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THAM MY DUONG : APORTFOLIO-BASED LEARNER AUTONOMY
DEVELOPMENT MODEL IN AN EFL WRITING COURSE .

THESIS ADVISOR : SIRINTHORN SEEPHO, Ph.D., 293 PP.

LEARNER AUTONOMY/PORTFOLIOS/WRITING COMPETENCE/MODEL

The present study aims (1) to examine whether the Portfolio-based Learner
Autonomy Development (PLAD) model can help to promote learner autonomy and
improve overall writing competence in an EFL writing course and (2) to explore
learners’ perceptions of the PLAD model and factors influencing their support for or
resistance to using the PLAD model in an EFL writing course.

Mixed-methods research was employed in this study, i.e., both quantitative
and qualitative data were collected from questionnaires, semi-structured interviews,
tests, and portfolios. There were 35 research participants participating in the 15-week
experimental teaching. As for data analysis, descriptive statistics (e.g., mean, standard
deviation, and frequencies/percentages) and inferential statistics (e.g., paired samples
t-test and Wilcoxon signed ranks test) were used to analyze quantitative data, whereas
qualitative data were analyzed through content analysis.

This study revealed three significant findings. First learner autonomy in
terms of three dimensions of knowledge, awareness, and skills was developed as a
result of the use of the PLAD model in the writing course, especially writing

reflections was the most developed autonomous learning skill. However,
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self-assessment was the most challenging skill which the participants encountered.
Second, the participants’ writing competence was found to improve considerably
throughout the course. Regarding writing strategies, the participants tended to use
cognitive strategies (e.g., assuring coherence and cohesion in writing and translating
ideas from Vietnamese to English), affective strategies (e.g., avoiding mistakes), and
sociocultural-interactive strategies (e.g., working with peers and/or the teacher). Third,
the participants held positive attitudes toward the PLAD model. Specifically, the
levels of contribution of the autonomy-related steps to learner autonomy development
were ranked in a descending order: setting learning goals, choosing learning materials,
teacher assessment, creating a study plan, writing reflections, conducting peer
assessment, and conducting self-assessment. Additionally, the factors influencing the
application of the PLAD model in an EFL writing class were examined and discussed
from two opposing viewpoints: (1) supportive factors (e.g., developed skills and
awareness of learner autonomy, positive feedback on the use of portfolio, necessity of
collaborative learning, non-threatening learning atmosphere, and teacher’s
autonomy-oriented role) and (2) constraints (e.g., learning behaviors, doubt about the
usefulness of portfolio, disadvantages of collaborative learning, inconvenient learning
conditions, and teacher as an assessor). These sub-factors were categorized into three

major factors, including personal factors, academic factors, and external factors.
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CHAPTER 1

INTRODUCTION

This chapter first provides a background of the study including a brief
introduction of the Vietnamese educational system and English language teaching and
learning in Vietnam. Then statement of the problem, rationale of the study, research
objectives, research questions, and significance of the research project are presented.

Finally, a definition of terms is included.

1.1 Background of the Study

To provide the background to the Vietnamese educational system as well as
English language learning and teaching in Vietnam, the educational objectives targeted
in different periods from Vietnam’s Independence Day in 1975 to the present day are
highlighted.

1.1.1 Vietnamese Educational System

Even though Vietnam encountered several problems after the declaration of
independence in 1945, the government attempted to reinforce aspects such as politics,
economy, education, and society. It was supposed that the political changes would lead
to economic and educational changes. In 1986, the implementation of the Doi Moi
(renovation) policy was a historic decision for Vietnam’s economy and education.
Vietnam’s economic development might be attributed to this historic policy referring

to the shift from central planning in the Soviet tradition to a regulated market economy.



The fact that Vietnam has been a member of the World Trade Organization
(WTO) since January 11, 2007 is identified as a prominent milestone in its integration
into the global economy. As a result, Vietnam has recently been “one of the fastest-
growing economies in the world, with recent annual growth rates in real GDP of over
7 per cent” (Hayden & Lam, 2010, p. 15).

Together with rapid economic development, the Vietnamese educational system
has changed considerably in terms of scale, focus, and types of schools since 1993. For
instance, the government has encouraged the establishment of large, comprehensive,
and research-oriented universities/institutions in lieu of small and specialized ones.
Apart from public higher education institutions, semi-public and non-public institutions
were established to meet the high demands of the market, yet there are two common
types of schools currently in Vietnam which are public and non-public schools. Public
schools are owned by the state and supported by the government, whereas non-public
ones are owned by communities, and they are funded by tuition fees. Despite the
different types of financial support, both types of schools are under the management of
Ministry of Education and Training (MOET), which is responsible for teaching
standards, curricula, fields of training, admissions and recruitment policies.

The current Vietnamese educational system is composed of five levels, namely
preschool, primary school, secondary school, high school, and higher education. Basic
education from primary school to high school consists of twelve years, i.e., five years
of primary school, four years of secondary school and three years of high school. In
order to receive higher education, high school students need to pass the university
entrance exams according to the groups of subjects they choose (e.g., groups A, B, C,

D1, D2, D3, D4, D5, D6, H, M, N, R, S, T, and V). For example, group D1 includes



Mathematics, Literature, and English. When students pass the entrance exams, they are
generally required to finish their training programs within four years of eight terms. As
far as teaching methods are concerned, the teacher-directed method is mostly used in
the public system from primary education to tertiary education. This means that
students seem to be reactive in the classroom and class discussions among students are
quite rare.

Regarding higher education in Vietnam, globalization requires university
students to equip themselves with intellectual, competitive and innovative capacities.
Hence, on behalf of the government, MOET has developed and promoted a project
named ‘The Higher Education Reform Agenda 2006-2020° (HERA). The overall goal
of HERA is to “undertake a process of profound renewals in the areas of the quantity,
quality and effectiveness in order to meet all the demands of industrialization,
modernization, global economic integration and society’s demand for learning
opportunities” (Pham, 2010, p. 51) so that Vietnam will have an educational system
that is “advanced by international standards, highly competitive, and appropriate to the
socialist-oriented market mechanism” by 2020 (ibid., p. 52).

1.1.2 English Language Teaching and Learning in Vietnam

The learning and teaching of English language in Vietnam is classified into two
main phases: Pre-Doi Moi (before 1986) and Doi Moi (from 1986 up to the present).
The pre-Doi Moi stage should be divided into two landmark periods: The 1954 — 1975
period and the 1975 — 1986 period. In the first period, Vietnam was divided into two
parts: North and South. While North Vietnam was allied with the former Soviet Union,
South Vietnam was allied with the United States. The development of foreign languages

was affected by political differences. In particular, Russian was the dominant foreign



language in Vietnam’s schools in North Vietnam though four languages (e.g., Russian,
Chinese, English, and French) were considered the important languages, whereas
English was the commonly used foreign language in South Vietnam in secondary
schools and at tertiary level. The second period was known as the period of Russian
language. The number of learners who enrolled in Russian courses increased rapidly in
both the North and the South, and hundreds of teachers and students were educated in
the former Soviet Union that offered educational aid to Vietnam. Meanwhile, the
importance of the English language in Vietnam has declined since reunification in 1975
because the American army withdrew from the South. A limited number of Vietnamese
teachers and interpreters of English were sent to Britain, Australia, New Zealand, and
India for further studies in English language teaching (e.g., Do, 2006; Hoang, 2013).
Contrary to the decline of English language in the first phase, the second phase
was characterized by the growth of English language in every aspect of Vietnam. By
means of the Doi Moi policy that aimed at opening the door to welcome foreign
investment, economic improvements helped to develop the teaching and learning of
English throughout the whole country. English has been a compulsory subject in the
official curricula from secondary schools to universities for a long time. Apart from
being a compulsory subject at school, English has been studied for other purposes, as
Harmer (1998) points out, students learn English for a specific purpose such as tourism,
banking, or business, not only because it is a mandatory requirement. In recent years,
an increasing number of foreign enterprises have been established in Vietnam, so the
ability to communicate in English has become necessary in order to obtain a good job.

In brief, English has become the dominant language in the context of the open door

policy.



One of the major decisions in the teaching and learning of English was Decision
No. 1400/Qb-TTg on the national educational plan for “Teaching and Learning
Foreign Languages in the National Educational System, Period 2008-2020” issued by
the Deputy Prime Minister on September 30, 2008. The national educational plan was
implemented after the HERA project, which is divided into three stages. The first stage
(2008-2010) aims at developing a ten-year foreign language curriculum, writing a
foreign language textbook, and preparing for piloting the curriculum from the third
grade to he tertiary level; the second stage (2011-2015) focuses on the implementation
of the ten-year foreign language curriculum into the educational system across the
country; and the goal of the third stage (2016-2020) is to make adjustments to the ten-
year foreign language curriculum and to develop intensive programs for vocational
schools, colleges, and universities. In short, the ultimate goal of the national educational
plan is for Vietnamese students to master the English language by 2020.

With reference to English major programs at tertiary level in VVietnam, Decision
No. 36/2004/QD-BGD-DT states that the overall training goal is to provide students
with background knowledge, professional skills, political and ethical characteristics,
and professional behavior so that they can work effectively in specialized areas in which
English is used for communication. The curriculum of a bachelor’s degree in English
in a Vietnamese university has to strictly follow the training framework issued by the
Vietnamese Ministry of Education and Training. Specifically, the curriculum contains
two phases: (1) general knowledge and (2) specialized knowledge. Students are
required to take all courses in the first phase, whereas they can choose the sub-major
they are interested in, e.g., TESOL, Interpretation and Translation, and Business

Management in the second phase.



1.2 Statement of the Problem

Within the context of foreign language teaching and learning in Asia, learners
are individuals whose learning styles and preferences are based on the values of
collectivism, conformity, and respect for authority (Benson, et al., 2003). This means
that Asian learners seem to be teacher-dependent in their learning process. Littlewood
(1999) further indicates that Asian learners possess reactive autonomy in which learners
organize their resources autonomously to achieve their goals, but they cannot be
responsible for their own learning, such as setting their goals, selecting what to learn,
and reflecting on what s/he has acquired like those who have proactive autonomy.

In the context of Vietnam, the Grammar-Translation method, the Direct method,
and the Audio-Lingual method have dominated the national educational system for a
long time. In foreign language education, these methods are viewed as the traditional
or teacher-centered teaching methods where the teacher is the authority in a classroom,
or the teacher provides students with a good model for imitation (Larsen-Freeman &
Anderson, 2011). This means that the teacher plays a role as a knowledge provider, a
leader, a feedback giver, an evaluator, or even an authoritarian in a classroom, whereas
learners are expected to be good listeners and imitators. On the one hand, the teacher-
centered teaching style was strongly influenced by the perception amongst Vietnamese
intellectuals in the feudal period that the teacher’s position was only lower than that of
the king. On the other hand, the allotted time for class meetings is quite tight, so the
teacher needs to direct the class activities and focus on the main content for
examinations rather than on extra activities (Dang, 2012). Apparently, autonomous
learning cannot be promoted in a language learning and teaching context in which

learners hardly ever have opportunities to make decisions about their own learning. In



other words, EFL learners cannot become autonomous if they are too dependent on the
teacher. In fact, Dang (2012) discovered that English majors appear to be unfamiliar
with learning activities and assignments which do not provide help from the teacher.
That is to say, they are not competent and confident enough to take control of their
learning. Additionally, one of the Vietnamese learners’ weaknesses is the ability to find
resources for their learning. It seems that they are only with the materials provided by
their teachers rather than endeavoring to search for what they need.

In brief, learning and teaching styles cause various problems in language
education. Hence, it is necessary to find a method to help learners to become more
proactive and independent in their learning, and learner autonomy is seen as the

effective solution to this problem.

1.3 Rationale for the Study

In the first decade of the 21 century, rapid technological development led to
social change. According to Lian (2011), the world 1s changing “at an unprecedented
rate (largely through better communication and better understanding often facilitated
and mediated by modern technology).” (p. 5). In fact, today’s technology with a variety
of tools (e.g., Facebook, Twitter, Google, YouTube, etc.) provides learners with
freedom and openness to communicate with each other and completely or partially
involves them in their own learning wherever they are, e.g., at home, through
computers, or via a cellphone.

In addition, individual differences should be taken into consideration because it
is assumed that each individual has his/her own characteristics. For example,

McWhorter (1998) differentiates the characteristics of passive and active learners in



dealing with a writing task. While active learners are able to decide what is important
to write and expand their written work with their knowledge and experience of the topic,
passive learners tend to follow the teacher’s instruction with the aim of obtaining a good
grade. Given individual differences, responsibility for learning outcomes should be
taken by learners rather than the teacher because it is believed that learners themselves
will be more aware of their expectations, their strengths and weaknesses, and their
problems. Meanwhile, the teacher can raise learners’ awareness of what they are
handling and give them counseling when needed. In this sense, individual differences
are associated with learner autonomy.

As a result of the above-mentioned reasons, the concept of learner autonomy is
supposed to be important within the changing landscape of English teaching in the 21
century, and advocates of learner autonomy believe that it plays an important role for
life-long learning. Therefore, there have been a number of studies on learner autonomy.
In Asian EFL contexts, aspects of learner autonomy have recently been gradually
promoted in the educational systems of Asian countries. In particular, as the host of the
47" SEAMEO Council Conference held in Hanoi, Vietnam in 2013, Vietnam created
the policy forum named ‘Lifelong Learning: Vision and Policy’ in which the
experiences and perspectives on the implementation of lifelong learning in Southeast
Asia and other regions were proposed. The memorandum of agreement on the
foundation of the new SEAMEO centre was also officially signed by the Vietnamese
Minister of Education and Training and the Director of SEAMEO Secretariat at the
conference. The centre is located in Ho Chi Minh, Vietnam with the title of ‘SEAMEO
Centre on Lifelong Learning’ (SEAMEO CELL). This means that learner autonomy

has been paid close attention in language education in Asian countries, particularly in



Vietnam. In addition, Vietnamese learners have recently received greater opportunities
to use English for communication, thus there should be a strong focus on learner-
centered approaches in which learners are able to take control of their own learning and
then use the target language effectively and confidently in different social contexts.

In order to foster learner autonomy, tools for the management of the language
learning process, including portfolios, learning contracts, and on-line learning
environments (e.g., blogs, Facebook, web 2.0, etc.) should be developed and used in
tandem with teaching/learning approaches. Undoubtedly, such rapid technological
development has led to changes in society and, especially, in education; thus, the
technology-based learning tools have placed a great emphasis on second or foreign
language research. Likewise, the benefits of portfolios have been explored in a variety
of studies as either a learning tool and/or an assessment tool in language learning. It is
believed that a portfolio can “provide a tangible way of making sense of past and
present experiences, putting learning in context, and capturing and displaying the
learning that has taken place” (Jones & Shelton, 2011, p. 5). More importantly, a
portfolio is identified as a powerful educational tool that helps students to develop an
ability to take charge of their own learning.

In reference to research on learner autonomy, there have been several studies
which address how to promote learner autonomy, yet few studies have investigated the
effects of portfolios on the development of learner autonomy and writing ability. In
essence, to the best knowledge of the researcher, although there has been one study by
Lam (2013) introducing a conceptual model of developing learner autonomy and
writing ability through portfolio assessment, this model has not been implemented in a

real class yet.
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In addition, writing skill deserves mention in this study since the skill of writing
in a foreign or second language is not easily acquired. Research has revealed that many
Vietnamese learners face difficulties with academic writing at school (e.g., Luong &
Nguyen, 2008; Nguyen, 2009). Furthermore, candidates probably find it difficult to
write in English when they apply for a job (i.e., writing a cover letter, a curriculum
vitae, or documents in English). It is thus assumed that Vietnamese learners’ writing
skills may hinder them from getting a good job. However, it is presumed that the writing
skill is not too challenging if both teachers and students can grasp the purpose of writing
activities, adapt these activities and make decisions about activities that best suit them.

As a result of the above-discussed reasons, this study predominantly attempts
to construct a learner autonomy development model based on Lam’s (2013) the
conceptual model, Huitt’s (2003) model of teaching/learning process, and instructional
design models which are considered a systematic process of designing objectives,
developing instructional strategies, developing materials and media, and conducting
evaluation to explore whether or not learner autonomy and writing skills can be
developed by the use of a portfolio as a learning and assessment tool in an EFL writing
course. Then the model may serve as a guideline that teachers use to help develop

learner autonomy and writing skills.

1.4 Research Objectives

Given the lack of research on the promotion of learner autonomy in the
Vietnamese EFL context, this study aims:
1. Toexamine whether the PLAD model can help to promote learner autonomy

and improve overall writing competence in an EFL writing course; and
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2. To explore learners’ perceptions of the PLAD model and factors influencing
their support for or resistance to using the PLAD model in an EFL writing

course.

1.5 Research Questions

In order to achieve the earlier-mentioned objectives, the following research

questions are formulated.

1. Does the PLAD model help to develop learner autonomy in an EFL writing
course? If so, how?

2. Does the PLAD model help to develop learners’ writing competence during
the course? If so, how? Which writing strategies are the most preferred by
the learners?

3. What are the learners’ perceptions of the PLAD model? What factors
contribute to their support for or resistance to promoting learner autonomy

through the use of a portfolio in the writing course?

1.6 Significance of the Study

First, it is hoped that the knowledge concerning learner autonomy, writing, and
portfolios that the teacher researcher introduced in this study can raise learners’
awareness of independent learning in an EFL writing course. Moreover, the PLAD
model is a process-oriented training in which learners can develop their autonomous
learning skills step by step through the use of portfolios in the writing course. As a
result, they can apply what they learn from the writing course into other language

courses such as reading, speaking, listening, and grammar or even specialized courses
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(e.g., American Studies, Business Communication). This is due to the fact that the
ultimate goal for the training course is to help learners to promote their autonomy in
the learning process, i.e., they can be aware of and reflect on their own learning, they
can self-manage their learning, and they can make choices about issues relating to their
learning.

Secondly, the results of this study may increase the confidence of those
administrators and teachers who acknowledge the importance of learner autonomy in
21% century language learning. The findings will probably raise the administrators’
awareness of related issues such as teacher training, curriculum development, and
material design for promoting learner autonomy. Accordingly, teachers can deploy their
knowledge of learner autonomy, particularly the learner autonomy development model
into the language training process in the same context as that of the present study or in
different contexts.

Finally, the concept of learner autonomy should be taken into consideration in
the Vietnamese EFL context. It is worth noting that there have not been any studies
addressing the construction of a training model to develop learner autonomy through
portfolios in the Vietnamese EFL context in general or in the university, in which this
study was undertaken in particular. Hence, this study should provide an initial example

for the promotion of learner autonomy in this context.

1.7 Definition of Terms

An autonomous learner: In this study, an autonomous learner is an individual
who is able to set long-term and short-term learning goals, develop study plans, choose

learning strategies to achieve those goals, self-assess their own progress, work
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cooperatively, monitor their progress, reflect on their own learning, and select relevant
resources and support. This definition is based on that of several researchers (e.g.,
Benson, 2001; Gardner & Miller, 1999; Scharle & Szabd, 2000; Wenden, 1991).

English majors: In this study, the term ‘English majors’ refers to Vietnamese
second-year students majoring in English at Nong Lam University, Ho Chi Minh,
Vietnam.

PLAD model: This abbreviation stands for Portfolio-based Learner Autonomy
Development model which aims at developing learner autonomy in an EFL writing
course by using portfolios as a learning and assessment tool. Specifically, learners will
make decisions about their learning (e.g., materials, learning activities, documents
included in portfolios, learning goals, study plans) throughout the course which focuses
on the writing of short essays.

Portfolio: This refers to a collection of written work in which learners will
collect all relevant documents for their writing and choose writing pieces for the sake
of their writing development. In particular, a portfolio includes writing drafts (e.g., first
drafts, revised drafts, final drafts), artifacts (e.g., articles, advertisements, photos, etc.),
and reflection and self-assessment (e.g., writing logs and an end-of-course reflection).
The teacher will assess the learners’ portfolios on the basis of the predetermined criteria
(see Appendix M).

Writing course: The writing course in this study, which is called Writing 111,

focuses on writing short academic essays.
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1.8 Summary

With the aim of providing readers with an overall introduction to this study, the
background information concerning the Vietnamese educational system and the context
of English language education in Vietnam over time was described. Furthermore, the
statement of the problem was presented. Next, the changing and dynamic landscape of
ELT in the 21% century and an unexpected research gap was also introduced to indicate
the pressing reason for conducting the present study. The research objectives and
questions were included so that readers can understand the key issues that the researcher
would like to address. Then the significance of the study was presented with a focus on
the expected benefits the study would provide. The chapter ended with the definition of
the terms used in this study. The next chapter will present the relevant literature review

and a summary of previous studies which support the whole study.



CHAPTER 2

LITERATURE REVIEW

This chapter provides a theoretical background for the present study by
reviewing the related literature on learner autonomy, writing skills, portfolios, and
previous studies. First of all, the concept of learner autonomy, which includes its
definition, the characteristics of an autonomous language learner, and autonomous
learning assessment is taken into consideration. Secondly, the nature of writing in
EFL/ESL teaching, approaches to the teaching of writing, cognition and collaboration
in EFL/ESL writing, and writing assessment are reviewed. Thirdly, portfolios regarded
as a learning and evaluation tool are discussed in a separate section. Fourthly,
instructional design models, including the ADDIE model, the Dick and Carey systems
approach model, and the ASSURE model are also included. Last but not least, it is
necessary to provide a summary of previous studies from which some useful lessons

can be learned and a research gap can be identified.

2.1 The Concept of Learner Autonomy

With the aim of providing readers with a brief introduction of the concept of
learner autonomy, it is vital to discuss definitions of learner autonomy, the

characteristics of an autonomous learner, and autonomous learning assessment.
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2.1.1 Definition of Learner Autonomy

There has been a debate on the definition of learner autonomy in language
learning with different perspectives. In111 other words, it is not easy to give a precise
definition of learner autonomy. The concept of autonomy first came into language
teaching in the late 1960s. Until 1981, however, the first definition of autonomy in
learning was provided by Holec (1981, as cited in Nunan, 1997) stating that learner
autonomy is “an ability to take charge of one’s own learning” (p. 193). This definition,
which referred to the decision-making abilities concerning management and
organization of learning, has directed later research on learner autonomy. Along the
same lines, Rivers and Golonka (2009) refer to learner autonomy as “the active,
independent management of learning [...] where the learner sets or attempts to control
the goals, curriculum, pedagogical method, or content of the learning program” (p.
255). That is, learner autonomy can be understood as self-management involving
decision-making abilities that a learner needs to possess.

Apart from decision-making abilities, Macaro (1997) relates learner autonomy

to learner responsibility for learning management as follows.

It is an ability to take charge of one’s own language learning and an ability to recognize
the value of taking responsibility for one’s own objectives, content, progress, method
and techniques of learning. It is also an ability to be responsible for the pace and rhythm

of learning and the evaluation of the learning process (p. 168).

In order to foster learner autonomy, it is necessary to develop a sense of
responsibility and encourage learners themselves to make decisions about their learning

(Scharle & Szabd, 2000). Furthermore, autonomous learners are responsible for not
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only all decisions relating to their learning but also implementations of their decisions
(e.g., Dickinson, 1987; Nunan, 1997).

However, Benson (2001) argues that it is insufficient to view learner autonomy
as an ability to make decisions about or an ability to take responsibility for learning
management. According to him, learner autonomy is “the capacity to take control of
one’s own learning” (p. 47). Specifically, he asserts that the nature of autonomy consists
of three clearly interdependent aspects: Learning management, cognitive process, and
learning content. This means that an autonomous learner is assumed to be able to take
control over her/his learning management, cognitive process, and learning content. In
particular, Benson’s (2001) definition refers to the psychological dimension and the
learning content which are often absent in most definitions of autonomy. The details of
these aspects are described later (see Figure 2.2).

As far as aspects of learner autonomy in language learning are concerned,
Littlewood (1997) presents a model with three aspects of autonomy: (1) ‘autonomy as a
communicator’, (2) ‘autonomy as a learner’, and (3) ‘autonomy as a person’ that are

elaborated by six additional factors placed around these types as displayed in Figure 2.1.
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Figure 2.1 A framework for developing autonomy in foreign language learning

(Littlewood, 1997, p. 83)

The purpose of ‘autonomy as a communicator’ is to help learners to develop an
ability to deal with languages independently. In order to demonstrate their
independence as communicators, they need to use language creatively or use
appropriate strategies for communicating meanings in specific situations. The focus
of ‘autonomy as a learner’ is on helping students to develop an ability to take
responsibility for their own learning as independent learners. It depends on an ability
to work independently and an ability to use appropriate learning strategies both inside
and outside the classroom. As for ‘autonomy as a person’, students are able to develop
an ability to communicate and learn independently. In foreign language learning, when
students can express personal meanings and create personal learning contexts, it means
that they act as independent individuals. According to Littlewood (1997), a language

teacher’s task is to help students to develop confidence, motivation, knowledge, and
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skills in order that they can communicate independently, learn independently, and
become independent individuals.

Likewise, Macaro (2008) determines three dimensions of L2 autonomy: (1)
‘autonomy of language competence’, (2) ‘autonomy of language learning competence’,
and (3) ‘autonomy of learner choice’. The first refers to an ability to use communication
strategies appropriately in an L2 situation. The second is about the ability to use
learning strategies (i.e., cognitive and metacognitive strategies) effectively. The last
reflects control over either the language to be learned or the goal and purpose of that
learning.

While Littlewood (1997) and Macaro (2008) focus more on language
acquisition than capacities to develop learner autonomy, Benson (2001) puts a great
emphasis on capacities that learners are required to achieve for autonomous learning.
He claims, “[aJutonomy also implies that self-management and control over cognitive
processes should involve decisions concerning the content of learning” (p. 50).
Learning content is separately discussed as a third vital element in autonomous learning
since it is believed that if a learner can control learning activities but not learning
content, they may fail to be a fully autonomous learner. Accordingly, Benson’s (2001)
model of learner autonomy shown in Figure 2.2 includes three levels of control over
learning management, control over the cognitive process, and control over the learning
content. Control over learning management refers to self-management of learning in
which learners are assumed to manage the planning, organization, and evaluation of
their learning with learning strategies. Control over cognitive process is understood as
the psychology of learning which consists of attention or awareness, reflection, and

metacognitive knowledge. Control over learning content “involves the learner in social
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interactions regarding the right to determine and implement their own learning goals”
(ibid., p. 102). Hence, it requires teachers and education authorities to create situational
contexts where learners are encouraged to make decisions about their learning content.
Learners are also required to develop their capacities to participate in negotiation for

the right to self-determine their learning.

Learning management

(Learning behavior)

|

Autonomy

control

in
Language
Lear ning

Figure 2.2 Defining autonomy: The capacity to take control over learning

(Benson, 2001, p. 47)

Furthermore, Nunan (1997) does not simply mention aspects of learner
autonomy but also discusses learner autonomy in five different levels as described in
Table 2.1. The first level refers to the attempt to make learners aware of goals,
strategies, and content of materials used during a course. The second level is to get
learners involved in making choices from a variety of goals, content, and strategies.
The third level is to encourage learners to adapt and modify the goals and the content

of the learning program. At the next level, learners can set their own goals, develop
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their own content, and create learning tasks. The last level is for fully autonomous

learners since they can make connections between the content of classroom learning

and the world. Nunan (1997) states that levels of autonomy can depend on personality,

goals, institutional philosophy, and cultural context. In addition, these levels can vary

within a single language skill like reading, writing, speaking, and writing. (Gardner &

Miller, 1999).

Table 2.1 Autonomy: Levels of Implementation

Level Lear_ner Content Process
Action
Learners are made aware of the  Learners identify strategy
pedagogical goals and content  implications of pedagogical
1 Awareness  of the materials they are using. tasks and identify their own
preferred learning
styles/strategies
Learners are involved in  Learners make choices
2 Involvement  selecting their own goals froma  among a range of options.
range of alternatives on offer.
Learners are involved in  Learners modify/adapt
3 Intervention modifying and adapting the  tasks.
goals and contents of the
learning program.
: Learners create their own goals  Learners create their own
4 Creation L
and objectives. tasks.
Learners go beyond the Learners become teachers
classroom and make links  and researchers.
5 Transcendence between the content of

classroom
world.

learning and the

(Nunan, 1997, p. 195)

In conclusion, to become autonomous learners, students should possess the

ability to make decisions concerning the management, organization, and evaluation of

their learning, the ability to take notice of and responsibility for their own learning, and

the ability to take control over learning content. Accordingly, the present study relies
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primarily on Benson’s (2001) definition because it is likely to be adequately defined,
I.e., this definition covers most of the characteristics of learner autonomy that are
presented by the aforementioned scholars. Furthermore, Nunan’s (1997) categorization
IS seen as a basic framework for developing learner autonomy in the current study.
Hence, both the knowledge of learner autonomy and that of degrees of learner
autonomy should be given to students in learner training prior to the course. For the
scope of this study, it is supposed that learners may raise their awareness of learner
autonomy and then carry out autonomous learning tasks by themselves after the writing
course.

2.1.2 Characteristics of an Autonomous Language Learner

As Gardner and Miller (1999) point out, roles of learners have dramatically
changed regarding autonomous learning. Therefore, learners need to be aware of their
central role in making decisions related to their learning and taking responsibility for
their learning. To provide an overall picture of learner roles, several studies addressing
characteristics of an autonomous learner are discussed. Gardner and Miller (1999, p.
vii) characterize autonomous learners as those who “initiate the planning and
implementation of their own learning program”. More specifically, autonomous
learners are believed to have capacity to self-manage, self-monitor, and self-assess their
learning (e.g., Little, 2001; Rubin & Thompson, 1994). Benson (2001) argues that an
autonomous learner not only performs the actions associated with self-management and
cognitive capacities like reflecting, directing attention to some aspects (i.e., raising
awareness or consciousness), and building metacognitive knowledge but also gets

involved in making choice of learning content.
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In a different approach, Wenden (1991) describes the characteristics of an
autonomous learner with the possession of metacognitive strategies (e.g., planning,
monitoring, and evaluation) that enable learners to self-monitor their learning,
knowledge about learning (Donovan & Bransford, 2005), and attitudes that enable them
to make use of these strategies and knowledge properly, confidently, flexibly, and
independently of a teacher.

According to Scharle and Szabé (2000), autonomous learners have to keep in
mind the idea that their learning progress is based on their own efforts. They also need
to cooperate with the teacher and others in a learning group. They have to consciously
monitor their progress and make use of any opportunities for their benefits, e.g.,
classroom activities and homework.

With the aim of helping learners to achieve high degrees of autonomy, the
relationship between the teacher and the learners as well as the teacher’s roles in
language learning should be properly taken into account. According to Ganza (2008),
“[1]earner autonomy is an achievement, attained interrelationally between the learner
and the teacher” (p. 65). This means that without the teacher’s counseling and guide,
the learning process may cause low efficiency or even fall into disorder. In addition,
the teacher has been viewed as a manager of resources in the establishment of life-long
learning (Longworth, 2003). In general, the teacher is identified as a facilitator, a
counselor, and a resource in promoting learner autonomy (e.g., Little, 2004; Voller,
1997). As a facilitator, the teacher can help learners to plan and carry out their own
learning, such as setting objectives, selecting materials, evaluating their learning, etc.
The teacher can also help them to acquire the skills and knowledge to implement the

items above. As a counselor, the teacher gives advice so that learners can achieve
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learning efficiency. As a resource, the teacher provides learners with information when
necessary or helps them to solve their problems. In brief, different roles have to be
applied at different stages to serve the different needs of individual students.

To sum up, the common characteristics of an autonomous learner as
summarized from these researchers are monitoring their progress, self-assessing their
learning performance, reflecting on their own learning, developing study plans,
identifying and developing learning strategies to achieve those goals, setting learning
goals, working cooperatively, and selecting relevant resources and support. Meanwhile,
a teacher should play a role as a facilitator, a counselor, and a resource manager so as
to help learners to possess the characteristics mentioned earlier.

2.1.3 Assessment Tools of Learner Autonomy

According to Benson (2001), if learner autonomy can be defined and described
with three aspects of control over learning, the degree to which a language learner
becomes autonomous can be measured. Such a measure serves as a tool to identify the
development of autonomy (ibid.). With the aim to evaluate how autonomous learners
are, it is essential to review types of common assessment tools and consider issues of
learner autonomy.

As far as assessment tools for measuring learner autonomy are concerned,
classroom observation is used for measuring autonomous learning. Observation can
help the teacher to evaluate students’ learning progress (Lipson & Wixson, 2009) and/or
learner autonomy development (Benson, 2001). In other words, the development of
learner autonomy over time can be measured through observation. Observing students’
performance in natural contexts of learning is recognized as one of the best ways to

measure degrees of learner autonomy (Benson, 2001).
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In addition, a self-report questionnaire, a guided listening journal, and a guided
learner diary are referred to as necessary self-assessment tools (Nunan, et al., 1999).
These tools are discussed in relation to listening skills. The main aim of the self-report
questionnaire is to raise learners’ awareness regarding their perceptions of listening
skills, attitudes and views toward the learning of listening skills, strengths and
weaknesses in listening, learning needs, and readiness for conducting self-directed
learning in improving listening skills. The focus of the guided listening journal is on
directing learners’ attention to aspects, such as selecting learning materials, setting
learning objectives, identifying learning problems, developing listening strategies, and
self-assessing the learning outcomes. Meanwhile, the guided learner’s diary places an
emphasis on reflective skills, because learners need to reflect on their reactions to the
learning activity, the approach being used, the outcome of learning efforts, and
suggestions for future actions. In short, it is likely that these assessment tools refer to
cognitive processes, one of the three aspects in Benson’s (2001) definition of learner
autonomy.

Benson (2001) also presents a list of instruments used for the development of
self-assessment in general, including self-marked tests, progress cards, self-rating
scales, and diaries or logs because self-assessment is seen as a primary theme in the
literature on autonomy as well as on language testing.

Accordingly, self-assessment tools are employed in the current study to evaluate
how learners become autonomous in their learning. The first self-assessment tool is a
questionnaire about autonomous learning which is conducted to evaluate to what extent
learners gain autonomous leaning abilities (e.g., an ability to set their goals, create a

study plan, etc.). The details of the survey are discussed in section 3.7.1.
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The second self-assessment tool is a type of reflection provided in a writing log.
This is recognized as one of the effective tools for assessment since it is used to analyze
students’ efforts and to plan for improvements in their learning processes. Moreover,
Benson (2001) claims that reflection is “an important component of autonomous
learning at a number of levels” (p. 95). Hence, entries in reflection written by learners
aim to record and reflect on their own learning, and then to evaluate their autonomy.
Reflection gives learners opportunities to reflect on their autonomous learning (e.g.,
setting goals, creating a study plan, making choices of learning activities and materials,
etc.) and the outcome of learning efforts (i.e., writing ability). Reflection is often
accompanied by a portfolio because without reflection, a portfolio can have little
meaning or it may just become a scrapbook (Bullock & Hawk, 2005).

Regarding the benefits of self-assessment relating to autonomous learning,
Gardner (2000) asserts that self-assessment first helps learners to monitor their learning
progress. In other words, they know what to do about their learning. In addition to
decisions regarding what to learn, when to learn, and how to learn, learners can decide
what to assess, when to assess, and how to assess through self-assessment. Secondly,
learners’ motivation can be improved due to self-assessment. When learners monitor
their learning progress, they are able to recognize their level of success. It is believed
that success is a result of confidence and motivation. Finally, self-assessment provides
learners with opportunities for reflection on learning. Through self-assessment, learners
can get personalized feedback on learning strategies, learning activities, and learning
materials. Then they can evaluate their approach to learning based on the feedback.

Furthermore, it is essential for learners to reflect on their learning goals, strategies, and
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achievements while they are administering and considering the results of their self-
assessment.

Nevertheless, self-assessment contains potential pitfalls. It is mostly believed
that self-assessment is not reliable because it is carried out by learners who may not
have little assessment experience. Hence, self-assessment needs to be carefully
considered before being conducted. The reliability of self-assessment is influenced by
factors such as sample size, age of subjects, cultural background, target language,
format of tests, language skills being tested. Another problem of self-assessment is
changing roles. Usually, assessments are expected to be a teacher’s job by learners,
teachers, administrators, and even the community. Undoubtedly, teachers may see self-
assessment as a threat to their job because learners may not carry out what is assigned
to them if they believe that self-assessment is a way of reducing the teacher’s burden
on them. On the other hand, learners may feel a lack of confidence in conducting their
own assessment if they are not equipped with requisite skills.

With regard to issues relevant to the development of learner autonomy, Gardner
and Miller (1999) mention the level of individualization achieved, the ways in which
learner take responsibility for their own learning, the quantity and quality of learner
reflection about their learning, the outcomes of learner reflection, and their degree of
independence. The activities involving independent learning are: Analyzing needs,
setting objectives, planning a program of work, choosing materials and activities,
working unsupervised, and evaluating progress (Sheerin, 1997).

In general, there is a range of assessment tools to measure autonomous learning
such as classroom observation, self-marked tests, progress cards, self-rating scales,

logs/ diaries/journals, and so on. In this study, self-assessment tools (e.g., an
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autonomous learning questionnaire, writing logs, and an end-of-course reflection) are
carried out so that learners can self-assess their autonomous learning skills concerning
self-management abilities, cognitive processes, learning content. Then they can self-

report the development of their autonomous learning.

2.2 The Nature of Writing

Given that the present study is conducted in an EFL writing course, some issues
including writing in EFL/ESL teaching, approaches to the teaching of writing, cognition
and collaboration in EFL/ESL writing, and writing assessment should be addressed.

2.2.1 Writing in EFL/ESL Teaching

The notion of writing has significantly changed over time along with social
development. As Lipson and Wixson (2009) state, writing was once regarded as a visual
representation or a reflection of speech as it was assumed that whatever was spoken
could also be written. In other words, writing was considered less important than
speaking. However, Brookes and Grundy (1991) argue that this assumption is only true
for a few activities such as dictation or transcription. In another respect, according to
Reid (2001), writing meant doing grammar exercises, answering reading
comprehension questions, and writing dictation in the 1970s. This means that writing
was unlikely to be a distinctive skill in itself. From the 1980s on, however, EFL/ESL
writing was no longer a reflection or a visual representation of speaking because of the
fact that both speaking and writing have been recognized as important skills in
education, business, personal communication (Weigle, 2002). In this sense, writing is
understood as “a set of distinctive thinking processes which writers orchestrate or

organize during the act of composing” (Flower & Hayes, 1981, p. 366). This definition
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emphasizes not only the nature of writing as a cognitive process but also the role of
writing in language education as a distinctive skill; therefore, it is used as an operational
definition for this study.

As pointed out earlier, the role of writing has been underestimated for a long
time; however, there has recently been a substantial increase in written communication
in tandem with globalization and the rapid development of technology, i.e., the
popularity of email, web forums, Internet messenger services, and text messaging.
Hence, writing has become one of the most important issues in EFL/ESL teaching. In
practice, there are several types of writing and different reasons for teaching writing.
One of the most fundamental reasons is that “writing gives [learners] more ‘thinking
time’ than they get when they attempt spontaneous conversation” (Harmer, 2007, p.
112). Undoubtedly, learners are provided with more opportunities to think about the
language in writing than in speech. What is more, writing is associated with social roles
that require the act of writing; for example, this skill may help one to record
information, access professional opportunities that s/he seeks, check on learners’
understanding of what has been taught in the form of written exams and so forth
(Tribble, 1996). Another important reason for teaching writing is that writing is
assumed to be one of the essential components in a language learning program because
when one learns a second/foreign language, s/he learns how to communicate with
others, i.e., how to understand them, talk to them, read what they write, and write to
them (Raimes, 1983).

Notwithstanding the importance of writing in EFL/ESL language teaching, it is
recognized that writing is a language skill that is difficult to acquire. As Saddler, et al.

(2004) indicate, “[g]ood writing is not only hard work, it is an extremely complex and
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challenging mental task” (p. 3). In fact, the act of composing involves complex thinking
that requires the integration of such components as word choice, topics, organization,
audience, purpose, clarity, sequence, cohesion, and transcription. In comparison with
reading, which is also related to language expressed through visual medium, writing is
more likely to be more difficult for learners to acquire because it is a complex skill
involving multiple processes (e.g., cognitive linguistics and psycho-motor processes)
that may cause some problems for learners. What is more, even though both writing
and speaking are considered productive skills, writing is believed to be more difficult
than speaking as it is characterized by well-formed sentences which are integrated into
highly-structured paragraphs with dense packing of information, whereas spoken
language packs in less dense information and less highly structured information as

Brown and Yule (1989) demonstrate:

Information may be packed densely in the written language, using heavily pre-
modified noun phrases with accompanying post-modification, heavy adverbial
modification and complex subordinating syntax. It is rare to find spoken

language produced like this... (p. 7).

In summary, the teaching of EFL/ESL writing has received much attention due
to its pedagogical and social roles; however, writing is not an easy skill for learners to
acquire. That is why it is so important that approaches to the teaching of writing should
be taken into great consideration.

2.2.2 Approaches to the Teaching of Writing

As a result of more attention being given to writing, a range of approaches
supporting the teaching of writing has been developed. These approaches are assumed

to be complementary and to have overlapping perspectives which help one to
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understand the complex reality of writing (Hyland, 2003). In EFL/ESL writing
teaching, teachers tend to adopt a range of methods that represents different
perspectives with different foci (e.g., language structures, writing process, genre, etc.).
The focus on language structures views writing as a product or a result of imitating
available models. In this regard, a four-stage process is used for teaching writing,
including familiarization (i.e., learners are provided with grammar and vocabulary),
controlled writing (i.e., learners manipulate fixed patterns), guided writing (i.e.,
learners imitate model texts), and free writing (i.e., learners use patterns they have
developed to write a paragraph, an essay, or a letter). Meanwhile, the focus on writing
process sees writing as a process in which the writer plays a role as an independent
producer of texts. There are several models of writing processes which are described in
detail below. Beyond the focus on language structures or the writing process, there is
also a focus on genre as a means of communication. This means that the approach
primarily addresses the communicative purposes of the texts. In the literature, there are
many studies discussing different approaches to the teaching of writing as a result of
the increasing demand for students to be able to master the writing skill. A variety of
approaches are commonly mentioned, such as product, process and genre approaches.
In order to help readers to have a better understanding of these three approaches, a
detailed description is presented below.

2.2.2.1 Product versus Process Approach

The product and process approaches used in writing instruction have
different foci on writing production and a sense of responsibility, respectively.
According to Brown (1994), teachers of writing were mostly in favor of the production

of a final piece of writing before the 1990s. However, the process approach has
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frequently replaced the more traditional product approach in EFL/ESL writing
programs since the 1990s (Cohen, 1994). While the product approach focuses heavily
on the final piece of writing, the process approach places an emphasis on how a piece
of writing is produced over time. Furthermore, teachers are assumed to be responsible
for all the hard work in the product approach whilst the learners sit back and only correct
mistakes as suggested by the teacher (Mora-Flores, 2009). On the contrary, the process
approach lays stress on the creativity of writing and the role of the writer as an
independent producer of texts (e.g., Curry & Hewings, 2003; Tribble, 1996). This
means that the focus of the process approach is on writers having to take responsibility
for their writing.

In respect of writing instruction procedures, Mora-Flores (2009)
presents some simple steps for the product approach. A learner first writes a draft with
given prompts. The teacher then revises and edits the draft. Finally, the learner changes
what the teacher has corrected and resubmits the final draft. By contrast, “[t]here is no
agreed list of steps for the writing process among researchers and even less agreement
about exactly what the writing curriculum should consist of”” (Brookes & Grundy, 1991,
p. 9). This is due to the fact that the process approach consists of different stages which
can happen in various orders at different points. The process approach can be
categorized into two main processes, namely the prewriting processes consisting of
planning, targeting, and organizing and the in-writing processes involving drafting,
evaluating, editing, and rewriting. Tribble (1996), however, provides a model of the
writing process with five stages of prewriting, composing or drafting, revising, editing,

and publishing as shown in Figure 2.3.
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Figure 2.3 The writing process (Tribble, 1996, p. 39)

From another point of view, Curry and Hewings (2003) describe the writing
process with seven major stages of prewriting, planning, drafting, reflecting, peer
reviewing, revising, editing, and proofreading (see Figure 2.4). The present study relies
predominantly on this model because it provides clearly-stated and systematic stages
that learners can follow by themselves. In particular, in the stage of reflecting, learners

have good opportunities to self-assess their written work.
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Figure 2.4 The writing process approach (Curry & Hewings, 2003, p. 34)
e Prewriting
This stage aims at finding ideas, collecting information, and organizing writers’
thoughts. Of the prewriting strategies, brainstorming and freewriting are regarded as
the two major components. In brainstorming, multiple ideas on a topic are generated
after a discussion or a reading regardless of their suitability for development. In
freewriting, learners are encouraged to generate ideas relevant to a particular topic

spontaneously in a certain allotted time.
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e Planning
This stage emphasizes the organization of ideas through the techniques of mind
mapping, clustering, listing, and making an outline for a written product. Planning plays
a role as a framework for generating drafts.
e Drafting
In the process approach, writing is seen as an iterative process; hence, learners
should be provided with opportunities to revise a piece of work based on feedback from
peer reviewers or teachers. In the first draft, the development of the meaning and the
use of ideas collected from prewriting strategies should be focused on more than
linguistic accuracy. The next drafts are produced following reviews by peers or
teachers.
e Reflecting
Reflecting means “letting a piece of writing sit before coming back to it with a
fresh pair of eyes, and perhaps with feedback from peers or the lecturer” (ibid., p. 41).
Reflecting actually gives learners a good opportunity to see the gaps in the structure of
their writing, and to use the information provided by feedback from peers or teachers.
e Peer/tutor reviewing
Feedback on learners’ drafts may be given by peers or teachers. Normally,
feedback from teachers is appreciated more highly than that by peers since it is assumed
that teachers are experts on the topic and the students might feel that they are not
competent enough to offer useful advice to each other. However, Curry and Hewings
(2003) argue that feedback by teachers apparently hinders a learner’s intellectual
development. This means that learners seem to follow teachers’ suggestions or

directives even when they disagree or do not understand them. By contrast, training and
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practice using peer reviews can help learners to develop critical thinking and understand
how readers respond to their writing.
e Revising
After getting feedback from peers or teachers, learners continue to revise their
drafts. This means that they have to organize and refine their ideas. Mora-Flores (2009,
p. 5) provides a more detailed list of what to do in this stage:
v" Revisiting ideas for purpose, clarity, and effectiveness; adding
information (e.g., details, examples of dialogues, facts);
v' Adding descriptors (e.g., adjectives, adverbs, prepositional phrases);
v' Adding sensory details; deleting repetition of ideas, words, phrases;
v Substituting words (adjectives, repetitive function words, adverbs,
pronouns, proper nouns, synonyms);
v Rearranging ideas with a focus on clarity and discourse (sequence, order
of ideas, order of sentences, order of paragraphs);
v Adding an introduction, subheadings, closings/ conclusion;
v' Adding the language of genres (e.qg., transition words, cue words, forms
of language).
It is worth noting that when revising a draft completed by a peer, the writer
should take a look back at the stages of reflecting and drafting.
e Editing and proofreading
The last stage of the writing process consists of editing, proofreading, polishing
a text. Learners need to consider such mechanics of writing as formatting, references
and footnotes, and features of linguistic accuracy. To do so, learners can review each

other’s work in pairs or on their own by using computer spelling check programs or
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dictionaries. Mora-Flores (2009) recommends that editing should include spelling,
grammar, mechanics, verb tenses, and sentence structures.

2.2.2.2 Genre Approach

The question ‘what is a genre?’ has attracted attention from many
researchers. As a result, a number of definitions of genre have been given. On the one
hand, Swales (1990) defines, “a genre comprises a class of communicative events, the
members of which share some set of communicative purposes” (p. 58). This definition
refers to conventions related to writers’ purposes as well as communicative purposes.
For example, a personal letter tells us about a writer’s story with the aim to maintain a
relationship. On the other hand, Mora-Flores (2009) defines a genre as a kind of literary
work in a particular form or using a particular technique. This definition relates genre
to a form or technique of a literary work rather than communicative purposes. It is
noteworthy that both forms and communication functions, for example, a letter, an
essay, or a laboratory report are included in Weigle’s (2002) definition of a genre.

Tribble (1996) claims that the process approach has brought several
benefits to teachers and learners; however, one of the significant drawbacks of this
approach is failing to meet the needs of all types of learners. For example, the process
approach can help learners to generate pieces of writing, yet learners may not be aware
of what readers expect. Meanwhile, a genre approach which focuses on readers
introduces a way in which language is used in different respects. This means that a
learner has to produce a piece of writing for readers who may be unknown to him/her
or who possess specific expectations of a text. Writing generally serves as a social

activity in which texts are written with particular purposes and, as a result, Swales
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(1990) asserts that communication will not definitely be successful if a reader cannot
recognize the purpose of a text.

In conclusion, the above-mentioned approaches to the teaching of
writing can be used flexibly in a language classroom depending on the objectives of a
course. Of the three approaches, the process approach is employed in this study as a
basic tenet as the aim of this study is to examine whether learners’ autonomous learning
and writing abilities can be developed over time in a portfolio-based writing course.

2.2.3 Cognition and Collaboration in EFL/ESL Writing
Given that writing is defined as a thinking process whereby a writer’s thinking,
ideas, and experiences are interpreted into written form (Mora-Flores, 2009), this
section places an emphasis on the theoretical framework for an understanding of the
thinking or cognitive process. Additionally, collaborative learning is considered
essential in this study since it is considered to be associated with EFL/ESL writing.
2.2.3.1 Cognition in EFL/ESL Writing

In order to get a better understanding of cognition in relation to
EFL/ESL writing, it is essential to provide some information about cognitive process
models, namely Flower and Hayes’ (1981) writing model and Hayes’ (1996) revised
writing model.

Flower and Hayes (1981) introduce a theory of cognitive process which
involves “composing in an effort to lay groundwork for a more detailed study of the
thinking process in writing” (p. 366). For some researchers, the writing model is divided
into stages, which are characterized by the gradual development of a written product
and the composition process is seen as a series of linear stages. For example, Rohman’s

(1965) model includes three stages: Pre-write, write, and re-write, whereas Britton et
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al.’s (1975) model consists of the stages of conception, incubation and production. Both
models share the same idea which is that these stages happen in turn in the composing
process. However, it is commonly believed that writers are constantly planning and
revising when they are writing. Hence, Flower and Hayes (1981) provide a process
model involving mental processes (e.g., generating ideas, organizing ideas, etc.) as they
argue that the stage model only reflects the growth of the written product, not the inner
process of a writer who creates the written product.

In order to model the writing process, Flower and Hayes (1981) make
use of verbal protocol analysis (think-aloud) in lieu of introspective analysis as other
researchers have done. This is because the think-aloud protocols can “capture a detailed
record of what is going on in the writer’s mind during the act of composing itself” (p.
368). The model is eventually generated with three major elements: (1) the task
environment, (2) the writer’s long-term memory, and (3) the writing process. The first
element includes topic, audience, exigency, and the text produced so far which refers
to all things outside of a writer that may influence writing performance. The second
element concerns knowledge of the topic, the audience, and writing plans. The third
element reflects the basic writing processes of planning, translating, and reviewing,
which are controlled by a monitor who serves as a writing strategist determining when
the writer moves from one process to another. The planning process contains three sub-
processes, namely generating ideas, organizing, and goal-setting. The main function of
generating ideas is to retrieve relevant information from long-term memory, whereas
the sub-process of organizing gives a meaningful structure to the writer’s ideas. The
process of organizing is associated with goal-setting which is one of the three major

aspects of the planning process, which means that the writer organizes ideas on the
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basis of writing goals created by the writer. The translating process involves the process
of interpreting visible language in words because the information generated in the
planning process can be represented by symbol systems (e.g., imagery or kinetic
sensations) other than language. Thus, the representation of knowledge may be included
in key words or organized in a visual or perceptual code such as a fleeting image and
the writer needs to translate or capture these representations in words. The reviewing
process concerns two sub-processes: Evaluating and revising. This process is a
conscious process during which the writer chooses to read a written text “either as a
springboard to further translating or with an eye to systematically evaluating and/or
revising the text” (Flower & Hayes, 1981, p. 374).

Flower and Hayes (1981) endeavor to define the processes and
knowledge necessary for the writing performance, nonetheless, it is unlikely to be a
complete model. Therefore, Hayes (1996) proposes a new model (see Figure 2.5) to
complete the Flower and Hayes’ model since the it contains well-developed parts,
including revision, planning, and text production. More importantly, the new model
addresses new parts (e.g., social environment, the composing medium, phonological

memory, genre knowledge, etc.) which Flower and Hayes (1981) did not account for.
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Figure 2.5 The revised writing model (Hayes, 1996, p. 4)

The new model has two major components: The task environment and the
individual. The task environment is composed of two sub-components: (1) the social
environment including the audience and collaborators and (2) the physical environment
including the texts the writer has produced so far and the writing medium (e.g., a word
processor). Meanwhile, the individual includes motivation and affect, cognitive
process, long-term memory, and working memory. First, motivation and affect consist

of four parts: Goals (i.e., short-term communicative goals for the act of composing),
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predispositions (i.e., long-term preferences or tendencies to engage in writing
activities), the writer’s beliefs and attitudes, cost/benefit estimates (i.e., estimates
regarding the cost and benefits of spending time and money on writing). Second, the
cognitive process has three parts: Text interpretation, reflection, and text production.
The function of text interpretation is to create internal representations from linguistic
and graphic inputs through reading, listening, and scanning graphics. The function of
reflection is to process internal representations to create other internal representations
through problem solving, decision making, and inferencing activities. The function of
text production is to take internal representations in the task environment to produce
written, spoken or graphic output. Third, long-term memory addresses different types
of knowledge, namely text schemas (i.e., outlines that guide and control the production
of texts), topic knowledge (i.e., content of texts), audience knowledge (i.e., the writer
tries to anticipate readers’ expectations or needs), linguistic knowledge (e.g.,
vocabulary, grammar, etc.), and genre knowledge (e.g., essays, novels, journals,
advertisements, etc.). Last but not least, working memory is seen as a new component
in this model as Hayes (1996) points out that the model proposed in 1981 paid relatively
little attention to working memory. This new model includes phonological memory,
visual/spatial sketchpad, and semantic memory, while phonological memory which
stores phonologically coded information (or verbal material) and a visual/spatial
sketchpad which stores visually or spatially coded information (or visual or spatial
material) are identified as the main representations of working memory (e.g, Galbraith,
2009; Hayes, 1996). Semantic memory is added as another representation of working

memory as it is useful for the description of text production.



43

In short, some significant differences can be identified between Flower and
Hayes (1981) model and Hayes (1996) revised writing model. The first difference
concerns the presence of working memory. Working memory plays is a fundamental
component in the latter with the inclusion of visual/spatial and linguistic
representations, whereas it is almost absent from the former. The second difference is
that the latter puts a great emphasis on motivation and affect which were not given
much attention in the former. The biggest difference is related to the reformulation of
the parts in the cognitive process. When compared to the former, the latter appears to
include more general terms, such as text production, text interpretation, and reflection
instead of planning, translating, and reviewing respectively.
2.2.3.2 Collaborative Learning
Concerning the relationship between collaborative learning and L2
writing, Hamp-Lyons and Condon (2000) point out that, “writing and knowledge
develop among individuals” (p. 44). In other words, interaction among peers is
emphasized in L2 writing. Actually, collaborative learning occurs when learners are
encouraged to work together rather than with the teacher to carry out a task and when
they demonstrate what they share with each other and respect in each other’s language
input (Macaro, 1997). In addition, collaborative learning provides opportunities for
learners to share responsibility for their learning and to learn from each other; thus,
collaborative learning classes tend to be learner-centered. In an ESL writing classroom,
opportunities for collaborative learning consist of group work for producing ideas,
collecting and organizing learning materials, peer review and assessment by an

authentic audience (Reid, 1993). As a result, learner independence and a sense of
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responsibility for their learning can also be promoted through such group work
activities.

In brief, the act of writing in this study concerns both the cognitive
process and collaborative learning. The cognitive process refers to the thinking process
that occurs when writers organize and produce their written work, whereas
collaborative learning in L2 writing focuses on the interaction between learners through
group work activities and/or peer review.

2.2.4 Writing Assessment

Assessment refers to “the variety of ways of collecting information on a
learner’s language ability or achievement” (Brindley, 2001, p. 137). Writing
assessment, thus, involves self-assessment, peer assessment, and teacher assessment
that consist of a series of ways to assess learners’ writing performance. In order to
conduct these assessments, it is essential to address approaches to scoring. Hence,
detailed descriptions of these types of assessment and types of scoring will be provided
as follows.

2.2.4.1 Types of Assessment

The first type of writing assessment is self-assessment that enables
learners to reflect on what and how much they have learned. Self-assessment can be
encouraged through four methods: Dialogue journals, learning logs, self-assessment of
interests and writing awareness, and checklists of writing skills (O’Malley & Pierce,
1996).

Firstly, dialogue journals refer to entries that learners regularly write to
a teacher on a topic they choose. The topics can be about a book learners like, their

interests or hobbies, their attitudes toward learning, or content areas. Learners can make
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the entries in five to ten minutes at the end of a class period or at any convenient time
during the day. The teacher replies to learners’ entries using appropriate language use,
but not correcting their language. The journals can be recorded in a notebook or on a
compact disk. One of the noticeable advantages of dialogue journals is to provide
learners with opportunities to see the development of their writing ability.

Secondly, learning logs are another type of self-assessment in writing.
Like dialogue journals, the teacher should write comments in a learning log to
encourage writing and provide appropriate language structures rather than correct
learners’ language use. Instead of making entries on a favorite topic as in dialogue
journals, learners are encouraged to make entries in the log addressing the following

questions in the last five minutes of each class meeting:

What did | learn today?

What strategies or approaches worked best for me in learning?

What was hard to understand?

What will | do to understand better?

(O’Malley & Pierce, 1996, p. 153)

It is seen that a learning log is a useful tool for shy learners who are
afraid of proposing questions in class since they feel free to jot their ideas down in a
learning log instead. The teacher can review learners’ learning logs once in a while or
review some learners’ logs during class time to capture learners’ learning needs. When
the teacher reviews the logs, s’/he can ask himself/herself the questions like ‘Does the
student define and/or use new vocabulary from the lesson?’, ‘Does the student use
content vocabulary appropriately?’, ‘Does the student identify a range of strategies that

work in his/her learning?’ and so on.
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Thirdly, the employment of surveys or rating scales of interest and
awareness are used to determine learner attitudes toward writing abilities. Learners can
be asked about their attitudes or perceptions about their improvement in writing. They
can complete such a survey of writing interests and awareness when they have enough
command of English to answer the questions in the survey.

Finally, writing a checklist is one way to help learners with self-
assessment which is “a key element in process writing as learners review, edit, and
revise their own work” (O’Malley & Pierce, 1996, p. 153). The checklist for self-
assessment is created according to the predetermined criteria in the scoring rubrics. The
teacher can modify a writing checklist by choosing parts appropriate for learners’
English proficiency and the purposes of a writing program.

The employment of self-assessment provides language learners with
several benefits. For example, it can encourage learner involvement and responsibility.
Self-assessment gives learners the right to evaluate their writing as assessors. It also
helps to increase their judgment skills and see their development in terms of writing
ability. Furthermore, it offers learners’ personalized feedback to the teacher.
Nonetheless, learners may feel ill-equipped to conduct the assessment on their own.

The second type of writing assessment is peer assessment which is
recognized as “an effective means for having English language learners practice
academic language with each other that is grounded in standards and tied to a lesson’s
or unit’s activities” (Gottlieb, 2006, p. 145). In writing, it can be said that peer
assessment is the evaluation of each other’s writing among learners. In order to support
peer assessment in writing, the teacher should give learners a regular form of peer

evaluation and editing and then evaluate papers selectively in order to perceive each
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learner’s progress. While reviewing the work of others based on the given standards,
each learner will answer the questions as follows:

e What did you like about the paper?

e What facts or ideas could be added to the paper?

¢ What changes could be made to improve the paper?

(O’Malley & Pierce, 1996, p. 156)
After completing the peer evaluation and editing form, learners are
encouraged to exchange papers and rate them by using the scoring rubric. Then, learners
should be provided opportunities to edit and revise their writing. One of the most
significant advantages of peer assessment is that learners can learn how to write through
the evaluation of their peers’ written work. However, it should be recognized that
learners sometimes hesitate to share all their impressions with their peers during peer
assessment because they are afraid of hurting other people’s feelings.
Apart from self-assessment and peer assessment, teacher assessment is
considered an essential type of writing assessment. Curry and Hewings (2003)
acknowledge that learners tend to believe in assessment or feedback made by the
teacher rather than that made by their peers or themselves. In practice, some
complicated errors cannot be corrected by learners. Therefore, self-assessment and peer
assessment of learners’ written products should necessarily be accompanied by teacher
assessment or feedback. In order to conduct teacher assessment, such useful tools as an
anecdotal record which is a type of document used by the teacher for observing learners’
performance, checklists of learner performance, and rating scales can be employed

(O’Malley & Pierce, 1996). While an anecdotal record and checklists of learner
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performance are a part of the teacher’s journal, rating scales are also used by the teacher
in the process of evaluating learners’ written papers.

In short, each type of assessment has its own advantages and
disadvantages. While self-assessment and peer assessment can help learners to take
more responsibility for their learning, teacher assessment can give learners more
confidence in making their corrections or revisions. Therefore, self-assessment (e.g.,
learner journals and checklists of writing performance), peer assessment and teacher
assessment are all used for writing assessment in this study.

2.2.4.2 Scoring Schemes

With the aim of providing appropriate writing assessment, the objectives
of the writing tasks need to be predetermined, i.e., the assessment is designed based on
what outcomes are valued. Written work can be evaluated by such scales as primary
trait scoring, holistic scoring, and analytic scoring. In EFL/ESL writing assessment,
however, primary trait scoring that involves assessing compositions associated with
specific purposes and audiences has not been frequently used. On the other hand,
holistic scoring and analytic scoring have been commonly used in writing assessment
(e.g., Lipson & Wixson, 2009; Weigle, 2002).

Holistic scoring is seen as the evaluation of a composition as a whole
piece of writing, i.e., a learner’s writing piece can be compared with those in a set of
compositions or with those of other learners. The emphasis of holistic scoring system
is on the total quality of a written text rather than the sum of its components (O’Malley
& Pierce, 1996). As for holistic scoring, a scale is used to guide the evaluation of

learners’ products as described in Table 2.2.
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Table 2.2 TOEFL Writing Scoring Guide

6  Anessay at this level
o effectively addresses the writing task
e iswell organized and well developed
o uses clearly appropriate details to support a thesis or illustrate ideas
o displays consistent facility in use of language
e demonstrates syntactic variety and appropriate word choice though it may have
occasional errors
5  Anessay at this level
e may address some parts of the task more effectively than others
e isgenerally well organized and developed
o uses details facility in the use of language
o displays facility in the use of language
e demonstrates some syntactic variety and range of vocabulary, though it will probably
have occasional errors
4 An essay at this level
e addresses the writing topic adequately but may slight parts of the task
e isadequately organized and developed
o uses some details to support a thesis or illustrate an idea
e demonstrates adequate but possibly inconsistent facility with syntax and usage
e may contain some errors that occasionally obscure meaning
3 Anessay at this level may reveal one or more of the following weaknesses:
e inadequate organization or development
e inappropriate or insufficient details to support or illustrate generalizations
e anoticeably inappropriate choice of words or word forms
e anaccumulation of errors in sentence structure and/or usage
2 Anessay at this level is seriously flawed by one or more of the following weaknesses:
e serious disorganization or underdevelopment
e little or no detail, or irrelevant specifics
e serious and frequent errors in sentence structure or usage
e serious problems with focus
1 Anessay at this level
e may be incoherent
e may be undeveloped
e may contain severe and persistent writing errors
0 A paperisrated 0 if it contains no response, merely copies the topic, is off-topic, is written in
a foreign language, or consists of only keystroke characters.

(Weigle, 2002, p.113)
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Unlike holistic scoring, analytic scoring is used to analyze component parts of
writing separately. There is a range of analytic scoring rubrics for writing with different
names of components in several studies, but they refer to quite similar components. For
example, while O’Malley and Pierce (1996) propose an analytic scoring rubric for
writing including composing (ideas), style (vocabulary and voice), sentence formation
(word order), usage (language use), mechanics, Jacobs et al. (1981, as cited in Weigle,
2002) create a detailed scoring file to assess a written product on the basis of the
following criteria, namely, content, organization, vocabulary, language use, and
mechanics (see Table 2.3).

Table 2.3 Scoring File

ESL composition profile
Student Date Topic
Score  Level Criteria Comments

30- EXCELLENT TO VERY GOOD: knowledgeable — substantive —
27 thorough — development of thesis — relevant to assigned topic

26- GOOD TO AVERAGE: some knowledge of subject — adequate
22 range — limited development of thesis — mostly relevant to topic, but

= lacks detail
= 21- FAIR TO POOR: limited knowledge of subject — little substance —
38 17 inadequate development of topic
16- VERY POOR: does not show knowledge of subject — non-
13 substantive — not pertinent — OR not enough to evaluate
20- EXCELLENT TO VERY GOOD: fluent expression — ideas clearly
18  stated/supported — succinct — well-organized — logical sequencing —
cohesive
- 17- GOOD TO AVERAGE: somewhat choppy — loosely organized but
2 14 main ideas stand out — limited support — logical but incomplete
< sequencing
= 13- FAIR TO POOR: non-fluent — ideas confused or disconnected —
g 10 lacks logical sequencing and development
9-7  VERY POOR: does not communicate — no organization — OR not
enough to evaluate
o = 20- EXCELLENT TO VERY GOOD: sophisticated range — effective
o @© - - . R
£ El > 18 word/idiom choice and usage — word form mastery — appropriate

register




Table 2.3 Scoring File (Cont.)

o1

Student
Score  Level

ESL composition profile
Date Topic
Criteria

Comments

17-
14
13-
10
9-7

25-
22

21-
18

17-
11

Language Use

10-5

Mechanics
w

Total Score

GOOD TO AVERAGE: adequate range — occasional errors of
word/idiom form, choice, usage but meaning not obscured

FAIR TO POOR: limited range — frequent errors of word/idiom
form, choice, usage — meaning confused or obscured

VERY POOR: essentially translation — little knowledge of English
vocabulary, idioms, word form — OR not enough to evaluate

EXCELLENT TO VERY GOOD: effective complex constructions
— few errors of agreement, tense, number, word order/function,
articles, pronouns, prepositions

GOOD TO AVERAGE: effective but simple constructions — minor
problems in complex constructions — several errors of agreement,
tense, number, word order/function, articles, pronouns, prepositions
but meaning seldom obscured

FAIR TO POOR: major problems in simple/complex constructions
— frequent errors of negation, agreement, tense, number, word
order/function, articles, pronouns, prepositions and/or fragments,
run-ons, deletion — meaning confused or obscured

VERY POOR: virtually no mastery of sentence construction rules
— dominated by errors — does not communicate — OR not enough to
evaluate

EXCELLENT TO VERY GOOD: demonstrates mastery of
conventions — few errors of spelling, punctuation, capitalization,
paragraphing
GOOD TO AVERAGE: occasional errors of spelling, punctuation,
capitalization, paragraphing but meaning not obscured
FAIR TO POOR: frequent errors of spelling, punctuation,
capitalization, paragraphing — poor handwriting — meaning confused
or obscured
VERY POOR: no mastery of conventions — dominated by errors of
spelling, punctuation, capitalization, paragraphing — handwriting
illegible — OR not enough to evaluate

Reader Comments

(Weigle, 2002, p. 116)

In short, although holistic scoring and analytic scoring can provide rich

information about learners’ writing abilities, these scoring approaches do not reflect
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and evaluate learners’ writing processes which need to be observed and captured over

time (Lipson & Wixson, 2009). That is why portfolio assessment should be carried out.

2.3 Portfolios

A portfolio is generally employed as a learning tool, an assessment tool, a
professional development tool, etc. For the purpose of this study, portfolios are seen as
a learning and assessment tool which helps to show the development of learner
autonomy and writing competence. Thus, a brief review of definition of portfolios and
portfolio assessment is necessary.

2.3.1 Definition of Portfolios

It is recognized that there have been diverse types of portfolios that can be used
in various contexts around the world (e.g., Grabe & Kaplan, 1996; O’Malley & Pierce,
1996). On the one hand, there have been a few definitions of portfolios in education
literature in general and language teaching and learning in particular. Paulson, Paulson,
and Meyer (1991) state that a portfolio is viewed as “a purposeful collection of learner
work that exhibits the learner’s efforts, progress, and achievements in one or more
areas” (p. 60). Along similar lines, portfolios are viewed as collections of work that are
organized or structured for the representation of one’s learning, skills, and
accomplishments (Jones & Shelton, 2011).

On the other hand, O’Malley and Pierce (1996) describe essential elements of
portfolios in lieu of the provision of a definition since they argue that there is no specific
definition of portfolios appropriate for every context. The key elements in a portfolio
which include samples of learner work, learner self-assessment, and clearly stated

criteria should be discussed. The first element involves ‘learner work samples’. It is
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known that most of the portfolios contain samples of learner work showing the
development of a learner’s ability over time. The samples can be writing samples, audio
or videotapes, mathematics problems, social studies reports, or science experiments. As
noted earlier, portfolios may vary from one context to another, yet they all are used as
systematic collections of a learner’s work. Therefore, systematic collection needs to be
planned as carefully as instructional goals, materials, and activities. This means that a
teacher and learners need to determine not only the process that helps to evaluate
learners’ progress but also the system by which all information is collected and shared
with learners and their parents, other teachers, and administrators. The second element
concerns ‘learner self-assessment’. A portfolio is not simply an assessment tool of
learner work conducted by a teacher, but rather a self-assessment tool whereby learners
can monitor their own progress and take responsibility for their learning to achieve their
predetermined goals. The three kinds of self-assessment employed in a portfolio are
documentation, comparison, and integration. In documentation, learners are asked to
give a justification for the selected items in the portfolio. In comparison, the current
piece of writing is compared with previous pieces of work in terms of improvements.
In integration, the use of the portfolio is to provide examples of a student’s writing
development or their independence as a learner. The third element is ‘clearly stated
criteria’. Learners need to know how and by what criteria their work will be evaluated.
Hence, learners should get involved in discussing both the criteria and in goal setting.
In portfolio assessment, criteria can be established for the selection of pieces of writing
in the portfolio and for the judgment of their work.

Furthermore, Hamp-Lyons and Condon (2000) introduce the nine following

elements of portfolios, of which four elements: Collection, reflection and self-
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assessment, selection, and delayed evaluation are considered relevant to the
development of learner autonomy or learner-centred control in a course.

(1) A portfolio is a collection of more than one writing piece.

(2) Itenables the writer to display a range of the written works according to genres,
purposes, and audiences.

(3) It has context richness as it reflects the learning context which determines the
contents of the portfolio and demonstrates what the writer has accomplished
within that context.

(4) A method that teachers and learners find useful is delayed evaluation as it
provides the writer with opportunities to revise the written work before the final
evaluation is given.

(5) It involves selecting writing pieces. Selection gives the writer a chance to
choose the optimal pieces to submit for judgment. This means that the writer
has control over his/ her learning. Thus, selection can promote self-assessment.

(6) The characteristics of collection, range, and context richness are usually under
the teacher’s control, yet delayed evaluation and selection offer opportunities
for student-centered control that can be exercised when learners can choose the
best writing piece that meet the evaluation criteria and revise them before
putting them into the portfolio.

(7) One of the most important characteristics of a portfolio is reflection and self-
assessment. The writer reflects on their own work and is usually required to
produce reflective writing about their writing process and development and how

the portfolio represents that development.



55

(8) It provides a means for measuring growth along specific parameters such as
linguistics, or organizational skills, or development of arguments.

(9) It also provides a means for measuring development over time. Learners can
exhibit and emphasize their development in a way that the teacher may not
anticipate or specify.

As far as types of portfolios are concerned, Bullock and Hawk (2005) present
three types of portfolios: Process, product, and showcase, each with different purposes
of development. Firstly, a process portfolio shows a person’s process in producing
his/her work in a given area over a period of time (e.g., Bullock & Hawk, 2005; Olson,
2003). For example, in an EFL writing course, the main purpose of a process portfolio
is to show the progress of learners’ writing over time with the use of a new approach.
Particularly, learners collect work samples, commonly called evidence, which
represents their writing skills and they put them into a portfolio. More importantly,
reflection on their own progress (both strengths and weaknesses) is based on the
evidence included in the portfolio .

Secondly, a product portfolio is a set of evidence developed over a short period
of time to meet a desired outcome. A product portfolio contains very similar pieces of
evidence, and reflections focus on the strengths of the required evidence. For example,
learners are required to create a portfolio to show the implementation of the ‘writing
process’ in a classroom. The learners’ portfolios present similar evidence including
written work demonstrating each step of the writing process and an editor’s checklists.
Also, reflections probably consist of how the writing process is implemented in the
classroom, what improvements should be necessary for implementing the writing

process, and what changes should be made for the next lesson or unit. A product
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portfolio is chosen in this case because the teacher wants to compare how the learners
implement the writing process. Additionally, s/he can see the strengths and weaknesses
of individual learners and the writing process as a whole.

Finally, a showcase portfolio, which is a collection of a person’s best work, is
chosen by the individual. The purpose of a showcase portfolio is to show an author’s
best work in one or more areas, and reflections emphasize the strengths of the evidence.

In summary, a portfolio which is seen as an organized collection of samples of
a learner’s work showing learning progress over time is developed and predominantly
assessed by learners themselves through clearly predetermined criteria with the help of
the teacher. A portfolio is characterized by nine elements: Collection, range, context
richness, delayed evaluation, selection, student-centered control, reflection and self-
assessment, growth along specific parameters, and development over time.
Furthermore, three types of portfolios, namely a process portfolio, a product portfolio,
and a showcase portfolio are introduced. For this study, a portfolio is created and
developed using a combination of these various types.

2.3.2 Portfolio Assessment

In comparison with traditional approaches to language teaching, portfolios
“permit instruction and assessment to be woven together” (Paulson, Paulson, & Meyer,
1991). This means that a portfolio is used as a learning and evaluation tool. The contents
of a portfolio can vary according to a particular program of assessment and instruction,
yet some items which should be included in a portfolio are a series of examples of their
achievements or their work over time or pieces of writing at various stages of

completion, written responses to reading, reading logs, selected daily work, classroom
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tests, learner self-reflections, observational checklists, unit projects, and audio or video
tapes (e.g., Jones & Shelton, 2011; Lipson & Wixson, 2009).

Weigle (2002) presents the positive impacts of portfolio assessment on learner
autonomy as well as writing performance. Firstly, portfolios enable learners to develop
reflection on and self-awareness of their own learning which may play an important
role in life-long learning. Secondly, a sense of ownership of their writing is developed
through control over the conditions and the contents for writing, which probably leads
to autonomous learning as O’Malley and Pierce (1996) claim that “with portfolio
assessment, learners become self-directed learners who monitor their own progress” (p.
54). Also, Murphy and Camp (1996, as cited in Weigle, 2002) indicate that the process
of creating portfolios provides learners with the ability to assess their own work and
make decisions about what should be put into a portfolio or what parts of the portfolio
should be presented for judgment, the monitoring of their own progress, and setting
their learning goals. Especially, portfolio assessment can help to develop the ability of
self-assessment when learners are given opportunities to evaluate their own work.
Thirdly, writing samples in a portfolio show the development of written language
acquisition. This emphasizes that writing focuses not only on the product but also on
the process. Finally, portfolio assessment provides learners with many opportunities for
revision through delayed evaluation. Several scholars (e.g., Curry & Hewings, 2003;
Hamp-Lyons & Condon, 2000; Weigle, 2002) believe that learners are willing to
improve their weak points if they have a chance to look back on their writing. This
allows learners to enhance their writing competence in a non-threatening learning

environment.
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In the current study, based on all pieces of writing developed over time (from
the first draft, to the revised draft and to the final draft), an end-of-course reflective
essay, reflective journals, editor’s checklists, reflections on writing performance, and
artifacts (e.g., photos, newspapers, advertisements, etc.), the researcher will be able to
evaluate the ability to self-assess learners’ writing tasks, the ability to choose learning
materials supporting the writing tasks, the ability to reflect on learners’ writing, the
ability to work independently, the ability to develop a study plan, the ability to work
cooperatively, and the ability to write essays of different types.

With reference to the teacher’s and the learners’ roles in portfolio assessment,
O’Malley and Pierce (1996) demonstrate that self-assessment and peer assessment are
referred to as the key parts to portfolios. This does not mean that the role of the teacher
in portfolio assessment is underestimated. While learners produce and implement
evaluation criteria, reflect on their learning, set goals, and organize samples of their
work in their portfolios, the teacher serves as a guide and provides feedback for
portfolio assessment. It is suggested that the teacher should evaluate writing samples
by spot checking learners’ self-assessment. This means that the teacher selects some
samples in the learners’ portfolios to evaluate, but does not need to go back over
everything that the learners have already assessed. During the assessment, the teacher
should give constructive and specific feedback on the strengths and weaknesses in a

learner’s work.
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2.4 Instructional Design Models

The purpose of instruction is to help people to learn. It refers to a range of
activities that the teacher uses to help learners to get involved in the learning process
(Gagné, et al., 2005). Accordingly, instructional systems design (ISD) or instructional
design is viewed as a systematic and reflective process of designing performance
objectives, developing instructional strategies, choosing media or creating materials,
and carrying out evaluation (e.g., Branch, 2009; Smith & Ragan, 1999).

Instructional design models are “visualized depictions of the instructional
design process, emphasizing its elements and their relationships” (Smith & Ragan,
1999, p. 7). Most of the instructional design models have the same components, yet a
specific number of procedures and graphic representations may be different. The
following models provide good examples of instructional design models.

2.4.1 The ADDIE Model

The ADDIE model is regarded as the most basic model of the instructional
design process (Gagné, et al., 2005) and a guiding framework for complex learning
situations (Branch, 2009). Thus, it has been commonly used to develop education and
training programs and it includes five phases of analysis, design, development,

implementation, and evaluation with specific aims as described as follows.
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Implement

Figure 2.6 The ADDIE concept (Branch, 2009, p. 2)

The aim of the analyze phase is to describe the actual learning situations and
identify potential causes for a performance gap to support decisions in the next stage.
This phase is composed of the following procedures: (1) validating the performance
gap, (2) determining instructional goals, (3) analyzing learners, (4) auditing available
resources, (5) recommending potential delivery systems (including cost estimates), and
(6) composing a project management plan.

The aim of the design phase is to verify the desired performances and
appropriate testing methods. The main procedures of the design phase are conducting a
task inventory, composing performance objectives, generating testing strategies, and
calculating return on investment.

The aim of the develop phase is to generate and validate the learning resources.
The main procedures often associated with the develop phase are as follows: (1)
generating the content, (2) selecting supporting media that already exist or develop

supporting media for the specific purpose of this project, (3) developing guidance for
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the teacher, (4) developing guidance for the student, (5) conducting formative revisions,
and (6) conducting a pilot test.

The aim of the implement phase is to prepare the learning environment and
engage the students. Preparing the teacher and preparing the student are the two main
procedures of the implement phase.

The aim of the evaluate phase is to assess the quality of the instructional
products and processes before and after implementation. The main procedures of the
evaluate phase are (1) determining the evaluation criteria for all aspects of the ADDIE
process, (2) selecting or creating all of the evaluation tools that will be required to
complete the entire ADDIE process, and (3) conducting an evaluation.

2.4.2 The Dick and Carey Systems Approach Model for Designing Instruction

The Dick and Carey systems approach model shown in Figure 2.7 is one of the
most influential instructional design models. When compared to the ADDIE model,
The Dick and Carey (2005) model also includes five core elements of analysis, design,
development, implementation, and evaluation; however, it is likely to be more

complicated as it has nine procedural steps.
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Figure 2.7 Dick and Carey systems approach model for designing instruction

(Dick, Carey, & Carey, 2005, p. 1)

The first step is identifying instructional goal(s) which determines what
instructional designers want learners to achieve after the completion of the instruction.

The second step includes conducting instructional analysis. The key aim of
instructional analysis is to determine skills, knowledge, and attitudes that should be
included in the instruction.

The third step is analyzing learners and contexts. Besides instructional analysis,
the designers should determine characteristics of learners, e.g., learners’ current skills,
preferences, and attitudes and contexts in which the instruction will be delivered.

The fourth step is writing performance objectives. On the basis of the
instructional analysis and analysis of learners and contexts, specific statements of what

learners are able to do after the instruction is completed. For example, statements which
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are derived from skills identified in instructional analysis will determine skills to be
learned and contexts or conditions under which the skills must be performed.

The fifth step is developing assessment instruments. The assessment
instruments will be developed based on the conditions, behavior, and criteria included
in the objectives identified earlier.

The sixth step is developing instructional strategy. The strategy used to achieve
the terminal objective includes pre-instructional activities, presentation of content,
learner participation, assessment, and follow-through activities. The designer should
consider both learning theories and characteristics of the media whereby the instruction
will be delivered.

The seventh step is developing and selecting instructional materials which
contains guidance for learners, instructional materials (e.g., instructor’s guides,
students” modules, overhead transparencies, videotape, computer-based multimedia
formats, and web pages for distance learning), and assessments. The development of
original materials depends on the availability of relevant materials and the types of
learning outcomes.

The next step is developing and constructing formative evaluation of
instruction. The key purpose of this step is to help to evaluate the value of the
instructional goals. Three types of formative evaluation of instruction are identified as
one-to-one evaluation, small-group evaluation, and field-trial evaluation.

The last step of the design and development process is revising instruction. Data
collected from the formative evaluation are used for revision of the instruction.

Even though designing and conducting summative evaluation is included in the

model, it is not considered an integral part of the instructional design process as the
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designer is not involved in this step. Instead, the designer is referred to as an
independent evaluator.

In this study, the step of designing and conducting summative evaluation was
adapted to construct the PLAD model because the teacher in this context should give
feedback on learners’ learning performance before a new learning cycle starts.

2.4.3 The ASSURE Model

Unlike the above-mentioned models, the focus of the ASSURE model is to plan
and conduct instruction that incorporates media and technology (Smaldino, et al.,
2005). ASSURE, an acronym of Analyze, Set, Select, Utilize, Require, and Evaluate,
aims to assure effective instruction. In particular, this model contains six steps as
illustrated in Figure 2.8. This model is included in this section because its steps are
associated with learning activities that learners may carry out in this study.

1. Analyze learners: When analyzing learners, the designer or instructor should
consider general characteristics (e.g., age, grade level, learning styles, job
or position, cultural and socioeconomic factors), specific entry
competencies (e.g., knowledge and skill, prerequisite skills, target skill and
attitudes), and learning styles (spectrum of psychological traits, e.g.,
anxiety, aptitude, audio-visual preferences, motivation, etc.) although it is
not feasible to analyze every trait of learners.

2. State objectives: The aim of the second step is to determine what learning
outcome every learner is expected to achieve after the completion of the
instruction.

3. Select method, media, and materials: The selection has three steps: (1)

choosing an appropriate method for a given learning task; (2) choosing a
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media format (e.g., flip chart, slides, audio, video, computer multimedia)
which is appropriate for the method; and (3) choosing, modifying, and
designing specific materials in that media format. For the last step, the
instructor can select available materials, modify existing materials, or
design new materials.

Utilize media and materials: When applying materials and media in a
classroom, the instructor should preview the materials to ensure that they
are appropriate for the audience and for its objectives. Next, the instructor
needs to prepare the materials and media to support the activities that are
planned. The instructor should make sure that wherever he/she is in a
classroom, in a laboratory or in the field, all facilities are available for the
learners to use the materials and media. In addition, the learners should be
prepared for a lesson. This requires a proper warm-up activity, e.g., an
introduction giving an overview of the content of a lesson or a rationale
explaining how a new lesson is related to the old one. Finally, the instructor
should provide learning experiences for their students. In a student-centered
class, the instructor plays a role as a facilitator to help the students to explore
new knowledge from different sources, to prepare for a portfolio, or to
present information to their classmates.

Require learners’ participation: The instructor/designer needs to find ways
to keep learners participating in class activities since active participation in
the learning process can enhance learning achievements.

Evaluate and revise: Evaluation and revision is an essential part of the

instruction development. It is not the end of the instruction, rather it is a
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starting point for the next stage and the continuing cycle of the model. The
purposes of this step are to assess learner achievement and evaluate the

methods and media employed throughout the instruction.

1.
Analyze

learners

6.
Evaluate

2. State

objectives
and revise

3. Select
method,
media or

mmbaviala

5. Require

learner’s

participati
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media and

materials

Figure 2.8 The ASSURE Model (Smaldino, et al., 2005, p. 49)

In brief, all the models which involve five phases of analysis, design,
development, implementation, and evaluation are widely used in education and training
programs. However, the procedural steps of the models vary to some extent in their
focus. The differences enable these models to support each other, rather than keeping
them isolated. For this study, ISD models serve as a guideline which helps the
researcher to design the portfolio-based learner autonomy development model (see

section 3.6.2).
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2.5 Previous Studies

In order to give an overall picture of the concept of learner autonomy and
approaches to promoting learner autonomy in EFL/ESL learning, twenty-seven
previous studies are summarized with their major elements including focus of study,
participants and setting, research design, data collection methods, data analysis, and
findings. Accordingly, some lessons can be learned and applied in the current study and
a research gap might also be identified.

For a clearer picture of approaches to the development of learner autonomy,
seven out of twenty-seven previous studies are selected for more detailed summaries
below since they refer to learning tools such as the Internet, learning portfolios,
electronic portfolios (e-portfolios), the web 2.0 course management system, learning
contracts, and online learning environments in different contexts.

Macia, et al. (2003) conducted a study on developing learner autonomy through
a virtual EAP (English for Academic Purposes) course. The participants of the study
were twenty-nine students from eight Catalan universities. The participants were
required to jot down their views and attitudes on language and learning in the mailbox
or the classroom forum. Thus, the data of the study were obtained through electronic
documents and e-mail messages. The data were analyzed qualitatively by identifying
and categorizing ideas related to learner autonomy. The findings indicated that the
participants did not see the course as an end itself, but rather a process, i.e., they took
opportunities to practice the language through exposure. Furthermore, the participants
were aware of the idiosyncratic features of a virtual learning environment and

acknowledged the benefits of the Internet as a language learning tool.
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In addition, Biiyiilkdumana and Sirina (2010) investigated the effects of a
learning portfolio, a constructivist evaluation tool, on enhancing learner autonomy.
This study was a kind of survey research with a five-point Likert questionnaire which
consisted of fourteen questions. The questionnaire was delivered to sixty Turkish
university students who were from four different upper-intermediate classes right after
the instructional process ended. They knew about learning by means of a portfolio
process and the rationale behind the learning portfolio since they had gone through the
learning process three times prior to the study. The findings of the study showed the
benefits of a learning portfolio, i.e., it helped learners to take on responsibility, do some
research, be aware of their strengths and weaknesses, and it also gave them
opportunities to learn at their own pace. This means that a learning portfolio can be
used to assist the participants to become autonomous learners, although they still need
a teachers’ guidance.

Similarly, Chau and Cheng (2010) explored the use of portfolios for
independent learning. However, they explored the use of another kind of portfolios,
namely, e-portfolios. The participants consisted of sixty-three Chinese undergraduate
students at Hong Kong Polytechnic University from twenty-one academic disciplines
and thirteen English language teachers who served as cheerleaders. Data were collected
via semi-structured interviews, documents in students’ e-portfolios, and students’
reflective entries. The data were qualitatively analyzed to identify the main topics. The
findings reported that e-portfolios served as instruments for planning, monitoring and
reflection of learning. Thus, students could identify goals and make choice of artifacts
using technological skills appropriate for the task or they could modify their goals

and/or adjust strategies for further improvement. However, there remained some
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challenges concerning students, teachers, and institutions, e.g., the ‘clone’ phenomenon
of student performance, teacher identity, and institutional policy.

In another study, Sanprasert (2010) carried out a study on course management
at Kasetsart University, Thailand. The aim of the study was to find out changes in
students’ perceptions and in their autonomous learning practices when a course
management system was integrated into an English course. A kind of mixed methods
was employed in this study. An open-ended questionnaire and journals were employed
as the data collection tools. The questionnaire was delivered to fifty-seven Thai students
in either the experimental group or the control group at the beginning and at the end of
the course. Furthermore, the participants were required to write weekly journals. The
participants in the experimental group wrote their opinions and comments on the
M@xLearn system which was developed by the Faculty of Engineering, Kasetsart
University, Bangkok, Thailand. The teacher-researcher and the students classmates
were able to access each other’s journals. By contrast, the participants in the control
group wrote their journals on paper and only the teacher could read and give feedback.
The content of the journals was about the process of learning, questions, reflections,
suggestions or even complaints. The study discovered that the system offered
environment and structures to encourage the participants to take control of their
learning. They also developed reactive autonomy, learned to work collaboratively, and
organized their resources autonomously under the teacher’s direction.

Recently, Ismail and Yusof (2012) focused on promoting learner autonomy
through a learning contract which was referred to as a formal, written agreement
between the teacher and students about what to learn and how to measure their learning.

It could be a diary, a log, a journal, or a reflective tool. Both qualitative and quantitative
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approaches were employed in this paper. The qualitative data were collected through
the learner contracts, the transcripts of the conference, and the interviews were coded
into significant categories for the content analysis. Meanwhile, the quantitative data
obtained via the questionnaire were tabulated and presented in percentages and
frequencies. The participants were 141 ESL Malay university freshmen taking an
English language proficiency course. They were guided how to plan their own learning
contracts. At the end of the course, they submitted their contracts to the researcher.
Only twenty-two out of 141 students took part in the learner conferences and
interviews. The results showed the potential of using learning contracts for language
learning through students’ positive experiences in carrying out learning contract
activities, which may lead to the promotion of learner autonomy.

In the context of language learning in Vietnam, Dang (2012) conducted a study
with 562 Vietnamese undergraduate students from four universities across Vietnam to
investigate the students’ perceptions of learner autonomy and their performance in
online and offline learning environments. The quantitative and qualitative data were
obtained by a survey questionnaire, log records, and a semi-structured interview. The
results demonstrated that students probably viewed learning as a product itself with
ultimate scores rather than a process of their learning experiences. In addition, the
author explored the socio-cultural factors that might shape learner autonomy, and the
factors influencing students’ autonomous learning, such as their technological
competence, learning attitudes, and goal orientation. Even though this study was carried
out with a large sample and an elaborate research design, there were some drawbacks.
For example, the researcher did not take part in the study as a participant. Instead, three

teachers of English were invited to be in charge of Listening-Speaking courses with
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five classes; however, none of the teachers had used an online learning environment
before this investigation. Clearly this affects the reliability and validity of the study to
some extent.

More recently, a theoretical study conducted by Lam (2013) addressed the
promotion of self-regulated learning (SRL) through portfolio assessment (PA) in EFL
writing classrooms with the focus on developing a conceptual model of SRL through
PA. This model was constructed on the basis of Butler and Winne’s (1995) conceptual
model involving a feedback process and the principles of PA. The model consisting of
nine steps showed the relationship between PA, SRL, and feedback. In the first step,
portfolio tasks are first introduced to learners in an academic writing course. In the
second step, learners endeavor to equip themselves with text and strategy knowledge
and willingness (i.e., confidence, motivation, beliefs, etc.) to take the course. In the
third step, learners set learning goals. In the fourth step, learners choose writing
strategies to perform different portfolio tasks. For the fifth step, learners self-assess
their writing to see whether or not their writing performance and composing strategies
reach the predetermined goals. In the sixth step, learners self-monitor their progress by
means of internal feedback (i.e., they collect, reflect, and select writing products which
best represent their writing ability throughout the portfolio process). The seventh step
concerns internal feedback that requires learners to decide on the best drafts to put into
their portfolios for evaluation by their peers and/or the teacher in the eighth step. The
external feedback refers to either linguistic assistance from peers and/or the teacher or
the resources found by the learners (e.g., use of dictionaries, library searches, and
printed or online reference materials). In the ninth step, delayed evaluation in which

learners can incorporate internal feedback and external feedback into their drafts, and



72

formative feedback provides learners with an opportunity to look back on steps one to
four. It was noted, moreover, that six recommendations for EFL writing contexts,
namely format, procedure, function, feedback, affect, and alignment were presented in
detail with an attempt to help language teachers to apply the model in their teaching
practices to foster SRL.

In summary, twenty-seven previous studies aimed at investigating approaches
to or perceptions of fostering learner autonomy in EFL contexts. Most of the studies
were related to technology-based learning while a few of them aimed at exploring
students’ perceptions or beliefs in their readiness for autonomy using learning tools,
such as learning contracts, blogs, and (electronic) portfolios.

Regarding research methods, a mixed-methods design was the most commonly
used and others were conducted with either pure qualitative research or pure
quantitative research. It seems that a mixed-methods design was the optimal choice to
address the research problems.

It is noteworthy that all the participants of the previous studies were university
students, and the number of participants was compatible with the research design.
Inevitably, quantitative research and mixed methods research were often conducted
with a large number of participants for generalizability. The largest number of
participants of all was a total of 769 in a study which used a mix-methods approach to
the research. By contrast, qualitative research was carried out with a small number of
participants because this kind of research focused on gaining in-depth information. The
smallest number of participants employed in a qualitative study was four.

With regard to the data collection methods, in addition to the most popular

instruments, e.g., questionnaire and interviews, a variety of instruments such as
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journals, log records, self-reports, electronic documents, email messages, class syllabi,
anecdotal records, classroom observations, self-assessments, self-reflections were also
used as a means to elicit approaches to developing learner autonomy.

The data in most of the studies were collected and analyzed quantitatively and
qualitatively. For quantitative data, descriptive statistics, factor analysis, t-tests or one-
way ANOVA, and correlation analysis were the most commonly used methods of
analysis, whereas content analysis was used to analyze qualitative data.

Even though each study had its own focus, they obtained the following common
findings. Firstly, technology had positive effects on learner autonomy, i.e., it could help
to increase students’ interest and motivation in learning a language, and offer
environment and structures to encourage students to take control of their learning.
Secondly, students seemed to be ready to take responsibility for their learning, yet they
did not have many opportunities to do so. Student participants believed that they were
responsible for their own learning and when they were offered opportunities, they had
a positive attitude toward an autonomous learning environment, or they thought that
learner autonomy was important in an EFL classroom. In practice, however, they had
not been provided with such opportunities since their performance tended to be assessed
through fixed score systems. Thirdly, the findings showed the effects of (e)-portfolios
on learner autonomy. Particularly, portfolios helped students to take responsibility for
their learning, conduct some research, identify their strengths and weaknesses and have
opportunities to learn at their own pace, whereas electronic portfolios enabled students
to identify goals, to make choices about artifacts, and to modify strategies for further

improvement. However, Aliweh’s (2011) study reported that there were no significant
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effects of electronic portfolios on writing competence or learner autonomy due to
extraneous variables.

Not only do the previous studies provide useful lessons that can be applied in
this study, but they also help the researcher to identify a research gap to be filled.
Therefore, the present study will be conducted with a mixed-methods research approach
by collecting both quantitative and qualitative data through a range of data collection
instruments, such as questionnaires, interviews, tests, portfolios, and reflection
journals. In addition, measures for data analysis which can be used in this study
comprise descriptive statistics, t-tests, and content analysis. Based on the findings of
the previous studies, the researcher will also attempt to investigate the potential effects
of portfolios in the context of language teaching and learning in Vietnam. Aside from
the earlier-discussed issues, the researcher would like to explore other aspects in the
present study that might not yet have been studied previously. Specifically, to the
knowledge of the researcher, there have not been any studies which have been
conducted to explore the significant effects of portfolios on learner autonomy and their
writing ability in the EFL context or, more interestingly, a portfolio-based model for

developing learner autonomy in an EFL writing context.

2.6 Summary

This chapter has discussed the relevant literature including the concept of
learner autonomy, the nature of writing, portfolios, and previous studies, which shed
light on the content of the next chapters. This literature review started with the
theoretical background of learner autonomy which included its definition,

characteristics of an autonomous learner, and assessment methods for autonomous
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learning. Then knowledge of writing skills and the teaching of writing has been
addressed. Next, the definitions of portfolios and portfolio assessment have been
reviewed in this chapter. In addition, various instructional design models have been
presented. The chapter ended with a summary of previous studies regarding learner

autonomy. The research methodology will be presented in the next chapter.



CHAPTER 3

RESEARCH METHODOLOGY

This chapter describes the research methodology used to achieve the objectives
determined in Chapter 1. It consists of details about the research design, the research
setting, the participants, training the learners, the instruments, the data collection and
the analysis, and the pilot study. Ethical issues are also discussed as an important part

of this study.

3.1 Research Questions

The main focus of this study was on the construction of a model for developing
learner autonomy through the use of portfolios in an EFL writing course (the PLAD
model) at Nong Lam University (NLU), Ho Chi Minh City (HCMC). In order to
achieve the objectives of the study, the following research questions were formulated:

1. Does the PLAD model help to develop learner autonomy in an EFL writing
course? If so, how?

2. Does the PLAD model help to develop learners’ writing competence during the
course? If so, how? Which writing strategies are the most preferred by the

learners?
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3. What are the learners’ perceptions of the PLAD model? What factors contribute
to their support for or resistance to promoting learner autonomy through the use

of a portfolio in the writing course?

3.2 Research Design

Mixed-methods research, a combination of qualitative and quantitative
research, is often used in educational research as “it is less likely that [researchers] miss
something important or make a mistake” (Johnson & Christensen, 2012, p. 51). More
importantly, when both of the methods are concurrently employed in a study, they can
support each other. This combination can occur concurrently or sequentially (i.e., one
part first and the other second) to answer a research question (Johnson & Christensen,
2012). That is why mixed-methods research was employed in this study.

Specifically, this study is a kind of quasi-experimental research using an intact
class as Seliger and Shohamy (1997) demonstrates, “[quasi-experimental] research is
conducted under conditions in which it is difficult to control many of the variables and
in which subjects cannot be assigned to special groups for the purposes of the research”
(p. 148). This means that the sample of this research was selected based on the
availability of the participants. Regarding data collection methods, it was noteworthy
that this study was qualitative-focused research, thus qualitative data were obtained by
most of the instruments including a questionnaire with open-ended items, a semi-
structured interview, and portfolios. Moreover, quantitative data were collected through
tests and a questionnaire with closed-ended items. The specific steps of the research

design are illustrated in Figure 3.1.
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1. Construction of
model

O
2. Pilot study

(2
3. Main study

O

4. Evaluation and
revision of model

<O

5. PLAD model

Figure 3.1 Research procedure

Step 1: Construction of model

After the review of related literature, previous studies, as well as the analysis
and synthesis of the structure of the model, e.g., the stages of the model, the factors and
information that should be included, etc. were examined. Finally, the components were
identified. For this study, the PLAD model was composed of twelve steps (see section
3.6.2).

In order to validate the model before implementation, it was evaluated by three
experts who specialized in instructional model design, EFL, and learner autonomy by
means of the review form (see Appendix A) so that these experts were able to provide
comments on what items should be used and what items should be modified or
removed. Then the model was revised accordingly and modified based on the

information collected from the evaluation by the experts.
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Step 2: Pilot study

The ultimate goal of the pilot study was to examine whether or not the PLAD
model was workable. In this study, a lesson plan, a representation of the model, was
first tested for nine hours (one unit) and then tried out in a class which it was assumed
would be similar to that of the main study. During the pilot study, the research
instruments such as the portfolio, the questionnaire, the test, and the semi-structured
interview were also conducted. Some adjustments were made after the pilot study.

Step 3: Main study

In this step, the proposed model was implemented in the class. There were three
main steps: Pre-training, implementation of the model and data collection. Before the
implementation, pre-training was offered to learners. During and after the full
implementation of the model, the data were collected. The details of data collection are
discussed in section 3.8.

Step 4: Evaluation and revision of model

The model was evaluated and revised by the researcher using the results
obtained from the main study. After that, the revision of the model was checked by the
supervisor of the researcher.

Step 5: The PLAD model

The Portfolio-based Learner Autonomy Development (PLAD) model was

completed and applied in later writing courses.
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3.3 Research Setting

This study was undertaken at the Faculty of Foreign Languages (FFL) of Nong
Lam University (NLU), Ho Chi Minh City, Vietnam. FFL comprises the departments
of Foreign Literature, TESOL Methodology, Applied Linguistics, English for Specific
Purposes (ESP), and Management. All teaching staff at FFL currently have at least
Master’s degrees and nine years’ experience of English teaching. In order to be English
majors at FFL, learners have to pass the national university entrance exams which
consist of three subjects: Mathematics, Literature, and English.

According to the official curriculum, the Bachelor of Arts training program is
composed of two phases: A general phase and a specialized phase which are taught in
eight terms. The courses in the first four terms focus on language practice, including
listening, speaking, reading, writing, pronunciation, and grammar. English majors are
required to take three general writing courses in the first three semesters before the
IELTS-oriented writing course taught in the fourth semester. There are thirty hours for
Writing | or Writing 1l, whereas Writing 111 is forty-five hours. Writing | aims at
providing knowledge concerning grammar and structure in order for learners to make
complete sentences; the focal point of Writing Il is to help learners to study various
kinds of paragraphs and then to write up a certain paragraph; and Writing 111 focuses
on writing up an essay, all of which serve as the basis for the later IELTS-oriented
writing course. This study focused on Writing 111 and was scheduled in the third term.
It is important to note that the general phase is compulsory, i.e., all learners need to
complete all courses in this phase.

Another important factor in the quality of training is the school facilities. The

facilities at FFL have been considerably upgraded in recent years. Concerning class
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size, there is a maximum of 35 learners in a class. Language learners may have many
opportunities for practice in such a small class. In addition to the facilities at FFL,
learners can make use of the useful resources in the NLU library. For self-study, there
is a self-access center in the library equipped with computers, and learners can access

the Internet at their convenience with the help of the library staff.

3.4 Participants

The participants comprised thirty-five second-year English majors at FFL-NLU
who were selected by using the convenience sampling method. This means that the
researcher randomly chose one class that was arranged by the online registration
system. Of the thirty-five participants, there were seven males (20%) and twenty-eight
females (80%). The findings obtained from the questionnaire showed that all the
participants had known about learner autonomy before attending the writing course
despite the different levels. Most of them (80%) believed that they knew about learner
autonomy from teachers, the Internet, friends/seniors, books, newspapers, movies, and
relatives, whereas a few participants (20%) were not sure about characteristics of
learner autonomy, although they had ever heard about it before.

In addition, the participants had to take the first two writing courses prior to this
course. Hence, they were supposed to know about the writing process (e.g., planning,
drafting, revising, editing, etc.) and have knowledge of different types of paragraphs
which is a good background for this course because the format of the textbook for essay
writing is similar to that for paragraph writing.

As for the semi-structured interview, ten out of thirty-five participants were

selected for the focus group semi-structured interview on the basis of their responses to
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the question: “Do you like to use a portfolio to develop learner autonomy in the writing
course?” in the questionnaire. Their responses were sorted into two groups: ‘yes’ and
‘no’. Five respondents in each group whose portfolios contained sufficient information
were chosen for the group semi-structured interviews. Ten participants were
purposefully selected for the group semi-structured interview conducted one day after
the final test on the basis of the following requirements:
e The portfolio included three main components, namely writing drafts,
artifacts, and reflections and self-assessment. In particular, the reflections
had to be clear and relevant.

e The responses to the questionnaire had to be clear and informative.

3.5 Writing Course

3.5.1 Course Description

Writing III was designed to enhance learners’ academic essay writing skills. It
was hoped that learners could make use of their knowledge of sentence structures and
paragraph writing acquired from their studies in Writing I and Il in their class.

As noted earlier, Writing 111, which lasted for forty-five hours, was covered
within 15 weeks consisting of one week for a mid-term test (i.e., there were fourteen
weeks for teaching). This course was normally designed to provide learners with
opportunities to write an academic essay, thus it was expected, through the writing
practice, that students would be able to write an essay of different types (e.g.,
descriptive essays, opinion essays, comparison and contrast essays, and cause and effect

essays) at the end of the course. For this study, moreover, learners were able to learn
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autonomously and to deploy a portfolio in the writing course. The detailed course
procedure for this study is presented in Appendix B.

The course contained pre-training in relation to learner autonomy, writing skills,
and a portfolio as well as five units with different focuses (see Appendix B). The
purpose of the pre-training was to help the participants to understand and be aware of
the issues they were going to deal with (e.g., the concept of learner autonomy, writing
skills, and a portfolio). After perceiving these issues, the participants set their long-term
(the whole course) and short-term (Unit 1) goals and created a study plan for Unit 1 that
served as a guideline in which the participants applied what they achieved from the pre-
training into a real-life situation. Thus, the participants chose learning activities (e.g.,
lectures, presentation, discussion, or self-study) and collected learning materials
concerning the differences and the similarities between a paragraph and an essay to put
into their portfolio. In the following units (Units 2 & 4), the participants implemented
the steps of the PLAD model with the help of the teacher. For example, they did not
know how to search for the learning resources to support an opinion essay. The teacher
suggested some resources to them such as the library, the Internet, newspapers. They
then made decisions about their favorite resources and found the necessary information
to solve their problem. In this regard, the teacher was a facilitator, a counselor, and a
resource. In the last two units (Units 5 & 6), the participants carried out the steps of the
PLAD model on their own, they themselves set learning goals, created a study plan,
had freedom to choose learning issues (e.g., learning activities, materials, and writing
strategies), self-assessed their writing pieces, and reflected on their learning
achievements. The classification of the course was based on Nunan’s (1997) model

consisting of five levels of autonomy: Awareness, involvement, intervention, creation,
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and transcendence. It is worth noting that learners reflected on the strengths and the
weaknesses of the learning activities, the difficulties they encountered, and suggestions
for the next lesson or unit. They also made a choice of the documents and artifacts that
should be included in their portfolios in each unit.

3.5.2 The Textbook

The textbook of this course, Effective Academic Writing 2, written by Savage
and Mayer (2005), was published by Oxford University Press. It includes six units,
namely paragraph to short essay, descriptive essays, narrative essays, opinion essays,
comparison and contrast essays, and cause and effect essays. As scheduled, however,
the third unit, ‘narrative essays’, was not covered in this course because of the time
limit. The textbook is one of a three book series which aims at providing learners and
teachers with a practical and efficient approach to learning skills, knowledge, and
strategies that are necessary for the coursework. It introduces academic essays to
learners at intermediate level. The first unit reviews the paragraph structure and
introduces how to develop and format an academic essay. The following units present
different patterns of essays that learners need to master. Relevant grammatical points
are introduced in each unit in order to support learners’ writing. This textbook includes
the necessary elements for college writing, e.g., authentic texts written by other learners
on the same topic, concise and effective language presentations, useful writing outlines,
collaborative learning activities, editing exercises and checklists, and learner-friendly
appendices.

The structure of each unit consists of five parts which offer opportunities for
learners to practice step by step. In the first part, ‘stimulating ideas’, authentic texts are

given to help learners to connect their own knowledge and experiences with the writer’s
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ideas. Then learners move on to freewriting in which they can explore the topic
regardless of mistakes about grammar and organization. Part 2, ‘brainstorming and
outlining’, provides learners with opportunities to brainstorm ideas and vocabulary that
they need for their writing. After that, learners make an outline for an essay by using
the knowledge about rhetorical organizational features they have learned previously.
The third part is ‘developing your ideas’. The ultimate goal of this part is that learners
are able to produce the first draft by means of developing their ideas based on the
outline. Learners then use a peer review checklist to check each other’s writing. After
the completion of the first draft with peer reviews, learners edit their writing and
produce the final draft in the following part, ‘editing your writing’. The last part, named
‘putting it all together’, summarizes all the parts of a unit. Learners write a timed essay
with the same rhetorical focus but on a different topic.

Most of the parts given in the textbook (e.g., stimulating ideas, brainstorming
and outlining, developing your ideas, editing your writing, and putting it all together)
were introduced throughout the course for this study through presentation and/or
discussion. For example, the teacher posed a question: “What does an essay mean to
you?”. Learners discussed in pair or group how to give a definition of an essay. A few
sub-parts like freewriting, brainstorming ideas, brainstorming vocabulary, a sample
student essay, etc. were modified to get learners involved in learning activities as
autonomous learners. For instance, the participants had freedom to make use of
materials for their writing from various sources in lieu of using the photos, exercises or
texts available in the textbook. In doing so, learners were able to promote not only their

autonomy but also enrich their writing.
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3.5.3 Course Evaluation

The evaluation criteria for the writing class were composed of five elements
(see Appendix B), namely attendance (10%), group work (10%), assignments (20%),
the mid-term test (30%), and the final test (30%). The participants had to attend a
succession of fifteen class meetings in one term. Regarding group work, four units (e.g.,
‘descriptive essays’, ‘opinion essays’, ‘comparison and contrast essays’, and ‘cause and
effect essays’) were divided into twelve parts for twelve groups of three (see Appendix
B). Learners had freedom to choose partners, cast lots for the content they dealt with
and choose their own presentation methods. This means that each unit fell into three
parts, and each group of learners was responsible for presenting one part. In addition to
the presentations, the participants’ efforts in making questions and answering questions
from the teacher and/or peers were taken into account. After each unit, the participants
wrote a timed essay as an assignment.

After the first three units, the mid-term test was carried out with the content that
learners had produced during the first eight weeks, and the final test addressed the
content of the last two units. However, the format of the mid-term test was similar to
that of the final test which was evaluated on the basis of the following criteria: Content
(30%), language use (25%), organization (20%), vocabulary (20%), and mechanics,
e.g., spelling and punctuation (5%).

With reference to the grading scheme, according to Decision No. 43/2007/Qb-
BGDDT on the regulations of credit-based training at the tertiary level, learning
performance is evaluated by means of a 10-band marking scheme and converted into
letter-grade equivalents: A (8.5-10), B (7.0-8.4),C (5.5-6.9), D (4.0-5.4),and F

(0—3.9). Learners’ grade point average (GPA) for each term is calculated by the grades
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of A, B, C, D, and F which are ranked from A (equivalent to 4), B (equivalent to 3), C
(equivalent to 2), D (equivalent to 1), and F (equivalent to 0). After each term, the GPA
of learners must be at least C. If they get a D or even an F for a course, they need to
take the course again to improve their grade. For this study, the 10-point grading scale
applied to evaluate learners’ writing performance in the course of Writing Il was
converted letter-grade equivalents as presented in Table 3.1.

Table 3.1 A Grade Conversion Scale

Points Grade point Letter-grade
Level i .
earned equivalent equivalent
Excellent 10-8.5 4 A
Good 8.4-7.0 3 B
Fair 6.9-5.5 2 C
Average 5.4-4.0 1 D
Poor 3.9-0 0 F

3.6 Learner Training

The notion of learner training is not new, yet it is acknowledged in different
views. Despite the different views on what learner training means, researchers probably
agree that learner training aims at preparing learners for autonomous learning. More
obviously, learner training focuses on how to learn rather than what to learn (Ellis &
Sinclair, 1989). Learners should be given training concerning both psychological
preparation and methodological preparation. The aim of psychological preparation is to
help learners to build their confidence and a sense of responsibility, and that of

methodological preparation is to equip learners with strategies and techniques for
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autonomous learning. Thus, it was necessary to present learner training as an important
step to prepare learners for learner autonomy in this study.

3.6.1 Pre-training

For this study, the pre-training, which gave an introduction to the learning
program, took about six hours. Major issues such as learners’ learning styles, an
introduction to autonomous learning, a study plan, writing strategies and process,
scoring schemes, and portfolio development needed to be included in the pre-training
as illustrated in Figure 3.2. The aim of the pre-training is to help the participants to gain
more confident and know what they are going to do because most of these issues are

new to them.

1. Identification 2. Introduction to 3. Creation of a
of learning styles learner autonomy study plan

&

. 4. Writing
6. Portfolios <::| 55' csh%?rqlensg <:| strategies &
process

Figure 3.2 Pre-training procedure

First of all, learning styles (see Appendix C) were identified before the course
since it may help to raise learners’ awareness of their present learning styles as well as
their existing writing ability. Specifically, the participants chose their preferred learning
styles and read the description of their learning styles which were pasted on the
classroom walls. Participants who had common learning styles were put together in a

discussion group and then they shared their experiences with the other groups.
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Secondly, a general introduction to an autonomous learning environment was
shown via two video clips of autonomous learning and teacher-directed learning
environments downloaded from the webpage https://www.youtube.com. After that,
there was a discussion about the differences of the videos amongst the participants so
that learners had a general view on learner autonomy. Finally, the knowledge of degrees
of learner autonomy created by Nunan (1997), including awareness, involvement,
intervention, creation, and transcendence was introduced to learners so as to raise their
awareness of learner autonomy. It was apparent that these degrees were manifested
through the pre-training, i.e., they were able to be aware of what they were going to
learn, got involved in writing strategies, modified and created a study plan, etc.

Thirdly, the participants were guided how to plan their learning by catering for
a sample study plan which consisted of the estimated learning time and date, learning
goals, and general and specific strategies to achieve the goals (see Appendix D). This
step aimed at enabling learners to make a feasible study plan for their learning.

Fourthly, a list of writing strategies (see Appendix E) and the writing process
was introduced to learners in the pre-training. The teacher showed writing strategies
and the writing process to the learners. Learners first discussed these strategies with
their partners and supplemented their own writing strategies. Then they made a choice
of writing strategies that were supposed to help to develop the writing tasks. In addition,
the writing process was included in the pre-training so that learners were able to take
note of the steps they needed to carry out to complete a writing task. More importantly,
learners had an opportunity to choose learning activities, materials, and topics used in
their learning process. In ‘stimulating ideas’, for instance, they could choose one

activity from a range of activities (e.g., discussing the picture available in the textbook
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with partners, discussing the picture they found with their partners, or discussing the
content of a video with partners).

Fifthly, it was necessary for the participants to know how to score their own
writing. The participants worked in groups of three or four to score three different
sample writing pieces based upon a writing assessment rubric (see Table 2.3). This was
followed by discussions on the strengths and weaknesses of each writing piece.

Finally, learners needed to know what a portfolio is, what items it includes, how
itis used, and why it is used in the course. More importantly, learners should know how
to create and develop a portfolio. Therefore, the teacher showed a sample portfolio to
learners as an example. Furthermore, learners assessed and graded their own portfolios
and their peers’ portfolios using a portfolio assessment checklist with evaluation criteria
(see Appendix M). A detailed description of the portfolio is presented in section 3.7.3.

In summary, the students were given an introduction to learning styles, the
autonomous learning environment, a study plan, writing strategies and process, scoring
schemes, and a portfolio aimed at helping to raise learners’ awareness of what they
were going to deal with. The pre-training was believed to contribute to the success of
this study; thus, it was essential to introduce these issues to learners prior to the course.

3.6.2 Portfolio-based Learner Autonomy Development

Writing 111 was taught with the use of a portfolio-based learner autonomy
development model (see Figure 3.3) that was adapted from Lam’s (2013) conceptual
model of self-regulated learning in a context of portfolio assessment (see section 2.5),
Huitt's (2003) model of teaching/learning process which consists of four components:
Context (i.e., all factors outside the classroom which may influence teaching and

learning), input (i.e., what learners and teachers bring into the classroom process), the
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classroom process (i.e., the teacher’s and learners’ behaviors in a classroom), and
output (i.e., measures of learners’ learning), and instructional design (ISD) models,
namely the ADDIE model, the Dick and Carey systems approach model, and the
ASSURE Model (see section 2.4).

In addition to the adaptation of Lam’s (2013) conceptual model, Huitt's (2003)
model of teaching/learning process, and ISD models, the PLAD model was
supplemented with other components of learner autonomy, such as creating a study plan
and selecting resources. In order for readers to get more understanding of the model, its
specific steps are described below. It is important to note that the arrows reflect the
process of the PLAD model from the first step, portfolio tasks, to the last step,
summative evaluation. The double arrows refer to the interrelation between self-
monitoring and other processes through learners’ internal feedback.

(1) Portfolio tasks

As stated in section 2.3.1, a portfolio includes written work samples and self-
assessment. Accordingly, the portfolio tasks in each unit of the essay writing course
consist of various pieces of writing (e.g., first drafts, revised drafts, and final drafts),
self-assessment using the self-assessment checklist and the writing assessment rubric,
reflection (e.g., writing logs, reflection on likes and dislikes of the course), and artifacts

related to the writing topic.
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Figure 3.3 The proposed portfolio-based learner autonomy development (PLAD)

model in an EFL writing course

(2) Input

Learners have to equip themselves with the ability to use their knowledge of

texts and writing strategies as well as willingness concerning motivation and confidence

because learner autonomy prefers that learners get actively involved in their own

learning process (Nunan & Lamb, 1996). This means that learners need to get involved

in the decision-making process.
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(3) Setting goals

There are two types of learning goals set by learners: Long-term and short-term
goals. The long-term goals address what learners expect to achieve throughout the
writing course, whereas the short-term goals focus on what they expect to achieve in
each unit. Specifically, learners first analyze their language needs and choose writing
strategies that they would like to employ in their writing tasks. They then set their long-
term goals to see the overall picture of what they are going to achieve after the course.
Finally, they set the short-term goals for each unit.

(4) Creating a study plan

Based upon the learning goals, learners create a study plan so that they are aware
of time management and learning activities. For each unit, they identify their short-term
learning goals, the allotted time to achieve these goals, the kinds of activities, and
specific strategies to implement the tasks decided upon in their learning goals (see
Appendix D).

(5) Selecting resources

Apart from the textbook, learners are encouraged to explore other resources and
freely choose materials supporting their writing tasks with the following steps. Learners
first decide the purpose of a writing task. Then they look for materials using the
teacher’s guide from various sources such as the Internet, newspapers, academic
writing, grammar references, and dictionaries. Lastly, they work in pair or group to
share the information they have found and then they discuss some of the points they

intend to practice in the writing task.
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(6) The writing process

As presented in Chapter 2, there has been a debate on the process of teaching
writing; thus, the following steps of the writing process were adapted from the writing
process models made by previous researchers (e.g., Brookes & Grundy, 1991; Curry &
Hewings, 2003; Tribble, 1996).

1. Prewriting: Learners brainstorm ideas, i.e., they collect ideas from the
materials relating to a topic. They then jot down all the ideas that occur to
them.

2. Planning: Learners make an outline for an essay. A given outline in the
textbook can be viewed as a good example.

3. Drafting: At this stage, the main focus is on the meaning rather than the
mechanics of writing, such as spelling, punctuation, and sentence structures.
Accordingly, learners produce their first draft by means of the ideas they
collected in the prewriting stage.

4. Reflecting: After the first draft, learners take time to reflect on their own
writing with the editor’s checklist available in the textbook.

5. Revising: Learners revise their own writing with the help of external
feedback from peers and/or the teacher as discussed in step (9). The main
emphasis of this stage is on the development and clarity of the ideas and the
structure of the text. When doing the revision, it is necessary to take a look
back on the stages of reflecting and drafting.

6. Editing: A range of issues, namely language use, vocabulary, organization,
and mechanics need editing.

(7) Self-assessing writing performance
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Learners self-grade their writing pieces using the writing assessment rubric (see
Table 2.3) after they finish the writing process presented in step (6). Based on this
assessment, it is expected that they are able to identify their actual writing performance
and further see whether their writing pieces meet the predetermined learning goals and
they have made improvements in comparison with their previous writing pieces. Then,
learners choose writing drafts of each unit (e.g., a first draft, a revised draft, a final
draft) to put into a portfolio for later assessment which is carried out by the teacher.

(8) Self-monitoring learning process

In language education, it is also essential for learners to self-monitor their
learning process through internal feedback which consists of cognition, affection, and
revision. Additionally, the elements of the portfolios, namely collection, reflection, and
selection are included in the self-monitoring process. For example, when EFL learners
search for resources, they need to think about how to select the most appropriate
resources to use for their writing. In brief, self-monitoring is interrelated with all the
other steps. This means that a portfolio is used to help learners to reflect on and evaluate
their work.

Given the definition of Benson (2001) presented in section 2.1.1, self-
monitoring can be viewed as the ability to take control of the cognitive process, one of
the three aspects of learner autonomy. Reflection which is one of the elements of the
cognitive process is emphasized in relation to the development of learner autonomy.
Learners reflect on their learning performance based on suggested questions like ‘How
did I do?’, ‘What did I learn?’, ‘What was great?’, ‘What can I do better next week?’

in the writing log (see Appendix D).
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(9) External feedback from peers/teacher

Learners give feedback to their peers’ written work for each unit in class.
Besides reviewing the written work with the use of the editor’s checklist available in
the textbook and writing assessment rubric, they give comments on the written work
based on suggested questions such as ‘What do you like about the paper?’, ‘What facts
or ideas can be added to the paper?’, ‘What changes can be made to improve the
paper?’. Then the learners have a discussion about each other’s reviews. If they have
any further questions following the discussion, they can ask their teacher for help or
advice.

(10) Delayed evaluation and formative feedback

Delayed evaluation offers learners opportunities to review their written work
before the summative evaluation conducted by their EFL teacher. Formative feedback
conducted by learners involves reviewing the portfolio tasks and the learning goals.

(11) Output

Given the activities provided during the learner training, learners are assumed
to possess an ability to learn autonomously, an ability to write different types of essays
(e.g., grasping rhetorical focus and language focus of each type), and an ability to
develop and utilize a portfolio.

(12) Summative evaluation

The last step is summative evaluation which is conducted by the teacher. The
teacher is supposed to evaluate learners’ learning outcomes through their portfolios
after the training to see how effective the training was. After the summative feedback,

learners practice further; thus, a new learning cycle starts again.
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In order to show readers how a portfolio was used in the writing course to
develop learner autonomy and writing skills, a sample lesson plan was designed and

presented in Appendix F.

3.7 Research Instruments

As presented in section 3.2, mixed methods research was used in this study.
Hence, both qualitative and quantitative data were collected through a range of
instruments such as questionnaire, semi-structured interview, test, and portfolio. Details
about the construction and validation of each instrument are provided below.

3.7.1 Questionnaire

The questionnaire in this study consisted of four parts. In part I, the participants
were asked to provide their demographics (e.g., gender, past writing teaching methods
experienced by learners, and their understanding about learner autonomy) in the first
three questions. Part II focused on the participants’ perceptions of their autonomous
learning (e.g., setting learning goals for the writing course, creating a study plan,
choosing learning materials, self-assessing their writing performance, and reflecting on
their own learning) in terms of knowledge, awareness, and skills before and after the
course. In particular, the participants self-assessed how much they knew about the
aforementioned tasks, how much they were aware of these tasks, and how much they
could carry them out by choosing the appropriate level for five closed-ended items
designed in a five-point Likert scale (1 = not at all, 2 = a little, 3 = average, 4 = a lot,
5 = very much). More importantly, the participants then gave justification for their
choice. Part Ill, which consisted of twenty-five closed-end items with a five-point

Likert scale (1 = never, 2 = rarely, 3 = sometimes, 4 = often, 5 = always), addressed
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writing strategies that the participants used for their writing. In addition, the participants
could write down their own writing strategies in the blank spaces provided. Apart from
the closed-ended items, the participants were required to provide justification for their
choice. Part 1V, involving factors which influenced learner autonomy development
throughout the course, had three questions: The first question was to examine whether
the PLAD model helped to develop learner autonomy; the second question aimed to
ask whether they would like to use a portfolio in an EFL writing class for autonomous
learning; and the last question was an open-ended item in which the participants noted
down their general remarks of this course. In general, both closed-ended and open-
ended items were included in the questionnaire (see Appendix G). The questionnaire
was adapted from some of the previous studies (e.g., Alnufaie & Grenfell, 2012; Borg
& Al-Busaidi, 2012; Haseborg 2012).

To enhance the validity and reliability of the questionnaire, it was written first
in English and then translated into Vietnamese to ensure that the participants’
understanding of the questionnaire was not affected by their English proficiency.
Additionally, the English version was checked by an expert on content validity, and the
Vietnamese version was cross-checked by a Vietnamese teacher of English, who was
the researcher’s colleague, for the accuracy of the translated version. In essence,
piloting the questionnaire helped to increase the quality of the questionnaire because it
is known that a pilot study can help to increase the reliability, validity, and practicality
of research instruments (e.g., Oppenheim, 1999; Radhakrishna, 2007; Seliger &
Shohamy, 1997). Last but not least, the reliability of the questionnaire, quantitatively
calculated by Cronbach, was .87, which means that the questionnaire was reliable

enough to be employed.
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3.7.2 Test

In this study, two tests of low explicitness (e.g., mid-term and final) were
employed to evaluate the development of writing competence over time. The
participants wrote an essay for the mid-term and the final test. Regarding the
administration of the tests, the teacher researcher who was in charge of the course
prepared and administered the mid-term test by herself. Meanwhile, she needed to
prepare the final achievement test according to the IELTS-based format provided. Then
all the test items were checked and modified if necessary and randomly selected for the
official achievement test by the head of TESOL methodology department. A sample of
the writing achievement test is presented in Appendix H. The test included three
questions of different types of essay. The students chose and wrote an essay about one
of three given topics in 60 minutes. Some issues relating to the length of an essay,
rhetorical focus, and language focus should be taken into account. The participants’
writing pieces were evaluated based upon criteria including content, organization,
vocabulary, language use, and mechanics as described in Table 2.3.

To validate tests, it is necessary to estimate inter-rater reliability for data
collection of low explicitness (Seliger & Shohamy, 1997). Accordingly, the evaluation
of the writing test was made by teachers of writing at the researcher’s university. Then
the results were compared and discussed to reach an agreement. For the validity of the
tests, content and criterion validity was considered. The aim of the content validity was
to find out whether the content of the writing test represented that of the textbook from
which learners were studied throughout the course. For criterion validity, the format of

the test was based on the IELTS writing test.
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3.7.3 Portfolio

On the basis of the nine characteristics described in a portfolio (see section
2.3.1), a portfolio was developed in this study with the three major components as
follows.

1. Collection: All drafts including first drafts, revised drafts, and final drafts
were recorded in their portfolios. In addition, the participants chose and
gathered artifacts relevant to essay writing by themselves (e.g., articles,
photos, advertisements, etc.). Last but not least, documents regarding
reflection and self-assessment were also included. The collection aimed at
showing their successful endeavors and growth opportunities in their day-
to-day learning.

2. Selection: The participants selected pieces of writing that best represented
their writing skills and put them in their portfolios for judgment at the end
of the writing course. After producing the first draft, for example, a learner
assessed the first draft using a self-assessment checklist (see Appendix K)
and then revised it. Next, a peer review was conducted using a peer
assessment checklist (see Appendix L), and the learner revised the draft
accordingly. Then the learner chose the best drafts to put in the portfolio.
Furthermore, the artifacts used should be shown as evidence of how the
writing of the essay developed. This stage helps to promote learners’ self-
assessment skill as well.

3. Reflection and self-assessment: Reflection, which is generally an effective
tool for assessment and instruction is the key component in portfolio

development (Bullock & Hawk, 2005). Thus, it was applied to investigate
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the participants’ progress over time. Reflections in a writing log (see
Appendix D) were written after each unit and also reflections on what they
liked and disliked about the course were freely jotted down at a certain time
in class by every single participant. These reflections were associated with
elements like metacognitive development (i.e., learners’ capacity to
improve their ability to think about their thinking, such as planning,
monitoring, evaluating, or managing one’s own learning), self-assessment
(i.e., learners’ capacity to judge the quality of their portfolios based on a
portfolio assessment checklist (see Appendix M), and decision-making
ability (i.e., learners’ capacity to decide what they learned and how they
learned it).
Before the portfolio was used in the present study, it was tried out in the pilot
study to make sure that it was workable. Additionally, the portfolio assessment (i.e.,
these components were analyzed to see the development of learner autonomy) was
conducted by the researcher and also a colleague in order to increase the reliability of
the assessment. In particular, after separately assessing the participants’ pieces of
writing in their portfolios, the researcher and her colleague discussed each of the papers.
This was necessary to ensure that inter-rater reliability was established to reduce any
personal bias in the assessment.
3.7.4 Semi-structured Interview
Of the three types of interview, the semi-structured interview was selected for
data collection in this study because it yielded the data necessary for answering the
research questions. There were three parts in the interview (see Appendix I): The first

part addressed autonomous learning skills; the second part involved the factors
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influencing the development of learner autonomy; and the last part focused on writing
competence. The interview questions were adapted from Chu (2004) and Dang (2012).

Regarding the validation of the semi-structured interview, the researcher’s
supervisor checked the content of the interview questions and gave feedback on it. All
the predetermined questions of the semi-structured interview were written in English
and then translated into Vietnamese so that the language barriers would not affect the
results of the interview and this also allowed in-depth information to be obtained. After
the interview, all the information was transcribed into English. One Vietnamese teacher
of English was invited to check the accuracy of the translated documents. It was also
essential to pilot the interview before implementing it to ensure the appropriateness of
the interview questions.

To sum up, the four kinds of instruments, including the questionnaire, the semi-
structured interview, the test, and the portfolio were used to collect either quantitative
or qualitative data with the aim to elicit information about the development of learner

autonomy and writing competence via the portfolio in the writing course.

3.8 Data Collection and Analysis Procedure

The data of this study were collected through the following four types of

instruments and analyzed quantitatively and qualitatively as illustrated in Figure 3.4.
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Figure 3.4 Data collection and analysis procedure

3.8.1 Questionnaire

The questionnaire was delivered to all the participants one week before the last
week. This was because the sampling selection for the follow-up semi-structured
interview was based on the participants’ responses to the questionnaire. The
participants answered the questionnaire in class so that the teacher researcher could
help them to clarify any problems. It took the students about ten minutes to answer the
guestionnaire on autonomous learning and writing strategies. As mentioned earlier, the
questionnaire was administered to the participants in Vietnamese so that they could
more easily answer the questions. The respondents were labeled from the first (SQ1) to
the last (SQ35).

To analyze the data obtained from the questionnaire for the closed-ended items,
it was necessary to employ SPSS 19.0 in which descriptive statistics (e.g., mean,
standard deviation, and frequencies/percentages) and inferential statistics (e.g., paired

samples t-test & Wilcoxon signed ranks test) were used to investigate the frequencies
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of autonomous learning performance, effects of the PLAD model on autonomous
learning, and the frequency of the writing strategies. Meanwhile, the qualitative data
obtained from the questionnaire for the open-ended items were analyzed through
content analysis as discussed in section 3.8.4.

3.8.2 Test

All the participants took the mid-term test and the final test which were
conducted in the middle of and at the end of the course, respectively, to examine the
differences in terms of learners’ writing competence development throughout the
course. The allotted time for the mid-term and final tests was 60 minutes. No materials
were allowed to be used during the test time.

Regarding the data analysis, the scores of the tests were statistically compared
with one another using SPSS 19.0. This means that the mid-term test and the final test
were analyzed through the paired samples t-test to see the development of the
participants’ writing ability over time.

3.8.3 Portfolio

A portfolio was developed by all the participants throughout the course. To
ensure that they knew how to develop the portfolios, the participants had opportunities
to discuss their portfolios with the teacher, and some portfolios were randomly selected
for assessment after each unit (excluding the first and last units). For the final
assessment, all the portfolios collected in the last week (week 15) by the researcher
were qualitatively analyzed through content analysis. The portfolios were labeled from
the first (SP1) to the last (SP35).

The portfolios employed in this study had the following components: Writing

drafts (e.g., first drafts, revised drafts, and final drafts), artifacts (e.g., articles, photos,
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advertisements, etc. relevant to pieces of writing) and reflections (e.g., writing logs and
reflections on likes and dislikes of the course). As noted in section 3.7.3, the participants
chose their best writing drafts to put into the portfolios. They also searched for and
made use of artifacts that helped to improve their writing. The participants first wrote
reflections on their learning achievements after each unit and reflections on the good
points as well as the pitfalls of the course (i.e., comparison of their writing performance
with the predetermined learning goals and the current writing pieces in this unit with
those in previous units to see improvements, reasons for choosing documents included
in portfolios, freedom in making decisions about learning activities, methods, tasks and
materials, difficulties they had encountered throughout the unit, likes and dislikes, and
changes that should be made for the next unit were included). Briefly, they reviewed
their achievements as well as the obstacles they may have experienced during the
development of the portfolio. Aside from the self-assessment checklist which was used
to edit the writing pieces, the participants then self-graded their writing pieces using
writing assessment rubrics so that they were able to determine how good their writing
performance was.

3.8.4 Semi-structured Interview

The participants were equally divided into two groups: (1) a supportive group
(i.e., they liked to learn autonomously with a portfolio in a writing class) and (2) a
resistant group (i.e., they disliked to learn autonomously with a portfolio in a writing
class). These two groups were interviewed separately from each other. It was estimated
that each group interview was conducted for one hour. To get as much information from
the interviewees as possible, Vietnamese was used during the interviews. The

interviews were audio-recorded and transcribed immediately after they were finished.
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The interviewees were labeled from the first (SI1) to the fifth (S15) for the supportive
group and from the sixth (S16) to the tenth (S110) for the resistant group.

Whilst quantitative data were analyzed using various measures, the qualitative
data obtained from the questionnaires with open-ended items, the portfolios, and the
semi-structured interviews were analyzed using content analysis by means of the
following three steps. The first step is familiarizing and organizing. To begin with, the
researcher put data into a form, read and reread the transcripts to familiarize herself
with the data and then made a list of the different types of information. It should be
noted that the researcher kept the original transcripts, though they included grammatical
errors. The second step is coding and recoding. According to Lankshear and Knobel
(2004), “coding data refers simply to the process of applying codes to collected
information that “flag” or remind the researcher about which data belongs in which
categories” (p. 271). The information obtained from the data collection methods was
analyzed by open coding. That is to say, the researcher read and labeled or numbered
all the information to form initial coding which led to the development of tentative
categories of information about the phenomena being studied. Then all the codes were
put into Word or Excel files. The researcher then grouped codes with the same features
to form larger categories. Finally, themes were identified by discovering relationships
or patterns of categories. For the last step, summarizing and interpreting, the researcher
aimed to make the meaning of the categories and themes clear by using charts, graphs,
tables, etc. to show their relationships or connections. After summarizing the data in
this way, the researcher interpreted the data by stating the significance of what the

researcher found from the previous steps and what could be learned from it. The sample
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coding of data generated from the questionnaire using open-ended items, semi-

structured interviews, and portfolios is presented in Appendix J.

To conclude, the data of this study were collected via four instruments, namely

the questionnaire, test, portfolio, and semi-structured interview. Then the quantitative

data from the questionnaire with closed-ended items and the tests were processed using

SPSS 19.0, whereas the qualitative data from the questionnaires with open-ended items,

portfolios, and semi-structured interviews were analyzed using content analysis. The

data collection and analysis procedures are summarized in Table 3.2 in relation to the

research questions.

Table 3.2 Summary of Instruments and Data Analysis in Relation to Research

Questions

Research question (RQ)

Instrument

Data analysis

RQ1: Does the PLAD model help to
develop learner autonomy in an EFL

writing course?

Semi-structured
interview
Portfolio

Questionnaire

Descriptive statistics
Wilcoxon signed ranks
test

Content analysis

RQ2: Does the PLAD model help to
develop  the  learners’ writing
competence during the course? If so,
how? Which writing strategies are the

most preferred by the learners?

Test
Questionnaire
Portfolio
Semi-structured

interview

Descriptive statistics
Paired samples t-test

Content analysis

RQ3: What are the learners’ perceptions
of the PLAD model? What factors
contribute to their support for or
resistance to  promoting learner
autonomy through the use of a portfolio

in the writing course?

Portfolio
Semi-structured

interview

Content analysis
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3.9 Pilot Study

A pilot study has been referred to as “the whole lengthy process of designing
and trying out questions and procedures” (Oppenheim, 1999, p. 47). A pilot study helps
to increase the reliability, validity, and practicality of the research instruments (e.g.,
Oppenheim, 1999; Seliger & Shohamy, 1997). Seliger and Shohamy (1997) point out
that as a result of a pilot study, ambiguities and anomalies in questions are revealed.
Regarding issues which need to be piloted, Oppenheim (1999) introduces such major
issues as every question, its sequence, every inventory, and every scale in a study.
Additionally, other factors, e.g., the question lay-out on the page, the instructions given
to the respondents, the answer categories, and even the question-numbering system
should be piloted (ibid.).

Prior to the main study, there was a pilot study containing the procedures, the
format of the course, the learning environment, and the length of the course.
Particularly, the researcher was in charge of the pilot class in which the PLAD model
was implemented with the preparation of all the necessary facilities during a period of
fifteen weeks. Thirty-five participants of the pilot study who were taking the Writing
I11 course did not participate in the main study. In addition to piloting the PLAD model,
the instruments included the questionnaire, the semi-structured interview, the test, and
the portfolio which were all tested in the pilot study.

After the pilot study, it was necessary to make some adjustments. In respect of
pre-training, the writing process (e.g., prewriting, planning, drafting, reflecting,
revising, and editing) was introduced in detail to the learners who tended to focus on
the product rather than the process, i.e., their main aim was to produce written work

following the teacher’s instructions. For this course, however, the learners needed to
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focus more on the process than the product. Regarding reflection, a writing log, a
combination of a study plan and reflection, was used instead of reflective journals or
essays that were considered to be too complicated and time-consuming. With reference
to the instruments, the portfolio assessment and the writing tests were modified. Instead
of collecting all the portfolios for assessment at the same time at the end of the course,
the researcher randomly chose some portfolios at the end of each unit to praise good

points and give suggestions on any problems found in their portfolios.

3.10 Ethical Issues

After the research proposal was approved by the Examination Committee at
Suranaree University of Technology, the researcher needed to ask the Dean of FFL-
NLU for permission to conduct the study.

Concerning the data collection process, the participants were told about their
privacy, the purposes of the study, and their right to participate in or withdraw from the
study at any time. First, they were told their privacy would be respected and all their
private information would be protected. For example, the participants could refuse to
answer questions without any explanation, and the researcher would respected their
privacy. Second, informed consent forms (see Appendix N) which are “crucial for the
ethical conduct of research” (Rallis & Rossman, 2009, p. 276) were given to the
participants at the beginning of the research project. The researcher needed to explain
the purpose of the study and the informed consent forms to the participants. Each
participant was required to sign his/her name or put his/her mark on a piece of paper. It
was worth noting that the consent form created by the researcher was translated into

Vietnamese to avoid any misunderstandings. Finally, the participants needed to be
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informed that they had the right to participate in the study voluntarily and could

withdraw from the study at any time without prejudice.

3.11 Summary

This chapter described the methodology used in the present research in ten main
parts: (1) research questions, (2) research design describing types of research of which
mixed-methods research was employed in this study, (3) research setting, (4)
participants, (5) writing course, (6) learner autonomy training process, (7) research
instruments (e.g., questionnaire, semi-structured interview, test, and portfolio), (8) data
collection and analysis procedure, (9) pilot study, and (10) ethics. The results of the
data collected from the aforementioned instruments will be analyzed and discussed in

the next chapter.



CHAPTER 4

RESULTS AND DISCUSSIONS

In this chapter, quantitative and qualitative data collected from participants’ responses
to the questionnaire, the semi-structured interview, the portfolios, and the tests are
analyzed and presented to answer the three research questions that are used as a
framework for data presentation. Then the findings are discussed to elucidate the

significant points.

4.1 Data Analysis

4.1.1 Learner Autonomy Development

Research question #1: Does the PLAD model help to develop learner
autonomy in an EFL writing course? If so, how?

To deal with the first research question concerning learner autonomy
development in terms of three core dimensions: Knowledge, awareness, and skills using
a portfolio in an EFL writing class, the data generated from the learner questionnaire,
semi-structured interview, and documents in the learner portfolios are analyzed.

4.1.1.1 Overall Results of the Three Dimensions
In this section, the results of the dimensions of knowledge, awareness,
and skills are briefly presented to give a general picture of the learner autonomy

development.
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As displayed in Table 4.1, p-values of the three dimensions of
knowledge, awareness, and skills (p = .000) were smaller than .001 (i.e., level of
significance). This means that the null hypothesis stating that there was no significant
difference the participants’ knowledge, awareness, and skills of learner autonomy
between before and after the course was rejected. In other words, there was a significant
difference in terms of knowledge, awareness, and skills of learner autonomy between
before and after the course. It was evident that the participants’ skills and perceptions
of autonomous learning were significantly promoted after the course.

With regard to average mean scores, furthermore, the participants
obtained significantly higher average mean scores of knowledge, awareness, and skills
of learner autonomy after the course (X = 3.21, X = 3.41, X = 3.29, respectively) than
before (X =2.07, X=2.10, X = 1.97, respectively). Noticeably, the average mean score
of awareness of learner autonomy which the participants obtained after the course was
the highest of all.

In brief, the overall results of the three dimensions indicate that there
was a increase in the participants’ knowledge, awareness, and skills of learner
autonomy after the course. This means that the PLAD model seems to help the

participants to develop their autonomy in an EFL writing class.
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Table 4.1 Paired Samples t-test of Knowledge, Awareness, and Skills of Learner

Autonomy
Before the course After the course
Item p _ _
X SD X SD
Setting learning goals 000 2.40 91 337 .65
Creating a study plan 000 1.89 .63 3.20 .87
-%’ Choosing learning materials 000 1.74 .62 288 .91
% Self-assessing writing
c .000 1.80 72 294 .80
X performance
Writing reflections 000 254 1.14 3.66 .83
Average .000 2.07 48 3.21 57
Setting learning goals 000 234 1.11 3.63 .77
Creating a study plan .000 1.83 .85 311 .90
g Choosing learning materials .000 1.83 57 317 .92
S Self-assessing writing
= .000 1.97 .82 3.20 .83
< performance
Writing reflections 000 2.46 1.07 391 .89
Average 000 210 .63 341 .63
Setting learning goals .000 2.00 .84 334 .73
Creating a study plan .000 1.83 71 331 .72
. Choosing learning materials 000 1.89 12 3.20 .83
2 Self-assessing writin
@ ] ] .000 1.83 57 3.00 .80
performance
Writing reflections 000 2.29 .89 357 .78
Average .000 197 47 329 51

Note. p <. 001
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4.1.1.2 Detailed Results of the Three Dimensions

This section provides a detailed results of the three dimensions through
analyzing their differences in the lowest rated tasks and in ranks. Firstly, the three
dimensions varied in the lowest rated tasks, although they had the highest rated task,
‘writing reflections’, in common. As can be observed in Table 4.1, knowledge of
‘choosing learning materials’ (X = 1.74, X = 2.88, respectively), awareness of ‘creating
a study plan’ (X = 1.83, X = 3.11, respectively) and skill of ‘self-assessing writing
performance’ (X = 1.83, X = 3.00, respectively) were the lowest rated tasks both before
and after the course. In short, the lowest rated tasks were various in these dimensions.
This may be implied that a participant who is not good at a particular task can be good
at others or vice versa.

In order to maintain clarity of the lowest rated tasks, it was necessary to
provide the qualitative data obtained from the questionnaire with open-ended items and
semi-structured interview. Concerning knowledge of ‘choosing learning materials’,
most of the respondents felt confused about the sources (e.g., categorizing and putting
names of artifacts), suitability (i.e., whether or not materials are suitable for a topic or
their ability), or quality (i.e., whether or not materials are good or reliable). Hence, they
primarily used the textbook as a core book.

With regard to awareness of ‘creating a study plan’, several respondents
admitted that a clear study plan may direct their learning in a logical and effective way
which contained clear purposes, suitable learning methods, particular time, specific
strategies, and reflections, yet there remained some pitfalls which are addressed in

section 4.2.4.2
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As far as skill of ‘self-assessing writing performance’ was concerned,
the participants assessed and graded their writing pieces using writing assessment rubric
which consisted of five clearly-stated criteria (see Table 2.3). They revealed that this
step was really challenging to them at first, yet they gradually got familiar with this and
found it helpful for their learning.

Secondly, the results analyzed through Wilcoxon signed ranks test
showed a difference in ranks. Theoretically, there are three types of ranks: (1) ‘negative
ranks’ referring to a value (i.e., a value obtained after the course) that is lower than the
hypothetical value (i.e., a value obtained before the course), (2) ‘positive ranks’
referring to a value that is higher than the hypothetical value, and (3) ‘ties’ referring to
a value that is equal to the hypothetical value. In order to facilitate statistical figures
obtained from Wilcoxon signed ranks test, the summary of the results is provided in

Table 4.2.
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Table 4.2 Wilcoxon Signed Ranks Test of Knowledge, Awareness, and Skills of

Learner Autonomy

Dimension (N = 35)

Knowledge Awareness  Skills

Item Rank
F (%) F (%) F (%)
Setting learning goals Positive ranks 29 (82.9) 29 (82.9) 30 (85.7)
Ties 4 (11.4) 5(14.3) 5(14.3)
Negative ranks 2 (5.7) 1(2.8) 0 (0)
Creating a study plan Positive ranks 31 (88.6) 29 (82.9) 32 (91.4)
Ties 4 (11.4) 5(14.3) 3(8.6)
Negative ranks 0 (0) 1(2.8) 0 (0)
Choosing learning Positive ranks 29 (82.9) 30 (85.7) 31 (88.6)
materials Ties 5(14.3) 5(14.3) 4 (11.4)
Negative ranks 1 (2.8) 0(0) 0 (0)
Self-assessing writing Positive ranks 28 (80) 27 (77.1) 27 (77.1)
performance Ties 7 (20) 8 (22.9) 8 (22.9)
Negative ranks 0 (0) 0(0) 0 (0)
Writing reflections Positive ranks 28 (80) 30 (85.7) 28 (80)
Ties 7 (20) 5(14.3) 7 (20)
Negative ranks 0 (0) 0(0) 0 (0)

Statistically, Table 4.2 demonstrated some items containing ‘negative ranks’ in
dimensions of knowledge and awareness; in contrast, there was no item involving
‘negative ranks’ in dimension of skills.

Concerning the dimension of knowledge, there are two autonomous learning
tasks (e.g., setting learning goals and choosing learning materials) that contained
‘negative ranks’ whilst the other tasks had no ‘negative ranks’. For knowledge of setting
learning goals, there were twenty-nine for ‘positive ranks’, four for ‘ties’, and two for

‘negative ranks’. That is, two participants (5.7%) reported that they gained less
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knowledge of setting learning goals than before; four participants (11.4%) revealed that
their knowledge did not have any changes after the course; and the rest (82.9%)
believed that their knowledge was more or less improved. Apart from background
knowledge of learner autonomy introduced at the beginning of the course by the
teacher, one of the two participants had gained knowledge of learning goals from her
aunt and uncle when she was young. As for knowledge of choosing learning materials,
there were twenty-nine for ‘positive ranks’, five for ‘ties’, and one for ‘negative ranks’.
One participant (2.8%) thought that her knowledge of choosing learning materials was
not good enough as she did not know where to search for materials and how to choose
them properly.

As far as the dimension of awareness is concerned, there were also two
autonomous learning tasks (e.qg., setting learning goals and creating a study plan) which
included ‘negative ranks’. For awareness of setting learning goals, there were twenty-
nine for ‘positive ranks’, five for ‘ties’, and one for ‘negative ranks’ for awareness of
setting learning goals. This means that twenty-nine participants (82.9%) raised
awareness of setting learning goals, and five of them (14.3%) felt that their awareness
of setting learning goals remained unchanged. Especially, one participant (2.8%) stated
that she paid less attention to learning goals than before. She explained that she had to
simultaneously take a variety of courses in one term, so she did not have enough time
to set her own learning goals. Regarding awareness of creating a study plan, likewise,
there was one respondent (2.8%) who did not like to create a study plan much despite
the fact that she had previously been aware of these. When asked about this matter in
the interview, she further reported that she set a detailed study plan and tried to follow

it strictly. When reflecting what she gained, she found that she could not complete it as
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she expected. She added, “I sometimes set difficult goals that may be beyond my ability
or a specific study plan, thus I cannot reach them. That makes me disappointed” (SI6).

With respect to the dimension of skills, however, all autonomous learning tasks
did not contain ‘negative ranks’. For example, the results indicated thirty for ‘positive
ranks’ and five for ‘ties’ for skills of setting learning goals. This means that the majority
of participants (85.7%) thought that they were able to set learning goals better than
before, whereas five participants (14.3%) stated that their skill of setting learning goals
stayed the same. Not only could they set learning goals, but they were also able to do
other autonomous learning tasks like creating a study plan, choosing learning materials,
self-assessing writing performance, and writing reflections on their learning better than
before. Especially, there were no participants who stated that their autonomous learning
skills deteriorated after they attended this writing course.

Further, qualitative data gathered from the questionnaire with open-ended items
and the semi-structured interview provided some possible justification for the
development of learner autonomy. Most of the participants made a comparison between
the previous and current learning. They admitted that they previously focused most on
grades and knowledge that teachers provided them as SQ30 stated, “[w]hen I was
young, | learned lessons that the teacher provides by heart to get good marks...”.

In terms of instruction, only a few participants asserted that their awareness of
self-study had been created since they were in high school through teachers’ instruction
and family members’ discussions; however, the participants were not certain about the

way to learn autonomously effectively.

I had created a study plan when | was preparing for the graduation exam and entrance

exam, but it was just like a timetable... (SI4).
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My aunt and uncle guided me how to learn independently and gave me reasons why |
should learn independently when | was in high school. However, some parts (e.g.,
creating a study plan, reflecting on my learning, choosing learning materials, etc.) the

teacher has mentioned in this course are new and helpful to me (SQ15).

In relation to teaching materials, moreover, the respondents had once relied
heavily on materials which teachers introduced or provided and believed that it was not
necessary to have supplementary materials for a writing course. In the same way,
assessment had been assumed to be teachers’ responsibility. Especially, none of them
had heretofore experienced reflection on their learning before the course as S110

commented:

I created a timetable. | set time for each subject a day. However, | did not look back
to what | had learned because of limited time. | did not compare what | had learned
with the predetermined timetable (S110).

On the contrary, the participants’ knowledge, awareness, and skills of learner
autonomy were considerably raised after the writing course. Specifically, they paid
more attention to their own learning than before and was currently able to set learning
goals, to create a study plan, to choose learning materials, to assess their writing, and
to reflect on their learning.

Learning Goals

The respondents reported that they first found it useful to set themselves
learning goals suitable for their ability which motivated them to achieve success in the
learning process. They set both long-term goals (for the whole course) and short-term

goals (for each unit) with different focuses as SQ23 explained:
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The long-term goals help me to know my ultimate purpose for this course, which
gives me great motivation for learning. Meanwhile, short-term goals provide me
with specific ways to follow. Both types of goals are important to me. | often try to

complete short- term goals to achieve long-term goals then.

Study Plans

In addition to setting learning goals, they were able to create a proper study plan
in which they could set the period of time for a task, choose specific learning strategies
and methods, and choose suitable materials to achieve their learning goals. For instance,
SI7 revealed that her aim was to improve her knowledge and not to just focus on grades
anymore. Accordingly, she was able to arrange times for practice and choose
appropriate materials to acquire the knowledge she needed.

Learning Materials

Concerning learning materials, apart from the textbook, the participants looked
for different sources, such as online learning (e.g., Facebook, YouTube, Google, VOA,
CNN, etc.), offline learning (e.g., library, newspapers, reference books, CDs, etc.),

and/or human resources (e.g., seniors, friends, teachers, foreigners, etc.).

I sometimes go to AC (American Center) in district One. It’s the library belonging to
Consulate General of the United States in Vietnam. It has lots of books, CDs, stories,

newspapers... (SI4).

I occasionally visit VOA (Voice of America) website to listen to different topics like
politics, economics, society, etc. | also visit the websites of CNN and New York

Times to learn new words. | can get more ideas from these (SI8).

Self-assessment
The participants’ awareness was considerably raised as SQ22 admitted, “I

absolutely believed in teacher assessment before, but now | realize that self-assessment
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is important”. Indeed, the respondents were able to determine their actual writing
competence while they were scoring their writing because “self-assessment helps
[them] to recognize mistakes, and [they] can learn from the mistakes” (SQ20). She
suggested that self-assessment should be promoted and encouraged in an autonomous
classroom.

Reflection

One of the steps the respondents had never done before the course was writing
reflections. Given the quantitative data collected from the questionnaire with closed-
ended items (see Table 4.1), however, knowledge, awareness, and skills of ‘writing
reflections’ were rated highest of all. The quantitative data were actually confirmed by
the qualitative data. The majority of respondents realized the benefits of ‘writing
reflections’ for their autonomous learning, like keeping track of the learning process,
increasing their learning awareness, and taking control over their own learning.

The qualitative result showed that there was a clear distinction in one of the
most outstanding autonomous learning tasks, writing reflections, between before and
after the course. They revealed the truth that previously they had never set their learning
goals and reflected on their learning until this writing course asked them to evaluate
their learning process. In other words, it was the first time they had experienced writing
reflections. Reflections were one part of the writing log (see Appendix D), which was
introduced by the teacher at the beginning of the course. The writing log could be seen
as a learner journal in which they jotted down everything that happened during their
learning process. However, a writing log in this case, in which the participants could
set their learning goals and times, identify specific learning methods to achieve the

goals, and most importantly reflect on what they had achieved (every week, every two
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weeks, or every month) compared to their predetermined goals, seemed to be more
logical than a journal. Noticeably, the sample writing log introduced by the teacher
played a role as a guideline rather than a fixed form, thus they had more freedom and
creativity to create their own logs to reflect on their learning more effectively.

Apart from the qualitative data generated from the questionnaire with open-
ended items and semi-structured interview, the qualitative data obtained from portfolio
assessment provided more evidence of learner autonomy development. As presented in
section 3.7.3, a portfolio was developed in this study with the three autonomy-related
components, including collection, selection, and reflection. Therefore, these
components were analyzed to assess the gradual development of learner autonomy.

Firstly, the participants were gradually able to collect artifacts to support their
writing. In the first unit, more than two-thirds of the participants (68.6%) still followed
the teacher’s guide because they did not know how and why to collect artifacts. This
means that 32.4% of them may know how to search for artifacts for their learning.
However, most of the participants (85.7%) could look for some artifacts from different
sources with the help of the teacher in the next two units in which learners were given
more freedom to take control of their learning. More specifically, they only consulted
the teacher when they were uncertain about the usefulness of the artifacts. This means
that they were able to search for the materials by themselves, yet they could not self-
determine whether or not these materials were useful to their writing. In the last two
units in which the participants were encouraged to be autonomous learners, the majority
of participants (94.3%) could look for and use the most suitable artifacts to enrich their
writing on their own. They did not even ask the teacher for a help because they felt

confident enough to collect the best artifacts for their writing.
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Secondly, the participants knew how to choose the best drafts and artifacts to
show the development of their writing skill. In the first unit, for example, all of the
participants put all writing drafts and artifacts which they wrote and searched for
without a specific categorization in the portfolio. It can be interpreted that they viewed
the portfolio as a folder which contained the documents. In the next two units, more
than half of the participants (54.3%) were able to organize the writing drafts (e.g., the
first drafts with self-assessment, the revised drafts with peer assessment, and the final
drafts) and some artifacts, whereas 45.7% of them only put the final drafts in the
portfolio because they thought that the final drafts were the best ones. However, a large
number of the participants (85.7%) purposefully put all their drafts with the artifacts
used to support their writing. This means that they were aware of the necessity of the
arrangement of the documents in the portfolio, and they could know how to choose the
optimal drafts and artifacts to show their improvement in writing competence. For
example, one respondent (SP31) stuck her father’s photo into the descriptive essay of
her idol. After the first draft, she self-assessed her writing using the self-assessment
checklist and the writing rubric. She attached the self-assessment checklist right after
the first draft. Then her peer assessed her writing using the peer assessment checklist
and the writing rubric. Certainly, she attached the peer assessment checklist right after
the revised draft. If she was not certain about the peers’ corrections and suggestions,
she could ask the teacher to cross-check the answers. Finally, she produced the last draft
based on the corrections and suggestions obtained from the first and revised drafts. It
can be inferred that the participants became autonomous over a period of time through

the critical selection of the documents in the portfolio.
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Finally, the findings collected from the participants’ writing logs and their
opinions on the whole course which were included in their portfolio (i.e., they reflected
on what they liked and disliked about the course) showed the gradual development in
their reflective skill. Contrary to the perfunctory reflections written in the first unit,
several participants could reflect on their learning achievements in detail in the next
two units and the last two units (71.4% and 85.7%, respectively) except for a minority
of the participants who briefly reflected on their achievements by some single words
such as “good” “done” or “incomplete”. More importantly, they learned some lessons
when they wrote reflections and make improvement little by little. For example, one of
the three learning goals that SP24 set for the first week was learning seventy new words
for IELTS in a week (i.e., ten words per day). Her strategy was to learn them by heart
by writing them down over and over again. After a week, she reflected on her learning
and realized that she could memorize twenty out of seventy new words. She also wrote
down the reason that she procrastinated was due to laziness. She then suggested the
solutions for the following week that she ought to be more serious carrying out the
study plan and even punish herself by not going out with friends on the weekend. It can
be concluded that the participants’ reflective skill was developed throughout the course.
This means that the participants gradually became autonomous through the conscious
reflections.

In sum, the results indicate that the PLAD model helped to develop learner
autonomy in terms of knowledge, awareness, and skills after the 15-week writing course
in spite of some differences in the lowest rated tasks and ranks among them. Noticeably,
awareness of learner autonomy was rated highest of the three dimensions, and ‘writing

reflections’ was rated highest of the five autonomous learning tasks.
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Table 4.3 Summary of Overall and Detailed Results of Three Dimensions of

Learner Autonomy

Knowledge

Awareness Skills

Overall results

e Similar improvements (‘writing reflections’ — the highest rated task)

o A significant difference in terms of learner autonomy development between ‘before the

Not writing reflections

Consisting of one type of

assessment: Teacher assessment

l<£ course’ and ‘after the course’
g Detailed results
UEJ ¢ Difference in the lowest rated tasks
E Task:  ‘choosing  learning  Task: ‘creating a study plan’ Task: ‘self-assessing
E materials’ writing pieces’
5': o Difference in ranks
© Containing ‘negative ranks’ for ~ Containing ‘negative ranks’  Containing no
‘setting learning goals’ and  for ‘setting learning goals’ ‘negative ranks’
‘choosing learning materials’ and ‘creating a study plan’
Knowledge Awareness Skills
Before the course After the course
Focusing on grades Identifying clear purposes through setting learning
goals
Gaining knowledge directly  Actively taking control over learning through creating
E through the teacher a study plan with specific strategies
S Being unsure about learner  Understanding the nature and implementation of
E autonomy learner autonomy
= Relying on materials provided  Looking for and choosing learning materials
?5' by the teacher
(@4

Reflecting and comparing achievements with learning
goals
Self-

assessment, peer assessment, and teacher assessment

Consisting of three types of assessment:
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4.1.2 Learners’ Writing Competence and Strategies

Research question #2: Does the PLAD model help to develop learners’ writing
competence during the course? If so, how? Which writing strategies are the most
preferred by the learners?

This section provides data analysis of writing competence development and
writing strategies that answers the second research question. The results obtained from
the mid-term and final writing tests were first analyzed quantitatively using the paired
samples t-test and descriptive statistics (frequencies/percentages). Then the qualitative
data obtained from the questionnaire with open-ended items and semi-structured
interview were analyzed to confirm the quantitative data.

4.1.2.1 Writing Competence Development

The results obtained from the paired samples t-test between the mid-
term scores and final scores indicate that the participants’ writing competence was
improved after the writing course because of the PLAD model. Specifically, the p-value
was statistically smaller than the level of significance (p = .015 < .05); that is, the null
hypothesis stating that there was no significant difference between the mid-term and
final writing tests was rejected. In other words, there was a significant difference
between them. It was also statistically found that the mean score of the final test (X =
6.97) was considerably higher than that of the mid-term test (X = 6.53), and the standard
deviation of the final mean score (SD = .81) was lower than that of the mid-term mean
score (SD = 1.16) (i.e., a standard deviation close to zero indicates that the data tends
to be very close to the mean). That is, in comparison with the mid-term scores, those
achieved in the final test tended to be impressively higher. These results indicate a

considerable increase in writing competence in a comparison of what the participants
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achieved after the course when compared with what they achieved before the course.
In fact, a great number of the participants agreed that their writing competence had
improved, as SQ1 said, “I have learned many things in this course, especially my
writing skill is considerably improved”.

Table 4.4 Frequency of Mid-term and Final Scores

Writing test (N = 35)

Level Score Mid-term test Final test
F % F %

9.0 0 0 1 2.9
Excellent

8.5 1 2.9 0 0

8.0 4 11.4 5 14.3
Good 75 6 17.1 5 14.3

7.0 5 14.3 12 34.3

6.5 7 20 8 22.8
Fair 6.0 3 8.6 2 5.7

55 3 8.6 0 0

5.0 4 11.4 2 5.7
Average

4.0 2 5.7 0 0
Total 35 100 35 100

Moreover, it can be seen from the data in Table 4.4 that the participants’ mid-
term scores varied more than their final scores. Obviously, there were nine band scores
for the mid-term test (4.0, 5.0, 5.5, 6.0, 6.5, 7.0, 7.5, 8.0, and 8.5) while fewer band
scores (5.0, 6.0, 6.5, 7.0, 7.5, 8.0, and 9.0) were found in the final test. It is noted that
these bands were categorized into four levels in the following descending order:
Excellent (e.g., bands 8.5 and 9.0), good (e.g., bands 70, 7.5, and 8.0), fair (e.g., bands

5.5, 6.0, and 6.5), and average (e.g., bands 4.0 and 5.0). More specifically, the same
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percentage of excellent scores (2.9%) was found in the mid-term and final tests in spite
of the difference in the bands. For example, only one band score of 8.5 in the mid-term
and only one band score of 9.0 in the final test were achieved by the same participant.
The significant differences in terms of writing scores between the mid-term test and
final test show a range of good scores, fair scores, and average scores. In particular,
nearly half of the participants (42.8%) obtained good scores in the mid-term test,
whereas up to 62.9% of them obtained good scores in the final test. As for fair scores,
meanwhile, the number of the participants who received fair scores in the mid-term test
(37.2%) was higher than that in the final test (28.5%). It is noticeable that the number
of the participants who received average scores (e.g., bands 4.0 & 5.0) in the midterm
test (17.1%) was three times higher than that in the final test (5.7%); especially, there
was no score for 4.0 in the final test. In short, the participants obtained more good scores
and fewer fair and average scores in the final test than in the mid-term test. This means
that the participants’ writing competence improved during the course.

4.1.2.2 Writing Strategies

Besides the test results, the quantitative and qualitative data on writing
strategies were analyzed to find out how the participants achieved improvements in
writing competence. As stated in Chapter 2, there were five writing evaluation criteria
consisting of content, organization, vocabulary, language use (grammar), and mechanics.
Accordingly, strategies that helped to improve these factors were introduced to the
participants in the pre-training. The frequency of the strategies investigated after the 15-
week writing course is shown in Table 4.5. Furthermore, the qualitative data obtained
from the questionnaire with open-ended items and the semi-structured interview provided

further justification for the aforementioned quantitative data.
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In particular, gathering information was the most frequent strategy the
participants used in their writing (X = 4.00). That is to say, they usually searched for
information for their writing. In fact, the majority of the respondents tended to
recommend collecting relevant ideas from various sources. They mainly searched for
information on the Internet (e.g., Google, Wikipedia, online newspapers, YouTube,
VOA, Facebook, etc.), from books (e.g., textbooks & reference books), and from
seniors, friends, teachers or foreigners with the aim to gain good ideas which would
enrich their writing. A minority of them explained that they selected the optimal ideas
when making a comparison among a variety of materials. Nonetheless, there were two
respondents who did not consider gathering information as a useful step for a good
piece of writing. One of them explained that if he read a lot of materials written by other
authors, he might be influenced by their ideas, i.e., he could not keep his original ideas.
The other revealed that she would rather invent ideas by herself than learn ideas from

others.
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Factor Strategy X SD
Gathering information 4.00 .97
Stopping to link and add new ideas 3.77 1.00

E Discussing with the teacher and/or friends 3.29 1.18
S Listing words and/or phrases 3.03 89
Translating ideas from Vietnamese into English 2.43 1.09
Following the organization available in the textbook 3.66 1.03
S Focusing on layout 3.63 .86
§ Changing ideas 3.60 1.01
§ Looking for reference materials 3.51 .95
© Rearranging ideas 3.31 .99
Looking up new words 3.91 1.12
> Changing words 3.86 91
(:; Using collocations 2.97 .95
E Using synonyms and/or antonyms 2.89 .90
Using idioms and/or phrases 2.77 .60
Making a good statement 4.17 75
§ Checking grammar regularly 3.91 .89
% Using transition markers 3.49 .78
% Copying good structures 3.20 .83
- Using complex structures 2.50 75
Changing words 3.69 1.08
% Checking spelling manually 3.40 1.09
(s% Peer review 3.26 .96
o .
% Dictation 3.17 .92
Checking spelling on PC 2.34 1.26
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Another strategy frequently employed in their writing was linking ideas (X =
3.77). That is, the participants frequently stopped writing for a moment and linked ideas
or even added new ideas because most of them believed that it made their writing more
consistent, logical, and coherent. Also, this probably helped to avoid any
misunderstandings or missing ideas. Conversely, few respondents followed this method
as they felt it consumed their time and interrupted their flow of ideas.

In addition, the participants discussed their ideas with their teachers and friends
once in a while (X = 3.29) or listed words and phrases relating to the topic (X = 3.03).
On the one hand, several respondents occasionally asked friends for initial ideas for a
topic or comments on their ideas; some just liked to deal with ideas on their own to
keep them focused; and some asked for friends’ or the teacher’s suggestions only when
they had enough time to do so or had no ideas of their own. On the other hand, the
participants also listed ideas in the form of words, phrases, or even a sentence from time
to time to avoid missing ideas, to brainstorm ideas, and to enrich their ideas. However,
a few of them were afraid of limited time, so they often “think about ideas and write
them in an essay immediately” (SQ16) or “start with an introductory paragraph without
brainstorming ideas” (SQ17).

Noticeably, translation of ideas from Vietnamese into English was also
necessary for the participants to get lots of ideas (X = 2.43). This means that they first
jotted down ideas in Vietnamese and then translated them into English while they were
producing an essay. A few of them explained that they did so because numerous ideas
often came to their mind very fast, and they had difficulty expressing ideas for difficult

or specialized topics in English immediately; thus, they had to note them down as
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quickly as possible in their mother tongue, otherwise their ideas might have been lost.
SQ5 and SQ20 revealed:

There are some sentences which | cannot express in English immediately, so | note
them down in Vietnamese and translate them later to avoid missing good ideas (SQ5).

Nevertheless, half of the respondents did not believe in translating their ideas.
They argued that it was not a good strategy in terms of time. It was explained that
translation may take time to first note down ideas in Vietnamese and then translate them
into English. More importantly, as an English major, SQ24 believed that he should
think about ideas and write them down in English. Another important point raised by
the respondents was that unexpected grammatical mistakes might be caused by word-
by-word translation.

In terms of strategies of organization, most of the strategies were frequently
used by the participants. The findings demonstrate that the mean scores of these
strategies are not significantly different. The participants were most likely to follow the
organization of each essay type presented in the textbook (X = 3.66) because they
simply thought that what was presented in the textbook would be correct and in standard
English. They also focused more on the layout or format of an essay which contained
indentation, spacing, paragraphing, margins, title, and so on (X = 3.63). Only few
respondents stated that they tended to put more emphasis on content or ideas than the
format of an essay, while the rest argued that a good format for an essay may make the
essay more readable as a result of its logic and coherence. Additionally, the respondents
often looked for reference materials for good essay organization (X = 3.51). Most of
them wanted to learn essay organization from others through sample essays. For
example, SQ3 reported that she could save time for organizing an essay because she

learned about it from others’ sample essays. Also, they often changed ideas (X = 3.60)
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or rearranged ideas (X = 3.31) in order to make their writing better-organized. The
ultimate purpose of these strategies was to make the structure of an essay clear to the
readers. However, there may be some limitations, for example, such as not keeping to
the topic or a lack of time if ideas are changed or rearranged while writing. In general,
it was felt that a good outline could be an initial step for a well-organized essay as SQ15

reported:

I make an outline from the beginning so that I am not worried about the organization

anymore (SQ15).

As far as vocabulary strategies are concerned, the participants were most likely
to look for the meaning and spelling of new words in a dictionary (X = 3.91). A large
number of the respondents agreed that they looked new words up to widen their lexical
range, i.e., they were able to learn new words for expressing ideas. Some of them
checked a new word immediately, whereas others used Vietnamese words temporarily

and then looked for the equivalent English words in a dictionary afterwards.

I generally finish my writing with some Vietnamese words which | do not know in
Vietnamese and then looked them up in the dictionary for English words in order to
avoid interrupting my thinking process (SQ13).

In contrast, a few respondents decided to use simple words rather than
challenging ones for the whole essay or to change a challenging word into a simpler
one. Similarly, they usually changed ambiguous words to make their writing clearer (X
= 3.86) to avoid confusion or misunderstandings. There was only one respondent
(SQ32) who did not change words while writing because she often brainstormed

vocabulary before writing to save time. Sometimes, the respondents also used

collocations to enrich their writing (X = 2.97). It is presumed that collocations mostly
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helped them to enrich their writing and increase its accuracy, yet a few of them only
used them minimally in their writing. A couple of respondents did not even notice
whether or not they had used collocations in their writing. Meanwhile, synonyms or
antonyms and idioms or phrases were rarely used in their writing (X = 2.89, X = 2.77,
respectively), although students would have liked to use them to enrich their lexical
range (i.e., avoiding repeated words). The major reason for the low use of these
strategies reported in the questionnaire may have been their limited knowledge of
idioms or phrases and synonyms or antonyms which is one of the students’ weaknesses.
Therefore, they endeavored to improve their vocabulary. From the information written
by the participants in the writing logs, all of them spent most of their time improving
their vocabulary, especially academic lexical range, idioms, and collocations. This
means that they put great emphasis on improving vocabulary. The most common
strategy they used to learn vocabulary was to words by heart by writing them down on
a piece of paper repeatedly and then reading them out to practice their pronunciation as
well. Another strategy which was frequently employed was making sentences with a
new word, a phrase, or an idiom. Other participants reported some interesting strategies
to learn new vocabulary, such as sticking notes with new words on the wall or writing
new words on the palms of their hands to see them easily or reviewing new words

wherever they happened to be, for example, on the bus, at school, at home, or at the

gym.

I learn and remember new words by writing them on the palms of my hands

because | can see them easily when necessary (SI9).

With reference to strategies of language use, the participants frequently made a

good statement itself before producing another one (X = 4.17). That is, they tried to



135

complete sentences in an essay, one by one. The advocates explained that making good
statements would save their time for editing. Contrary to this common belief, a small
proportion of the respondents had the opposite idea. They argued that they probably
wasted lots of time to complete an essay if they frequently stopped to correct each
sentence. Instead, they kept on writing the essay until the end and then edited it
afterwards. Furthermore, the participants seemed to regularly check their grammar by
reading and rereading their writing and finding as many mistakes as possible (X =3.91).
In order to increase the cohesion of their writing, they often used transition markers,
mainly prepositions and conjunctions to create connections within a sentence and
between sentences (X = 3.49). Also, they tried to learn good structures from different
resources (e.g., books, articles, seniors, stories, fairy tales) and then applied them in
their writing with the aim to improve their language use in particular and their writing
in general (X = 3.20). SQ2 explained, “I use some good English structures I have
learned from different sources in my writing when I do not know how to express my
ideas in English”. Most of the students had the same idea, thus they tried to note down
good structures in a notebook for later use. However, they avoided using complex
structures (X = 2.50). Fear of making grammatical mistakes may be the most common
reason for this. However, a small number of students tried using complex structures to

improve their writing in terms of grammatical range as noted by SQ18:

It is not a good idea to use too many complex structures in a writing piece.

Sometimes, | use some complex statements to emphasize outstanding points (SQ18).

Regarding the strategies of mechanics, most of them decided to delete or change

words if they were unsure about the spelling (X = 3.69). They were really afraid of
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making mistakes which might worsen the quality of their writing. Similar to their
strategies of language use, the participants preferred checking spelling manually using
a dictionary (X = 3.40) to using AutoCorrect options in Microsoft Word (X = 2.34).
Another commonly employed strategy was dictation. They practiced their spelling
through dictation with friends from time to time (X = 3.17), for example, they dictated
a short passage to their peers outside of class. In class, they asked their peers to review
their writing for spelling (X = 3.26). Several respondents found it useful to let their
peers check their spelling mistakes as SQ25 admitted, “[m]y friends can help me find
out spelling mistakes I cannot recognize”.

To conclude, the findings demonstrate that there was a significant improvement
in the writing competence of the participants which was as a result of the course no
matter what strategies they used to enhance their writing. It is worth noting that
vocabulary was their main concern as they all believed it to be their greatest weakness.

4.1.3 The PLAD Model

Research question #3: What are the learners’ perceptions of the PLAD
model? What factors contribute to their support for or resistance to promoting
learner autonomy through the use of a portfolio in the writing course?

In response to the third research question regarding the participants’ perceptions
of the PLAD model and factors influencing their decision to continue with or drop out
of the autonomous writing class using a portfolio, the quantitative data obtained from
the questionnaire with closed-ended items were statistically analyzed. Moreover, the
qualitative data collected from the semi-structured interviews, questionnaires with
open-ended items, and reflections on likes and dislikes of the course in the portfolios

were employed to give support to the quantitative data.
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4.1.3.1 Learners’ Perceptions of the PLAD Model

This section presents an analysis of the participants’ perceptions of the
necessity of the steps in the PLAD model and their opinions on whether or not they
liked to use a portfolio in a writing course to develop their autonomous learning. Based
on the data collected, overall, most of the participants showed positive attitudes toward
the PLAD model. In particular, there were seven autonomy-related steps of the PLAD
model (e.g., setting learning goals, choosing learning materials, conducting teacher
assessment, creating a study plan, writing reflections, conducting self-assessment, and

conducting peer assessment) that need to be discussed in detail.

Learning goals

Learning materials

Teacher assessment
Study plans HYes
No
Reflection

Peer assessment

Self-assessment

0% 20% 40% 60% 80% 100%

Figure 4.1 Learners’ perceptions of the PLAD model steps

Firstly, as illustrated in Figure 4.1, all of the participants (100%) believed that

‘setting learning goals’ would enable them to learn autonomously. According to them,
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this step really brought several benefits, such as a clear picture of the course, proper

time arrangement, and high motivation.

When | set learning goals, | try to achieve them and reduce spare time for nonsense

activities like hanging out or surfing Facebook (S12).

I can choose suitable learning materials based on predetermined learning goals and

arrange time for my learning properly (SI5).

Secondly, the majority of participants (94.3%) viewed ‘choosing learning
materials’ and ‘conducting teacher assessment’ as factors that may help develop learner
autonomy. For ‘choosing learning materials’, the majority of those who responded to
the questionnaire with open-ended items felt interested in choosing and sharing
materials with each other. For instance, SQ17 revealed that she discovered a new
method in which she could look for materials for the presentation and written work and
share these with her group members, which motivated her learning. Similarly, as far as
teacher assessment was concerned, the participants relied predominantly on the
teacher’s feedback and scores for their writing pieces because they simply felt more
positive about teacher assessment than peer assessment or self-assessment.

Thirdly, ‘creating a study plan’ was another noticeable factor chosen by a large
proportion of the participants (88.6%). As a matter of fact, the majority of them believed
in this step for its own sake, except some interviewees reported feeling it was a
hindrance. According to these interviewees, either too specific plans or general ones
were likely to cause problems. For example, S16 disclosed that she set three hours from
8 p.m. to 11 p.m. for Writing 111, but she actually spent only one hour on this subject.
Consequently, she felt disappointed with herself and even the plan because she did not

achieve the goals. On the contrary, SI5 had difficulties with a general study plan. He
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admitted that his study plan first looked like a timetable and he could not keep doing
the tasks in the plan over a week because it was too general. He further stated that he
got stuck all the time as there were no clear purposes or methods; therefore, he could
not be sure to what extent he achieved his goals. In order to solve this problem, a

suggestion made by S17 seemed to be a good solution.

| agree that we should not create a study plan that is neither too detailed nor too

general. For example, | set three hours a day for French, but | do not set a fixed time

(e.g., from 8 p.m. to 11 p.m.). | can flexibly spend time studying French as long as |

ensure the amount of time | predetermined (S17).

Fourthly, 80% of the respondents viewed ‘writing reflections’ as a factor
influencing learner autonomy development. Several of them advocated that the main
aim of writing reflections was to compare the achievements and predetermined learning

goals to identify how much they achieved the goals and which problems they

encountered during the learning process.

Through comparison between what | have achieved with the predetermined study

plan, I can find out strengths as well as weaknesses and try to solve them (S14).

In addition, a large number of the respondents (74.3%) stated that ‘conducting
peer assessment’” more or less enabled them to learn autonomously. That is, when they
completed a writing piece, their peers helped them to find the mistakes that they could
not recognize for themselves and to grade their writing. In addition, they felt more
relaxed to discuss and share with peers than the teacher. In contrast, a few respondents
expressed their disappointments over their peers’ corrections. Because of different
levels of writing competence, they did not generally obtain useful feedback and

comments from their peers to improve their writing. Especially, SI8 revealed that she
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was irritated because some of her friends corrected their peers’ writing perfunctorily.
Perhaps for this reason, some students appeared not to trust their peers’ assessments.

Finally, ‘conducting self-assessment’ was assumed to play a minor role in
developing learner autonomy by more than half of those surveyed (51.4%). In contrast,
a small proportion of the respondents revealed that they felt bored with rereading their
writing for in order to find mistakes and grading it because some were afraid of finding
mistakes or some that they could not even recognize mistakes. More importantly, they
were not confident about their assessment ability because they revealed that they had
never graded their writing before, as SQ7 confessed, “I think I do not have enough
ability to assess my writing on the basis of standard criteria”.

Additionally, when asked whether the participants would like to employ a
portfolio in an EFL writing course to develop learner autonomy, a large number of the
participants (63%) agreed that a portfolio was useful in a writing course. This means
that the students recognized the benefits of the portfolio in the writing course. However,
26% of them felt unsure about its usefulness, and a small proportion of participants
(11%) did not like to use a portfolio in the writing course. These students felt that they
would encounter difficulties in employing a portfolio during the writing course, which
explains their reluctance.

4.1.3.2 Supportive Factors and Constraints toward the PLAD Model

The main purpose of this section is to find out the supportive factors and
constraints affecting the development of learner autonomy in a portfolio-based writing
course. The findings obtained from the questionnaire with open-ended items, semi-
structured interview, and documents in the portfolios demonstrated two opposing

viewpoints: Supportive factors and constraints.
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4.1.3.2.1 Supportive Factors
Advocates provided evidence of supportive factors that
benefited them throughout the course. The supportive factors, which emerged from the
qualitative data reported by the participants, included developed skills and awareness
of learner autonomy, positive feedback on the use of portfolio, necessity of
collaborative learning, non-threatening learning atmosphere, and teacher’s autonomy-
oriented role.
Developed Skills and Awareness of Learner Autonomy
The fact that learners’ skills and awareness of autonomous learning increased
during the course provides clear evidence for the effectiveness of the PLAD model. In
fact, several participants confirmed that their autonomous learning in terms of
knowledge, awareness, and skills had improved by the end of the writing course.
Moreover, they knew what learner autonomy was and how autonomous learning tasks
were implemented in their writing class; their awareness and skills of autonomous

learning increased accordingly as shown below.

I understand learner autonomy more. | am able to write an essay and then assess it on

my own [...] I think I should spend more time and efforts on learning (SQ4).

I can learn autonomously effectively now because | determine that learning is my

business, not dealing with the teacher (SQ27).

The participants further attributed their learner autonomy development to
freedom. In this sense, they had plenty of freedom to do tasks which really motivated
their learning during this course. Seven out of ten interviewees (70%) shared the same
idea that they were free to search for and choose learning materials appropriate for their

writing or presentation. They also confessed that if they were not sure about the
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appropriateness of the materials, they would ask the teacher for counseling in class or
through the Facebook group in which they could share materials with each other or
discuss confusing matters with the teacher and/or classmates. Besides the choice of
learning materials, the participants were able to do other tasks like setting learning
goals, creating a study plan, self-assessing their own writing, and reflecting on their

learning progress as stated in the following extracts.

Apart from how to write an essay with different types, | know how to create a study

plan, self-assess my own writing, and reflect my learning process (SQ33).

This course is so interesting with necessary skills, such as setting learning goals,
choosing materials, creating a study plan, and writing reflections on my learning.
More importantly, | can do these skills confidently and may apply them into my
future courses (SQ2).

Positive Feedback on the Use of Portfolio

Portfolios were judged to be a useful learning tool by the participants. This was
actually the first time they had experienced using a portfolio as a learning tool during a
course. A portfolio in this case did not simply function as a folder which only contained
documents. It included writing papers, relevant materials for reference, especially a
writing log in which a participant set learning goals, created a study plan with specific
implementation strategies and reflected on their learning in comparison with the
predetermined learning goals. As a result, they knew how to choose the most
appropriate documents to put in a portfolio and how to classify documents in a portfolio
to show their progress in writing.

In the light of the qualitative data obtained from the questionnaire with open-

ended items, semi-structured interview, and portfolio assessment, it was reported that
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the portfolios generally helped the participants to keep and find documents easily, to

keep track of learning, and to organize their own learning schedule.

The portfolio helps me to keep the documents. I can find the necessary documents

easily because | put them according to the topic (SQ19).

Given the portfolio assessment conducted by the teacher researcher and one of
her colleagues, it is apparent that the participants were able to choose and organize the
documents for their portfolios. Most of the portfolios contained four components:
Writing drafts, writing logs, artifacts, and documents related to the course (e.g., the
course description, the writing assessment rubric, the list of writing strategies, etc.),
which were classified according to each element or each unit. Of these components,
artifacts, writing drafts and writing logs were probably seen as the most vital
components, whereas the documents relating to the course were sometimes not included
in the portfolios. Specifically, the writing drafts, which consisted of the first drafts, the
assessed ones, the revised ones, and the final ones throughout the course showed
constant improvement in the participants’ writing ability. Meanwhile, the writing logs
indicated learner autonomy development and the specific ways the participants
employed to enhance their writing skills. It is, additionally, noteworthy that the third
component, the artifacts, found in their portfolios were photos, a short story, sample
essays, and newspapers, which were used for supporting their writing. The last
component, the documents relating to the course, may have been considered optional
because they stated that these documents did not seem to affect their writing

performance much.
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Necessity of Collaborative Learning

Collaborative learning which was comprised of presentation and peer review in
this study partly contributed to the development of the participants’ autonomous
learning. Presentation was considered to be necessary and interesting. Some believed
that their presentation skills improved because of the in-class presentations. For their
own presentations, they had an opportunity to look for relevant information and to
discuss it with the group members. They were able to learn a lot from the discussions
or arguments and feedback given by the classmates and the teacher. Through listening
to other presentations, they learned not only the content the presenters conveyed to them

but also the ways to give an effective presentation or design good PowerPoint slides.

Some presentations are very interesting and useful. I learn the presentation skills from

some friends. They are very confident (S110).

When we prepared for our presentation, we sometimes argued with each other.

However, we found out the solution to the problem after the argument (SI1).

Similarly, the peer reviews helped them to learn about their strong points or
weak points from their peers and to widen their knowledge when they exchanged papers
for assessment. Another reason for supporting peer reviews was that the participants
felt that it was more relaxing to discuss their work with their peers rather than their
teacher.

Non-threatening Learning Atmosphere

The majority of participants affirmed that the learning atmosphere was
comfortable and pressure-free. Some admitted that it was the good relationship between
the teacher and the students and/or between the students that created such a comfortable

learning atmosphere. Some believed that it was the result of more freedom to express
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their ideas, to show creativity, and to make decisions on relevant issues of learning,
such as materials, learning methods, practice, etc. as one respondent
reported,““[c]reative ideas and exciting activities are the things I like best in this course”
(SP25). Furthermore, some reported that there was no longer the pressure of grades
which put a burden on the participants. Despite these different ideas, the participants
had positive feelings toward learning. This may have resulted in positive learning

outcomes.

I really feel free and comfortable in this course because the teacher does not put
pressure on students in terms of grades. Therefore, my main goal is to get as a lot

knowledge as possible (SQ9).

Teacher’s Autonomy-oriented Roles

In addition to the important characteristics of a teacher, like friendliness,
enthusiasm, sense of humor, punctuality, and helpfulness, the participants reported a
variety of roles for the teacher (e.g., a helper, a supporter, a guide, a mentor, a resource,
a facilitator, and a motivator) which helped to promote learner autonomy in her
classroom. According to the participants, the teacher first introduced knowledge of
learner autonomy and shared the materials with them. Furthermore, she presented some
important writing strategies and guided them on how to create a good study plan, which
really facilitated their learning. Additionally, she tried to get the participants involved in
their learning activities through presentations, peer reviews, or self-study rather than
directing them what to do. When they encountered difficulties, she encouraged them to
overcome their problems, and she also tried to assist them in finding solutions. Given the
characteristics of these roles, in brief, these teacher roles in an autonomous classroom

could be grouped into three main roles: A facilitator, a mentor, and a resource.
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The role of the teacher in a classroom is very important because s/he sometimes
motivates us, help us to deal with difficult problems, give us timely counseling
(SP13).

4.1.3.2.2 Constraints
Despite the above-mentioned supporting viewpoint, those who
had doubt about the development of learner autonomy after the writing course as well
as the effectiveness of the PLAD model showed some of the limitations, namely
learning behaviors, doubt about the usefulness of portfolio, disadvantages of
collaborative learning, inconvenient learning conditions, and teacher as an assessor.
Learning Behaviors
Contrary to those who supported the idea that learner autonomy had developed
by the end of the course, approximately half of the interviewees and a small number of
the respondents attributed their unchanging autonomous learning ability to their
learning behaviors. Some of them generally admitted that negative learning behavior,
particularly laziness, was the greatest hindrance to effective autonomous learning. One
respondent frankly confessed, “I have not got any learning progress because | am not
really serious with my learning” (SQ23). More obviously, they pointed out they did not
mostly do these tasks (e.g., carrying out study plans, looking for learning materials,
doing assignments or homework, and making preparations for new lessons) seriously.

The most commonly found reasons for not carrying out a study plan were the following.

I am still lazy and feel that a study plan does not work well for me. Therefore, | do

not follow the study plan regularly (SQ14).

Even though I have a clear study plan, | do not often follow it. I think | am too lazy to

complete it every two weeks (SQ32).
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Some possible explanations for these views were given by the interviewees.
First, they did not have any properly-determined learning methods and specific learning
purposes previously, so they felt bored with their learning. Second, they did not like
following a study plan or a writing log strictly as they thought that creating a study plan
would take a considerable time, and if they were not able to complete the study plan,
they would be disappointed. Last but not least, they were not confident about their
ability. For example, SI8 explained that she really felt confused when the teacher gave
her lots of freedom in choosing topics or materials for writing. SI3 added that she was
not sure if the materials she chose were suitable or appropriate for her writing.

Doubt about the Usefulness of Portfolio

Regarding the drawbacks of a portfolio, a few participants complained about
the high cost of a portfolio, despite the fact that the teacher encouraged them to buy one
at a reasonable price. For example, they bought the portfolios, which were twice or
three times more expensive than the one the teacher suggested because of their
appearance and usefulness. Furthermore, they admitted that they did not really like to
use a portfolio in a writing course because they did not realize its usefulness. They
thought that it was somewhat time-consuming, i.e., they spent time preparing
documents for the portfolio or printing out the writing log or documents they found on
the Internet and putting them in the portfolio. In addition, a couple of participants
honestly admitted to cheat on the documents in their portfolios. This means that they
made a study plan and wrote their reflections in the writing log, although they did not
actually follow the study plan or they just found some relevant documents to put in the

portfolio when the teacher collected the portfolios for assessment.
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In general, the use of a portfolio in the writing course was new to them. Thus,
they found it quite hard to get used to making use of it. Moreover, it was the limited
time that caused the cheating, i.e., they had to spend time on at least seven courses in
the term besides Writing 111, so they did not have enough time to do all the autonomous

learning tasks, especially preparing the documents for a portfolio.

... When I was younger, I could manage time for my learning tasks better than now
because | am currently taking a lot of courses at once. To be honest, | do not have
enough time for all the courses in general and the autonomous learning tasks in this

course in particular (SQ15).

Disadvantages of Collaborative Learning

The major concern mentioned by the participants was the presentation in the
writing course. The reasons for not wanting to make a presentation were insufficient
knowledge, doubts about the quality of their presentation, and the different levels of
preparation. In effect, this means that the information provided by their peer presenters
was not sufficient to answer all the audience’s questions. This probably caused
confusion and misunderstanding. What is more, some presentations and even the
presenters, according to them, were very monotonous. Finally, the presenters were
responsible for everything relating to the presentation by default, whilst the audience
only attended the presentation with little or no preparation and asked questions when
necessary. In other words, it was the different levels of preparation required which led

to the participants’ dissatisfaction with the presentations.

I do not like presentation much because only presenters focus on what they are

talking, whereas others pay less attention to that lesson (SQ22).
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A minor concern was associated with the peer reviews. As presented above, the
participants appeared not to trust peer reviews because they thought that their peers’
ability was more or less the same as theirs. It was proposed that peer review should be
supported with teacher assessment to obtain optimal feedback.

Inconvenient Learning Conditions

Learning conditions were assumed to affect the students’ learning attitudes. As
for learning resources, they complained that their university library did not contain
enough English books, novels, newspapers, or articles and they were not even allowed
to check out English books. In essence, the self-access center appeared not to work
since they were not allowed to use it. Hence, they needed to go downtown, but it took
them about thirty minutes to commute from their home to downtown, which prevented
them from going regularly. Also, there was a lack of convenient learning facilities, such
as a hot classroom, tables fixed to the floor, and no available Internet access or wireless

fidelity (WiFi) which caused them considerable discomfort.

I go to the American Center in downtown to look for English materials on the
weekend because my library does not have several English materials. | want to go

there every day, yet my timetable is so tight (S14).

We would be more motivated if there was available Internet access in this building.
When we do not know about anything, we can google it or search for the answer
online (SP7).

Teacher as an Assessor
Concerning the teacher’s role, it was expected that the teacher would be an
assessor who gave them evaluations and/or suggestions on how to improve their

writing. The students wanted their work assessed by the teacher because they wanted
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to be sure that their writing pieces were properly evaluated by the teacher who was
assumed to have experienced assessment skills and sufficient knowledge, which would

be more effective than peer assessment and self-assessment.

I trust the teacher’s corrections because she has good knowledge and life experiences

from which | can learn (SQ11).

In short, the results of feedback concerning the PLAD model steps and the
desire to use a portfolio in an autonomous writing course were quite positive. However,
the employment of a portfolio in an EFL writing course in the form of the PLAD model
was rather controversial. Given the earlier-discussed factors influencing learner
autonomy, it cannot be denied that the PLAD model helped the participants to develop
their autonomous learning. These drawbacks, however, should be taken into
consideration because “it is not suitable for Vietnamese learners who get used to the
teacher-directed learning method. I cannot change my learning style easily in 15 weeks”
(SQ17). The summary illustrated in Table 4.6 provides an overall picture of the
participants’ decisions to continue with or drop out of an autonomous writing class
using a portfolio.

Table 4.6 Summary of Supportive Factors and Constraints toward the PLAD Model

Items Supportive factors Constraints

Personal factors e Knowing what learner autonomy is and how
autonomous learning tasks are applied in a
(developed skills learner ~ Writing class
autonomy) e Setting learning goals for future courses

¢ Creating a study plan and managing time well

e Searching for and choosing appropriate learning
materials

e Sharing materials with each other

¢ Discussing confusing matters with the teacher
and/or classmates

o Self-assessing their own writing




151

Table 4.6 Summary of Supportive Factors and Constraints toward the PLAD Model

(Cont.)

Items

Supportive factors

Constraints

Personal factors

(awareness of learner
autonomy /learning
behaviors)

Reflecting on the learning process

Actively asking the teacher for counseling
Desiring to apply them into their future courses
Determining that learning is their business

e Lacking seriousness in self-
study

Academic factors

(portfolio)

Academic factors
(presentations)

Knowing how to choose documents deliberately
to put in a portfolio

Knowing how to classify documents in a
portfolio to show their writing improvements
Keeping and finding documents easily

Keeping track of learning

Self-organizing their learning schedule

e Causing  cheating on
documents in a portfolio

e Being skeptical about its
effectiveness

e Being time-consuming

e Being expensive

e Being short of time

Learning from the teacher’s and friends’
feedback to presentations

Discussing with group members for optimal
ideas

Looking for relevant information

Learning both the content conveyed to them by
the presenters and ways to give an effective
presentation

e Gaining insufficient
knowledge because of bad
presentations

e Causing different levels of
preparation among learners

Academic factors (peer e Learning either the strong points or the weak o Feeling doubtful about
assessment) points from peers and widening knowledge when peers’ abilities
they exchanged papers for assessment
e Being more relaxed to discuss with peers than
the teacher
External factors e Having a good interaction with the teacher and e Providing insufficient
(learning atmosphere/ friends learning resources
learning conditions) e Showing creativity e Lacking convenient
o Freely expressing ideas facilities

External factors
(teacher’s roles)

Making decisions on relevant issues of learning,
such as materials, learning styles, practice, etc.
Not studying under pressure of grades

Introducing knowledge of learner autonomy
Sharing the materials with learners

Presenting necessary writing strategies

Guiding how to create a good study plan
Getting learners involved in their learning
activities  through presentations, peer
assessment, or self-study

Encouraging learners to overcome difficult
situations through their own experience
Assisting learners in finding the solutions

e Giving feedback to and/or
suggestions for students’
writing
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4.2 Discussions on Research Findings

This section discusses the significant developments in learner autonomy as a
result of using the PLAD model, writing competence development and writing
strategies with the PLAD model, different levels of contribution of the PLAD model
steps to learner autonomy development, and noteworthy factors influencing the
application of the PLAD model in an EFL writing class.

4.2.1 Significant Development of Learner Autonomy with the PLAD model

Following the results reported in section 4.1.1, a summary of learner autonomy
development with the application of the PLAD model, a discussion on the influence of
the PLAD model on learner autonomy development and a discussion on the
development patterns of learner autonomy will shed light on the development of learner
autonomy during the course.

4.2.1.1 Summary of Learner Autonomy Development

Overall, according to the results, the participants’ autonomous learning
improved significantly. Autonomous learning will be discussed with reference to
knowledge, awareness, and skills. Specifically, the p-values of these dimensions before
and after the course were .000, which were less smaller than .001. This means that there
was a significant difference in terms of knowledge, awareness, and skills in learner
autonomy before and after the course. Moreover, there was a considerable increase in
the mean scores of these dimensions after the course compared with those before the
course. This shows that the participants became more autonomous in their learning. The
qualitative results further provided possible explanations for these developments in
learner autonomy. Arising out of the quantitative and qualitative analyses of these

aspects of learner autonomy, it is shown that learner autonomy significantly improved
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as a result of the 15-week writing. A detailed discussion on the development of learner
autonomy is provided below.
4.2.1.2 The Influence of the PLAD Model on Learner Autonomy
Development
The discussion on learner autonomy development with the use of the
PLAD model is based on the comparison with Benson’s (2001) definition. To become
an autonomous learner, according to Benson, a learner needs to possess self-
management skills, cognitive processes, and learning content. The findings of the
current study demonstrate that the most outstanding issues (e.g., writing reflections and
awareness of learner autonomy) are associated with the aspect of cognitive processes,
whereas the most challenging issue (e.qg., self-assessing writing performance) is related
to the aspect of learning management. Concerning the aspect of learning content (e.g.,
choosing learning materials), the findings indicate that the participants were able to
achieve their learning tasks, yet there were some limitations which prevented complete
mastery.
Awareness of Learner Autonomy
The increase in awareness of learner autonomy as a result of the course is an
interesting finding in this study. Of the three dimensions of knowledge, awareness, and
skills of learner autonomy, in particular, the result shows that the dimension of
awareness increased the most. In fact, the students were aware that they should carry
out their autonomous learning tasks in order to be proactive in their learning through
the use of a portfolio. More importantly, it was determined that learning was their
responsibility and not the teacher’s, which was different from what they had previously

believed before they attended this writing course. In this respect, Nunan (1997) points
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out that awareness is the first of five levels of implementation of learner autonomy.
This means that if a learner wishes to be an autonomous learner, s/he first needs to be
aware of what and how s/he is going to learn. In a similar vein, Benson (2001) believes
that conscious direction is the beginning of control over learning. Thus, it can be
inferred that because the participants were willing to learn autonomously, they were
subsequently able to develop their autonomous learning skills in a portfolio-based
writing class.

The findings from previous studies of learners’ awareness of learner autonomy
(e.g., Balgikanli, 2010; Haseborg, 2012) reveal similar results to that of the current
study. In particular, the students’ positive attitudes or greater awareness of autonomous
learning resulted in more positive behavior. For example, Haseborg (2010) points out
that the majority of the student participants reacted very positively to an autonomous
learning environment. In this study, additionally, learner attitudes or awareness of
autonomous learning may be positively correlated with responsibility. This result was
also found in some research projects (e.g., Hobrom, 2004; Ismail & Yusof, 2012;
Mineishi, 2010; Sakai, Takagi, & Chu, 2005). The results of these studies indicate that
the participants (e.g., students and/or teachers) were willing and able to take
responsibility for their own learning. For example, both Taiwanese students and
teachers in Hobrom’s (2004) study showed positive reactions to learner autonomy in
EFL conversation classrooms and great expectation of taking more responsibilities in
their forthcoming EFL classrooms in comparison with their current ones. This must be
due to the fact that they realized the necessity of learner autonomy in EFL conversation
classrooms in particular and in their learning process in general. It can be seen that the

development of learner responsibility may help promote levels of autonomy because
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several researchers (Dickinson, 1987; Macaro, 1997; Nunan, 1997; Scharle & Szabo,
2000) assert that learner responsibility is closely interrelated with learner autonomy.

Writing Reflections: The Most Developed Skill

In addition to increased awareness of learner autonomy, writing reflections was
recognized as the highest rated task of all. Statistically, among five autonomous
learning tasks (e.g., setting learning goals, creating a study plan, selecting learning
materials, conducting self-assessment, and writing reflections), the mean scores of
writing reflections were the highest rated task in terms of knowledge, awareness, and
skills. This means that the participants acknowledged the benefits of writing reflections
in autonomous learning and believed that they were able to reflect on their learning
achievement best of all, although writing reflections had not previously been perceived
and experienced as a learning task. This positive finding can be explained by the fact
that the participants self-evaluated their learning process through a comparison of their
achievements with their predetermined study plans because “reflection is often
associated with the ability to plan, monitor, and evaluate one’s (language) learning as a
process and product” (Schwienborst, 2009, p. 93). They then made some suggestions
for improvements in their writing logs after each unit and kept them in the portfolios.
Not only is reflection associated with the ability to self-manage their learning, but it is
a leading component in the cognitive processes which underlie learning self-
management (Benson, 2001).

Regarding the relationship between reflection and a portfolio, reflection in
which learners can monitor their own progress and take responsibility for their learning
to achieve their learning goals is one of the most essential components of a portfolio

(O’Malley & Pierce, 1996). Furthermore, portfolios offer learners opportunities to
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make comparisons between their predetermined learning goals and their learning
achievements. Hence, it can be concluded that portfolios help the participants to
become autonomous learners because they are able to monitor and evaluate their
learning process through reflection.

Self-assessment: The Most Challenging Skill

Self-assessment was the most challenging issue which the participants
encountered. Self-assessment appears to be a controversial issue addressed not only in
this study but also in other research projects. In general, self-assessment is regarded as
reflection which monitors learners’ learning progress and promotes learner motivation
and confidence (Gardner, 2000), i.e., it refers to summative assessment which gives
learners opportunities to understand what s/he has learned and how s/he has learned it
at the end of a course (Mayer et al., 2008). Thus, self-assessment is a focal point in a
range of studies concerning autonomous learning (e.g., Balgikanli, 2010; Gardner,
2000; Haseborg, 2012; Hobrom, 2004; Khodadady, 2012; Ying, 2002). For instance,
one of the significant conclusions in Khodadady’s (2012) study is that either learner
autonomy or their writing ability improved by virtue of self-assessment.

In this study, on the other hand, self-assessment was conducted as a formative
assessment, i.e., it refers to self-grading writing pieces using the writing assessment
rubric during the course. In this respect, it was expected that the participants would
realize their strengths as well as their weaknesses with respect to their writing ability
and they would be able to determine how good their writing pieces were because self-
assessment benefits learners in various ways, such as taking responsibility for their own
learning, encouraging learners to do their best work, helping learners to set realistic

goals on their achievements, helping learners to become lifetime learners. However,
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some participants of this study admitted that they were unable to self-assess their
writing pieces as well as the teacher because of a lack of confidence in their writing
ability and unfamiliarity with self-grading their own writing pieces. It is because some
English language learners, especially EFL learners, are not familiar with self-
assessment (Gottlieb, 2006).

In line with this finding, the results which show that teacher assessment is
preferred to self-assessment are found in some previous studies (e.g., Haseborg, 2012;
Sakai, Takagi, & Chu, 2005; Yildirim, 2012). For example, learners themselves felt
doubtful about their assessment ability when they were provided with an opportunity
to self-assess their learning performance (e.g., Sakai, Takagi, & Chu, 2005; Yildirim,
2012). Instead of self-assessment, the students asked their teachers for in-class tests or
quizzes in which the teacher would be responsible for grading and giving feedback
(Haseborg, 2012).

In short, the participants revealed that they needed more time (more than one
15-week writing course) and the teacher’s gradual guide to gain their confidence and
willingness to conduct self-assessment independently. According to Gottlieb (2006),
teachers should gradually introduce self-assessment at the beginning as a whole-group
language experience, and individual learners then write reflection on their learning
through interactive journals where teachers provide feedback before engaging in self-
assessment independently.

Learning Content Based on Learners’ Decisions

As presented in Chapter 2, learning content is related to social interaction, i.e.,
learners are supposed to have rights to make decisions about their learning content and

make connections between the content of in-class learning and the world (society) as
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researchers or teachers (Benson, 2001; Nunan,1997); thus, learning content is regarded
as one of the three key aspects of learner autonomy. In another aspect, other researchers
(e.g., Littlewood, 1997; Rivers & Golonka, 2009; Scharle & Szabo, 2000) focus more
on decision-making ability regarding management and organization of learning than
learning content, i.e., learning content is viewed as a minor factor in the definition of
learner autonomy. Throughout the course, the participants had much more freedom to
choose the learning materials appropriate for their writing than before. Indeed, they
equipped themselves with the necessary information on how and what to search for.
More importantly, according to several participants, looking for materials and choosing
suitable ones to put in portfolios was identified as a vital task that helped to support
their writing. In practice, the participants were able to find and choose materials from
different sources like online and offline learning environments and/or human resources.
This result was similar to that of some other studies (e.g., Duong & Seepho, 2014,
Haseborg, 2012; Luke, 2006). It can be inferred from the results that the participants
were willing to be responsible for what they learned if they were given enough freedom
to make decisions on learning content. As revealed by the participants, freedom to make
choice of learning materials offered them more motivation and eagerness to take
responsibility for their own learning because learners themselves know what they want
to learn (Nunan, 1996, 1997).

However, due to some unavoidable limitations (e.g., fixed school curriculum,
time limit, limited learning sources), the participants in the current study were not really
given the sufficient freedom to make decisions about their learning content, i.e., they
had to strictly follow the content of the course book as scheduled. This limitation was

probably a consequence of another limitation, namely, the time limit. They had to spend
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considerable time covering the obligatory content rather than looking for other
materials of their own choice. In fact, the time limit was one of the most common
concerns revealed by the participants. Thus, searching for various other materials in this
context was not really productive for the participants.

4.2.1.3 Similar Development Patterns in Learner Autonomy

By the end of the course, learner autonomy in terms of the three
dimensions of knowledge, awareness, and skills improved after the 15-week writing
course. Specifically, the autonomous learning tasks (e.g., setting learning goals,
creating a study plan, selecting learning materials, self-assessing writing performance,
and writing reflections) have similar development patterns (see Figures 4.1, 4.2, & 4.3).
This means that the tasks which were rated lowest before the course (i.e., the
participants’ knowledge, awareness, or skills of tasks were perceived to be the worst)
were still rated lowest after the course or vice versa. Apart from the highly rated tasks
of ‘setting learning goals’ and ‘writing reflections’ which the participants felt they
could do well, the tasks of ‘creating a study plan’, ‘self-assessing writing performance’,
and ‘choosing learning materials’ need detailed discussion because the participants may
have encountered difficulties while doing these tasks, which led to minor
improvements.

As mentioned earlier, ‘setting learning goals’ and ‘writing reflections’ were the
highest rated tasks both before and after the course. That is to say, the participants had
good knowledge, great awareness, and mastery of the two tasks. Before the course, they
had experienced or had some familiarity with these tasks. During the course, the

participants set learning goals for each unit and reflected on their learning after each
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unit in a writing log which was kept in a portfolio. It can be assumed that learners will
be able to master these tasks if they carry them out regularly and deliberately.

With reference to knowledge of learner autonomy, the participants gained little
knowledge of ‘creating a study plan’, self-assessing writing performance’, or ‘choosing
learning materials’ before the course (X = 1.89; X = 1.80; X = 1.74). After the course,
however, the participants felt quite positive about their knowledge of ‘creating a study
plan’ (X = 3.20), whereas they were not really confident about ‘self-assessing writing
performance’ (X = 2.94) or ‘choosing suitable learning materials’ (X = 2.88). Some
improvements may be due to the fact that the students learnt how to do these tasks in
the pre-training. Nevertheless, the improvements were minor, especially for the task of
learning to choose suitable materials. This can be explained by the fact that the teacher
researcher just recommended some online and offline learning resources rather than
guiding them on how to search for learning materials, while the participants were
guided on how to create a study plan and to assess a piece of writing. Knowledge of
learning is necessary for an autonomous learner because it helps to increase learners’
willingness to be able to communicate and learn independently (Littlewood, 1997;
Wenden, 1991). Thus, the knowledge of these tasks should be taken into more
consideration so that it can be as equal as that of the higher rated tasks.

In respect of skills of learner autonomy, even though ‘creating a study plan’ and
‘self-assessing writing performance’ had the same rating (i.e., the lowest task) before the
course (X = 1.83), they had different improvements after the course. In particular,
‘creating a study plan’ were well developed after the course (X = 3.31), whereas ‘self-
assessing writing performance’ was still the lowest task (X = 3.00). Thus, the participants

were less confident in conducting self-assessment than in creating a study plan.
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Surprisingly, after the course, the participants believed that they were more
competent in ‘creating a study plan’ (X = 3.31) than in ‘choosing learning materials’
(X = 3.20), although the participants reported that their skill of ‘creating a study plan’
(X = 1.83) was lower than that ‘choosing learning materials’ (X = 1.89) before the
course. Furthermore, the participants were better able to create a study plan than to
choose learning materials or to self-assess writing performance, although they took
little serious notice of creating a study plan. This development can be attributed to the
fact that the participants created study plans for each unit (i.e., they did this task at least
four times during the course.). Hence, these tasks need to be implemented more
frequently in order for the student to make more significant improvements.

In comparison with knowledge and skills of learner autonomy, the low rated
tasks of awareness of learner autonomy were more equally developed after the course.
Before the course, both ‘creating a study plan’ and ‘choosing learning materials’ were
the lowest rated tasks the participants paid attention to (X = 1.83), and they still
remained the lowest with a slight difference between them after the course (X = 3.11;
X = 3.17). It is suggested that learners’ awareness of these tasks should be raised
through mentioning their benefits and importance to learner autonomy in the pre-
training by the teacher and integrating awareness-raising strategies (e.g., small
discussions and/or mini interviews) into the training process. This could help increase
awareness of and attitudes toward autonomous learning which are an essential aspect
of learner autonomy (Benson, 2001; Wenden, 1983, 1991).

To summarize, there was a considerable increase in the participants’
autonomous learning after the 15-week writing course with the use of the PLAD model.

Learner autonomy development, in particular, was discussed based on Benson’s (2001)
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definition of learner autonomy. The findings show the outstanding issues (e.g., writing
reflections and awareness of learner autonomy) related to the control over cognitive
processes, and the challenging issue (e.g., self-assessing writing performance)
associated with the control over learning management, and a debatable issue, namely
choosing learning materials which involves control over learning content. Thus, it can
be concluded that portfolios help to develop learner autonomy because portfolios
provide learners with opportunities to self-assess their writing drafts, compare
achievements and their predetermined learning goals, and reflect on their learning
process. From the limitations of the steps of self-assessing writing performance and
choosing learning materials, however, it can be assumed that it is not easy to make
learners entirely responsible when learner autonomy is promoted in EFL contexts
because of the curricular design system and learners’ limited ability (e.g., English
proficiency and autonomous learning skills). Additionally, the similar development
patterns of learner autonomy were discovered.
4.2.2 Writing Competence Development and Writing Strategies with the
PLAD Model
In this section, the participants’ writing performance and their employment of
writing strategies are discussed to shed some light on their improvements in writing and
also the writing strategies they used to produce an essay.
4.2.2.1 Considerable Improvements in Learners’ Writing
Performance
As far as writing performance is concerned, there was a significant
difference between the mid-term scores and final scores. Specifically, the mid-term

scores included nine bands (e.g., 4.0, 5.0, 5.5, 6.0, 6.5, 7.0, 7.5, 8.0, and 8.5), whilst the
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final scores contained seven bands (e.g., 5.0, 6.0, 6.5, 7.0, 7.5, 8.0, and 9.0). It can be
seen that better good scores and fewer fair and average scores were obtained by the
participants in the final test than in the mid-term test. This means that the participants’
writing competence clearly improved. This improvement may be due to the fact that
they were able to identify their strengths and weaknesses and then found the strategies
to improve their writing skill with regard to five aspects, namely content, organization,
vocabulary, language use, and mechanics through the use of a portfolio. For example,
some of the participants wanted to improve vocabulary because they had difficulty in
expressing ideas in academic English academically; thus, their goal was to increase
their lexical range by searching for materials to learn more academic vocabulary,
synonyms, antonyms, collocations, idioms/phrases, etc. and putting them in their
portfolios as artifacts. Additionally, the improvement may be a result of the fact that
they compared their achievements with the predetermined learning goals and made
suggestions on how to improve their weaknesses after each unit. In brief, the
participants’ writing competence improved in the writing class in which learner
autonomy was predominantly promoted using a portfolio as a learning tool. Hence, it
can be inferred that the improvement in the participants’ writing performance is
sustainable as the participants in this study were able to carry out the learning tasks on
their own.

With regard to the relevant previous studies, it is interesting that two studies, of
which the focus is quite similar to this study had two opposite results. On the one hand,
Aliweh’s (2011) study, aiming at investigating the effect of electronic portfolios on the
enhancement of learners’ writing competence and autonomy, demonstrated no

significant effects on their writing competence and learner autonomy as a consequence
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of cognitive styles, learning styles, instructional strategies, different teaching
methodologies, lack of computer access, and lack of technology-based skills.

On the other hand, Khodadady’s (2012) study, which was conducted with the
purpose of exploring the effect of portfolio and self-assessment on writing tasks and
self-regulation, showed positive results. In particular, the participants in the
experimental group gained significantly higher scores involving writing and self-
regulation than those in the control group after the course, although there was no
significant difference in writing and self-regulation between the experimental group
and the control group prior to the course, i.e., the participants in the experimental group
must have improved due to the use of portfolios and self-assessment. Along the same
lines as Khodadady’s (2012) study, the current study shows improvements in writing
with the use of portfolios. In fact, portfolios provide the participants with opportunities
for the steps of review, reflection and revision of their writing drafts, which play
important roles in the writing process. Therefore, it can be concluded from this study
that the use of portfolios helped the participants to improve their writing competence.

4.2.2.2 Writing Strategies
Writing strategies include five aspects (e.g., content, organization,
vocabulary, language use, and mechanics). The following is a detailed discussion on
the writing strategies the participants used in their writing. The discussion is based on
Oxford’s (2011) strategic self-regulation model, which includes three dimensions:
Cognitive, affective, and sociocultural-interactive.
Cognitive Strategies
Cognitive strategies help learners to construct, transform, and apply L2

knowledge (Oxford, 2011). Cognitive strategies, in this study, involved two issues:
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Assuring coherence and cohesion in writing and translating ideas from L1 (Vietnamese)
into L2 (English).

First, the participants placed an emphasis on the achieving coherence and
cohesion in writing. Coherence and cohesion are often used together, but they have
different characteristics. Coherence refers to the rhetorical aspects of discourse (i.e.,
organization of discourse), whereas cohesion refers to grammatical aspects of discourse
(i.e., connection between sentences and paragraphs) (Hinkel, 2004). To increase
coherence, the participants were willing to rearrange ideas or even change them to
ensure a good organization of their material no matter how much time it might take
them to do these things, which was a consequence of not making an outline before their
writing. Apparently, there remained a conflict in terms of wasting time between making
an outline in advance and editing an essay during the writing process. That is, it is
assumed that they might spend much time making an outline before producing an essay.
In practice, however, they revealed that they probably spent even more time on their
essay writing if they had not previously written an outline. It can be inferred that a good
outline may benefit the participants in saving time and producing a well-organized
essay to increase coherence. In order to make a good outline, according to some scholars
who have conducted studies on writing research (e.g., Hayes, 2006; Zemach &
Stafford-Yilmaz, 2008), outlining should be created in the form of an ordered list of
topics and sub-topics as it enables student writers to organize their thoughts, develop
the organization of an essay, and provide a map of ideas.

Furthermore, with the aim to improve the cohesion of the writing, most of the
participants tried to learn good English structures from reference materials and apply

them in their writing aside from using transition markers, most notably conjunctions,
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that create links within a sentence and between sentences (Mather, et al., 2009). This
means that the participants are able to master this issue autonomously.

Second, the strategy of translating the ideas, which was obtained from the
questionnaire, is viewed as a debatable strategy. On the one hand, the participants who
supported this strategy justified collecting as many ideas as possible because that was
their main purpose irrespective of the language they used. This finding was similar to
those found in some previous studies (e.g., Alnufaie & Grenfell, 2012; Nguyen, 2009).
On the other hand, other participants resisted this strategy arguing that as English
majors, they should try to use English as much as possible. They suggested that EFL
students should practice thinking and producing written work (e.g., a diary, a reflective
journal, notes) in English. Similarly, Cohen (2011) recommends that a learner whose
ultimate goal is to be fluent in L2 should be encouraged to think through L2 as much
as possible during the language learning process as well as language use. It can be
inferred that it is quite difficult for the participants to express their ideas in English
without using translation, yet this matter can be improved through practice.

Affective Strategies

Affective strategies help learners to have positive attitudes and stay motivated
(Oxford, 2011). In this study, avoiding making mistakes was commonly found in most
writing strategies used by the participants. In other words, the participants were most
likely to focus on accuracy while producing an essay. Noticeably, they spent most of
the time learning vocabulary and grammar which were identified to be the most
important aspects in essay writing by the participants.

As for strategies of vocabulary, in effect, they would prefer to use simple words

instead of challenging ones in cases in which dictionaries or other materials were not
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allowed to be used to ensure the accuracy of lexical use. In case of uncertainty about a
new word, they were willing to change that word in order to avoid mistakes or
misunderstandings. In practice, they frequently looked up new words in a dictionary to
make sure that these words were used correctly. Additionally, they hardly ever used
collocations, synonyms and/or antonyms, as well as idioms and/or phrases in their
writing because of the fear of making mistakes. Surprisingly, idioms and/or phrases
recognized as their weaknesses were deliberately learned and reported in the writing
logs, yet these were never or almost never used in the participants’ writing pieces due
to their complexity. It can be inferred that they did not have sufficient confidence in
their English proficiency. This finding is in line with one of the findings in Zhao’s
(2014) study in terms of preference for simple word use. It was concluded that Chinese
EFL learners had a tendency to use simpler lexical cohesion than British learners as the
consequence of their limited English proficiency.

Similar to the writing strategies of vocabulary, those of language use seemed to
be accuracy-focused. As a matter of fact, they would like to make correct statements
before producing another one, or they frequently checked their grammar by reading
their writing while writing. They would also rather use simple structures than complex
ones. It is likely that avoiding making mistakes helps participants to increase their
confidence in writing an essay.

In respect of making mistakes, Pearson (2013) affirms that it is difficult to deal
with fear the of making mistakes when learners have been harshly and unfairly
criticized for a mistake without any way to defend themselves. Hence, it is
recommended that learners should not pay much attention to mistakes while writing,

especially in producing a first draft because they will have a chance to correct them in
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the revision step (Pearson, 2013). As far as the relationship between learner anxiety
over mistakes and their use of writing strategies is concerned, there is a negative
correlation between them, i.e., the less anxious learners are, the more strategies they are
able to employ (Stewart, Seifert, & Rolheiser, 2014). In another aspect, anxiety is seen
as a symptom of just enough tension to get the job done (e.g., Ottens, 1991; Oxford,
2011). To sum up, “both too much and too little anxiety may hinder the process of
successful second language learning” (Brown, 2000, p. 152).

In brief, the participants are able to develop vocabulary and grammar by
themselves, yet fear of making mistakes probably hinders them from enriching their
lexical and grammatical range.

Sociocultural-Interactive Strategies

Sociocultural-interactive strategies to cope with issues of communication,
contexts, and culture in L2 learning (Oxford, 2011). For this study, sociocultural-
interactive strategies are in relation to working with peers and/or the teacher. The
participants discussed with peers and/or the teacher how to overcome knowledge gaps
in expressing ideas and they assessed their peers’ writing pieces to learn from each
other. Evidently, working with others helps learners to work independently and to
promote proactive learning (Macaro, 1997; Reid, 1993).

In summary, in view of what has been discussed so far, it can be concluded that
the participants’ writing competence improved at the end of the course. The discussion
of writing strategies, moreover, demonstrates that the participants tended to use the
strategies regarding indirectly expressing ideas from their mother tongue to English,

increasing coherence and cohesion, minimizing mistakes, and working collaboratively.
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4.2.3 Different Levels of Contribution of the PLAD Model Steps in

Learner Autonomy Development

Based on the results reported above, it was discovered that the participants
placed an emphasis on some particular steps of the PLAD model, whereas they
overlooked some other steps in terms of frequency of implementation, i.e., they spent
more time doing some steps than others. This unbalanced focus, thus, unintentionally
caused different levels of contribution of these steps to learner autonomy development.

Setting Learning Goals

It is worth noting that the results of this study indicated a massive increase in
setting learning goals which is considered one of the key components of autonomous
learning (Rivers & Golonka, 2009). Also, the participants optimistically reported that
they knew how to set learning goals and believed that it was a necessary task; hence,
they felt positive about their skill of setting learning goals. These positive results derive
from the fact that they could make decisions about what they would like to learn.
Similar to this finding, Chau and Cheng (2010) discovered that learners could identify
and modify learning goals appropriate for the tasks through the use of e-portfolios to
foster learner autonomy.

Thanks to clearly-determined learning goals, more specifically, the participants
in this study had an overall orientation to the course, which was followed by proper
time management. As a result, all of them thought that this step was the most important
step in developing learner autonomy. In Nunan’s (1997) five-level categorization of
implementation of autonomy (e.g., awareness, involvement, intervention, creation, and
transcendence), creating learning goals is rated at the second highest level, i.e., if

learners are able to create learning goals, they somehow obtain more opportunity to
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become autonomous learners. Arising from the results presented by other scholars and
the findings of this study, it can be inferred that setting learning goals is one of the key
steps on the path to autonomous learning; thus, EFL learners should take this step into
serious consideration if they wish to become autonomous learners.

Choosing Learning Materials

Choosing learning materials significantly contributed to learner autonomy
development in this study. It was the freedom to make choice of materials used in their
learning that gave the participants more motivation to take responsibility for their own
learning because learners themselves know what they want to learn (Nunan, 1996,
1997). Similarly, some previous studies (e.g., Balcikanli, 2010; Haseborg, 2012;
Yildirim, 2012) indicated that learners’ attitudes toward autonomous learning will be
positive if they have freedom to choose learning materials. It is recommended that this
step should be promoted in an autonomous classroom.

Conducting Teacher Assessment

Teacher assessment is surprisingly perceived as a step that greatly contributed
to learner autonomy development by the participants. They simply explained that they
relied heavily on the teachers’ feedback and evaluation on writing problems which they
sometimes felt confused about. This seems to be contrary to the nature of autonomy
advocated by scholars in this field (e.g., Benson, 2001; Little, 2001; Gardner, 2000;
Rubin & Thompson, 1994; Sheerin, 1997) because it is believed that learner autonomy
occurs when learners are independent from the teacher. Conversely, some researchers
(e.g., Ganza, 2008; Little, 2004; Scharle & Szabo, 2000) emphasize the interrelation
between learners and teachers in autonomous learning in which the learner’s role is

mainly concentrated, i.e., autonomous learners still need to work with the teacher, and
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they may need the teacher’s counseling in some cases. In short, the teacher’s role is
necessary in an autonomous classroom, yet it must be autonomy-based, i.e., the teacher
can be a facilitator, a counselor, and a resource (e.g., Little, 2004; Voller, 1997). This
means that this step should be flexibly used in an autonomous classroom.

Creating a Study Plan

The results obtained from the investigation into learner autonomy development
regarding creating a study plan after the course were positive, so it was assumed to help
learners to develop learner autonomy. In other words, the participants were ultimately
competent enough to create a study plan despite the fact that they had almost never
done this task before. In this regard, Wenden (1983, as cited in Benson, 2001) points
out that planning learning content and learning methods is viewed as one of the three
pillars of an autonomous learner’s characteristics (e.g., knowing what language and
language learning involves, planning the content and methods of learning, and self-
evaluation of progress and the learning experience). It is apparent that creating a study
plan also plays a fundamental role in autonomous learning, thus it should be taken into
careful consideration in the autonomous learning process.

Writing Reflections

Writing reflections was one of the important tasks in promoting learner
autonomy because it was the highest rated task of all after the course (see section 5.1.1).
In other words, the participants were believed they were able to have control over their
learning when they compared and contrasted their learning performance and the
predetermined learning goals. Because of the significant influence of this step on
learner autonomy, its forms (e.g., reflection journals, reflection statements, reflection

essays, etc.) were used as tools to examine levels of autonomy that a learner achieved
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in several studies (e.g., Chau & Cheng, 2010; Haseborg, 2012; Luke, 2006; Ying,
2002). According to Benson (2001), an autonomous learner is able to reflect on their
learning at appropriate moments in the learning process. Obviously, writing reflections
is a feasible task that should be promoted in an EFL writing course.

Conducting Peer Assessment

In this study, peer assessment was believed to partly contribute to learner
autonomy development. Peer assessment is “an effective means for having English
language learners practice academic language with each other” (Gottlieb, 2006, p. 145).
Through peer assessment, furthermore, learners are provided with opportunities to
share responsibility with each other and respect each other’s language input because
they are encouraged to work together rather than with the teacher. To sum up, peer
assessment is believed to be a part of a sense of responsibility in learner independence
(Hamp-Lyons & Condon, 2000; Macaro, 1997; Reid, 1993); therefore, this step should
be focused on to help learners learn autonomously.

Conducting Self-assessment

Self-assessment serves as a testing tool for a self-monitoring process in which
learners are capable of identifying their actual abilities and reflecting on their learning
goals, strategies, and achievements (Gardner, 2000); therefore it is conducted as part of
autonomous learning assessment. For this study, however, it was surprising that self-
assessment was supposed to help the participants to learn autonomously even when
they did not trust their own assessment skills. This can only be understood that learners
may not be willing or confident to conduct self-assessment if they are not well-equipped
with self-assessment skills (Gardner, 2000). Therefore, because of its importance to

learner autonomy, knowledge of self-assessment (i.e., how to score a piece of writing)



173

should be introduced in detail to learners prior to a course, so that they are then
competent to conduct self-assessment during the course.

To summarize, the participants generally had positive attitudes toward the
PLAD model, although PLAD model steps, namely setting learning goals, choosing
learning materials, conducting teacher assessment, creating a study plan, writing
reflections, conducting peer assessment, and conducting self-assessment have different
levels of contribution to the development of the autonomous learning process.
Noticeably, assessment (e.g., teacher assessment, peer assessment, and self-assessment)
was considered a debatable matter because the participants tended to underestimate the
importance of self-assessment which was recognized as an assessment tool for
autonomous learning, whereas they were in fact likely to be in favor of teacher
assessment and peer assessment for developing autonomous learning.

4.2.4 Noteworthy Factors Influencing the Application of the PLAD Model

in an EFL Writing Class

Given the qualitative analysis of factors influencing the participants’ likes or
dislikes of using a portfolio in a writing class to develop learner autonomy (see section
4.1.3.2), all the supportive factors and constraints were categorized into three major
factors (e.g., personal factors, academic factors, and external factors) and discussed in
both positive and negative aspects, as illustrated in Figure 4.2. Moreover, it is worth
noting that there is an interrelated relationship among these factors, i.e., they have an

influence on each other.
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Figure 4.2. Interrelated relationships among personal factors, academic factors,
and external factors
4.2.4.1 Positive Factors
In this section, some issues regarding learners’ self-efficacy and
attitudes toward learner autonomy, usefulness of portfolio, and teacher’s flexible roles
are presented.
Learners’ Self-efficacy and Attitudes toward Learner Autonomy
As shown by the results reported earlier, the vast majority of the participants
recognized their autonomous learning improvement in terms of knowledge, awareness,
and skills, of which awareness may be regarded as the leading dimension that more or
less affected the other two dimensions. In other words, they felt positive about their
current autonomous learning ability as a result of sufficient knowledge, great
awareness, and good skills in carrying out their autonomous learning tasks. It has been
explained that one of the important reasons for this positive result was the freedom of

choosing tasks and materials and expressing their ideas in class without any
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psychological barriers. This finding of positive attitudes toward learner autonomy is
also found in some studies of this field (e.g., Balcgikanli, 2010; Haseborg, 2012; limuro
& Berger, 2010). For example, it was concluded that the opportunity to make a choice
of learning content really helped the participants to increase their learning motivation
which results in positive attitudes. This means that learning attitudes are one of the most
important aspects that need to be taken into consideration for developing learner
autonomy. Moreover, as Wenden (1991) describes, an autonomous learner needs to
possess learning strategies, knowledge of learning, and positive learning attitudes so
that he/she is able to learn independently of the teacher. It can be further implied that
the participants gradually become autonomous learners throughout the writing course
with the application of the PLAD model because of their developed efficacy in
autonomous learning tasks and their positive attitudes toward learner autonomy.

Usefulness of Portfolio

One of the most noticeable issues in this study was the employment of a
portfolio as a learning tool. Prior to the discussion on this issue, it is essential to present
the learning method employed in the previous writing courses to throw light on how
the participants had learned in the writing courses and how different the previous and
the current learning methods are. According to their reports in the questionnaire, they
had previously played a role as passive followers who had been simply listened to the
teacher and then undertake tasks with the instructions of the teacher, and their personal
ideas had tended to be discouraged. In contrast, the teacher had been considered the
leader who had been in charge of almost all tasks like provision of knowledge,
assessment, checking homework, etc. Furthermore, their focus was on the product

(grades) not the process (ways to gain knowledge). In general, the teacher-directed
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learning method has been commonly used in Vietnam as a traditional learning method
in which the teacher’s role is given great emphasis (e.g., Dang, 2012; Nguyen, 2009;
Tran, 2013; Trinh, 2005). Not only has this situation occurred in the Vietnamese EFL
context, but it has also been quite common in other EFL contexts like China, Egypt,
Macedonia, Japan, Taiwan, Thailand, Turkey (e.g., Aliweh, 2011; Balcikanli, 2010;
Chu, 2004; Duong & Seepho, 2014; Mineishi, 2010; Sanprasert, 2010; Xhaferi &
Xhaferi, 2011). As a result, the participants probably got used to the traditional learning
method, so it could be a challenging task to introduce a new learning method to them.
A portfolio was recognized as a useful learning tool that the participants
experienced in this study. According to Paulson, et al. (1991), a portfolio is a collection
of work that a learner deliberately creates to show their achievements or progress in a
particular area. Hence, it brings learners benefits like reflection on and self-awareness
of their learning, development of self-management ability, development of self-
assessment and decision-making abilities, recognition of written language acquisition
development, and development of revision ability through delayed evaluation (Weigle,
2002). For this study, three clearly-determined benefits of a portfolio included the
ability to self-manage their learning through identification of learning goals, creation
of a study plan with specific strategies, choice of reference materials, reflection on
learning, the ability to self-assess and make decisions about what they should put in a
portfolio, and the ability to show improvements in their writing competence through a
series of the drafts from first to last. Some studies (e.g., Bliyilkdumana & Sirina, 2010;
Chau & Cheng, 2010; Xhaferi & Xhaferi, 2011) also demonstrate the positive impacts

of a portfolio on the development of learner autonomy and language learning
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performance. This can be interpreted that the participants were able to use a portfolio
in a proper way to develop learner autonomy and writing competence.

Teacher’s Flexible Roles

As presented in section 2.1.2, a teacher should work with learners in the
autonomous learning process (e.g., Ganza, 2008; Scharle & Szabo, 2000). This should
not mean that the teacher plays a leading role in an autonomous language classroom.
The teacher should be a facilitator who helps learners to plan and carry out learning
tasks, a counselor who gives advice when learners need help, and a resource manager
who provides learners with information to solve problems (e.g., Little, 2004,
Longworth, 2003; Voller, 1997). In this study, it was expected that the teacher should
take a role as a facilitator, a mentor, and a resource to help to promote learner autonomy
with enthusiasm, friendliness, and a sense of humor, which would create a pressure-
free learning atmosphere in which there was a good interaction between the teacher and
learners. A good relationship between EFL teachers and learners that helps develop
learner autonomy is also found in a few other studies (e.g., Chan, 2000; limuro &
Berger, 2010). To sum up, it is vital for teachers to help learners to know how to become
autonomous learners as, according to Mayer et al. (2008), learners do not become
effective autonomous learners all by themselves.

4.2.4.2 Negative Factors
This section discusses learners’ difficulties and expectations of

developing learner autonomy, pitfalls of portfolio, and unfavorable learning conditions.

Learners’ Difficulties and Expectations of Developing Learner Autonomy

Contrary to the positive result obtained from the majority of participants

involving the development of self-efficacy and awareness of learner autonomy with the
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use of a portfolio in a writing course, a very small number of the participants admitted
that they did not really pay much attention to the creation of a study plan, the choice of
learning materials, and self-assessment of writing performance due to a lack of
confidence in their writing ability (i.e., they heavily relied on teacher assessment),
laziness, shortage of time, an inability to complete time-consuming tasks, and the
inflexibility of a fixed schedule (i.e., a writing log). The participants expected that the
teacher should be the person to take the responsibility for assessment. In other words,
they were reluctant to become autonomous learners because of some the above-
mentioned difficulties. Furthermore, they clearly lacked in dealing with the new
learning approach. Similarly, the student participants in some studies (e.g., Duong &
Seepho, 2014; Gardner, 2007; Haseborg, 2012; Sakai, Takagi, & Chu, 2005; Xhaferi &
Xhaferi, 2011; Yildirim, 2012) were dependent on the teachers’ evaluation and
direction because they believed that teachers had more knowledge and experience of
assessment than students. Therefore, teachers should provide adequate feedback on
learners’ homework or assignments not only to increase their confidence in autonomous
learning, but also to develop a reflective aspect of autonomous learning (Mayer et al.,
2008).

Pitfalls of Portfolio

A small number of the participants who did not support the use of a portfolio in
the writing course felt doubtful about the usefulness of a portfolio because of its pitfalls.
Their first concern was that it was a waste of time. It was reported that they spent much
time on the preparation of documents (e.g., writing logs, drafts, artifacts, and other
reference materials) for a portfolio and implementation of the predetermined study plan.

The first concern, to some extent, led to the second concern, which was cheating on
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documents and the implementation of tasks. Particularly, few of them did not have
enough time to prepare documents for a portfolio, so they just tried to fill the portfolio
with any documents and artifacts, i.e., they did not follow the study plan created and
stored in the portfolio. These participants tended to be reactive learners who did not
take control over their learning with the use of a portfolio. In this sense, Littlewood
(1999) affirms that Asian learners possess reactive autonomy in which learners organize
learning resources autonomously to achieve the goals, but they cannot take
responsibility for their own learning, such as setting their goals, selecting what to learn,
and reflecting on what s/he has acquired, like those who have a proactive autonomy.
This finding is somehow similar to that of Aliweh’s (2011) study, which shows no
significant effects of e-portfolios on learners’ writing competence or on learner
autonomy because of the traditional learning methods which are teacher-dominated,
textbook-centered, and exam-driven. This result, however, is contrary to the common
belief that autonomous learners need to take responsibility for their own learning (e.g.,
Benson, 2001; Macaro, 1997; Nunan, 1997; Scharle & Szab6, 2000). In short, to
become an autonomous language learner, an EFL learner needs to be aware of the
importance of autonomous learning.

Unfavorable Learning Conditions

Another factor assumed to influence the failure of developing learner autonomy
in this study was unfavorable learning conditions. This includes inconvenient facilities
(e.g., no Internet access in class and uncomfortable classrooms) and insufficient
learning resources (e.g., limited reference books, lack of a self-access center, and strict
regulations in respect of checking out books) was seen as one of the constraints that

contributed to the failure of participants being able to learn autonomously. In this
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regard, Leithwood (2006) asserts, “poor working conditions will likely depress initially
high levels of both ability and motivation” (p. 6). Hence, it is believed that the students’
learning motivation was affected by such unfavorable conditions. From this, we may
deduce that the participants’ readiness for autonomous learning would have increased
if learning conditions had been improved.

4.2.4.3 Interrelated Relationships among Personal Factors,

Academic Factors, and External Factors

As presented earlier, personal factors, academic factors, and external
factors are positively correlated with one another (see Figure 4.2). This means that if
personal factors are positively changed, academic factors and/or external factors are
also positively changed or vice versa. Particularly, learners’ performance and attitudes
towards learner autonomy, the use of portfolios, the teacher’s guidance and help, and
the learning environment all have an influence on each other.

Concerning the relationship between personal factors (e.g., learning
attitudes) and academic factors (e.g., the use of a portfolio), several scholars (e.g.,
Murphy & Camp, 1996; O’Malley & Pierce, 1996; Weigle, 2002) point out that a
portfolio can enable learners to promote a sense of ownership, which increases learner
motivation in learning. If learners do not carry out the portfolio tasks (e.g., collection,
reflection and self-assessment, selection, etc.) seriously, however, the quality of a
portfolio is not ensured (Hamp-Lyons & Condon, 2000).

According to several researchers (Ganza, 2008; Little, 2004;
Longworth, 2003; Mayer et al., 2008; Voller, 1997), the relationship between personal
factors (e.g., learners’ performance) and external factors (e.g., teacher’s roles and

unfavorable learning conditions) in an autonomous classroom is interrelated. Evidently,
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learners’ autonomous learning process causes low efficiency without a teacher’s
counseling and guidance, whereas the teacher’s roles are shaped by the learners’
performance (e.g., learners’ efficacy and attitudes toward autonomous learning)
(Ganza, 2008). Additionally, learners’ autonomous learning performance is partly
affected by learning conditions (Leithwood, 2006).

Similarly, there is an interactive relationship between academic factors
(e.g., portfolios) and external factors (e.g., teacher’s roles). In order to help learners to
create a good portfolio, a teacher needs to act as a guide as well as a feedback provider
who gives constructive and specific feedback on the strengths and weaknesses based
on the assessment of the learners’ work in portfolios. Obviously, the employment of a
portfolio in a writing course to develop learner autonomy may change the teacher’s
roles (O’Malley & Pierce, 1996).

Briefly, the positive factors (e.g., the usefulness of portfolio, learners’
self-efficacy and attitudes toward learner autonomy, and teacher’s flexible roles) and
the negative factors (e.g., pitfalls of portfolio, learners’ difficulties and expectations of
developing learner autonomy, and unfavorable learning conditions) were discussed
above with the aim to elucidate the reasons underlying their support for or resistance to
developing learner autonomy using a portfolio as a learning and assessment tool in an
EFL writing class. Furthermore, the interrelated relationships among these factors were

addressed.
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4.3 Summary

This chapter provided the analysis of the data obtained from the questionnaire,
semi-structured interview, tests, and portfolios and the discussions of the findings based
on the research questions. The data analysis was followed by discussions on three major
issues: (1) learner autonomy development in terms of knowledge, awareness, and skills,
(2) the participants’ improvements in writing competence and the most preferred
writing strategies relating to cognitive, affective, and sociocultural-interactive factors,
and (3) their positive attitudes toward the use of the PLAD model in the EFL writing
course and factors (e.g., academic, personal, and external factors) influencing their
support for or resistance to promoting learner autonomy through the use of the PLAD
model. The next chapter will present the portfolio-based learner autonomy development

(PLAD) model.



CHAPTER 5
THE PORTFOLIO-BASED LEARNER AUTONOMY

DEVELOPMENT (PLAD) MODEL

The aim of this chapter is to present the results of the portfolio-based learner
autonomy development (PLAD) model. It starts with an introduction to the PLAD
model. The introduction is followed by the presentation of revision of the PLAD model
after the experiment and components of the PLAD model which is described in twelve
logical steps: (1) pre-training, (2) portfolio tasks, (3) input, (4) setting goals, (5) creating
a study plan, (6) selecting resources, (7) employing writing process, (8) self-assessing
writing performance, (9) self-monitoring learning process, (10) external feedback from
peers and the teacher, (11) output, and (12) summative evaluation. Then some lessons
learned during the application of the PLAD model are addressed. The chapter ends with

the strengths and weaknesses of the PLAD model.

5.1 Introduction

The PLAD model has been developed based on Lam’s (2013) conceptual model of
self-regulated learning in a context of portfolio assessment, Huitt’s (2003) model of
teaching/learning process, and instructional design (ISD) models, namely the ADDIE
model, the Dick and Carey systems approach model, and the ASSURE Model. This model,
thus, serves as a guideline for developing learner autonomy using a portfolio in an EFL

writing course. Details of the PLAD model are described in the following sections.
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5.2 The PLAD Model

This section addresses revision of the PLAD model after the experiment and
components of the PLAD model.

5.2.1 Revision of the PLAD Model after the Experiment

Based upon the findings of the study, it is concluded that the proposed PLAD
model is effective for use in an EFL writing course. In other words, the steps of the
proposed PLAD model are workable. Hence, almost all the steps of the proposed model
(see Figure 3.3) are kept for the complete PLAD model (see Figure 5.1) except for the
step of delayed evaluation and formative feedback. The reason for this is that this step
can be included in self-monitoring learning process in which EFL learners review their
written work and portfolio tasks when they choose documents for their portfolios and
reflect on their learning.

In addition, one of the most important steps that contributes to the effectiveness
of the PLAD model is pre-training which was not included in the proposed PLAD
model. This means that some issues (e.g., identifying learning styles, the concept of
learner autonomy, creating a study plan, employing writing process and strategies,
using scoring schemes, and developing a portfolio) should be introduced and used as a
guide for learners before the portfolio-based writing course so that learners can acquire
the necessary knowledge and confidence to deal with autonomous learning tasks during
the course. According to Littlewood (1997), an EFL teacher should help learners to
develop confidence, motivation, knowledge, and skills in order to become independent
communicators, independent learners, and independent individuals.

In short, the complete PLAD model includes twelve logical steps, namely pre-

training, portfolio tasks, input, setting goals, creating a study plan, selecting resources,
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employing writing process, self-assessing writing performance, self-monitoring
learning process, external feedback from peers and the teacher, output, and summative
evaluation.

5.2.2 Components of the PLAD Model

The PLAD model is composed of three major stages: (1) input, (2) process, and
(3) output. In the first stage, learners are prepared for autonomous learning with
cognitive and affective factors through an introduction of some issues relating to learner
autonomy, writing skills, and a portfolio. In the second stage, autonomous learning
tasks are carried out by the learners. In the last stage, learners show their learning
achievements in terms of their autonomous learning skills, writing skills, and portfolio
skills. Additionally, summative evaluation conducted by the teacher is included in this
stage with the aim to complete all the necessary learning activities before starting a new

learning cycle.
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Figure 5.1. The portfolio-based learner autonomy development (PLAD) model in

an EFL writing course

As shown in Figure 5.1, the PLAD model consists of twelve steps. With the aim

to facilitate the application of the PLAD model in an EFL writing course, there should

be clear instructions for the PLAD model with the focus on roles of an EFL teacher and

learners.
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Stage I: Input

Step 1: Pre-training

Learners are introduced to the theoretical background of learning styles, the
concept of learner autonomy, creating a study plan, employing writing process and
writing strategies, self-assessing and scoring writing pieces, and developing a portfolio
(see section 3.6.1). They then practice these tasks with a teacher who serves as a guide.

Step 2: Portfolio tasks

This step helps learners to notice what tasks they should carry out for their
portfolio. Portfolio tasks include various pieces of writing, self-assessment, reflection,
and artifacts associated with various writing topics. A teacher needs to emphasize the
importance of self-assessment and reflection and guide learners how to choose and
arrange their writing pieces and relevant artifacts in a portfolio to make sure that these
tasks do not confuse them.

Step 3: Input

Learners need to be prepared for autonomous learning with cognitive factors
(e.g., knowledge of texts and writing strategies) and affective factors (e.g., motivation
and confidence) in order for them to be able to do the tasks by themselves. Knowledge
of a text is related to text structure in terms of field, mode, and tenor as perceived by
learners, and learners’ in-class presentations should be concerned with rhetorical focus
and language focus for each type of essays to help them to review their knowledge. In
opinion essays, for example, one group presented rhetorical focus (e.g., organization of
opinions, facts and opinions, and counter-argument and refutation) and another group
presented language focus (e.g., expressions of quantity in opinion essays and the use of

connectors to show support or opposition). Knowledge of writing strategies is
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introduced by a teacher in the pre-training. In addition to knowledge, the willingness of
the learners needs to be included in this step because Littlewood (1997) states that
learners need to possess ability (e.g., knowledge and skills) and willingness (e.g.,
motivation and confidence) if they want to be autonomous learners.
Stage I1: Process

Step 4: Setting goals

Goal setting is considered an important part in most educational contexts as it
yields “a rationale for selecting and integrating pedagogical tasks, as well as providing
a point of reference for the decision-making process” (Nunan & Lamb, 1996, p. 27).
Thus, learners are encouraged to set their own long-term and short-term goals to direct
their learning process and inputs (e.g., knowledge of texts and writing strategies and
willingness to do portfolio tasks).

Step 5: Creating a study plan

In this step, learners create a study plan based on the sample one (see Appendix
D). During the creation of a study plan, the teacher can be a facilitator and/or a resource
person who helps learners to deal with their problems. After completing the study plan,
learners will put it in their portfolios for future reference.

Step 6: Selecting resources

Regarding the question “what is a resource?”, Nunan and Lamb (1996) indicate
that a resource can be anything existing in the classroom, including not only technical
hardware and software, e.g., books, tapes, and videos, but also human resources that
exist, such as the teacher and the learners. Accordingly, the teacher plays a role as a
resource who gives learners information when needed, whilst learners can learn from
the teacher and/or peers by sharing types of resources, strengths and weaknesses of

resources, and ways to search for and choose appropriate resources.
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Step 7: Employing writing process

Regarding a teacher’s and learners’ roles in the writing process step, learners
play several roles, such as writers, editors, feedback givers, or even readers, whereas a
teacher is a facilitator and/or a counselor, i.e., if learners find the task too challenging,
they will ask a teacher for help.

Step 8: Self-assessing writing performance

After producing an essay, learners self-assess their writing with the use of the
self-assessment checklist (see Appendix K) and writing assessment rubric (see Table 2.3).
In particular, learners first edit an essay based on the self-assessment checklist. Then they
grade it using the writing assessment rubric. Finally, they give themselves a grade for
their work and make some remarks in the self-assessment checklist. While learners are
doing these tasks, a teacher goes round the class, observes the learners’ self-assessment
process and also advises them about the time they have for their self-assessment.

Step 9: Self-monitoring learning process

This step involves cognition, affection, and revision. Writing reflections, which is
an aspect of cognition, is seen as a key task in this step because it serves as a link among
the portfolios, learner autonomy, and writing competence in this study. Through reflection,
learners may have opportunities to review their portfolio tasks before the portfolio
assessment, self-assess their writing performance, and compare their learning achievements
and predetermined learning goals. There are two types of reflections: A writing log and
reflection on their likes and dislikes of the course. In the writing log, in particular, learners
assess how good their writing performance is and give recommendations for later study
plans by simply answering the proposed questions, whereas reflection on the likes and

dislikes of the course lead to comments on the strong and weak points of the course.
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Step 10: External feedback from peers/teacher

During peer assessment, learners provide feedback on their peers’ written work
based on their use of the peer assessment checklist (see Appendix L) and the writing
assessment rubric (see Table 2.3), while a teacher plays a role as a coordinator who
collects learners’ writing pieces and distributes them to their peers and a counselor who
gives advice to learners when necessary.

Stage I11: Output

Step 11: Qutput

After each learning cycle, it is expected that learners will be able to take control
of their learning, to write an essay using different types of essay, and to use a portfolio
as a learning tool in a writing course.

Step 12: Summative evaluation

The teacher is in charge of summative evaluation, which appears to be irrelevant
to an autonomous classroom. It is, however, necessary to be included in the PLAD
model as the teacher’s evaluation of one learning cycle (one unit) helps learners to
increase their confidence in autonomous learning. After the summative evaluation, a
new learning cycle starts again.

All'in all, learners need to implement most of the PLAD model steps in relation
to learner autonomy development except for pre-training, whereas a teacher
predominantly gets involved in the three steps consisting of pre-training, portfolio
tasks, and summative evaluation to help EFL learners with the preparation and wrap-
up stages. To illustrate the implementation of the PLAD model in a real writing class,
examples of a portfolio-based learner autonomy development lesson are presented in

Appendix O.
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5.3 Lessons Learned

As presented earlier, the PLAD model had twelve steps which were carried out
systematically (e.g., pre-training, portfolio tasks, input, setting goals, creating a study
plan, selecting resources, employing writing process, self-assessing writing
performance, self-monitoring learning process, external feedback from peers and the
teacher, output, and summative evaluation). This section presents a number of
noticeable lessons which were learned during the application of the PLAD model and
some recommendations for improvement.

First of all, pre-training was one of the most important steps of the PLAD
model, yet it was not easy to introduce the concept of learner autonomy and tasks to the
participants because of their existing learning attitudes. The participants were familiar
with the teacher-directed teaching method which was generally believed to be the best
way to obtain knowledge. In addition, they seemed to be doubtful about the benefits of
learner autonomy, portfolios, and autonomous learning tasks used in the writing course
because they had not experienced them before.

Hence, an EFL teacher should prepare the training materials carefully to help
learners to get sufficient knowledge of learner autonomy and the tasks they are going to
do during the course. This helps the learners to increase their confidence and motivation.
Regarding the concept of learner autonomy, the teacher should provide learners with
videos of an autonomous classroom and a traditional classroom. This should be followed
by discussions among the learners regarding the advantages and disadvantages of the two
classrooms. It is hoped that the learners will be able to recognize the benefits of learner

autonomy. Furthermore, in order to ensure that the learners are competent to do these
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tasks, practice should be followed by an explanation of the theoretical background. The
recommended time for pre-training is at least six hours.

Secondly, setting goals significantly contributed to the success of learner
autonomy in this study. Thus, this step should be carefully carried out before learners do
other autonomous learning tasks. First, the learners should identify their learning needs
as well as the strengths and weaknesses of their writing skills. Then they should set their
learning goals to improve their weak points and reinforce their strong points. The learners
may not know how to set learning goals at first; therefore, the teacher should guide them
on how to analyze their learning styles, identify their strengths and weaknesses and finally
set their short-term and long-term learning goals in their study plan.

Thirdly, the result indicates that the participants were capable of creating a
study plan, although they encountered some difficulties in doing this at first. In order
for learners to be capable of doing this task, the benefits of creating a study plan in an
autonomous language classroom should be pointed out in the pre-training by the
teacher. When the learners start doing this task, it would be preferable to provide
learners with a sample study plan as an example.

Fourthly, one of the important lessons learned from this study is in relation to
selecting resources. In particular, the participants did not have enough time to look for
and make use of supplementary learning materials because of the fixed school
curriculum and limited learning sources in this context.

In order to deal with time constraints, learners should actively look for learning
materials that they are interested in and then consult the teacher if they are not sure
about them or, if possible, try to find answers to the problems by themselves. For

example, one of the learners wants to enrich her vocabulary. She first tries to learn new
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words from the paper-based reading texts in the textbook and the academic vocabulary
for IELTS at home. She also looks for some authentic materials (e.g., movies, TV
shows, and documentaries) and consults the teacher in class.

To help learners to enrich their learning sources, furthermore, the teacher should
recommend some useful sources, such as online learning environments (e.g., Facebook,
YouTube, Google, VOA, CNN, online newspapers/magazines), offline learning
environments (e.g., library, newspapers, reference books, CDs), and/or human
resources (e.g., seniors, friends, teachers).

Fifthly, the most challenging task that the participants encountered during the
course was self-assessing writing performance. One of the main reasons for this was
lack of confidence in self-assessment.

To facilitate this task, there should be a self-assessment checklist and a writing
assessment rubric. These forms should be introduced and explained in detail to learners
in the pre-training and then they should be reminded about them during the course.
Learners should spend more time conducting self-assessment, i.e., they should do this
both inside and outside the class. In addition, the learners may have a discussion with
their teacher about which writing drafts to choose for their portfolios. If necessary, the
teacher should give learners suitable advice to help them to solve their problems. It can
be assumed that the teacher’s help or guidance will, to some extent, increase learners’
confidence in their self-assessment.

Contrary to self-assessing writing performance, moreover, self-monitoring
learning process was one of the most developed skills in this study. Most of the
participants wrote their reflections and made their recommendations for improvement

carefully. They may have learned many useful things from writing reflections.
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However, some of the participants just reflected on their learning achievements with
little serious attention, using only such comments as “done,” “good,” and “try more”.

To help learners to be able to develop a portfolio in general and write reflections
in particular, a teacher should introduce a portfolio assessment checklist with evaluation
criteria (see Appendix M) in the pre-training so that the learners can learn how to assess
both their own portfolio and their peers’ portfolio. Then the teacher randomly chooses
some of the learners’ writing logs for assessment after each unit. After the assessment,
the teacher should point out both the good and weak points found in the writing logs
from which learners will be able to improve their work in the future.

Next, the finding demonstrates that external feedback from peers/teacher partly
contributed to the development of learner autonomy, yet at the same time some of the
participants appeared not to trust their peers’ assessment of their writing. In fact, they
believed that teacher assessment was more reliable than peer assessment because the
teacher was assumed to have good knowledge and experience. Therefore, they felt
confident when they received feedback on their writing and were given marks for their
work from the teacher.

To increase learners’ confidence in peer assessment, it is recommended that a
class should be divided into smaller groups of three or four students. It will be better if
strong and weak learners are mixed together in one group so that they can learn from
each other. Each group will randomly get three or four writing pieces from other groups
and assess them one by one. With regard to a teacher’s role, instead of grading every
single piece of writing, the teacher can help to give comments on confusing issues

which arise when the learners are working in groups. The teacher may also note down
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common mistakes which are found during peer assessment time and explain them to
learners in class afterwards if necessary.

Finally, to conduct summative evaluation effectively, the teacher should
randomly choose some portfolios for assessment after each unit (four times per course)
before collecting all portfolios for assessment at the end of the course. This helps the
teacher to evaluate each learner’s learning process, and some adjustments to the
portfolios may be made. It is also recommended that a mini-interview should be
conducted after the teacher assesses the learners’ portfolios in each unit. This probably
takes time, yet it will enable the teacher to get a better understanding of the problems
which the learners are encountering, and the teacher may then be able to give advice to

solve the problems.

5.4 Strengths and Weaknesses of the PLAD Model

The PLAD model should be taken into consideration in teaching practices or
research because of its benefits as follows.

Firstly, the PLAD model is evidently effective. The PLAD model first helps to
develop learner autonomy in terms of knowledge, awareness, and skills. It helps to raise
learners’ awareness of autonomous learning in this context, in which the learners’
responsibility for their own learning has been underestimated because it provides the
learners with freedom and rights to make decisions relating to their learning. Then the
PLAD model enables the learners to gradually master autonomous learning skills, such
as setting learning goals, creating a study plan, choosing learning materials, self-assessing
writing performance, and writing reflections. Not only does the PLAD model help to

promote learner autonomy, but it also helps to improve the learners’ writing competence.
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Based on the effectiveness of the PLAD model, it is hoped that the learners will
apply autonomous learning skills in their later courses to take control of their own
learning. As a result, they will gradually become autonomous learners who “go beyond
the classroom and make links between the content of classroom learning and the world”
(Nunan, 1997, p. 195).

Secondly, the PLAD model is systematic. The complete PLAD model consists
of twelve steps. Apart from steps related to writing teaching/ learning process (e.g.,
portfolio tasks, input, employing a writing process, output, external feedback, and
summative evaluation), it includes autonomy-related steps (e.g., pre-training, setting
goals, creating a study plan, selecting resources, self-assessing writing performance,
and self-monitoring the learning process). Each step has its own role in introducing
learner autonomy to learners and gradually getting them involved in developing
autonomous learning skills, yet there is a relationship between the steps of the PLAD
model because the steps support each other.

Thirdly, the PLAD model is highly applicable. It contains specific steps each of
which provides important skills in general. Details of each step which describe the
teacher’s and learners’ roles can be regarded as sub-steps that help learners to master
the skills. Therefore, it is easy for EFL teachers to apply the PLAD model in their
writing classes. In other words, the PLAD model is teacher-friendly because it consists
of easy-to-follow steps which will help the implementation of the model in a real
writing class.

Finally, the PLAD model is flexible. It can be applied for macro skills, such as
speaking, listening, reading and writing, if some steps of the model are modified or

adjusted to meet the requirements and aims of a particular course. In an EFL reading
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course, for example, the steps of ‘employing a writing process’ and ‘self-assessing
writing performance’ should be modified while the other steps are basically similar to
those for the writing course. More specifically, the step of ‘employing a writing
process’ may be changed into ‘employing reading strategies’ including: (1) pre-reading
learning strategies focusing on building background understanding of a reading,
namely, listing everything about a general topic and predicting which items in the list
they might find in the reading, (2) cooperative-reading learning strategies involving
working in pairs or groups to achieve goals that are set by the learners themselves, and
(3) post-reading learning strategies concerning collaborative learning in which EFL
learners select a word or a term in the reading text they wish to learn, and then work
with partners to find out more about that word or term (e.g., where they can find it, what
they think it means in the context, and why they think it is necessary to learn it); the
step of ‘self-assessing writing performance’ can be changed into ‘self-assessing reading
performance’ in which the EFL learners self-assess their reading performance based on
the reading assessment rubric.

In spite of its benefits, the PLAD model contains some weaknesses. First, even
though the PLAD model is effective, it is not simple for either EFL teachers who have
never implemented autonomous learning tasks (e.g., goal setting, creation of a study
plan, selection of learning materials, self-assessment, and reflection) in their classes or
EFL learners who have not known about learner autonomy previously to apply the
PLAD model in an EFL writing course without training. In other words, it is essential
to train EFL learners and teachers so that they are able to obtain the necessary
knowledge, skills, and willingness to implement the PLAD model in a writing course

effectively. Specifically, EFL teachers need to be trained to use the PLAD model in a
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writing course. This means that the steps of the model and pre-training issues (e.g.,
learning needs and styles, the concept of learner autonomy, creation of a study plan, the
writing process and strategies, scoring schemes, and portfolio development) need to be
described in detail because EFL teachers ought to introduce these pre-training issues to
their learners before the course starts. Hence, EFL teachers need to master the PLAD
model steps and the pre-training issues. In addition, EFL learners need to be trained
prior to the writing course if the concept of learner autonomy and tasks in relation to
learner autonomy are new to them.

Second, the PLAD model requires rigorous implementation from both EFL
teachers and learners. Both of them need to carry out every step of the PLAD model
carefully because it is a process-based model in which the steps have their own roles
and support each other. Hence, they should not skip any of the steps or implement the
steps without giving them careful attention. Otherwise, the PLAD model will not be

able to work well.

5.5 Summary

This chapter has provided the introduction to the portfolio-based learner
autonomy development (PLAD) model. Then the comparison of the complete PLAD
model with the proposed PLAD model and components of the PLAD model have been
addressed. In addition, some lessons learned and recommendations for improvement
have been presented. Finally, the strengths and weaknesses of the PLAD model have
been discussed. The conclusions and recommendations of this research study will be

presented in the next chapter.



CHAPTER 6

CONCLUSIONS AND IMPLICATIONS

In this chapter, conclusions are drawn from the findings, implications for learner
autonomy development with the PLAD model, limitations of the study, and
recommendations for further research are presented to give an overall picture of the
current study and to provide possible recommendations for English language teaching

in a similar context as well as for future research associated with the focus of this study.

6.1 Conclusions

The findings address three main points (e.g., learner autonomy development,
writing competence improvement, and learners’ perceptions of the PLAD model and
factors influencing their support for or resistance to promoting learner autonomy
through the use of a portfolio in a writing course) which are summarized based on the
three research questions as follows.

First of all, it was discovered that learner autonomy in relation to the three
dimensions of knowledge, awareness, and skills was developed after the 15-week
writing course in which a portfolio was used as a learning and assessment tool. In
particular, there was a significant improvement in the participants’ knowledge,
awareness, and skills of learner autonomy after the course, of which awareness of
learner autonomy was the highest rated dimension. Among the autonomous learning

tasks (e.g., setting learning goals, creating a study plan, choosing learning materials,
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self-assessing writing performance, and writing reflections), writing reflections was the
task that the participants had the best understanding of, held positive attitudes toward,
and were most capable of, whereas self-assessing writing performance was found to be
the most challenging task. It can be inferred that the participants were probably aware
of the necessity of learner autonomy, especially writing reflections.

Second, it was evident that the participants’ writing competence improved after
the application of the PLAD model in the writing course based on a comparison of the
results of the mid-term and the final test. These showed that the final scores were
significantly higher than the mid-term scores. In addition, the writing strategies
employed by the participants throughout the course were investigated to find out their
most preferred strategies. Writing strategies were divided into three dimensions:
Cognitive, affective, and sociocultural-interactive. The findings demonstrate that
cognitive strategies involve two issues: Assuring coherence and cohesion in writing and
translating ideas from L1 (Vietnamese) into L2 (English); affective strategies
concerned avoiding making mistakes, (i.e., learners avoid using idioms, collocations
and complex structures because these are too challenging for them); and sociocultural-
interactive strategies refer to working with peers and/or the teacher.

Last but not least, the participants had positive attitudes toward the writing
course in general and the PLAD model in particular. Obviously, most of them would
like to have continued to take the writing course with the use of a portfolio to develop
their learner autonomy. In essence, the participants agreed that the PLAD model steps
(e.g., setting learning goals, choosing resources, creating a study plan, and writing
reflections, conducting peer assessment and conducting teacher assessment) helped to

promote learner autonomy except in the area of self-assessment. In fact, the participants
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felt doubtful about the necessity and effectiveness of self-assessment if it was not
accompanied with teacher assessment. The reasons for and against the PLAD model
were categorized into two opposing sides: (1) supportive factors (e.g., developed skills
and awareness of learner autonomy, positive feedback on portfolio, necessity of
collaborative learning, non-threatening learning atmosphere and teacher’s autonomy-
oriented role) and (2) constraints (e.g., learning behaviors; doubt about the usefulness
of portfolio, disadvantages of collaborative learning, inconvenient learning conditions,
and teacher as an assessor).

In general, the earlier-mentioned positive evidence found in this study leads to
the conclusion that the implementation of the PLAD model in an EFL writing course
helps the learners to develop not only their autonomous learning but also their writing
competence. It can therefore be said that the PLAD model more or less contributes to
the field of learner autonomy research in general and to the development of learner
autonomy in language education in this EFL context. The following section offers

guidelines to help EFL teachers to make the best use of the PLAD model.

6.2 Pedagogical Implications for Learner Autonomy Development

To implement the PLAD model in an EFL writing course successfully, some
suggestions for learners, teachers and administrators will be offered in detail.

6.2.1 Learners

EFL learners should actively take control of their own learning. They first need
to change their attitudes to autonomous learning. This means that they should believe
in autonomous learning for its own sake. In fact, the findings of this study demonstrate

that the participants’ awareness of learner autonomy played a fundamental role in
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developing learner autonomy. If learners are willing to learn autonomously, they gain
the first level of learner autonomy (Nunan, 1997). Then the learners should equip
themselves with the necessary knowledge and skills for learner autonomy, i.e., they
learn how to set their learning goals, how to create a study plan, and how to write
reflections in order to become autonomous learners. At the highest level of learner
autonomy, according to Nunan (1997), a learner can work outside of the classroom
absolutely independently of the teacher. However, with regard to this study, the
participants were not familiar with autonomous learning, hence they were not able to
be totally independent of their teacher. Lastly, the learners also need to get involved in
making decisions related to the learning process, such as learning content, learning
methods, and learning activities, so that they can acquire the confidence to become
autonomous learners.

6.2.2 Teachers

Not only do EFL learners need to change their beliefs in learning methods, but
teachers should also try to change the common belief that teachers need to be
responsible for learners’ learning outcomes. To this end, instead of doing most of the
learning tasks for the learners, such as setting learning goals, creating a study plan,
conveying knowledge to the learners, and assessing learners’ learning performance,
teachers should let the learners take responsibility for their own learning. This means
that there should be a shift in terms of a teacher’s role from a leader and a knowledge
provider to a guide, a mentor, and a resource.

In addition, EFL teachers should be trained how to use the PLAD model. To
ensure that EFL teachers are competent in carrying out their work in an autonomous

classroom, they need to be clear about the characteristics of the PLAD model steps and
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possess the necessary autonomous learning skills to help their learners to become
autonomous learners.

EFL teachers should also be prepared to create a suitable learning environment.
First, they should try to provide a pressure-free learning environment in which EFL
learners feel free to interact with their teacher. In terms of personality, therefore, an
EFL teacher should be friendly, enthusiastic, and considerate. In respect of their
teaching practice, it is recommended that EFL teachers should react positively to
learners’ mistakes or misunderstandings, i.e., they should try not to demotivate learners,
and an EFL teacher ought not to put much pressure on learners, especially with regard
to the giving of grades. Last but not least, freedom to make decisions about their own
learning needs to be offered to EFL learners.

6.2.3 Administrators

Professional development courses, seminars, or conferences regarding learner
autonomy and the PLAD model should be offered to EFL teachers to raise their
awareness and improve their knowledge of learner autonomy. They will then be more
confident about how to develop learner autonomy in their classrooms.

Facilities should be improved to enable learners to learn by themselves. The
findings show that the unsuitable learning condition in this context partly influences
their autonomous learning. As far as learning resources are concerned, the self-access
center located in the university library should be open regularly with WiFi available so
that EFL learners have a suitable environment for autonomous learning. The library
service should also be improved in order to make it easier for students to find suitable
learning materials, in particular, there should be more books and articles relating to

English language studies, English magazines and newspapers, and English movies. In
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essence, an online service system (e.g., e-database, e-books, and e-reference) should be
established and efficiently operated to meet the requirements of EFL learners in the
context of 21% century English language education.

Another important issue concerns the learning program. The curriculum in
terms of learning content, materials, allotted time, and especially assessment should be
open. EFL learners should have considerable freedom to choose what they wish to learn
instead of having to follow a prescribed course rigidly. This means that the objectives
of the course remain unchanged, yet learners can choose which learning materials to
study in order to achieve the objectives. The textbook should serve as a guideline which
provides EFL learners with basic knowledge. Regarding the content in the textbook,
answer keys and explanations should be available to students so that they are able to
learn by themselves. Furthermore, EFL learners should be free to search for any kinds
of materials that relate to the content of the textbook. It is important that they have the
freedom to skip or supplement the content of the textbook if they feel it is insufficient
or not useful to them. To ensure the appropriateness of learners’ decisions on learning
content, there should be discussions with their peers and/or their teacher.

In lieu of focusing on teacher assessment, moreover, EFL learners should be
encouraged and provided with opportunities to assess their learning performance on
their own. The results of this study indicate that it was the lack of confidence in their
language proficiency and assessment skills that prevented the participants from being
able to self-assess their writing pieces properly. In order to help learners to gain
confidence in self-assessment, EFL learners should be trained in assessment skills from

the beginning of the course, and self-assessment should be frequently conducted as a
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task in the language classroom during the course. This means that self-assessment

should be regarded as a process and not as a product.

6.3 Limitations

In spite of the success of this study, there remain some limitations. The first
limitation is related to extraneous variables (e.g., the fixed learning program, the
influence of traditional learning methods, and the learning situation). As analyzed and
discussed in the previous chapters, one of the major obstacles to choosing learning
content is a fixed learning program. Therefore, learners should be free to choose any
type of learning materials (i.e., reference materials) except for the core book, which
somehow demotivates learners because only the individual learner knows what they
like and how to decide on what they need to learn (Nunan, 1996). Aside from learning
content, grade-focused assessment in which learners are required to take a mid-term
and final test for a summative evaluation by an EFL teacher seems to be contrary to the
nature of autonomous learning in which self-assessment is emphasized. Furthermore,
the traditional learning methods in which an EFL teacher plays a key role in the
classroom has certain impacts on the learners’ autonomous learning, especially, their
awareness of autonomy. In fact, it is not an easy task to replace familiar teaching
methods with totally new ones. The last extraneous variable influencing learner
autonomy development is the learning situation. The findings clearly show that it was
the inconvenience of the learning facilities and the insufficiency of the learning
resources that prevented the participants from being able to develop their learner
autonomy. The second limitation is research bias. This means that the researcher was

in charge of the experimental teaching because she would like to ensure that the PLAD
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model, which was totally new the teachers in this context, was fully implemented.
However, this limitation to some extent affects the validity and reliability of the study.
The third limitation is associated with the delivery of the questionnaire. Specifically,
the researcher delivered the questionnaire to the participants at the end of the course,
and let them self-assess and compare their autonomy before and after the course. It
seems that it was quite difficult for the participants to recall their levels of autonomy
before the course when they answered the questionnaire at the end of the course.
However, the researcher encountered some problems when she delivered the
questionnaire to the students at the beginning as the pre-test questionnaire and at the
end of the course as the post-test questionnaire in the pilot study. For example, the
students reported that they were not certain about their levels of autonomy although
they knew about autonomous learning tasks through the pre-training. As a consequence,
they ticked the answers unconsciously, which more or less affected the validity and

reliability of the study.

6.4 Recommendations for Further Research

Given the implications of this study for the development of learner autonomy
and the limitations of this study, there are some possible suggestions for future research
which are as follows.

Apart from the research instruments used in this study, classroom observation
conducted by a teacher researcher should be employed as a source of data to obtain

more evidence of the development of learner autonomy from different points of view.
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Furthermore, the relationship between learner autonomy and writing
competence achieved by the participants by the end of the course should be further
explored in order to see whether or not there is a correlation between them.

It is also suggested that the PLAD model should be adjusted for other courses
other than the essay writing course (e.g., reading, listening, speaking ) to see whether
or not the PLAD model is feasible and flexible enough for different situations.

In addition, levels of autonomy (e.g., awareness, involvement, intervention,
creation, and transcendence) presented by Nunan (1997) should be implemented in a
real class to assess the development of learner autonomy.

Finally, further research should examine the impact of e-portfolios on learner

autonomy in an EFL writing course.

6.5 Summary

This chapter first presented the conclusions of the research findings and the
PLAD model. The conclusions were followed by the pedagogical implications for
developing learner autonomy (e.g., recommendations for learners, teachers, and
administrators). Then the limitations of the study were acknowledged. Finally,

recommendations for further research were made.
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APPENDIX A

PLAD MODEL REVIEW FORM

Research Title: A Portfolio-based Learner Autonomy Development (PLAD) Model
inan EFL Writing Course

Objectives: - To evaluate the appropriateness of PLAD model
- To give recommendations for a complete model

Reviewer’s name:

Highest degree: L M.A. ] Ph.D.
Nationality:  [] Chinese LJ Thai L] Vietnamese
Please rate how appropriate the steps of PLAD model are by ticking (+") the box, and

all your suggestions and comments are highly appreciated.

Step 1: Portfolio tasks Appropriate | Inappropriate

This step includes:

e various pieces of writing (the first draft, the

revised drafts, the final draft)

o self-assessment (e.g., editor’s checklist, writing

assessment rubric)

o reflection (e.g., writing logs, reports on likes and

dislikes of the course)
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Step 2: Input

This step equips learners with ...

Appropriate

Inappropriate

o text knowledge (e.g., mode/type of essay)

e writing strategy knowledge (e.g., planning,

drafting, revising, etc.)

e learner autonomy knowledge (e.g., the nature of
learner autonomy, advantages of learner

autonomy, and levels of autonomy)

e portfolio knowledge (e.g., components and

advantages)

e willingness (e.g., motivation and confidences)

Step 3: Setting goals

Learners set their own learning goals ...

Appropriate

Inappropriate

e on the basis of need analysis, existing knowledge,

and willingness

e based on those provided by the textbook

Step 4: Creating a study plan

Learners need to ...

Appropriat

e

Inappropriat

e

e restate learning goals

o identify time to achieve these goals

o identify kind of activities
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e identify materials and equipments

e identify learning styles

o create a detailed study plan for each unit

Step 5: Selecting resources Appropriate | Inappropriate

Learners need to ...

e identify the purpose of a writing task

e find materials supporting the writing task from

various sources with the teacher’s guide

e work in pair or group to share information found

Step 6: Employing writing strategies Appropriate | Inappropriate

Learners need to know ...

e how to brainstorm ideas

e how to make an outline

¢ how to produce an essay

¢ how to reflect on their own writing

e how to revise their own writing

¢ how to edit their own writing

Step 7: Self-assess writing performance Appropriate | Inappropriate

Learners need to ...
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e do the self-evaluation form concerning learning

needs and writing performance

o write a reflective journal for each unit and an end-

of-course reflective essay

Step 8: Self-monitoring learning process

Appropriate

Inappropriate

e This step needs to be interrelated with the other

steps (steps 3 = 8)

e The elements of portfolios concerning cognition,
affection, and revision should be included in

this step

Step 9: External feedback from peers/teacher

Appropriate

Inappropriate

e Learners are required to give feedback to their

peers for each unit in class

e Learners have a discussion about each other’s

reviews

e The teacher plays a role as a coordinator who

collects and distributes learners’ writing pieces

e The teacher also gives learners counseling when

necessary
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e The external feedback from peers/teacher
concerns not only linguistic features but also

learning resources found by learners

Step 10: Delayed Evaluation and formative feedback

Appropriate

Inappropriate

e Delayed evaluation provides learners with
opportunities to review the written work before

summative evaluation

e Formative feedback involves reviewing how to
deal with portfolio tasks, learning goals, use of

writing strategies

Step 11: Output

Learners need to possess ...

Appropriate

Inappropriate

e an ability to learn autonomously (i.e., self-
monitor their learning process and self-manage

their learning)

e an ability to write different types of essays

e an ability to develop and utilize a portfolio

Step 12: Summative evaluation

The summative evaluation is ...

Appropriate

Inappropriate

¢ conducted by the teacher
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e independent from learner autonomy development

process

Thank you for your help

FN% 295
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Brief analysis of PLAD model review

The PLAD model review form aiming to obtain experts’ evaluation in terms of
the feasibility of the PLAD model steps consists of two parts: (1) general introduction
of the research project and reviewers (e.g., name, nationality, & highest degree) and (2)
review content that contains twelve steps with closed-ended and open-ended items. The
closed-ended items were designed with two-point scale, namely appropriate and
inappropriate, whereas open-ended items were employed for suggestion.

Regarding choosing experts for review, there are four main criteria. First,
experts must be interested in learner autonomy. Second, they must be experienced EFL
teachers who hold at least Master’s degree. Thirdly, they must know about ISD model
development. Lastly, they must belong to different EFL contexts. Given these criteria,
three experts, including one Chinese, one Thai, and one Vietnamese were invited for
the PLAD model review with the detailed description illustrated in the following table.

Table: PLAD model reviewers’ general information

(N=3)
Gender Nationality Highest degree
Male Female | Chinese Thai Vietnamese M.A. Ph.D. Other
1 2 1 1 1 0 3 0

Overall, the findings indicated hat all three experts agreed with the
appropriateness of the PLAD model steps. Nevertheless, it was suggested that
reflection in step (8) should be put more emphasis to see learner autonomy development
by the Thai expert. In addition, the Vietnamese expert recommended that the model
should be general and simple with a few main components each of which may contain

sub-components. The PLAD model was then modified based on the findings.



APPENDIX B

COURSE DESCRIPTION

Subject: Writing 111
Textbook: Effective Academic Writing 2
Instructor: Duong My Tham, M.A.
Course objectives: This course is designed to provide students with opportunities to
practise autonomous learning and English writing skills. By the end of the course, it is
expected that through the writing practices, students should be able to:
e write an essay with different types
e self-monitor their learning process
e deploy a portfolio as a learning and assessment tool in a writing course
Requirements:
+« Preparation and class participation: The focus of the course is on student-
centeredness; thus, it is absolutely necessary for students to prepare the lesson
beforehand so that you can participate in class discussions. The students are
encouraged to ask questions for peers and/or teachers because it is a part of
formative scores.
+ Attendance: You have to attend a succession of 15 class meetings in one
semester. In case of absence, students need to ask the teacher for permission.
Students should also keep in mind that “Punctuality is the best policy” during

the course. Remember that you will not be able to take the final test if your
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absence exceeds 6 periods (2 class meetings), and your absence more or less
affects your final scores since it is also a part of formative scores.
Teaching and learning methods:
+ Group presentation and discussion

+ Individual project

Evaluation:
(1) Attendance  10%
(2) Presentation 10%

(3) Assignments 20%

(4) Mid-term test 30%

(5) Final test

30%

Detailed course procedure

Topic/Conte | Writing Learner Portfolio
Week Unit
nt Activity autonomy
0 Pre- Learner The nature of The concept of | The use of a
training autonomy, writing learner portfolio
writing skills autonomy
& portfolios
1 Pre- Learner Writing Do the 1. Reflection and
training autonomy, process: following tasks | self-assessment:
writing skills | e Prewriting with the help of | e Self-assess
& portfolios | e Planning the teacher: writing pieces
2 Unit 1 Paragraph e Drafting e Set goals ¢ Reflect on the
(cont)  toshort e Reflecting whole unit (what
essay
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3 Unit 2 Descriptive e Peer e Create a they have
essays reviewing study plan gained,
4 Unit2  Descriptive | e Revising e Select comparison/
(cont.)  essays e Editing and materials contrast with
5 Unit2  Descriptive proofreading | e Self-assess previous ones,
(cont.)  essays Learning their writing difficulties, &
6 Unit4  Opinion activities: performance suggestions)
essays e Group e Reflect on 2. Collection: Put
7 Unit4  Opinion discussion their learning | all documents and
(cont.)  essays o Group work artifacts into a
8 Unit4  Opinion e Individual portfolio
(cont)  essays project
9 Mid-term test
10 Unit5  Comparison Do the 1. Reflection and
and contrast | Writing following tasks | self-assessment:
essays process: by themselves: o Self-assess
11 Unit5  Comparison | e Prewriting e Set goals writing pieces
(cont)  andcontrast | e Planning e Create a o Reflect on the
essays e Drafting study plan whole unit (what
12 Unit5  Comparison | e Reflecting e Select they have
(cont.)  and contrast | e Peer materials gained,
essays reviewing comparison/
13 Unit 6 Cause and e Revising contrast with

effect essays
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Unit6  Cause and
(cont.)  effect essays
Unit6  Cause and
(cont.)  effect essays

e Editing and

proofreading

Learning

activities:

e Group
discussion

e Group work

e Individual

project

e Self-assess
their writing
performance

e Reflect on

their learning

previous ones,
difficulties, &
suggestions)

e Reflect on likes
and dislikes
throughout the
course

2. Collection: Put
all documents and

artifacts into a

portfolio

Final test
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LEARNING STYLES

How do you like to learn?
For each of the following types score yourself 0, 1, 2, or 3 in the brackets to show how

you like to learn best

0=notatall 1 = occasionally 2 = usually 3 = always
Type 1: 1 like to learn...
e by listening to native speakers. [1]
e Dby talking to friends in English. []
e by watching TV and/or videotapes in English at home. [ 1]
e by using English out of class. [ 1]
e English words by hearing them. []
e by having conversations. []
ToTaL | []
Type 2: | like...
e the teacher to explain everything to me. [1]
e to write everything in my notebook. [ ]
e to have my own textbook. [ ]
e to learn by reading in class. [1]
e to study grammar. [ ]
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e to learn English words by seeing them. []
TOTAL | [ ]
Type 3: 1 like to ...
e learn by playing games in class. [1]
e learn by looking at pictures, films, and videotapes in class. [ ]
e learn English by talking in pairs. [1]
e learn by using audiotapes at home. []
e listen to and use audiotapes in class. []
e Qo out with classmates and practice English. []
ToTAL | []
Type 4: 1 like...
e to study grammar. [ ]
e to learn by studying English books at home. [ ]
e to study English by myself (alone). [ ]
e the teacher to let me find my mistakes. [1]
e the teacher to give us problems to work on. [ ]
e to learn by reading newspapers at home. []
ToTAL | []

(adapted from Nunan, 1996)
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Look at the descriptions as follows:

Type 1: If you have a high score in this section, you are probably a good communicator.
You enjoy interacting with people and using the English you have learned in a natural
way.

Type 2: If you have a high score in this section, you probably enjoy learning English in
class. You like the teacher to lead you through learning the language.

Type 3: If you have a high score in this section, you probably enjoy learning English
by examples. You like learning with other people and you see learning a language as
fun.

Type 4: If you have a high score in this section, you probably like learning English by
studying it in detail. You like to work by yourself and find out how to use the language
on your own.

You may find that you do not fit neatly into any one of the above categories. If so, write
out the statements that are most true for you, then try to write a description of yourself

as a language learner.
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A SAMPLE ESSAY WRITING LOG

Name:

Student code:

WKk | Weekly | Date | How much | Howcan |l | Reflection: How did | do?
goals time will I | achieve my | What did I learn? What
spend? goal? was great? what can | do
(Strategies) better next week?
1 Get 70 7/3- | 30mins/day | Learn by Result: Get 20 new words
new 13/3 heart Reason: Lazy,
words in procrastinating
IELTS Solution: spend more time
to learn vocabulary and try
to be more focused
Punishment: not go out this
Saturday
Grammar: | 9/3- | 30mins/day | Do grammar | Result: Use grammatical
Subject- | 15/3 exercises in | points perfectly
verb the book Feeling: more confident
agreement Reward: read a novel on
Friday night
Review 9/3- 30mins/day | Read the Result: read and remember
how to 15/3 previous the way to write a paragraph.
write a writing book | Feeling: proud of myself
paragraph (because I follow my

schedule well)
Reward: Watch Cenderella in

the cinema
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WRITING STRATEGIES

1. CONTENT

1. I list down words, phrases and short notes related to the topic.

2. | read and collect information related to the topic from different sources.

3. I discuss the topic with others (e.g., my teacher, classmates, etc.).

4. | stop after each sentence or paragraph to relate ideas together and get more new ideas.

5. I write the ideas in Vietnamese and then translate it into English.

Other:

2. ORGANIZATION

6. | change my initial ideas and write new ideas if the ideas are not clearly stated.

7. | rearrange sentences and/or paragraphs to make ideas clear.

8. | focus on the layout of my writing.

9. I imitate the available pattern of essay organization.

Other:

3. VOCABULARY

10. If I do not know a word in English, I stop writing and look up the word in a dictionary.

11. I delete or change a word, a phrase or a sentence when the meaning is not clear.

12. 1 use proverbs and good expressions to enhance and improve my writing.

13. I use synonyms and antonyms to develop vocabulary.
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14. | search for collocation online or through dictionaries to improve my writing.

Other:

4. LANGUAGE USE

15. I try to write an accurate and perfect sentence before | write another sentence.

16. | constantly check grammar.

17. | imitate good English structures.

18. I try to make use of complex grammatical structures to improve my writing.

19. | use a tool to check grammar online or in Microsoft office Word.

Other:

5. MECHANICS

20. | delete or change a word, a phrase or a sentence when | am not sure about spelling.

21. | improve mechanics through dictation of English texts.

22. | read and reread my writing to check spelling, punctuation, paragraphing, and

capitalization.

23. 1 use a tool to check spelling online or in Microsoft office Word.

24. | ask my classmate to proofread my writing.

Other:

(adapted from Alnufaie & Grenfell, 2012)
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A SAMPLE LESSON PLAN

BEFORE THE CLASS

Learners will do these steps before the class starts:

e get some necessary issues from the pre-training and notice documents (e.g.,
writing drafts, a writing log, artifacts, etc.) for the portfolio (Steps 1&2)

e read Unit 4 to have knowledge of its content (Step 3)

e set their own short-term goals for this unit (Step 4)

e create a study plan to achieve these learning goals (Step 5)

e find and select usable materials (e.g., photos, articles, etc.) regarding an important
invention to their life prior to class time (Step 6)

e Employ the writing process as follows (Step 7):

WEEK 10

Part 1: Stimulating ideas
Duration: 60 minutes
Purposes:
v" To connect learners’ ideas with their own existing knowledge and experience

v To generate ideas

Teacher’s tasks Learners’ tasks
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e Help learners if
they have some

questions

Learners can choose one of the following options:
Discuss the picture and the content of the passage with
partners in the textbook with partners

Discuss the pictures of changes (e.g., technology,
education, economics, etc.) with partners

Choose and play a video regarding changes and discuss the

content of the video then

e Confirm that
mistakes do not

matter.

Learners can choose one of the following options:

Discuss their own inventions in pair or group of three using
pictures and information prepared beforehand. Then write
about a specific invention that has changed their own life
in ten to fifteen minutes

Present their own inventions in group or pair using
PowerPoint slides. Then write about a specific invention
that has changed their own life in ten to fifteen minutes

Part 2:Brainstorming and outlining

Duration: 90 minutes

Purposes:

v To brainstorm ideas and vocabulary for an essay they are going to write

v To get the knowledge of opinion organization

v" To make an outline for an essay

Brainstorming ideas
e Go around and give
advice when
necessary on how to

write their ideas

properly.

Learners can choose one of the following options:

¢ Read the opinions presented in the chart and make notes in

the Agree or Disagree columns. Then write an opinion
about the important invention that is mentioned in exercise
5 (p. 83) in the middle column; write arguments that agree
with the opinion on the left; and write arguments that
disagree with the opinion on the right

Make a mind map. An opinion about the important

invention mentioned in exercise 5 (p. 83) is written in the
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center circle of the mind map, and arguments that agree
with the opinion and that disagree with the opinion are

written around the center circle

Break

Brainstorming
vocabulary
e Go around and
give comments
on learners’
word choice

when needed

Learners can choose one of the following options:

e Circle the words they would like to use in the given task
and then write two more words in the blanks

e Prepare vocabulary that they like to use in a writing task at
home (e.g., positive changes, negative changes,
relationships, and results) and share with group members

in class

e Provide
constructive
feedback to the
learners’
presentation or

mind map

Learners can choose one of the following options:

e Group work (1):
- Present the rhetorical focus in terms of opinion
organization using Powerpoint slides
- Instruct the audience to analyze a student essay entitled
“What can space exploration do for me?” by
answering the questions in exercises 3 & 4
- Q&A
e Group work (1):
- Present the rhetorical focus in terms of opinion

organization using Powerpoint slides

Use an opinion essay that they find for analysis to
illustrate their presentation

- Q&A
e Group work (1):

- Discuss the rhetorical focus in terms of opinion

organization, make a mind map and present it
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- Analyze a student essay entitled “What can space
exploration do for me?” by answering the questions in
exercises 3 & 4

Group work (1):

- Discuss the rhetorical focus in terms of opinion
organization, make a mind map, and present it

- Use an opinion essay that they find for analysis to

illustrate the mind map

e Go around and

observe the
learners’  writing
performance

Make an outline for an essay that they are going to write
later based on the form available in the textbook or that

from other resources they search for

e Listen and answer

possible questions

Review what they have learned
Put the review into the portfolio
Make questions about the learned or new lessons if

necessary

WEEK 11

Part 3: Developing your ideas

Duration: 90 minutes

Purposes:

v To get the knowledge of facts and opinions and counter-argument and refutation

D N N NI N

To produce a first draft
To reflect on their own writing
To review their writing by peers

To revise the writing after peer review

e Help learners if

they have problems

e Discuss their homework that should be finished prior to

class time with partners
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Provide
constructive
feedback to the
learners’

presentation

Learners can choose one of the following options:

e Group work (2):

- Present the difference between facts and opinions
available in the textbook

- Guide the audience to interpret the facts to support
opinions

- Help the audience recognize counter-arguments and
refutations

- Illustrate the points with some examples

- Q&A

e Group work (2):

- Present an essay that they find from other resources to
elaborate the difference between facts and opinions

- Guide the audience to interpret the facts to support
opinions

- Help the audience recognize counter-arguments and
refutations

- Q&A

Go around and

observe the
learners”  writing
performance.

e Write a first draft based on the outline generated in part 2
and the ideas and knowledge gained in part 3

e Self-assess their own writing using editor’s checklist and
revise it

e Check each other’s drafts (peer review) for the
organization and clarity of ideas using editor’s checklist
and give feedback to the written work

o Make another draft by reorganizing and refining ideas with

the peer review




247

o Reflect on the strengths and weaknesses of their first draft
and the peer review.
e Put the documents (e.g., the reflection sheet, the first draft,

and the peer review) in the portfolio

Break

Part 4:Editing your writing

Duration: 60 minutes

Purposes:

v" To edit the writing focusing on grammatical trouble spots/ grammatical errors

v" To edit the writing and produce the final draft

e Provide

constructive

Learners can choose one of the following options:

e Group work (3):
- Use PowerPoint slides to present the language focus

feedback to the regarding the use of quantity expressions in opinion
learners’ essays and the use of connectors to show support and
presentation opposition

- Provide the audience with exercises online for practice

- Q&A

e Group work (3):

- Use the blackboard to present the language focus
regarding the use of quantity expressions in opinion
essays and the use of connectors to show support and
opposition

- Provide exercises for the audience

- Q&A

e Go around to | Step 8: Self-assessment
observe learners’ o Edit their own essay using the self-assessment checklist.
writing and
assessment

Step 9: Self-monitoring learning process
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¢ Revise the essay after self-assessment and reflect on their

writing performance

e Answer  possible

questions

e Review what they have learned

e Make questions about the learned or new lessons if

necessary

WEEK 12

Part 5:Put it all together

Duration: 150 minutes

Purposes:

v To summarize the other parts of the unit

v" To assess the learners’ writing performance

v To wrap up the lesson learned

Step 10: External

feedback

e Help learners if they
have problems

Step 10: External feedback

e Assess peers’ writing pieces in group using the peer

assessment checklist

e Go around to
observe learners’
writing

performance

Step 11: Output

e Write a timed essay with the same rhetorical focus but on
a different topic which they choose from a variety of the
provided topics:
- A school policy that you agree with or disagree with
- The best solution to overcoming traffic problems in your

study

- The biggest mistake that a college student can make
- The ideal hushand or wife
- Testing in school

- Children and the Internet

Break

e Give learners time

to write reflection

Step 11: Output
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o Write reflection about Unit 4 (e.g., ‘How did I do?’, ‘What
did I learn?’, ‘What was great?’, ‘What can I do better

next week?’)

Step 12: Summative | Step 11: Output

evaluation
e Collect some | e Put all drafts, reflections, and relevant documents in the
portfolios for portfolios for assessment using the portfolio checklist

assessment and

give comments on

the portfolios
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QUESTIONNAIRE FOR LEARNERS

Dear participant,

This questionnaire is a part of a study entitled “4 Portfolio-based Learner
Autonomy Development Model in an EFL Writing Course”. This questionnaire aims
to explore EFL learners’ perceptions of the development of their autonomy through
the use of portfolios in an EFL writing course and writing strategies employed in
their writing. We would highly appreciate it if you could give your responses for the
following questions. Your answers will contribute to the success of the research. The
data collected are used in the research paper only, not for any other purposes. Thank

you so much for your cooperation.

I. Personal Information
Please provide your own information by putting a cross (x) in the box.
1. Gender: O Male O Female
2. How much have you known about “learner autonomy” before this writing course?
[ not at all O a little Oaverage Oalot O very much
If you choose the last four items, please answer the following questions:
2a. How did you gain the knowledge about learner autonomy?
2b. How long did it take You to do SO? ....ovvvviiniiiiiii e

3. How have you learned English writing before? (your roles and your teacher’s roles)
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Please rate these statements by writing down the level at which you have gained and

then provide justification for each statement.

1=not at all 2 = alittle

much

3 = average

4 =alot

5 = very

KNOWLEDGE

I know about...

Before

Now

Justification

1. setting your own goals of the

writing course

2. creating a study plan

3. choosing materials for the writing

course

4. self-assessing your own writing

5. reflecting on your own learning

AWARENESS

I am aware of ...

Before

Now

Justification

1. setting your own goals of the

writing course

2. creating a study plan

3. choosing materials for the writing

course
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4. self-assessing your own writing

5. reflecting on your own learning

SKILLS

Lcan...

Before

Now

Justification

1. setting your own goals of the

writing course

2. creating a study plan

3. choosing materials for the writing

course

4. self-assessing your own writing

5. reflecting on your own learning
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I11. Writing strategies
Please rate these statements by writing down the level at which you have gained and

then provide justification for each statement.

1 = never 2 =rarely 3 = sometimes 4 = often 5 = always

How often do you use these writing strategies?

CONTENT Level Justification

1. I list down words, phrases and short notes

related to the topic.

2. | read and collect information related to the

topic from different sources.

3. | discuss the topic with others (e.g., my

teacher, classmates, etc.).

4. | stop after each sentence or paragraph to

relate ideas together and get more new ideas.

5. | write the ideas in Vietnamese and then

translate it into English.

Other:

ORGANIZATION Level Justification

6. | change my initial ideas and write new ideas

if the ideas are not clearly stated.

7. | rearrange sentences and/or paragraphs to

make ideas clear.
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8. I focus on the layout of my writing.

9. | imitate the available pattern of essay

organization.

10. | follow the organization of each essay type

presented in the textbook.

Other:

VOCABULARY Level Justification
11. If I do not know a word in English, | stop

writing and look up the word in a dictionary.

12. | delete or change a word, a phrase or a

sentence when the meaning is not clear.

13. | use proverbs and good expressions to

enhance and improve my writing.

14. | use synonyms and antonyms to develop

vocabulary.

15. | search for collocation online or through

dictionaries to improve my writing.

Other:

LANGUAGE USE Level Justification

16. I try to write an accurate and perfect sentence

before | write another sentence.
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17. | constantly check grammar.

18. I imitate good English structures.

19. 1 try to make use of complex grammatical

structures to improve my writing.

20. | use transition markers (e.g., prepositions
and conjunctions) to create transitions within

and between sentences.

Other:

MECHANICS

Level

Justification

21. | delete or change a word, a phrase or a

sentence when | am not sure about spelling.

22. | improve mechanics through dictation of

English texts.

23. | read and reread my writing to check
spelling, punctuation, paragraphing, and

capitalization.

24. 1 use a tool to check spelling through

AutoCorrect options in Microsoft Word.

25. | ask my classmate to proofread my writing.

Other:
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IV. Factors influencing learner autonomy development throughout the writing
course
Please rate these statements by putting a cross (x) in the box.
1. Do you think that the following steps help to improve your autonomous learning
skill?
Yes No
e Setting learning objectives
e Creating a study plan
e Choosing learning materials
e Self-assessment

e Peer assessment

O O O O O 0O

e Teacher assessment

O O O 0o o o O

e Reflection O
2. Do you like to use a portfolio to develop learner autonomy in the writing course?
O Yes O No 1 Neither yes nor no

3. What do you think about this portfolio-based writing course?

5 ——

-The end-
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PHIEU KHAO SAT (Vietnamese version)

Chao Anh/Chi,

Chung t6i dang thyuc hién mot nghién ciu véi tén dé tai 1a “Xay dung mé hinh phét
trién kha ning tu hoc dwa vao viéc st dung tap ho so (portfolios) trong khoa hoc
viét”. Muc dich cua phiéu khao sat nay 1a nham tim hiéu nhan thic caa sinh vién
chuyén Anh vé su phat trién kha ning tu hoc thong qua viéc sir dung tap hd so trong
khda hoc viét va nhiing chién luoc viét ho ding trong bai viét caa minh. Ching toi
that sy danh gia cao sy gitip dd cua anh/chi bai vi cau tra o1 ctia anh/chi s€ dong gop
rat 16n vao thanh cong cua nghién ctu nay. Dit liéu thu thap tir phiéu khao séat nay
khéng nham muc dich nao khac ngoai muc dich nghién ctru. Cam on sy hop tac cua

anh/chi.

I. Thong tin c& nhan
Vui 10ng cung cdp thdng tin caa anh/chi bang cdch danh dau chéo (X) vao 6 thich hop.
1. Gidi tinh: OO Nam O N
2. Trude khda hoc nay, ban da biét vé khai niém “tu hoc” & mic d6 nao?
O khong biétgica O biétit O biétkhakha [ biét nhiéu O biét rat nhiéu
Néu ban chon bon muc cugi thi vui 10ng tra loi cac cau héi sau day:

2a. Ban di biét dén khai niém tu hoc bang cach ndo? .............ccceeeeeeinnn...

2b. Ban d3 tiép nhan kién thirc ndy trong bao 14u? ............coovveiieeeiinn....

3. Ban vui long tom luge phuwong phéap ban duoc day ki ning viét & cac khoa trudce.
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Il. Tw danh gia kha nang tu hoc
Hay danh gia mirc do ma ban dat duwoc cho nhitng cdu dudi day va Iy giai cho mire do

do.

1= Khong gi ca 2 = khong nhiéu 3 = kha kha 4 = nhiéu

5 = rat nhiéu

KIEN THUC

’ i Truoc | Bay
Toi co kien thurc ve... . Gidi thich

day | gio

1. viéc 1ap muc tiéu hoc tap cho khoa hoc nay

2. xay dung ké hoach hoc tap cho riéng minh

3. viéc chon tai liéu hoc tap cho khéa hoc nay

4. viéc ty danh gia bai viét cua minh

5. viéc ty ngim nghi vé viéc hoc ciia minh

Y THUC

. Truéc | Bay
Toi coy thucve ... . Giai thich

day | gio

1. viéc lap muc tiéu hoc tap cho khoa hoc nay

2. xay dung ké hoach hoc tap cho riéng minh

3. viéc chon tai liéu hoc tap cho khoa hoc nay

4. viéc ty danh gia bai viét ciia minh
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5. viéc tu ngim nghi vé viéc hoc cua minh

KY NANG

Toi co thé ... .

Truoc

A

day

Bay

gio

Gidi thich

1. viéc 1ap muc tiéu hoc tap cho khoa hoc nay

2. xay dung ké hoach hoc tap cho riéng minh

3. chon tai liéu hoc tap cho khoa hoc nay

4. ty danh gia bai viét cia minh

5. ty ngam nghi vé viéc hoc ctia minh
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Hay danh gia mirc do ma ban dat dwoc cho nhieng cau dudi day va Iy giai cho mire do

do.

5 =1ubn lubn

1 = khong bao gio 2 = hiém khi 3 = thinh thoang

4 = thuong

Mire @9 sir dung cac chién lwoc viét dwéi ddy ciia ban nhw thé nao?

NOI DUNG

Mutc do

Giai thich

1. Toi liét ké tir, cum tir va nhiing ghi cht ngan

lién quan dén d¢ tai dang viet.

2. T6i doc va thu thap cac dir liéu lién quan dén

d8 tai tr nhiéu ngudn khéc nhau.

3. Tai thao luan véi nhiing nguoi khac (vi du

gido vién hay ban cung 16p) vé dé tai.

4. Sau mdi cau hay mdi doan, toi tam ngung viét

dé lién két cac y va nghi thém y méi.

5. T6i viét y bang tiéng Viét sau do dich sang

tiéng Anh.

Y kién khac:

BO CUC

Murc do

Giadi thich

6. Toi thay d6i ¥ ban dau va viét y méi néu nhu

nhimg y d6 khong 16 rang.
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7. Toi sap xép lai cau va/hoic doan dé lam rd y

mudn dién dat.

8. Tdi rat chti y dén bd cuc van ban khi viét.

9. T6i tham khao nhing bai luan mau dé hoc hoi

vé b cuc bai viét.

10. T6i dya theo phan b cuc caa tirng dang bai

luan c6 san trong sach.

Y kién khac:

TUVUNG

Murc do

Giai thich

11. Néu tdi khdng biét mot tir moi trong tiéng

Anh, tdi nging viét va tra tir dién.

12. T6i bo hoic thay doi tir, cum tir hay cau nao

d6 néu nghia khong rd rang.

13. T6i dung thanh nglr va nhitng cum tir hay dé

cai thién bai viét cua minh.

14. T6i dung tir dong nghia va trai nghia dé phat

trién von tir vung.

15. T6i tim kiém nhitng cum tir hay di chung véi
nhau truc tuyén hay théng qua tir dién va dung

chung dé cai thién bai viét cua minh.

Y kién khac:
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NGU PHAP

Mizc do

Giai thich

16. Toi cb ging viét mot cau hoan chinh va

chinh xac trudc khi qua mot cau khac.

17. To6i thuong xuyén kiém tra ngit phap khi

viét.

18. T6i bat chudc nhitng cau tric cau tiéng Anh

hay cho bai viét caa minh.

19. T6i str dung nhitng cau tric cau phuc tap dé

gilp bai viét hay hon.

20. Toi sir dung tir ndi (thuong 12 gidi tir va lien

tir) dé cho bai vin mach lac hon.

Y kién khac:

CHINH TA

Muzc do

Giai thich

21. T6i bo hodc thay doi tir, cum tir hay cau nao

d6 néu tdi khdng chic chan vé chinh ta.

22. Toi ¢ gang cai thién kha niang chinh ta
(chinh ta, dau cau, viét hoa, v.v.) théng qua doc

viét chinh ta.

23. T6i doc di doc lai bai viét dé kiém tra chinh

ta, diu cau, viét hoa va quy tic viét doan vin

24. Toi stir dung cdng cu kiém tra chinh ta truc

tuyén hay trén Microsoft Office Word.
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25. T6i nho ban cung 16p doc va stra chinh ta

giup.

Y kién khac:

IV. Yéu t6 anh hwéng dén viéc tw hoc trong khéa hoc nay
Xin vui long danh dau (x) vao phwong dn ban chon.

1. Nhirng budc sau day co giup ban tang kha nang tu hoc khong?

Cé Khéng
e Dat muc tiéu hoc tap O O
e Xay dung ké hoach hoc tap O O
e Chon ngudn tham khao O O
e Ty dénh gia bai viét cia minh O O
e Ban cing I6p danh gia bai viét caaminh O m|
e (ido vién danh gi bai viét cua minh O O
e Tu phan &nh nhirg bai da hoc O O

2. Ban ¢4 thich st dung tap ho so dé tang cuong kha ning tu hoc trong khéa hoc viét
khong?
O Céo O Khong O Khong rd

3. Ban vui 10ng chia sé cam nhan cua ban vé khoa hoc nay.

(D) e e

© Xin cam on ©
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TEST OF WRITING Il

Time allotted: 60 minutes

Choose and write on one of the following essay topics. Your essay must be between 350

and 450 words in length.

1.

Notes:

It has been said, “Not everything that is learned is contained in books.” Compare
and contrast knowledge gained from experience with knowledge gained from
books. In your opinion, which source is more important? Why?

Describe a custom from your country that you would like people from other
countries to adopt.

Should violations of traffic regulation be severely punished? What should we

do to restore order and reduce accidents in the city streets?

*khkhkhkhkhhhkkkkkhiik

- The topic must be presented in an academic format

- Use specific reasons, examples and supporting details to develop your
essay.

- Besure to use a suitable title, good thesis statement and topic sentences,
relevant supporting details, and a logical order with transition signals.
To this end, try to go through the process of writing before writing the
final draft.

- Students are not allowed to use dictionary or any other materials.

Prepared by Approved by
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SEMI-STRUCTURED INTERVIEW QUESTIONS

I. Autonomous learning skills

1.

Do you find setting learning goals helpful for your learning? If so, by what
ways? If not, why not?

Did you make a plan for your learning such as scheduling what to be done within
a week, setting deadline for a learning activity, prioritizing events in personal
calendar? Why did (not) you do that? Did it work for your learning? Why or
why not?

Did you find and select various materials apart from the textbook to accomplish
the writing task? If so, where did you often find the information? and how did
you choose the most useful materials? If not, what could be your obstacles?
Have you ever self-assessed your writing before? In your opinion, what are its
advantages and disadvantages? Was it difficult for you to self-assess your our
work? If yes, what were your obstacles? If no, what strategies did you use to do
it well?

Did you check and select your writing pieces carefully before submitting? Do
you find it helpful? What motivates you (not) to do so?

Did you self-monitor your learning progress, i.e., reflecting on what materials

you have found, revising the learning goals, selecting the best pieces of writing,
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etc. How often do you do that? Why do (not) you do that? What do you learn
from self-monitoring your progress? Can you give some examples?

7. Do you think that you are an autonomous learner now? Can you use the
knowledge and experiences of learner autonomy you have gained in this course

for other courses?

I1. The PLAD model
1. Ingeneral, do you think that your autonomous learning skills are developed and
your writing competence is improved after the course?
2. Which of the following steps do you like and dislike throughout this course?
e Setting learning objectives
e Creating a study plan
e Choose learning materials
e Employing writing process
e Self-assessing writing pieces
e Reflecting on learning performance
e Conducting peer assessment
e Conducting teacher assessment
3. Do you like to use portfolios to develop learner autonomy in the next writing
courses?
4. Which of the following may influence your support or resistance to the
application of PLAD model in an EFL writing course?
e Decisions about your learning (e.g., materials, learning methods,

learning goals)
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e Responsibility for learning
e Motivation and confidence
e Language proficiency and computer skills

e Learning conditions (e.g., facilities, class size)

I11. Writing competence

1.

Of the aspects (e.g., organization, ideas, vocabulary, language use, and
mechanics), what aspect did you find the most difficult to acquire? Why?

Do you think that your writing competence is improved through the use of a
portfolio? How did it help improve your writing competence?

Did you encounter any problems while practicing writing skill with a portfolio

as a learning tool? What are they?
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CAU HOI PHONG VAN (Vietnamese version)

I. Kha nang tw hoc

1.

Ban c6 nhan thay rang viéc lap ra muc tiéu hoc tap trudc mot khoa hoc 1a hiru
ich khdng? Néu c6 thi hiru ich nhu thé ndo? Néu khdng thi tai sao khéng?

Ban c6 tirng 1ap ké hoach hoc tap cho khéa hoc nao d6 trude day khong? Vi du
nhu 1én ké hoach s& lam gi trong vong mét tuan, dit han cudi cho mét hoat dong
hoc tap nao d6, chu thich nhirng su kién quan trong trén lich ca nhan. Tai sao
ban (khdng) lam nhirng viéc d6? N6 c6 hiéu qua cho viéc hoc cua ban khéng?
Tai sa0?

Ban ¢ ting tim kiém va lua chon nhiing tai liéu khac nhau dé hd tro cho bai
viét cia minh ngoai sach gi4o khoa khong? Néu cd thi ban di tim thong tin d6
& dau? va 1am sao ban cd thé chon céc tai liéu t6i wu cho bai viét ciia minh? Néu
khong thi ban da gap nhitng kho khan gi?

Trudc day, ban c6 tirng tu ddnh gia bai viét cia minh khéng? Theo ban thi viéc
nay c6 nhitng thuan loi va bat loi nao? Ban c6 thiy kho khan khi ty danh gia bai
viét ctia minh khong? Néu c6 thi nhitng kho khin do6 1a gi? Néu khéng, ban da
ding chién luoc nao dé lam tbt viéc nay?

Ban c6 tung tu kiém tra va chon nhiing bai viét ki ludng trudc khi nop? Ban co
thiy diéu d6 hitu ich khong? Diéu gi thic day ban (khong) lam diéu d6?

Ban c6 tirng ngam nghi vé viéc hoc ciia minh hay khong (vi nhu vé su lwa chon
nhitng tai lidu, cac chién lugc dé viét mot bai luan, kha nang viét v.v.)? Ban lam

(nhitng) viéc nay thuong xuyén khong? Tai sao ban (khong) lam (nhitng) viéc
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d6? Ban d3 hoc dwoc nhitng gi tir viéc suy ngam vé qua trinh hoc tap cua minh?
Ban c6 thé cho vi du khong?

7. Bay gid ban c6 cho ring minh d3 1a nguoi hoc tu chi khong? Ban c6 thé sir
dung kién thirc va kinh nghiém vé su ty hoc ma ban di nhan duoc trong khoa

hoc nay dé wng dung cho khda hoc khac khdng?

I1. Md hinh phat trién kha ning tw hoc dwa vao viéc sir dung tap ho so

1. Sau khoa hoc nay, ban c6 nhan thay rang kha ning tu hoc va niang luc viét cua
minh duoc cai thién khong?

2. Ban thich va khong thich budc nao sau day trong sudt khda hoc nay (dat muc
tiéu hoc tap, xay dung ké hoach hoc tap, chon ngudn tham khao, tién hanh céc
budc dé viét mot bai luan, tu danh gia kha nang viét caa minh, ty phan anh
nhitng bai da hoc, gido vién danh gia bai cho minh va danh gia bai cho ban cua
minh)?

3. Ban c6 thich str dung tap ho so dé phat trién kha nang tu hoc caa minh trong
nhitng khoa hoc viét sap toi khong?

4. Nhiing yéu té nao sau day anh hudong dén viéc ban thich hay khéng thich sir
dung tap hd so dé tang cuong kha nang tu hoc trong khoa hoc viét?

e Nhitng quyét dinh lién quan dén viéc hoc (vi du: tai liéu, phuong phap
hoc, muc dich hoc tap)

e Tinh than trach nhiém ddi vai viéc hoc

e Dong luc va su tu tin

e Kha nang ngén ngi va tin hoc

e Diéu kién hoc tap (vi du: trang thiét bi hoc tap, si sé 16p hoc)
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II1. Niing luc viét
1. Trong cac phan (vi du b cuc, ndi dung, tir vung, ngit phap, va chinh ta), phan
nao khién ban thay kho khin nhat? Tai sa0?
2. Ban c6 nghi riang ning lyc viét caa minh duoc phat trién théng qua viéc sir dung
tap hd so? Néu ¢ thi phat trién nhu thé nao?
3. Ban c6 gap phai bat ki kho khin nao trong khi dung tap hd so dé thuc hanh ky

nang viét? Néu co thi nhitng kho khan d6 1 gi?
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A SAMPLE OF CODING
Supportive
Learners
factors
It is a quite strange and helpful course. There is the interaction
between the teacher and students and among students. [Translated —
SQ3]
The teacher does not put much pressure on students in terms of
grades. Therefore, my main goal is to get as much knowledge as
possible. [Translated — SQ9]
External
Fun presentations make learning atmosphere more comfortable.
factors
[Translated — SQ30]
(learning

environment)

Learning environment in this writing class is relaxing, which | have

never experienced in the previous writing classes. [Translated — S12]

| feel free to express ideas with the teacher and friends. [Translated —

SP1]

I am not under pressure of assignments. [Translated — SP7]

Creative ideas and exciting activities are the best things I like in this

course. [Translated — SP25]
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SELF-ASSESSMENT CHECKLIST

Name: oo Date: oo

Editing
Put a check (v) as appropriate. Write answers in complete sentences in the lines
provided.

1.00 Does the essay have at least three paragraphs?

2.0 Does the introduction include a hook to get the reader’s attention along with

background information?

3.0 Is the writer’s opinion about the issue clearly stated in the thesis statement?

4.0 Does the body language contain facts and reasons that support the opinion?

5.0 Put a check in the margin next to the points that you understand and agree with.

Explain why you agree.
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6.0 Put a cross in the margin next to the points that you do not understand or disagree

with. Explain why you disagree.

Making the marking scheme

1. Now say how many marks are needed to achieve the following:

___marks = excellent ____marks =good ____marks = average
___marks = fair ____marks = poor

2. How many marks can you get?

Self-assessment

1. How well did you do?

2. Are you happy with your score? If not, why not?

(adapted from Gardner & Miller, 1999; Savage & Mayer, 2005)
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PEER ASSESSMENT CHECKLIST

NaAME: .o Date: ..o

Editing
Put a check (v) as appropriate. Write answers in complete sentences in the lines
provided.

1.00 Does the essay have three paragraphs?

2.0 Does the introduction include a hook to get the reader’s attention along with

background information?

3.0 Is the writer’s opinion about the issue clearly stated in the thesis statement?

4.0 Does the body language contain facts and reasons that support the opinion?

5.00 Put a check in the margin next to the points that you understand and agree with.

Explain why you agree.

6.0 Put a cross in the margin next to the points that you do not understand or disagree

with. Explain why you disagree.
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Making the marking scheme

1. Now say how many marks are needed to achieve the following:

marks = excellent marks = good marks = average

marks = fair marks = poor

2. How many marks do you give?

Peer assessment

1.What did you like about the paper?

2.What facts or ideas could be added to the paper?

3.What changes could be made to improve the paper?

(adapted from Gardner & Miller, 1999; Savage & Mayer, 2005)




APPENDIX M

PORTFOLIO ASSESSMENT CHECKLIST

Unit 1

Unit 2

Unit 4

Unit 5

Unit 6

Required contents

1. Writing

samples

a first draft

a revised draft

a final draft

2. Self-assessment

& reflection

likes and dislikes

writing logs

3. Artifacts

visual materials

audio materials

paper-based

materials

Optional contents

1. Writing assessment rubric

2. Writing strategies

3. Course description

4. List of reference

5.

6.
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Learner’s evaluation

/100

/100

/100

/100

/100

Teacher’s evaluation

/100

/100

/100

/100

/100

(Note: Put a check (v) in the item which you have for each unit and then self-grade

your portfolio with the following evaluation criteria.)

Evaluation criteria:

sufficient 20%
1. Content

well-informed 20%

creative 20%
2. Form

well-organized 20%
3. Supplements  useful 20%




APPENDIX N

STUDENT PARTICIPANT CONSENT FORM

Research Title: A Portfolio-Based Learner Autonomy Development Model in an EFL
Writing Course

Researcher: Tham My Duong

Supervisor: Sirinthorn Seepho, Ph.D.

Level of Education: Doctor of Philosophy

L, it e tiiiiiee i, have read and  understood the
information provided by the researcher concerning this study, and any questions | have
asked have been answered to my satisfaction.

a. | agree to answer the questionnaires.

b. I agree to interviews being audio-recorded.

c. | agree that the research data collected for the study may be published or provided to
other researchers on the condition that my name is confidential.

d. I agree to participate in the study, realizing that I may physically withdraw from the
study at any time during the data collection period and may request that no data arising
from my participation are used, up to four weeks following the completion of my
participation in the research.

e. A copy of the information sheet for this research and this form has been provided to

me to keep.
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Name Of PArtiCIPANT: ........ooiiiiiiieeee s
Email: oo
SIGNALUIE: .o

D (< AT

NaME OF 18SEAICNET: ..o
SIGNALUNE: ..o

D (< T

SIGNALUE: ..o

DAL e



APPENDIX O
EXAMPLES OF A PORTFOLIO-BASED LEARNER

AUTONOMY DEVELOPMENT LESSON

1. Pre-training

e The following contents are introduced to students.

! PRE-TRAINING
N

-

%8 Leamingstyles

“&-  What is learner autonomy?

fliLTF’ Creating a study plan

- Writing process & strategies

o

*& Portfolios

2. Portfolio tasks

e Portfolio tasks include reflection and self-assessment (e.g., writing logs),

various pieces of writing (e.g., writing sample), artifacts, and documents

(optional).
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PORTFOLIO TASKS

1. Writing logs
2. Writing samples
3. Artifacts

4. Documents (optional)

3. Input
e Students get knowledge about types of essays and writing process through

presentations.

e The following example is a part of the presentation of ‘cause and effect essays’.

7 T

4. Setting goals
e Students set weekly learning goals. In the following example, students focus on

developing vocabulary and grammar.
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Wk Weekly Date | How much How can I Reflection: How did I do? What
goals time will I achieve my | didI learn? What was great?
spend? goal? what can I do better next week?
(Srrategies)
1 Get 70 7/3- 30mins/day | Learn by heart | Result: Get 20 new words
new | 3/3
words in Reason: Lazy, procrastinating
IELTS Solution: spend more time to learn
vocabulary and try to be more
focused
Punishment: not go out this
Saturday
Grammar: | §9/3- 30mins/day | Do grammar | Result: Use grammatical points
Subjeect- 15/3 exercises in perfectly
verb the book
agreement Feeling: more confident
Reward: read a novel on Friday
night

5. Creating a study plan

e Students create a study plan including specific date and time and strategies to

achieve goals.

Wk | Weekly /ﬁnte Howmuch | How can f\ Reflection: How did I do? What
goals i time willI | achieve my Ndid I learn? What was great?
spend? goal? what can I do better next week?
(Strategies)
1 Get 70 7/3- 30mins/day | Learn by heart [|[Result: Get 20 new words
new 13/3
wordsin Reason: Lazy, procrastinating
IELTS Solution: spend more time to leam
vocabulary and try to be more
focused
Punishment: not go out this
Saturday
Grammar]| 9/3- 30mins'day | Do grammar ||Result: Use grammatical points
Subject- | 15/3 exercises in perfectly
verb the book )
agreemen Feeling: more confident
Reward: read a novel on Friday
\ J night
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6. Selecting resources
e In order to develop ideas, vocabulary, grammar, organization, and mechanics,
students choose learning resources which they are interested in. The examples

of screen plots are from YouTube and VOA news.

Youﬁ_ﬁ " how to write a cause and effect essay BB Q

Defining Causes & Effects

°* What causes peopleto  ® What are the effects of
overeat? overeating?

=

® Stress e Obesity
e Skipping Meals * Health Problems
® Boredom ¢ Fatigue

| 2 (23] 49 1:45/ 5:46

q ® n Voice of America

HOME

UsA | AFRICA ASIA MDEAST EUROPE SCIENCE E TECH HEALTH ENT|

News

American Men and Children Getting Fatter

¥4 Prnt S Commant =5 Snara:
clober 31,2009 10101 AM

W Twest |/ 0 American men and children are getting fatter. That's the

E ﬁndim;! of a nem'.r study pul:?lis.ha:l by the Journal of the
American Medical Association. Among women the

G| 0 numbers remained steady, leveling off at about one

it third the pepulation.
E pidemiclogist Cynthia Ogden with the U 5. Centers for Disease Control and
colleagues analyzed height and weight measurements for 8,000 adults, teens
and children from a national survey. Data from 1982-2000 compared with data
from 2003-2004 showed about 17 percent of the children are overweight and
about a third of the adults are cbese, an increase of 3 percent amoeng children
and 1.5 percent among adults.

Ogden says she was surprised to find the weight gains owver such a short time
period. "And, | was particularly concerned about seeing the increase in
children because we know that children who are overweight often become
obese adults.”

Ogden says factors like owvereating, eating ocut more, censuming more sugary
drinks and spending more time in front of the television or computer instead of
exercising all contribute to weight gain. "The findings of this study really point




7. Employing writing process
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e Students follow the writing process given by Curry and Hewings (2003). The

writing process is complete, yet the steps are not fixed. Hence, students

can choose steps which are necessary for their writing.

organising and

generating ideas, focusing ideas:
wnderstanding the ideas of mind mapping,
athers, collecting dustering, listing,
information: note-taking, outline

freewriting, brainstorming,

looping

additional research
or idea generation

editing and
proofreading

focusing attention
an the surface-level!
features of the text

writing initial drafts of
a text focusing mainly
on the development,
arganisation, and
eaboration of ideas

revision

further developing
and clarifying
ideas, the structure
of the text

ietting work sit,
coming back to
it at a iater point

reflection

peear/tutor
review
/ Eedback

Form others

8. Self-assessing writing performance

e Students self-assess their writing using the self-assessment checklist and

the scoring file by Weigle (2002).
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SELF-ASSESSMENT CHECKLIST

BT e Dt e
Tifle of prece: i,

Editin
Puta a:%m:k {v]) as appropriate. Write answers in complete sentences in the lines provided
1.00 Does the essay have three paragraphs?
2.0 Does the mtroduction mclude a hook to get the reader’s aftention along with
background mformation?
3.0 Is the writer's opmion zbout the 1ssue clearly stated m the thesis statement?
4.0 Does the body languape contzin facts and reasons that support the opmion?
5.0 Put a check m the margm next to the pomts that vou understand and agree with.
Explain why you agres.

6.0 Put a cross m the margm next to the pomts that you do not understand or disagree with.
Explam why vou disagree.

Making the marking scheme

1. Now say howmany marks are needed to achieve the following:

___ marks=excellent ____marks=good ___marks=avemge
_ marks=famr _ marks=poor

2. Howmany marks canvou get”

Self-assessment

1. Howwell did youdo?

2. Are you happy with your score” Ifnot, why not?
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ESL compozition profila
5 tudent Diat= Topic
Soore Lawdl Critaria Commantz
30- EXCELLENT TO VERY GOOD: Imowladgeshls — substamtiva —
17 thogough — devalopment of thesis — ralovant to assignad topic
18-  GOOD TO AVERAGE: :om2 lmowladss of subject — adaguats
E' 11 t=mge - limited development of thesiz — mosfly r=levant to topic,
E bt lacks datail
& 11-  FAIF. TO POOF. limited Imowladze of subject — little substance —
17 inadsquats development of topic
16 VERY POOCE: dos: not show lmowlades of subject - non-
13 substantive — not partinant — OF. not snoush to avaluats
20-  EECELLENT TO VERY GOOD: flusnt opreszion - idess
18 clearly stated'supported — succinct — wall-ofgsmized - logical
- iaquancing — cohasiva
) 7-  GOOD TO AVEFRAGE: somswhat choppy — lodsaly ofgamizad
.E 14 but main idas: stand out — limitsd suppodt — logical but incomplats
5 ISQUANTInE
E 13- FAIF. TO POOR.: nonflusnt — idsas confized of dizcommectsd —
10 lacks logical zaquencine and development
27  WVERY POOR.: dos: not communicate — no ofanization — OF. not
anpugh to evaluats
20-  EHECELLENT TO VERY G00OD: zophisticated range — affective
18 wordidiom choice snd uwiage - wood fodm mastsry — Sppdoprists
fagistar
E 7-  GDOD TO AVERAGE: adagrats fange - oocasionsl smofs of
g 14 wosdidiom form chodoe usame buf ssaning not ebooured
2 13- FAIF. TO POOE.: limited rngs — feguant amorz of word'idiom
= 10 fom, chedoe wsasa — meaning conflued or obsoured
&7 VERY POOE: s:zamtially tranzlation — liftls kmowladgs of Englizh
vocsbulary, idioms, word form — OF. not snough to evaluats
13- EECELLENT TO VERY GOOD: sffective complar constructions
11 - fow emors of asreement, tenss, nomber, word orderfunction,
afticlss, promOUn:, prEpositions
= 21- GOOD TO AVERAGE: affactive but zimple constructions -
- 182 minor problems in complsx comstructions - zeveral emom of
E agresmant, tamss nember, word ordsofunction, articlss, pronouns,
i prepositions but megning seldom obseured
5 7- FAIFR TO POOHR: majoer problem: in zimplaicomplax
11 comstroction: — ffequemnt ooz of Degation, asresment, temss,

number, word order'fimction,  articlss, promoums, prepositions
andor  fazments, mn-ons, dalstion - meoning conflsed or

9. Self-monitoring process

process based on the suggested questions in the writing log.

Students compare achievements and learning goals and reflect on their learning
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- ™Y
Wk | Weekly | Date | Howmuch | HowcanlI ( Reflection: How did I do? Whaﬁ
goals time willI | achieve my J| did I learn? What was great?
spend? goal? what can I do better next week?
{Strategies)
1 Get 70 7/3- | 30mins/day | Leam by hear§ | Result; Get 20 new words
new 133
words in Reason: Lazy, procrastinating
[ELTS Solution: spend more time to leam
vocabulary and try to be more
focused
Punishment: not go out this
Saturday
Grammar. | 93- | 30minsiday | Do grammar || Result: Use grammatical points
Subject- | 153 exercisesin || perfectly
verb the book _
agreement Feeling: more confident
Reward: read a novel on Friday
1 night _/

10. External feedback from peers and/or the teacher

Students assess peers’ writing individually or in group using the peer

assessment checklist and the scoring file by Weigle (2002).



288

PEER ASSESSMENT CHECKLIST
NEmE: e Dater e
Tile of plece:. e
Type ol emamy e
Editing

Put a check (v) s appropriate. Write answers in complete senfences in the lines provided

1.0 Doss the essay have three paragraphs?

2.0 Doss the mtroduction mclude 2 hook to get the reader’s attention zlong with background
mformation?

3.0 Is the writer's opmion zbout the 1ssue cdearly stated m the thesis statement?

4.0 Does the body language contzm facts and rezsons that support the opmion?

5.0 Put a check m the margm next to the pomts that you understand and agree with. Explam
why you agree.

6.00 Put a cross m the margm next to the pomts that vou do not understand or disagree with.
Explam why vou disagree.

Making the marking scheme

1. Now say howmany marks are neededto achieve the following:
_ marks=excellent _ marks=good __ marks=average
_ marks=fan __ marks=poor

2. How many marks do you give”

Peer assessment

1. What did you like about the paper?




289

ESL composition profils
& twdemt Diats Topic
Sooz Lavel Critaria Commantz
30- EXCELLEWT TO VERY GOOD: kmowledgesbls — substantive —
27 thorough — devalopment of thesiz — ralavant to aszimned topic
28 GDOD TO AVERAGE: soms Imowladzs of subject — adagusts
E' e famza — limitad dovelopment of thesiz — mostly levant to topic,
E but lacks datail
L 21- FAIE. TO POOFE: limited Imowladgs of subjact — little substancs —
17 inadaguats davalopment of topic
18- VERY POOF.: dos: not zshow lnowlsdze of subject - non-
13 substantive — not partinent — OF. not enouzh to ovaluats
-  EXCELLEWT TO VEERY GOOD: fluent owpression — ideas
18 clearly stated’zupposted — succino — wall-ogeamizad — lomical
- izguancing — cohasiva
i=! 7 GOOD TO AVEFACGE: somswhat choppy — loossly orgamized
E 14 but maip idea: stand out — limited suppodt — logical but incomplata
=] 1aquancing
E 13- FAIF. TO POOF: non-flusnt — idas= comfiuzad of dizconmactad —
10 lacks logicsl saguancing and devslopmant
&7  VEEY POOR.: dos: not communicate — no ofEanization — OF. mot
anoueh to ovaleats
-  EXCELLENT TO VERY GOOD: zophizticated rampa — affactiva
18 word'idiom chodoe and weazs — wood form mastery — appdopriste
T2gistar
E 7-  GOO0D TO AVEFPAGE: adsguats ramps — oocasional ofrogs of
=1 14  word'idiom form, choica, wsass bur meaning not ebocured
a 13- FAIF. TO POOE: limited ramza — frageent smorz of word'idiom
= 10 form, chodcs, wsass — meaing cowglsed or obscured
©-7  WVERY POOE.: sszantislly transzlstion — liftls kmowledge of English
vocabulary, idioms: word form — OF mot snough to ovaleats
15-  EXCELLENWT TO VERY GOOD: affective complax constructions
e — fow omoez of agresment, fenzs, nombsr, word ooder'function,
articles, pronouns, prepositions
= 11 GOOD TO ANVEFRAGE: offective but zimpls construction: —
- 18  minos problem: in complsx constroction: — soweral amors of
g‘ arzement temza number wodd opdevfomction, articles, pronoums,
Eb prepositions Bit memiing seldom obsoured
E 7- FAIR TO POOR: major problem: in  zimpls'complax
11 Constructions — fraguent ooz of Degation, asresment, fensa
mumbsr, wood order'fimction,  articles, pionoum:s  pr=positions
amdof ﬁaE".‘ﬂ-'_"l'.‘ti-: un-pns, delstion - meaning confloed or
11. Output

e Students use the writing log and end-of-course questionnaire to measure learner

autonomy development.
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ESSAY WRITING LOG

Name:

Student code:

Wk | Weekly | Date | Howmuch | Howcanl |Reflection: How did I do? What
goals time willI | achieve my | did Ilearn? What was great?
spend? goal? whatcan I do better next week?
(Strategies)
1 Get 70 7'3- | 30muns/day | Leamby hzart | Besult: Get 20 new words
new 13/3
wordsin Eeason: Lazy, procrastinating
IELTS Solution: spendmoretime <o
leamvocabulary andtry tc be
more focused
Purnishment: not go oat this
Saturday
Grammar: | 9'3- 30mms'day | Do grammar | Besult: Usz grammatical pomts
Subject- | 13/3 X ercises in perfectly
Vern thebook _
agrzement Feelng: more confident

Feward:read a novelon Fnday

mght
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QUESTIONNAIRE FOR LEARNERS

Dear participant,

This questionnaire is a part of a study entitled “4 Porifolio-based Learner Autonomy
Development Model in an EFL Writing Course”. This questionnaire aims to explore EFL
leamers’ perceptions ofthe development of their autonomy through the use of portfolios m an
EFL wrting course and writing strategies employed in their wrting. We would highly
appreciate it if you could give your responses for the following questions. Your answers will
contribute to the success of the research. The data collected are used in the research paper
only, not for any other purposes. Thank you so much for your cooperation.

L Personal Information
Please provide your own information by putting a cross (x) in the box.
1. Gender: O Male O Female
2. How muchhave youknown about “leamer autononty” before this writing course?
O not at all O a Little O average O alot O very
much
Ifyou choose the last four items, please answer the following quesiions:
2a. How did you gain the knowledge about leamer autonomy ?
2b. Howlong didit take youto do so? ..
3. How have you leamed English witing before? (vour roles and your teacher’s roles)
II. Self-assessment of autonomous learning

Flease rate these statements by writing down the level at whichyou have gained and then

Students put the drafts in the portfolios to measure writing competence
improvement.
Students use the portfolio assessment checklist to measure their development of

employing a portfolio.



292

PORTFOLIO ASSESSMENT CHECKLIST

| Unit1 | Unit2 | Unit4 | Unit5 | Unit6

Required contents
1. Writing » afirsi draft
samples

v arevised draft

v afinal drafi

2. Self-assessment | o [ikes and dislikes

& reflection
» writing logs
3. Artifacts o visual materials
s aqudio materials
» paper-based
materials
Optional contents

1. Writing assessment rubtic
2. Writing strategies

3. Course description

4. List of reference

= |

Learner's evaluation 100 /100 100 100 100
Teacher’s evaluation 100 100 ‘100 100 100

12. Summative evaluation
e The teacher collects students’ portfolios to evaluate the development of learner

autonomy, writing competence, and the skills of employing a portfolio.
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