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Abstract

Portfolio assessment is widely regarded as a reliable tool for language evaluation, yet research on
its long-term impact on students’ linguistic and personal development remains limited. This study
explores EFL students’ perceptions of the benefits of reading portfolio assessment and the
effectiveness of teacher-written and oral corrective feedback on reflective writing. Specifically, it
investigates how reading portfolio assessment contributes to students’ reading, writing, and
personal development skills, as well as their preferences for different corrective feedback
techniques. A total of 116 EFL students from two reading classes participated in the study, with
52 students in the pilot study and 64 in the formal study. Data were collected through a four-
dimensional questionnaire, teacher feedback on reflective writing, and three open-ended questions.
Analysis of pre- and posttest scores indicated that students perceived reading portfolio assessment
as beneficial for improving their reading comprehension, writing skills, and personal development.
In terms of corrective feedback, 60% of the responses preferred metalinguistic explanations, while
19% favored direct feedback. The findings highlight the pedagogical value of reading portfolios
and the role of corrective feedback in fostering students’ reflective writing skills. The study offers
insights for educators seeking to enhance students’ engagement with portfolio assessment and
optimize feedback strategies. Future research should further explore how reading portfolios can be
adapted to diverse EFL contexts to maximize their long-term effectiveness.
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Introduction

Assessment is an integral component of the teaching-learning process, guiding
instructional decisions and evaluating student progress (Pereira et al., 2022; Shepard, 2019).
However, although standardized testing has long been considered synonymous with assessment,
it is increasingly being criticized for its emphasis on rote memorization rather than meaningful
learning (Wiggins, 1990; Woolf, 2008). Traditional assessments primarily evaluate students’
ability to recall decontextualized knowledge, which may not accurately reflect their actual
language proficiency or higher-order thinking skills (Leon & Elias, 1998). Moreover, high-stakes
testing often pressures educators to “teach to the test,” narrowing instructional approaches and
limiting opportunities for authentic learning (Nichols & Brewington, 2020). In response to these
concerns, there has been a paradigm shift from a testing culture to an assessment culture,
emphasizing alternative assessments such as portfolio assessment (Gipps, 1994; Birenbaum &
Feldman, 1998).

Unlike traditional assessments, portfolio assessment provides a dynamic, student-centred
evaluation framework that documents learners’ progress over time. For example, in the current
study, this was done through self-selected reading materials and reflective writing. This shift from
traditional assessment limitations to portfolio benefits highlights portfolios as a more effective
assessment tool. Portfolio assessment is grounded in constructivist learning theories, which
emphasize knowledge construction through active engagement and reflection (Piaget, 1970;
Vygotsky, 1978). By participating in portfolio assessment, students gain ownership of their
learning through selecting reading materials, assessing progress, and revising their work based on
teacher feedback. Furthermore, the Self-Regulated Learning (SRL) theory (Zimmerman, 2000)
highlights how portfolios encourage goal-setting, progress monitoring, and metacognitive
reflection, enabling students to take an active role in their learning (Butler & Winne, 1995).

One essential aspect of portfolio assessment is reflective writing, which enhances self-
assessment and promotes deeper engagement with learning materials (Boumediene et al., 2018).
Through reflective writing, students analyze their progress, refine their understanding of reading
materials, and improve their writing skills based on teacher feedback. However, despite its
significance, previous research has not sufficiently examined the role of reflective writing in
portfolio assessment, creating a research gap that this study seeks to address.

Despite the growing body of literature on portfolio assessment, most studies have focused
on its short-term effects, primarily examining students’ immediate reactions to portfolios (Davis
et al., 2009) or their role in enhancing specific language skills, such as writing or speaking (Cong-
Lem, 2019). However, little research has explored the long-term impact of portfolio assessment
on EFL learners’ reading comprehension and reflective writing development. Additionally,
although teacher corrective feedback plays a crucial role in language learning, few studies have
examined students’ perceptions of the effectiveness of written and oral feedback in a portfolio-
based setting. Furthermore, existing research does not fully address how integrating self-selected
reading and teacher feedback contributes to sustained improvements in reading comprehension,
writing quality, and personal development skills over time. Given the increasing emphasis on
alternative assessment methods in language education, there is a need to further examine the long-
term impact of portfolio assessment on students’ linguistic and personal growth, particularly in
EFL reading classes.

This study aims to examine EFL students’ perceptions of reading portfolio assessment and
its effectiveness in developing reading, writing, and personal growth skills over time. Additionally,
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it investigates how teacher-written and oral corrective feedback influences the quality of students’

reflective writing.

The study seeks to contribute to the field by:

1. Examining the long-term impact of portfolio assessment on EFL students’ reading
comprehension and reflective writing skills.

2. Exploring students’ perceptions of different types of teacher corrective feedback (written vs.
oral) in a portfolio-based learning environment.

3. Highlighting the role of reflective writing in self-assessment and its implications for student
engagement and metacognitive learning.

To achieve these objectives, the study addresses the following research questions:

1. To what extent do participants respond to statements regarding attitudes toward self-selected
reading in portfolio assessment and perceptions of the benefits of reading portfolio assessment
for improving reading, writing, and personal development skills?

2. Are there differences between the pre- and post-test scores of participants’ attitudes toward
self-selected reading in portfolio assessment and their perceptions of the benefits of reading
portfolio assessment for improving reading, writing, and personal development skills?

3. What are participants’ attitudes toward the use of reading portfolio assessment and teacher
written and oral (i.e., teacher-student writing conferences) corrective feedback on their
reflective writing, according to qualitative data (i.e., three open-ended questions)?

4.

Literature Review

This literature review examines portfolio assessment, its connection to constructivist
learning and Self-Regulated Learning (SRL), as well as students’ perceptions of teacher written
corrective feedback and teacher-student writing conferences. Key studies are discussed,
highlighting the potential benefits of these approaches in EFL contexts.

Portfolio Assessment and Its Connection to Constructivism and SRL

Addressing the mismatch between process learning and traditional testing, experts suggest
portfolio assessment as a more suitable alternative (Moya & O’Malley, 1994). Traditional
assessments, such as standardized tests and one-time written exams, often fail to “reveal students’
true progress of what they can do with the knowledge they have acquired” (Asamoah, 2019, p.
29). In contrast, portfolio assessment “tests and strengthens the student’s ability to reason and
analyze, synthesize, and apply the knowledge acquired” (Asamoah, 2019, p. 29). A portfolio is a
comprehensive, authentic record of a student’s work over time, showcasing their efforts and
growth (Brown, 2004; Gillespie et al., 1996), and portfolio assessment involves planning,
collecting, and evaluating these data (Moya & O’Malley, 1994).

Previous studies have suggested the benefits of using portfolio assessment. For example,
the EFL students in Barootchi and Keshavarz’s (2010) research had a positive attitude towards
portfolio assessment and took responsibility for monitoring their own progress. The effect of
portfolios on improving students’ reading skills and proficiency was also confirmed by Goksu
(2015) and Zhang (2010). In addition, Bataineh and Obeiah (2016) reported that regarding writing
performance, the portfolio-based assessment group outperformed the control group. More recent
research continues to support these findings. Punyapratheep and Wudthayagorn (2022) found that
Thai EFL students viewed portfolio assessment favorably and exhibited marked improvements in
their writing after engaging in a process that involved compiling eight drafts in a classroom-based
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setting. Consequently, they asserted that “portfolio assessment can be an effective alternative
choice in a classroom-based setting” (p. 435)

Since Danielson and Abrutyn (1997) stated that one of the key characteristics of portfolios
is the learner’s reflections on each work, the current action-research study therefore incorporated
reflective writing into portfolio assessment. Reflective writing is central to portfolio assessment,
as highlighted by Ross et al. (2024), whose systematic review revealed that reflective writing in
higher education is mainly incorporated into broader assessment frameworks within professional
degree programs to enhance employability and promote professional self-reflection. According to
Boumediene et al. (2018), students’ reflective writing was improved in the aspects of process and
product after using the portfolio assessment method. Farahian et al.’s (2021) research also
suggested that portfolio writing can be integrated into EFL courses to promote EFL writers’
reflections on their writing.

The integration of portfolio assessment is grounded in constructivist learning theories
(Piaget, 1970; Vygotsky, 1978) and Self-Regulated Learning (SRL) theory (Zimmerman, 2000).
Portfolios align with constructivist principles by allowing students to construct knowledge through
active engagement and reflection, thereby taking responsibility for their own learning. This process
encourages deeper engagement with the material and facilitates the development of higher-order
thinking skills. The SRL model further supports this process by highlighting how learners monitor
and regulate their cognitive and behavioral processes, enabling them to set goals, self-monitor, and
reflect on their learning journey (Butler & Winne, 1995). Recent studies have shown that e-
portfolios can enhance self-regulation by promoting skills such as intrinsic goal orientation,
metacognitive self-regulation, and effort regulation (Nguyen & lIkeda, 2015). Furthermore, these
portfolios serve as structured, task-oriented tools that align assessment with students’ objectives,
providing feedback that encourages the development of critical thinking and writing skills over
time (Lam, 2022). According to van der Gulden et al. (2020), e-portfolios also support self-
regulated learning (SRL) processes by documenting key aspects such as reflection, feedback, goal-
setting, and monitoring. However, their study highlighted the need for careful implementation, as
SRL documentation requires significant introspection and writing skills. By offering students
continuous feedback and opportunities for self-assessment, portfolios can more effectively foster
SRL and lead to both cognitive and linguistic growth. Schumann and Baraka (2024) found that e-
portfolios facilitate reflective thinking, which is an important metacognitive skill in education, and
more training in reflective writing is needed to make students more reflective. A recent study by
Do (2023) found that Vietnamese students valued portfolio assessment as a formative approach,
as it provided insights into their grammatical errors and improved their ability to organize ideas
logically. This aligns with Baharom and Shaari’s (2022) findings that portfolio assessment
promotes learner autonomy by encouraging students to identify their strengths and weaknesses in
writing and fostering the psychological dimensions of autonomy, including self-confidence and
motivation.

Students’ Perceptions of Teacher Written Corrective Feedback and Teacher-Student Writing
Conferences

Teacher written corrective feedback (WCF), defined as an intention to draw a learner’s
attention to different kinds of errors regarding accuracy, fluency, and appropriateness (Ellis, 2009),
plays a critical role in portfolio assessment, particularly in enhancing students’ reflective writing
skills (Hamp-Lyons & Condon, 2000). Despite the ongoing debate regarding its overall
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effectiveness (Mohebbi, 2021; Truscott, 1996), Ferris (1999, 2004) strongly supported the
continued use of WCF, highlighting its benefits in terms of student preference and improvements
in writing accuracy. Empirical evidence supports Ferris’ position, indicating that WCF leads to
significant improvements in writing accuracy (Bitchener et al., 2005; Chandler, 2003; Hartshorn
& Norman, 2015), is valued by learners (Ferris et al., 2012), enhances self-editing skills (Ferris &
Roberts, 2001), and effectively guides students in revising their work (Ferris, 2006). This evidence
underscores the importance of WCF in the writing process, and its potential to improve student
outcomes in language learning.

The teacher WCF techniques used in the current research included direct feedback (i.e.,
providing the correct linguistic form; Ferris, 2006) and indirect feedback (i.e., using error codes
and metalinguistic explanations; Lopez, 2021; Sheen, 2011). Previous studies have examined the
effects of these techniques. For instance, VVarnosfadrani and Basturkmen (2009) found that direct
feedback was more effective than indirect feedback in improving writing accuracy, whereas Ferris
(2006) reported that indirect feedback contributed more to the long-term development of students’
writing skills. Similarly, Sherpa (2021) found that students who received indirect WCF
demonstrated significantly greater improvement in grammatical accuracy than those in both the
direct WCF and control groups in posttest assessments.

In contrast, Shintani and Ellis (2013) highlighted the benefits of Metalinguistic
Explanations (ME), showing that students who received ME developed stronger L2 explicit
knowledge and were able to apply it effectively when revising their drafts. Extending this line of
research, Wondim et al. (2024) found that learners who received direct WCF combined with
metalinguistic explanations outperformed those who received only indirect WCF. However,
despite its advantages, indirect feedback may cause frustration for students who struggle to identify
and correct their errors independently (Boggs, 2018, as cited in Boggs, 2019).

Another practice emerging from the shift to process-oriented writing instruction since the
1970s is teacher-student writing conferences, which involve personalized interactions between
teachers and students to address writing challenges (Liu, 2009; Sperling, 1991; Tompkins, 1990).
Their impact on L2 writers, while beneficial, has not been fully quantified (Hyland & Hyland,
2006). Studies have highlighted several advantages, such as enabling student agency, facilitating
understanding of feedback, and improving writing skills (Eckstein, 2013; Shin, 2003). Writing
conferences cover a variety of topics, and the teacher can adapt communication approaches
“considering their difficulties and needs (Yang, 2022, p. 1)”, making the conferences more
personalized and effective. Other advantages include enabling meaningful negotiation and
effective revisions (Alfalagg, 2020; Hamlaoui & Fellahi, 2017; Telceker & Akcan, 2010; Yang,
2022), and students also valued discussions on strengths and weaknesses, relationship-building,
idea development, and revision planning, with idea development being the most beneficial aspect
(Suthipiyapathra, 2021).

However, as Yang (2022) suggested, successful conferences require careful preparation on
the part of both students and teachers, as well as ongoing, focused interaction. Challenges include
potential stress for some students and varying effectiveness based on individual student
differences, such as linguistic ability or learning goals (Ferris, 2003; Eckstein, 2013). To optimize
these conferences, initial instruction on their purpose, roles, responsibilities, and discussion topics,
as implemented in this study, is crucial.

Despite the growing literature on portfolio assessment, most existing studies, such as Davis
et al. (2009) and Cong-Lem (2019), have focused on the short-term effects of portfolios or their
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role in improving specific language skills like writing or speaking. Moreover, research has often
overlooked how the integration of self-selected reading materials and teacher feedback can
contribute to sustained improvements in reading comprehension, writing quality, and personal
development over extended periods. Unlike previous studies that primarily examine the impact of
portfolios in isolation, this study takes a more holistic approach by integrating teacher corrective
feedback and reflective writing tasks within a structured portfolio framework. Additionally, it
extends the discussion beyond immediate linguistic gains to explore how portfolio assessment
fosters long-term self-regulated learning and metacognitive development through reflective
writing and teacher feedback, while also enhancing personal growth in EFL learners. By
addressing these gaps, this study offers new insights into the enduring benefits of portfolios in
language education.

Methodology

This section outlines the design of the school-year-long action-research study, including
participants, data collection, and analysis methods. Both quantitative and qualitative data were
collected through questionnaires and portfolio assessments to explore students’ perceptions of
reading portfolio assessment in an EFL context and the effectiveness of corrective feedback on
their reflective writing.

Participants

This study was conducted in an EFL reading class (the Reading 1 and Reading 2 courses)
for freshmen from an English-related department at a college in northern Taiwan. The participants
included approximately 35% males and 65% females, with an average age of slightly more than
18 years. They were required to take both Reading 1 and Reading 2 during the fall and spring
semesters, respectively. All students in these courses were invited to participate, and participation
was voluntary. At the start of both semesters, the teacher-researcher explained the purpose and
details of the action-research study, including participants’ rights, confidentiality, and data
integrity. Consent was obtained from the students, with 52 of 61 students participating in the pilot
study and 64 of 69 in the formal study. All participants had been studying English as a foreign
language for at least 9 years (starting from Grade 3). The courses incorporated reading portfolios
as a key learning component, requiring students to engage in regular portfolio assignments, self-
reflection, and teacher feedback activities throughout both semesters. This structured approach
ensured sustained exposure to reading portfolios in an authentic learning context.

Data Collection

The questionnaire was first administered to the participants of the pilot study at the end of
the fall semester for Reading 1. To develop and validate the scales used in the formal study, IBM
SPSS Version 20 was employed to analyze the reliability and validity of 52 valid questionnaires
using item analysis and Exploratory Factor Analysis (EFA).

In addition, 47 portfolio files/folders were collected and used for analysis, as these were
completed by the 47 students who attended both the fall and spring semesters and finished all the
portfolio articles as requested. The formal study’s participants filled out the questionnaire at the
end of the spring semester. After accounting for invalid responses, participant attrition, and the
identification and removal of outliers through data cleaning, a total of 40 valid questionnaires from
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first-year English majors who participated in both the pilot (used as the pretest) and formal studies
(used as the posttest) were retained for further analysis.

Instrumentation

Based on theoretical arguments and previous research findings (Barootchi & Keshavarz,
2010; Bataineh & Obeiah, 2016; Boumediene et al., 2018; Cong-Lem, 2019; Davis et al., 2009;
Goksu, 2015; Rolheiser et al., 2000; Yildirim, 2013), the teacher-researcher designed a survey with
four scales to assess students’ perceptions of and attitudes towards reading portfolio assessment.
The scales used in this study were the Students’ Attitudes Towards Self-Selected Reading in the
Portfolio Assessment (SASRAS), the Students’ Perceptions of Benefits of Reading Portfolio
Assessment for Improving Reading Skills Scale (SPBRRS), the Students’ Perceptions of Benefits
of Reading Portfolio Assessment for Improving Writing Skills Scale (SPBRWS), and the Students’
Perceptions of Benefits of Reading Portfolio Assessment for Facilitating Personal Development
Skills Scale (SPBRPS).

Each scale was measured using a 6-point Likert-type scale (1 = strongly disagree and 6 =
strongly agree). The rating schemes, adapted from Pimentel (2019), classified responses into six
categories: 1.00-1.82 (strongly disagree), 1.83-2.65 (disagree), 2.66-3.48 (slightly disagree), 3.49-
4.31 (slightly agree), 4.32-5.14 (agree), and 5.15-6.00 (strongly agree). Participants were provided
with complete instructions during both the pilot and formal studies to ensure clarity in responding
to the survey items.

Validation of the Scales

Given that the scales were developed for this study, exploratory factor analysis (EFA) was
chosen as the primary method for examining the validity of the research instruments. The Kaiser-
Meyer-Olkin (KMO) measure was employed to assess the sampling adequacy for factor analysis.
Despite the relatively small sample size (N = 61 in the pilot study), the KMO values for all four
scales exceeded the recommended threshold of 0.60 (Kaiser, 1974), indicating sufficient sampling
adequacy for factor analysis.

Each scale underwent item analysis and exploratory factor analysis in the pilot study. The
results are summarized below:

e SASRAS: This scale consisted of three items. The EFA revealed a one-factor solution,

accounting for 87.27% of the variance (KMO = .76, y2 = 112.75, df = 3, p < .001).

« SPBRRS: The EFA for this scale, which consisted of six items, identified a one-factor
solution accounting for 74.06% of the variance (KMO = .84, »2=236.99, df = 15, p <.001).

« SPBRWS: This scale included four items, and the EFA revealed a one-factor solution,
accounting for 70.82% of the variance (KMO = .79, »2 =89.01, df = 6, p <.001).

e SPBRPS: This five-item scale produced a one-factor solution accounting for 63.73% of
the variance (KMO = .74, »2 = 110.60, df = 10, p <.001).

The reliability of each scale was evaluated using Cronbach’s alpha, with coefficients of .91
for SASRAS, .90 for SPBRRS, .81 for SPBRWS, and .83 for SPBRPS, indicating high internal
consistency across all scales. Additionally, skewness and kurtosis were examined to assess the
normality of the data, and both measures fell within acceptable ranges for inferential statistics
(George & Mallery, 2001; Kline, 1998).

Data Analysis
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During the data cleaning process, boxplots and Z-scores were used to identify and handle
potential outliers, defined as values exceeding +3 standard deviations from the mean (Agresti et
al., 2018). Subsequent analysis included descriptive analysis and inferential analysis (i.e., paired
samples t-tests and the Pearson correlation coefficient).

Additionally, three open-ended questions were included in the formal study’s survey. The
qualitative data from these questions were analyzed using a thematic approach to gain deeper
insights into participants’ attitudes and suggestions.

The Reading Portfolio Assignment

At the beginning of both the pilot and formal studies, the teacher-researcher explained the
expectations for the reading portfolio. Under the guidance of the teacher-researcher, each student
was required to select and read at least 12 articles (minimum 600 words each) throughout the
semester, covering a wide range of topics such as cultural observations, career advice, social issues,
and scientific explanations. In addition, they were tasked with completing a writing assignment
titled *What is my life’s dream?’ for the fall semester and ‘What are my goals for this semester?’
for the spring semester, with this assignment placed at the beginning of their portfolio folder.
Students were encouraged to design personalized covers and a Table of Contents, with the articles
chosen reflecting their life goals and interests, making the portfolio both personal and meaningful.
To fulfill the reading assignment requirements, students underlined unfamiliar words in each
article, looked up their meanings, and noted them in the margins and in the tables they created
(Appendix A). They could also identify and induct grammatical rules from the articles, deepening
their understanding of language structures. After reading, they wrote a reflective paragraph (at
least 50 words), summarizing their thoughts and insights, thereby promoting both their critical
thinking and writing skills.

As for the rubrics for the portfolio assessment, they evaluated the portfolios based on four
main criteria: organization (5%), which focused on the layout and structure of both the portfolio
and each article; quality of work samples (25%), assessing vocabulary work and comprehension
of the articles; variety of work samples (10%), ensuring that students selected articles from diverse
topics and sources; and reflection (35%), which measured the depth, grammar, and clarity of their
reflective writing.

Throughout the semester, the teacher-researcher provided regular written and oral
feedback, highlighting grammatical and structural errors using correction symbols (e.g., verb
tense, article usage) (see Appendix B). Additionally, teacher-student writing conferences were
offered upon students’ request, providing them with personalized feedback to help refine their
writing. At the start of the second semester, instructions were provided for the teacher-student
conferences, outlining their purpose, the roles of both parties and the key topics to be addressed.
These sessions enabled students to engage more actively in improving their writing skills with
targeted guidance.

Findings

This section provides an overview of the key findings from the survey data and qualitative
responses, addressing each research question. The results highlighted students’ perceptions of the
reading portfolio’s impact on their reading, writing, and personal development skills, as well as
their views on teacher feedback and writing conferences.
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Survey Results

Survey data highlights students’ perceptions of the reading portfolio’s benefits for
improving reading, writing, and personal development skills. Descriptive and inferential analyses
were used to assess changes in attitudes and skills before and after the portfolio.

Addressing RQ 1:

As shown in Table One, participants generally slightly agreed that the reading portfolio
assignment had a positive impact, with an overall mean score of M = 4.23 (SD = .91), which falls
in the “slightly agree” range according to the rating scheme. Specifically, participants slightly
agreed that the reading portfolio assignment enhanced their motivation to read English
extracurricular materials (Item 1: M = 4.28, SD = 1.09), and also slightly agreed that it increased
their interest in reading English extracurricular materials (Item 2: M = 4.25, SD = .93).
Furthermore, they slightly agreed that the assignment helped them develop a habit of reading such
materials (Item 3: M = 4.15, SD = 1.00). These findings are consistent with previous research that
highlighted the benefits of portfolio assessment for promoting student engagement and motivation
(Davis et al., 2009; Elias & Schwab, 2006; Lam & Lee, 2010; Schoonen, 2019).

Table 1. Descriptive analysis of all participants’ responses to the SASRAS

Skewness Kurtosis
M b Statistic SE Statistic SE
The whole scale 4.23 91 -.90 .37 3.58 73
ltem 1 4.28 1.09 -.59 37 1.11 73

This reading assignment in the English reading portfolio, where | can choose articles that interest me, has
enhanced my motivation to read English extracurricular materials.

ltem 2 4.25 .93 -.94 37 3.69 73
This reading assignment in the English reading portfolio, where | can choose articles that interest me, has
increased my interest in reading English extracurricular materials.

Item 3 4.15 1.00 -.48 .37 2.03 73

This reading assignment in the English reading portfolio, where | can choose articles that interest me, has
helped me develop a habit of reading English extracurricular materials.
Note: SASRAS = the students’ attitudes towards self-selected reading in the portfolio assessment.

In line with GoOksu’s research (2015), participants generally agreed that the reading
portfolio assignment helped them improve their reading skills (M = 4.46, SD = .68), as shown in
Table Two. Specifically, they agreed that it enhanced their vocabulary skills (Item 2: M = 4.63,
SD =.81) and improved their reading comprehension (Iltem 1: M = 4.60, SD = .93). Furthermore,
they agreed that the assignment allowed them to observe their own progress in reading ability
(Item 4: M = 4.65, SD = .70).

Table 2. Descriptive analysis of all participants’ responses to the SPBRRS

Skewness Kurtosis
M SD Statistic SE Statistic SE
The whole 4.46 .68 .35 37 .35 73
scale
Item 1 4.60 .93 -1.32 .37 4.66 73

This assignment, which requires intensive reading of one article each week, has improved my English
reading comprehension skills.
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Item 2 4.63 .81 19 37 -.54 73
This assignment, which requires intensive reading of one article each week, has enhanced
my English vocabulary skills.
Item 3 4.18 81 57 .37 .20 73
This reading assignment in the English reading portfolio, where | can choose articles that interest me, has
helped me develop an appreciation of English articles (e.g., elegant sentence structure and word choice).
Item 4 4.65 .70 14 .37 -.27 73
Completing this weekly reading assignment in the English reading portfolio has allowed me to see
improvements in my English reading ability.
ltem 5 4.33 .94 -.33 37 .59 73
This assignment, which requires intensive reading of one article each week, has enhanced my ability to
analyze English grammar and sentence structures while reading.
Item 6 4.40 74 .36 37 .01 73
This assignment, which requires intensive reading of one article each week, has improved my understanding
of the organizational structure of English articles.
Note: SPBRRS = the students’ perceptions of the benefits of the reading portfolio

assessment for improving the reading skills scale.

As Table Three displays, participants agreed that the reading portfolio assignment could
enhance their writing skills (M = 4.51, SD = .67), a finding similar to Starck’s (1999), especially
due to the requirement of composing a reflective text. Participants agreed that the assignment,
which required intensive reading followed by a 50-word reflection, improved their writing skills
(Item 1: M = 4.63, SD = .74). They also agreed that completing the weekly reading assignment
allowed them to see improvements in their writing ability (Item 2: M = 4.40, SD = .71), and that
the teacher’s written corrective feedback on their reflections helped improve their writing (Item 3:
M = 4.63, SD = .90). Lastly, participants agreed that the assignment enhanced their ability to
structure and organize their writing in English (Item 4: M = 4.40, SD = .74).

Table 3. Descriptive analysis of all participants’ responses to the SPBRWS

Skewness Kurtosis
M SD Statistic SE Statistic SE
The whole scale 451 .67 .61 .37 -.15 73
Item 1 4,63 74 .34 .37 - 47 73

This assignment, which requires intensive reading of one article each week followed by a
50-word reflection, has improved my English writing skills.

Item 2 4.40 71 1.06 37 53 73
Completing this weekly reading assignment in the English reading portfolio has allowed me
to see improvements in my English writing ability.

Item 3 4.63 .90 17 37 -.83 73
The teacher’s written corrective feedback on my reflections has helped improve my writing
skills.

Item 4 4.40 74 .36 37 .01 73
This assignment, which requires intensive reading of one article each week, has enhanced
my ability to structure and organize my writing in English.

Note: SPBRWS = the students’ perceptions of benefits of reading portfolio assessment for

improving writing skills scale.

Lastly, participants agreed that they benefited from the reading portfolio assignment in
terms of fostering their personal development skills (M = 4.48, SD = .63) as shown in Table Four.
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They agreed that the assignment helped them identify which topics they were interested in (Item
1: M =4.75, SD = .81) and expanded their extracurricular knowledge (Item 5: M =4.75, SD =.78).
Additionally, participants agreed that the assignment helped them develop critical thinking skills
(Item 2: M = 4.40, SD = .84), problem-solving skills (Item 3: M = 4.28, SD = .72), and creativity
(Item 4: M = 4.23, SD = .95) through extensive reading and exposure to different types of
information. These findings echo Brown’s (2004) and Brown and Hudson’s (2007) arguments
regarding the benefits of portfolio assessment.

Table 4. Descriptive analysis of all participants’ responses to the SPBRPS

Skewness Kurtosis
M SD Statistic ~ SE Statistic SE
The whole scale 4.48 .63 .29 .37 -.61 73
Item 1 4,75 .81 -12 .37 -.45 73

This reading assignment in the English reading portfolio has helped me identify which
topics | am interested in.

Item 2 4.40 .84 .20 37 -41 .73
The weekly intensive reading of self-selected articles has helped me develop my critical
thinking skills.

ltem 3 4.28 72 42 37 34 .73
The weekly intensive reading of self-selected articles has helped me develop my problem-
solving skills.

ltem 4 4.23 .95 .09 37 -14 .73

This reading assignment in the English reading portfolio, through extensive reading and
exposure to different information, has helped me develop my creativity.

ltem 5 4.75 .78 -.22 37 -17 .73
The weekly intensive reading of self-selected articles has expanded my extracurricular
knowledge.

Note: SPBRPS = the students’ perceptions of the benefits of the reading portfolio assessment
for facilitating personal development skills scale.

Addressing RQ 2:

As mentioned earlier, different numbers of students took the Reading 1 (for the pilot study;
used as the pretest) and Reading 2 (for the formal study; used as the posttest) courses due to some
students dropping the courses; invalid questionnaires were also excluded. Therefore, only data
from 40 first-year English majors were retained for the paired samples t tests. As illustrated in
Table Five, between the pretest and posttest scores, the differences were significant for students’
perceptions of the benefits of the reading portfolio assessment for improving their reading skills
(pretest: M = 4.18, SD = 0.66; posttest: M = 4.49, SD = 0.68; t =-2.93, p < .01, Cohen’s d = 0.35,
small effect; Cohen, 1988), writing skills (pretest: M = 4.11, SD = 0.64; posttest: M = 4.56, SD =
0.66; t = -3.83, p < .001, Cohen’s d = 0.49, medium effect), and personal development skills
(pretest: M = 4.31, SD = 0.61; posttest: M =4.51, SD = 0.62; t =-1.97, p < .05, Cohen’s d = 0.23,
small effect). In other words, participants agreed that after completing the reading portfolio
assignment for two semesters, they saw improvement in their reading, writing, and personal
development skills.

Arab World English Journal
WWW.awej.org

ISSN: 2229-9327



Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Table 5. The results of differences between the pre- and posttest scores for the tested variables

Variables Pretest Posttest ¢ Cohen’s d (Effect
M SD M SD Size)

SASRAS 4.15 .80 4.25 .93 -.72 -

SPBRRS 4.18 .66 4.49 .68 -2.93** .35

SPBRWS 411 .64 4.56 .66 -3.83*** 49

SPBRPS 4.31 .67 4.51 .62 -1.97* .23

Note: SASRAS = the students’ attitudes towards self-selected reading in the portfolio assessment.
SPBRRS = the students’ perceptions of the benefits of the reading portfolio assessment for
improving reading skills scale. SPBRWS = the students’ perceptions of the benefits of the reading
portfolio assessment for improving writing skills scale. SPBRPS = the students’ perceptions of the
benefits of the reading portfolio assessment for facilitating personal development skills scale. * =
p<.05 **=p<.01l ***=p<.001.

Qualitative Results
Qualitative data from the open-ended questions provided additional insights into
participants’ views on the portfolio and the teacher’s feedback on their reflective writing.

Addressing RQ 3:

To address this question, a thematic analysis was specifically applied to the responses from
the first open-ended question (What are your thoughts on this reading portfolio assignment and
suggestions for improving it?). Participants expressed diverse opinions about this assignment. In
general, a majority of students in the formal study had a positive attitude towards this assignment
in terms of pushing them to study and to know more about current events, helping them to improve
their vocabulary, reading, and writing skills, assisting them in developing a reading habit and
obtaining teacher WCF or oral feedback on their writing skills from teacher-student writing
conferences. However, they also put forward some suggestions, including (a) increasing the word
count of the reflective writing (from 50 to 80 or even 150 words), (b) not asking students to use
the designated format to finish this assignment because of different students having different
learning styles, (c) not compiling the papers already read into a paper or digital folder, (d) the
teacher-researcher sharing writing techniques via feedback, and (e) reflective writing needing to
consist of two parts: summary (50 words) and reflection (50 words). Some students also suggested
that in some weeks, the teacher-researcher could designate a topic for students to find relevant
reading materials, so they could discuss this topic or their reflective writing with each other in
class. Another crucial suggestion was that this assignment could be adjusted in a way that could
allow students to read articles on odd weeks and to watch and transcribe meaningful and thought-
provoking videos on even weeks (e.g., TED Talks and English Speeches on YouTube).

The second question (a multiple-choice question) was: “Of the three teacher-written
corrective feedback techniques (direct feedback and indirect feedback [using error codes and
metalinguistic explanations]), which ones do you think are more helpful for improving your
writing skills? Please provide reasons.”” The results showed that 60% (38 responses) of the
participants opted for metalinguistic explanations, 19% (12 responses) for direct feedback, 10% (6
responses) for both of the above, 6% (4 responses) for error codes, 1% (1 response) for a
combination of error codes and direct feedback, and 3% (2 responses) for both indirect feedback
techniques.
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The third question was related to providing oral feedback: “Are teacher-student writing
conferences helpful for improving your writing skills? Please provide reasons’; 78% (50 students)
of the participants said yes, 3% (2 students) said a little, 3% (2 students) said no, and 12% (8
students) said that they had not yet arranged a meeting with the teacher-researcher to discuss their
writing.

Discussion

Crucial findings discovered in the present study are further discussed below.

First, participants in the current study reported a positive attitude towards the use of reading
portfolio assessment. To be specific, because they could choose the articles they liked, this
assignment heightened their reading motivation and their interest in reading extracurricular
materials. In fact, there is no need to discuss how productive portfolio assessment is if students are
amotivated (Burner, 2014), because measuring students’ interests and attitudes is one of the
requirements of a good portfolio (Cohen & Wiener, 2003). This finding aligns with previous
research indicating positive student perceptions of portfolio assessment (Punyapratheep &
Waudthayagorn, 2022). However, compared to other instructional activities, creating a reading
portfolio folder is relatively rare in EFL reading courses. For example, only 23% (15 out of 64
students) of the participants in the current formal study had prior experience in creating a reading
portfolio folder. Therefore, teachers must explain to students the benefits and also the limitations
of this pedagogical task so that their positive attitudes towards it can be developed and their
confidence in its usefulness can be enhanced. Notably, students’ portfolio performance remained
consistent across both semesters, with nearly identical average scores and no significant
differences (fall semester: M = 86.10%, spring semester: M = 86.28%, t = -.08, p = .94). This
suggests consistent application of evaluation criteria and stable student work quality throughout
the year, highlighting the portfolio’s reliability as an assessment tool (Brown, 2004).

Second, the study participants perceived that this portfolio assignment was able to enhance
their reading comprehension skills in aspects of, for example, improving their abilities to
understand words in a text and comprehending the grammatical and organizational structures of a
text. This might be because of two requirements in this reading portfolio assignment: reading
interesting articles and doing it intensively. The study’s participants were allowed to choose
reading materials that interested them. Cambria and Guthrie (2010) argued that reading interest is
an individual’s excitement about engaging in reading written materials and delight in finding new
information, and this factor has proved to play a crucial role in reading comprehension (Springer
et al., 2017). As Belloni and Jongsma (1978) stated, “students comprehend better when they are
interested in what they are reading” (p. 107). Another requirement of this assignment was that
students needed to read articles intensively by looking up the meanings of unfamiliar
words/phrases and fully understanding sentence structures (Macalister, 2011). The benefits of
intensive reading for improving reading comprehension have been confirmed in previous research
(e.g., Miftah, 2013; Goksu, 2015; Zhang, 2010). Therefore, it is suggested that with proper
guidance, students be allowed to take charge of finding reading materials that interest them and
read those materials intensively as a part of meaningful classroom reading activities.

Third, participants also reported that intensive reading in the reading portfolio assignment
benefited the development of their writing skills, for example, improving the abilities of structuring
and organizing their writing. They also considered that composing a reflective text regularly could
improve their writing skills, which corresponds to previous research (Boumediene et al., 2018).
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According to Giles (2010), aside from elevating writing skills, another essential function of
reflective writing is to nurture a habit of self-reflective thinking. Harmer (2004) also suggested
that teachers should spend more time helping students develop writing habits so that they can feel
more comfortable writing in English and be more engaged in extended writing activities. Hence,
to further improve students’ writing skills, reflective writing needs to be integrated into the reading
portfolio assignment.

Fourth, the reading portfolio assignment was found to significantly enhance students’
personal development skills, particularly in helping them identify their areas of interest, gain
extracurricular knowledge, and develop critical thinking, problem-solving skills, and creativity.
This finding highlights the importance of allowing students to engage with materials that are
meaningful to them, which in turn promotes a deeper sense of responsibility for their own learning
(Zimmerman, 2000; Butler & Winne, 1995). With proper guidance, students who are tasked with
choosing their own reading materials and submitting assignments regularly are more likely to
develop self-regulation, as argued by Nguyen & lkeda (2015), which is an essential component of
continuous learning.

Fifth, although no statistically significant difference was found in the students’ attitudes
towards reading portfolio assessment between the pre- and posttest scores, as shown in Table
Three, this factor was highly correlated with the students’ perceptions of the benefits of this task
in improving their reading (r =.77, p <.001), writing (r =.69, p <.001), and personal development
skills (r = .80, p <.001), which further highlights the importance of developing students’ positive
attitudes towards this authentic pedagogical activity in the first place. The significant differences
found in the other three variables between the pre- and posttest scores illustrate the sustained
benefits of the reading portfolio assessment if carried out in the long run.

Participants regarded WCF by the teacher-researcher as being useful for enhancing their
writing abilities, aligning with Ferris’ (1999, 2004) argument that WCF plays a critical role in
writing accuracy. With respect to their preferences for teacher WCF techniques based on the
findings of the second open-ended question, 60% of the responses preferred metalinguistic
explanations, 19% favored direct feedback, but only 6% opted for another form of indirect
feedback, that is, using error codes. There were some similar reasons for them to choose
metalinguistic explanations. For example, Student A wrote: ““I can obtain enough information
about my errors and how to fix them.”” Student B said: ““This feedback-giving technique can let me
know what mistakes | have made and help me not to make the same mistakes again.” Student C
expressed a similar opinion: ““It is the right method to help students think how to fix their errors.”
Only a few students considered using error codes effective in terms of helping them improve their
writing skills. As Student D said, sometimes, he might forget what some codes stood for. However,
Student E still thought: ““The method of using error codes can help me find the errors on my own.”
Student E further compared metalinguistic explanations and using error codes: ““Metalinguistic
explanations let me know the errors | have made without directly tell [sic] me the answer, but it’s
more clear [sic] than codes.”” In addition, considering the benefits of direct feedback, Student F
said: ““Receiving direct feedback can help me know how to revise and make my writing better and
can also help me apply what | have learned in next writing assignments.” Student G preferred
direct feedback, saying: “Directly pinpointing my errors is more useful for me because sometimes
I really don’t know where my errors are.” Although more than a dozen participants in the study
preferred direct feedback, this technique has proved to be not as effective as indirect feedback in
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terms of improving students” writing skills in the long run (Ferris & Helt, 2000; Lalande, 1982;
Lee, 1997).

Regarding the usefulness of teacher-student writing conferences, 78% of participants (50
students) reported that this oral feedback-giving technique was of use to them in enhancing their
writing skills. For example, Student H said: “Yes, it’s useful. | will read the teacher’s written
corrective feedback first in order to get a better idea about how to discuss and fix my writing errors
when having a teacher-student writing meeting.” Student | wrote: “It is very useful because | can
listen to the teacher analyze my writing objectively and know how to improve my writing.”” More
importantly, Student J said: ““Yeah, very useful. In this one-on-one meeting, I don’t need to worry
about how other classmates think of me...[there is] relatively no pressure and [it is] more focused
on improving my own writing abilities.”” Based on the above discussion, it is suggested that
teacher-student writing conferences be held regularly, even though they are time-consuming, so
that they can function as a rapport-building arena for individualized instruction and goal setting
(Eckstein, 2013), and students can also take part in the interactive process, clarify teachers’
suggestions, and negotiate meaning with teachers (Shin, 2003). Direct and indirect feedback (i.e.,
metalinguistic explanations) are given according to students’ levels of writing skills—that is,
generally, direct feedback is provided for lower-level writers and indirect feedback for higher-
level writers.

Lastly, the results of the first open-ended question indicated that a majority of students had
positive attitudes towards the reading portfolio assignment in aspects of, for example, prodding
them to study, assisting them in developing a reading habit, and enhancing their vocabulary,
reading, and writing skills. As mentioned previously, an integral suggestion from a participant was
that in addition to reading articles that interested them on even weeks, they could alternatively
watch and transcribe informative and inspirational videos on odd weeks. The positive effect of
watching authentic English videos on English skills has been confirmed in previous research (e.g.,
Metruk, 2018). Therefore, it is also suggested that video-watching tasks can be included as a part
of the reading portfolio assignment.

Conclusion

This study critically explored the role of reading portfolio assessment and teacher feedback
in shaping EFL students’ perceptions and enhancing their writing quality. While the findings
indicated that students responded positively to this approach, the study’s context-specific nature
limits the generalizability of the results (Coghlan & Brannick, 2005). This limitation is especially
pertinent due to the homogeneity of the participant group and the potential for selection bias.
Future research should broaden its scope to include a more diverse range of student populations to
increase external validity. Additionally, future studies could benefit from analyzing students’
selected articles and reflective writing tasks to provide deeper insights into their engagement and
reflective learning processes. Moreover, researchers should consider integrating affective factors,
such as anxiety, which may be influenced by the participants’ homework workload, to offer a more
holistic understanding of the impact of portfolio assessment. Despite these limitations, the study
offers valuable insights into L2 reading pedagogy. It highlights the effectiveness of reading
portfolios in terms of fostering students’ reading and writing skills while promoting personal
growth. The findings suggest that incorporating portfolio assessments in EFL classrooms can
significantly contribute to both linguistic and personal development.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Funding: This research is not funded.

Acknowledgments: Not applicable.

Conflicts of Interest: The authors declare no conflict of interest.

Authenticity: This manuscript is an original work

Artificial Intelligence Statement: Al and Al-assisted technologies, specifically ChatGPT-4.0,
were used in this study for grammar and language refinement. The authors take full responsibility
for the accuracy and integrity of the content.

About the Authors

Tsao, Jui-Jung is an assistant professor of TESOL in the Department of Applied English at Ming
Chuan University, Taiwan. He earned his PhD in TESOL from Tamkang University, Taiwan. His
research and teaching interests include English language teaching approaches, teacher and peer
written corrective feedback in EFL classrooms, classroom goal structures, and the relationship
between classroom practices and critical thinking.

ORCID: https://orcid.org/0000-0002-2322-0394

References

Alfalagg, A. R. (2020). Impact of teacher-student writing conferences on frequency and accuracy
of using cohesive devices in EFL students’ writing. Asian-Pacific Journal of Second and
Foreign Language Education, 5(21), 2-19. https://doi.org/10.1186/s40862-020-00104-z

Agresti, A., Franklin, C., & Klingenberg, B. (2018). Statistics: The Art and Science of Learning
from Data (4th ed.). Pearson Education Limited.

Asamoah, D. B. (2019). Traditional assessment procedures, and performance and portfolio
assessment procedures: An in-depth comparison. International Journal of Educational
Research and Studies, 1(2), 28-30.

Baharom, N., & Shaari, A. H. (2022). Portfolio-based assessment and learner autonomy practice
among ESL students. Journal of Language and Linguistic Studies, 18(Special Issue 2),
1289-1305.

Barootchi, N., & Keshavarz, M. H. (2002). Assessment of achievement through portfolios and
teacher-made tests. Educational Research, 44(3), 279-288.
https://doi.org/10.1080/00131880210135313

Bataineh, R. F., & Obeiah, S. F. (2016). The effect of scaffolding and portfolio assessment on
Jordanian EFL learners’ writing. Indonesian Journal of Applied Linguistics, 6(1) 12-109.
https://doi.org/10.17509/ijal.v6i1.2643

Belloni, L. F., & Jongsma, E. A. (1978). The effects of interest on reading comprehension
of low achieving students. Journal of Reading, 22(2), 106-109.

Birenbaum, M., & Feldman, R. A. (1998). Relationships between learning patterns and attitudes
towards two assessment formats. Educational Research, 40(1), 90-98.
http://doi.org/10.1080/0013188980400109

Bitchener, J., Young, S., & Cameron, D. (2005). The effects of different types of corrective
feedback on ESL student writing. Journal of Second Language Writing, 14, 191-205.
http://doi.org/10.1016/j.jslw.2005.08.001

Boggs, J. A. (2019). Effects of teacher-scaffolded and self-scaffolded corrective feedback

Arab World English Journal
WWW.awej.org

ISSN: 2229-9327



https://orcid.org/0000-0002-2322-0394
https://doi.org/10.1080/00131880210135313

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

compared to direct corrective feedback on grammatical accuracy in English L2 writing.
Journal of Second Language Writing, 46, 1-13.
https://doi.org/10.1016/j.jslw.2019.100671

Boumediene, H., Berrahal, F. K., & Hardji, M. B. (2018). Using portfolio assessment to enhance
reflective writing in EFL classrooms. Literacy Information and Computer Education
Journal, 9(3), 2994-3001.

Brown, H. D. (2004). Language assessment: Principles and classroom practices. Longman,
Pearson Education, Inc.

Brown, J., & Hudson, T. (2007). The alternatives in language testing. TESOL Quarterly, 32(4),
653-675. https://doi.org/10.2307/3587999

Burner, T. (2014). The potential formative benefits of portfolio assessment in second and foreign
language writing contexts: A review of the literature. Studies in Educational Evaluation,
43, 139-149. https://doi.org/10.1016/j.stueduc.2014.03.002

Butler, D. L., & Winne, P. H. (1995). Feedback and Self-Regulated Learning: A Theoretical
Synthesis. Review of Educational Research, 65, 245-281.
http;//dx.doi.org/10.3102/00346543065003245

Cambria, J., & Guthrie, J. R. (2010). “Motivating and engaging students in reading,” The NERA
Journal, 46(1), 16-29.

Chandler, J. (2003). The efficacy of various kinds of error feedback for improvement in the
accuracy and fluency of L2 student writing. Journal of Second Language Writing, 12,
267-296. https://doi.org/10.1016/S1060-3743(03)00038-9

Coghlan, D., & Brannik, T. (2005). Doing Action Research in your Organization. Sage
Publications.

Cohen, J. (1988). Statistical Power Analysis for the Behavioral Sciences (2nd ed.). Lawrence
Erlbaum Associates.

Cohen, J. H., & Wiener, R. B. (2003). Literacy portfolios: Improving assessment, teaching, and
learning. Pearson.

Cong-Lem, N. (2019). Portfolios as learning and alternative-assessment tools in EFL context: A
review. Computer-Assisted Language Learning-Electronic Journal, 20(2), 165-180.

Danielson, C. & Abrutyn, L. (1997). An introduction to using portfolios in the classroom.
Association for Supervision and Curriculum Development.

Davis, M. H., Ponnamperuma, G. G., Ker, J. S., & Davis, M. H. (2009). Student perceptions of a
portfolio assessment process. Medical Education, 43, 89-98.
https://doi.org/10.1111/].1365-2923.2008.03250.x

Do, H. M. (2023). Pedagogical benefits and practical concerns of writing portfolio assessment:
Suggestions for teaching L2 writing. TESL-EJ, 27(1). https://doi.org/10.55593/ej.27105a4

Eckstein, G. (2013). Implementing and evaluating a writing conference program for
international L2 writers across language proficiency levels. Journal of Second
Language Writing, 22, 231-239. http://dx.doi.org/10.1016/j.jslw.2013.03.001

Ellis, R. (2009). Corrective feedback and teacher development, L2 Journal, 1. 3-18.
http://doi.org/10.5070/12.v1i1.9054

Elias, M. J., & Schwab, Y. (2006). From compliance to responsibility: Social and emotional
learning and classroom management. In C. M. Evertson & C. S. Weinstein (Eds),
Handbook of classroom management (pp. 94-115). Lawrence Erlbaum Associates.

Farahian, M., Avarzamani, F., & Rajabi, Y. (2021). Reflective thinking in an EFL writing

Arab World English Journal
WWW.awej.org

ISSN: 2229-9327



https://doi.org/10.55593/ej.27105a4
http://dx.doi.org/10.1016/j.jslw.2013.03.001

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

course: To what level do portfolios improve reflection in writing? Thinking Skills and
Creativity, 39. https://doi.org/10.1016/j.tsc.2020.100759

Ferris, D. R. (1999). The case for grammar correction in. L2 writing classes: A response to
Truscott (1996). Journal of Second Language Writing, 8(1), 1-10.

https://doi.org/10.1016/S1060-3743(99)80111-6

Ferris, D. R. (2003). Response to student writing: Implications for second language students.
Lawrence Erlbaum Associates.

Ferris, D. (2004). The “*grammar correction’” debate in L2 Writing: Where are we, and where do
we go from here? (and what do we do in the meantime ...?). Journal of Second Language
Writing, 13, 49-62. https://doi.org/10.1016/j.jslw.2004.04.005

Ferris, D. (2006). Does error feedback help student writers? New evidence on the short- and
long-term effects of written error correction. In K. Hyland and F. Hyland (Eds.),
Feedback in second language writing: Contexts and issues (pp. 81-104). Cambridge
University Press.

Ferris, D. R., & Helt, M. (2000, March 11-14). Was Truscott right? New evidence on the effects
of error correction in L2 writing classes [Conference presentation]. The American
Association of Applied Linguistics Conference. Vancouver, B. C.

Ferris, D. R., Liu, H., Sinha, A., & Senna, M. (2012). Written corrective feedback for individual
L2 writers. Journal of Second Language Writing, 22(3), 307-329.
https://doi.org/10.1016/j.jslw.2012.09.009

Ferris, D., & Roberts, B. (2001). Error correction in L2 writing classes: How explicit does it

need
to be? Journal of Second Language Writing, 10, 161-184.
https://doi.org/10.1016/S1060-3743(01)00039-X

George, D., & Mallery, P. (2001). SPSS for Windows: A simple guide and reference. Pearson
Education.

Giles, S. L. (2010). Reflective writing and the revision process: What were you thinking?
Writing Spaces: Readings on Writing 1, 191-204.

Gillespie, C. S., Ford, K. L., Gillespie, R. D., & Leavell, A. G. (1996). Portfolio assessment:
Some questions, some answers, some recommendations. Journal of Adolescent & Adult
Literacy, 39(6), 480-491.

Gipps, C. (1994). Developments in educational assessment: What makes a good
test? Assessment in Education: Principles, Policy & Practice, 1(3), 283-292.
https://doi.org/10.1080/0969594940010304

Goksu, A. (2015). European Language Portfolio in Turkish High Schools: Attitudes of EFL
Students. Reading Matrix: An International Online Journal, 15(1), 121-132.

Hamlaoui, N., & Fellahi, S. (2017). The role of teacher-student conferencing in improving
grammatical accuracy in university EFL students’ composition writing. Arab World
English Journal, 8(1), 55-65. https://doi.org/10.24093/awej/vol8nol.5

Hamp-Lyons, L., & Condon, W. (2000). Assessing the portfolio: Principles for practice, theory,
and research. Hampton Press.

Harmer, J. (2004). The practice of English language teaching. Longman.

Hartshorn, K. J., & Norman, W. E. (2015). The Effects of dynamic written corrective
feedback: A 30-week study. Journal of Response to Writing, 1(2), 6-34.

Hyland, K., & Hyland, F. (2006). Feedback on second language students’ writing. Language

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



https://doi.org/10.1016/j.tsc.2020.100759
https://doi.org/10.1080/0969594940010304
https://doi.org/10.24093/awej/vol8no1.5

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Teaching, 39(2), 83-101. https://doi.org/10.1017/S0261444806003399

Kaiser, H. F. (1974). An index of factorial simplicity. Psychometrika, 39(1), 31-
36. https://doi.org/10.1007/BF02291575

Kline, R. B. (1998). Principles and practice of structural equation modeling. Guilford.

Lam. R., & Lee. I. (2010). Balancing the dual functions of portfolio assessment. ELT journal,
64(1), 54-64. https://doi.org/10.1093/elt/ccp024

Lalande, J. F. (1982). Reducing composition errors: An experiment. The Modern Language
Journal, 66(2), 140-149. https://doi.org/10.1111/j.1540-4781.1982.tb06973.x

Lam, R. (2022). E-Portfolios for self-regulated and co-regulated learning: A review. Frontiers in
Psychology, 13, 1079385. https://doi.org/10.3389/fpsyg.2022.1079385

Lee, I. (1997). “ESL learners’ performance in error correction in writing: Some implications for
college-level teaching”. System, 25, 465-477.

Leon, S., & Elias, M. (1998) A Comparison of Portfolio, Performance, and Traditional
Assessment in the Middle School. Research in Middle Level Education Quarterly, 21(2),
21-37. https://doi.org/ 10.1080/10848959.1998.11670118

Liu, Y. L. (2009). ESL students in the college writing conferences: Perception and
participation (Unpublished doctoral dissertation). The University of Arizona.

Lopez, M. B. (2021). An Updated Typology of Written Corrective Feedback: Resolving
Terminology Issues. Revista Educacion, 45(2), 1-14.
https://doi.org/10.15517/revedu.v45i1.43289

Macalister, J. (2011). Today’s teaching, tomorrow’s text: Exploring the teaching of reading. ELT
Journal, 65(2), 161-169. https://doi.org/10.1093/elt/ccq023

Metruk, R. (2018). The Effects of Watching Authentic English Videos with and without Subtitles
on Listening and Reading Skills of EFL Learners. Journal of Mathematics, Science and
Technology Education, 2018, 14(6), 2545-2553. https://doi.org/10.29333/ejmste/90088

Miftah, M. Z. (2013). Implementation of Intensive-Extensive Reading Strategy to improve
reading comprehension. Journal on English as a Foreign Language, 3(1), 21-29.
https://doi.org/10.23971/jefl.v3i1.59

Mohebbi, H. (2021). 25 years on, the written error correction debate continues: an interview
with John Truscott. Asian-Pacific Journal of Second and Foreign Language Education,
6(1), 1-8. https://doi.org/10.1186/s40862-021-00110-9

Moya, S. S., & O’Malley, J. M. (1994). A portfolio assessment model for ESL. The Journal of
Educational Issues of Language Minority Students, 13, 13-36.

Nguyen, M., & lkeda, M. (2015). The effects of an ePortfolio-based learning model on student
self-regulated learning. Active Learning in Higher Education, 16(3), 197-2009.
https://doi.org/10.1177/1469787415589532

Nichols, S. L., & Brewington, S. (2020). Preservice teachers’ beliefs about high-stakes testing
and their working environments. Education Policy Analysis Archives, 28(30).
https://doi.org/10.14507/epaa.28.4877 https://files.eric.ed.gov/fulltext/EJ1250080.pdf

Pereira, D., Cadime, 1., Flores, M. A., Pinheiro, C., & Santos, P. (2022). Investigating the
effect of the programme of study on university students’ perceptions about assessment.
Educational Assessment, 27(1), 71-92. https://doi.org/10.1080/10627197.2022.2027753

Piaget, J. (1970). Science of education and the psychology of the child. Orion Press.

Pimentel, J. L. (2019). Some Biases in Likert Scaling Usage and its Correction. International
Journal of Sciences: Basic and Applied Research, 45(1), 183-191.

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



https://psycnet.apa.org/doi/10.1007/BF02291575
https://doi.org/10.3389/fpsyg.2022.1079385
https://doi.org/10.29333/ejmste/90088
https://doi.org/10.23971/jefl.v3i1.59
https://doi.org/10.1177/1469787415589532
https://doi.org/10.14507/epaa.28.4877
https://doi.org/10.1080/10627197.2022.2027753

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Punyapratheep, K., & Wudthayagorn, J. (2022). Portfolio assessment among Thai EFL first-year
university students: Perceptions and progress. rEFLections, 29(2), 435-453.
https://doi.org/10.61508/refl.v29i2.260768

Rolheiser, C., Bower, B., & Stevahn, L. (2000). The Portfolio Organizer: Succeeding with
Portfolios in Your Classroom. Association for Supervision and Curriculum Development.

Ross, M., Bohlmann, J., & Marren, A. (2024). Reflective writing as summative assessment in
higher education: A systematic review. Journal of Perspectives in Applied Academic
Practice, 12(1), 54-67. https://doi.org/10.56433/jpaap.v12i1.577

Schoonen, R. (2019). Are reading and writing building on the same skills? The relationship
between reading and writing in L1 and EFL. Reading and Writing, 32, 511-535.
https://doi.org/10.1007/s11145-018-9874-1

Schumann, M., & Baraka, A. (2024). Using REFLECT Rubric for assessing the reflective use of
e-portfolios, a qualitative pilot study at Alexandria Faculty of Medicine. Journal of
Health Professions Education and Innovation, 1(2), 21-35.
https://doi.org/10.21608/JHPEI.2024.251191.1005

Sheen, Y. (2011). Corrective Feedback, Individual Differences and Second Language Learning.
Springer Science+Business Media. https://doi.org/10.1007/978-94-007-0548-7 7

Shepard, L. A. (2019). Classroom assessment to support teaching and learning. The Annals of
the American Academy of Political and Social Science, 683(1), 183-200.
https://doi.org/10.1177/0002716219843818

Sherpa, S.Z. (2021). Effects of direct and indirect written corrective feedback on Bhutanese
learners’ grammatical accuracy over time. LEARN Journal: Language Education and
Acquisition Research Network, 14(1), 574-603.

Shin, S. J. (2003). The reflective L2 writing teacher. ELT Journal, 57(1), 3-10.

Shintani, N., & Ellis, R. (2013). The comparative effect of direct written corrective feedback and
metalinguistic explanation on learners’ explicit and implicit knowledge of the English
indefinite article. Journal of Second Language Writing, 22, 286-306.
http://dx.doi.org/10.1016/j.jslw.2013.03.011

Sperling, M. (1990). I want to talk to each of you: Collaboration and the teacher-student writing
conference. Research in the Teaching of English, 24(3), 279-321.
https://doi.org/10.1016/j.sbspro.2012.08.229

Springer, S. E., Dole, J. A., & Hacker, D. J. (2017). The role of interest in reading
comprehension. In S. E. Israel (Ed.), Handbook of research on reading
comprehension (pp. 519-542). The Guilford Press.

Starck, T. L. (1999). Student portfolios: Impact on writing skills and attitudes [Unpublished
doctoral thesis]. Memphis University

Suthipiyapathra, S. (2021). Effects of teacher-student conference on paragraph writing of
EFL students in Thailand. Universal Journal of Educational Research, 9(7), 1385-
1394. https://doi.org/10.13189/ujer.2021.090705

Telceker, H., & Akcan, S. (2010). The effect of oral and written teacher feedback on students’
revisions in a process-oriented EFL writing class. TESL Reporter, 43(1), 31-49.

Tompkins, G. E. (1990). Teaching writing: Balancing process and product. Merrill Publishing
Company.

Truscott, J. (1996). The case against grammar correction in L2 writing classes. Language
Learning, 46(2), 327-369. https://doi.org/10.1111/}.1467-1770.1996.tb01238.x

Arab World English Journal
WWW.awej.org
ISSN: 2229-9327



https://doi.org/10.61508/refl.v29i2.260768
https://www.alibris.com/search/books/author/Carol-Rolheiser
https://www.alibris.com/search/books/author/Barbara-Bower
https://www.alibris.com/search/books/author/Dr.-Laurie-Stevahn
https://doi.org/10.56433/jpaap.v12i1.577
https://doi.org/10.21608/JHPEI.2024.251191.1005
https://doi.org/10.1007/978-94-007-0548-7_7
https://doi.org/10.1177/0002716219843818
https://doi.org/10.1111/j.1467-1770.1996.tb01238.x

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Varnosfadrani, A. D., & Basturkmen, H. (2009). The effectiveness of implicit and explicit
error correction on learners’ performance. System, 37, 82-98.
https://doi.org/10.1016/j.system.2008.04.004

Wiggins, G. (1990). The case for authentic assessment. Practical Assessment, Research &
Evaluation, 2(2). https://doi.org/10.7275/ffb1-mm19
https://files.eric.ed.gov/fulltext/ED328611.pdf

Wondim, B. M., Bishaw, K. S., & Zeleke, Y. T. (2024). Effectiveness of teachers’ direct and
indirect written corrective feedback provision strategies on enhancing students’ writing
achievement: Ethiopian university entrants in focus. Heliyon, 2024, e24279.
https://doi.org/10.1016/j.heliyon.2024.e24279

Woolf, B. P. (2008). Building intelligent interactive tutors: Student-centered strategies for
revolutionizing E-learning. Morgan Kaufmann.

Yang, L. (2022). Focus and Interaction in Writing Conferences for EFL Writers. SAGE Open, 1-
13. https://doi.org/10.1177/21582440211058200

Yildirim, R. (2013). The Portfolio Effect: Enhancing Turkish ELT Student-Teachers’ Autonomy.
Australian Journal of Teacher Education, 38(8), 92-110.
http://dx.doi.org/10.14221/ajte.2013v38n8.8

van der Gulden, R., Heeneman, S., Kramer, A. W. M., Laan, R. F. J. M., Scherpbier-de Haan, N.
D., & Thoonen, B. P. A. (2020). How is self-regulated learning documented in e-
portfolios of trainees? A content analysis. BMC Medical Education, 20(1), Article 205.
https://doi.org/10.1186/s12909-020-02114-4

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes.
Harvard University Press.

Zhang, F. H. (2010). The effects of the portfolio assessment on EFL learners’ reading
performance [Unpublished master’s thesis]. National Chengchi University.

Zimmerman, B. J. (2000). Attaining Self-Regulation: A Social Cognitive Perspective. In M.
Boekaerts, P. R. Pintrich, & M. Zeidner (Eds.), Handbook of Self-Regulation (pp. 13-39).
San Diego, CA: Academic Press. http://dx.doi.org/10.1016/B978-012109890-2/50031-7

Arab World English Journal
WWW.awej.org

ISSN: 2229-9327


https://doi.org/10.1016/j.system.2008.04.004
https://doi.org/10.7275/ffb1-mm19
https://files.eric.ed.gov/fulltext/ED328611.pdf
https://doi.org/10.1016/j.heliyon.2024.e24279
https://doi.org/10.1177/21582440211058200
https://doi.org/10.1186/s12909-020-02114-4
http://dx.doi.org/10.1016/B978-012109890-2/50031-7

Arab World English Journal (AWEJ) Volume 16. Number 1, March 2025
EFL Students’ Perceptions of Reading Portfolios and Teacher Feedback Tsao

Appendices
Appendix A
Two Examples of Students’ Vocabulary Work

Example 1:

In the past two years, of the 231 people sponsored by the plan, one-sixth were
from abroad. Most of them have already shared their "round the island"
experiences in Yang's blog and written their own island biking stories.

This seemingly simple wish has, in fact, helped make Taiwan's wondrous bike travel

2 #7 A% ad
popular with foreign visitors. '

Rural Villages: En%na:\n‘}jng Pastoral Landscapes

. : = - Ny .
Chihshang in Taidong County. Yuli in Hualian County. Dapi in Yunlin County. Houbi
in Tainan County. These destinations all showcase pastoral landscapes that are so

= E 8l adj
poignant, they evoée deep emotions in many ethnic Chinese. Community-building
;% 260 od; o \% v

efforts have generated a vitality similar to that of the spring planting season, when
the soil is broken up and new seedlings germinate, yielding unique green

S v
sightseeing opportunities. w7

Independent travelers can s L;-ttlde between these pastoral pﬁ'ﬁ'gisfs' while tour
groups flock directly into Taiwan's appealing recreational farms.

In recent years, Taiwan's leisure farms have even developed strong name
recognition in Singapore and Malaysia, drawing many ethnic Chinese families from

draow  Tron 1if T £

the two countries.

More than 140,000 foreign nationals have already visited Taiwan's recreational
farms this year, according to statistics from the Taiwan Leisure Farming
Development Ass#ﬂcj;gtig_n, signs that a 20-year campaign to build tourism around
local agriculture is having some success. The ir}lir;—__c‘ia:;%fepfirst posj’gi?ﬂf__"le? farms as
tourist orch rrcil.s, and then they slowly evolved into |nt§%g/§t$d recreational areas
completé with restaurants, accommodation and DIY far ing experiences.

Now, these leisure farms combine a service standard that is more r f?nec! talljan in
Malaysia with an atmosphere that is more relaxed and natural than in Japan. They
are better iyi etﬁ:i_ i?_rr a family travel experience than those in Australia or New
Zealand, where visitors are limited to simply enjoying the scenes of the farms or

livestock operations.
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Example 2:

Phrase

1. become/be obsessed with...:(BE)FEFEFVER. . B @808

2

. drive/push sb over the edge: {3 A & = f{IF

wash ashore: #5540 5

let go of...: TR /L. -

. make a point of Ving:F 7| = {f 3 H

wind up +5750): i %/ FIEEK. ..

Grammar

He starts to feel as if he has broken ties with humanity.
asif ¢ ' (it - %, 28 - KEFEEES  5IREETUEMEE T - IEHEE
seem ~ look * smell » sound - feel ZFH&hza 7 1% » (F R =flHFAE:

¢ FASH - BAISHSEARTHENEAATETER - RENTIHERER
s+ FREE I H R REEh{F 5 4 A

o RHMEHEHLECREIRESR LR - S ABEN

o HULALHEHRLE  BhElAAEAIEaEwRE -
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Appendix B

Two Examples of Students’ Journal Writing Feedback

Example 1:
& oy
Feedback: H ser
In the modern generation, climate L:hanginé is developing-happening rapidly. Every year is B
sot like different from last year, and even every month brings changes. In my opinion, people .- H user
. ok . . . . SV
are like Hewl ﬁn this world, because we often don’t cherish what we gain such as sun, air, e 3,
wind, water, the whole things from nature. As a result, the environment pecome| worst fime H =
__________________ 5
after time.\ People want the world fo become more convenient but igreriag ignore |what the
most important s, The most important thing is thafmake us can alive from Earth| which g rephrase ths part.
we need to focus on and protect instead. I hope people den’tbe-a are not selfish mas and try
to understand the world what really need| Asubject is missing here.
user
Please rephrase this part. Right here, ‘can’ should be
followed by a verb, not an adjective. The preposition
‘from’is incorrect.
user
15 this word necessary here?
user
This part should start with ‘what’.

Example 2:

Feedback:
i 4 N e NRTR i S s to Taiwanese culture,
Culture is indispensable and important for all countries. When it comes to Taiwane

- [ WANTS . P . Snirand

tea plays an important role in the-traditionat industry, fFaiwan. 1t has a long history - E
. e . T . - e r SOVEeT. u =

culture. Due to the terrain and climate. Taiwan is suitable for growing tea. Moreove e
tea is invented by Taiwanese. and it is popular with pe :
! promoting products. Culture 1s d
As the proverb goes. “When in Rome, do

ople from all over the :yorld. Lthink it

SR, local

i y loca

great to let people know ]ul\\'ulyl_u)rc by

- ,{‘ 145 { £ ! - 1 -‘.) -

people. so food. habit. or life stvle may be different.
B ——

c. itis i z TS -ulture difference and
as the Romans do.” Therefoye. it is important for people to understand ¢

4

respect I|‘l_l§'_ll‘l. Y one wo )’C/ ’r
I ) 7 A = ~ > / \ Ao 2 f"‘m(‘{?.
> Who = ‘them 2 [Please clawr ) e A:7£
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