g. drafts, 

final, reflection) with 

guidance 

 Uses text features to 

guide the reader – 

e.g. page numbers, 

headings, subtitles, 

index tabs . . . 

 Follows a consistent 

pattern – e.g. drafts, 

final, reflection – with 

guidance 

 Inconsistent 

pattern of entries, 

even with 

guidance 

 No sense of 

organization 

Content  Represents all five 

General outcomes 

 Represents all six 

language arts 

 Represents learning 

of all tools 

 Represents learning 

of all skills 

 Includes a reflection 

on each entry 

 Has a consistent 

voice 

 Integrates materials 

from other classes 

 Represents all five 

General outcomes 

 Represents all six 

language arts 

 Represents learning of 

all tools 

 Represents learning of 

all skills 

 Includes a reflection on 

each entry 

 Has a consistent voice 

 

 

 Representation of 

language arts, 

general outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections are 

incomplete 

 Inconsistent voice 

 

*even with guidance 

 Representation of 

language arts, 

general outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections are 

missing or 

incomplete 

 No discernible 

sense of voice 

 

*even with guidance 

Physical 

Presentation 
 Reflects creator of 

the portfolio 

 Demonstrates unique 

and creative 

application of 

elements of design 

such as colour and 

arrangement of 

images 

 Reflects creator of the 

portfolio 

 Displays deliberate use 

of elements of design 

 

 Identifies creator 

of portfolio 

 Few elements of 

design displayed 

 

*even with guidance 

 Appears 

anonymous 

 No elements of 

design displayed 

 

*even with guidance 
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20-3 Rubric 

 

Process X 2 

 

 Excellent Proficient Adequate Limited 

Reflection  Describes and 

demonstrates 

characteristics of a 

successful learner 

 Explains strengths and 

challenges with 

guidance or support 

 Intuitively aligns self-

assessment with 

standards and articulate 

criteria to others 

 Identifies and 

demonstrates 

characteristics of 

successful learners 

 Independently 

identifies strengths and 

challenges 

 Aligns self-assessment 

with standards/criteria 

with support 

 Identifies what it is to 

be a successful 

learner 

 Identifies strengths 

and challenges with 

supports 

 Aligns self-

assessment with 

standards/criteria 

with guidance 

 Inconsistently 

identifies what it 

is to be a 

successful learner 

 Self-reflection is 

inappropriate 

and/or relies on 

external sources 

 Bases self-

assessment on 

personal opinion 

Progress 

and 

Growth 

 Includes multiple 

drafts demonstrating 

growth of skills and 

strategies for all 

assignments 

 Explains revision 

process  

 Makes connections 

between progress and 

goals 

 Advocates for self by 

requesting adaptation 

of activities to suit 

personal learning 

preferences  

 Includes more than one 

draft of some final 

copies 

 Identifies revisions and 

explains reasoning 

 Makes connections 

between progress and 

goals with guidance 

 Communicates needs 

related to learning 

preferences to others 

 Includes one draft 

stage of each final 

copy 

 Identifies areas of 

revision and attempts 

to explain reasoning 

 Tracks progress 

 Recognizes and 

describes [personal 

learning preferences 

 Includes one draft 

of some final 

copies 

 Identifies areas 

revised 

 Identifies some 

progress with 

guidance 

 Recognizes 

existence of 

different learning 

preferences 

Goals  Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal for 

the following year 

applying learning from 

this course to other 

courses independently 

 Prepares a plan to 

achieve goals 

independently 

 Follows plan from 

previous year 

independently 

 Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal for 

the following year 

applying learning from 

this course to other 

courses with support 

 Prepares a plan to 

achieve goals with 

support 

 Follows plan from 

previous year with 

support 

 Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal 

for the following 

year applying 

learning from this 

course to other 

courses with 

guidance 

 Prepares a plan to 

achieve goals with 

guidance 

 Follows plan from 

previous year with 

guidance 

 Develops a 

general goal for 

the following year 

even with 

guidance 

 Prepares a vague 

plan to achieve 

goals even with 

guidance 
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Process Rubric – cont. 
 

Sharing  Gives detailed 

description of 

learning represented, 

supported by specific 

examples 

 Prepares for 

presentation and  

rehearses in front of 

an audience 

 Asks for and 

responds to questions 

and feedback from 

audience throughout 

presentation 

 Gives detailed 

description of learning 

represented and 

connects examples 

from portfolio to 

specific skills: may 

need support 

 Initiates rehearsal and 

prepares using prompts 

(e.g. sentence starters) 

 Asks for and responds 

to questions and 

feedback from 

audience at end of 

presentation: develops 

rapport 

 Gives general 

description of learning 

represented with 

limited evidence 

 Preparation and 

rehearsal is minimal 

and requires guidance 

 Acknowledges 

audience through 

presentation (e.g. eye 

contact, body 

language) 

 Lists learning 

represented 

 Examples are not 

connected to 

learning 

 Unprepared 

 Introduce self and 

thank audience: 

reads from a 

prepared script 

 

 

Product X 1 - *Support may be an integral part of students’ meeting these standards 
 

 Excellent Proficient Adequate Limited 

Organization  Follows a consistent 

pattern (e.g. drafts, 

final, reflection) with 

guidance 

 Uses text features to 

guide the reader (e.g. 

page numbers, 

headings, subtitles, 

index tabs . . .) 

 Follows a consistent 

pattern (e.g. drafts, final, 

reflection) with supports 

 Inconsistent 

pattern of 

entries, even 

with supports 

 No sense of 

organization 

 

*even with 

supports 

Content  Represents all five 

General outcomes 

 Represents all six 

language arts 

 Represents learning of 

all tools 

 Represents learning of 

all skills 

 Includes a reflection 

on each entry 

 Has a consistent voice 

 Integrates materials 

from other classes 

 Represents all five 

General outcomes 

 Represents all six 

language arts 

 Represents learning of all 

tools 

 Represents learning of all 

skills 

 Includes a reflection on 

each entry 

 Has a consistent voice 

 

 

 Representation 

of language arts, 

general 

outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections 

incomplete 

 Inconsistent 

voice 

 

*even with 

supports 

 Representation 

of language arts, 

general 

outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections are 

missing or 

incomplete 

 No discernible 

sense of voice 

 

*even with 

supports 

Physical 

Presentation 
 Layout features convey 

sense of personal 

identity 

 Demonstrates unique 

and creative 

application of elements 

of design 

 

 Reflects creator of the 

portfolio 

 Displays deliberate use of 

elements of design 

 

 Identifies 

creator of 

portfolio 

 Few elements 

of design 

displayed 

 

*even with 

support 

 Appears 

anonymous 

 No elements of 

design displayed 

 

*even with 

support 
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30-3 Rubric 

 

Process X 2 
 

 Excellent Proficient Adequate Limited 

Reflection  Describes and applies 

characteristics of a 

successful learner, 

differentiated 

according to specific 

situations 

 Identifies strategies to 

address challenges 

 Intuitively aligns self-

assessment with 

standards and articulate 

criteria to others 

 Describes and applies 

characteristics of a 

successful learner 

 Explains own strengths 

and challenges 

 Aligns self-assessment 

with standards/criteria 

 Describes and 

demonstrates some 

characteristics of a 

successful learner 

 Identifies own 

strengths and 

challenges 

 Aligns self-

assessment with 

standards/criteria 

with support 

 Requires support 

to demonstrate 

some 

characteristics of a 

successful learner 

 Identifies strengths 

and challenges 

with supports 

 Bases self-

assessment on 

personal opinion 

Progress 

and 

Growth 

 Includes multiple draft 

stages that show clear 

evidence of changes 

and thinking in 

creation of next stage 

 Explains revision 

process in relation to 

the overall effect 

 Connects goals with 

the process of lifelong 

learning 

 Develops strategies to 

address learning style 

challenges and/or less 

preferred styles 

 Includes multiple draft 

stages of final copy 

 Explains revision 

process and overall 

effect on product with 

support (e.g. checklist) 

 Makes connections 

between progress and 

goals 

 Advocates for self by 

requesting adaptation 

of activities to suit 

learning preferences 

 Includes one draft 

for each and 

multiple drafts for 

some final copies 

 Explains revision 

process 

 Makes some 

connection between 

progress and goals 

 Communicates 

needs related to 

learning preferences 

to others 

 Includes one draft 

for each final copy 

 Attempts to 

explain revision 

process 

 Requires support 

to make 

connection 

between progress 

and goals 

 Recognizes and 

describes personal 

learning 

preferences 

Goals  Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal 

applying learning from 

this course to out-of-

school experience, 

such as post-secondary 

education or workplace 

with support 

 Prepares a plan to 

achieve goals with 

support 

 Follows and adapts 

plan from previous 

year independently 

 Assesses progress 

towards plan 

independently 

 Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal 

applying learning from 

this course to out-of-

school experience, 

such as post-secondary 

education or workplace 

with support 

 Prepares a plan to 

achieve goals with 

support 

 Follows and adapts 

plan from previous 

year and assesses 

progress with support 

 Assesses progress 

towards plan with 

support 

 Develops a SMART 
(Specific, Measurable, 

Achievable, Realistic, 

Time sensitive) goal 

applying learning 

from this course to 

out-of-school 

experience, such as 

post-secondary 

education or 

workplace with 

guidance 

 Prepares a plan to 

achieve goals with 

guidance 

 Follows plan from 

previous year and 

assess progress with 

guidance 

 Assesses progress 

towards plan with 

guidance 

 Develops a general 

goal for the 

following year 

even with 

guidance 

 Prepares a vague 

plan to achieve 

goals even with 

guidance 

 Does not follow 

plan from previous 

year, even with 

guidance 

 Does not assess 

progress towards 

plan, even with 

guidance 
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Process Rubric – cont. 
 

Sharing  Explains and supports 

discussion of learning 

with specific and 

multiple examples 

 Prepares  

comprehensively in front 

of an audience questions, 

practices) 

 Actively engages the 

audience: responds to 

feedback and requests 

for clarification 

 Explains details of 

specific learning 

represented with 

specific examples from 

portfolio 

 Student is competently 

prepared 

 Requests specific 

feedback from 

audience (e.g. refers to 

particular examples) 

 Develops rapport 

 Gives description 

of learning with 

general examples 

 Limited evidence 

of preparation 

 Invites questions 

and comments 

from audience at 

end 

 Lists learning 

represented with 

no examples to 

support discussion 

 Unprepared 

 Acknowledges 

audience (e.g. 

introductions, eye 

contact, thanks) 

 

 

Product X 1 
 

 Excellent Proficient Adequate Limited 

Organization  Follows a consistent pattern 

(e.g. drafts, final, reflection) 

with guidance 

 Uses text features to guide 

the reader (e.g. page 

numbers, headings, 

subtitles, index tabs . . .) 

 Follows a consistent 

pattern (e.g. drafts, 

final, reflection) with 

supports 

 Inconsistent 

pattern of 

entries, even 

with supports 

 No sense of 

organization 

Content  Represents all five General 

outcomes 

 Represents all six language 

arts 

 Represents learning of all 

tools 

 Represents learning of all 

skills 

 Includes a reflection on 

each entry 

 Has a consistent voice 

 Integrates materials from 

other classes 

 Includes a variety of text 

genres 

 Represents all five 

General outcomes 

 Represents all six 

language arts 

 Represents learning 

of all tools 

 Represents learning 

of all skills 

 Includes a reflection 

on each entry 

 Has a consistent 

voice 

 Representation 

of language arts, 

general 

outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections 

incomplete 

 Inconsistent 

voice 

 Representation 

of language arts, 

general 

outcomes, 

strategies, and 

tools are 

incomplete  

 Reflections are 

missing or 

incomplete 

 No discernible 

sense of voice 

Physical 

Presentation 
 Layout features convey 

sense of personal identity 

 Demonstrates unique and 

creative application of 

elements of design 

 Professional quality 

presentation 

 Reflects creator of 

the portfolio 

 Displays deliberate 

use of elements of 

design 

 

 

 Identifies 

creator of 

portfolio 

 Few elements 

of design 

displayed 

 

*even with 

guidance 

 Appears 

anonymous 

 No elements of 

design displayed 

 

*even with 

guidance 
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Examples of Tools and Skills Connections 

 
Following are some examples of activities and projects that could demonstrate connections between skills 

and tools. 

 

 PowerPoint Templates Word 

Processing 

Spreadsheets/ 

Databases 

Visual Presentations 

Persuasive 

Writing 

Pro and con 

charts Photos 

showing 

contrasts  
 

Brochure 

about an 

organization  
 

Discuss an 

issue  
 

Record survey 

results  
 

Anti-

smoking 

poster  
 

Letter to the 

editor 

Candidacy 

speech 

Application for 

funding  
 

Research Presentation 

on a person or 

issue  
 

Brochure 

about 

Internet 

safety  
 

Trip planning 

Restaurant 

menu 

Biography  
 

Services 

available in 

multiple 

locations  
 

Use of graphs, 

maps, and charts 

to present 

information  

 

Oral report of 

findings to class 

Visual 

demonstration 

Panel discussion  
 

Summary Report  
 

Newsletter 

or flyer  
 

 Features of 

different 

accommodations 

available when 

planning a trip  
 

Storyboard 

Graphic 

organizers  
 

Sharing main 

points of an 

article during a 

cooperative 

learning activity  
 

Critique  certificates  
 

Response to 

text Use of 

font to 

emphasis 

opinion or 

feelings  
 

 t-chart 

drama/role 

play  
 

Music, book, or 

video review 

Panel discussion  
 

Compare/ 

Contrast 

Critique of 2 

videos/songs/e

tc.  
 

Advertising – 

strengths and 

weaknesses  
 

Critique of 2 

videos/songs 

etc. 

Compare a 

song recording 

with a video 

version  
 

Hockey stats 

Winter vs. 

summer sports  
 

Venn 

diagram/t-

chart Poster  

 

Critique of 2 

videos/songs/etc. 

Book talks  
 

Organize Report  

Proposal 
 

Resume 

Business 

card  

Menu  
 

Response to 

text  

Proposal 
 

Recipe file 

sorted food 

category/key 

ingredients  
 

Graphic 

organizer 

Photo essay  
 

Drafts, editing 

and final stages 

of work  
 

Plan Time line for 

event planning 

– e.g. feast, 

wedding . . . 

Proposal  
 

Greeting 

card  
 

 Budget Car or 

student loan 

payment 

schedule  
 

Timeline 

Graphic 

organizers  
 

Practice of 

representation 

Networking  
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Portfolios 
 

 

Introduction 

Many tools are available to assist in the 

establishment of the portfolio, in print, on the 

internet, and in workshop form. Teachers are 

encouraged to draw on the resources of Career 

Development Centres whose career counselors 

are trained in a variety of workshops, most 

commonly True Colors, Career Dimensions, and 

Guiding Circles. This time is engaged in getting 

to know the curriculum, completing personal 

inventories, baseline reflection and baseline 

assignments, and establishing reflective practice 

that will be a cornerstone of the student 

generated portfolio that forms an essential part 

of assessment in this sequence of courses. 

Teachers can model reflective practice by asking 

for student feedback and demonstrating how 

their comments shape future activities. Although 

discussing teacher practice, Jorgenson (2006, 

para 23) makes us aware of a potential 

roadblock to reflective practice when he states 

“In many ways, it is demanding and time-

consuming to engage in self-evaluation, to make 

time to meet and compare notes with colleagues, 

to try new approaches and continually work to 

refine and improve them.” However, the value 

of reflection in refining practice and improving 

skills is incalculable and worthy of the time 

invested. 

It is recommended that the final week of the 

program be used for student reflection on the 

entire program and their selection of significant 

work that best demonstrates their learning over 

the entire course. This process should culminate 

in some form of sharing festival or celebration 

which may or may not involve others from 

outside the class, such as significant people in 

the students‟ lives or other school or education 

council personnel. 

 

What is a Portfolio? 

There are many variations of a definition of 

portfolios. To illustrate, four typical definitions 

follow. 

Porter & Cleland (1995) developed their 

definition of portfolios most clearly after having 

experienced the process with their 

Reading/Writing Lab students, most of whom 

attributed their reading and writing challenges to 

their own lack of effort.  

We decided that a portfolio is comprised of a 

collection of artifacts accompanied by a 

reflective narrative that not only helps the 

learner to understand and extend learning, but 

invites the reader of the portfolio to gain insights 

about the learning and the learner. (p. 23) 

Cook-Benjamin (2001) has synthesized the 

thoughts of Arter & Spandel (1992) in their 

definition of a portfolio as “a purposeful 

collection of a student‟s work that tells a story of 

the student‟s efforts, progress, or achievement.” 

(p. 11) 

Schipper & Rossi (1997), introduce a 

thorough discussion of the most significant 

aspects of a portfolio with their adaptation of 

Arter & Spandel (1992): “A portfolio is a 

purposeful collection of student work that 

exhibits processes, strategies, progress, 

achievement, and effort over time. Each entry in 

the portfolio includes a student self-assessment 

reflection that is based on specific criteria.” (p. 

4) 

In considering the findings of the 

Secretary‟s Commission on Achieving 

Necessary Skills (SCANS, 1991), Shackelford 

(1996) defined a student portfolio as “a 

purposeful collection of materials capable of 

communicating student interests, abilities, 

progress, and accomplishments in a given area.” 
(p.31) 

Some common elements emerge from these 

and other definitions, which can be summarized 

by some significant words: purposeful, 

communicate, and learning. Effective portfolios 

are far more than mere collections of work. In 

her discussion of the use of electronic portfolios, 

Gibbs (2004) notes that “portfolios are not 

meant to include everything a student produces. . 

. . Students are expected to “collect, select, and 

reflect” (p. 27). As Shackelford (1996) notes, 

“The true power of a student portfolio lies in the 

“process” of its development. [It is the] 

production, selection, and reflection that 

encourages students to take responsibility for 
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and evaluate their own work (Five, 1993).” (p. 

32). 

With this element of student ownership 

included, portfolios begin to take many forms, as 

each student chooses to include very different 

representations of their learning journey. For 

some, the challenge lies in what to include in 

their portfolios. Hebert (1998) relates advice that 

was given by her colleagues Pearl Paulson and 

Leon Paulson: “Portfolios tell a story . . . Put in 

anything that helps to tell the story” (Classroom 

Practice section, para. 4). 

For many others, the difficulty arises not 

from what to put in their portfolios, but what to 

exclude, resulting in great variations not only of 

content and form, but also in the size of the 

finished product. 

The use of two types of portfolios is 

recommended: 

1 Working portfolios which include baseline 

data assembled at the beginning of the 

course and work collected throughout the 

semester which is accompanied by self 

and peer reflection and evaluation criteria 

where applicable. 

2 Demonstration portfolios which are 

created at the end of the course to display 

selected learning by the student through 

organization of selected baseline 

information and work samples collected 

during the course. These are to be shared 

during a “celebration of learning” event. 

A significant feature to remember about 

portfolios is that their form and content may 

vary greatly - between classes, within a class, 

and over the years (Cook-Benjamin, 2001; 

Hebert, 2001). By ensuring that the element of 

individuality is encouraged, the portfolios 

created demonstrate great creativity. The process 

of creating the portfolios can be extremely 

empowering and revealing to students, as Cook-

Benjamin (2001) observes 

The final realization pertains to the effect that 

portfolio assessment has on students. . . . I 

have found that they have a real sense of 

accomplishment in the completeness of the 

portfolio. They see the growth they have 

achieved and the areas in which they still 

need to improve. (p. 13) 

The depth of the learning they prompt more 

than compensates for the time devoted to them. 

Why use Portfolios: A Powerful 

Instructional and Assessment Tool 

 

Portfolios provide valuable experiences for 

both teachers and students. Arter et al. (1995) 

identify two basic purposes of implementing 

portfolios – assessment and instruction. 

Shackelford (1996) provides a concise look at 

both aspects. 

As instructional strategies, they promote the 

application of knowledge, self-assessment, 

and the development of individual talents, 

skills, and values. As assessment tools, 

portfolios are an integral element of 

“authentic” and “performance” assessment 

systems for enhancing and evaluating hard to 

measure skills. (p. 31) 

As an instructional strategy, portfolios can 

provide information to the teacher that may not 

be readily available through more “traditional” 

methods. Teachers receive insight about 

classroom activities from the point of view of 

the learner (Porter & Cleland, 1995), facilitating 

individualization of programs and activities 

more readily, a significant need for the students 

likely to enroll in our program. 

Students are also enlightened through the 

steps in the creation of portfolios. The reflective 

process and self-assessment provide teachers 

with an excellent opportunity to teach students 

about assessment, both the vocabulary and the 

application of standards (LaBoskey, 2000). This 

understanding very clearly enhances student 

learning, as stated by Schipper & Rossi (1997), 

“Talking about self-assessment nails down 

learning in a way other methods don‟t” (p. 63). 

Throughout the stages of portfolio creation, 

students apply and extend their learning and  

self-awareness as they select which work to 

include, reflect on their performance and 

products, and identify the growth in their 

learning (Schipper & Rossi, 1997). They 

identify five key changes that result from the 

development of portfolios: 

The process of portfolio development has a 

tremendous impact on student behavior. 

Students begin to 
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· Take more responsibility for their learning 

· Actively engage in the learning process 

· Develop and express a new self-awareness 

and think about their own thinking 

· Grow in confidence and self-esteem 

· Set goals for future learning (p.2) 

The level of student responsibility for and 

ownership of their behavior and learning as 

students feel empowered through their 

involvement in decision making (Lustig, 1996; 

White, 2004). The importance of student 

participation is explained by Porter & Cleland 

(1995)  

During the reflective process, the 

responsibility for learning shifts from teacher 

to student.  Learning becomes a personal 

responsibility because self-evaluation 

determines the instructional decisions made 

for future learning experiences. This is not 

something that we, as teachers, can do for or 

to our students. It is the learner‟s 

responsibility to sort through and examine the 

artifacts of their learning, then try to make 

their own sense out of it. (p.37) 

Students take responsibility by being given 

the opportunity to have and to practice it, and 

this responsibility further translates into 

increased engagement in learning activities As 

Gibbs (2004) observes,  

Students develop a better understanding of the 

criteria used in the grading process by having a 

visual reference such as the portfolio. Motivation 

to meet the criteria increases, and the results are a 

better understanding of the process and materials. 

. . . Students become active learners when they 

assume ownership of their learning” (p. 27).  

Students have to do portfolios, not simply 

have a portfolio. Students become self-reliant as 

they realize that their portfolio will not be 

generated by the teacher (Wright, Knight, & 

Pomerleau, 1999). Students quickly realize that 

the portfolio is a reflection of them, both their 

personality and their learning, and are motivated 

to make the best and truest representation of 

both. As Mahoney (2002) observes, 

I remembered how in previous years, I would 

be disappointed by some students‟ results on 

the final exam because they had failed to put 

in the necessary few hours needed to study. 

With the portfolios, students spent huge 

amounts of time completing their 

project/final exam and never complained; 

some actually found it fun. (p. 157) 

The use of portfolios is a highly effective 

way to teach students about assessment, 

particularly “assessment of one‟s own work” 

(LaBoskey, 2000, p 591). Metacognitive growth 

results from the student‟s participation in 

creating and reflecting on the portfolio contents 

(Hebert, 1998). Porter & Cleland (1995) share a 

quote from a student that clearly conveys the 

power of such participation. 

“I like to do portfolios because in most 

classes the teachers say, “You‟re making a lot 

of progress.” but you never see the progress 

yourself. I think the portfolio is more for your 

benefit because you can see for yourself 

growth and change as you become a better 

reader and writer, and when I see the change 

myself it is much more rewarding than when 

a teacher tells me I am changing.” (p. 50) 

The positive focus that portfolios place on 

learning is a significant contributor to personal 

growth, particularly increased confidence and 

self-esteem. Portfolios show what a child can 

do, whereas other reporting often focuses on 

what the child can’t do (Schipper & Rossi, 

1997). The  diversity of the completed portfolios 

promotes tolerance for learning differences by 

providing for and encouraging uniqueness 

(Hebert, 2001). Describing their achievements to 

another is an essential part of the student‟s 

personal growth, and so an “. . . opportunity to 

interact about the content and meaning of those 

portfolios with people who matter . . .” 

(LaBoskey, 2000, p. 594) must be provided. 

Through this sharing of the portfolio and 

celebration of their learning students can 

recognize their own accomplishments and 

internalize a new sense of self-worth. It is an 

immensely positive experience for the students, 

providing affirmation of their value. Mahoney 

(2002) describes his portfolio sharing results: 

On the day that other students were taking the 

English final exam, my eighth-grade class 

met and, for an hour and a half, students read 

each others‟ portfolios, gave short talks on 

their covers and themes, and read samples of 

the work in their collections. For that ninety-

minute period, students listened, applauded, 
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laughed, cried, and recognized each other as 

authors. (p. 157) 

As students realize past successes, they can 

see a purpose in planning for the future. 

Portfolios are the ultimate preparation for life 

skills required beyond school. As Sunstein & 

Lovell (2000) relate, 

The larger world our students enter after they 

finish their schooling will be one in which it 

is extremely likely that they will be “taking 

stock,” continuously, changing jobs from five 

to seven times in the course of their careers. 

In such a complex climate, it‟s critical to 

develop a capacity for ongoing self-reflection 

and self-assessment. (p. 235) 

A final thought relates to two current trends 

in student assessment – student-involvement and 

authenticity. I have discussed the methods and 

benefits of student involvement extensively. 

Glazer (1994) described the authentic nature of 

portfolios very concisely when she says, “How 

do we make portfolios authentic? We don‟t 

have to make them authentic. They are 

authentic.” (p. 152). 

 

 

Types of Portfolios 

Charlotte Danielson and Leslye Abrutyn 

provide a brief but thorough look at portfolios in 

An Introduction to Using Portfolios in the 

Classroom. 

In their discussion of the benefits of 

portfolios, they state 

It should be noted that the benefits of 

portfolios result principally from the process 

of building and using them. While the 

portfolios themselves have value, particularly 

in the area of assessment (permitting the 

evaluation of a wider range of outcomes and 

documenting growth over time), it is the 

process of creation that offers great power to 

educators. Students become highly engaged 

in their own learning through the steps of 

selection and reflection, assume considerable 

responsibility for that learning, and enter into 

a different relationship with their teachers, 

one characterized as more collegial than 

hierarchical. (p. 19) 

They also comment on the change in student 

involvement as a result of the development of  

portfolios. 

Traditionally, classroom-based assessment 

had been an activity done to students, with 

teachers revising the tests, administering 

them, and evaluating student work. The 

students themselves assume a passive role in 

the process. Indeed, saying „I got a B‟ 

conveys the notion that a grade is given by 

the teacher and received by the student. 

Portfolios, on the other hand, alter that 

culture. By engaging in a portfolio process, 

students participate actively in assessing their 

own work and monitoring their progress 

toward instructional goals. (p. 23) 

Portfolios can also positively impact the 

teachers‟ instructional practice.  

As teachers assist students in selecting items 

for a portfolio, they find they must be 

increasingly clear about their own standards 

for quality work. . . . Most teachers find that 

the process of  explaining their expectations 

for student work engages them in important 

professional reflection, either alone or with 

colleagues. . . . They may discover, however, 

that they have never communicated these 

standards explicitly to students. (p. 35) 

The types of assignments may also be 

influenced by the use of portfolios. 

When some teachers embark on a portfolio 

project, they discover that much of the work 

their students are doing is not suitable for 

inclusion in a portfolio.” Much of the currency 

of traditional classrooms – worksheets, word 

searches, questions at the end of a chapter, 

problem sets – would not make a positive 

contribution to a student‟s portfolio. (p. 36) 

Their discussion of the application of 

portfolios for special needs students may also 

address the concerns of our multi-leveled 

classrooms within these courses. 

Indeed, one could argue that portfolios are of 

the greatest value to special education 

students. Assignments may be adjusted so that 

they are accessible . . . Since portfolios are 

beneficial for documenting growth over time, 

special education students will have an 



Draft August 2009 

 

39 

Draft August 2009 

opportunity to see their progress clearly. (p. 

32) 

An effective portfolio is more than a 

collection of exemplary work, as a portfolio 

shows growth and learning through a mixture of 

works in progress, finished work samples, and 

student reflections. The practice of reflection 

and refinement is essential to encouraging life-

long learning. Additionally, this process can 

help our students to acknowledge and appreciate 

their strengths and accomplishments, rather than 

focusing on what was missed or what is yet to be 

learned or covered. 

Danielson and Abrutyn identify three types 

of portfolios: 

Working portfolios 
· containing works in progress as well as 

finished work samples 

· may serve a holding tank for more 

permanent assessment 

· primary audience is student and teacher 

Display, Showcase, or Best Works 

Portfolios 
· promote pride and a sense of 

accomplishment 

· audience beyond the classroom – parents, 

siblings, prospective employers 

· parents, siblings, prospective employers 

Assessment Portfolios 
· to document the learning the student has 

achieved 

· content of curriculum determines selection 

of items 

· reflective comments by students describe 

learning linked to curriculum 

Over the duration of these courses, the 

portfolio will evolve from a working portfolio to 

guide further learning, to an assessment portfolio 

to demonstrate the learning achieved in the 

course.  

As the assessment portfolio is intended to 

demonstrate growth as well as mastery, it is 

important to establish the starting point, which 

may be done through completion of a baseline 

profile. At least, similar assignments should be 

retained throughout the course to enable students 

to compare their work at different times to 

observe the resulting changes. These 

assignments may be a final work in themselves, 

or may be a step towards the completion of a 

major project. Items placed in the working 

portfolio should be dated and accompanied by a 

reflective comment from the student. 

Teachers may choose to evaluate some of 

these activities, either on their own or towards 

completion of the major project, but may wish to 

record others as simply as completed. A guiding 

principle could be the relationship of these 

activities to the outcomes. For example, if an 

outcome is being reinforced or practiced for an 

additional time, successful completion of the 

step may be all that is needed. If an outcome is 

being approached for the first time, a more 

qualitative judgment of performance/completion 

may be appropriate to determine future 

instruction. 

Students should be aware of the nature of 

the assessment of any assignment or project at 

the outset. At times a prepared criteria may be 

presented to the student, and at others, the 

criteria may be developed with input from the 

students. In addition, students need to be made 

aware of the process and intent of the portfolios 

at the beginning of the course, and of the role the 

portfolio will play in the assessment of their 

success in the course. Danielson and Abrutyn 

offer suggestions for the assessment of the 

portfolios which may be valuable to discuss and 

refine at the beginning of the course. 

 

 

Evaluation Concerns 

As our strand of courses intends to use a 

portfolio to demonstrate student 

accomplishments and growth instead of  

participating in a final exam, we need to develop 

sound practices for the evaluation of how 

effectively the portfolio demonstrates student 

achievement. This becomes a challenge in light 

of the recognition of the individuality of 

portfolios and the significance of maintaining 

the element of student choice. 

There are sources that caution against 

grading the portfolios on the basis of quality, an 

opinion expressed by both teacher and students 

who use portfolios, and at different educational 

levels, from primary to post-secondary (Cook-

Benjamin, 2001). The helpfulness and creativity 
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expressed by portfolios is attributed to the lack 

of assessment pressure (LaBoskey, 2000). 

Hebert (1998) considers the student-centered 

nature of portfolios, and believes that grading 

could reduce the sense of ownership children 

feel. 

However, as portfolios are viewed as a 

significant part of school and classroom practice, 

and can be seen as requiring substantial amounts 

of time, there may be a perception that they 

should be included in the grading plan in some 

way. Strickland & Strickland (1998) recognize 

this fact when they say,  

Most teachers who have worked with 

student-owned portfolios would rather not 

grade them, but the reality of it is, grades are 

so much of the secondary school culture that 

they are here to stay. If portfolios are to find 

a place in our classrooms, teachers must find 

ways to grade them and to report to parents, 

without turning these portfolios into 

competitive products or teacher-pleasing 

assignments. 

There are options that have been explored, 

and those that have not appeared to negatively 

impact the success of portfolios follow sound 

general assessment principles of student-

involvement in creating the criteria, of ensuring 

that students understand the language and 

expectations, and of making sure that students 

are aware of the criteria in advance (Stiggins, 

2005). 

Characteristics of portfolio practices are 

embedded in many curricula, the most obvious 

of which are reflection, critical thinking, and 

collaboration (Schipper & Rossi, 1997). 

Therefore, portfolios can be considered to not 

only enhance student learning, but to be an 

element of it. As the portfolio reflects the 

student‟s learning, it is vital that the students 

create it. Porter & Cleland (1995) relate an 

analogy of a photo album, asking if someone 

else could accurately create a photo album of a 

holiday or event for someone else if you were 

not involved. Similarly, can we, as teachers, 

prepare a portfolio for a student that accurately 

shows their learning, particularly the learning 

that they most value? 

With this realization, we must give students 

choice as to what to include in their portfolios. 

However, this does not mean that teachers have 

no input into the composition of the portfolio, 

and will need to give guidance, particularly to 

beginning portfolio creators in the development 

and reflection to be included (Jones, 2001; 

Lustig, 1996). Strickland & Strickland (1998) 

comment that, “There is a fine line between 

control and support; between choice and lack of 

guidance.” (p. 100). Activities and projects 

completed throughout the course need to be 

thoughtfully planned with consideration to their 

contribution to the portfolio. Johnson & Rose 

(1997) examine student involvement in portfolio 

creation. 

The suggestions listed below can provide 

your teachers with a starting point for beginning 

to involve students in grading: 

• Encourage students to participate in self-

evaluations. 

• Allow students to choose assignments to be 

graded along with or in place of those the 

teacher selects. 

• Allow students to assist in deciding which 

elements of a subject or project should be 

graded. 

• Give grades on the basis of criteria that the 

students and teacher have developed 

together. 

• Encourage students to give themselves a 

grade and to provide a rationale for that 

grade, and then negotiate the final grade 

with teacher input. 

• Have students participate in peer  

evaluations. 

• Grade a minimal amount of work that is 

important for students to be learning. In 

other words, don‟t put a grade on everything 

and find a way to grade what‟s important. 

• Set external criteria, such as how many 

pieces to be graded during a marking period, 

and have students select the pieces. (p.210) 

While there will be variations in what 

student choose to include (Mahoney, 2002), the 

focus must be that collectively the choices 

demonstrate the meaning of the portfolio to the 

student (LaBoskey, 2000) and include 

justification of and reflection on the contents 
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(LaBoskey, 2000). Lustig (1995) reminds us 

that, “The works and samples that are kept in the 

portfolios need to be relevant to what the 

learners have been doing and how they have 

been growing.” (p. 24). 

Just as an exam must be grounded in the 

learning outcomes, so must a portfolio 

adequately represent the curricular goals, and 

any criteria established regarding the content 

must refer back to the curriculum (Schipper & 

Rossi, 1997). 

This adds to the validity of including the 

portfolio for grading purposes as “The portfolio 

means of assessment builds on rather than 

dismisses the daily assignments . . .” (Hessler & 

Kuntz, 1992, p. 31). To support this, teachers 

must ensure that activities and projects align 

with the curriculum and provide students with 

opportunities to demonstrate their competence 

(Jones, 2001). For students to make appropriate 

selections, they need to be aware of the 

expectations of the curriculum and the portfolio 

and be able to relate them. Wright, Knight, & 

Pomerleau (1999) express this clearly when they 

say, “ . . . it is important that portfolios clearly 

relate to the purposes and pedagogies of a course 

or program: students need to know the “rules of 

the game” and to see that learning portfolios are 

integral to their undergraduate  experience” (p. 

100). 

As a part of this, students need to develop an 

assessment vocabulary, which can be 

encouraged by the teacher‟s consistent use of 

applicable terms in the class. As students 

become comfortable with the terms and their 

meanings, they will also begin to value the 

processes that they represent (Schipper & Rossi, 

1997). Familiarity with assessment terminology 

and methods will also enable students to 

participate meaningfully in evaluating the 

portfolio. 

Although there are many possible 

approaches to evaluating portfolios, it is 

essential that students are aware of the criteria 

and standards in advance (Lustig, 1996; 

Schipper & Rossi, 1997). This could be done 

through either rubrics or checklists, and both 

may be appropriate to different aspects of the 

portfolio; some aspects, such as representing 

each learning outcome, may be best suited to 

checklist use, while others, such as the depth of 

reflection, may be better evaluated through 

development and use of a rubric. Strickland & 

Strickland, 1998 suggest using a 

“collaboratively constructed grading scale – try 

it out on sample papers and then revise it 

through discussion and experimentation (p. 113). 

Such practice could accomplish two purposes: 

ensure that students have input into the criteria, 

and that they have a clear understanding of the 

performance criteria that will be applied. 

A greater challenge facing the committee 

may lie in balancing the important factor of 

individual choice in the portfolio contents and 

format with our need to establish sufficiently 

standardized requirements for evaluation to 

ensure its acceptance as a replacement for a final 

exam, particularly at the grade twelve level, as 

well as making it a useful tool for students 

beyond their graduation (Wright, Knight, & 

Pomerleau, 1999). Hebert (1998) warns us not to 

be too prescriptive of the content, remembering 

that one of the strengths of a portfolio is that it 

provides opportunity for differentiation and that 

the choices made by the students reflect 

something about them as individuals (LaBoskey, 

2000). Their choices may be different than ours, 

but if we have effectively taught the purpose of 

portfolios, to represent the learning designated 

by the curriculum, we can guide them about 

what to include without diminishing their 

ownership of their portfolio (Strickland & 

Strickland, 1998; Lustig, 1996; Hebert, 1998). 

Just as activities and projects will vary from year 

to year, so will the contents of the portfolios. As 

Hebert (1998) articulated, “We now believe that 

the selection of the contents of the portfolio is an 

evolving process shared by child and teacher.” 

(para. 10). Teachers also need to recognize that 

portfolio requirements may need to vary from 

year to year in recognition of the needs and 

abilities of the students and the expectations and 

circumstances of their community. 

To best demonstrate the growth of learning, 

it is important that the portfolio contain multiple 

products related to the same outcome (Jones, 

2001; Lustig, 1996; Hessler & Kuntz, 1992). 

The inclusion of baseline data is also important 

to identify the growth that has taken place 

(Schipper & Rossi, 1997), while the inclusion of 

more than one stage of a piece of work assists in 
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identifying how the learning occurred (Schipper 

& Rossi, 1997). Different types of work are 

needed to represent the six language arts, and 

can also demonstrate different learning styles 

and other personal characteristics (Lustig, 1996). 

Although many products will be included in the 

portfolio, these do not need to be evaluated as 

they already should have bee at the time of 

completion. What should be evaluated is the 

reflection included with each sample. A part of 

the reflection should also discuss why that 

sample was included, reasons such as having 

worked hard on it, finding it challenging, or it 

was personally satisfying (Mahoney, 2002). 

Further personal insight can be included 

regarding study habits, dispositions, and 

particular talents (Schipper & Rossi, 1997). 

Results of surveys and inventories may be 

included for this purpose. In evaluating the 

portfolio, teachers and students may agree to 

awards marks based on a checklist to be 

fulfilled. 

Other items that many teachers and students 

felt should be included in the portfolio and were 

appropriate to evaluate for quality included a 

table of contents or a form of reflection on the 

overall portfolio which could be in the form of 

an introductory letter or a concluding statement 

(Porter & Cleland, 1995; Johnson & Rose, 

1997). These elements also help a student to 

organize their work and prepare for the 

conference (Santa & Glazer, 1995).  Strickland 

& Strickland (1998) have their student write a “a 

letter of introduction to their portfolio, a „Dear 

Reader‟ letter . . . In it, they ask for reader 

comments and they provide blank pages in the 

back of the book for that purpose . . .” (p.109). 

They also discuss post-conference reflection by 

the students, providing valuable feedback to the 

teacher and initiating an opportunity for goal 

setting by the students. 

The inclusion of goal setting in the portfolio 

can reinforce student ownership (Schipper & 

Rossi, 1997). As an element of the portfolio they 

should be discussed at the regular preparatory 

conferences, encouraging their review. “Because 

goals are noted on the Conference Form, they 

remain part of the record. At each conference, 

students can evaluate whether they have met the 

goals they set during the previous conference 

(Schipper & Rossi, 1997, p. 71). They also 

advise that goals must be specific, attainable, 

and relevant to learning goals. 

Strickland & Strickland (1998) discuss the 

importance of the appearance of the portfolio to 

the students. “Part of the celebration was the 

look of the portfolio itself. The packaging and 

layout of the portfolio become extremely 

important to students – they‟re proud of the 

contents and they want the packaging to present 

their ideas as well.” (p. 110). Teachers may wish 

to discuss with students whether they want to 

develop criteria for assessing this characteristic. 

There are several learning outcomes that would 

apply to this activity. 

There is also value in assessing the student‟s 

skill in presenting their demonstration portfolio, 

as this particularly represents speaking and 

listening skills. Many tools are available to 

identify and evaluate performance, but as 

always, students must be made aware of the 

criteria and be provided an opportunity to 

practice during the regularly scheduled interim 

conference. 
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A Sample Portfolio Process 

 
Introduction 

Instead of saying, “There is no final exam for 

this course,” say, “There is a final project 

instead of an exam for this course. That project 

is a portfolio that you will work on throughout 

the final course, completing a finished project 

to present in the final weeks of the course.” 

 

In the three years of the courses, students 

should prepare six demonstration portfolios, two 

each year – one at mid-semester that could be 

considered a “milestone” portfolio and useful for 

developing and practicing the selection and 

presentation skills required for the final course 

portfolio. At the end of each year, student should 

prepare a demonstration portfolio to be shared 

(with the class, or a significant guest) during the 

time set aside for portfolio celebration. This 

could be a time when students from other 

courses would be writing final exams. All six 

portfolios will be assessed. The mid-semester 

portfolios from each year and the final portfolios 

from 10-3 and 20-3 are to be considered 

assessment FOR learning while the final 

portfolio for 30-3 is to be considered assessment 

OF learning. 

As each portfolio will have a different 

purpose, and be assessing a different set of 

outcomes in the different grades, there will need 

to be unique assessment tools applied to each. 

These tools may be similar in structure, but have 

different content to match with the curricular 

outcomes for each specific course. The 

evaluation criteria must be made clear to 

students before they begin creating their 

portfolios, and the expected standards clearly 

identified. This may be done by including their 

input in the selection of criteria and description 

of standards. 

 
Organization and Timeline 

First weeks: 

1 Create curricular awareness 

i Display curriculum – on wall and copies 

for students 

ii May choose to rewrite outcome together 

in student friendly language 

iii Introduce learning and assessment 

vocabulary – display, create personal 

glossary or posters 

iv Outcomes quiz/treasure hunt – example 

from Laurent Clerc National Deaf 

Education Center available in Word at 

http://clerccenter.gallaudet.edu/Priorities

/guide/05-

OutcomesandStandardsQuiz.doc 
 

2 Define portfolio – purpose is to measure 

growth and record achievement 

i Throughout course will create a working 

portfolio in which artifacts and 

reflections are stored 

ii Milestone Portfolio will be created at 

mid-semester as a developmental 

experience towards creation of the final 

demonstration portfolio 

iii Demonstration Portfolio will be created 

and celebrated at the end of the course 
 

3 Create baseline 

i Include personal exploration – e.g. 

learning styles, personality 

characteristics, 

ii Work samples – may include from past 

years, or may choose to create some 

common work as a form of diagnostic 

assessment 

iii Reflection on the curriculum – to 

identify future learning path with 

students, 

iv Goal setting 

 

Throughout course: 

1 Regularly connect activities with learning 

outcomes – e.g. learning log, outcome tracker  

i Keeps students (and teacher) aware of 

purpose of assignments and activities 

ii Helps define focus for activities 

2 Regular reflective practice – both peer and 

self reflections 

i Develop vocabulary of reflection 

ii Connect to learning outcomes 

iii Focus on growth 

iv Develop critical capacity – including 

specificity 

 

http://clerccenter.gallaudet.edu/Priorities/guide/05-OutcomesandStandardsQuiz.doc
http://clerccenter.gallaudet.edu/Priorities/guide/05-OutcomesandStandardsQuiz.doc
http://clerccenter.gallaudet.edu/Priorities/guide/05-OutcomesandStandardsQuiz.doc
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3 Regular portfolio time – may be daily, 

weekly, bi-weekly, but needs to be part of 

classroom routine 

i To collect evidence – need more than 1 

version of each artifact to demonstrate 

growth 

ii For student to practice self-assessment, 

reflection, and identification of learning 

iii Promote peer reflection and interaction 

iv Student teacher conferences 

v Create classroom culture of reflection to 

support portfolio 
 

4 Establish assessment/evaluation vocabulary, 

standards, and procedures 

i Link to curriculum 

ii Develop assessment vocabulary – may 

post or create personal glossaries 

iii Develop rubrics and/or checklists 

collaboratively 

iv Promote and practice self- and peer-

assessment 
 

5 Provide practice for students to present 

portfolios 

i At mid-term reports – share with adult 

attending conferences 

ii With a peer before class presentation 

 

Mid-term: 

1 Milestone/practice portfolio – to demonstrate 

two examples of growth 

i Select evidence that demonstrates the 

growth 

ii Reflection to identify relevant learning 

outcomes and how growth occurred 

iii Share the evidence and reflection – with 

teacher, peers, or at report card 

conferences 

iv Assess the effectiveness of the portfolio 

v Review and reflect on the creation and 

sharing processes – planning towards 

demonstration portfolio at end of course 

 

At End of course: 

The demonstration portfolios for 10-3 and 20-3 

are to be considered formative in nature and will 

be evaluated differently than the demonstration 

portfolio for 30-3, which will be considered 

summative as it is the final evaluation of the 

three year course of studies. 

1 Celebrate portfolios and learning 

i Students present portfolio – to class, to a 

significant guest 

ii Replaces final exam – schedule for time 

when other classes would be writing 

exams 

2 Evaluate presentation/sharing 

i Checklists to identify required elements 

of the presentation – such as 

introduction . . . 

ii Rubrics to evaluate quality of selected 

elements – such as communication, 

listening responses  

3 Students complete reflection on the sharing 

process 

i Evaluate own performance 

ii Provide feedback on the portfolio 

process 

4 Evaluate portfolios – self, peer, teacher? 

i Checklists to identify required elements 

of the portfolio 

ii Rubrics to evaluate quality of selected 

elements – such as reflection, 

organization . . . 
 

 

Scheduling Recommendations 

It is recommended that the first 2 weeks of the 

courses be spent in establishing classroom 

routines and inviting students to get to know 

themselves and others and establishing the 

portfolio. 

Critical to the success of any portfolio process is 

a celebration of accomplishments at the 

completion of the course. 

See chart of suggested schedule on page 11 

 

Evaluation of the Portfolio 

Do NOT re-evaluate work included in the 

portfolio as it has already been evaluated as an  

activity/assignment – evaluate the depth of the 

reflection on why that work was included and 

what learning it demonstrates. 

Students MUST be involved in this process – in 

choosing what is evaluated and how it will be 

evaluated. 

e.g. checklists and rubrics  

 selection of criteria to be used 

 self and peer evaluation 
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Students MUST be made aware of the 

expectations relating to the portfolio at the 

beginning of the course to enable them to 

effectively accumulate their evidence and 

reflections. 

Items included should be represented by at least 

2 drafts – to clearly demonstrate the learning and 

growth. 

Items included should ensure coverage of all 6 

language arts and all 5 General Learning 

Outcomes. 

Remember that the portfolios for 10-3 and 20-3 

are formative, as students will have further 

opportunities to refine their process and product, 

and that the portfolio for 30-3 is summative, as 

it is the culmination of the 3 years of courses. 

The portfolio is intended to be a representation 

of the student‟s growth over the course. 

 

Interim/in-progress: 

 Baseline items 

· May simply check off as completed 

· May use as opportunity to practice 

vocabulary and develop rubric together 

 Reflections on assignments activities 

· May choose to use prompts 

· Could initially check off as done, then 

work on discussing characteristics of 

effective reflection such as mentioning 

specifics and focusing on growth and 

move to evaluating the level of 

effectiveness of student reflections 

 Goal progress reports 

 

Milestone portfolio: 

 Selects two examples of learning 

 Supports view of learning with at least two 

pieces of evidence relating to each 

 Sharing of milestone portfolio 

 Post-sharing reflection with consideration of 

implications for demonstration portfolio 
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Portfolio Tools 
 

 

A variety of tools are available to assist with portfolio development. And samples are available 

in the appendix. 

The following are examples of tools to assist with portfolio development. 

Portfolio Planning for Students – 2 pages 

Discussing My Learning – 1 page 

Portfolio Items record – 1 page 

Feedback from Students on Portfolios – 1 page 

Portfolio Evaluation – for student/teacher conference – 2 pages 

Possible Conference Preparation Prompts – 1 page 

Possible Post-Conference reflection Prompts – 1 page 
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English 10-3, 20-3. & 30-3 
Portfolio Planning for Students 

 

 

 

What is a portfolio? 

 

The Encarta English Dictionary defines a portfolio as: 

 the contents of a portfolio, especially as representing somebody’s creative work 

 

For many years we thought of portfolios as belonging to artists, but now we include the creation 

of other types of work as well.  The work and assignments that you did in this class are creations 

that represent your learning in this course.  We are now going to select from the many things you 

did in this course to create a portfolio that demonstrates your learning. 

 

 

Throughout this course we have worked on one major project from each of the five literacy 

components.  These are listed below: 

 Media internet safety brochure 

 Everyday letter to editor/editorial 

 Workplace career biography 

 Family reading poster 

 Land as text and local issues website evaluation 

 

We also did other smaller activities, including reading and responding to the textbook, 

worksheets to prepare for the projects, and individual novel reading.  You may also want to 

consider any changes in how you worked on a particular assignment or activity, 

 

 

 

Your task is to prepare a portfolio of your work that demonstrates what you 

accomplished and/or learned in this course.  This could include and knowledge 

(facts and information) that you gained, skills (ways of doing things) that you 

developed, or attitudes (ways of thinking) that developed throughout the course. 
 

 

To ensure that you represent all of the important areas of this course, complete the chart on the 

back of this page.  You are asked to identify one assignment or activity from each of the 

following categories that represents something that you learned, and to briefly identify the 

learning (knowledge, skill, or attitude) demonstrated by it.  Some assignments and activities may 

be used more than once. 
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 Assignment or activity What I learned from it 

Component   

Media   

Everyday   

Workplace   

Family   

Land as text and local 

issues 

  

General Learning Objective   

Exploring   

Comprehending   

Managing   

Creating   

Celebrating   

Language Art   

Reading   

Writing   

Viewing   

Representing   

Listening   

Speaking   
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Discussing My Learning 

 

 

 

I have chosen to include __________________________________________________________ 

because ______________________________________________________________________. 

 

Brief description 

______________________________________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 

 

 

It show that I learned ____________________________________________________________ 

______________________________________________________________________________ 

 

Before doing this I used to ________________________________________________________ 

______________________________________________________________________________ 

But now I _____________________________________________________________________ 

______________________________________________________________________________ 

 

This could help me in the future to _________________________________________________ 

______________________________________________________________________________ 

______________________________________________________________________________ 
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Portfolio Items Record 

 

 

 

Date Assignment/Project Identification Key Learning 
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Feedback from Students on Portfolios 

 

 

The following questions may help students to reflect on their activities throughout the course. 

However, they need to be discussed, and not just given to students as a checklist. 

 
I revised the work I put in my portfolio. 

I am more aware of the importance of revising my work. 

I chose a sample of my most important piece of work from a variety of options and gave reasons for my 

choice. 

I chose a sample of my best piece of work from a variety of options and gave reasons for my choice. 

I chose a sample of the piece of work I had the most trouble with from a variety of options and gave 

reasons for my choice.  

The portfolio was a chance to show what I know and can do. 

I learned from revising my tests and quizzes 

Now, I feel I can express myself better. 

I learned when to ask for help. 

The teacher and my friends gave me helpful feedback in order to revise my work. 

I explained what I learned and how I improved in the comment cards. 

I learned what elements the portfolio should include (cover letter, table of contents…). 

The portfolio improved my average grade. 

The student-teacher conferences helped me to understand my strengths and weaknesses better. 

My grade should not be based on tests and quizzes only. 

The workload was fair. 

 

Three goals that I would set for myself for the next year are: 

1. ________________________________________________________________________ 

 ________________________________________________________________________ 

2. ________________________________________________________________________ 

 ________________________________________________________________________ 

3. ________________________________________________________________________ 

 ________________________________________________________________________ 

 

 
Adapted from English Inspectorate, Pedagogical Secretariat, Ministry of Education, Israel as found at 

http://www.anglit.net/main/portfolio/app1-11.htm 
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English 10-3, 20-3, & 30-3 Name ____________________ 

 

 

Portfolio Evaluation 

For student/teacher conference 

 

 

 

For each question, circle „Yes‟ or „No‟ as it applies to your portfolio.  In the box directly below 

the questions, identify the evidence that supports your choice of „Yes‟ or the element that needs 

to be added to change your selection of „No‟ to a „Yes‟. 
 

You will then discuss your evaluation and compare it with that of your teacher. 

 

 
 

Student  Teacher 
 

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 
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Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes  No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 

    

Question: 

Yes No Yes No 

Evidence/missing element: 
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Possible Conference Preparation Prompts 

 

 

Explain how you have kept your portfolio organized and why you chose to keep it in this order. 

What thing in your portfolio are you most proud of? 

What item would you most like to remove from this collection?  Why? 

Of all the assignment included here, which one was the hardest for you?  Why? 

Which assignment would you most like to redo?  Why? 

What have you been working on to improve?  Has it improved?  Why or why not? 

What general areas do you think that you need to work on to improve your future work?  Why? 

What is the one thing you would want someone to notice about your portfolio?  Why? 

Do you feel that this collection of work really reflects your abilities and what you have achieved 

this year/semester/term?  Why or why not? 

What kinds of pieces have you selected for your portfolio? 

What can you do now that you couldn‟t do before? 

What does it show about you as a learner? 

What was your purpose in choosing this topic/project? 

What obstacles did you overcome to make it meaningful? 

If this is a “best work” piece, explain the process used to make it your best work. 

Two reasons that I chose this item are . . . 

I want you to notice . . . 

Next time I might . . . 

Why should this sample be included in your portfolio? 

How does this sample meet the criteria for selection for your portfolio? 

What would you work on if you had more time? 

What would you like your guest to know about or see in your portfolio? 
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Possible Post-Conference Reflection Prompts 

 

 

Debriefing after the conference is an important step in helping student to internalize the benefits 

of portfolios, as well as provide valuable feedback to the teacher for future planning.  Students 

may also wish to have feedback from those they shared their portfolios with.  Suggestions for 

both follow. 

 

 

For students 
 

If you could change anything about this portfolio system, what would it be?  Why? 

Before our conference I was worried about . . . 

I was anxious to share . . . 

During the conference I felt . . . 

I really liked it when . . .  

The best thing the teacher told me was . . . 

After the conference I felt . . . 

The biggest thing I learned was . . .  

The next time I have a conference I will . . . 

Before the conference I felt . . . 

The best part of the conference was . . . 

Now that the conference is over I feel . . .  

The best part of my conference was . . . 

Did the portfolio help you to be more organized this year? 

Did you feel more responsibility for your work? 

Advice I might give to another student is . . .  

 

 

For those viewing the portfolio 
 

Which part of the portfolio did you like best?  Why? 

I am most impressed by . . .  

My favourite entry in the portfolio is _______________- because _____________(name) shows 

strengths in the following areas . . .  

Recommendations I would make for next time . . .  
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Appendix 1 - English Language Arts –3 Student Profile 

 

 
Development of these courses was based on a study of attendance and graduation statistics. This 

course sequence was developed for the estimated 30% of Northwest Territories students who 

need to learn through a different approach from that of the existing English Language Arts 

courses (ECE, 1992). 

Since this time, the population of the NWT has continued to evolve and diversify. These courses 

can provide opportunities for English Language Learners to develop foundational skills for 

continued learning, the workplace, and life. 

 

 
Students will enter English 10-3 at a wide range of ability levels and the teacher will need to adapt the 

outcomes to suit the capacity of each student. 

Typically the student in English 10-3, 20-3, and 30-3: 

· will be 15 years of age or older 

· has no identified learning difficulties, but will be functioning at several years below grade level 

· has personal problems and may also possess limited skills for coping with these problems. 

· has adult responsibilities in his or her home life 

· may speak English as a second language, and in addition, may not possess a strong first language. 

· attends school sporadically 

· lacks essential basic skills but possess decoding skills; students are reading, but below grade level 

(Emergent literacy development is beyond the scope of these courses.) 

· has experienced little success in school and lack a strong sense of self worth, particularly with 

regard to school. 

 

These courses provide the opportunity to expand the definition of student success.   
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Appendix 2 – What Adolescents Deserve: Principles for Supporting Adolescents’  

Literacy Growth, Douglas Fisher 
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Appendix 3 - Essential Skills (HRDC) 
 

 
The Essential Skills identified throughout the curriculum refer to those identified by Human Resources 

and Skills Development Canada and can be found described at http://srv600.hrdc-

drhc.gc.ca/esrp/english/general/home_e.shtml.   

The nine Essential Skills identified are: 

Reading Text Use of Documents 

Writing Numeracy 

Oral Communications Thinking Skills 

Working with Others Computer Use 

Continuous Learning 

 

It is important to remember that these skills are transferable skills, not technical skills.  That is, they are 

important in varying degrees for all occupations, and are not knowledge that would be specific to a 

limited range of occupations. 

In the Readers’ Guide to Essential Skills Profiles at http://srv600.hrdc-

drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml, each of the nine Essential Skills referred to in 

the profiles is broken down into components and a description and examples are given for each of the 

components at the different levels.  The relevant aspects of these descriptions are included in each of the 

nearly 200 Essential Skills profiles that have been developed for the various occupations of the National 

Occupational Classification. To date, profiles have been completed for all occupations requiring a high 

school education or less. Research is ongoing to complete occupations requiring university, college or 

apprenticeship training. 

Complexity rating - In addition, many skills have been given a complexity rating from typical to most 

complex.  It is possible for a task to be defined as both typical and complex as it may be typically 

associated with the occupation and yet complex in nature.  Complexity ratings for both typical and most 

complex tasks are usually given as ranges. 

 

 

Essential Skills Descriptions 

 

 

Reading Text – 5 levels - refers to reading material that is in the form of sentences or paragraphs and 

generally involves reading notes, letters, memos, manuals, specifications, regulations, 

books, reports, or journals 

 

Types of text 

Forms – with at least one paragraphs of text 

Labels – with at least one paragraph of text 

Notes, letters, memos 

Manuals, specifications, regulations 

Reports, books, journals 

 

Purpose for reading 

To scan for specific information 

To locate information 

To skim for overall meaning 

http://srv600.hrdc-drhc.gc.ca/esrp/english/general/home_e.shtml
http://srv600.hrdc-drhc.gc.ca/esrp/english/general/home_e.shtml
http://srv600.hrdc-drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml
http://srv600.hrdc-drhc.gc.ca/esrp/english/general/readers_guide_whole.shtml
http://www23.hrdc-drhc.gc.ca/splash2.asp?lang=e
http://www23.hrdc-drhc.gc.ca/splash2.asp?lang=e
http://www23.hrdc-drhc.gc.ca/splash2.asp?lang=e
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To get the gist 

To read the whole text to understand and to learn 

To read the full text to critique or to evaluate 
 

 

Document Use – 5 levels - refers to tasks that involve a variety of information displays in which words, 

numbers, icons and other visual characteristics are given meaning by their spatial 

arrangement 
 

Based on three dimensions of document use: 

Complexity of the documents(s) 

Complexity of finding/entering information 

- information search 

- information entry 

- thinking process 

Complexity of information use 

 

 

Writing – 5 levels - includes writing texts and writing in documents and non-paper-based writing 
 

Based on three dimensions of writing: 

Length and purpose of the writing 

Style and structure 

Content of the writing 
 

Length of writing 

Texts requiring less than one paragraph of new text 

Texts requiring more than one paragraph 

Longer texts 

 

Purposes for writing 

To organize To remember 

To keep a record To document 

To inform To request information 

To persuade To justify a request 

To present an analysis or comparison To present an evaluation or critique 

To entertain 

 

 

Numeracy – 5 levels - refers to the workers’ use of numbers and their being required to think in 

quantitative terms 

 

Numerical calculation is based on two dimensions: 

- operations required refers to the actual math operations used, including the number of different 

operations, the number of steps of calculation, and the difficulty of the calculations 

- translation refers to turning a work problem into a set of mathematical operations in order to 

apply math to solve a problem 

 

Numerical calculation is rated within four application settings: 

- money math 

- scheduling or budgeting and accounting math 

- measurement and calculation math 

- data analysis math 
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three sections consider the use of math skills: 

- mathematical foundations used 

- how calculations are performed 

- measurement instruments used 

 

 

Oral Communication – 4 levels - pertains primarily to the use of speech to give and exchange 

thoughts and information by workers in an occupational group 
 

4 dimensions: 

- range and complexity of communication functions 

- range and complexity of information 

-range and complexity of communication context 

- risk levels in failing communication intent 

 

Types of communication 

Listen with little or no interaction Interact with customers/clients/public 

Speak with little or no interaction Interact with suppliers and servicers 

Interact – both listening and speaking Participate in group discussions 

Interact with those the worker supervises or directs Present information to small groups 

Interact with supervisors/managers Present information to large groups 

 

Purposes for oral communication 

To greet To take messages 

To provide information/explanation/direction To seek information 

To receive information/explanation/direction To obtain information 

Situations in which the worker has to pose questions  To reassure 

To co-ordinate work with that of others To comfort 

To discuss – exchange information/opinions To persuade 

To facilitate To animate 

To instill understanding and knowledge To instruct 

To negotiate To resolve conflicts 

To entertain 

 

Modes of communication used - may include one or more of the following four media 

- in person 

- using a telephone 

- using a two-way radio or similar means 

- using specialized communication signals 

 

Environmental factors affecting oral communication are also considered 

 

 

Thinking Skills – 4 levels - Differentiates between six types of interconnected cognitive functions 

 

problem solving 

- complexity of the problem 

- complexity of identifying the problem 

- complexity of identifying the solution steps 

- complexity of assessing the solution 
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decision making 

- consequence of error 

- reversibility of the decision 

- adequacy of the information available 

- whether there is a set procedure or decision tree to follow 

- whether there is a body of similar, past decisions to compare to 

- the extent to which judgment is required to make an appropriate decision 

 

critical thinking - currently under development 

 

job task planning and organizing 

- the extent of variety in work activities 

- whether the task sequence is provided to the worker or determined by the worker 

- whether priorities are provided to the worker or determined by the worker 

- the extent to which the day’s work plan is disrupted 

- the extent to which the worker’s own work plan must be integrated with the work plans of others 

- the number of sources for work assignments 

- the extent to which the order of those tasks sequenced by the worker makes a difference to total 

efficiency 

 

significant use of memory - does not include a complexity rating 

3 types: - purposeful memorization of procedures, codes, parts number, etc. – memorization 

through repetition 

- remembering information for brief periods – e.g. minutes or hours 

- unique events in which “learning” occurs from one exposure 

 

finding information 

- the complexity of locating the desired information 

- the complexity of extracting/processing the information 

 

 

Working with others –  Examines the extent to which employed work with others to carry out 

their tasks 

 

Types of work contexts 

- work alone – providing products or information to others 

- work independently – not physically alone, but work independently, coordinating their work with 

that of others 

- work jointly with a partner or helper – coordinates and cooperates with only one other coworker at 

a time 

- work as a member of a team – a group of workers produce a product or accomplish a task through 

combined effort and organized cooperation 

 

Participation in supervisory or leadership activities – may include one or more of the following activities 

- participate in formal discussions about work processes or product improvement 

- have opportunities to make suggestions on improving work processes 

- monitor the work performance of others 

- inform other workers or demonstrate to them how tasks are to be performed 

- orient new employees 

- make hiring recommendations 

- make hiring decisions 

- select contractors and suppliers 
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- assign routine tasks to other workers 

- identify training that is required by, or would be useful for, other workers 

- deal with other workers’ grievances or complaints 

 

 

Computer use – 5 levels - indicates the variety and complexity of computer use within the 

occupational group 

 

Considerations include: 

- level of interaction with the computer 

- level of knowledge of software required 

- using and/or managing a network 

- number and range of tasks 

- selection and evaluation of required software 

- customization of software 

- integration of software components 

- knowledge of hardware components and systems 

 

 

Continuous learning –  examines the requirement for workers in an occupational group to 

participate in an ongoing process of acquiring skills and knowledge 

 

Description of learning 

- training in job-related health and safety 

- obtaining and updating credentials 

- learning about new equipment, procedures, products and services 

 

How learning occurs 

- as part of regular work activity 

- from co-workers 

- through training offered in the workplace 

- through reading or other forms of self-study 

- through off-site training 

 

 

 

 

Profiles may be found at http://srv600.hrdc-drhc.gc.ca/esrp/english/general/all_profiles.aspx 

 

 

  

http://srv600.hrdc-drhc.gc.ca/esrp/english/general/all_profiles.aspx
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Appendix 4 - Regie Routman’s Optimal Learning Model Across the Curriculum 
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Appendix 5 - Desirable Employee Traits (as supplied by BHP) 
 

 

Knowledge (What you need to know) 

 High school completion 

 Safety training/Certificates in Specialized areas 

 Essential Skills (Reading, Writing, Document Use, Numeracy, Computers, Working with Others, 

Problem Solving, Continuous Learning, Use of Computers) 

 Computer skills (Outlook, Word, Excel. PowerPoint) 

 Knowledgeable in their field of work 
 

Attitude (How you do your job – Behaviours) 

 Workplace ethics 

 Gets along with others (Team player, good Collaborator, supportive Caring) 

 Dependable, reliable 

 Safe – minimizes risks, safety oriented 

 Action oriented, goal oriented, achievement oriented 

 Flexible, versatile 

 Creative, resourceful and innovative 

 Responsible and accountable (cost wise, accept responsibility for their decisions) 

 Approachable, calm 

 Confident, believes ion their ability and others believe in them 

 Looks for Opportunities, takes initiative (proactive) wants to improve, grow, learn new things 

 Trustworthy and honest 

 Committed to company vision, mission, and charter, dedicated 

 Hardworking, ambitious and energetic 

 Works with integrity (do what you say you will do) 

 Positive attitude, willingness to be open minded 
 

Skills and abilities (What you do, Performance) 

 Technical skill mastery 

 Previous experience in the field of work 

 Organizational skills (works efficiently, effectively) 

 Interpersonal skills (able to get along with difficult people) 

 Communication skills (active listener, incorporates feedback) 

 Able to work under pressure 

 Able to work with minimal supervision 

 Competent in 9 Essential skills 

 Problem solver (seeks others points of view, open minded, implements solutions, uses experience to 

solve complex issues) 

 Manages conflict (confront difficult situations) 

 Establishes boundaries 

 Uses good judgment 

 Maintains confidentiality 
 

Other category (We would like to include other areas that would help students gain an advantage to 

being hired by industry and once hired, maintain their job) 

 Job interview and follow up 

 Etiquette ion the job (manners, professional demeanor, hygiene) 

 Phone etiquette (giving your name when you answer the call) 

 Courtesies on the job (notifying Supervisor if you are sick 

 Money Management/Financial/Credit Rating 

 How to give proper notice to terminate a job 
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Appendix 6 - College courses that may be accessed with ELA 30-3 
 

 

 

 

Among the courses that students may be eligible to enter with English 30-3 are: 

 

Small Business Development 

 

Office Administration 

 Computers in the Workplace Program 

 Community Office Procedures Program 

 

Personal Support Worker 

 

Trades Access 

 

Heavy Equipment Operator 

 

Camp Cook 

 

Traditional Arts 
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Appendix 7 - “What it all means” from Blogs, wikis, podcasts and other powerful 

web tools for classrooms – Will Richardson  
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Appendix 8 - “The crazy project lady comes home” – Marcia Lubell from “Why 

am I doing this?” by Giselle O. Martin-Kniep 
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Appendix 9 - “Realizing the power of reflection” – Robin Grusko from “Why am I 

doing this?” by Giselle O. Martin-Kniep 
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