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FROM OUTCOMES TO PROCESSES: PORTFOLIO ASSESSMENT IN
PRE-SERVICE ENGLISH LANGUAGE TEACHER EDUCATION

Abstract

Traditional assessment practices in higher education often emphasize outcomes while neglecting the learning process and
the development of reflective and professional competencies. This limitation underscores the need for more authentic,
process-oriented evaluation methods. The purpose of this study was to investigate the effectiveness of portfolio assessment in
the course Linguodidactic Basis of Professional Activity of a Foreign Language Teacher at a Kazakhstani university, with a
focus on how portfolios influence engagement, reflective learning, and the integration of theory into teaching practice. A
qualitative case-study design, supported by descriptive quantitative analysis, was employed. The participants were 28
undergraduate students and two instructors. Data were collected from semi-structured interviews, portfolio artifacts, and
rubric-based portfolio scores. The results of thematic analysis revealed four primary outcomes: (1) enhanced engagement and
ownership of learning, (2) growth in reflective and metacognitive skills, (3) authentic application of theoretical knowledge in
teaching practice, and (4) challenges related to time management and workload. Quantitative analysis showed that portfolio
scores ranged from 64% to 98% (M = 86%, SD = 8.2), with the highest results in developing teaching materials and the
lowest in monitoring and evaluating learners. The key conclusion is that portfolio assessment supports constructive alignment
between learning outcomes and competencies, fosters pedagogical reasoning, and promotes professional development. At the
same time, variability in reflection depth and instructor workload highlights the need for additional scaffolding and support.
Overall, the findings confirm that structured, criteria-based portfolios represent a practical and comprehensive tool for
authentic assessment in teacher education.
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HOTHIKEJEH YJEPICKE: BOJTALIAK AFBLILIBIH TIII MYFAJIM/EPIH
TAVBIHIAYIA TIOPT®OJINO APKBLIBI BATAJIAY

Anoamna

XKorapel OuriM Oepy kyleciHae AocTyp:ni Oaranay TaxipuOenepi keOiHece HOTHIKeNepre OachIMIBIK Oepill, OKBITY
YZepiciH, pedIeKCHBTIK KoHE KaciOM Ky3bIPETTepIIiH NaMybIH enxeMeiini. MyHai meKTeyaep OKy JKETICTIKTEpPiH IIbIHANbI
opi yzepic-Oarmapibl TYPFBIIAH OaranayiblH KaKCTTUNrH TyblHmatamsl. OChl 3epTTeynmiH MakcaThl — Ka3akcTaHmarbl
yauBepcuterteri Ller Tim MyFaniMiHIH KOCiOM KbI3METiHIH JIMHIBOIMIAKTHKANBIK HETI3/epl MOHIHIE MOPTHOINO apKbUIBI
OaranayZblH THIMIUNIH aHBIKTay, COHIad-ak MNOPT(QOIMOHBIH CTYJEHTTEpAIH OKy OelceHautirine, pedieKcuBTiK
JAFBUIApBIHA KOHE TEOPHUSHBI OKBITY TOXKIpHOECiHe KipiKTipyiHe BIKIAIBIH 3epeliey. 3epTIey CalaiblK JKaFJaiIbIK 3epTTey
(case study) yiriciHze, cumaTTamManblK CaHIBIK TalIayMeH TOJBIKTBIPBUIBIN SKypri3imai. Karsicymsimap — 28 GaxanaBp
CTYZCHTI MEH €Ki OKbITYIIbL. MariMeTTep jkapThllail KypbUIbIMIaHFaH cyx0aTTap/aH, mopTdonuo apredakTeliapbiHaH KOHE
pyOpuKara Heri3nenreH Oaraiiay HOTIDKEICpiHEeH KUHAIIBL TaKBIPBINTHIK Talay TOPT HETi3ri HOTHKeHi KkepceTTi: (1) oKy
YZepiciHe TapThUTy MEH HeJiK eTy JCHreHiHiH apTysl, (2) pe(IeKCHUBTIK KOHE METaTaHBIMIBIK IaFJbUIapablH Aamysl, (3)
TEOPHUSITBIK OLTIMITI OKBITY TOXKipHOECiH/e IIBIHAKWBI KOJIaHy, (4) YaKpITTH OacKapy MEH JKYMBIC KYKTeMeciHe OaillaHbICTHI
KubIHIBIKTap. CaHABIK Tajmay KOPBITHIHIBICH! OOiibIHINA mopTdhosmo Oaranapsl 64%-man 98%-ra neiiin (M = 86%, SD =
8.2) aybITKBIABL; €H OFAaphl KOPCETKIIl — OKYy MaTepHalIapblH d3ipiiey/e, al eH TOMEHI — OKyIIbulappl Oakbliay »KoHe
Oaranayzna OalKajinpl. 3epTTeyAiH HEri3ri KOPBITHIHIBICHL TOPTQOIHO apKbUIbl Oaranay OKy HOTIDKENEepl MEH Ky3bIpeTTep
apachIHIAFbl KOHCTPYKTHBTIK COMKECTIKTI KAMTaMachl3 €Till, TMEJarorukajiblK MadbIMIayasl JaMBITAAbl KOHE KOCiOH
xeTimyni Konnainbsl. CoHbiMeH Oipre, peduieKcHs TEepeHAIriHIH ©3repMeNIIri MEH OKBITYLIBIHBIH KYMBIC JKYKTEMeci
KOCBIMIIIA 9JIICTEMEITIK CyHeMemiey JiH KaKeTTUIIH alKpiHaai bl XKanmne! ajgraHa, 3epTTey HOTHKeNepi KypbUIbIMIaJFaH,
ONIIEeMINIapTKa HeTi3AeNreH HopTdoro MyFamiMaepal Aaspiay yAepiciHOe IMbIHANBI OaranayAblH MOPMEHI opi KeIeHi
Kypajbl eKeHIH JOIeIACHI.

Tyiiin ce3mep: MOPTPOIMO apKBUIBI Oaraymay, MyFaliMzaepai aasgpiay, peIeKCHBTIK OKBITY, IIBIHAWBI Oaranay,
TIeIATOTUKAJIBIK KY3BIPETTLUTIK.

Abuesa XK., "2 Yaxnukosa A.?
! Vuusepcumem Cynetimana [emupens, e.Aimamel, Kazaxcman
2 Kazaxckuii ynusepcumem mexcoyHapOOHbIX OMHOUEHUU U MUPOBBIX A3bIKOG
umenu Abvinat xana, 2. Anmamel, Kazaxcman

OT PE3YJIbTATOB K NIPOHECCAM: OHEHUBAHHUE C HOMOIIbIO IOPT®OJINO B
MNOAT'OTOBKE BYAYIIUX ITPENNOJABATEJIEN AHTI'VIMUCKOI'O A3bIKA

Annomayus

B cucreme Bbicmiero o0pa3oBaHMS TPAJMIMOHHBIE METOJbI OLECHHBAHHUS 3a4acTyl0 AakKIEHTHUPYIOT BHHMAaHHE Ha
KOHEUHBIX pe3yJibTaTax, PH 3TOM HEJOOLEHUBAs caM Ipoliece 00yUeHHs, pa3BUTHE Pe(IIEKCUBHBIX M MPOGeCCHOHATBHBIX
KOMIICTeHIIMHA. DTO oOrpaHnueHHe (OpMUpYEeT HEOOXOAMMOCTh TPUMEHEHHs OoJjiee ayTeHTWYHBIX M IPOIECCHO-
OPHEHTHPOBAHHBIX METOAOB OLEHKH. Llens maHHOTO MccneoBaHus 3aKIoYanach B n3y4eHnH 3¢ deKTHBHOCTH MOpTHOIINOo-
KOHTPOJIA B Kypce «JIMHrBOAMAAaKTHIECKHE OCHOBHI MPOGECCHOHATBHON AEATENFHOCTH YUUTENSI MHOCTPAHHOTO S3BIKa» B
OJTHOM M3 Ka3aXCTaHCKHUX yHHBepcuTeToB. Oco0oe BHUMAHHE YAENISUIOCh TOMY, KaK FCIOJIB30BaHHE TIOPT(HOIHNO BIUSET Ha
y4eOHYI0 BOBJIEUEHHOCTh CTYJCHTOB, Pa3BUTHE DPE(UICKCUBHBIX YMEHHMH M HHTETPAlMI0 TEOPUH B MEJarOrHYecKyIo
MPakTHKy. MeTOJONOTHSl HCCIIEOBaHWS OCHOBBIBAJIACH HA KAueCTBEHHOM Keiice, [IOMONHEHHOM OIHCATeIFHBIM
KOJIMYECTBEHHBIM aHAJIM30M. B mccienoBaHWM NPWHAINM ydacTHe 28 CTyOEHTOB OakalaBpHaTa M JjBa ITIPETIOAaBATEls.
JlarHbIe OBIIM COOPAHBI C TIOMOIIBIO TTOMYCTPYKTYPHPOBAHHBIX MHTEPBEIO, aHAM3a apTe(aKTOB MOPT(OIMO U OIIEHOYHBIX
pyOpuK. Pe3yibraThl TeMaTHYECKOTO aHAIM3a BBISBIIM YETHIpE KIIOUEBBIX HampasiieHus: (1) pocT BOBIEUEHHOCTH H
OTBETCTBEHHOCTH 3a Tporiecc o0y4eHus, (2) pa3BUTHE peUICKCHBHBIX M METAKOTHUTHBHBIX HaBBIKOB, (3) ayTeHTHYHOE
NPIMEHEHHE TEOPETUYECKUX 3HAHUH B MEIarornueckoil MpakTuke, (4) TpyJHOCTH, CBSI3aHHBIE C YIIPaBJICHUEM BPEMEHEM U
Harpy3koi. KomrdecTBeHHBIH aHaIN3 MOKa3all, YTO UTOTOBBIE OLIEHKH NOPTQoIo Konedanmuck oT 64% 1o 98% (M = 86%,
SD = 8.2); HauBbIcIINE pe3yNbTaThl HAOMIOAAIMCH TPU pa3paboTKe Y4eOHBIX MATepUaoB, a HAUMCHBLIME — MPH
MOHUTOPHHI€ W OLEHKE JOCTIDKeHMH yuammxcs. OCHOBHOHM BBIBOJ 3aKJIIOYAECTCS B TOM, YTO HOPT(OIHMO-KOHTPOIb
obecrieqnBaeT KOHCTPYKTHBHOE COTJIACOBAHME YYEOHBIX pPE3yJbTaToB M (HOPMUPYEMBIX KOMIICTEHIIHH, CHOCOOCTBYET
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Pa3BUTHIO TI€ArOrMYECKOr0 MBIIUICHUS W Npo(eCcCHOHATFHOMY CTaHOBJICHHMIO Oymymmx yuutened. Bmecre ¢ tem
BapHaTUBHOCTh TIJIyOMHBI pediekcHd ¥ BBICOKAs Harpy3ka IIperojaBaTeNell YKa3blBalOT Ha HEOOXOIMMOCTb
JIOTIOJIHUTEIBHOTO METOAWYECKOTO CONPOBOXKACHWS. B menmoM, mosydeHHbIE pe3yibTaThl IIOATBEPXKIAIOT, UTO
CTPYKTYPHPOBAHHBIE U KPUTEPUATBEHO BBICTPOSHHBIE MOPT(HOINO SIBISTIOTCS 3(P(HEKTHBHBIM M KOMITTIEKCHBIM HHCTPYMEHTOM
AyTEHTHYHOTO OIICHUBAHMS B CHCTEME MOATOTOBKH yUHTEICH.

Kunrouesble cj10Ba: opT(hOIIHO-KOHTPOIIb, MOATOTOBKA YUUTENeH, pediekcuBHOe 00ydeHHE, ayTEHTHIHOE OLICHUBAHNUE,
THeZIaroruaecKas KOMIETEHTHOCTb.

Introduction. Assessment plays a central role in higher education, shaping how students approach
their studies and how instructors evaluate learning outcomes. In Kazakhstan, recent reforms to the
education system have emphasized the need for transparent, valid, and formative assessment practices
aligned with international standards. The State Program for the Development of Education and Science
highlights assessment literacy and innovation in evaluation methods as critical priorities for enhancing
educational quality and preparing graduates for professional practice [1,2].

In many higher education institutions, including teacher education programs, traditional assessment
methods such as written tests, oral examinations, and end-of-course projects remain dominant. While
these methods provide valuable information about student performance at specific points in time, they
often fail to capture the learning process, the development of higher-order thinking skills, and the ability
to apply knowledge in authentic contexts [3]. This limitation has prompted growing interest in
alternative assessment approaches that offer a more comprehensive, process-oriented view of student
achievement.

Among these alternatives, portfolio assessment has gained increasing attention in international

educational research. Portfolios enable students to collect, organize, and reflect on their work over time,
providing a richer and more authentic representation of their progress. Research indicates that portfolios
can foster self-regulated learning, enhance reflective thinking, and provide evidence of both the process
and product of learning. In teacher education, portfolios have also been associated with the development
of professional identity and the integration of theory and practice.
Portfolio assessment is widely acknowledged as both a reflective and developmental tool that
documents student learning over time. Rather than offering a fixed, universal definition, Feder and
Cramer (2023) emphasize the flexibility and responsiveness of portfolios to instructional goals and
learning contexts, while Domene-Martos, Palacios-Hidalgo, and Ruiz-Corbella (2024) highlight the
importance of adapting portfolios to diverse teacher education settings. In its simplest form, a portfolio
is a purposeful collection of evidence—written assignments, project work, observations, and self-
reflections—that demonstrates the achievement of specific learning outcomes over time [6].

Portfolio assessment offers a rich array of pedagogical benefits that directly support the development
of assessment literacy among pre-service teachers. A growing body of evidence indicates that portfolios
meaningfully contribute to teacher preparation by promoting learner autonomy, critical thinking, and
reflective assessment practices [7].

One of the most significant benefits is that portfolios foster critical thinking and metacognitive
reflection. As learners construct their portfolios, they assess their own development, articulate progress
over time, and identify strengths and weaknesses. These self-evaluative habits lay the foundation for
ethical, evidence-informed assessment decisions—skills central to the development of assessment
literacy [5, 8].

Portfolios also enhance learner autonomy and ownership, encouraging students to make meaningful
decisions about what to include, how to organize their evidence, and how to interpret their growth. This
aligns with the principles of assessment for learning and fosters the mindset required for learner-
centered classroom assessment [9, 7].

Feder and Cramer (2023) explain that portfolios can serve different purposes depending on their
design, timing, and intended audience, and Domene-Martos et al. (2024) further categorize them into
developmental, showcase, assessment, and reflective types:

- Developmental portfolios focus on tracking progress and supporting metacognitive growth. These
are often used for formative purposes.
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- Best-work (showcase) portfolios emphasize performance and quality, highlighting the learner’s
strongest work—often used in evaluations.

- Assessment portfolios are linked to standards or competencies and are used to determine the
extent to which learning outcomes are achieved.

- Reflective portfolios invite students to analyze their development, mistakes, and growth critically,
fostering deeper insight into teaching and learning processes [10].

In many cases, portfolios are hybrid, blending developmental and evaluative functions. Their
effectiveness depends largely on the clarity of purpose, the scaffolding provided by instructors, and the
learner’s commitment to honest reflection [4].

In the context of Kazakhstan, portfolio technology holds significant methodological value as it
represents a shift from teacher-centered assessment of student preparedness toward fostering self-
assessment and professional development. As Shmigirilova, Rvanova, and Tadzhigitov (2021) argue,
portfolio work allows students to reconceptualize the teacher’s role, affirm their chosen profession,
evaluate their educational opportunities, and reflect on what they know, what they have learned, and
what still requires improvement.

As an authentic assessment form, portfolios encourage student reflexivity and require students to
position themselves not only as learners but also as future educators. The cognitively complex,
structured assessment process using portfolios encourages instructors to engage students in defining
assessment criteria, promotes the development of cognitive and metacognitive skills, and fosters an
understanding of what it means to be a successful teacher. Moreover, students’ involvement in
evaluating their own work quality helps identify areas for growth [12].

The creation of professional achievement portfolios is a core element of professional development in
Kazakhstan, documenting and showcasing the results of pedagogical activities. Portfolios include
certificates, publications, methodological developments, and pedagogical research outcomes that help
systematize achievements and stimulate reflective self-analysis. Participation in reflective practicums,
involving collective discussion and joint problem-solving of pedagogical issues, supports the
comprehensive development of professional reflection, formation of a stable professional position, and
encourages continuous professional improvement [13].

Electronic portfolios, in particular, are viewed as powerful tools that foster creative and scientific
self-awareness, internal motivation for professional activities, critical thinking, self-organization, and
evaluation of achieved results, thereby maximizing the creative potential of future vocational teachers
[14]. In Kazakhstani schools, the use of portfolios positively impacts students’ motivation, self-analysis
skills, and self-regulation in learning, despite requiring additional time and effort from both teachers and
students [15].

Although portfolio assessment has gained considerable international recognition as a means of
fostering authentic learning and reflection, in Kazakhstan, it is still in its early stages of development.
Existing studies primarily highlight its value for professional growth, self-analysis, and documenting
pedagogical achievements [11, 13, 14], yet few works examine its role as an assessment instrument in
higher education. Moreover, there is limited empirical evidence on how portfolios are perceived by
students and instructors or how they might contribute to more comprehensive evaluation practices.
Against this backdrop, the present study examines the potential of portfolios not only as tools for
professional self-development but also as mechanisms of authentic assessment within Kazakhstani
universities.

Basic provisions. The purpose of this article is to investigate how portfolios function in higher
education as tools of authentic assessment. The research problem stems from the limitations of
traditional assessment methods, which tend to capture only final results while overlooking the processes
of knowledge, skill, and ability formation. This study specifically examines how students and instructors
in linguodidactic disciplines perceive the use of portfolios, and how these perceptions shape
engagement, reflective learning, and the transfer of theoretical knowledge into practice. The analysis
highlights both advantages (e.g., increased learner autonomy, analytical thinking, and authenticity of
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evidence) and challenges (e.g., time demands and the need for clear guidelines). Based on these
findings, the article argues that portfolios can provide a more comprehensive, process-oriented
evaluation of learning outcomes and recommends their broader adoption within the educational practice
of Kazakhstani universities.

Materials and Methods. This study adopted a qualitative case-study design, complemented by
descriptive quantitative analysis, to explore the effectiveness of portfolio assessment in higher
education. The focus was on how students and instructors experienced portfolio-based evaluation and
how it supported learning, reflection, and the application of knowledge in authentic tasks [16].

Context and Participants. The research took place in the course ‘“Linguodidactic Basis of
Professional Activity of a Foreign Language Teacher” at Kazakh Ablai Khan University of
International Relations and World Languages. Twenty-eight third-year EFL students and two course
instructors participated. Participants were recruited purposively to ensure direct experience with
creating, curating, and defending a semester-long portfolio. All participants gave informed consent.

Course Content. The course “Linguodidactic Basis of Professional Activity of a Foreign Language
Teacher” at Abylaikhan Kazakh University of International Relations and World Languages was
organized in line with the state higher education standard and comprised 120 academic hours,
distributed as follows: 30 hours of lectures, 15 hours of seminars, 30 hours of supervised independent
work of students (SIWT), and 45 hours of independent work (SIW). To ensure systematic development
of knowledge and skills, the content was structured into six thematic blocks, each representing a core
dimension of foreign language teaching methodology:

1. Methods of foreign language teaching as a science.

2. Major methodological categories (aims and principles, content, methods, means);

3. Teaching linguistic aspects (grammar, vocabulary, phonetics);

4. Teaching communicative skills (listening, reading, speaking, writing);

5. Planning the learning process (long-, mid-, and short-term planning);

6. Control and assessment.

These blocks were distributed across the 15-week semester, with each week focusing on a specific
methodological component and its associated portfolio tasks. The design followed a spiral principle:
beginning with theoretical foundations (Weeks 1-3), progressing through teaching of linguistic and
communicative aspects (Weeks 4-9), moving toward planning at different levels (Weeks 10-13), and
culminating in assessment and final portfolio compilation (Weeks 14-15).

Portfolio technology was integrated directly into the syllabus, requiring students to complete
authentic, practice-oriented tasks that produced concrete artifacts, such as lesson plans, task sets,
alignment audits, and reflective notes. These artifacts collectively demonstrated both process and
outcomes of learning, ensuring that students engaged not only with theoretical material but also with the
application and evaluation of their professional competencies.

Table 1 presents the week-by-week alignment of thematic blocks, weekly foci, portfolio tasks, and
expected artifacts. This structure enabled students to curate a cumulative portfolio that served
simultaneously as (a) evidence of content mastery, (b) a tool for reflection and self-assessment, and (c)
an authentic demonstration of professional readiness.

Table 1- A week-by-week portfolio task plan

|Week ||Thematic Block ||Weekly Focus ||Portf0|io Task(s) ||Artifacts to Submit |
1 ||Methods of FLT ||Key paradigms ||Create a concept map of FLT methods; write a 300— ||Concept map
as a science & schools 400 words position note on when/why to combine (PDF/image); position
methods. note (doc)
2 ||Major Aims & Build a “toolkit” table linking aims — principles — || Toolkit table; short
methodological ||principles methods — means for one unit you might teach. Add ||rationale
categories a 200-word rationale.
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3 |[Major Content & Analyze a textbook unit: identify aims, content Annotated textbook
methodological ||methods coverage, chosen methods/means; propose two extract; 1-page
categories alignment improvements. improvement note

4  ||Teaching Grammar Design a grammar lesson (objective, staging, tasks,  [|Lesson plan; task sheets;
linguistic aspects materials). Include 3 controlled—guided—free brief teacher notes

practice tasks.

5 |[Teaching Vocabulary Create a vocabulary lesson (target items, form— Lesson plan; materials;
linguistic aspects meaning-use). Add one assessment item for retention. |[sample assessment item

6 |[Teaching Phonetics Develop a 20-minute phonology activity set Activity pack; 3-5 min
linguistic aspects (segmental + suprasegmental). Record a short demo  ||audio/video demo

(in-class or simulated).

7 |[Teaching Listening Design pre-while-post listening tasks for one audio || Task set; question sheet;
communicative (<4 min). Add comprehension questions by level audio source info
skills (literal—inferential).

8 |[Teaching Reading Prepare a reading lesson that includes tasks for Lesson plan; task sheets;
communicative skimming, scanning, making inferences, and answer key
skills vocabulary in context.

9 ||Teaching Speaking & Create one speaking task (pair/group, communicative ||Task briefs; peer-
communicative  ||Writing outcome) and one writing task (genre + criteria). feedback forms; scoring
skills Include peer-feedback forms. checklist

10 ||Planning the Long-term Draft a long-term plan (unit/term scope & sequence, ||LTP document; scope-
learning process ||planning outcomes, assessment overview). and-sequence grid

11 ||Planning the Mid-term Develop a mid-term (module) plan using backward  {[Module plan; alignment
learning process ||planning design, mapping tasks to outcomes and evidence. map

12 ||Planning the Short-term Write a detailed short-term lesson plan (timings, STP lesson plan;
learning process ||planning procedures, differentiation, materials). materials pack

13 ||Planning the Coherence & ||Conduct an alignment audit (long—mid—short). Alignment checklist;
learning process ||revision Revise one earlier plan and justify revisions (200-300 ||revised plan; justification

words). note

14 ||Control and Formative & ||Create one formative tool (e.g., exit ticket/observation || Two tools;
assessment summative sheet) and one summative tool (e.g., quiz/performance ||criteria/rubric; scored

task) with criteria. Pilot on sample work (real or samples; 1-page pilot
mock) and note findings. note

15 ||Control and Compilation & ||Compile the final portfolio (all artifacts, contents Final compiled portfolio
assessment reflection page, cross-links). Add a 600-800-word reflective (PDF/Folder); reflective

synthesis on learning, challenges, and next steps. synthesis; (optional)
(Optional: 5-minute oral defense.) slides

Data Sources and Collection. Two complementary qualitative sources were used:

1. Semi-structured interviews with students and instructors captured perceived benefits, challenges,
and the influence of the portfolio on engagement, reflective thinking, and authenticity of demonstrated
skills. Interviews lasted 30-35 minutes, were audio-recorded with the participant's consent, and
followed an interview guide that allowed for probing of emerging issues.

2. Portfolio artifacts (final submitted portfolios) provided documentary evidence of learning
processes and products. Artifacts included the items listed above, as well as formative instructor
feedback where applicable.

3. Portfolio assessment scores are assigned using a predefined rubric aligned with the course
learning outcomes. Scores for each criterion and overall totals were recorded for quantitative analysis.
Data Analysis.

Qualitative analysis. Interview transcripts were analyzed using reflexive thematic analysis as
described by Braun and Clarke (2006) to identify patterns in engagement and ownership, reflective
thinking, authentic demonstration of skills, and implementation challenges. Portfolios underwent
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qualitative content analysis [18] to interpret the breadth and depth of application of the tasks — coding
combined inductive categories with deductive sensitizing concepts derived from course outcomes. To
enhance credibility, triangulation between interviews and portfolio content was employed, following the
principles of Lincoln and Guba (1985).

Quantitative analysis. Portfolio scores were calculated across five criteria — Mastery of Theoretical
Knowledge, Lesson and Assessment Planning Skills, Practical Application in Teaching, Development
of Teaching Materials, and Monitoring and Evaluation of Learners. Each was rated on a 4-point scale,
converted to percentages, and mapped to the university’s grading scale. Descriptive statistics (range,
mean, standard deviation, and frequency distributions) were computed to identify patterns in
performance and areas for improvement.

The selection of assessment criteria (Table 2) was driven by the need to align portfolio evaluation
directly with the intended learning outcomes of the course, and to reflect internationally recognized
principles of authentic assessment [3]. Since portfolios are designed to provide a holistic representation
of a learner’s progress, the chosen criteria encompass a balanced combination of professional
knowledge, practical teaching skills, and assessment competencies essential for future foreign language
teachers.

Table 2 - Assessment Criteria

|Criterion ||Description || Indicators
Mastery of Demonstrates understanding of normative Accurate references to regulations; correct use of
Theoretical documents, teaching methods, and modern methodological terminology; integration of ICT
Knowledge technologies. tools in teaching design.
Lesson and Ability to design lesson plans considering learners’ Clear objectives; logical sequenc.lng_; re_levant
Assessment . - methods and tools of assessment; criterion-based
. . needs, age specifics, and curriculum goals. . .
Planning Skills evaluation strategies.
Practical . . . . Detailed records of conducted lessons; alignment
S Evidence of applying methods and techniques in : o o MR
Application in - . with communicative and cognitive principles;
. simulated or real teaching contexts. . e
Teaching achievement of lesson objectives.
TD:;/;I]?rr])ment of Creation and adaptation of didactic resources for Originality; appropriateness for target learners;
Ing language learning. effective integration into lesson structure.
Materials
Monitoring and Use of valid and reliable assessment tools;
Evaluation of Ability to track and interpret learners’ progress. meaningful interpretation of results; suggestions
Learners for improvement.

In sum, these five criteria collectively address the triad of professional knowledge, pedagogical skills,
and assessment competence outlined in the Professional Standard of a Teacher, ensuring that the
portfolio serves as a valid and comprehensive measure of student achievement in the course.

Each criterion was rated on a 4-point scale (Table 3):

Table 3 - Scoring Rubric

IScore ||Description |
Fully meets and often exceeds expectations; provides rich evidence of knowledge, skills,
4 — Excellent .
and competencies.
|3 — Good ||Meets expectations with minor inaccuracies or omissions. |
|2 — Satisfactory ||Partia||y meets expectations; limited practical application. |
1 - Needs Does not meet expectations; incomplete or inaccurate work.
Improvement
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Final grades were calculated as the sum of all criterion scores, converted into a percentage, and
mapped to the university’s grading scale:

A =90-100%, B = 80-89%, C = 70-79%, D = 60-69%, F < 60%.

Trustworthiness and Ethics

Credibility was supported through member checking of thematic summaries with a subset of
participants and peer debriefing on coding decisions. An audit trail of protocols, codebooks, and analytic
memos was maintained to ensure dependability and confirmability (Lincoln & Guba, 1985). Ethical
approval was obtained from the university’s research ethics committee; participation was voluntary,
data were anonymized, and participants could withdraw at any time.

Results. The findings indicate that the portfolio-based assessment served both as an evaluative
instrument and as a learning-oriented framework, facilitating students’ professional development over
time. Qualitative and quantitative evidence demonstrate generally positive learning outcomes,
particularly in student engagement, reflective capacity, and the practical application of theoretical
knowledge. However, the results also identify areas requiring additional instructional support,
specifically in students’ assessment literacy and their ability to manage workload consistently
throughout the semester. The following tables provide a structured overview of these results, integrating
thematic analysis with descriptive statistics to offer a comprehensive representation of students’
performance and experiences.

Analysis of portfolio artifacts and student interviews revealed four interconnected themes:

1)enhanced engagement and ownership of learning, 2) growth in reflective and metacognitive skills, 3)
authentic integration of theory and practice, and 4) challenges in time management and consistency of
work quality.

Table 4 - Overview of Qualitative Themes Identified in Portfolio Analysis

Theme Key Evidence Illustrative Findings

Engagement and Student interviews; weekly Students described the portfolio as a “personal project”
ownership submissions that sustained engagement throughout the semester.
Reflective and Weekly reflections; final synthesis | Students increasingly articulated rationales for
metacognitive growth entries methodological choices and referenced course theory.
Integration of theory and Lesson plans; teaching materials; Portfolio artifacts demonstrated alignment with
practice micro-teaching communicative and cognitive principles.

Time management Instructor feedback: submission Uneven quality across weeks due to competing
challenges patterns coursework demands.

As shown in Table 4, students described the portfolio as a “personal project” that fostered sustained
engagement throughout the semester. The week-by-week structure of portfolio tasks, aligned closely
with the course’s thematic progression, allowed them to see a clear trajectory in the development of
their skills. Instructors reported noticeably higher levels of seminar participation than in previous
cohorts assessed through traditional methods. Many students attributed this increased engagement to the
sense of responsibility they felt for producing a coherent, high-quality body of work over time.

Evidence from both weekly reflections and final synthesis entries indicated a marked improvement
in students’ capacity for reflective and metacognitive thinking. Participants not only described what they
had done in lesson design and implementation, but also articulated the rationale behind their
methodological choices, often referencing theoretical principles from the course. While some
demonstrated a high level of critical self-evaluation—identifying misalignments between intended
objectives and chosen activities—others remained largely descriptive in their reflections, suggesting
varied levels of sophistication in reflective practice.

Portfolio artifacts consistently demonstrated that students could apply theoretical knowledge in
authentic teaching contexts. Lesson plans, instructional materials, and assessment tools showed
alignment with communicative and cognitive principles, thoughtful sequencing of activities, and
appropriate integration of ICT resources. Instructors confirmed that these competences were also visible
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in micro-teaching sessions, with 82% of students receiving a rating of “Good” or “Excellent” on the
Practical Application in Teaching criterion.

Despite these strengths, both students and instructors identified time management as a recurrent
challenge. Several students struggled to balance portfolio development with other coursework demands,
resulting in uneven quality across weekly submissions. Instructors noted that early formative feedback
often needed to address missing or incomplete components rather than refining deeper pedagogical
elements.

Table 5 - Distribution of Final Portfolio Grades (N = 28)

Grade Percentage of Students Number of Students
A 46% 13

B 39% 11

C 11% 3

D 4% 1

F 0% 0

Quantitatively, final portfolio scores ranged from 64% to 98%, with a mean of 86% (SD = 8.2).
According to the university grading scale (Table 5), 46% of students earned an A, 39% a B, 11% a C,
and 4% a D; no failing grades were recorded.

Table 6 - Mean Scores by Assessment Criterion (4-point scale)

Assessment Criterion Mean Score
Development of Teaching Materials 3.6
Lesson Planning and Sequencing 3.4
Practical Application in Teaching 35
Monitoring and Evaluation of Learners 3.1

As summarized in Table 6, the highest average scores were achieved for the Development of
Teaching Materials criterion (M = 3.6/4), while Monitoring and Evaluation of Learners had the lowest
mean score (M = 3.1/4), indicating that assessment literacy remains a relatively underdeveloped area for
further growth.

Discussion. The results suggest that portfolio assessment in the Linguodidactic Basis of Professional
Activity of a Foreign Language Teacher course effectively promoted engagement, reflective thinking,
and the authentic application of theoretical concepts. The structured, scaffolded approach appears to
have reduced the tendency for last-minute work, enabling students to build confidence in lesson
planning and materials design progressively.

These findings align with Biggs and Tang’s (2011) concept of constructive alignment, as the
portfolio criteria closely mirror the course’s intended learning outcomes and encourage the active
integration of knowledge and practice. Students’ ability to incorporate ICT tools, design
communicatively oriented lesson plans, and justify methodological decisions demonstrates how
authentic assessments can capture complex professional competences often missed by traditional
examinations.

The reflective components of the portfolio also contributed to professional growth, supporting
Pastore’s (2023) findings that reflective portfolio tasks can strengthen ongoing professional
development. However, the observed variability in reflection depth suggests a need for more targeted
scaffolding, such as providing exemplars of critical reflection, to help students progress from descriptive
accounts to analytical evaluations of their practice.

Lower performance in Monitoring and Evaluation of Learners points to an ongoing challenge in
developing robust assessment literacy [15]. While most students could design valid formative tools,
many found it difficult to interpret assessment data or adapt instruction accordingly. Embedding
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iterative, feedback-driven cycles of assessment design and data analysis within the curriculum may
address this gap.

From an instructional perspective, portfolios provided a rich source of formative and summative
data, enabling nuanced feedback that extended beyond content accuracy to pedagogical reasoning.
Nonetheless, the workload involved in providing detailed feedback, coupled with the need for
consistency across instructors, presents a practical challenge. Strategies such as structured peer
review, rubric-based self-assessment, and scheduled portfolio check-ins could help mitigate these
pressures.

Although these findings derive from a single-cohort case study and thus cannot be generalized
without caution, they offer a strong basis for further inquiry. Future research could investigate the
longitudinal effects of competences developed through portfolio assessment, exploring how these
competences transfer into professional teaching practice, or compare learning outcomes between
portfolio-assessed cohorts and those evaluated through more traditional methods.

Conclusion. This study demonstrates that structured portfolio assessment can be a powerful tool for
fostering meaningful learning in higher education, particularly within teacher education programs. The
integration of weekly portfolio tasks supported sustained engagement, encouraged reflective and
metacognitive practice, and enabled authentic application of theoretical knowledge in lesson planning,
materials design, and assessment activities [3]. Quantitative results further highlighted strengths in the
development of teaching materials, while identifying monitoring and evaluation of learners as an area
for continued growth, pointing to the ongoing need to develop assessment literacy among pre-service
teachers [15].

The findings align with the principles of authentic assessment and constructive alignment,
confirming that portfolios provide a richer, more holistic picture of student competence compared to
traditional examinations. While participants noted challenges related to workload management and
variability in reflection depth, the overall benefits—encompassing enhanced pedagogical reasoning,
ownership of learning, and integration of professional skills—underscore the value of portfolios in
teacher preparation curricula.

Future research should explore longitudinal outcomes to determine how portfolio-based assessment
influences classroom performance and professional practice over time. Additionally, incorporating
structured guidance and iterative formative feedback may further strengthen reflective practice and
assessment literacy. Overall, the study supports the broader adoption of portfolio assessment as a
practice-oriented, comprehensive approach to evaluating student learning and professional development
in higher education.
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HEPCIHEKTUBbBI JAJBHEWIIET O PA3BUTHUS IUPPOBBIX
TEXHOJIOI'MA B IMHI' BUCTHYECKOM OBPA30BAHUH

Annomayus

B naHHOW craThe paccmarpuBacTCs OJIHa M3 HauOoliee akKTyalbHBIX NpOOJIeM COBPEMEHHOrO O0pa3oBaHHS -
TIEPCIEKTUBBI Pa3BUTHS IHU(POBBIX TEXHOJOTHH B cepe JMHIBUCTHUECKOro OoOydeHHs. VccrenoBaHue HANpaBlICHO Ha
OCMBICJICHHE BO3MOKHOCTEH LM(POBBIX WHCTPYMEHTOB, OHJAHH-IUIAT)OPM M HHTEIUICKTYyaJIbHBIX CHCTEM, KOTOpbIC
TIOCTETICHHO  TPAaHC(OPMHUPYIOT TPAIMIMOHHBIE IOAXOABI K MPENOaBaHWIO HMHOCTPAHHBIX S3BIKOB W METOIMKE
(hopMupOBaHUSA S3BIKOBOM KOMITETCHIMH. [IpesicTaBneH aHaMMTHYECKHUi 0030p HAIIMOHAIBHBIX U 3apyOeKHBIX MHUIMATHB,
peanyeMbIX B o0nacTy IU(ppOBU3AIMH JIMHIBUCTHYECKOTO 00pa30BaHMs, a TAKXKe MCCIEAyeTCs YPOBEHb BOCIIPHATHSA U
TOTOBHOCTH IPETIOIABATENEH U CTYICHTOB K UCIIOJIb30BAHUIO TTI0JJOOHBIX TEXHOJIOTHI B y4eOHOM HpoIiecce.

Lenp crarbu 3aKiro4acTcs B BBUIBICHUM HAlpaBICHUH JalbHEHIIEro pasBUTHS HU(POBBIX TEXHOJOTHH, CHOCOO-
CTBYIOIIMX MOBBILICHHIO 3()(EKTUBHOCTH ¥ HHTEPAKTUBHOCTH S3bIKOBOTO 00yueHus. [IJisi OCTHKEHHUS! TOCTaBICHHOM LieH
MPUMEHEHBl METOJbl CPABHUTENIBHOTO aHAINM3a, KOHTEHT-aHAlIM3a HAyJYHBIX ITyONMKalMi, a TaKkXke OIpoC Cpemu
nperiofiaBaTesiel 1 00yyaronXcsl S3bIKOBBIX HAIIPABJICHUI B Ka3aXCTaHCKHX BYy3aX.

OMIpuyecKas 4acTh WCCIIEIOBAHMS BBINOJIHEHA B jopMaTe 12-HENenbHOro nenarorHyeckoro SKCrepuMeHTa Ha Oase
Bolashaq Mektebi (r. Amvartsl): cMenaHHas 1upoBasi MOJICIb TIOKa3ana 0oJiee BBICOKUIA MPUPOCT HHTETPAITBHOTO 0ajlia 1
CHIJKEHHE TPEBOXHOCTH TIPH YCTHOH KOMMYHHKAIIH, CBOJIHBIC PE3YJIbTaThl OTpaykeHb! B Taou. 2.

Pesynbrarsl MccnenoBaHus TOKa3aiM, YTO MHTETpanus MUQPOBBIX MUIAT(OPM, CHCTEM HCKYCCTBEHHOTO HHTEIUIEKTa,
BUPTYAJIbHBIX M JIOTIOJHEHHBIX CpeJ CHOCOOCTBYET MOBBIIIEHHUIO BOBJICUEHHOCTH OOYYAIOIIMXCS, YITyUIICHHIO KayecTBa
00paTHON CBS3M M TEPCOHAIM3ALMM O00pa30BaTeNbHBIX TpaeKTopuid. [IpyM 3TOM OTMEUYEeHBI METOJWYECKHE W OpraHu-
3alIMOHHBIE Oapbepsl, TPEOYIOIIHEe KOMIIEKCHOTO TIOIX0/a K UX TpeosiojIeHnto. B 3akmouenin 0003HaueHbl IPHOPUTETHBIE
HalpaBJIeHUs] COBEPLICHCTBOBAHUA IM(PPOBOH HWHPPACTPYKTYphl M MEAArOrMYeCKHX MPAaKTHK, O0ECIeuHBaAIOLINX
YCTOIYMBYO 3BOJFOLIMIO JTMHTBOANUAAKTHYECKOH cperpl B Pecrry6iike KazaxcTan.

KaroueBbie cioBa: nudposas TpaHchopmalws, JUHTBOIAWIAKTHKE, S3BIKOBOEC 00pa30BaHKE, OHJIANH-IIIAT()OPMBI,
HCKYCCTBEHHBIN HHTEIUIEKT, CMEIIaHHOE 00ydeHHe, HalMOHAIBHOE 00pa3oBaTeNbHOE IPOCTPAHCTRO.
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