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Abstract in Norwegian

Vurdering for leering, og eigenvurdering som ein del av den, har vore viktige
satningsomrader for Utdanningdirektoratet (UDIR) sitt arbeid i norsk skule der malet
har vore & fa pa plass vurderingsrutiner som understreker verdien av den formative
vurderinga av eleven sitt arbeid. Utgangspunktet for denne studien var ei saerskild

interesse i korleis eigenvurdering kunne bli sentral i mi eiga engelskundervisning.

Denne masteroppgava i engelsk fagdidaktikk hadde som mal & undersgke om
formativ vurdering i form av eigenvurderingsskjema kunne motivere elevar til &
forplikte seg til & arbeide med engelskoppgaver. Bakgrunnen for tanken om
eigenvurdering som instrument for a fremje autonom atferd, si effekt pa motivasjon,
lag i teorien om at autonome elevar er motiverte elevar. | tillegg hadde studien som
mal & fa innsyn i elevane sine tankar og meiningar om eigenvurderingsprosessen og

instrumenta brukt i den prosessen.

Studiet er ei kombinert metode (mixed method) undersgking av elevar sine
eigenvurderingar gjennom farste semester i attande klasse og ei innleiande og ei
avsluttande spgrjeundersgking om eigenvurdering og motivasjon. Analysen er utfgrt
ved hjelp av triangulering. Data fra den kvalitative databasen kan vere med a kaste

lys over data i den kvantitative databasen og vice versa.

Funna tyder pa at elevane sette pris pa den muligheten som eigenvurdering gav til &
vurdere seg sjalv og til & kommunisere tankane sine til laearen. Pa byrjinga av
attande klasse i ungdomsskulen, er det lite som tyder p& ein direkte samanheng
mellom eigenvurdering og motivasjon. Det er heller ingenting i materialet som tyder
pa at elevane, pa dette stadiet, var opptekne av muligheten til & veere autonome i
laeringsprosessen. Elevane gav inntrykk av & vere mest opptekne av relasjonen til

leeraren og rammene for det dei skulle leere, det vil seie vurderingskriterier.

Didaktiske implikasjonar for framtidig eigenvurdering tilseier at eigenvurdering ma ta
inn over seg elevane sitt behov for & skape relasjon til leeraren og det a forsta kva for
rammer og kriterier som gjeld for denne nye leeresituasjonen. Mi anbefaling er difor at
eigenvurderingsaktivitetar pa dette stadiet i Engelskutdanninga tek form som bade
intra- og interpersonleg dialog slik at elevane utvikler bade sine interpersonale

kommunikative og metakognitive evner.



Table of Contents

ACKNOWIEAGEIMENTS ...t e e et e e e e e e e e e ae e e e eeeas 2
ADSEIACT IN NOIWEGIAN ... 3
TabIE Of CONENTS ... 4
S o T [ 7
LISt Of TADIES ... 8
List of Norwegian Names Translated into ENglish ..o 9
List Of ADDIeVIAtIONS .....coeeieeee e 10
S Ao Y o] 1= o [T 11
N [ 1 (0T [0 T 1o o IR 12
1.1 Central Concecpts of Motivation — Briefly Explained..............ccccccviuiiinnnnnns 12
1.2 Motivation in Norwegian ClaSSIO0MS ...........uuuuuruurmmmmirieiniiiinniieiinnnenennnennneanns 13
1.3 Autonomy in Norwegian ClasSSIO0MS. .......iiieeeeieiieiiiiiiee e e e e eeeeaaianeeeeeeeeeennns 14
1.4 AfL in Norwegian ClasSrO0MS ........cooevuuuiiiiiii e e e e e e e e e e eenans 14
1.5 Personal EXPErENCE .........uuuuuuuiiiiiiiiiiiiiiiiiiiiiiiitiiibie bbb neaneeeneeeees 16
1.6 Previous RESEAICN .......ooooiiiiiii e 18
1.7 ReSearCh QUESHION......coiiiiiiii et e e e eens 19
1.8  OUutling Of the TRESIS......uuuuiiiiiiiiiiiiiiiiiiiii e neennennnes 20

2  Theoretical FrameWOrK ............uuiiiiiiii e e e e e e e eeenes 21
2.1 MELACOGNITION ...ttt 21
2.2 Language Learning Strat@gi€s ..........uuuuiiiiieeeiiiiiiiiiie e eeeee e 23
2.3 IMOUIVALION ...ttt 24
2.3.1  INriNSIC MOTIVALION ..evvviiiie e e e e e e e e e e e eeeenes 26
2.3.2  EXINNSIC MOUVALION .....uuiiiieiee i e e e e e e e e e e e e eeenes 27
2.3.3  AMOLIVALION ...t e e e e et e e e e eeeae 30

2.4 LearnNer AUTONOIMY ...iiui it ie et e e et e e et e e e e e e et e e e e e e e et e e ea e e esan e e eaaneeennnas 31



3

2.4.1 High- and Low-degree AutonOmous LEarners ..........ccccvvvvvvvvineeeeennennnnns 34

2.5 Self-determination TheOory (SDT)...ccuuuuuuiiiiieieieieeeiiin e eeeeens 36
2.5.1 Basic Psychological NEEAS.........ccoooieiiiiiieeeeeeeeeeee 36
2.5.2  Autonomous Motivation and Controlled Motivation..............cccccoeeeuvnnee. 38
2.5.3  Extrinsic Motivation — SDT and Autonomous Student Behaviour .......... 38
Material and MethOAS .........coooiiiiiiii e 48

3.1 Purpose of the Study — Research Question Revisited..........c.ccccceeveieeiiiennnn. 48

3.2 ProJECt PRASES ......uiiiiiiiiiiiiiiiiiiii e 48

3.3 Mixed Method Research DeSIgN ...........cciiiieeeiiiiiiiiiiiii e e eeeaans 49
3.3.1 Qualitative Research — a brief description ...............ccevvvvviiiiiii e, 49
3.3.2 Quantitative research — a brief description..............cccoooii 49
3.3.3 The Purpose of Applying Mixed Method Design in this Research.......... 50

3.4 RESEArCh SEettiNG .....cccoiiiiiiiiii i e e aaaan 51

T = 1 1o 0 = | £ SRS 52

3.6 ReSearch INSIIUMENLS ..........uuiiiiiiiiiiiiiiiiiiii e 53
3.6.1 Design of Research INStruments..........ccooooeiiiiieieeee 54

3.7 Data Collection ProCEAUIES .........cciiiiiiiiiiiiiieeee e 60

3.8 Data Preparation ProCEAUIES .........ccovuiiiiiiie e e e e e e eeenans 61
3.8.1 Cleaning the data..........ccooeeeeiiii i 62
3.8.2  StOriNg the Data.......coooeeeeeeeeeeeeeeeee 63
3.8.3  Anonymising the Dat@..........ccooviiiiiiiiiiii e 63
3.8.4 Scoring of ReSpoNse CategoOri€S ......coeeeeeeveeiiiiiiiee e eee e e e e eeeaeans 63

3.9 Data ANalysiS ProCEAUIES ..........uuuuuuiiiiiiiiiiiiiiiiiiiiiiiiiiii i 64
3.9.1 Sorting and Coding the Data.............coooeeeeeiiiiiee 65
3.9.2 Quantitative Data Analysis Procedures..........cccccoeiiviiiiiiiiiiiiiiieeeiieeeeeens 73
3.9.3 Qualitative AnalysisS ProCedure ...........ccouuiiiiiiiiiiii e 74



3.10 Reliability and Validity ...........ccooriiiiiiiiiiiii e 74

3. 11 ELNICAI ISSUES ...t 76
3.12  Possible limitations of the methods and material ...............ccccccviiiiiinnnnnns 77

4 ReSUItS and DISCUSSIONS ......cciiiiiiiiiiiiiiee e ettt e e e e e e e e e s e ee e 78
4.1 Encouraged Self-aSSESSMENL...........uiiiiiiiiiiiiiiie e 79
4.2 AUtONOMOUS Self-aSSESSIMENT.......uuiiiiiieeiiiiiiiiieii e 82
4.3 Students’ Opinions about self-assessment.............ccccoeeeiiiiiiiiiiecic e, 85
4.4  Other Opinions About Self-Assessment ACtiVItieS ..., 86
4.5 Basic Psychological Needs and Self-Assessment Activities..............c..c........ 88
45.1 Self-assessment, Need for Autonomy and Metacognitive Skills ............ 89
4.5.2 Self-assessment and Need for COmMpetence .........ccccccvvvvvviiiiiiiiiienennnn. 90
4.5.3 Self-assessment and Need for Relatedness...........cccccvvviiiiiiiiieeinnnns 90

4.6 Perceptions of MOtIVatION ............ouuuiiiiiii e e 91
4.6.1 Intrinsic motivation and commitment to EFL learning activity................. 92
4.6.2 Motivation and a New EFL Learning Context.........ccccccevvvviiiiinininnnnnnn. 101

SO0 o [od (1] 0] o <N 107
5.1  Summary of FINAINGS........uuiiiiiieiieeeee e 107
5.2  DidactiC iMPlICALIONS .......vviiiii e e e e e e e e e e eaaaes 109
5.3 Possible limitations of the StUdY ............cccoiiiiiiiiiiiiis 113
5.4  Suggestions for future research .............cccccooiiiiiiiiis 113
=] o] [ToTe =1 o] ) V2SR 115
F Y o] o L= Lo [To =TSP PORR 126



List of Figures

Figure 1 Continuum Of MOTIVALION ........cooiviiiiiiiiiiiiiiiiieeee e 25
Figure 2 Controlled and Autonomous MOtIVatION ............ccovvviiiiiiiiiiiiiiiiieeeeeeeeeee 25
Figure 3 Continuum of Self-Determination...............cccooviiiiiiiiiiiiiiii e 39

Figure 4 Controlled Motivation, Autonomous Motivation and Commitment to Activity

Figure 5 Phase 1 and Phase 3 Surveys; Encouraged Self-assessment Category ....79

Figure 6 Phase 1 Survey; Encouraged Self-assessment, Individual Respondents’

Figure 7 Phase 1 and Phase 3 Surveys; Encouraged Self-assessment, Individual

ReESPONAENTS” SCOIES ...t e e e e e e e e e e eeaeenes 81
Figure 8 Phase 3 Survey; Encouraged Self-Assessment, Item Mean Value.............. 82
Figure 9 Phases 1 and 3 Surveys Autonomous Self-Assessment, Mean Values......83

Figure 10 Phases 1 and 3 Surveys; Autonomous Self-assessment, Item Mean

Figure 11 Phases 1 and 3 Surveys; Autonomous Self-Assessment Individual

RESPONAENES" SCOIES ....vviiiii et e e e e e e e e e aeanns 85
Figure 12 Phase 1 Survey - IntrinSic MOtivation .............cccvveeeiiiiniiieeeceee e 93
Figure 13 Phase 1 Survey: Commitment t0 aCtiVity ............covvvvviiiiiiiiiiiiiiiiiiiiiieeeeeee, 93



List of Tables

Table 1 Ordinal Response Categories in The Phase 1 Questionnaire ...................... 56
Table 2 Ordinally Scaled Response Categories — Phase 1 and 3 Surveys ............... 64
Table 3 Quantitative Data Categories/Labels With Explanations...............ccccceevvvvnnn. 68
Table 4 Phase 1 Questionnaire — Response Categories - Qualitative Question........ 68
Table 5 Phase 3 Qualitative Data Labels/Categories with Explanation ..................... 69
Table 6 Phase 3 - Response Categories — Qualitative Question.............ccccevvevvvvnnnnn. 70
Table 7 Types of Motivation: EXplained.............cccoeririiiiiiiiiie e 72
Table 8 Colour Codes Used when analysing the SA forms...........ccccceeeiiieiiiieiieiiinnnn. 72
Table 9 Self-Assessment Entries, Group A and B Compared .............ccoeeeeeeeeeeeeeeenn. 88
Table 10 Extract from Phase 2 — Self-Assessment Activity after Text1................... 97
Table 11 Extract SAform 3 -5 and 58 ....ccooviiiiiiiiiiiiiiie e 98



List of Norwegian Names Translated into English

Bedre vurderingspraksis

Improved evaluation practices

De forskningsetiske komiteene

The Norwegian National Research

Ethics Committees

Egenvurdering, elevinvolvering og

involvering av leerlinger

Self-assessment, pupil and aprentice
participation

Elevundersgkelsen

The Pupil Survey

Fremmedspraksenteret

Norwegian Centre for Foreign
Languages in Education

Generell del av leereplanen

Core curriculum

Kunnskapsdepartementet

Ministry of Education and Research

Leereplan for engelsk

English subject curriculum

Leereplan i engelsk

English Subject Curriculum

Norsk senter for forskningdata

Norwegian Centre for Research Data

Sluttrapport, Oppdragsbrev nr. 6 - 2007
om tiltak knyttet til individvurdering i
skole og fag- og yrkesoppleering

Final report, Assignment Letter no 6 —
2007 on measures related to individual
assessment in school and subject and

vocational training.

Ung i Norge

Young in Norway

Utdanningsdirektoratet (UDIR)

Norwegian Directorate for Education

and Training

Velferdsinstituttet (NOVA)

Norwegian Social Research

Vurdering for leering (AfL)

Assessment for learning




List of Abbreviations

Assessment for learning

AfL

EFL English As a Foreign Language

ENG1-03 English subject curriculum

Final Report Final report, Assignment Letter no 6 — 2007 on measures related

on no 6-2007 | to individual assessment in school and subject and vocational
training.

FSS Norwegian Centre for Foreign Languages in Education

KD Ministry of Education and Research

LKOB-G Core Curriculum

NESH The Norwegian National Research Ethics Committees

NOVA Norwegian Social Research

NSD Norwegian Centre for Research Data

SA form 1 Self-assessment Activity 1 Main Phase 2

SA form 2 Self-assessment Activity 2 Main Phase 2

SA form 3 Self-assessment Activity 3 Main Phase 2

UDIR Norwegian Directorate for Education and Training

10




List of Appendices

Appendix 1 Old Self-ASSESSMENt FOIM .......coooiiiiiiieeeee e 126
Appendix 2 Self-Assessment Forms 1 and 3. 127
Appendix 3 Self-Assessment Form — Pre-Reading ACtivity ..........cccooeeeeevieiiiiiinnnnnn. 129
Appendix 4 NSD Letter of Pernission to Conduct Research — Pages 1 to 4........... 131
Appendix 5 Informded CoNSeNnt LEtEr ........ooooieiieeieeeeeee 135
Appendix 6 Phase 1 and Phase 3 Survey QUeStionNaires ............cccceeeeeeeeeeeeeeeenn. 137
Appendix 7 Phase 1 Survey (Documents 7A-110 7B-3)......ccccovvviiiiiiieeeeeeeeiiinnn, 139
Appendix 8 Phase 3 Survey (Documents 8A-1 10 8D)........cccovvvvviviiiiiieeeeeeeeeiiiin, 144
Appendix 9 Phase 2 Pre-reading Activity on Australia (Documents 9A to 9C) ...... 153

Appendix 10 Phase 2 Self-Assessment Activity After Text 1 (Documents 10A to 10

11



1 Introduction

My interest in self-assessment, motivation and the relation between motivation and
autonomous learner behaviour was awoken quite early in my career as a teacher of
English as a foreign language (EFL), in lower secondary school in Norway. |
experienced that a portion of my students’ motivation for EFL learning was in one or
more ways curbed, and they did not seem to figure out how to address the issues
that curbed their motivation. Subsequently they failed, into a higher or lower degree,
to apply the effort in their daily EFL studies which, for most of us, learning and
developing new language skills require. In addition, | did not have and was not able
to find appropriate motivational tools with which to approach these students. Thus, in
an attempt to discover and develop a better motivational tool with which to approach
the motivational work in the EFL classroom, | decided to do a research study related

to self-assessment in, and motivation for, EFL.

1.1 Central Concecpts of Motivation — Briefly Explained

In the following chapters | refer to some concepts that are central to the study and
research project. As these concepts are thoroughly explained later in the thesis, |
only provide brief explanations of concepts referred to in chapters 1.2 through 1.5 in

the next paragraphs.

The first concept | refer to is motivation. Motivation in this study is understood as
“processes underlying the initiation, control, maintenance, and evaluation of goal-
oriented behaviors.” (Hall & Goetz, 2013, p. 59). Curbed motivation refers to a
situation where the students’ motivational process might have been interrupted,
which again may lead to a drop in the students’ motivation to commit to the activity at
hand. An important aspect within recent motivational theory is autonomy. When
autonomy is referred to in this thesis rests on a definition of the concept as the
individual’'s “capacity to be one’s own person, to live one’s life according to reasons
and motives that are taken as one’s own” (Christman, 2003). A second concept
important with regards to autonomous behaviour, and consequently in motivational
research referred to in this study, is the concept of metacognition. Metacognition in
language learning refers to the “awareness of and reflections about one’s knowledge,

emotions and learning in the contexts of language learning” (Haukas, 2018, p. 13).
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In the Norwegian classrooms the concept Assessment for Learning (AfL) has made
its way into assessment practices. AfL is understood as assessment where the object
is to increase the students’ learning, commonly referred to as formative assessment,
as opposed to e.g. assessing the results of the students’ learning, such as assessing
their ability to read and write English, in short, summative assessment. One of the
major components within AfL is the students’ self-assessment activities. | rest my
understanding of EFL self-assessment as a process that involves “the use of
metacognitive strategies, such as managing and organising learning, monitoring and
observation of the learning process, and reflection on learning” (Jessner, 2018, p.
41). These and other concepts relevant to the study will be more thoroughly

examined in chapter 2 in this thesis.

1.2 Motivation in Norwegian Classrooms

Norwegian Social Research (NOVA), has performed a focus group study on lower
secondary students’ opinions on motivation for school, hereafter referred to as NOVA
4/2011. Several of the students who were interviewed reported that they were happy
at school, but that school subjects were boring (NOVA Report 4/11, 2011) . In the
“Young in Norway” survey from 2010 seven out of ten students reported they were
bored in school (QDia, 2011, p. 43). Gayle Macklem refers to boredom at school as an
academic emotion which affects learning and achievement and thus may “predict
students’ self-regulation and how they perform in the classroom.” (Macklem, 2015, p.
4). Studies from various countries suggest that 30 to 40% of students report that they
are bored at school (Macklem, 2015, p. 2). Macklem’s reference to boredom at
school may be understood much in the same way as curbed motivation for

schoolwork, a phenomenon that is examined in chapter 2 of this text.

The motivation index in the Norwegian Directorate for Education and Training’s
(UDIR) Pupil Surveys from 2015 and 2016, confirms the impression that a fair
number of students experience boredom and they report less motivation for
schoolwork in 10t grade relative to their motivation for the same in 71" grade. The two
variables referring directly to motivation for schoolwork in the above-mentioned
years’ surveys were “How interested are you in learning at school?” and “How well do
you like school-work?” (Pupil Survey 2014-15 7th grade, 2014-15) (Pupil Survey
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2014-15 7th grade, 2015-16) (Pupil Survey 2014-15 10th grade, 2014-15) (Pupil
Survey 2015-16 10th grade, 2015-16). The index score for the students’ responses to
these two variables for the 7! graders were 8 and 7.9 accordingly out of a maximum
index score of 10 the two years mentioned. For the 10" graders these numbers were
7.2 out of 10 both years.

Although these scores are related to the students’ general motivation for schoolwork,
and not EFL specifically, there are no scores in the study that indicate that EFL
should be exempt from the general impression in the study, namely that students’
motivation for schoolwork decreases through lower secondary school. Additionally,
as | have not been able to discover studies that specifically investigate Norwegian
students’ motivation for EFL learning, | assume that the above-mentioned scores are
equally relatable to students’ motivation for learning English as for other school

subjects.

1.3 Autonomy in Norwegian Classrooms

Ministry of Education and Research’s (KD) focus on the students as autonomous
human beings is reinforced in the Norwegian Core Curriculum (LK06-G), particularly
in the chapter “The Integrated Human Being” (LK06-G, 2011, p. 39) which states that
learning includes the development of “independent and autonomous personalities”
(LK06-G, 2011, p. 39), “provides room for emotional and character growth” (LK06-G,
2011, p. 40), and gives the students “enough faith in oneself to dare to fail” (LK06-G,
2011, p. 40) Additionally, the core curriculum confirms that the motivational side of
learning is linked to the students’ ability and will to take on the task at hand and make
the effort needed to complete the task (LK06-G, 2011, p. 17). In other words, LK06-G

emphasises the link between motivation and autonomous learner behaviour.

1.4 AfL in Norwegian Classrooms

AfL, and self-assessment as one of its components, is currently, and has been for a
few years, one of the KD’s areas of priority in all subjects including EFL. AfL are
types of assessment practices that “places more emphasis on the process of
learning” (Berry & Kennedy, 2008, p. 10) than on assessing the outcome of the

14



learning process. The AfL program is a prolongation of the Improved Assessment
Practices Project which was completed in 2009 (Final Report on no 6-2007 , 2009).
Simultaneously with this project, Oslo University performed a trailing research project
evaluating “Models for Recognizing Achievement of Subject Objectives” (Throndsen,
Hopfenbeck, Lie, & Dale, 2009, p. 3). The Oslo University’s research groups’
suggestions and the suggestions of the final report of the Improved Assessment
Practices project, such as students’ involvement in their own evaluative process
(Final Report on no 6-2007 , 2009), have been adopted in the AfL project document
of 2010 (AfL1, 2010, p. 4) and the project document for the prolongation of the AfL
project of 2014 (AfL1, 2010, p. 4). UDIR has the task of implementing, assessing and
following up AfL in Norwegian schools.

KD and UDIR also emphasize the focus on self-assessment in the EFL subject
curricula. In the English subject curriculum (ENG1-03) within one of the main subject
areas “Language Learning” (ENG1-03, 2013, p. 3), “The ability to evaluate own
language usage and learning needs and to select suitable strategies and working
methods” (ENG1-03, 2013, p. 3) is aligned with subject aims such as “knowledge
about the language” and “language usage” (ENG1-03, 2013, p. 3). All the above
confirm that the KD’s intent is for self-assessment to play an important part in the
students’ learning and assessment practices and processes.

Self-assessment has been one of the KD’s focus areas since 2007. The work with
AfL in school has largely focused on teachers’ assessment of students’ work rather
than the students’ self-assessment of the same. These claims are supported by
students’ responses in the Norwegian Pupil Survey of 2015. The index numbers
related to the students’ understanding of learning objectives and teacher assessment
confirm that although there is still room for improvement, more than 75% of the
student responses report that the teacher explains what they are supposed to learn
and what criteria their assessment is based upon. The index scores related to self-
assessment indicate that less than 40% of the students report playing an active part
in the assessment process in most of the subjects (Wendelborg, Rge, Utveer, &
Caspersen, 2017, s. 112). These numbers indicate that there is progress still to be

made in the self-assessment field of work.

15



Again, the above-mentioned percentage rates relate to Norwegian students in
general and not Norwegian EFL students in particular. There are, however, no
indications in the survey that the percentages are not relatable to the latter group and
therefore | have considered it valid to use these scores in establishing a base for my

research project.

As self-assessment is supposed to be an important part of the formative assessment
routines in Norwegian EFL-classrooms, UDIR has developed guidelines on how to
work with self-assessment and presented what objectives the students’ self-
assessment activities should aim to achieve. These are objectives such as students
becoming more aware of their EFL skills, what their next learning objective should be
and how they can achieve that learning objective (Self-assessment, Pupil and

Aprentice Participation, 2015).

1.5 Personal Experience

In an attempt to improve the motivation, and subsequently commitment to activity, in
my EFL-classes, | started implementing self-assessment activities on a regular basis

in an EFL learning context where | taught EFL some years ago.

Preparing for the implementation of self-assessment activities, some time was spent
investing the possibilities for using existing self-assessment tools in the self-
assessment activities. An obvious place to start looking for such tools was in the
European Language Portfolio (ELP) promoted by UDIR through Norwegian Centre
for Foreign Languages in Education (NCFLE). Although the self-assessment tools
presented in the European Language portfolio are excellent tools with respect to
assessing various sides of the EFL learning process (ELP 97/2008, 2014), they did

not suit the purpose of the above-mentioned self-assessment activities.

In the ELP self-assessment forms the students may register a wide range of
observations, such as summative self-assessments, language progress and
language learning strategies applied, (ELP 97/2008, 2014) all of which provide
information about the students’ EFL learning process. None of the self-assessment
forms in the portfolio address, however, students’ interest in working with EFL, nor do

they ask the students’ what areas of their EFL learning they want to prioritise. Thus,
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the ELP does not specifically require the student to make autonomous decisions with

regards to EFL learning activities or EFL focus areas.

Furthermore, the self-assessment forms in the ELP are based on a “choose the
description that fits” system (ELP 97.2008, 2014, s. 6). This is contrary to what |
wanted to prompt the students to do in the self-assessment activities, which was to
word their strengths and challenges in their own way, allowing them to express their
self-assessment comments in a personal manner. Thus, instead of continuing the
search for suitable self-assessment instruments, in which the students were asked to
respond to open ended instructions and questions rather than ticking off appropriate
boxes, it was less time consuming and more relevant for the objectives of the self-

assessment activities to design a new self-assessment form (See Appendix 1).

The students were asked to assess their EFL efforts on a weekly basis and they
were asked to assess own efforts and EFL skills after assessment situations (See
Appendix 1). The self-assessment activities seemed to have some positive effects on
those students who were dutiful and/or ambitious. | started e.qg. registering that some
of the students took more notice of the feedback given on their work, and not only the
grade mark. They also seemed more able to do something about areas within their

EFL knowledge that they perceived as problematic.

The same self-assessment activities did, however, not seem to lead to any significant
change in the learning-behaviour of those students who displayed signs of having
had their motivation and drive to make any effort in regular EFL learning activities,
whether at school or at home, curbed. The success of the self-assessment
assignments was limited within the group of students who promoted high levels of
self-handicapping. Self-handicapping involves providing “explanations for potential
failure” (Niiya, Brook, & Crocker, 2009, p. 297) such as using lack of effort as a
reason for poor EFL academic achievement. Other students in this group promoted
what may be referred to as helpless response, which often involves referring to
previous failures when they seem unable to muster the effort necessary to complete
a task (Zonnefeld, 2015, p. 31). Furthermore, students in this EFL group signalled
fixed mindsets such as attributing underachievement to lack of intelligence
(Zonnefeld, 2015, p. 40).
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The above-mentioned observations led me to think that the process of self-
assessment seemed to be of help to those who already achieved well or had the
mind-set to attribute their success to effort, but not those who, for various reasons,
experienced that their motivation for EFL learning activities were curbed or who
attributed their lack of EFL achievement to lack of effort. Subsequently, | started to
explore the possibilities of using self-assessment as a tool to assist the students who
experienced curbed motivation for applying effort to EFL activities.

1.6 Previous Research

Students’ learning behaviour is an area that has received its fair share of attention
both from past and present researchers. The question of how students best learn and
achieve academic success has intrigued and motivated researchers since the late
19™ century (Nisbet, 2007, p. 26).

As the realm of assessment historically has been controlled by the teachers, much
educational research on self-assessment within EFL learning has focused on
studying how the students’ summative self-assessments correlate with the teachers’
summative assessment (Goto Butler & Lee, 2006) (Hopfenbeck T. N., 2015). In some
studies, related to self-assessment in the formative assessment process within
language studies, the focus has been on using self-assessment to improve the
performance related to writing and/or speaking skills (Goto Butler & Lee, 2010)
(Jafari, Yavari, & Ahmadi, 2015).

There are also studies that investigate how self-assessment affects motivation for
second language (L2) learning. However, the objectives of these studies tend to be
investigating the correlation between the act of self-assessment itself and students’
motivation to achieve pre-determined L2 learning objectives (Salimi & Larsari, 2015),

and not motivation for the whole EFL learning process.

Studies that investigate Norwegian students’ views on self-assessment and whether
self-assessment influence their motivation for EFL learning are scarce. Results from
an AfL case study published in 2013, in which self-assessment was an important part

of the AfL programme, indicate that students were more involved in self-assessment
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after implementation of AfL than before. (Hopfenbeck, Tolo, Florez, & EI Masri,
2013).

Neither the latter case study, nor other studies referred to here, provide information
about the students’ experiences regarding self-assessment, or whether change in
motivation for EFL learning in the Norwegian classroom context have been registered
due to self-assessment practices. Accordingly, there is a need for research within the

area of AfL in EFL that concerns motivation and self-assessment.

1.7 Research Question

The above mentioned research gaps, requirements set forth in both the LK06-G and
the ENG1-03, my experiences as a teacher in the Norwegian EFL classroom context,
and a keen interest in whether self-assessment practices have the motivational
impact on students that the governmental representatives promote in their
documents (Final Report on no 6-2007 , 2009) (AfL1, 2010) (LK06-G, 2011) (ENG1-
03, 2013) (AfL 2, 2014) all provide a base for the study presented in this thesis. As |
am a teacher required to promote student self-assessment practices and AfL that
motivate students for EFL learning, | decided to investigate what the students think of
self-assessment and whether it would be possible to make the self-assessment
process count as a motivational tool. Thus, | decided to base my study upon the
following research question; How do lower secondary EFL students experience
practices of self-assessment and how do such self-assessment practices affect their

motivation for EFL learning?

Subsequently, | wanted to investigate whether insight into the students’ reflections in
and about the EFL self-assessment activities could provide a base for further

development of the self-assessment instruments?

The research question was investigated through a case study where the data were
collected using mixed methods. The quantitative and qualitative enquires in the
research project constitute a case study as they are strategies of inquiry collecting
data through which the researcher explores a process in depth (Creswell, 2014, p.
493). The process that was explored in depth in this study was the EFL self-
assessment process and whether this process influenced the students’ motivation for
EFL or not. Additionally, the research project introduced a variety of self-assessment
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forms to the students prompting them to provide detailed information about their EFL

learning process during the fall semester.

The research setting was my own classroom and the participants were my own
students. The research project was conducted during the fall semester of 2017 which

coincides with the above-mentioned students’ first semester of 8" grade.

1.8 Outline of the Thesis

This thesis consists of five chapters. Chapter 2 provides an overview of the theories
about metacognition, language learning strategies, motivation, learner autonomy and
the self-determination theory (SDT) on which this study is based. Chapter 3 provides
an overview over the elements related to the practical framework for the research
project. The most important of these elements are the presentation of the research
setting and participants, the design of the research instruments, data collection and
preparation, and the data analysis procedures. Finally, in this chapter the validity and
reliability of the research projects’ procedures are discussed. Conclusively chapter 3
presents a discussion related to ethical issues and possible limitations of the
methods and material in the research project. Chapter 4 presents the data analysis
and discussions of findings. In chapter 5 the conclusions of the project are presented
together with didactic implications of the findings, possible limitations of the study and
finally, suggestions for future research.
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2 Theoretical Framework

As this study concerns the metacognitive processes involved in learning a foreign
language and the students’ attitudes towards self-assessment, it draws upon theory
within the field of language learning psychology (LLP). LLP involves “the mental
experiences, processes, thoughts, feelings, motives, and behaviours of individuals
involved in language learning” (Mercer, Ryan, & Williams, 2012). More specifically
the study belongs to the area of LLP that concerns the metacognitive processes
which may affect motivation for language learning and what language learning

strategies students may apply to manage the learning situation at hand.

The presentation of the theories in this chapter reflects how the various concepts are
connected and related. First, the concepts of metacognition (See 2.1) and language
learning strategies (See 2.2) are presented and examined as these two concepts
represent the outer boundaries of the theoretical and practical framework that this
study is based upon. That is, motivation and motivational processes are
metacognitive processes and these processes are embodied through the aid of self-

assessment forms (SA forms).

Next, the concepts of motivation (See 2.3) and learner autonomy (See 2.4) are
examined separately before they are brought together under the framework of the
Self-Determination Theory (SDT) (See 2.5). The decision to bring together motivation
and autonomy within the SDT framework was made to emphasise the idea of how
the two concepts are components of the SDT rather than the SDT appearing as a

component of motivation and learner autonomy.

2.1 Metacognition

One of the individual differences that seems to play an important part in the learning
process is the learners’ metacognitive skills (Kim, 2013, p. 2). Metacognition can
simply be defined as “thinking about thinking”. (Lee, 2012, p. 79). The phenomenon
is however more complex than the above-mentioned definition suggests, and the
complexity and poor measurability of the phenomenon has led to some discussions

as to how metacognition should be defined (Lee, 2012, p. 79).
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One of the main contributors to creating a framework for understanding
metacognition is John H. Flavell. He defines metacognition as “knowledge and
cognition about cognitive phenomena” (Flavell, 1979, p. 906) . Further he divides
metacognition into metacognitive knowledge, metacognitive experiences and
strategies controlling cognition (Flavell, 1979, p. 906) in later literature referred to as
metacognitive skills (L6ffler & Schneider, 2015, p. 2). Metacognitive knowledge, in a
few words, concerns knowledge about what you know and how this knowledge may
affect the outcome of your efforts (Flavell, 1979, p. 907). Metacognitive experiences
are briefly explained as the thought processes concerning experiences made
(Flavell, 1979, p. 907). Metacognitive skills may be explained as the art of “knowing
how” to do something (Loffler & Schneider, 2015, p. 2).

A prelude to extensive research in the field of metacognition was Flavell’s work in the
1970’s. Flavell’'s work aimed at building a theoretical foundation supporting the idea
that metacognition is an important factor in how the individual manages his
communication with the surrounding world, and particularly in the area of learning,
also language learning (Lo6ffler & Schneider, 2015, p. 2). However, despite all the
conducted research, there seem to be little consensus regarding which mental
processes are involved in metacognition. Researchers have, nevertheless, in later
years arrived at the common understanding that metacognition mainly consists of
knowledge about “metacognitive resources and self-regulation of cognition” (Lee,
2012, p. 80).

Raoofi et al. define, in the article Metacognition and Second/Foreign Language

Learning (2014), metacognition as the students’ “awareness and management of
their own learning process” (Raoofi, Chan, Mukundan, & RaoofSabariah Md, 2014, p.
37). Such awareness and management of the learning process are crucial elements

in a classroom where the aim is to increase the students’ “ability to take charge of

one’s learning” (Miroslaw, 2017, p. 8), see also 2.4.

This study rests on an understanding of metacognition in language learning as a
process involving the students’ awareness and management of their EFL language
learning process and thus agrees with Asta Haukas’ definition of metacognition in
language learning as “an awareness of and reflections about one’s knowledge,

emotions and learning in the contexts of language learning” (Haukas, 2018, p. 13). A
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concept closely related to metacognition in language learning is language awareness
which involves awareness of language, language learning and language teaching
(Haukas, 2018, p. 14).

The concept of self-assessment in language learning is closely related to the concept
of metacognition in language learning as “self-assessment promotes the use of
metacognitive strategies, such as managing and organising learning, monitoring and
observation of the learning process, and reflection on learning.” (Jessner, 2018, p.
41) That is, self-assessment in language learning is a tool for metacognition in the
language learning process as the goal of the self-assessment activities in this context
is increased awareness of ones’ own language learning process (Ibabe & Jauregizar,
2010, p. 246).

The core purpose of the research instruments in this project, the SA forms
(Appendices 2 and 3) was to promote the students’ awareness of their EFL language
skills and language learning process and to investigate whether such an awareness

could have an affect on the students’ motivation for EFL learning.

2.2 Language Learning Strategies

Much in the same way as for metacognition, there is little consensus on what
language learning strategies are. The discussion ranges from how to define the word
strategy, such as whether a strategy is the plan to do something or the actual activity,
to whether language learning strategies involve using cognitive processes or not.
Thus “Many still consider it to be unclear whether language learning strategies ought
to be regarded as conscious or unconscious, mental or behavioural, specific or
general.” (Trendak, 2015, p. 32).

One of the recent definitions of language learning strategies reads that they are
“actions chosen by learners (either deliberately or automatically) for the purpose of
learning or regulating the learning of language.” (Griffiths & Incecay, 2016, p. 13).
This definition limits language learning strategies to language learning actions —
however, it does not address whether these actions are cognitive actions, taking
place prior to the activity, or if actions are primarily thought of as how the activity is

conducted.
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As the discussion regarding how to define language learning strategies yet is to
arrive at a conclusion, the most sensible approach appears to be to apply a wide
definition of the phenomenon in this study. Thus, the present thesis relies on a view
of language learning strategies as “mental or behavioural activity related to some
specific stage in the overall process of language acquisition or language use” (Ellis,
1994, p. 529). In other words, the mental processes and language learning activities
that the students either initiate, or in other ways choose to commit to, in the EFL
learning context, which has as its purpose to either learn something new or adjust
previously acquired knowledge, are defined as language learning strategies.
Motivation is the unknown quantity in this equation, it is the quantity that to a degree
determines with what effort the students commit to the EFL learning activities.

2.3 Motivation

Motivation is a complex phenomenon and is not easily defined in a way that provides
a definition applicable to all areas of life where motivation is part of the process.
However, the following definition provides a foundation for exploring the interrelation
between self-assessment activities and motivation in EFL learning: “Motivation refers
to the processes underlying the initiation, control, maintenance, and evaluation of
goal-oriented behaviours.” (Hall & Goetz, 2013, p. 59).

The term goal oriented as it is presented in the above-mentioned definition, may be
somewhat confusing, as the term goal can be understood as a measurable result of
an activity. It is, however, not obvious to limit the scope of this term in this way.

Consequently, “goal” in the EFL learning context may be defined in wider terms and
may include unmeasurable goals such as pleasing the teachers and parents, being

contented with the efforts applied in an activity or simply having completed the task.

When referring to the learners’ motivational drive it is common, within motivational
theory, to refer to two types of motivation, namely intrinsic and extrinsic motivation
(Levesque, Copeland, Pattie, & Deci, 2010, p. 618).

In current motivational theory we find an additional distinction between controlled
extrinsic motivation and autonomous extrinsic motivation (Hall & Goetz, 2013, p. 66).
The differentiation between these two types of extrinsic motivation corresponds

respectively with Deci and Ryan’s theory about self-determination, external and
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introjected motivation on one hand and identified and integrated motivation on the

other (Figure 1).

External and introjected motivation may briefly be explained as extrinsic, instrumental

motivation such as reward and punishment. The difference between the two is what

value they represent to the persons subjected to extrinsic motivation. The two latter

types of extrinsic motivation, identified and integrated motivation, are types of

motivators that are accepted as motivators relative to the importance they are given

in the persons’ personal reward system. These types of motivation are examined

more thoroughly later in this chapter.

| Extrinsic motivation

! External Introjected Identified Integrated

Amotivation regulation regulation regulation regulation

\
! Intrinsic motivation
!

Continuum of motivation

FIGURE 1 CONTINUUM OF MOTIVATION

In the following controlled motivation corresponds with controlled extrinsic motivation

and autonomous motivation corresponds with intrinsic motivation in addition to

identified and integrated motivation (Figure 2) (Deci & Ryan, Self-Determination

Theory, 2015, p. 488). The SDT will be explored and explained thoroughly in chapter

2.5.

Extrinsic motivation

................................................................................................................................................................

i Controlled and/or I '

i autonomous P Controlled motivation | ! Autonomous motivation
: motivation i 13 P !
§ i 13 External Introjected @ ! Identified Integrated | Intrinsic m
i Amotivation : i i regulation regulation i i regulation regulation E motivation

Continuum of motivation

FIGURE 2 CONTROLLED AND AUTONOMOUS MOTIVATION
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2.3.1 Intrinsic Motivation

If the fuel that propels the motivation derives from joy and interest while working with
the task itself, we refer to the motivation as intrinsic (Levesque, Copeland, Pattie, &
Deci, 2010, p. 618). The way | understand this is that the opportunity to do the task is
the only motivation needed to initiate activity. Intrinsic motivation does not need any
push from the surrounding environment; it is fuelled by the joy of having the
opportunity to work with the task at hand. Thus, the process must be understood as a
communicative process between the task at hand and the individual’s attitude
towards the task. The individual acts on the task at hand with no other goal than to
enjoy doing and completing the task. The result of the work other than completing it
is of minor importance. In other words, individuals may enjoy an activity even if there
is no hope of achieving any other result than doing the work. That is, someone may
enjoy the activity of speaking English just because they have the opportunity to do so
or crocheting even if there is no tablecloth to show for the activity. Many children
enjoy playing football even if the only benefit of the activity is the joy of partaking in
the game. However, experiencing success, such as being able to communicate in
English, creating a tablecloth or being on the winning team, adds to future intrinsic
motivation as not only the activity of performing the task fuels the motivation, but also
the expectancy of being successful at what one is doing.

The magic of intrinsic motivation is that learning may take place as a natural
consequence of partaking in the activity. While crocheting, the intrinsic motivation
may fuel the wish to learn new stitches. While playing football, you may understand
the importance of positioning the foot when passing the ball so that it arrives at the
intended target. In EFL learning, the mere possibility of partaking in the activity of
speaking the language may be the only motivation needed to learn more English. For
instance, intrinsically motivated EFL students who partake in a group conversation
and at a time in the conversation discover that they do not know vocabulary needed
to address the topic in the way they would like, will on their own initiative try to find a
way to overcome the obstacle. In other words, the opportunity to partake in
communicative activities in English may be the only fuel necessary to trigger

intrinsically motivated learning in the individual.
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23.1.1 Intrinsic Motivation — in the EFL Classroom

Most of the Norwegian EFL students in lower secondary school communicate well in
the target language. They have been taught English in school and at the same time
been exposed to the presence of this language for many years (Brevik, 2016, p. 87)
(Brevik & Hellekjeer, 2017, p. 3). As a result, the unconscious learning which has
taken place while they watch films, listen to songs, watch television, play video
games, chat and browse the internet for games and YouTube videos is considerable.
Additionally, this presence of English in their daily lives is invaluable when it comes
down to understanding the language and learning vocabulary in a voluntary setting
outside the classroom (Chan, Lowie, & de Bot, 2016, p. 184). Thus, most of the
students who enter the classroom in lower secondary school have a quite sound

knowledge of English, in particular oral English.

The learners do not, however, use this oral EFL knowledge once inside the EFL
classroom. A Swedish study confirms, “in only one fifth of all classes was English
spoken consistently throughout the lesson (...) in some lessons hardly a word of
English was spoken” (Henry, 2014, p. 98). Based on these observations it is fair to
conclude that the motivation and willingness to communicate in English outside the
classroom does not carry over to the classroom environment. In other words, intrinsic
motivation is not static and does not exist in a vacuum where only the EFL student,
his EFL interest and the EFL task are present. Intrinsic motivation varies in strength
depending on variables such as the context and environment that surrounds the

learning situation (Csillagh, 2016, s. 188).

When intrinsic motivation for EFL, for any reason, is not present, the students need a
different type of motivation to initiate activity. In other words, we are moving away

from intrinsic motivation in the direction of extrinsic motivation.

2.3.2 Extrinsic Motivation

2.3.21 Extrinsic Motivation — in School

Extrinsic motivation in the educational system consists of motivational factors that

relate to the learning activity in other ways than “learning for its own sake” (Frenzel &
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Stephens, 2013, p. 30). Such factors may be the student’s wish to achieve good
grades, receive recognition from peers and teachers or avoid negative consequences
such as receiving an adverse remark for neglecting to do an activity. The definition of
extrinsic motivation may thus be all types of motivation that, in short, are not intrinsic
motivation (Ryan & Deci, 2000, p. 60).

AfL (Cf. 1.4) and assessment of the learning outcome are two types of extrinsic
motivation that are commonly used within the Norwegian school system. The
hallmark of AfL is that it takes into account that learning concerns more than
achieving a result that is graded and thus measured against a value of a standard.
AfL involves activities such as assessing the students’ learning process, advising
them in how to better achieve what they set out to achieve, involving them in
assessing their own learning process and learning outcome and allowing them the

opportunity to influence their own learning process.

During the last two decades, UDIR has promoted their AfL program (Cf. 1.1.4). The
project phase of the program was formalised in 2014 (AfL 2, 2014) and as itis a
requirement that schools use principles from this program when assessing the
students’ efforts and learning outcome, AfL has over the course of the latter years
become an important tool in the motivational work in Norwegian classrooms. Thus,
processes which involve AfL such as teaching various learning strategies to increase
the student’s access to learning tools, providing feedback on work processes,
allowing the students to learn from and with each other, are important motivational

tools of the daily learning activity in the EFL learning context in school.

All the above-mentioned processes sort under the label extrinsic motivators as they
are represented by tools designed to increase the students’ desire to commit to EFL
learning activities. However, to explain effects of extrinsic motivators in school
context, | will, in the following, focus on another type of extrinsic motivator that is
systematically used in the Norwegian educational system from lower secondary
school upwards, namely assessment of learning outcome. That is, | will focus on the
use of EFL learning objectives to assess student learning outcome. In other words,
how EFL learning objectives may be used to assess the students’ EFL work and thus
determine students’ EFL achievement levels. These achievement levels are

represented by the numeric values 1 through 6, where 6 represents the highest
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achievement level and 1 the lowest (Forskrift til opplaeringslova, 2006, pp. 83-4). The
reason for this focus is simply that grades are types of extrinsic motivators which are
the same for all students in the Norwegian school system, independent of where they

go to school and who their teachers are.

Grading students’ work in accordance with learning objectives means that teachers
assess their work towards the value of a standard. The discussion of the efficiency of
this way of assessing quality as a motivational factor does not belong here other than
noticing that the effect of the assessment as a motivational factor is determined by
the way each individual student perceives the motivational fuel which the assessment
provides. Thus, some students may find this type of assessment motivating and
some students may find it less motivating or not motivating at all (Pekrun, 2013, p.
175).

In this, one of the challenges with this type of extrinsic motivation reveals itself. The
extrinsic motivators, such as being assessed in accordance with learning objectives,
may represent a problem as what is a reward to some may be perceived as
punishment to others (Pekrun, 2013, p. 175). Therefore, to function efficiently as a
motivator, the extrinsic motivator needs adjusting to fit individual students and their

personal reward system.

The process of adjusting the extrinsic motivators to complement the students’
personal reward system may be referred to as the internalisation of motivators
(Levesque, Copeland, Pattie, & Deci, 2010, p. 619). When the students have
internalised the EFL learning objective, they perceive the motivational effect to come
from within themselves rather than a requirement from the outside (Levesque,
Copeland, Pattie, & Deci, 2010, p. 619). The process of internalisation of extrinsic

motivators will be explored in chapter 2.5.3.

Another challenging side to extrinsic motivation such as grades, is that it is quite
difficult to foresee what effect these extrinsic motivators produce on intrinsic
motivation as they “can readily have an amotivating impact, undermining all
motivation” (Deci & Ryan, 2013, p. 202). As opposed to intrinsic motivation which
only has positive influence on the learning process and learning activity, extrinsic
motivation in the form of measurement towards a standard may provide both positive

and negative influence on the students’ EFL learning process and on the EFL
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learning activity. Extrinsic motivation which is related to punishment and rewards and
that is not intrinsically accepted and incorporated in the learner’s own reward system,
such as accepting that grades are a reward, may affect intrinsic motivation in a
negative way (Deci & Ryan, 2015, p. 487).

In the EFL classroom, even the most intrinsically motivated student may have his
motivation influenced and altered by external factors such as the teachers’ “feedback
and instructional behaviour” (Hall & Goetz, 2013, p. 97), and their peers attitudes
towards classroom activity (Hall & Goetz, 2013, p. 98) such as their attitude towards
speaking English in class. The force of extrinsic motivation may in fact be so strong
as to replace and remove intrinsic motivation (Levesque, Copeland, Pattie, & Deci,
2010, p. 622). That is, if for example the peers’ attitude towards oral EFL activity is
mainly negative and if their opinions are very important to a student, the peers’
attitude may change and even remove an otherwise intrinsically motivated student’s

intrinsic motivation for an activity.

2.3.3 Amotivation

According to Deci and Ryan amotivation occurs when the individuals lack the
motivational force to initiate activity (Deci & Ryan, Self-Determination Theory, 2015,
p. 488). They may lack the belief that they will master the activity, the intent of
achieving a goal or the will to perform an activity. Explained in terms of the learning
objectives in the EFL, amotivation occurs e.g. when the students do not initiate
activity because they do not believe that they are able to understand and e.g. use “a
general vocabulary related to different topics” (ENG1-03, 2013, p. 9), or the outcome
of the activity related to the objectives do not have any value to them. Such as; Why
learn English grammar when English grammar never will be of any value to me? Why
learn phonetics when | do not believe | will ever be able to communicate orally in
English in a way that anyone will understand? As amotivation is one of the elements
considered in the SDT theory, amotivation as a phenomenon will be more thoroughly

examined in chapter 2.5. of this thesis.
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2.4 Learner Autonomy

The study as a whole is based on an understanding of individual autonomy as “an
idea that is generally understood to refer to the capacity to be one’s own person, to
live one’s life according to reasons and motives that are taken as one’s own and not

the product of manipulative or distorting external forces.” (Christman, 2003).

It is in our nature to explore the world around us on our own accord and this activity
is largely initiated through intrinsic motivation. In other words, to be autonomous is an
intrinsically motivated decision, to be proactive in exploring and responding to our
environment and to persist in following the agendas we set for ourselves (Little, 2007,
p. 17). As itis “in our nature to be autonomous” (Little, 2007, p. 17) in our efforts to
come to terms with and control our relationship with the world around, the motivation
to do so comes from the individuals’ communication with their surroundings and the
activities which are presented to them. They are not forced to explore the world. They
do so because the exploration provides them the knowledge, they need to become
independent human beings, and little by little manage on their own in a world that

requires a set of skills to function well as members of a society.

Some of the challenges to autonomous learner behaviour within an EFL learning
environment may be the pre-set frames of the EFL learning context. Many of these
may be perceived as obstructions to autonomous EFL learner behaviour. Many
classrooms are constructed in ways that does not automatically suit autonomous
learner behaviour. The learning objectives are set by someone outside the EFL
learning arena and the setting is not a natural English-speaking arena. However, the
EFL classroom is a miniature of any other learning environment, even the society in
general. That is, no society where learning takes place is free of boundaries and
learning objectives in a wider sense. In other words, the prerequisite for learning is

that there is something to learn.

The skills needed to function in any society must be learned and although it is human
nature to be autonomous, and autonomous behaviour is strongly related to the
individuals’ ability to control and monitor their own learning, this behaviour is not
achieved in a vacuum. Learner autonomy is developed through interactions with

other individuals (Tatzl, 2016, p. 42) and the environment where the individual learns.
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Thus, what we may strive to achieve is maximised autonomous learner behaviour

within the boundaries of the EFL learning context.

Henri Holec is what we would refer to as the father of the concept of learner
autonomy. Holec was an important figure in the work of creating a common
framework for language learning and teaching in Europe and his definition of learner
autonomy as a student’s ability “to take charge of one’s (own) learning” process
(Miroslaw, 2017, p. 8) has become the common definition of learner autonomy.

David Little, former professor at Trinity College Dublin and long-standing contributor
to the development of the European Language Portfolio, provides theoretical insight
into the nature and complexity of learner autonomy. According to Little, learner
autonomy is an important element with regards to student motivation (Little, 2007, p.
18) and he bases his research on learner autonomy on Holec’s definition of the
phenomenon. Autonomous behaviour may be observed in student activity as
students are autonomous learners when we observe that they “are ‘fully willing to do
what [they] are doing and [they] embrace the activity with a sense of interest and

commitment’.” (Little, 2007, p. 17). This latter reference to observable learner
autonomy provides the link between autonomy and motivation as autonomous
learner behaviour, such as it is described above, corresponds with the observations

of an internally motivated learner.

In accordance with sociocultural learning theory, which is based upon the view that
all learning takes place in a social and cultural context (Torres-Velaquez, 2000), such
as in an EFL classroom, learner autonomy is developed in interaction with other
students, teachers, the learning environment, teaching materials and everything else

which may influence the learning process.

In the following, the elements that influence the learning process will be referred to as
“‘complex influences”. Such complex influences may, in addition to those mentioned
above, consist of the students’ interest for EFL, the surroundings in which the subject
is taught, the teachers’ ability to connect with the student, the student’s ability to
connect with the teacher, the peers, the learning material and not to forget the
situation at home. These are only a few elements which may interfere with the
learner’s autonomous behaviour and the list of complex influences may seem

endless.
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Based on sociocultural learning theory a possible conclusion to the process outlined
above, is to consider the relation between the complex influences and the students
as a cognitive process taking place between the students, their surroundings and
everything which affects the learning environment and the students that operate
within it.

The result of this cognitive process may be observed and identified by the teacher
and other in the students’ surroundings. Nevertheless, to what degree the students
allow the cognitive process taking place in the learning situation, to be affected by the
teacher or anyone else, is entirely up to each individual student. That is, to what
extent each of these complex influences affects the learners’ autonomous behaviour
may only be controlled by the students themselves and consequently it is also each
individual student who decides which of the complex influences matter the most and

which matter the least.

Adding even more to the complexity of the situation, the types of complex influences
that affect the learners vary from one individual to another, so that attempts made by
the teacher to enhance the positive or curb the negative effects of complex
influences, may work for one student but may prove to have no effect on another
student (Kostoulas & Stelma, 2016, pp. 8-9).

Another challenge which might affect autonomous EFL learner behaviour is that the
Norwegian EFL classroom in its nature relies its existence on extrinsic motivation.
That is, the EFL learning objectives are provided by the society in which the school
exists (Kostoulas & Stelma, 2016, p. 9) and thus, autonomous behaviour where the
EFL learner decides themselves what to learn and when and how to learn it, is not
fully feasible, or possibly not even advisable, in the Norwegian EFL classroom. Thus,
the process of developing autonomous learner behaviour within the EFL classroom
may take place either when students have accepted the above-mentioned conditions
or if they completely ignore them.

Thus, an important aspect of developing language learner autonomy in the EFL
classroom seems to involve acknowledging the metacognitive skills necessary,
complex influences such as language learner activities, peers’ influence, student-
teacher relationship and considering how to help the students internalise the EFL

objectives outlined in the EFL curriculum. The latter involves assisting the students in
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developing the metacognitive skills that allow them to make sound decisions in how
to work with EFL learning objectives in a manner that fit their personal language

learning needs.

2.4.1 High- and Low-degree Autonomous Learners

Recent studies of autonomous learner behaviour confirm the complexity of the
phenomenon. Dietmar Tatzl, one of the contributors to New Directions in Language
Learning Psychology (Gkonou, Tatzl, & Mercer, 2016), presents in his article A
Systemic View of Learner Autonomy (Tatzl, 2016) an interesting reinterpretation of
learner autonomy as a complex, dynamic system where the emphasis is on how the
various elements within the system affect one another. Tatzl addresses the
complexity related to the development of learner autonomy and how autonomous

behaviour manifests itself in and affects the learning situation.

Tatzl, presents a system in which learner behaviour is categorised in accordance
with the level of autonomy the students display. He presents autonomous learner
behaviour on a continuum starting at low-degree autonomous learners and ending at
high-degree autonomous learners. Low-degree autonomous learners are individuals
who in a specific setting display little independence and consequently little activity in
the work process. The opposite of low-degree autonomous learners are high-degree
autonomous learners, who in the same setting, promote independence and high

levels of activity.

Learner autonomy does not mean however that we should leave the students alone
to decide for themselves what they should learn. Society is after all a complex place
constructed on generations of knowledge and experience, and to function efficiently
within society the students’ understanding of this collective knowledge and
experience will provide them expertise on which they may be able to construct their
role in this society (Little, 2007, p. 20). Constructing ones’ role in the society also
involves developing attitudes, such as values, ideas, ability of critical thinking
alongside learning specific subject skills. Based on the combination of a variety of
abilities, attitudes, values and skills the students can make sound decisions in this
process which are in accordance both with their role in the society and their individual

needs.
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Whether the individual becomes a high-degree autonomous EFL learner or a low-
degree autonomous EFL learner (Tatzl, 2016, p. 41) depends on a vast number of
elements intertwined in a complex system of controlled motivators on one hand and

autonomous motivators on the other.

24.1.1 High-degree autonomous learners

Such as motivation was explained in chapter 2.3, learner autonomy and the
observation of learner autonomy were defined in chapter 2.4, the interrelations
between learner autonomy, intrinsic motivation, identified and integrated motivation
seem obvious. In the following, when the intrinsic motivation, identified and integrated
motivation are referred to as a group, they will be referred to as internal motivation. In
the following internal motivation will be examined as to how it may influence
autonomous behaviour and how the interrelation between them may be observed in

terms of level of activity.

Internal motivation is motivation that derives either from the intercommunication
between the student and the activity or from objectives integrated into the student’s
own internal value system. Therefore, the motivation initiating the activity is perceived

as governed, either fully or to some extent, autonomously by the learner himself.

24111 Learner autonomy and intrinsic motivation

The way high degree of learner autonomy is defined above it seems fairly obvious to
conclude that a high degree of learner autonomy and intrinsic motivation are strongly
related. When intrinsically motivated for an activity, the learner embraces the activity
with interest, willingness and commitment, thus promoting all the traits of
autonomous behaviour. Intrinsic motivation for an activity comes from within the
individual, with no interference from outside sources other than the activity itself.
Thus, in order not only wanting and wishing to do the activity, the individual must be
able, and willing, to make all the decisions related to initiating and continuing the
activity himself. He relies on his own resources to initiate, continue and complete the
activity, all of which are attributes of a high degree of autonomous behaviour (Tatzl,
2016, p. 41).
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2.5 Self-determination Theory (SDT)

Based on motivational research on the relation between intrinsic and extrinsic
motivation and their combined effect om human nature, Edward L, Deci, professor of
psychology at the University of Rochester (University of Rochester, 2019), and
Richard M. Ryan, Professor at the Institute for Positive Psychology & Education at
the Australian Catholic University and Research Professor in Psychology at the
University of Rochester in New York (Australian Catholic University, 2019),
developed the SDT. This theory is one of the major theories that has emerged from
the field of motivational studies and it has largely contributed to the understanding of
motivation as a construct of a complex system with the individual at the core (Deci &
Ryan, 2015, p. 488). The SDT provides a framework for discussing various sides of
motivation and autonomy and the connection between the two. In addition, the theory
explains how motivational forces influence the motivation process in the individual

learner (Liu, Keng, & Ryan, 2016, p. 3).

SDT belongs to the organismic end of the meta-theoretical assumptions’ continuum,
a continuum with mechanistic meta-theories in one end and organismic theories in
the other. While a mechanistic view of motivational theory bases its views on theories
claiming that the individual depends on extrinsic motivation to commit to activity, an
organismic view sees the individual as capable of motivating oneself to commit to
activities and that individuals act upon and learn from the challenges they encounter
in their proximity (Deci & Ryan, 2015, p. 486). Consequently, when considering SDT
to be relevant for pedagogical practice in the educational field, it is logical consider
students as, when they are provided the opportunity to act in an autonomous
manner, organismic individuals seeking, on their own initiative, and building

knowledge while interacting with their surroundings.

2.5.1 Basic Psychological Needs

A very important aspect of the SDT is the assumption that the human being has
basic psychological needs, namely the need for autonomy, the need for competence,
and the need for relatedness (Deci & Ryan, 2015, p. 486). In other words, the basic
psychological needs create the framework within which individuals may find

motivation to learn. Psychological needs may be understood as needs that the
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individual will seek to fulfil in different ways within the framework of the situation and
surroundings in which it functions. They will seek to act in an autonomous manner
within their field of competence, and they will give much attention to the relations they
find supportive and useful (Liu, Wang, & Ryan, 2016, pp. 212-213).

In the EFL learning context, for students to feel motivated, the above entails that
students must experience some degree of autonomy. The individual does so to
maintain control in one’s life, over activity in and communication with the world, in
other words, to display autonomous behaviour. For students in an EFL learning
contex in lower secondary education in Norway, this means that they may in various
ways promote autonomous behaviour such as searching the internet for viable
solutions to learning challenges or to make the decision to avoid initiating EFL

activities when asked to.

In accordance with SDT students must also be given the opportunity to feel
competent in the EFL learning context. In the realm of the EFL learning context in the
Norwegian educational system, competence is represented by the basic skills listed
in the English subject curriculum. These skills are “Oral skills”, “Being able to express

” o« LL 1

oneself in writing in English”, “Being able to read in English”, “Numeracy”, and “Digital
skills” (ENG1-03, 2013, pp. 4-5). In the following these basic skills are the basis for
exploring and discussing the concept EFL competence. Consequently, the students
should experience that they master the basic EFL skills in such a way that they are
able to solve tasks and experience that they are capable of expanding their
knowledge and thus develop their EFL competence. When feeling competent,
students are more likely to think positively about their EFL learning process and thus

be more willing to commit to future EFL learning activities (Seifert & O'Keefe, 2001).

Finally, students need to experience that they are in an EFL learning environment
where they have established relationships with other individuals they trust and find
supportive. The basic need for relatedness defined as the “need to feel connected
and close with significant others” (Standage, Duda, & Pensgaard, 2005, p. 43). When
students feel safe and connected with significant others, they are more likely to feel
confident enough to work with EFL tasks based on their current competence level in

an autonomous manner.
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When all three basic psychological needs are fulfilled, students have the framework

within which they can find motivation to commit to EFL learning activities.

2.5.2 Autonomous Motivation and Controlled Motivation

Two of the main focuses in the SDT, is the distinction between controlled and
autonomous motivation (Deci & Ryan, 2015, p. 486). Controlled types of motivation
correspond with external and introjected regulation, while identified regulation,
integrated regulation and intrinsic motivation correspond with autonomous

motivation, see Figure 2 page 26.

In an autonomy-supportive classroom, teachers move away from controlled types of
behaviour to autonomy-supportive behaviour. The teacher’s autonomous supportive
behaviour enables the students to use their knowledge about themselves to motivate

themselves through the help of autonomous motivation (Deci & Ryan, 2015, p. 486).

2.5.3 Extrinsic Motivation — SDT and Autonomous Student Behaviour

In the following chapter I will focus on exploring the various types of extrinsic
motivation, external regulation, introjection, identification and integration, such as
they are categorised by Deci and Ryan (Deci & Ryan, 2013, p. 197), and how they

relate to autonomous behaviour and commitment to activity.

To visualise how the various types of motivation are related to self-determination and
commitment to activity, the Leveseque et al's “Continuum of self-determination”
model (Levesque, Copeland, Pattie, & Deci, 2010, p. 619), Figure 3, have been
altered to include and visualise how high and low degrees of autonomy may affect
commitment to activity, Figure 4. In this model, the various types of extrinsic
motivation, from external to integrated motivation, are placed on a continuum along a
line starting at amotivation, ending at intrinsic motivation (Levesque, Copeland,
Pattie, & Deci, 2010, p. 619).
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Continuum of self-determination
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FIGURE 3 CONTINUUM OF SELF-DETERMINATION
2.5.3.1 The Effect of Controlled Versus Autonomous Motivation

To visualise how the various types of motivation may affect students’ commitment to
activity, | refer to Figure 3. In this model, external regulation, introjected, identified
and integrated motivation are arranged in intervals along a continuum. Additionally,
this model implies that each type of extrinsic motivation carries within it the possibility

of motivating the students to various degrees of commitment.

Intrinsic
High Motivation
commitment

Commitment
1o activity

Low
commitment

No

commitment Am‘"’?“m
Mativation not

to act

K
External >| Introjected > Identified >{ Integrated

Continuum of extrinsic motivation

i T e

FIGURE 4 CONTROLLED MOTIVATION, AUTONOMOUS MOTIVATION AND COMMITMENT TO

ACTIVITY

In Figure 4, three types of motivational forces fall outside the extrinsic motivation
continuum. Two of these motivational forces are amotivation and the motivation not
to act (Levesque, Copeland, Pattie, & Deci, 2010, p. 619). These fall outside the
continuum as the result of both types of motivational forces is no commitment to the
activity. The third type of motivation falling outside the continuum is intrinsic
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motivation, as this type of motivation, theoretically, does not require any outside
intervention to commit to an activity. The effect of these three types of motivation on
commitment to activity will be discussed later in the chapter.

Reading Figure 4 from the left-hand side, we find low degree external regulation
(Deci & Ryan, 2015, p. 488). External regulation is the type of motivation which is
controlled and regulated by the teacher and may be linked to teaching methods that
rely on behaviouristic teaching strategies (Ryan & Deci, 2000, p. 61). Consequently,
external regulation is heavily relied upon in classrooms where there is a consensus
that the control of the classroom and the learning objectives should remain in the
hands of the teacher (Liu, Keng, & Ryan, 2016, p. 14). If an objective in the EFL
curriculum such as “understanding and using a general vocabulary related to
different topics” (ENG1-03, 2013, p. 13), is interpreted by the teacher, presented to
the students as learning requirements from an outside source, and the students
perceive them only as such, we move within the range of the external regulation

interval.

When teachers base their motivational efforts on the aid of external regulators to
convince the students to commit to activity, the students accept that the teachers’
understanding of what they are about to learn and how to learn it is the correct one.
The students are explained what to do, how to understand the learning objective and
what the result should look like and they either accept the instructions, with various
degrees of commitment, or they ignore it. Thus, if they commit to working with
activities to “learn” the objective, the external regulation has strong motivational force
and the students display high degree of motivation. If the students only display low
commitment to working with the activity, the external regulation has weak

motivational force and the students display low degree of motivation (Figure 4).

Moving further along the continuum, we find introjected regulation (Figure 4) (Deci &
Ryan, 2015, p. 488). This type of extrinsic motivation is closely related to external
regulation as the control of what, when and how the objective is taught still is in the
hands of the teacher. However, contrary to external regulation, the students accept
that the objectives are important in the school setting. That is, in the school setting,
the requirements must be met, and the objectives “learned” to prove successful.

They do, nevertheless, still not look upon the objective as important to them
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personally as the students do not see the objectives as important to their own
personal development and does not incorporate it in their personal reward system.
The motivation to perform in accordance with the requirements still comes from an
outside source and they accept that this is necessary to be considered successful.
Students who show high degree of commitment towards the activity leading up to
“‘learning” the objective, are motivated by introjected regulation. Students who
promote low degree of commitment to the activity are less motivated by introjected

regulation.

Neither external nor introjected regulation provides the student autonomous control in
the learning situation (Levesque, Copeland, Pattie, & Deci, 2010, pp. 619-620).
Furthermore, as previously discussed, the effect of these types of motivators may be
highly unstable and unpredictable. This does, however, not suggest that it is
impossible to motivate students through extrinsic motivation. Some students are
motivated to a high degree of both external and introjected regulation. However, if
students perceive that they have some influence and control in the learning situation
the success rate with regards to experience of autonomy and effect of extrinsic
motivation may increase. In other words, if the motivation for committing to an activity
IS perceived as autonomous, that the external motivators such as EFL learning
objectives have, to some extent, been internalized the students may exhibit higher
motivation for EFL learning activities than if they were subject to controlled motivators
(Cf. 2.5.2). The attribution of causes for success and failure has made a shift from
external to internal regulation (Levesque, Copeland, Pattie, & Deci, 2010, p. 618).
Deci and Ryan refer to these extrinsic motivational processes as identified regulation

and integrated regulation (Deci & Ryan, 2015, p. 488).

Continuing the reflections on the phenomenon through the previously mentioned
objective in the EFL curriculum, identified regulation has taken place when the
students accept that the objectives in the EFL curriculum are important to their own
values and goals (Levesque, Copeland, Pattie, & Deci, 2010, pp. 619-620). The
student incorporates the objectives into his own personal reward system so that they
are perceived as valid and useful to him on a personal level, not only as
requirements from the EFL curriculum. E.g., the student has accepted that
“‘understanding and using a general vocabulary related to different topics” (ENG1-03,

2013, p. 9), is important to be successful in school, because success in the school
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arena is important to him and his personal goals. This may e.g. be the case when the
students believe that EFL is important to their further educational run and thus accept
that to achieve the goals which they have set for themselves, they need to make the

objectives of the EFL curriculum their personal objectives.

When the students have incorporated the importance of the EFL learning objectives
into their own value system, they will find reasons for working with the objectives
within themselves. This type of extrinsic motivation is more autonomous than
external and interjected regulation as the students no longer perceive the EFL
objective only as an external requirement, but also as a requirement from within. To
avoid performing in accordance with the requirement means that they will disappoint
themselves and therefore it is likely that they commit to the activities leading towards
learning the objective. The student finds reasons within to motivate them in the

activity required to learn the objectives.

Reverting to the continuum presented in Figure 3, identified regulation has strong
motivational effect if the students commit to performing the activity with a high sense
of duty towards achieving their own goals. If the objective only motivates the student
to commit to the activity in ways which allows him the minimum learning outcome
necessary to achieve his goal, the motivational effect of the identified regulation is

low.

The final interval of extrinsic motivators in our continuum sort under the label
integrated regulation (Figure 4). These are motivators that the individual has
integrated into his own value system. The individual no longer see a distinction
between the motivators which come from the external source and motivators they

turn to in their own motivational system when initiating activity.

With reference to the EFL objectives, the difference between identified and integrated
regulation lies within the fact that the student no longer sees the objectives as only
important to him personally, they have become an integrated part of the student’s
value and reward system. The objectives have become important to the students on
a deeper personal level. They are no longer only perceived as a means to obtain a
scholastic goal, such as achieving good grades in order to be able to move on in the
educational run. The students have integrated the objectives into their own

motivational system so that the objectives are considered important to the students’
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personal growth and development. E.g., students who wish to improve the way they
communicate in EFL because communication is important to them on a personal
level, and they consider the EFL learning objectives essential to achieving this goal,
have integrated the objectives into their own motivational system. The EFL learning
objectives are important to the students because they are perceived as important in
the students’ current situation and progression towards improved communication in
EFL (Levesque, Copeland, Pattie, & Deci, 2010, p. 620).

On the continuum, integrated regulation (Figure 4) is at the farthest right of the
extrinsic motivators’ continuum. Integrated regulation is the most desirable
motivational regulator as it is the type of extrinsic regulation which has the best
chance to have motivational effect. Identified regulation works well if the students
commit to doing their best to obtain the skills, not only to score well on a test but also
to improve their communicative EFL skills. Nevertheless, there is no guarantee that
integrated regulation will lead to high commitment to activities. If the students commit
to the activity in ways that only has a minimal chance of resulting in improved

communicative EFL skills, integrated regulation has low motivational effect.

Even if integrated regulation and intrinsic motivation may appear similar, there is still
the important distinction that the integrated regulators have at one stage or the other
been presented to the student from outside sources and thereafter been incorporated
in the student’s own value system. Intrinsic motivation comes from the
communication between the student’s cognitive system and the activity itself. When
the student initiate activity based on intrinsic motivation, the activity is perceived as
fun and interesting without any interception from any outside sources (Levesque,
Copeland, Pattie, & Deci, 2010, p. 618). Activity initiated by integrated regulation may
still be perceived as fun and interesting, but the motivators would not have existed in
the students’ value system unless presented to them at one point or the other
(Levesque, Copeland, Pattie, & Deci, 2010, p. 620).

25311 Learner autonomy, identified and integrated motivation — the

relationship

In the following the relationship between learner autonomy and identified and

integrated motivation is examined.
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The difference between a learner motivated through intrinsic motivation and a learner
motivated through integrated regulation may be understood as an observable
difference in level of commitment to various stages of an activity. While an
intrinsically motivated EFL learner will find and display interest in all aspects of an
EFL activity, learners motivated in an integrated manner may find and display interest
in various aspects, and at different stages, of the task. Some may display a level of
motivation in the way the activity is arranged, such as working in groups, pairs or
alone, and commit to the task even if they do not find the task itself motivating.
Others may not find the work process motivational but will commit to the activity

because they find motivation in presenting a finished product.

Students motivated for EFL in an integrated manner also display high degrees of
autonomy in the work process as they are willing and able to commit to EFL activities
in a way which help them to complete the activity. Nevertheless, as integrated
regulation is a variation of extrinsic motivation, it requires influence from an outside
source. Thus, the degree of learner autonomy in integrated regulation may be
somewhat lower than what is the case for intrinsic motivation. That is, when
comparing students motivated by integrated motivation as opposed to those
motivated by intrinsic motivation, the level of autonomy may be displayed in the
manner the students handle challenges in the EFL learning process.

Intrinsically motivated students who encounter challenges may, rather than ask for
help immediately, attempt finding a solution to the challenges themselves first. If they
are not able to find a solution to the challenge, they might turn to an outside source
for help or assistance. Students motivated in the manner of integrated regulation may
in the same situation request assistance from an outside source, without attempting
to find a solution themselves first. Yet, in both instances, learners displaying high
degrees of learner autonomy will most likely complete the activity in a manner they
find satisfying.

The students measure the level of their success as to the extent they achieve what
they set out to achieve when initiating and continuing the activity. If the students
found motivation in an EFL activity because it was arranged as group work and they
found that working in groups contributed to the objective they set out to achieve, such
as writing an EFL text together, they are likely to measure the activity and learning
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experience as successful. If they experienced that working in a group was inefficient
and frustrating, they might measure the activity and learning experience as a failure.
The perceived level of success might in turn not only affect the students’ ability to
activate motivators when encountering similar challenges, but also to what degree

they are willing and able to commit to the activity with a high degree of autonomy.

Continuing the reflections on extrinsic motivation, identified regulation is not as likely
to produce autonomous learners as integrated regulation and intrinsic motivation. An
EFL learner who is motivated for an EFL activity through identified regulation is more
likely to view the objective of the EFL activity as most important. The EFL objective
might not be regarded as valuable within their current internal reward system but e.g.
recognised as important in order to achieve a future personal goal. Thus, they may
promote willingness and commitment to the objective of the activity but not
necessarily the activity itself. Furthermore, the students do not necessarily embrace
the activity as they perceive the activity as something that is necessary to do to learn
an objective. The activity may be performed without any observations of interest in
the work-process, the activity itself or in the outcome of the activity. Nevertheless, the
activity is performed dutifully as the students perceive the activity as a means of

helping them to learn the identified EFL objective.

Students who do what is necessary to complete the EFL task with the minimum of
effort may thus be classified as students who promote identified regulation in
combination with a lower level of learner autonomy. Some degree of autonomy may
however still be observable as the students are willing to commit to, and complete,
the activity. Nevertheless, input from the outside, such as advice on where to look for
information, how to use tools more efficiently, encouraging discussions with peers
and reminders of why the student partakes in the activity, may be required for the
student to continue the activity without experiencing decreased motivation and
momentum in the work process. Thus, students motivated by identified regulation
may display a lower degree of autonomy than the students motivated by the two

other types of autonomous motivators.

As a conclusion it may be claimed that a high degree of learner autonomy in EFL
activity is displayed when the students take part in an activity to which they are fully
committed, and thus are either intrinsically motivated, or motivated through integrated

45



or identified regulation. The experience of taking part in an EFL activity for which
students are motivated by identified regulation, will be related to the experience of
less degrees of autonomy than what is the case for intrinsic motivation and integrated
regulation because more external influence is required to uphold a level of activity

that helps the student to arrive at a conclusion of the activity.

2.5.3.2 Absence of regulation

If the students do not commit to EFL activities, either the extrinsic motivation fails, the
intrinsic motivation for EFL has been curbed or the students are motivated for
inactivity. At this point we move outside the motivation continuum as the extrinsic
motivational attempts do not have any effect on, or the intrinsic motivation fails to
affect, the students’ desire to initiate activity (Figure 4). In such situations the
students are either suffering from amotivation or experiencing other motivational
issues resulting in the absence of regulation (Levesque, Copeland, Pattie, & Deci,
2010)

Amotivation (Cf. 2.5.3.1), such as lacking the belief that they will master the activity,
the intent of achieving a goal or the will to perform an activity, is due to curbed
motivators (Cf. 1.1). While the amotivation related to external and introjected
motivation occurs when the motivators do not have any effect, the intrinsically related
motivation or identified and integrated motivation for inactivity are motivated choices.
Although the phenomena may be easily confused, as the result of all types of
amotivation is inactivity and may therefore be perceived as the same when observing
the absence of activity, it is important to address the various motivational sources for
inactivity differently. The reason for addressing the difference between the
motivational sources is to emphasise that in a learning situation, amotivation due to

one reason should not be treated the same way as amotivation due to another.

Inactivity due to intrinsic, identified and integrated motivation may be described as
“no action”. However, “no action” may also categorised as a result of an action,
meaning that the activity of not initiating activity is a motivated decision to avoid
working with an activity. Explained in terms of the EFL objective, the students may
decide not to commit to “understanding and using a general vocabulary related to

different topics” (ENG1-03, 2013, p. 9), because they have a motive to do so. Their
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motivation may be intrinsic such as enjoying to do nothing, or the motivation may be
extrinsic, such as being encouraged by other students to spend time cementing a
social position in a group because working with activities that helps them learn the
objective may contradict the rules within the group. To conclude, in a learning
situation, amotivation as a result of the failure of external and introjected motivation
should not be addressed the same way as amotivation that is a result of intrinsic

motivation or identified and integrated motivation.
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3 Material and Methods

3.1 Purpose of the Study — Research Question Revisited

The purpose of the research was to investigate how “lower secondary EFL students
experience practices of self-assessment and how do such self-assessment practices

affect their motivation for EFL learning?” (Cf. 1.7).

As previously explained in chapters 1.4, 1.5 and 1.6, the reasons for researching
self-assessment in lower secondary school and whether it would be possible to
detect influence on the students’ motivation as a result of self-assessment practices
or not, have three main sources. First and foremost, my keen interest in self-
assessment as a learning strategy in the EFL classroom that was awoken when
discovering that this was a prioritised area in the AfL program. Next, a concern for
the students that experienced curbed motivation for EFL learning, led me in the
direction of how to address motivational issues in the EFL setting. Finally, as
previous attempts of using self-assessment as leverage for increasing the
commitment to EFL learning activity among students who experienced curbed
motivation for EFL had failed, | wanted to investigate whether there was another way
to use self-assessment activities to address motivational issues in the EFL setting.
Based on the interest in self-assessment as an AfL tool, a concern for the students’
motivation for EFL and consequently their commitment for EFL learning activities |
designed two different self-assessment forms. The above-mentioned reasons’
influence on the design of the self-assessment forms will be thoroughly explained in
chapter 3.6.1.2.

3.2 Project Phases

The project was conducted in three phases, a preliminary project phase (phase 1), a
main project phase (phase 2) and a final phase (phase 3). Each phase corresponded
with a specific data collection purpose. The first survey (See Appendix 6) was
conducted and completed in phase 1 in October 2017. Phase 2 comprised the

autumn semester of 2017 and during this period three SA forms were completed
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(Appendices 2 and 3). In phase 3, in January 2018, the students completed a final

survey

3.3 Mixed Method Research Design

Mixed methods design was applied in this research project. The mixed method
research design is used in research when it is beneficial to the research to collect
and examine sets of quantitative and qualitative data within the same study. “The
basic assumption is that the uses of both quantitative and qualitative methods, in
combination, provide a better understanding of the research problem and question
than either method by itself.” (Creswell, 2014, p. 565). Chapter 3.2.1 and 3.2.3
provide brief, general descriptions of quantitative and qualitative research design
prior to presenting the reasons for applying mixed methods design to this research

project in chapter 3.2.3 of this paper.

3.3.1 Qualitative Research — a brief description

Qualitative research may be described as research that seeks to understand and
explore how individuals or groups of individuals understand an already existing
phenomenon, and it is mainly conducted in the setting where the participants
experience the phenomenon (Creswell, Research Design, 2014, p. 4). In qualitative
research data from a relatively small number of participants are collected. The
participants’ responses are sorted and categorised in accordance with patterns that
emerge in the analytical process. These patterns are interpreted and may help the
researcher to draw conclusions about the phenomena under study. The conclusions
are presented in the forms of texts and reports explaining the meaning of the data
(ibid).

3.3.2 Quantitative research — a brief description

The purpose of quantitative research is to examine “the relationship among
variables” (Creswell, Research Design, 2014, p. 4) in order to provide generalised
conclusions about the research problem(s) based on the findings provided by the

collected data. The data are collected in a manner that allow them to be handled as
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numeric values and thus allow them to be presented in graphs and tables. The
numerical nature of the data facilitated comparison of findings with other findings or
with findings previous studies. Such comparisons may allow for visual presentations

of changes in standings from one point in time to another.

3.3.3 The Purpose of Applying Mixed Method Design in this Research

In this study mixed method design (Creswell, 2014) was chosen to examine how
lower secondary students perceive self-assessment activities and the effect of these

self-assessment activities on the students’ motivation to learn English (Cf. 1.7.).

The reason for choosing to use a mixed method design in this research project was
the wish to collect both countable and uncountable data about the phenomenon
studied. Using mixed method design allows analysis of various aspects of the
research problem and may provide, when necessary, “a better understanding of [the]
research problem than either type by itself” (Creswell, 2014, p. 514) where the
analysis and interpretation of the data collected through the two different methods
confirm or contradict each other. Additionally, the data, when combined, may provide

a different narrative than each set of data could provide on its own.

Collecting quantitative data provided me the opportunity to analyse data and to
measure and examine changes in the data collected. That is, collecting quantitative
data provided me the opportunity to first establish an impression of the situation in
phase 1 and visualise the situation in figures and to compare findings from phases 2
and 3 to data from phase 1. That is, collecting quantitative data made it possible to
compare one set of data towards another and comment on changes in the data sets

from phases 2 and 3.

The qualitative data collected in phases 1, 2 and 3 of the research project may, to a
certain extent, enhance the understanding of the quantitative data. Some of the
qualitative questions asked the students to give information that could be compared
and combined with the quantitative data and thus provide a deeper insight into
information from data that had been collected quantitatively. E.g., the combination
and comparison of the quantitative and qualitative datasets could reveal whether

there was any correlation between the students’ perception of their intrinsic
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motivation for EFL activities reported in the phase 1 survey and the types of

motivation they reported in the SA forms.

The quantitative and qualitative data combined could provide insight into the
metacognitive processes (Cf. 2.1) related to motivational aspects of the EFL learning
process that neither data could provide alone. That is, when analysing the data
provided in the phase 1 survey, the survey in the third phase, and the data provided
through the SA forms, the combination of the information from the datasets could
provide a deeper understanding of the actual motivational processes and the results
of them than if the datasets were read separately. That is, the quantitative data could
e.g. provide information about the level of motivation the students projected, while
the qualitative data could provide insight into how and why the students projected this
level of motivation and also what type of motivation they relied upon when

addressing EFL tasks.

Finally, the data collected in the third phase of the project compared with the data
collected in the first and second phases provided information that allowed for
conclusive statements regarding the research problem. That is, the mixed method
applied in the research project allowed for a collection of data that made it possible to
conclude on the research problem in a more thorough manner than if the research
problem was investigated through the collection of either quantitative or qualitative

data alone.

3.4 Research Setting

As the main object of this study was to investigate the students’ perception of self-
assessment and its motivational effect in the EFL learning context in a Norwegian
lower secondary school, the site chosen for this research project was a Norwegian
lower secondary school where | taught EFL. The students participating in the study
were my own students. Creswell refers to this type of research setting as a natural
setting. When a study is conducted in a natural setting data is collected in “the field at
the site where participants experience the issue or problem under study” (Creswell,
2007, p. 37).

The reason for performing the research on students at this school was, in addition to

this being a natural setting for such a study, the fact that it was practical. The
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progress of the research could be easily monitored and as | work full time as a
teacher at this school, the time factor played a part. It was simply not possible, due to
lack of time, to travel around to other schools to administer this research.

3.5 Participants

The focus on the EFL students’ perspectives in the study and the research project is
a natural consequence of the focus on the EFL students in the research question. As
the emphasis in the research question is on students’ experience of self-assessment
practices and the how the self-assessment practice affects motivation, the

participants in the study had to be chosen from this segment of the population.

To collect data that enlightens the research question it was necessary to sample
participants purposefully. That is, the respondents had to be intentionally chosen
from a group of people that experience the phenomenon that is investigated.
Creswell (2014) refers to this procedure as purposeful sampling. The study was
conducted in two 8" grade classes in lower secondary school. All the students were,
during all phases of the research project, between the ages of 12 and 13 years old.

The two classes, in which the project was conducted, constituted fifty-two students
out of which thirty-six agreed to participate in the project. As the students were
grouped into classes based on other criteria than scholar achievement, the classes
constituted students of all levels of EFL knowledge and presumably also varying

levels of motivation for EFL learning.

In order to conduct this research in the two mentioned classes at this school |
requested, and was granted, permission to do so by the school’s principal. Thereafter
an application for a permission to conduct the project in the above-mentioned
location was forwarded to the Norwegian Centre for Research Data in July 2017.
Based on the information and documentation admitted in the application, the

permission to conduct the project was given in August 2017 (See Appendix 4).

The first matter to handle with regards to the participants in the study was the fact
that these students were under 15 years of age and thus sort under the label
“vulnerable populations” (Creswell, 2007, p. 44). In line with The Norwegian National
Research Ethics Committees’ (NESH) guidelines (NESH, 2016), children under the
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age of 15 are considered minors in a research setting and should not partake in such
studies without their guardian’s consent (ibid). Thus, | needed both the students’ and

their guardians’ consent to participate in the research project.

To do so, | informed the guardians and parents orally in the first parent teacher
conference in the fall of 2017. Additionally, an “Informed Consent Form” (Creswell,
2014, p. 167) with information about the research project, was handed out to all
students in respective classes (See Appendix 5). The informed consent form was
reviewed and approved by the Norwegian National Research Ethics Committees
(NESH) and the principal at SUS prior to forwarding it to the group of students and
their guardians. For the students to partake in the research project, the informed
consent form required both the signature of the students and their guardians.

The thirty-six students who agreed to participate in the research project secured me
enough respondents in total to provide enough answers even if a portion of the
respondents provided unreliable information or if circumstances resulted in student

dropouts from the research groups.

3.6 Research Instruments

The research instruments used in the research project comprise two questionnaires,
one presented to the participants in two surveys, one in the phase 1 phase of the
project and one in the end phase, and a set of three SA forms. The design of the
guestionnaires and SA forms was based on theoretical assumptions in the SDT
about the correlation between basic psychological needs and motivation (Cf. 2.5).
There are, however, not equal amounts of quantitative and qualitative questions in
the individual research instruments. Thus, each individual instrument may be

categorised as mainly quantitative or mainly qualitative.

The collection of qualitative data played a double role in the study. First and
foremost, the qualitative data provided an insight into the student’s understanding of
motivation and self-assessment, which were the main subjects under study.
Secondly the students’ responses to the qualitative questions in the SA forms in
phase two of the research period provided data about the validity of the theoretical
assumptions underlying the research instruments, namely the SDT, discussed in

chapter 2.5 in this paper. Finally, the SA forms (Appendices 2 and 3), were not only
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research instruments but also the pedagogical tool that the students’ used in the self-
assessment activities. Thus, when the students were asked to provide opinions on
what they thought about self-assessment activities, the question referred to the said

SA forms. These forms will be thoroughly explained in chapter 3.6.1.2.

3.6.1 Design of Research Instruments

Two questionnaires, on for the phase 1 survey and one for the phase 3 survey, and a
set of two different SA forms were the research instruments designed for the
research project. The questionnaires were designed as mainly quantitative survey
research to provide “quantitative or numeric description of trends, attitudes, or
opinions” (Creswell, Research Design, 2014, p. 249) about EFL self-assessment
experience and activities within a group of 8™ grade students. The SA forms were
designed as mainly qualitative questionnaires requesting the students’ reflections on
various aspects of motivation in the EFL learning process. The research instruments
were designed so that the combination of the quantitative and qualitative information
collected throughout the research period, would provide the data needed to analyse
how the students experienced the self-assessment activities and draw conclusions

on whether the self-assessment activities affected the students’ motivation or not.

The analysis of the phase 1 survey data created a backdrop for the analysis of the
qualitative and quantitative data collected throughout the second and third phases of

the research project.

First, such a backdrop allowed for comparison of findings related to the students’
motivational situation in the first and second phases of the project. Quantitative data
from the phase 1 survey did e.g. provide information about the students’ level of
motivation at the beginning of 8" grade (See document A-1 in Appendix 7).
Qualitative data from the second self-assessment activity in phase 2 of the project
provided information about the degree of motivation with which the students
approached an EFL topic in their first semester of 8" grade (See documents A to C in
Appendix 9). Thus, both sets of data, although in two different ways, provided
information about the students’ motivational level for EFL activities at specific times in

their first semester in lower secondary school.
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3.6.1.1 Surveys

The surveys, which were conducted in the phase 1 and phase 3 of the research
project, comprised two questionnaires. These questionnaires were the attitudinal
measures instruments that for the most part resemble quantitative research
instruments as they consisted mainly of pre-set statements with preset responses
(Creswell, 2014, p. 27). Attitudinal measures are a type of research used to measure
the respondents’ feelings and attitudes toward a topic, (Creswell, 2014, p. 170) in this
case self-assessment and motivation. Most of the questions in the questionnaires
were designed in a manner that allowed collection of countable data (Creswell, 2014,

p. 27 and Appendix 6).

The quantitative questions asked the students to provide their answers in the manner
of data that could be counted. This allowed med, e.g., to determine the number of
participants who had performed self-assessment activities in their last year of EFL
learning in primary school. This quantitative data could then help discover whether or
not there were patterns in the students’ previous experience with regards to EFL self-
assessment activities that could be compared to the students’ present experience of

EFL self-assessment.

The quantitative sections of the questionnaires were designed to provide information
about and look for trends in the students’ motivation to work with EFL, about their
experience with self-assessment activities, and perceived autonomy in their EFL
learning process. The phase 1 survey requested information about the students’
experiences in their final year in primary school and the phase 3 survey requested
the same for the fall semester of 2017. (Appendices 6).

The phase 1 and phase 3 questionnaires were written in Norwegian. This was done
in order to allow all the students to answer the questions without instructions or
influence from other students or the researcher. As the study intended to obtain
information from students representing different levels of English proficiency, the
statements were written in Norwegian. There was a concern that questions written in
English would exclude some of the students from the project as they might not have
been able to respond due to lack of EFL knowledge. In the following, extracts from

the questionnaires and SA-forms are presented only with their English translation.
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Some initial questions and statements in the questionnaire represented nominal
scaling of the response options as they required the participants to “check one or
more categories that describe their traits, attributes, or characteristics.” (Creswell,
2014, p. 183). These questions represented participants characteristics such as the
participants gender and their level of EFL proficiency. These characteristics are not
investigated in the analytical work of this study, and thus are only mentioned here as
they appear on the enclosed research instruments.

Most of the other scales of measurement (Creswell, 2014, p. 183) in the
guestionnaires were arranged as ordinal scales to “provide response options where
participants rank from best or most important to worst or least important some trait,
attribute, or characteristic.” (Creswell, 2014, p. 184). There were six ordinal response
options to the quantitative statements in the questionnaire, of which all were closed-
ended response options. (Creswell, 2014, p. 33). Closed-ended response options are

sets of predetermined response options chosen by the researcher.

Examples of closed-ended response options are scales that measure the value of a
trait, such as ranging preferences for a drink from best to worst by providing a pre-set
range of options that the respondents may choose from and each option has a pre-
set value. The closed-ended response options are listed in Table 1 below. The
reason for providing the respondents with six response options was to avoid a middle
category such as “sometimes” as | was afraid that many students would end up
choosing the middle option instead of carefully considering the category that fit their

situation the best.

Alltid Always
Ofte Often

Noen ganger Sometimes
Sjelden Rarely
Nesten aldri Hardly ever
Aldri Never

TABLE 1 ORDINAL RESPONSE CATEGORIES IN THE PHASE 1 QUESTIONNAIRE
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The gqualitative designed questions and instructions in the phase 1 and phase 3
surveys were placed in the final section of the questionnaires. The questions and
instructions in this section were constructed as open-ended questions. In the phase 1
survey, the qualitative questions asked the respondents to provide their
understanding of the concept motivation (See Appendix 6). In the phase 3 survey,
the respondents were asked to share their opinion about the benefits and
disadvantages of self-assessment and their motivation for EFL learning (See

Appendix 6).

3.6.1.2 Self-assessment Forms (SA forms)

During the second phase of the project, the students were first asked to complete a
SA form following their first written assignment in October (See Appendix 2).
Thereafter the students were asked to complete one topic related SA form (See
Appendix 3) as a pre-reading activity and as an introduction to the topic Australia that
made up the base for the EFL activities in the final part of the autumn semester. The
next SA form (See Appendix 2) was completed after their end of term written
assignment. All the phase 3 task self-assessment activities were performed after the

students had received the teacher’s feedback on the said assignments.

As one of the objectives of the research project was to investigate the motivational
effect of self-assessment, the SA forms were the heart of the project. They were first
and foremost the moderating variable in the project through which the students’
motivation was targeted. A moderating variable is a variable constructed by the
researcher where the researcher combines two variables in order to examine the
joint impact of the two (Creswell, 2014, p. 133). In this research project the two
variables that were combined and presented as a self-assessment activity were the
basic psychological needs of the SDT and the SA forms (Appendices 2 and 3). They
were introduced to the students to both influence and measure the variables’ impact

on the students’ motivation for EFL.

Within the SDT-theory, which is the main theoretical base for the research question
and the instruments used in the main project phase, one of the main sub-theories
that contributes to the overall idea of the SDT-theory is the idea that autonomy

contributes to motivation in a positive manner (Cf. 2.5.). Thus, in order to obtain
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information whether this was the case or not, the SA forms needed to provide the
students with the opportunity to make autonomous decisions with regards to their

EFL learning situation.

One of the objectives when supporting autonomous learner behaviour, and in turn
hopefully increasing motivation for EFL learning, is to help the students become
aware of how they learn EFL and what they do to learn EFL. This activity requires a
metacognitive process (Cf. 2.1) in which the students assess not only what they have
done, but also the cognitive processes that have helped them arrive at the

conclusions made.

When creating tools to help students reveal the processes that influence their
motivation for EFL learning and to take charge of their learning, it is important to
create tools that initiate metacognitive processes that lead to awareness about their
motivation for EFL learning. The SA forms were designed with the purpose of

assisting the students in this process.

3.6.1.2.1 SDT theory — applied in the SA forms

The design of the SA forms is based on various aspects of the SDT theory. More
specifically, the SA forms were designed as a learning tool to support the students’ in
their efforts to fulfil their basic psychological needs for autonomy, for competence
and for relatedness (Deci & Ryan, 2015, p. 486) within the framework of the EFL

learning context and simultaneously strengthen motivation for EFL learning.

First and foremost, the SA forms were designed with the students’ basic
psychological need for autonomy in mind, in an attempt to affect their motivation for
EFL learning. Several of the instructions and questions in the SA forms attempt to
provide the student with, to some degree, an opportunity to be in charge of their own
EFL learning situation and take control over their own EFL learning. An example of
such an instruction is “Make a bullet-list where you describe and explain what you
think is the best way to work with this topic.” (See Appendix 3).

A different group of instructions in the SA forms were designed to encourage the
students to make choices about where to focus their attention and how they should

work with their own focus areas. “Describe and explain in your own words two things

58



LE 11

that you need to work on:”, “Make a bullet-list where you describe and explain why
you think it is most important to focus on these two things.” and “Make a bullet list
where you describe what you think you should do to work with these two things
towards the next written evaluation” (See Appendix 2). In accordance with the SDT,
the SA forms promote the view that students who are allowed influence on their EFL

learning situation are more likely to be motivated to partake in EFL learning activities.

Student-teacher relationships are important to all aspects of the students’ life at
school. A relationship the students perceive as supporting enhances the school
experience while the opposite type of relationship tends to affect the students school
life negatively (Murdock & Miller, 2003). Thus, the SA forms also attempted to be a
means of communication between the student and the teacher and thus create a
relationship between the student and the teacher that they might find supportive and
useful in the EFL learning context. Instructions such as “Make a bullet list where you
describe how you think the teacher may help you to make (the learning process)
easier.” (See Appendix 2), “Make a bullet-list where you describe and explain how
you believe the teacher should address the topic.” (See Appendix 3), and “Make a
bullet list where you describe and explain what is still difficult when you need to write
English.” (See Appendix 3) may provide teachers with information about EFL areas in
which the student need guidance. This information can in turn be a starting point for
communication between the student and the teacher that may result in the students’

abilities to make autonomous decisions in the future.

As the teacher represents one of the regulating voices in the learning context, in
sociocultural theory referred to as other-regulation (Lantolf, 2000, p. 6), the teacher is
important in the students’ journey towards becoming autonomous learners. The
other-regulators within the EFL learning context are necessary to guide and help the
students in their efforts to become self-regulators. That is, using the SA-forms the
EFL teachers may help the students develop skills necessary to become
autonomous EFL learners (Cf. 2.4) within the EFL learning context, such as helping

the students achieve an understanding of how to interpret EFL learning objectives.

The majority of items in the SA forms were designed as open-ended instructions and
questions, requesting the students to convey their thoughts and comments on

specific task related topics. There were however also some closed ended questions
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in the SA forms, requesting a “yes”, “no” or “somewhat” response from the students.
These questions were followed up by instructions prompting the students to
elaborate on the reasons for the response to the previous question. Examples of a
closed ended question with an open ended follow up instructions are “Do you think
the topic gives you the opportunity to work the way you think is best?” and “Make a
bullet-list where you explain why you answered yes, no or some on the previous

question.” (See Appendix 3)

One of the questions in these SA forms also provided the students an opportunity to
communicate to their teacher ideas for EFL activities they believed to be motivating.
“If you could decide how to work and your task was to express yourself better when

writing English, how would you do it?” (See Appendix 3).

3.6.1.2.2 Motivational theory — applied in the SA forms

The SA forms also represent an attempt to help the students internalise extrinsic
motivators such as the process is explained in chapter 2.3.3. The SA forms attempt
to help the students discover aspects related to the EFL learning activities they might
find interesting and inspiring, even if the general activity itself or the learning
objective may not activate intrinsic or internalised motivation (Liu, Wang, & Ryan,
2016, p. 3). An example of such an instruction in the SA form was “Make a bullet-list
where you describe and explain what you think is interesting about the topic. If you

do not think that anything is interesting, you write nothing” (See Appendix 3)

For the SA forms to have a motivational effect, it was important that the students
perceived the role of the teacher as supportive and reassuring. Therefore, an item in
which the students could convey to the teacher the type of assistance needed to

obtain the goals they set for themselves was included in the SA-forms.

3.7 Data Collection Procedures

As previously explained in chapter 3.2, the project was conducted in three phases.
Each phase corresponded with a data collection purpose for which specific research
instruments were designed, namely the phase 1 and phase 3 surveys (Appendices 6

and 7) and three SA forms (Appendices 3 and 4).
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The data referred to in the thesis are the students’ responses to the phase 1 and
phase 3 questionnaires and data collected from their SA forms. The quantitative data
were chiefly collected in phase 1 and phase 3 of the project and the majority of the
qualitative data were collected in phase 2. Both quantitative and qualitative data were
collected concurrently. As such, the data collection strategy applied in this study may
be categorized as concurrent or convergent mixed method strategy (Creswell, 2014,
p. 570). Convergent collection of data implies that data is collected in stages, one

stage completed before the next stage is initiated.

All the research instruments were distributed through “web based electronic data
collection” (Creswell, 2014 p. 174) solutions. The phase 1 and phase 3
questionnaires were created in and conducted using an online digital survey tool
named eSurvey Creator. The students were given access to the questionnaires
through a link which was shared with them in the digital learning platform Google
Classroom. The SA forms (Appendices 2 and 3) were designed using Google
Documents and these forms were also shared with the students in the learning
platform Google Classroom. The students completed the SA forms (Appendices 2
and 3) digitally and returned them via Google Classroom. The students partaking in
the research program were assigned candidate numbers ranging from 200 to 299
that they used when completing the questionnaires in phases 1 and 3 (Appendices 7
and 8). Phase 2 of the project was the longest and corresponded with the students

completing three SA forms (Appendices 2 and 3).

3.8 Data Preparation Procedures

Prior to data analysis, the collected data had to be cleaned, sorted and anonymised.
The different types of data, quantitative and qualitative in the questionnaires and the
SA forms, were stored in separate databases. Some of the qualitative and
quantitative data in the SA forms made most sense when appearing together and

thus these were not separated.

61



3.8.1 Cleaning the data

First and foremost, the cleaning process involved removing from both databases
student responses of the students who had not consented to partake in the study. In
the database based on data collected from the SA forms, these were identified by
name. In the anonymous questionnaires these were identified by their candidate
number. As the students’ candidate numbers ranged from 200 to 299, any candidate

number outside that range was removed from the survey databases.

Additionally, candidate responses that were reported as incomplete by the survey
software were reviewed to discover irregularities. Incomplete questionnaires where
student responses to the quantitative questions were missing were deleted from the
databases as handling the missing responses would complicate the analysis and
comparison of data. Responses to the questionnaires that the survey software
reported as incomplete, where responses to all the questions were present but where
the student had failed to press the “Finish” button to complete the survey, were kept.
After being reviewed and as they contained answers to all the questions in the

guestionnaire, they were considered fit to be included in the databases.

Next, cleaning the data entries from surveys in phases 1 and 3, the researcher
decided to collect data only from the students who had completed both surveys. This
choice was made to more easily compare the data from the two sets, not only as a
group, but also on an individual level. These procedures left me with survey data

from twenty-two respondents.

Finally, cleaning the data involved removing from the datasets, more specifically from
the SA forms, instructions, questions and responses that were irrelevant to the
research project and consequently to the study. As previously mentioned, the SA
forms were not only research instruments relevant to the research project and the
study. The SA forms were also used as a tool for general self-assessment activities
related to the regular EFL learning situation. Thus, some of the instructions and
guestions in the SA forms asked for information irrelevant to the research project and
the study. Examples of instructions and corresponding answers that were removed
from the datasets were “Make a bullet list where you describe what you think that you
may do to work on what you believe is difficult.” and “Grade yourself on the basis of

your work and your self-assessment.” (See Appendix 2).
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3.8.2 Storing the Data

To simplify the reading process, and as all the data were collected electronically, the
data from the two questionnaires and three SA forms were stored in electronic
documents. The documents were labelled to correspond with the questionnaires and
SA forms from which the data were collected. | ended up with five documents. Two in
which student responses to the qualitative questions and instructions from each of
the two questionnaires were gathered and grouped (Appendices 7 to 11) The student
responses from self-assessment activities were gathered and grouped in three
individual documents, SA form text 1, SA form Australia and SA form 3 text 2
(Appendices 13 and 14). Each data entry in these latter documents was also labelled

with the students’ pseudonyms.

Combining all the student responses from individual SA forms into labelled electronic
documents also simplified specific stages of the data analysis. e.g., the phase 1
exploratory analysis (Creswell, 2014, p. 267) to obtain a general sense of the data
was easier to achieve as the data were presented collectively.

3.8.3 Anonymising the Data

As previously mentioned, the SA forms did not allow the students to provide
anonymous responses. Thus, the respondents’ anonymity needed to be ensured
prior to analysing the data collected through the SA forms. The respondents’
anonymity was secured as their responses to the SA forms were provided with
pseudonyms. Codes for names were considered, but as there was a slight chance of
confusion when student responses were referred to in the present text, the decision
was made to provide each student with a pseudonym, where the pairing of the

pseudonym and the identity of the student is only known to the researcher.

3.8.4 Scoring of Response Categories

The pre-defined response categories were scaled ordinally to allow the data to be
valued as e.g. weak or strong in comparison to minimum and maximum values within
a category. Scaling the data involved scoring the response categories with numeric

values.
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First and foremost, the response categories for each question were scored with a
numeric value, allowing for presentation of the quantitative findings as numeric

values in tables and charts.

The response categories in the quantitative part of the questionnaires were scored as

follows;

6 Alltid Always

5 Ofte Often

4 Noen ganger Sometimes
3 Sjelden Rarely

2 Nesten aldri Hardly ever
1 Aldri Never

TABLE 2 ORDINALLY SCALED RESPONSE CATEGORIES — PHASE 1 AND 3 SURVEYS

Scoring the data with numeric values from 6 to 1 in accordance with the response
categories allowed for a combination of single item scores, which represented
various sides of a variable, into grouped category scores. The assumption was that
analysis of the grouped category scores could provide a better insight into the
individual respondent’s feelings and opinions about the measured variable than if the

single items were first analysed and then combined.

3.9 Data Analysis Procedures

Triangulation (Creswell, 2014, p. 566) was applied in the analytical work as the
guantitative and qualitative data were first analysed separately, then brought together
and compared in order to discover whether the findings in each set of data provided
different or new information when combined than when analysed separately.
Throughout the whole analytical work, | examined and analysed data both at group
level and individual level as the information from individual data could shed light

group level data and vice versa.
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Both gquantitative and qualitative data constructed the base for the analytical work.
The quantitative data provided information about trends in the data while the
qualitative data provided information about the reason for the trends.

First, | looked at the phase 1 survey from phase 1 to establish an impression of the
students’ previous experience with regards to self-assessment activities in primary
school, how motivated they were for EFL learning at the beginning of eight grade and
what their understanding of motivation for EFL learning was. Thus, this survey
created the backdrop towards which the data collected from phases 2 and 3 were

investigated, compared and discussed.

Secondly, | analysed the quantitative and qualitative responses in the SA forms. The
data from the SA forms provided an insight into trends in the students’ self-
assessment. The data provided information about the level of motivation and the type
of motivation the students relied upon to commit to EFL learning activities at a
specific point in time in the research period. The data were also investigated to see
what information they provided about the students’ opinion on self-assessment

activities.

Next, | investigated the phase 3 survey to look for trends that provided information
about possible changes in the students’ level and type of motivation at the end, as
opposed to the beginning of the research period. The phase 3 survey also provided
the students’ opinion about and whether they found self-assessment activities useful

in the learning process or not.

Finally, | studied all datasets to see whether the combined information shed new light
on the research problem or if the combined data confirmed the findings of the

separate databases.

3.9.1 Sorting and Coding the Data

Sorting the data involved separating the quantitative and qualitative data collected
from the phase 1 and phase 3 questionnaires. This was necessary as the analysis of

the quantitative and qualitative required different approaches.

Data from the SA-forms were sorted into separate databases in accordance with the

self-assessment activity in which they were used.
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3.9.1.1

Sorting and coding the phase 1 and phase 3 survey data

When sorted into separate databases, the data were categorised and labelled in

accordance with their correlation with the dependent and independent variables. The

two dependent variables (Creswell, 2014, p. 131) in this research project were the

students’ experience of self-assessment practices in EFL and the students’

motivation for EFL, the independent variables were the SDT and the SA forms which

in combination formed the base of the self-assessment activities.

The quantitative data were categorised and labelled in accordance with which

information the questions asked for. Four categories were labelled with reference to

their relation to motivation and two categories were labelled in agreement with their

relation to self-assessment. The categories were labelled; Intrinsic motivation,

Commitment to Activity, Encouraged Autonomy, Relatedness, Autonomous Self-

assessment, and Encouraged self-assessment (Appendices 7 and 9 and Table 3).

corresponding with each category.

Phase 1 and phase 3 quantitative data categories/labels, and the instructions

Intrinsic Motivation:

This category provided information
about the students’ intrinsic
motivation for EFL learning

activities.

| wanted to do the English tasks | was

assigned.
| liked doing the English tasks | was assigned.

| thought the tasks | was assigned were fun.

Commitment to EFL Activities:

This category provided data about
the students’ commitment to EFL
learning activities. Activity level is
an indicator of commitment to
activity, which also is an indicator
of motivation — although not

necessarily intrinsic motivation

| thought | worked well with English

homework.

| thought | worked well in English lessons at
school.

| reflected on whether | was well prepared for

what | was to work with in English at school.

Relatedness: This category

| asked my teacher for help to solve English

tasks | was assigned.
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provided data about to what extent
the students turned to their teacher

for help.

Autonomous Self-assessment:

This category provided data about
the students’ self-assessment
activities that were not encouraged

by the teacher.

| reflected on, when there was something |
did not master, whether | could do something
different in English lessons at school.

| reflected on, when there was something |
did not master, whether | could do something

different when working on English homework.

| reflected on the feedback | received on my

English work.

Encouraged Self-assessment:

This category provided data about
the self-assessment activities they

were asked to do by their teacher.

My teacher asked me to describe how |

worked with English tasks.

My teacher asked me to describe what I did

to learn English.

My teacher asked me to check whether |

understood the English tasks | was assigned.

My teacher asked me to look through
comments on tests, written assignments and

presentations.

My teacher asked me to comment on
feedback | had received on tests, written

assignments and presentations.

Encouraged Autonomy:

This category provided data about
to what degree the students
perceived that they were allowed
to influence their EFL learning

context.

My teacher asked me to suggest how | could

work on English tasks.

My teacher asked me to comment on
feedback | had received on tests, written

assignments and presentations.
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My teacher asked me to suggest tasks that

we could work on in English lessons.

TABLE 3 QUANTITATIVE DATA CATEGORIES/LABELS WITH EXPLANATIONS

The gualitative question in the phase 1 questionnaire, “What does it mean to be
motivated to learn English” (See Appendix 6) was related to motivation and the data
collected were categorised and labelled Intrinsic indicators, Indicators of commitment
to activity — intrinsic and extrinsic, and extrinsic indicators (See Table 4 and

documents B-1 to B-3 in Appendix 8).

Intrinsic indicators

This category refers to students’ responses which indicated that being motivated

for EFL learning requires intrinsic motivation.

Indicators of commitment to activity — intrinsic and extrinsic

This category refers to students’ responses indicating that when motivated for EFL
learning this will reveal itself in commitment to activity. The responses in this
category do not refer to a specific type of motivation and may thus be both intrinsic

and extrinsic.

Extrinsic indicators

This category refers to students’ responses indicating that being motivated for EFL

requires extrinsic motivation.

TABLE 4 PHASE 1 QUESTIONNAIRE — RESPONSE CATEGORIES - QUALITATIVE QUESTION

The data from the qualitative question “Why do you want to/do not want to learn
English? Write maximum three statements.” (See Appendix 6) in the phase 3
questionnaire were labelled in accordance with the type of motivation in the SDT that
the student responses referred to. These were indicators of introjected regulation,
identified regulation, integrated regulation and intrinsic motivation (See documents B-
1 to B-5 in Appendix 8). In addition, | added two categories which are not relatable to
the SDT but may provide information about the students’ motivational process. The

first was indicators of curbed motivation and the second was nil (Table 5).
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Indicators of Introjected regulation

The respondent accept that others think it is important to learn English. The
respondents accept that learning English is important, however not necessarily
desirable.

Indicators of Identified regulation

The respondents accept the importance of learning EFL. The respondents identify
the importance of learning English as a personal gain, that is; Learning English is
important and desirable as it provides the respondents with opportunities that are
considered important.

Indicators of Integrated regulation

The respondents accept the importance of learning EFL. The respondents identify
the importance as a personal gain and include it in their own reward system. It is a
motivator perceived by the respondents as coming from their reward value systems.
That is; Learning English is important and desirable as it provides the respondents
with opportunities that they consider important to themselves and desirable in their

current situation.

Indicators of Intrinsic motivation

English skills are desirable traits in its own right - and the motivation to learn English
has its origin in the respondents’ own reward system. That is; Learning EFL is
valuable to the respondents in their current situation for no other reason than

learning EFL.

Indicators of curbed motivation

The respondents refer to elements that curb the motivation for learning English.

TABLE 5 PHASE 3 QUALITATIVE DATA LABELS/CATEGORIES WITH EXPLANATION
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The data collected from the qualitative question “Write three positive things about
self-assessment.” (See documents C-1 to C-3 in Appendix 8) were labelled in
accordance with the psychological needs referred to in the SDT, the need for

autonomy, competence, and relatedness (Table 6 and Chapter 2.5.1)

Need for Autonomy

Student responses sorted under the label Need for Autonomy referred to the

possibility for a certain level of self-determination in the learning process.

Need for Competence

Student responses sorted under the label Need for Competence referred to the
possibility for improved skills and increased EFL competence in the learning

process.

Need for Relatedness

Student responses sorted under the label Need for Relatedness referred to the
possibility for communicating to their teacher issues related to the learning

process.

TABLE 6 PHASE 3 - RESPONSE CATEGORIES — QUALITATIVE QUESTION

3.9.1.2 Sorting and coding data collected from the SA forms

The data collected from the SA forms were combined in datasets corresponding with
the self-assessment activity to which the SA form belonged. All student responses
from the separate SA forms were collected and gathered in one document where
they were sorted in accordance with the questions and instructions to which the
students had responded. E.g., all the separate student responses to the first
instruction in the first self-assessment activity were collected and presented under
the label Phase 2 — Self-Assessment Activity after Text 1 - Question 1 (See
document A in Appendix 10).

The quantitative and qualitative data in the SA forms were not separated as the
information in the quantitative data was explained by the qualitative data and the
latter would not make sense without the first. That is, one question in SA form-02

read “Do you think the topic gives you the opportunity to solve it the way you think is

70



best?” (See Appendix 3) to which the answer categories were “Yes”, “No” and
“Some”. The responses to this question could be included in the quantitative
database and analysed as quantitative data in e.g. a discussion about the students’
perceived level of autonomy. However, a follow-up qualitative instruction “Make a
bullet-list where you explain why you answered yes, no or some on the last
question.” (See Appendix 3) was attached to the above-mentioned question and the
responses to this instruction did not make sense without the responses to the
guantitative data in the preceding question. Thus, these data were kept together in

one database (See document C in Appendix 9).

Next, the responses to each qualitative question were sorted into categories in terms
of what type of motivation, such as types of motivation are referred to in the SDT (Cf.
2.5), the responses indicated. To easily provide an overview of the various types of
motivation the data indicated, the response categories are presented in Table 7
below. In addition to indicating the types of motivation they represented, the data
were also sorted in accordance with the continuum of motivation indicated in Figure
1. Thus, the data were sorted in the following; amotivation, external regulation,
introjected regulation, identified regulation, integrated regulation and intrinsic
motivation. In addition, | added two categories that do not refer to motivational
categories in the SDT. These categories were nill and curbed (Table 7).

The two latter categories emerged in the process of sorting and coding the data and
represent responses that were not possible to categorise in accordance with types of

motivation referred to in the SDT.

Amotivation |Responses that provide information about amotivation

The respondents refer to requirements - extrinsic motivation - when
providing reasons for their self-assessment. The reason behind
External meeting the requirements is because they have been told that it is wise

regulation to do so.

The respondents refer to requirements and acknowledge that the

Introjected e quirements are considered important by someone else when

regulation providing reasons for their self-assessment. Meeting the requirements

71



is considered important because the requirements are presented as
important in the EFL learning context, but the students do not seem
consider them valuable in their internal value system or in their life

outside the learning context.

The respondents refer to requirements and acknowledge their
importance when providing reasons for the self-assessment. Meeting
the requirements seem to provide the respondents with opportunities

that are considered important to them and they consider these

Identified opportunities as valuable to their personal goals, such as being able to
regulation apply for a school they want to attend in the future.
The respondents refer to requirements and acknowledge their
importance when providing reasons for their self-assessment. The
requirements were considered important as they may provide the
respondents with skills that they consider important to their
development for the sake of no other reasons than the development
Integrated itself and to the respondents’ current life situation, both in- and outside
regulation the context.
Intrinsic The respondents refer to joy, pleasure or interest when providing
motivation reasons for their self-assessment.
Responses that do not provide information about motivation for EFL
Nill learning.
Responses that provide information about elements that might curb
Curbed motivation for EFL learning.

TABLE 7 TYPES OF MOTIVATION: EXPLAINED

Amotivation |External

regulation |regulation

Introjected |ldentified |Integrated Nill | Curbed

regulation |regulation

TABLE 8 COLOUR CODES USED WHEN ANALYSING THE SA FORMS
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The summaries of the SA forms in the appendices were colour coded (Appendices
13 and 14). The colour coding, although not directly relevant in the presentation of
the findings, was of great value in the analytical process as it allowed me to look for
colours rather than words when looking for patterns in the students’ responses and
locating examples that were of use in both in the analytical process and in the
presentation of findings.

3.9.2 Quantitative Data Analysis Procedures

The data in the quantitative databases were subjected to descriptive analysis
(Creswell, 2014, p. 203). The quantitative data were analysed in this manner to
reveal the data’s central tendencies, variability and relative standing as they
“summarise the overall trends in (the) data, provide an understanding of how varied
the scores (are), and provide insight into where one score stands in comparison with
others.” (Creswell, 2014, p. 203). Findings were thereafter presented in figures
displaying the mean of the dataset. The mode was presented in the figure if it

represented a score that countered the score represented by the mean value.

The mean represents the calculated average of the numeric data and may describe
the general sentiments within the group of respondents. While the mean represents
the average score of the data, the median represents the middle numeric value in the
data. This value may indicate the distribution of scores in the data. If the median
differs to a large degree from the mean, this may indicate that there can be a wide
distribution of scores in the collected data. The median may thus be helpful when
describing to what extent the group provide uniform responses and thus indicate to
what extent the mean is a true representative for the general sentiment in the group.
The mode represents the numeric value that appears most frequently in the data and
this value can indicate whether there is movement, in positive or negative direction,

on individual level even if the mean value indicates otherwise (Creswell, 2014).

In short, the analysis of the quantitative data involved looking for patterns in what
information each response category might provide about the dependent variables

self-assessment and motivation and the independent variable self-assessment. That
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is, what could the responses on the quantitative questions tell us about the students’

experience of self-assessment and about their motivation for EFL-learning?

3.9.3 Qualitative Analysis Procedure

As previously mentioned, the qualitative data in this study were collected through the
aid of open-ended instructions and questions in questionnaires and SA forms. The
qualitative data were collected to see whether the data “support theories and
concepts” (Creswell, 2014, p. 242) in the literature that comprises the theoretical
base for this study, the SDT, and whether the self-assessment activities promoted
motivation for learning EFL or not. The analysis of qualitative data involved looking
for indicators of the experience of various types of motivation in addition to looking for
indicators of autonomous behaviour, need for competence and relatedness in their
self-assessment and could these indicators provide any insight into the students’

motivational process and their level of motivation for EFL-learning.

3.10 Reliability and Validity

Reliability in research refers to the stability and consistency of scores from an
instrument (Creswell, 2014, p. 177). In other words, when determining the reliability
of the data in a research project, we need to investigate whether there are large
variations in the scores, from one time to another and both on individual and group
level, or whether the scores are stable. We also need to determine the reliability of
the analytical process. That is, does the researcher treat the data in a consistent
manner such as coding data in a manner that provides reliable information.
Consistency relates to what degree the instruments allow an individual respondent to

answer questions that are inter-relatable in a consistent manner (ibid).

The reliability of the scores in this research project may be confirmed both with
respect to the stability and consistency of the scores from both types of research
instruments. The lack of variation in the scores provided by the data from all the
guestionnaires confirms the reliability of the research instruments. That is, individual
and group scores from the surveys conducted in the first and third phase of the

project are consistent and do not vary to the extent where the scores give reasons to
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suspect that research instruments provide unreliable data. Additionally, students’

responses to inter-relatable questions in the questionnaire are consistent.

One challenge to the reliability of the research instruments, and thus the data they
produced, may be the students’ ability to understand what information the questions
asked for. A small number of students’ responses to some questions in the SA forms
gave the impression that they had not understood the instructions. Thus, their
answers did not provide responses that coincided with the information that the
question intended to ask for. However, as the number of respondents producing
inadequate responses was small, this concern does not challenge the reliability of the
research instrument to such an extent as to discharge neither the data from the

research instrument in general, nor the individual questions in particular.

Validity in research concerns the research instruments’ ability to provide the data that
answer the problem we intend to investigate. That is, when investigating the validity
of research instruments, we look at to what degree the research instruments provide
the data we need to conclude on the research problem (Creswell, 2014, p. 177).

The evidence of validity of the research instruments used in this research project
may be confirmed in at least two ways, “evidence based on test content” (Creswell,

2014, p. 180) and “evidence based on response processes” (ibid).

“Evidence based on test content” (ibid) relates to whether the instruments used in the
research project tested what they were intended to test (ibid). The research problem
in this research project intended to test what the students thought of the self-
assessment activities they were asked to do and how these self-assessment
activities affected their motivation for EFL learning (Cf. 1.3). Both the quantitative and
qualitative data provided information that made it possible to draw conclusions
regarding the research problem, thus confirming the validity of the research

instruments.

Evidence based on response process involves e.g. evaluating how the responses fit
the problem that is measured (Creswell, 2014, p. 180). In this research project the
validity of the response process involved investigating how responses to one

instrument were confirmed by the responses in a second instrument.
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3.11 Ethical Issues

There are ethical issues related to the use of one’s own students in a research
program. One of the most important ethical issues to consider when | had decided to
perform research on my own students concerned the possible damages,
inconveniences and burdens that might arise (Skaalvik E. M., 1999, p. 88) due to the
relationship between the students, the researcher and the situation. These issues
placed a major responsibility of professionalism on the researcher as the project had
to avoid leaving the students in a position where the research situation influenced the
learning situation, or the respondent-researcher relationship affected the student-
teacher relationship. That is, | had to establish an understanding that although | was
both the teacher and the researcher, | would not abuse information obtained in the
research project or bring possible prejudices into the interpretation and analyses of
the collected data. Thus, both the phase 1 survey and the phase 3 survey were kept

anonymous.

As the SA forms and questionnaires were to some extent designed to reveal the
students’ feelings concerning and opinions about the self-assessment activities it was
important to make sure the participants felt safe providing that type of information.
That is, in addition to protecting students’ anonymity (Creswell, Research Design,
2014) this was a safety measure to make sure that the students’ opinions would not
influence the teacher’s attitude towards the students and to make sure that the
students felt safe providing their true opinions on the EFL self-assessment activities.
The anonymity ensured the students the opportunity to answer truthfully without
fearing that negative answers would influence the student-teacher relationship in any
way, lead to any types of repercussions to the students or deterioration of the

student-teacher relationship.

Another ethical issue when performing research on one’s own students is that the
researcher’s own prejudices might come into play. Teachers know their students and
have constructed an opinion about their personalities and abilities in the classroom.
There is of course the possibility that prejudices, whether they are positive or
negative, may influence the interpretation of the data provided. Therefore, performing
research on one’s own students requires that the researcher tries to maintain some

distance to the information collected in the research.
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The SA forms did not allow the students the same anonymity as the questionnaires.
In the SA forms the students were identified by name. The reason for this is that, in
addition to providing information that contributed to answering the research question,
the SA forms were learning tools in the current learning situation. The SA forms
provided the teacher important information about the individual student's comments
on, and thoughts about, their EFL learning process. In order to follow up these
comments and thoughts, the teacher needed to know who handed them in. This

would not be possible if the SA forms were kept anonymous.

However, to separate the roles of the responders as students and the researcher as
their teacher, thus securing a distance between the students as responders and the
theacer as researcher, each student was provided a pseudonym. When storing the
students’ data from the SA forms in the database, the students’ names were changed
with the pseudonyms. Thus, when reviewing, sorting and analysing the results, the
names in the SA forms were unfamiliar to the researcher, securing to some extent
that the student-teacher relationship, or the teacher’s objectivity as researcher, was

not influenced by the information obtained in research-situation.

3.12 Possible limitations of the methods and material

The lack of anonymity in the self-assessment activities may challenge the validity of
the data. The lack of anonymity may have led to collection of invalid data as the
students may have tried to respond to the questions in the SA forms in a way that
they believed would be beneficial to them, and thus acquire the teacher’s approval
and appreciation. However, as all the students in the two classes and not only those
who partook in the study were required to complete the self-assessment activities,
the students perceived them as a learning activity in line with other learning activities,
such as performing group talks, doing EFL tasks and written assignments, rather
than an activity related to the research project. Thus, | trust that the information
provided in the SA forms was a true account of the students’ thoughts about the

targeted EFL learning situation.

Another issue regarding the research instruments, which may affect the combination
of data and quality of the findings, refers to one of the categories related to the phase

1 and phase 3 surveys. The category in question is the “Indicator of relatedness”
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(Appendices 7C and 9C). There is only one statement in the range of statements that
fit this category, and the responses to this question do not provide a good foundation
for drawing conclusions on the nature of the relationship between students and the

teacher and how this may affect the students’ motivation.

The major problem with this category is that the statement does not secure
responses that shed light on a wider range of reasons for asking the teacher for help,
because the statement in the questionnaire is somewhat confusing and misleading.
The statement reads “I asked my teacher for help to solve English tasks | was
assigned.” (See Appendix 6). It does not ask the students to clarify whether they
asked for help when they needed it or whether they asked for help whether they
needed it or not. Another side to the element of relatedness that should have been
investigated to provide valid conclusions on the category is the students’ perception

of teacher support in the EFL learning process.

As the need for relatedness is an important component of SDT and consequently an
important element in the SA forms, it is unfortunate that it was not possible to
investigate through the questionnaires to what extent the students perceive this SDT
component to affect their motivation. In short, due to this, it is not possible to draw
valid conclusions on the effect of relatedness on these students’ motivation for EFL

learning.

It was considered including an item in the SA forms in which the students could
convey dissatisfactions with regards to the teachers’ role. This was however left out
as the SA forms are not anonymous and therefore it is not likely that the students
would convey the corrective statements needed in order to alter teacher behaviour if
the teacher’s behaviour was perceived as controlling and constraining. This element
may be included in an anonymous questionnaire of student satisfaction or later in the

school run when the students know their teacher better.

4 Results and Discussions

In the following chapter, central findings in the research project data and the
discussion of these findings will be presented. They are presented thematically in
accordance with the research question. Therefore, findings related to self-

assessment, the students’ opinions about self-assessment activities and the self-
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assessment instruments are presented and discussed before the findings and
discussions related to motivation, the motivational aspects of the self-assessment
activities and the SDT.

Phases 1 and 3 quantitative findings are illustrated by figures that indicate the mean
value (Cf. 3.9.2) of the data. lllustrations will include the mode values (Cf. 3.9.2) of
the data where it makes sense to include them such as to clarify elements in the
findings or where they differ from the mean value to such an extent that the

difference represents and interesting finding.

4.1 Encouraged Self-assessment

Encouraged self-assessment is a self-assessment activity initiated by someone else
than the students themselves. The category, encouraged self-assessment, included

data collected from the responses to the statements “My teacher asked me to

describe how | worked with English tasks.”, “My teacher asked me to describe what |
did to learn English.”, “My teacher asked me to check whether | understood the
English tasks | was assigned.”, “My teacher asked me to look through comments on
tests, written assignments and presentations.”, and “My teacher asked me to
comment on feedback | had received on tests, written assignments and

presentations.” (See Appendix 6).

The main tendency in the data from the phase 1 survey, represented by the mean
value of 19.14 out of a possible 30 (Figure 5), indicates that the students had
performed encouraged self-assessment activities during their final year in primary

school.

Phase 1 and Phase 3 Surveys; Encouraged Self-Assessment Category
Mean and Mode Values

30,00 30,00 W My teacher asked me to; (1) describe how | worked
with English tasks. (2) describe what | did to learn
English. (3) check whether | understood the English
tasks | was assigned. (4) look through feed-back on
21,27 21,50 tests, written assignments and presentations. (5)
18 comment on feed-back | had received on tests,
16 written assignments and presentations.
14
1
1

2 Minimum Score (5)
9 W Phase 1 Score
Phase 3 Score

00 5,00 .
. Maximum score (30)

Category Score (Min 5 / Max 30)

FIGURE 5 PHASE 1 AND PHASE 3 SURVEYS; ENCOURAGED SELF-ASSESSMENT CATEGORY
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However, the interesting finding in this data was not related to the mean value of
encouraged self-assessment, but to the data range of scores and the mode of the
dataset. As the minimum and maximum score for this category were 5 and 30
accordingly, the maximum range of score of this category was 25. The range of
scores of the encouraged self-assessment’s dataset was 20. That is, the lowest
individual respondent’s score in this category’s dataset was 9 and the highest 29
(Figure 6). The mode of the phase 1 survey dataset was 18 and the majority of the
individual scores were distributed between the scores 13 and 25 (Figure 6). These
scores indicated that some of the participants reported much while others reported
little experience with encouraged self-assessment activities (Figure 6). This is an
issue which needs to be addressed when planning self-assessment activities and

designing self-assessment forms.

Phase 1 Survey; Encouraged Self-assessment Category
Individual Respondents' Scores
30

M My teacher asked me to; (1)
28 describe how | worked with
26 English tasks. (2) describe
o4 what | did to learn English.
(3) check whether |

22 understood the English

20 tasks | was assigned. (4)
look through feed-back on
tests, written assignments
16 and presentations. (5)
comment on feed-back |
had received on tests,
written assignments and

10 presentations.

8 M Phase 1 Score
Minimum Score

Category Score (Min 5/Max 30)
IS

5/Maximum Score 30

259 266 253 277 271 276 263 268 281 298 256 286 272 289 293 273 283 284 292 299 295

Respondents

FIGURE 6 PHASE 1 SURVEY; ENCOURAGED SELF-ASSESSMENT, INDIVIDUAL RESPONDENTS’
SCORES

At the end of the first semester of 8" grade the mean value of the category
encouraged self-assessment was 21.27 (Figure 5). The higher mean value in this
category’s phase 3 dataset as opposed to the phase 1 dataset (Figure 5) was
expected due to the use of the SA-forms (Appendices 2 and 3) during the semester.
The range of scores in the encouraged self-assessment’s data set in phase 3 was
still 20 (Figure 7) as the lowest individual respondent’s score still was 9 and the
highest 29 (Figure 7). However, the mode value had increased from 18 to 21.5
(Figure 5) and the majority of the individual scores in the phase 3 dataset was

distributed between the scores 17 and 26 (Figure 7) as opposed to 13 and 25 in the
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phase 1 data set (Figure 6). The combination of these values and scores indicated
that more students reported having engaged in encouraged self-assessment
activities, and consequently metacognitive activities, assessing their EFL learning

process in their first semester of 8" grade as opposed to 7" grade.

Phase 1 and Phase 3 Surveys; Encouraged Self-Assessment Category
Individual Respondents’ Scores

30

B My teacher asked me to; (1)

describe how | worked with
English tasks. (2) describe
what 1 did to learn English ‘53)
check whether | understoo
the English tasks | was

— assigned. (4) look through
feed-back on tests, written
assignments and

— presentations. (5) comment

on feed-back | had received

on tests, written assignments

and presentations.

M Phase 1 Score
Phase 3 Score

20 —— —] EEEE | S | — —

Category Score (Min 5/Max30)

Minimum Score 5/Maximum
Score 30

0
266 253 289 299 252 277 276 263 281 292 272 298 286 268 293 283 271 273 284 256 295

Respondents

FIGURE 7 PHASE 1 AND PHASE 3 SURVEYS; ENCOURAGED SELF-ASSESSMENT, INDIVIDUAL
RESPONDENTS’ SCORES

As the mean value in this category was 21.7 out of a maximum of 30 (Figure 5), this
indicated that there was room for improvement in what the students were
encouraged to self-assess. In this category the two lowest single item mean values
were 3.95 and 3.45 out of a maximum single item score of 6 (Figure 8). These mean
values emerged from the two single category items “My teacher asked me to
describe how | worked with English tasks.”, and “My teacher asked me to describe
what | did to learn English.” (Figure 8). Thus, these data indicated that students did
not experience being asked to assess how they worked with EFL tasks or what they
did to learn EFL to the same degree that they experienced being asked to assess

their work after receiving feedback from their teacher.

There is one item in SA form 1 and 3 “Make a bullet list where you describe and
explain how you have taken your own and my comments on your last self-
assessment while working on your focus areas towards this evaluation.” (See
Appendix 2) and a combination of two items in SA form 2 “Do you think the topic
gives you the opportunity to solve it the way you think is best?” and “Make a bullet-list

where you explain why you answered yes, no or some on the last question.” (See
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Appendix 3), where the students could have reflected on how they had worked with
EFL tasks and what they did to learn EFL. The mean values of 3.95 and 3.45 (Figure
8) indicated however, that the above instructions were not understood in that way by

many of the students.

Phase 3 Survey; Encoruaged Self-Assessment Category
Single Item Mean Values

My teacher asked me to 1)
describe how | worked
5,50 with English tasks.

2) describe what | did to
learn English.

4 418 418 3) check whether |
understood the English
3,45 tasks | was assigned.

4) look through comments
on tests, written
2 assignements and prese...

5) comment on response |
had received on tests,
written assignements an...

Single Item Scores (Min1/Max6)

Mean values

FIGURE 8 PHASE 3 SURVEY; ENCOURAGED SELF-ASSESSMENT, ITEM MEAN VALUE

4.2 Autonomous Self-assessment

Autonomous self-assessment is a metacognitive process (Cf. 2.1) that takes place
without being encouraged by anyone else than the individuals themselves. That is, it
concerns a metacognitive process where learners assess their learning process, and
the complex influences (Cf. 2.4) affecting this process, without being prompted to do
so. Self-regulation, in this study represented by the SDT (Cf. 2.5), in which the
metacognitive process of autonomous self-assessment is one of the components,
has been recognised to be an important trait in students who achieve academic
success (Cerda, 2015).

The central tendency in the phase 1 autonomous self-assessment category’s
dataset, the mean, which was 13.95 out of a possible 18 (Figure 9), indicated that
most of these students self-assessed autonomously on a regular basis in 7" grade.
As the metacognitive process of autonomous self-assessment may be a trait of
academically successful students (Cerda, 2015), the strong mean value of this
category may simply confirm that one population segment was missing from the
group of respondents, namely students with low EFL achievement levels. That is, the

mean value of 13.95 out of a possible 18 (Figure 9) may confirm the presumption that
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students who achieve academic success self-assess autonomously.

Phase 1 and Phase 3 Survyes; Autonomous Self-Assessment Category
Mean Values

B | reflected on 1) when there was
something | did not quite master, if | could
do something differently in EFL lessons at
schoaol. 2) when there was something |

14 did not quite master, if | could do
13.82 something differently when working on
12 EFL homework. 3) the feed-back |

received on my EFLwork.
10 M Phase 1 Score
8 Phase 3 Score
Minimum Score 3/Maximum Score 18

Category Score (Min 3/Max 18)

Mean Values

FIGURE 9 PHASES 1 AND 3 SURVEYS AUTONOMOUS SELF-ASSESSMENT, MEAN VALUES

What they assess varies, however, from student to student. The response category
Autonomous Self-Assessment in the phase 1 and phase 3 surveys (See Appendix 6)
provided information about different situations in which the students performed
autonomous self-assessment. The category was made up of the responses to the
following three statements, “I reflected on, when there was something | did not
master, whether | could do something different in English lessons at school”, “when
working on English homework”, and “I reflected on the feedback | received on my
English work” (See document A-2 in Appendix 7). The maximum score for the single

items in this category was 6, see Figure 10 below.

In the phase 1 survey dataset, a mean value of 5.41 (Figure 10), out of a possible
score of 6, indicated that the most common situation in which the students self-
assessed autonomously in 7th grade was after receiving feedback from their

teachers on their English work.
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Phase 1 and Phase 3 Surveys; Autonomous Self-assessment Category
Single Item Mean Values

B | reflected on 1) when there was
something | did not quite master,
5,41 if 1 could do something differently
518 in EFL lessons at school. 2) when
there was something | did not
hrh quite master, if | could do
4 - 423 something differently when
working on EFL homework. 3) the
feed-back | received on my
EFLwork.

W Phase 1 - Statement 1
Phase 3 - Statement 1
W Phase 1 - Statement 2
Phase 3 - Statement 2
Phase 1 - Statement 3
Phase 3 - Statement 3

Single Iltem Scores (Min 1/Max 6)
w

Mean values

FIGURE 10 PHASES 1 AND 3 SURVEYS; AUTONOMOUS SELF-ASSESSMENT, ITEM MEAN

VALUES

The mean values, for the two other items in this category that indicated to what
extent the students autonomously self-assessed their EFL work process at school
and at home in 7" grade, were 4.36 and 4.18 accordingly. Although a strong indicator
of autonomous self-assessment in the two mentioned situations, these values are still
noticeably lower than for the feedback self-assessment mean of 5.41 (Figure 10).
Furthermore, they remain noticeably lower during the students’ first semester of 8

grade (Figure 10).

The mean value of the autonomous self-assessment category was 13.95 in the
phase 1 survey as opposed to 13.82 in the phase 3 survey (Figure 9). Thus, on the
surface, the autonomous self-assessment level appears unchanged from phase 1 to
phase 3. However, a closer look at the individual respondents’ scores in this category

provided a more detailed, and slightly different, picture of the situation.

Two out of the three students who reported significantly increased autonomous EFL
self-assessment activity from phase 1 to phase 3 were typically students who
reported low autonomous self-assessment activity in phase 1 (Figure 11). Seven out
of the eight students who reported the highest levels of autonomous self-assessment

activity in phase 1 reported lower activity in phase 3 (Figure 11).
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Phase 1 and Phase 3 Surveys; Autonomous Self-Assessment Category
Individual Respondents' Scores
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FIGURE 11 PHASES 1 AND 3 SURVEYS; AUTONOMOUS SELF-ASSESSMENT INDIVIDUAL
RESPONDENTS’ SCORES

The above findings suggest that encouraged EFL self-assessment activity may have
stimulated students who did not autonomously assess their EFL learning process to
learn this skill. The findings also indicated that encouraged self-assessment activities
may have had a negative impact on students’ autonomous self-assessment. That is,
the students who autonomously self-assess their EFL learning process may have
had this self-assessment activity curbed by encouraged self-assessment activity.
That is, in the same manner as for EFL learning activities, students display various
types of motivation for, and commitment to, the self-assessment activities. As a
natural consequence of autonomous self-assessment activity being an autonomously
controlled activity, the students experience an autonomous type of motivation when
committing to the activity. As for autonomous motivation for other learning activities,
motivation for self-assessment activities may be influenced, and curbed, by external
factors. That is, extrinsic motivators may affect autonomous motivation to the extent
that they “can readily have an amotivating impact, undermining all motivation” (Deci

& Ryan, 2013, p. 202) (Cf. 2.3.2.1) for the autonomous self-assessment activity.

4.3 Students’ Opinions about self-assessment

One of the main objectives of this study was to investigate what the students thought
about encouraged self-assessment activities. The SA forms, which were the

foundation for the self-assessment activities under study in this research project,
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were intended as a tool to assist the students in their metacognitive processes of
locating motivational factors within the EFL learning context that could motivate them
to commit to EFL learning activities.

The findings in the responses to the phase 3 qualitative instructions “Write three
positive things about self-assessment” and “Write three negative things about self-
assessment” (See Appendix 6) revealed that the participants in the research project
displayed more positive than negative attitudes when giving their opinions about the

self-assessment activities (See document C in Appendix 8).

One of the responses, “You can be motivated” (See document C in Appendix 8) was
not possible to place within any of these categories as it did not provide any reasons
for why self-assessment can lead to motivation. | did however leave it in the

database as it is a positive statement about the self-assessment activity.

The students’ negative attitudes towards EFL self-assessment activities (See
document D in Appendix 8) all referred to the potential of curbed motivation (Cf. 1.1)
either for committing to EFL self-assessment activities or for the EFL learning

activities (See document D in Appendix 8).

4.4 Other Opinions About Self-Assessment Activities

The findings in the phase 3 survey did to some extent, contradict the findings in the
data from the various SA forms. The students’ positive attitudes in the phase 3
survey with regards to self-assessment activities do not necessarily correspond with
the students’ attitudes towards the same while they are in the process of self-
assessing. An example of such contradicting attitudes in the self-assessment
activities may be found in the differences between the students’ self-assessment

entries in SA form 1 as opposed to those in SA form 3 (Appendices 10 and 11).

The students were prompted to self-assess the EFL learning process three times

during the duration of the research-project, twice in October and once in December.
Thus, they were to some extent experienced in the act of self-assessment and as a
natural consequence | expected the students to provide equally or more elaborated

and well-founded entries in their SA form 3 as opposed to their entries in SA form 1.
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This was, however, only the case in one of the two classes that partook in the

research project, in the following referred to as group A. Surprisingly, group A, in

which | taught only EFL, presented well founded self-assessments, promoted interest

and motivation for improving EFL skills in both SA-forms (Table 9). The group in

which | taught three different subjects, hereafter referred to as group B, did not seem

to promote the same type of interest in using self-assessment as a tool in their EFL

learning process (Table 9). Additionally, group A referred to a larger variety of

learning criteria than group B when assessing in what areas and why they would like
to improve their EFL skills (Appendices 10 and 11 and Table 9).

Group | SA-form | Question 1 How well have you written your texts in this task?
Entries Explain why.

A Text 1 | think | wrote an okay text. | answered the task in a good way.
And | think | don't have too much mistakes, just the rule with it
is, there is and there are.

B Text 1 | think i have wrote a great text because i didn't write one word
wrong

A Text 2 | think | have written okay texts, because | had an introduction
and an ending. | also think i had sentences that contained
important facts about my topic.

B Text 2 | think my text is ok

Group Question 2 How is the language in your texts? Explain why.

A Text 1 The language is good. | have varied my use of words and used
my vocabulary well. There are a few mistakes.

B Text 1 | think the language in my text is average because i spell
something wrong and something correct.

A Text 2 The language in my text is good, because | tried to vary my
words. | used my vocabulary well. In the second session, | tried
to simplify some words so they would fit teenagers-
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B Text 2 | think the language is decent because some things are right

and some wrong

TABLE 9 SELF-ASSESSMENT ENTRIES, GROUP A AND B COMPARED

These findings surprised me as the students in group B were self-assessing in other
subjects in addition to EFL and they were therefore more familiar with the concept of
self-assessment. Consequently, | expected the students in group B to be more
experienced self-assessors and thus have more opinions on their own work than the
students in group A. As previously stated, this was not the case. Group B wrote less
elaborated self-assessments in December than in October (Table 9). Thus, they
seemed to promote less interest in using encouraged self-assessment activities as a
tool in their EFL learning process than group A. That is, their lack of displayed
enthusiasm could indicate that the motivation for self-assessment activities had
decreased.

The observed differences between the two groups may be due to a variety of
reasons, one of them being self-assessment tiredness. That is, group B, who had
been prompted to perform self-assessment activities in three different subjects may
have experienced a decreased interest in self-assessment. The novelty of the

process of self-assessment may have worn off.

It may also be that the students in group B were the students that reported the
decreased level of autonomous self-assessment activities in phase 3 as opposed to
phase 1 (Figure 11). That is, the students in group B might have been amongst the
group of students who self-assess autonomously. That his, they might have
experienced curbed motivation for autonomous self-assessment activities due to the
encouraged self-assessment activities (Cf. 4.1.2). This curbed motivation for
encouraged self-assessment may have been displayed in their self-assessment
entries in SA form 3 in December (See Appendix 11).

4.5 Basic Psychological Needs and Self-Assessment Activities

In phase 3, most respondents assessed the self-assessment activities in a positive
manner (Appendices 8C-1 to 8C-3). In their positive comments about self-

assessment they shared thoughts that may be understood as an interpretation of
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basic psychological needs (Cf. 2.5.1). Thus, the responses to the instruction “Write
three positive things about self-assessment” (See Appendix 6), were grouped into
three categories and labelled in accordance with the basic psychological needs (Cf.
2.5.1) in the SDT, namely Need for Autonomy, Need for Competence, and Need for
Relatedness (Appendices 8C1 to 8C3) (Cf. 2.5.1).

4.5.1 Self-assessment, Need for Autonomy and Metacognitive Skills

The responses that | sorted under the label Need for Autonomy (See document C-1
in Appendix 8) promoted various sides of a process which in time may help the
students take more charge in their own learning process. Examples of such student
responses were “| think it is positive to self-assess because then | become more self-
confident”. Confidence in yourself and what you know might be a key feature in a
process where students dare venture out, be autonomous, and make decisions about

their own EFL learning process (Werbinska, 2016, s. 41).

Two students referred to self-awareness in “You can evaluate how you have
worked.”, and “You learn more about yourself” (See document C-1 in Appendix 8).To
be able to make decisions about how they should work to learn EFL in the future, the
students need to be able to reflect on what they have done previously that works well
and what work processes they need to change. That is, to achieve self-awareness,
the students need to self-evaluate and to use this self-evaluation to become aware of
their own strengths and weaknesses. Understanding, e.g., how they learn and what
learning activities and strategies that work best for them, may help the students in
their efforts towards becoming an autonomous EFL learner (Allford, 2007). That is,
knowing what their strengths and weaknesses are within the EFL learning context

may help the students make autonomous decisions on where to focus their efforts.

A third student wrote “We can understand better what achievement level we are at”
(See document C-1 in Appendix 8). One of the core elements of autonomous learner
behaviour (Cf. 2.4) is to know your current achievement level, so that you can make
decisions about EFL learning areas you may manage on your own and in which
areas you need assistance. In other words, knowing your achievement level may
help you in your efforts when deciding what your zone of proximal development
(Little, 2007, p. 22) is.
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The above-mentioned responses suggest that the SA-forms help students to become
aware of their strengths and weaknesses and. Such awareness may contribute to
establishing a base for metacognitive processes that might enable them to make

autonomous decisions in their learning process.

4.5.2 Self-assessment and Need for Competence

Need for competence in the EFL learning context concerns the students’ need to
have the competence that allows them to experience mastery of EFL (Cf. 2.5.1).
Under the need for competence label, | sorted the students’ responses that referred
to EFL skills.

One student wrote “You find mistakes, and learn from them”, a second student
claimed, “Then you can know what you need to work at to improve.” (See document
C-2 in Appendix 8). Most of the answers sorted under this label were worded much in
the same way as these two responses (See document C-2 in Appendix 8). That is,
the answers referred to discovering mistakes and that they learned from these. Both
becoming aware of their mistakes, learning from them and on where you should
focus your attention were promoted as positive reasons to self-assess. Viewed in
terms of attribution theory, these responses indicate that the students consider the
locus of their mistakes to be internal, that it is possible to correct these mistakes and
that they can control future outcomes if they apply the efforts needed (Zonnefeld,
2015, p. 35). In other words, the students seem to acknowledge that there is a
correlation between knowing and understanding the mistakes they do and their ability

to improve their EFL skills and thus increase their EFL competence.

4 5.3 Self-assessment and Need for Relatedness

Although the quantitative data from the phase 1 and phase 3 surveys referring to
relatedness were not fit for analytical purposes (Cf. 3.12), the responses to the
phase 3 instruction “Write three positive things about self-assessment” ((See
document C-3 in Appendix 8) provided a sound foundation for a discussion on the
students’ need for relatedness and its importance for motivation in the EFL learning

context. The responses that sorted under the Need for Relatedness label referred, in
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different ways, to the SA form as a medium of communication between the student
and the teacher. Theories about student-teacher relationships confirm the importance
of student-teacher relationships in the learning context. The students seem to value
the SA-forms as a communication channel which may be used to establish this
important relationship with their teacher as a significant other in the EFL learning
context (Standage, Duda, & Pensgaard, 2005, p. 43).

In most responses the word teacher was mentioned (See document C-3 in Appendix
8). In three other answers it was evident that the teacher was in the students’ minds
when writing the statements. The verbs, tell and inform, used in the responses “Tell
what you think is difficult.”, and “You can inform what you think about your work” (See
document C-3 in Appendix 8), indicated a third person addressee for the information
in the SA forms. As the teacher was the one person aside themselves who were to
read their self- assessments, it is reasonable to assume that the information was
intended for the teacher. The information these students wanted to submit to the
teacher was, amongst others, what they thought of the EFL-tasks, what they thought
of their own EFL-work and what they thought was easy or difficult (See document C-

3 in Appendix 8).

Based on the responses to the instruction “Write three positive things about self-
assessment” (See document C in Appendix 8) it was quite evident that a group of
students appreciated the opportunity to relate their views and thoughts about the EFL
learning process to the teacher via the SA forms. That is, this group of student
responses made references to relatedness as a positive reason to self-assess. This
is recognisable in responses such as “Then the teacher does not need to guess what

we think”, “The teacher may see how you think you are doing”, and “The teacher

knows if we like the tasks” (See document C in Appendix 8).

4.6 Perceptions of Motivation

In phase 1, when responding to the question “What do you believe it means to be
motivated to learn English”, most of the respondents referred to intrinsic motivation
(Cf. 2.3.1). In their responses they produced answers such as “You wish to learn
more.”, “You like the (English) subject.”, and “You think it is fun.” (See document B-1

in Appendix 7). Thus, the respondents referred to motivation to commit to EFL
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learning activities as something requiring “joy and interest” (Levesque, Copeland,
Pattie, & Deci, 2010, p. 618) on their part, which corresponds with the concept

intrinsic motivation (Cf. 2.3.1).

Furthermore, there seemed to be a common understanding amongst most the
respondents that in order to be motivated to learn EFL, the intrinsic motivation led to
commitment to activity. Answers such as “You want to make an effort in English”,
“That you do something to improve your English”, and “That you work well with
English” indicated that these students thought that motivation to learn English also

involved committing to EFL learning activities (See document B-2 in Appendix 7).

In responses such as “That you want to have good grades” and “You do the tasks
correctly” (See document B-3 in Appendix 7) students also referred to controlled
motivation (Cf. 2.3 and Figure 2). However, there are fewer students referring to
controlled motivation compared to those referring to autonomous motivation (Cf.

2.5.2 and Figure 2 and See document B in Appendix 7).

Thus, based on the students’ responses, it seemed that the most of the students’
understanding of motivation at the beginning of the research project was the
equivalent to the definition of intrinsic motivation (Cf. 2.3.1). In other words, most of
the students applied a very narrow definition of the concept of motivation compared
to the common definition of the phenomenon (Cf. 2.3).

4.6.1 Intrinsic motivation and commitment to EFL learning activity

The mean of the intrinsic motivation category in the phase 1 survey, 13.41 (See
document A-1 in Appendix 7) indicated that the level of intrinsic motivation for EFL

learning activities was high at the end of 7" grade.
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Phase 1 vs Phase 3 Intrinsic Motivation Mean Value
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FIGURE 12 PHASE 1 SURVEY - INTRINSIC MOTIVATION

Commitment to activity is closely related to motivation. That is, commitment to activity
is, in short, the result of motivation (Cf. 2.5.3). Therefore, as the students reported
high levels of motivation at the end of 7" grade this should be recognisable in the
students’ reported level of commitment to EFL learning activities. The students’
responses in the category in the questionnaire, representing commitment to EFL
activities, confirmed the assumption of correlation between the students’ motivation

and commitment to activity (See Figure 13 and document A-1 in Appendix 7).

18.00

00 14,95
e 14,18

Category score

Mean

FIGURE 13 PHASE 1 SURVEY: COMMITMENT TO ACTIVITY

Thus, it is fair to conclude that at the beginning of 8" grade, most of the students
were both intrinsically motivated for EFL learning (See document A-1 in Appendix 7),
and willing to commit to partaking in EFL learning activities (Figure 13).

46.1.1 Motivation for EFL learning activities

SA form 2 (See Appendix 3) was a pre-reading activity related to the introduction of
the topic Australia (Cf. 3.6.1.2).
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The main objective for the analysis of the data from SA form 2 was to discover what
type of motivation the students turned to when committing to upcoming EFL
activities. Three instructions in SA form 2 targeted the students’ motivational source
for studying the topic. These were “Make a bullet-list where you describe and explain

LE 11

what you think is interesting about this topic.”, “Make a bullet-list where you describe
and explain what you think is fun about the topic.”, and “Make a bullet-list where you
explain why you answered yes, no or uncertain” to the question “Is it easy to motivate

yourself to study this topic”.” (Appendices 9A to 9C).

Most of the students responded “Yes” to the question “Is it easy to motivate yourself
to work with this topic?” (See document C in Appendix 9). In the follow-up instruction
to the question above, “Make a bullet-list where you explain why you answered yes,
no or uncertain,” (See document C in Appendix 9) most students referred to the
interest in the topic of Australia itself as the source for their motivation. Some referred
to an interest in learning about Australia, such as Peter “because like i said i like
finding new and interesting things about countries.”, and Axel “Because i wanna learn
more about Australia”. Others, such as Donna and Mona referred to Australian
animal life in their responses, “animals” and “Beacause | like to work about the

country and animal life”, (See document C in Appendix 9).

This impression was confirmed in the students’ responses to the instruction “Make a
bullet-list where you describe and explain what you think is fun about the topic.” (See
document B in Appendix 9). One student, Boris, wanted to “Learn about the
aboriginals.”, Nigel mentions the “great Barrier Reef.”, and Celine was “looking

forward to learn about some of the Animals.” (See document B in Appendix 9).

Three respondents, Nancy, Celine and Mike, referred to EFL or language learning as
their intrinsic source of motivation. Nancy wrote “I think it's fun to learn about other
cultures, languages and countries”, while Celine liked “reading, and speaking
english”, and Mike thought it was “fun to learn how different dialects of a language

were made” (See document B in Appendix 9).

Based on the above-mentioned observations it is reasonable to assume that the
students were committed to working with EFL activities. Furthermore, when looking
for motivation to commit to working with EFL activities related to a specific topic, the

students looked for the motivational source within themselves and referred to topics
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they found interesting or fun. That is, they looked first and foremost for intrinsic
motivation when looking for a motivational source. The students’ motivational source

was, however, not primarily the opportunity to improve their English skills.

The above-mentioned data from SA form 2 (See document A to C in Appendix 9),
indicated that most of the participants were motivated to work with EFL learning
when they found the topic, through which the EFL tasks were given, interesting. In
other words, the students could have been intrinsically or internally motivated for the
topic and thus they had committed to the EFL learning activities even when they did
not find that learning EFL vocabulary, grammar, and sentence structure, or practicing

communicative skills, including reading and writing EFL, motivational.

This impression, that the students were committed to working with EFL learning
activities, was confirmed by the comparison of findings in the phase 3 survey
compared to the findings in phase 1 survey (Appendices 7 and 8). Analysis of the
data in the “commitment to activity” category revealed that the number of students
who reported commitment for EFL-learning activities in the phase 3 as opposed to
the phase 1 survey had increased slightly (Figure 13 and Appendices 7 and 8).

The difference in the “commitment to activity” mean value between phase 1 and 3 is
minimal and would under normal circumstances not be relevant for discussion. The

same reflection is valid for the “intrinsic motivation” category. As we see from Figure
12 the mean value for “intrinsic motivation” decrease slightly from phase 1 to phase
3.

Nevertheless, as there is a strong correlation between the categories’ intrinsic
motivation and commitment to activity, it made sense to investigate this movement in
opposite directions in these two categories’ mean values more closely. That is, as the
intrinsic motivation value decreased slightly it would be natural to assume that the
commitment to activity mean value would do the same. This was, however, not the
case. The commitment to activity mean value increased slightly from phase 1 to
phase 3.

The above observations suggested that during the first semester of 8" grade the
students had found other motivational sources, in addition to intrinsic motivation, that
helped them commit to EFL learning activities. Based on these observations it was
fair to assume that the increased commitment to activity was due to the effect of
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various types of extrinsic motivators such as grades, which sort under the label
external regulation, and other extrinsic motivational factors that sort under the labels
introjected, identified and integrated regulation (Cf. 2.3.2).

46.1.2 Motivational Effect of Extrinsic Motivators

SA forms 1 and 3 were self-assessment activities where the students assessed their
efforts after writing texts. SA form 1 was completed after receiving feedback on their
first written assignment, hereafter referred to as text 1, of 8th grade. This task was to
write a text about one of the following topics: My Dream Country, My Favourite Sport,
My Favourite Food and My Dream Future (See document E in Appendix 10). SA form
3 was completed after receiving feedback on their final written assignment, hereafter
referred to as text 2, about the topic Australia (See document E in Appendix 11).
Attached to the assignment for text 2, the students received the assignment grid (See

document F in Appendix 11) towards which their texts were assessed.

When looking for indicators of motivation in the students’ responses to the questions
in SA forms 1 and 3 about texts 1 and 2 (Appendices 10 and 11), | looked at the
criteria towards which they measured their achievement. Secondly, | attempted to
determine what type of motivators these criteria indicated. That is, | tried to determine
whether the references to criteria in the student’s self-assessment activities indicated

what the students’ motivational sources during the writing process could have been.

46.1.2.1 Motivational Effect of Grades

Grades on EFL written and oral skills were the most obvious extrinsic motivators that
had come into play in the students’ first semester of 8" grade. In the responses to the
instructions “Describe and explain in your own words two things that you need to
work on.” and “Make a bullet-list where you describe and explain why you think it is
most important to focus on these two things” (See Appendix 2), in their self-
assessment of text 1 five students referred to grades as an important reason for

doing so (See document D in Appendix 10 and Table 10).
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Make a bullet-list where you describe and explain why you think it is most important

to focus on these two things.

| need to focus on writing more facts about a theme so the text | write can

Glenda |get a better grade.

Jarvis |Because | will probably get better grades.

John |l get a better grade

| get better grades with a better and more correct text, and | need that to

Mike |achieve my future goals.

Sam |to get good grade

TABLE 10 EXTRACT FROM PHASE 2 — SELF-ASSESSMENT ACTIVITY AFTER TEXT 1

The importance of grades as motivational fuel in EFL also seemed to increase during
the students’ first semester in lower secondary school. In SA form 3 (See document
A and D in Appendix 11), completed in December, the number of students
mentioning grades as a reason for improving their EFL skills had risen to eight (Table
11). Additionally, most students referring to grades in SA form 3 were not the same
students referring to grades in SA form 1. Only two students, Jarvis and Sam,
referred to grades in both SA forms (Appendices 10 and 11 and Table 10 and Table
11). This indicates that grades, which sort under the label external regulation,
became increasingly important as a motivational factor for more students during their

first semester of 8" grade.

Make a bullet-list where you describe and explain why you think it is most important
to focus on these two things.

Celine |The text might get a better grade.

Drew |l need to have better texts so | get better grades.

Eve Den andre tingen er at du far en bedre karakter.

Jarvis |Better grades
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Nancy |It's important because if | work on this, my evaluations can be better.

I need to focus most on these two things because then | baybe get an
Orville [higher grade.

Paul |Cause that is the only thing i think i need to get a much better grade

Sam |Beter grade.

TABLE 11 EXTRACT SA FORM 3 - 5 AND 5A

4.6.1.3 Criteria and motivation referred to in SA Form 1 Responses

In the following | will present findings which emerged from the students’ responses to
three of the questions in SA form 1 in which the students self-assessed text 1
(Appendices 10A to 10D). These questions were related to content “How good are
the texts have you written in this task?”, to language “How is the language in your
texts?”, and to structure “How is the paragraphing in your texts?” (Appendices 10A to
10D).

Many students referred to good facts as a reason for assessing the contents of their
texts as good. In the responses to question 1 in SA form1, “How well have you
written your texts in this task?” (Appendices 2 and 6), one student, Celine, wrote I
think i’'ve written my text good. i had good facts” and Boris wrote “Pretty good

because | wrote very much and got many facts” (See document A in Appendix 10).

However, having facts was not one of this task’s assessment criteria (See document
E in Appendix 10). This criterion must therefore have been internalised in their
personal reward system within a different EFL learning context than in the context the
students wrote this text. In the SDT (Cf. 2.5), external criteria that are integrated into
the students’ own reward system sort under the labels identified and integrated
regulation (Cf. 2.5.3.1).

Integrated regulation seemed to be the motivator most frequently referred to when
the students assessed the language in their text, “How is the language in your text?”
(See document B in Appendix 10). The criterion the students referred to was correct

spelling. Examples of such references can be found in respondents’ Drew, Sam and
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Steve’s self-assessments. Drew wrote “I am not sure but think it was good because |
didn’t have many mistakes”, while Sam in his language skill assessment stated, I
think my language is good because | didn't have many wrong words.”. Steve
commented in the following manner on the quality of the language in his texts “| have
a good language in my text with some small mistakes”. That is, the students based
the assessment of the quality of the language in their texts on the presence or
absence of spelling or vocabulary mistakes. Again, this criterion is not specifically
mentioned in the task’s list of criteria (See document E in Appendix 10). Thus, as for
“good facts” discussed in the previous paragraph, this is also an example of external
criterion integrated into the students’ reward systems in a different learning context

than the current one.

The third question, “How is the paragraphing in your texts?” (10C) referred to a
criterion which seemed unfamiliar to the students. At the time of writing text 1, the
students had just started working on EFL activities that aimed at improving their
abilities to structure a text, that is, how to divide texts into paragraphs. They were at a
very early stage in the learning process. Thus, it was not surprising that, when the
students assessed the paragraphing in their texts, they seemed confused about how
to assess this. Most of the students revealed in their responses that they had not yet
grasped the idea of why and how to divide texts into paragraphs. Axel wrote “my
paragraphing is good because i take a paragraph when i need to” and John claimed
that “The paragraphing is good because the first paragraph is good and long” (See

document C in Appendix 10).

The students’ responses revealed that they were aware that a texts’ paragraphing
was important. However, they seemed to base their idea of a good paragraph on
criteria they were still trying to interpret but not yet had fully understood. In other
words, their paragraphing seemed to be based on an idea of what they believed a
paragraph to be. Consequently, when self-assessing, the students’ responses
revealed an awareness of the existence of paragraphing as a criterion for writing a
proper EFL text. Furthermore, it revealed that the students had not fully understood
the criteria they had assessed their efforts towards. Additionally, their responses
revealed that the lack of understanding of what a paragraph was, and why it was

important, affected the value they attached to paragraphing as a criterion.
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The lack of value that the students attached this criterion may be revealed in some of
the students’ responses. Carrie referred to the teacher’s need to read a text with
paragraphs, “My paragraphing could be better so | should make them more that you
can see them.” (See document C in Appendix 10). Her response indicated that
proper paragraphing was important to the teacher, but not to her. Tina wrote,
“Average, | divided it like | should, but | could only write one sentence in the second
paragraph” (See document C in Appendix 10). This was an answer that indicated an
obligation to divide her text into paragraphs to satisfy an external criterion. These
above-mentioned types of references sort under the label controlled regulation (Cf.
2.5.3.1).

Each of the above-mentioned self-assessment questions also produced answers that
sorted under the label curbed motivation (Cf. 2.5.3.1). That is, in their answers the
students referred to elements that carried within them the possibility of interrupting
their commitment to the activity or ability to complete the task in a manner that they
perceived as personally satisfying.

One student, Glenda, referred to the task as difficult when assessing the contents of
her text. She had chosen to write a text about her favourite food, pizza, and had
started out writing about how you make a pizza. When she had completed writing the
recipe and the instructions, she had run out of ideas on what more to include in her
text. Thus, in her response to the question “How well have you written your texts in
this task?” (See document A in Appendix 10), she wrote “| don't like the tekst i wrote.
It was really difficult to find facts about pizza, and i didn't know what to write” (See
document A in Appendix 10). This is an example of a response revealing curbed

motivation as it may have prohibited her from producing, in her view, a good text.

Linda referred to curbed motivation with regards to her language skills as she wrote
“It is not so good grammar in it. Because i'm not good in grammar” (See document B
in Appendix 10). In Garth’s response referring to text structure we can read, “I have
two paragraphs in the text. | didn’t have anything more to write about” (See document
C in Appendix 10). All these three examples are examples of curbed motivation that

may have influenced the students’ commitment to writing the text.
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4.6.2 Motivation and a New EFL Learning Context

In the students’ assessments of both text 1, in SA form 1, and text 2, in SA form 3,
most references were made to extrinsic motivation. What was interesting though,
was the increased number of references to controlled types of regulation in SA form
3 as opposed to SA form 1 (Appendices 10 and 11). When assessing text 1, the
students referred mostly to criteria internalised in a different EFL learning context. In
other words, they referred to criteria that indicated autonomous types of motivation
when writing a text. When assessing text 2 though, many of the students referred to
controlled types of regulation (Cf. 2.5.3) in their assessments. That is, they referred
to the teacher’s feedback and to the criteria listed in the assessment grid (See
document F in Appendix 10) when assessing text 2.

Thus, on paper, it may seem that autonomous types of motivation (Cf. 2.5.3) yielded
to controlled types of motivation. Seen from an SDT point of view, this could be
critical to development of the autonomous types of motivation, which according to the
theory, have the greatest potential of creating commitment to activity. There are

however, other and less pessimistic ways to interpret the same data.

In terms of motivational effect, seen from an SDT point of view, controlled types of
regulation may not be the most desirable type of motivation as they do not promote
high degrees of autonomous behaviour. This backward move in terms of the
motivational continuum (Figure 4) may be a confirmation of the motivational
complexity investigated in chapter 2.3 of this paper. That is, it is not possible to
interpret the motivational process as a one-way street that starts at zero motivation
and ends up at internal motivation. The process is complex and unpredictable (Cf.
2.3).

When the learning situation changed, what motivated the students probably changed
as well. Additionally, a new set of rules which also affected the learning situation and
learning process came into play and consequently, new criteria for EFL writing skills
needed to be adopted and understood. Therefore, the presence of controlled types of
regulation in the students’ self-assessments in SA form 3 (See Appendix 10) may
suggest that the students’ learning process, and that their understanding of what
becoming a skilled EFL-writer meant, was under revision. That is, the students’

backward move from autonomous types towards controlled types of motivation may
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have been caused by the process of adapting to a new EFL learning context.
Consequently, they may have been trying to adapt to a new EFL learning
environment where new motivational sources had come into play, where new criteria
had to be learned and where old habits might have had to be changed and even

discarded.

Thus, the reduced numbers of references to autonomous types of regulation in
favour of controlled regulation in SA form 3 (See Appendix 10) may indicate that the
students were in the middle of the process where they turned their focus away from
old and familiar to new and unfamiliar criteria. The process may have led to less
autonomous types of regulation simply because the new criteria were not yet

internalised and therefore not yet a part of the students’ internal reward system.

Both the findings related to need for competence (Chapter 4.2.2 and See document
C-2 in Appendix 8) and the self-assessment comments in SA forms 1 and 3
(Appendices 10 and11) discussed in chapter 4.3.2 above, suggest that the students
were, during their first semester in 8" grade, more preoccupied with the interpretation
of the new EFL learning context than how to navigate in this new EFL learning
context in an autonomous manner. That is, the responses in their SA forms
suggested they were busy trying to understand how to interpret the new EFL
assessment criteria so that they were able to use them as motivators when working
with EFL learning activities. Many of the students’ self-assessment entries appeared
to be very focused on understanding what it would take to be considered a skilled
EFL student and consequently how they could receive good grades within this new
learning context. In other words, the students seemed to be more preoccupied with
creating a framework within which they felt safe rather than appreciating the

opportunity of being autonomous in the new EFL learning context.

4.6.2.1 Why or Why Not do You Want to Learn EFL?

One of the phase 3 qualitative questions asked the students to provide their reasons
for wanting or not wanting to learn EFL (See document B in Appendix 8). The
responses to this question were grouped into five categories where three
corresponded with categorisations of extrinsic motivation such as they are theorised

in the chapter 2.3 of this paper, that is external, introjected, identified and integrated
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regulation (Cf. 2.3.1, Table 5). The two remaining categories corresponded with
intrinsic motivation (Cf. 2.3.1) and curbed motivation (Cf. 1.1) (See document B in

Appendix 8).

One interesting observation is that none of the students made references to external
regulation when providing reasons for why they wanted to learn English. That is, they
did not refer to neither grades nor learning objectives as a reason for wanting to learn
EFL. They seemed to attribute the importance of learning EFL to motivators existing
outside the school context. Thus, the responses suggest that these students did not

primarily want to learn EFL to succeed in school, but to succeed in life in general.

The responses that | have sorted under the label introjected regulation referred for
the most part to the importance of learning EFL as it is a world language. “I want to
learn English because it is an important language in the modern world.” (See
document B-1 in Appendix 8), is an example of such a response. These types of
responses did not, however, indicate that learning EFL was a personal requirement.
That is, the students are a part of the world where English exists, in this world
English is important, thus the students must learn EFL and they appeared to accept
this as reason enough to learn it. However, the responses did not convey that the
EFL knowledge was given a value within the students’ personal reward system. In
other words, learning EFL was something these students refer to as a necessity

rather than a desire.

Under the label identified regulation | presented the students’ responses that referred
to learning English as useful (See document B-2 in Appendix 8). That is, knowing
English rewards the student in a way that is recognised as important on a personal
level. The EFL skills may help the students to function better in situations that require
EFL knowledge and enables the student to master various situations. In other words,
the students, at that point in time, emphasised the utilitarian aspect of learning
English as important. Responses such as “It (English) is useful.”, “l want to learn
English because when you go to another country, you have to be able to speak the

language of the country or English.”, “| want to learn it (English) so that | can order
food in English.”, and “l want to learn English because English is an important
subject. You need it the rest of your life.” (See document B-2 in Appendix 8)

expressed the wish of learning EFL to satisfy a personal objective. They viewed
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English as a mean that provided them opportunities that would not have been
available if they had not learned EFL. The students identified that English was a
useful language and learning it was beneficial. They did not, however, suggest that

they wanted to learn EFL for the sake of learning the language.

As for the final extrinsic motivational category, integrated regulation, the respondents
wrote that the motivation for learning EFL was the possibility and ability to engage in
communication with others (See document B-3 in Appendix 8). Communication is an
activity that engages the students on a personal level and achieving the objective of
being able to communicate in EFL is registered and appreciated in the students’ own
reward system. Students want to learn EFL because “You can speak to people
around the world.”, “then | can understand others.” and “So that | can communicate

with people from other countries.” (See document B-3 in Appendix 8).

This wish of being able to communicate with others was the element that separated
the responses sorted under the label integrated regulation from those sorted under
the introjected and identified regulation labels. In other words, the pleasure of being
able communicate was a motivator that seemed to derive from within the students’

personal reward system. Learning EFL was the means that could enable the

students to fulfil their personal objective of being able to communicate.

What was important to notice with regards to motivators registered under the label
introjected motivation was that the motivator, being able to communicate, in fact were
intrinsic. Nevertheless, it was not the language that was the intrinsic motivator, but
the opportunity to communicate. English is a language that belongs outside the
Norwegian EFL learners’ immediate sphere of communication, and to be able to
communicate in that sphere, they must learn EFL. Thus, to determine whether the
responses promoted intrinsic motivation or integrated regulation for EFL learning, |
had to try to determine whether the responses suggested that the students’ primary
reason for learning EFL was the language learning itself or something else. In my
view it was something else, namely the opportunity to communicate. Therefore, |
interpreted the students’ responses to promote integrated regulation rather than
intrinsic motivation for EFL learning. In short, if the students had been able to
communicate without learning English, they would most likely not be as motivated to
learn EFL. Thus, learning EFL was probably the means to the end of being able to
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communicate in English. Nevertheless, the responses sorted under the label
integrated regulation indicated that the importance of learning EFL had been

internalised in the students’ personal reward system.

A small group of responses referred to intrinsic motivation as the reason for learning
EFL was the language itself (See document B-4 in Appendix 8). Some of the
responses sorted under this label were “English is fun”, “It is an interesting
language.”, and “English is an old and exciting language.” (See document B-4 in
Appendix 8). The key words in these answers were English, fun, interesting and
exciting, all of which signalled that the motivators were directly linked to EFL learning

and that the motivation was intrinsic (Cf. 2.3.1.1).

4.6.2.2 Indications of complexity in the motivational process

An important observation with regards to the responses to the phase 3 qualitative
guestion asking the students for their reasons for wanting or not wanting to learn EFL
(See Appendix 8) was that students referred to more than one type of motivation in
their responses. The students were asked to provide up to three reasons for wanting
to learn EFL. Some students referred to both extrinsic and intrinsic motivation, and
others refer to more than one type of extrinsic motivation (See Appendix 8). This
suggests that motivational process for EFL learning is complex and difficult to

monitor.

Students’ responses also revealed that you may experience various types of
motivation while working on the same task. Donna’s responses to question 1, 2 and 3
in SA form 3 (See Appendix 11), which represented the self-assessment activity
related to text 2 (See document E in Appendix 11), were examples of responses that
provided insight into the complex nature of the motivational process. In her answers
Donna referred to external regulation when assessing the contents of her text “I have
been writing this texts good i think, Because i have answered the question” (See
document A in Appendix 11). She referred to curbed motivation when assessing her
language skills, “I don't know for sure i'm not that good at writing texts” (See
document B in Appendix 11) and to external regulation again when assessing her
paragraphing “l think its ok because i have a few paragraphs” (See document C in
Appendix 11).
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Additionally, a student such as Carrie who referred to external regulation when
assessing the contents of her first written assignment in 8™ grade “I feel like | have
wrote a good text because | have done what | were going to do and | have answered
the questions.” (See document A in Appendix 10). When assessing her second
written assignment in December she referred to curbed motivation “I misunderstood

a little bit of the text.” (See document A in Appendix 11)

Thus, data collected from the SA forms and the phase 3 qualitative question asking
the students for their reasons for wanting or not wanting to learn EFL, suggested that
the students’ motivational process was not necessarily a straightforward process

where they were either motivated or not motivated for EFL learning activities.
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5 Conclusions

In the following, conclusions based on central findings in the research project’s data
are presented. They are presented thematically in accordance with the research
question which reads “How do lower secondary EFL students experience practices of
self-assessment, and how do such self-assessment practices affect their motivation
for EFL learning?” (Cf. 1.7). Conclusions related to self-assessment, the students’
opinions about self-assessment activities and the self-assessment instruments are
presented before the conclusions related to motivation for EFL and the motivational

aspects of the self-assessment activities.

5.1 Summary of Findings

The students partaking in the research project displayed mixed attitudes towards
self-assessment activities in the actual self-assessment process. One group of
students, group A, displayed more interest than the other group, group B. Students in
group B displayed signs that may be interpreted as self-assessment tiredness (Cf.
4.4). However, in the students’ evaluation of the self-assessment activities in phase 3
of the research project (Cf. 4.3) most students responses suggested positive

attitudes and that the students appreciated the opportunity to self-assess.

Findings indicated also that the SA forms promoted a type of self-assessment that
increased the students’ awareness of their EFL competence (Cf. 4.5.2). The SA
forms did not, however, seem to provide the students the opportunity to assess their
EFL learning process in a way that increased their insight into this process. Neither
did the findings from the research project indicate that self-assessment activities
affected these students’ motivation for EFL learning after one semester in lower
secondary school. However, there are indications in the research material that may
support the assumptions that self-assessment activities can help the students in the
metacognitive process of understanding the motivational factors that affect them in
their EFL learning process.

Most of the respondents applied a very narrow definition of what the concept of
motivation entails. Their understanding of motivation at the beginning of the research
project seemed to be the equivalent to the definition of intrinsic motivation (Cf. 4.6.1).

Furthermore, they reported high levels of intrinsic motivation for EFL learning and
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consequently strong commitment to EFL learning activities. Although the students’
intrinsic motivation for EFL seemed to stay more or less the same throughout the
semester, there were indications of movement in a negative direction within this
category. This was contrary to reported commitment to EFL activities where the
students reported a slightly stronger commitment to activity. These opposite
movements in the two categories may indicate that extrinsic motivation such as
grades and learning objectives had come into play and to some extent affected the

presence of autonomous types of motivation.

Within this EFL learning context, the EFL students turned to both intrinsic and
extrinsic motivation when looking for the fuel they needed to commit to and complete
EFL learning activities (Cf. 4.6.1.3). They looked for motivational influence within the
motivational spheres that were familiar to them. That is, they looked for, and found,
motivation within themselves, in the EFL tasks, in grades, in EFL learning objectives,
in EFL working methods, in EFL topics and the list continues (Cf. 4.6.1.1, 4.6.1.2,
and 4.6.1.2.1). The self-assessment activities, particularly the self-assessment
activity represented by SA form 2, may have helped the students navigate through
this jungle of complex motivational influences and thus helped them discover what
motivated them and what helped them commit to working with an EFL subject topic
such as Australia (Cf. 4.6.1.1).

The need for competence seemed to surpass other needs within this, for the
students, new EFL learning context. They indicated a need to understand what the
framework, such as learning criteria and how these criteria were used to grade their
EFL skills. In their responses the students also projected need for relatedness. Need
for autonomy, however, did not seem to be of significance at this stage in their EFL

learning process.

There are no indications in the data material that the changes in the students’
motivation for EFL learning and commitment to EFL learning activities were due to
the self-assessment activities (Cf. 4.6.1). Nevertheless, the students’ appreciation of
the self-assessment activities indicated that these activities supported the students’
in their efforts to meet their own basic psychological needs for competence and
relatedness (Cf. 4.2.2).
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5.2 Didactic implications

In a learning arena where EFL teaching and learning are based on sociocultural
learning theory (Cf. 2.4) and where emphasis is on autonomous learner behaviour
and learning in the zone of proximal development (Cf. 4.2.2) the metacognitive and
communicative aspect of the learning process must be central. Thus, language
learning strategies (Cf. 2.2) applied in that context should aim at improving both the
learners’ intra- and interpersonal communicative skills. In sociocultural learning
theory another central idea is that learning is mediated. To mediate learning,
students need metacognitive and intrapersonal communicative skills. In sum, to
learn, students need to be able to communicate both with themselves and their
surroundings. Furthermore, what is taught and learned must be based on the
principle that the contents of the learning material are meaningful to the students in
their context. That is, it should be based on a learner central approach to EFL
teaching and learning. With regards to EFL, as the results from this study indicate
that the students are focused on the utilitarian aspect of EFL knowledge and that
they emphasise that EFL knowledge is more important to them outside the school
context than inside, this should be reflected in the EFL learning material and activities
they meet in the EFL learning context. The didactic implications listed below are
based on one or more of the ideas related to sociocultural learning theory that are

presented in this paragraph.

EFL self-assessment activities should take into account that all students are different.
Particularly when entering a new EFL learning context, such as this research setting
(Cf. 3.4), students may arrive with a variety of learning experiences in their backpack.
Some students have much while other have little experience with EFL self-
assessment activities. Some students self-assess their EFL learning process
autonomously (Cf. 4.1.2), others only reflect on this process when prompted to do so.
Therefore, as for other learning activities where we take into account that students
are different and perform at different skill levels. EFL self-assessment forms should
probably be, in accordance with theories on scaffolding and the zone of proximal
development (Wood & Wood, 1996), flexible in form to fit the individual student’s
experience with EFL self-assessment activities. E.g., some students, who self-assess
autonomously, could write an EFL self-assessment log or an EFL learning diary in

which they textualize their thought processes. Other students, who are less familiar
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with the act of self-assessment, could be provided scaffolding SA-forms that assist
them through EFL self-assessment activities and thus gradually develop their self-
assessment skills. Students who have no experience in EFL self-assessment
activities could be provided EFL self-assessment tools such as the European
Language Portfolio (ELP) as these may help the students understand what self-
assessment involves. Furthermore, as there are indications in the data-material that
encouraged self-assessment activities may have a negative impact on autonomous
self- assessment (Cf. 4.4) it is important that the SA forms are designed in such a
way that they may be gradually deconstructed as the students’ progress and prove

signs of autonomous EFL self-assessment activity.

Self-assessment activities as a learning strategy in a learning arena where the
teacher bases teaching and learning methods on sociocultural learning theory (Cf.
2.4), the tools should aim at being communicative in form. Thus, if the aims of the SA
forms are to improve the students intra- and interpersonal communicative EFL skills,
the self-assessment activities should be designed with both intra- and interpersonal
dialogue in mind. E.g., the students could use a voice-log when doing homework
where they talk themselves through, in English, a problem-solving task, or they could
complete a post task SA-form recapitulating, in English, the work-process related to
solving an EFL task. That is, the self-assessment activities must help the students to
further develop skills that strengthen their ability to reflect on the complex influences
(Cf. 2.4) that affect them in the EFL learning situation.

The students’ evaluation of the EFL self-assessment activities suggested that they
seemed to appreciate the opportunity to use the SA forms as a channel through
which they could communicate about their EFL learning process with their teacher.
Particularly in a situation where the EFL learning context is unfamiliar to the students,
it is important to establish channels of communication between students and
teachers. The students’ comments about the EFL self-assessment activities confirm
that the SA-forms may be one instrument through which the students can
communicate with their teacher. The SA forms could be an instrument through which

the students’ need for relatedness in this new EFL learning context can be met.

The SA forms as a communication channel could also prove useful in supporting the

students’ efforts to understand what it would take to consider themselves skilled EFL
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learners in this new environment. The responses in the SA forms suggested that the
students employed much efforts in understanding the EFL learning criteria that had

come into play in this new EFL learning context. Learning criteria was not addressed
in the SA forms. Thus, the SA forms used in the research project did not address the

students’ need for EFL competence in a proper manner.

The EFL learning criteria is the framework on which | base my teaching and the base
on which | measure the students’ EFL skill level. If the aim is to improve the students’
ability to make autonomous decisions about their EFL learning process, it is
important to help them understand what they are supposed to learn and on what
basis we measure their EFL skills. This is something that future SA-forms need to
address if they are to be of help in fulfilling the students’ need for autonomy. Their
lack of interest in making autonomous decisions in their EFL learning process may

be related to the lack of focus on learning criteria in the SA forms.

In other words, the EFL self-assessment activities should be an instrument for
communication between the teacher and the students about the EFL learning criteria
in addition to the EFL learning process. This also indicates that the SA forms that aim
at familiarising the students with a new EFL learning arena, should be in the form of a
dialogue between the EFL students and their teacher rather than the students’

monologues receiving comments from the teacher.

Findings from this research project seem to confirm the presumption that motivated
students commit to EFL learning activities (Cf. 4.1). Consequently, we should make
an effort to provide the students EFL learning activities and materials that carry within
them a potential for intrinsic motivation. To be able to do so, it is important that we
know what the students find fun and interesting. The student may communicate this
information via SA forms. This information may help teachers in their motivational
work within the EFL learning context. That is, this information may be added to the
foundation on which teachers plan EFL learning activities and thus increase the
teachers’ potential of being successful in terms of providing the students EFL
learning activities they find motivating and to which they may be willing to commit.
Conclusively, if the incentive is to use self-assessment activities to motivate the

students to commit to EFL learning activities, it might be wise to use SA-forms to
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involve the students in the planning of EFL learning contents. In the SA forms, the

students could, e.g., be prompted to suggest topics to work with in EFL classes.

The student’s perception of what motivation for EFL learning entails should be
addressed in the EFL learning situation. Being in possession of knowledge about the
students’ understanding of and thoughts concerning elements related to the EFL
learning process and learning context may be helpful in the teachers attempts to
address this issue. Such knowledge could provide teachers the opportunity to adjust
the students’ perceptions of what motivation is and, thus, calibrate their presumptions

about their own motivation for EFL learning.

For students to understand the nature of motivation for EFL it may be important that
these students understand that motivation may originate from somewhere else than
from their own personal reward system. They need to understand that they do not
need to experience intrinsic motivation in order to consider themselves motivated for
EFL learning. If students have a broader understanding of the concept motivation,
they might find it easier to look for motivation elsewhere in addition to their personal
reward system. That is, a student having trouble thinking about EFL learning as fun
and interesting might find motivation in other aspects of the EFL learning situation,
such as working methods and learning material, if they have experienced that it is

possible to do so.

Summarising the above, first and foremost, the SA-forms may serve as a
communicative instrument through which the teacher can assist the students in their
EFL learning process. Furthermore, as one of the important tasks for the EFL teacher
is to support the students in their efforts to navigate in the EFL learning context, the
SA forms may provide teachers information about the students’ EFL learning
process. This information may prove valuable in teachers’ efforts to assist the
students in their pursuits of EFL skills and in the teachers’ enterprise to motivate the
students to commit to EFL learning activities.
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5.3 Possible limitations of the study

Although the data collected in the research project provide valid and reliable
information about the projects’ participants opinion about self-assessment activities
and motivation for EFL learning, there is an issue with regards to the participants’
achievement level that did not allow me to generalise the findings. The issue relates
to the participants’ EFL achievement level as only students ranging as middle or
high-level achievers agreed to take part in the research project. Thus, the data
collected do not represent students from all achievement levels. Consequently, as
the data only represent opinions and views of students within middle and high EFL
achievement level, conclusions may only be drawn for the middle and high

achievement level students in the two classes.

The survey guestionnaires in phases 1 and 3 of the project did not allow for the
collection of data about extrinsic motivation in the same manner as for extrinsic
motivation (See Appendix 6). A wider range of questions such as “I did the EFL tasks
| was asked to do because it was important”, “I did the EFL tasks | was asked to do
because | had to” and “I did the tasks | was asked to do because | would lose
privileges if | did not”, could have provided better insight into a wider range of types
of motivation for EFL learning and commitment to EFL learning activities and
probably a better understanding of the processes that influenced these students’

motivation for EFL learning.

5.4 Suggestions for future research

The increased number of references made to controlled types of motivation in SA
form 3 as opposed to SA form 1 raises two issues which may be important to
investigate further. The first is whether the students consider introjected regulation
more important as motivational fuel than identified regulation or, as previously
discussed, whether this is a natural development towards incorporating new types of
motivation into their own reward system. That is, what would it take for the students
to find reasons to make the new criteria part of their own value system and will the
students in future self-assessments provide more references to internal regulation, or

will they increasingly refer to controlled regulation?
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A close investigation of the process of internalisation of extrinsic motivators may
provide important information about the processes that influence motivation for EFL
learning. There might be a potential in the area of motivation if we understand better
how this internalisation process takes place and how we may assist students in their
efforts to internalise extrinsic motivators. Furthermore, it could prove useful, in the
realm of motivational work, to know more about the factors that influence this process

of internalisation.

One area which | believe it would be beneficial to investigate further is whether a type
of self-assessment activities focusing on metacognitive processes may be used in a
bildung aspect in the EFL learning context. The EFL learning context is a learning
arena as is any other learning arena in society. Entering into this learning arena
successfully requires that EFL learners know the rules and requirements that govern
this learning context. As suggested in a large portion of the students’ SA form entries,
the students spent much energy on interpreting the new EFL learning context they
had joined. They understood that the new EFL learning context was a learning arena
in which a specific learner behaviour may be beneficial. In other words, could a self-
assessment instrument that focused on metacognitive processes help the students’
bildung process and consequently their transition into a new EFL learning
environment? Furthermore, could such a bildung perspective of self-assessment

activities improve the students EFL skills?

Another area in which this type of self-assessment instrument, focusing on a
dialogue between the teacher and the students, help the students improve their EFL
communicative skills. That is, could the self-assessment instrument, in addition to
being an instrument for metacognitive processes, also help the students achieve
language learning objectives in the English subject curriculum such as “adapting the

language to purposeful objectives and to the recipient” (ENG1-03, 2013, p. 3)?
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Appendices

APPENDIX 1 OLD SELF-ASSESSMENT FORM

Eigenvurdering. Nar du er ferdig med oppgava.

Kva for mal som andre og du sjglv
sette opp for dette stoffet, har du
nadd?

Korleis arbeidde du for & finne ut av
det du trengte for & n& mala?

Fungerte det & bruke den
arbeidsmetoden brukte? Kvifor /
Kvifor ikkje?

Kva kunne du gjort, kva treng du for
a lgyse oppgava enda betre?

Korleis ville du gjort det dersom du
skulle gjort oppgava ein gang til?

Kva for erfaringar vil du ta med deg
nar du skal setje i gong med nytt
arbeid?

Det stoffet du har arbeidd med no
og dei mala du har nadd, kva kan
du bruke det til?
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APPENDIX 2 SELF-ASSESSMENT FORMS 1 AND 3

Navn: Klasse:

How well have you written your texts in this task? Explain why.

Hvor gode tekster har du som svar pa oppgavene? Forklar hvorfor.

How is the language in your texts? Explain why.

Hvordan er spréket i tekstene dine? Forklar hvorfor.

How is the paragraphing in your texts? Explain why.

Hvordan er avsnittsinndelingen i tekstene? Forklar hvorfor.

Describe and explain in your own words two things that you have done well on this task:

Beskriv og forklar med egne ord to ting du mener du har fatt til pA denne oppgaven:

Describe and explain in your own words two things that you need to work on:

Beskriv og forklar med egne ord to ting som du tenker at det ma du jobbe mer med:

Make a bullet-list where you describe and explain why you think it is most important to focus on
these two things.

Lag en punktliste der du beskriver og forklarer hvorfor du mener det er viktigst a fokusere pa disse to
tingene.

Make a bullet list where you describe what you think you should do to work with these two things
towards the next written evaluation.

Lag en punktliste der du beskriver hva du mener du méa gjgre for a jobbe med disse to tingene frem
mot neste evaluering.

Make a bullet list where you describe and explain how you have taken your own and my comments
on your last self-assessment while working on your focus areas towards this evaluation.

Lag en punktliste der du beskriver og forklarer hvordan du har tatt hensyn til din forrige
egenvurdering og mine kommentarer frem mot denne vurderingssituasjonen.

Make a bullet list where you describe and explain what is still difficult when you need to write English.

Lag en punktliste hvor du beskriver og forklarer hva som fremdeles er vanskelig nar du skal skrive
engelske tekster.

Make a bullet list where you describe how you think the teacher may help you to make this easier.

Lag en punktliste der du beskriver hvordan du tror leereren kan hjelpe deg for a gjgre dette enklere.

Make a bullet list where you describe what you think that you may do to work on what you believe is
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difficult.

Lag en punktliste der du beskriver det du mener du selv kan gjare for & gjgre noe med det som er
vanskelig?

Grade yourself on the basis of your work and your self-assessment.

Gi deg selv karakter med utgangspunkt i arbeidet ditt og egenvurderingen din.

Karakter:

If you could decide how to work and your task was to express yourself better when writing English,
how would you do it?

Dersom du selv fikk bestemme arbeidsmater og oppgaven din var & uttrykke deg bedre i skriftlig
engelsk, hvordan ville du gjort det?
Give 1-2 suggestions. If you do not know, you answer «none».

Skriv 1-2 forslag, dersom du ikke vet, sa skriver du «ingen»
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APPENDIX 3 SELF-ASSESSMENT FORM — PRE-READING ACTIVITY

Navn: Klasse:
Do you understand the contents of the topic? Yes/ No/ Uncertain/
Forstar du hva temaet handler om? Ja: Nei: Usikker:

Make a bullet-list where you describe and explain how you understand this topic.

Lag en punktliste som beskriver og forklarer hva du tror temaet handler om.

Make a bullet-list where you describe and explain what you think is the best way to work with this
topic.

Lag en punktliste som viser hvordan du mener det er best & arbeide med dette temaet

Do you think the topic gives you the opportunity Yes/ No/ Some/

) - - .
to solve it the way you think is best~ Ja: Nei: Noe:

Tenker du at temaet &pner opp for at du kan
jobbe slik du selv mener er best?

Make a bullet-list where you explain why you answered yes, no or some on the last question.

Lag en punktliste med grunner til at du svarte ja eller nei pa forrige sparsmal.

Do you need help from your teacher to work with Yes/ No/ Uncertain/

. o
this topic Ja: Nei: Usikker:
Trenger du hjelp fra leerer for & jobbe med
temaet?

Make a bullet-list where you describe and explain how you believe the teacher should address the
topic.

Lag en punktliste der du sier noe om hva du mener laerer bgr gjgre i forbindelse med arbeidet med
dette temaet

Make a bullet-list where you describe and explain how you believe your peers can contribute in
working with the topic.

Lag en punktliste der du sier noe om hva du tror medelever kan bidra med i arbeidet med dette
temaet.

Make a bullet-list where you describe and explain what you think is difficult about the topic. If you do
not think that anything is difficult, you write “nothing”.

Lag en punktliste der du skriver hva du synes er vanskelig med temaet. Hvis du ikke synes noe er
vanskelig, sa skriver du «ingenting».
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Make a bullet-list where you describe and explain what you think is interesting about this topic. If you
do not think that anything is interesting, you write “nothing”.

Lag en punktliste der du forklarer hva du synes er interessant med oppgaven. Hvis du ikke synes

noe er interessant, sa skriver du «ingenting».

Make a bullet-list where you describe and explain what you think is fun about the topic. If you do not

think that anything is fun, you write “nothing”.

Lag en punktliste der du beskriver og forklarer hva som er morsomt med temaet. Hvis du ikke synes

at noe er morsomt, sa skriver du "Ingenting".

Is it easy to motivate yourself to work with this
topic?

Er det lett & motivere seg for & jobbe med dette
temaet?

Yes/ No/ Uncertain/
) N Usikker:
Ja: Nei:

Make a bullet-list where you explain why you answered yes, no or uncertain.

Lag en punktliste der du forklarer hvorfor du svarte ja, nei eller usikker.
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personopplysningsioven.

Persorvermomiudets vurdering forutsetier at progiekiet glennomifieres | trad med opplysningens
gItt | meldeskjemaet. komespondanse med ombudet, ombudets kommertarer samt

personopplysningsioven of helsereglsterioven med forskrifter. Bshandlingen av personopplysninger kan
saties | gang.

Det geres Copmerksom pa ak det skal gis Ny mekding dersom behandlingen endres | fornold bl oe
opplysninger som lgger il grunm for personvernombudets vurdearing. Endringsmeldinger gis via et sget
skjema. Det skal ogsd gis melding etter tre & dersom prosjektet fortsstt pagar. Meldinger skal sikje
skriftii til ombudet

Persorvernomiudet har lagt ut opplysninger om prosiektet | en offentily databese.

Parsorvernomibudet vl wad prosjeltets svsliutning, 30006.2018, rette en hemvendelse angdends
StatUs for Benanalingen av personopplysninger.

Dersom noe er uklart ta giarme kontakt over telefon.

Viennlig hilsen

ChokiTidinis ar SR Donih Srosiadi oF Sodvael wd NE0S uiner B sakleail goakidnng
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Marlanne Hagetvelt Mytren
Beiinda Gloppen Helle

Fontaktperson: Balinda Gloppen Helle tif: 65 58 28 74 [ belinda_helle g nsd.no

Vedieng: Prosjektvurdaring
Kopl: Hanne Solvesg Bakke, Hanne, BakkeqPstudent. ulb.no

132



Personvernombudet for forskning (ﬁ)

Prosjekturdenng - Kommentar

Proajekizr: 55091

INFORMASION OG BAMTYEEE
Utralget (ikolealewr og dares forusate) informeres skriftlig cm prosjeiiet of samtykker 6l delzielss.
Infoomasjomsskrivet motian pd epost 15.08. 2007 er godt eiformet.

BARN I FORSENING

Dialer av wrvalget 1 prosjelctet ar barn og wmew, og deter foreldrans deres som samrykier ol delnkelse. Likeral
bar barnz 8 informasjon ooz prosjeictet som ertlpasset demes ordforzdd. Det ar ogsd viktig at bama og
mgdommsens fir informuasjen om at de kan velge ke & dalta i prosjakiet vtz de ansker da4, sabr om foraldrena
har samyicket

FORSENING I EEOLEN

Mems skole ar en obligatesick arens for bam of foreldrenc, skal deltakalse i forskming vere frivlliz.
Foresperialen md derfor alltid rettes pd ax slik mite at de foresparie ikke opplenver precs om & delta, gjerms ved
4 understreke at det ke vil phvizske forheoldet gl skole bromvide de emskear § vere med § studisa eller ikke. Darn
opplyeer om at ekmuthering skjer via sget mettrark. Perwonwwrnoestmdet legper 4l promn at fivilligheten hvanstas
og mrinnar om at frivillighet kan vmre problemetisk ndr an ekmterar gjermome aget nettvark knds det er et
wmhsnmghetsinrheld mellom den som refmatierss o xformant, som for skweonpal forheldet pxellons lamer of
wlan.

Vidare bar det plazlopges et alternatvt opplegs for de som ikls deltar. Dette ar szclig mlevant ved nefylli=g av
sperreikjenua 1 skoletidan

DOBEELTROLLE

Som ansatt ved skolen bier datainncamlingon skal foregd har smdenten an dobbalolle. Studezten har satt weg
inn de forboldene wn pdl vere bevivt pi ved fordkming pd epgen arbeidsplass. Wi viser har il wire nettsider:
hitp:wwrw . nsd nib no/pemorvurmombud hjslp fordming stera fegen arbeidsplass homl

DATAINMNEARMLING
Diatainnsamslinges i datie prosjeined samle: mm i fine dalar:

1. Undarialcs bverdan alevense opplever praktisaring av tdligers epsenmrderingspraicis ved hruk av ot digalt
sperreikjera I falpo informasjomsskrivet ar denme delem av datainnzamiingen ancmm . da alevens Br nidalt ot
kandidsmpamer ved starten av prosjekiperioden og bebolder detie gjennom prosjekipenodsn. Smdenten ar ke
kjunt med brilken elevw som har brviliet kandidamurmar. Pemomvernombudet legeer dl gronn at den digiale
leszingen wom brakes tl 4 sands ut spermuikjemaet ogsd ar anooym of 2t det tkke logges keblingar pallom
faks. apost-TP-adrecce og bemamaluer.
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2. Gjsozomfere egsanurdering i faget. Dette aren del av ondinzr mndervising. men det er wishkkands
spsmnurdsringena 1l de alevens som bar samtykket 6l 4 delta som skal bearyttes som datagmonlag for
masterprosjeiotet.

3. Undarsals knvordan elevens opplever praktisaring av egsmmrderingsprakis 1 hestrarmines, og demes
motirasjon for & lzre sngelik samles m wed bk 2w ot digitalt spermeckjema. I llkhet med gjannominringen av
dal 1 ar denne delen ogsd anomym.

4. Gijsonomfer gruppeintervin med ekt elever om derss cpplevelss av sammenbongen mallom sgermrdsaring
og mxotivasjon. Elevene som skal delta @ intervja skal mott of eget informejonsskriv. Vi ber om at detia
starsemdaes tl percovermombedatZnad no ndr detts forelizzer.

ANDEE GODEENNINGER
Penomemombadet leggar tl gruzm at prosjeicet ar godijent av mngdomsskolans ledalse.

INFORMASTONSSIEEFRHET

Penomemombadet leggar tl gruzm 2t forsker ettarfalger Universitetet 1 Bergen wine imierme mutiner for
dafasikierhet. Diamom pemonopphyninger skal lagres pd mobile enheter, ber opplymingens krypiure
tilstrakkaliz.

PROGIEETSLUTT, VIDERE LAGETNG (Mr AMONYMISERTNG

Forventet prosjelctshoit ar 30.06.2016. Ifnlge prosjektmeldingen skal innsamisde opplyszinger da oppbevares
med parsexddentifkasjon il 31.08.2020 for 3 kmnne bookee datamaterialet § videre arbeid med § endersoke
Iverdan o om egemmrdaring over tid pividrer alevanes mofvasjon.

Mir smdenten ikks leager ar tilknytot belandlingsansvarliz insttmsjon (UiB), opphorer M50 sin rolle som
pensonvemonbud for smdenten. Smdenten skal da overta ansvaret for bebandling av dxtamaterialet, fomutsatt at
datte ar avklart med Uil. Vi mizmer om at smdenten o ansvaslig for selv 4 malds viders cppbevaring av
datamaterialet tl Damtlamet. Vi viser tl epest sandt ol smdenten 15.08 2017 kvor dette: forklanes.

Vied prosjekisbett 30.08 3020 deal datamatarialet amomymziserss. Anczymisering inneharar 4 bearbeide
detamaterialet @ik at ingen snkeltparsoner kan gjenkjennes. Det gjares ved 4:

- alwtte direirte personopplymingss (som nawnkoblingimakiosl)

- alette/ omakrive imdirekcte perscoopplyininger (identi fivemnds sammenstilling av bakgruonsopplyininger som
faks. bosted'arbaidssied, aldar of kjezm)

- slette digitale byd-hilde- of videcoppak
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APPENDIX 5 INFORMDED CONSENT LETTER

Til elever og foresatte
Elever pa 8 trinn ved Sola Ungdomsskole

Beskrivelse av prosjekt

Jeg skal gijennomfare et prosjekt i to 8 klasser jeg underviser i ved Sola Ungdomsskole. Prosjektet er
knyttet opp mot min masteroppgave i emnet ENGMAUG650 Master i Undervisning med fordypning i
Engelsk. Masteroppgaven min handler om egenvurdering og motivasjon.

Forskningspersmalet ser ut som felger: “How do lower secondary EFL students experience practices
of self-assessment and how do such self-assessment practices affect their motivation for EFL
learning?” Oversatt til norsk vil forskningsspgrsmalet se ut som falger; “Hvordan opplever elever i
ungdomsskolen egenvurderingspraksis i engelskfaget og hvordan pavirker slik egenvurderingspraksis
deres motivasjon til & lzere engelsk?»

Prosjektet vil veere oppdelt | faser som fglger elevenes temaplaner og vurderingssituasjoner. Jeg
ansker & gjennomfare den delen av prosjektet som berarer klassen i perioden august 2017 til og med
januar 2018.

Det jeg gnsker a gjare

1) Undersgke hvordan elevene opplever praktisering av tidligere egenvurderingspraksis, og deres
motivasjon for & laere engelsk ved hjelp av et digitalt spgrreskjema. Denne undersgkelsen
gjennomfgres med alle elevene som far tillatelse til & delta i prosjektet.

Det er et mal at elevsvarene pa denne undersgkelsen er anonymiserte. Dette oppnar jeg ved hjelp av
kandidatnummerering og digital gjiennomfgring av undersgkelsene. Elevene trekker et
kandidatnummer ved innledningen av prosjektperioden og beholder dette kandidatnummeret gjennom
hele prosjektperioden. Jeg skal ikke vite hvem som har trukket hvilket kandidatnummer.

For noen deler av analysearbeidet i etterkant av undersgkelsene er det viktig at elevene pa
undersgkelsen oppgir kjgnn og nivavurdering (hay, middels, lav) ved siste halvarsvurdering i
engelsk.

2) Gjennomfgre egenvurderinger i forbindelse med

e oppstart av temaperioder

e avslutning av temaperioder

e oppstart av stgrre oppgaver

e avslutning av starre oppgaver

¢ muntlige og skriftlige vurderingssituasjoner

Egenvurderingene er en del av undervisningen og gjennomfgres av alle elevene som jeg underviser i
engelsk. Kun egenvurderingene til de elevene som har fatt tillatelse til & delta i prosjektet vil bli
benyttet som referansemateriale i masteroppgaven. Referansematerialet som benyttes blir
anonymisert i masteroppgaven.

3) Undersgke hvordan elevene opplever praktisering av egenvurderingspraksis i hgstterminen, og
deres motivasjon for & leere engelsk. Denne undersgkelsen gjennomfgres med alle elevene som far
tillatelse til & delta i prosjektet.

Elevene benytter kandidatnummer og digital gjennomfering av undersgkelsen for & sikre
anonymisering. Elevene logger p& undersgkelsen med det kandidatnummeret de fikk tildelt i
begynnelsen av prosjektperioden.
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For noen deler av analysearbeidet i etterkant av undersgkelsene er det viktig at elevene pa
undersgkelsen oppgir kijgnn og nivavurdering (hay, middels, lav) ved siste halvarsvurdering i
engelsk.

4) Gjennomfgre et gruppeintervju med seks (6) elever om deres opplevelse av sammenhengen
mellom egenvurdering og motivasjon. Jeg gnsker & bruke videopptak av intervjuet som grunnlag for
transkribering. Intervjuene gjennomfgres av meg og vil derfor av naturlige arsaker ikke veere anonyme
for meg. Elevsvarene vil veere anonymiserte i master-oppgaven. Det vil bli utarbeidet eget
samtykkeskjema for de elevene jeg gnsker a intervjue i januar.

Alle skjemaer og intervjuer i forbindelse med prosjektet vil bli utarbeidet bade pa norsk og engelsk.
Dette fordi jeg gnsker & innhente svar fra s& mange elever som mulig, ogsa de som opplever det som
en utfordring & kommunisere pa engelsk.

Jeg @nsker at utvalget elever som deltar i prosjektet representerer bade jenter og gutter, hayt, middels
og lavt motivasjonsniva, samt hayt, lavt og middels karakterniva.

Jeg haper at dere som foresatte, sammen med elevene, gnsker a gi deres samtykke til at dette
prosjektet giennomfares i klassene jeg underviser i engelsk da akkurat denne formen for
egenvurderingsarbeid er lite belyst i eksisterende litteratur. Prosjektet vil forhapentligvis gi ny innsikt i
hvordan egenvurdering pavirker elevenes prestasjons- og motivasjonsniva. Det vil vaere til stor hjelp
for meg og arbeidet med masteroppgaven min om dere lar elevene delta i dette prosjektet. Pa forhand
takk.

Med vennlig hilsen

Hanne S. Bakke

Ikke Klipp av — signer skjemaet og lever inn hele dokumentet. Originalskjemaet oppbevares av
meg. Jeg tar kopi av skjemaet og leverer en kopi til eleven. (Obs: det trengs kun signatur fra en
foresatt, men jeg tar gjerne i mot signatur fra to.)

Jeg @nsker & delta pa prosjektet Ja (sett kryss) Nei (sett kryss)

Eleven sitt navn: (skriv med store bokstaver)

Eleven sin signatur:

Jeg @nsker at eleven jeg er foresatt for deltar i Ja (sett kryss) Nei (sett kryss)

prosjektet

Foresatte sin signatur:

Foresatte sin signatur:
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APPENDIX 6 PHASE 1 AND PHASE 3 SURVEY QUESTIONNAIRES

Response options - Scales of measurement — Phase 1 and Phase 3 Surveys

Alltid Always
Ofte Often

Noen ganger Sometimes
Sjelden Rarely
Nesten aldri Hardly ever
Aldri Never

Statements and questions in the phase 1 survey. All statements and questions refer to English as a

foreign language (EFL).

Revert to your thoughts about EFL and how you worked with EFL in 7th grade.

Kvantitative pastander:

Quantitative statements:

Jeg hadde lyst til & gjgre oppgavene jeg fikk i
engelsk.

| wanted to do the EFL tasks | was assigned.

Jeg likte & gjgre oppgavene jeg fikk i engelsk.

| liked doing the EFL tasks | was assigned.

Jeg syntes oppgavene jeg fikk i engelsk var
morsomme.

| thought the EFL tasks | was assigned were
fun.

Jeg forstod, uten hjelp, oppgavene jeg skulle
jobbe med i engelsk.

| understood, without help, the EFL tasks | was
assigned.

Jeg spurte lzereren om hjelp til & lzse oppgaver
jeg fikk i engelsk.

| asked the teacher for help to solve the EFL
tasks | was assigned.

Jeg tenkte pa at jeg jobbet godt med
hjemmearbeid i engelsk.

| reflected on my efforts in working with EFL at
home.

Jeg tenkte pd at jeg jobbet godt i engelsktimene
pa skolen.

| reflected on my efforts in working with EFL at
school.

Jeg tenkte pd at jeg kunne jobbe annerledes i
engelsktimene pa skolen.

| reflected on whether | could work differently in
EFL lessons at school.

Jeg tenkte pd at jeg var godt forberedt til det jeg
skulle jobbe med i engelsk pa skolen.

| reflected on how well prepared | was for EFL
lessons at school.

Jeg tenkte pa at jeg kunne jobbe annerledes med
hjemmearbeid i engelsk.

| reflected on whether | could work differently in
EFL activities at home.

Jeg tenkte over tilbakemeldinger jeg fikk pa
arbeidet jeg gjorde i engelsk.

| reflected on feedback | received on my EFL
work.

Laereren min ba meg om & beskrive hvordan jeg
arbeidet med oppgavene i engelsk.

My teacher asked med to describe how | worked
on the EFL tasks.

Leereren min ba meg om & beskrive hvordan jeg
arbeidet for & lesere meg engelsk.

My teacher asked me to describe how | worked
to learn EFL.
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Leereren min ba meg om a sjekke om jeg forstod
oppgavene jeg fikk i engelsk.

My teacher asked me to check whether |
understood the EFL tasks or not.

Leereren min ba meg om & komme med forslag til
hvilke oppgaver vi kunne jobbe med i engelsk.

My teacher asked me to suggest EFL learning
activities and tasks that we could work on in EFL
classes.

Leereren min ba meg om & komme med forslag til
hvordan jeg kunne jobbe med oppgaver i engelsk.

My teacher asked me to suggest how | could
work with EFL tasks.

Laereren min ba meg om & ga gjennom
kommentarer pa praver, skriveoppgaver og
presentasjoner.

My teacher asked me to examine feed-back on
tests, written assignments and presentation.

Kvalitativt spgrsmal:

Qualitative question:

Hva tenker du det betyr at man er motivert til &
leere engelsk?

What do you think being motivated to learn
English involves?

Phase 3 — New statements, instructions and questions

Kvantitative pastander:

Quantitative statements:

Jeg syntes oppgavene jeg fikk i engelsk var
interessante.

| thought the EFL tasks | was assigned were
interesting.

Kvalitative instruksjoner/spgrsmal:

Qualitative instructions and question:

Skriv tre punkter som du mener er bra med a
vurdere seg selv. Dersom du mener at det ikke
er noe bra med & vurdere seg selv, sé skriver du
ingen i alle feltene.

Write three things where you say something about
the benefits of self-assessment. | you do not think
there are any benefits of self-assessment, write
“none” in all the cells.

Skriv tre punkter som du mener er dumt med &
vurdere seg selv. Dersom du mener at det ikke
er noe dumt med & vurdere seg selv, sé skriver
du ingen i alle feltene.

Write three things where you say something about
the disadvantages of self-assessment. | you do
not think there are any disadvantages of self-
assessment, write “none” in all the cells.

Hvorfor har du lyst/ikke lyst til & leere engelsk?
Skriv maks tre punkter.

Why do you want/not want to learn English? Write
no more than three bullet points.
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APPENDIX 7 PHASE 1 SURVEY (DOCUMENTS 7A-1 TO 7B-3)

TA-1
Intrinsic Motivation Commitment to Activity
| wanted to do the English tasks | | thought | worked well with English
was assigned. homework.
| liked doing the English tasks | | thought | worked well in English
was assigned. o lessons at school. @
| thought the tasks | was assigned g | reflected on whether | was well g
o were fun. > prepared for what | was to work with in >
é p% English at school. ;%,
g §) S
O
252 5 5 4 14 5 5 5 15
253 5 5 4 14 5 4 1 10
256 5 4 4 13 6 4 3 13
259 5 5 4 14 5 5 4 14
263 4 4 4 12 5 5 4 14
266 5 5 4 14 5 5 4 14
268 5 5 4 14 5 5 4 14
271 4 4 4 12 5 5 4 14
272 6 5 5 16 5 6 4 15
273 5 4 4 13 5 5 5 15
276 6 5 4 15 6 5 5 16|
277 4 4 4 12 5 5 3 13
281 4 4 4 12 6 5 4 15
283 4 4 3 11 6 5 4 15
284 5 5 4 14 5 5 6 16|
286 2 2 3 7 3 3 3 9
289 5 5 4 14 5 5 1 11
292 4 5 4 13 5 5 4 14
293 5 5 4 14 5 5 5 15
295 5 5 5 15 6 5 5 16
298 6 6 6 18 6 6 4 16|
299 5 5 4 14 6 6 6 18
Sum 104 101 90 295 115 109 88 312
Participants 22 22 22 22 22 22 22 22
Mean 4,73 4,59 4,09 13,41 5,23 4,95 4,00 14,18
Mode 5 5 4 14 5 5 4 14
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TA-2

Autonomous Self-Assessment

Encouraged Self-Assessment

| reflected on, when there
was something | did not
master, whether | could do

My teacher asked me to

1) describe how | worked with English tasks.

o something different g 2) describe what | did to learn English. g
§ 1) in English lessons at 3 3) check whether | understood the English @
E school. § tasks | was assigned. E
O 2) when working on English % 4) look through comments on tests, written %
homework. O assignments and presentations. O
3) | reflected on the 5) comment on feedback | had received on
feedback | received on my tests, written assignments and
English work. presentations.
252 2 2 6 10 3 1 2 1 2 9
253 3 2 4 9 2 4 2 3 2 13
256 3 3 3 9 1 2 5 6 5 19
259 4 3 4 11 1 2 2 3 1 9
263 4 4 5 13 4 3 2 5 4 18
266 6 4 6 16 2 2 5 2 1 12
268 4 4 6 14 2 2 4 5 5 18
271 4 5 6 15 2 1 5 6 2 16
272 5 4 6 15 5 4 4 4 4 21
273 4 4 6 14 4 4 4 6 6 24
276 5 5 6 16 4 3 5 3 2 17
277 5 5 6 16 2 4 1 5 1 13
281 5 4 6 15 3 2 4 5 4 18
283 4 5 5 14 4 5 5 6 4 24
284 6 6 5 17 4 3 6 6 6 25
286 4 4 4 12 4 3 5 5 3 20
289 4 4 5 13 4 4 4 5 6 23
292 6 5 6 17 4 4 5 6 6 25
293 3 3 6 12 4 5 5 5 4 23
295 5 5 6 16 6 6 6 6 5 29
298 5 6 6 17 4 3 4 5 2 18
299 5 5 6 16 5 5 6 6 5 27
Sum 96 92 119 307 74 72 91 104 80 421
Respondents 22 22 22 22 22 22 22 22 22 22
Mean 4,36 4,18 5,41| 13,95 3,36 3,27 4,14 4,73 3,64 19,14
Mode 4 4 6 15 4 4 5 5 2 18

140




7A-3

Encouraged Autonomy

Relatedness

My teacher asked me to | asked my

Ile)silé%g(.aSt tasks that we could work on in English é EEZ%TS; fg;gﬁslﬁ §

® > asl§s | was >

g 2) suggest how | could work on English tasks. 2 assigned. 2

g 3) comment on response | had rece!ved on tests, § §

O written assignements and presentations.

252 4 4 6 14 3 3
253 5 5 5 15 3 3
256 2 2 5 9 4 4
259 4 3 2 9 4 4
263 2 1 1 4 4 4
266 3 4 4 11 4 4
268 1 3 2 6 4 4
271 2 4 2 8 3 3
272 4 3 6 13 5 5
273 4 2 2 8 3 3
276 4 1 6 11 3 3
277 4 4 5 13 5 5
281 4 4 4 12 5 5
283 2 2 2 6 4 4
284 4 4 6 14 3 3
286 3 3 1 7 3 3
289 5 3 4 12 2 2
292 5 4 3 12 4 4
293 1 1 5 7 4 4
295 2 3 4 9 5 5
298 4 4 4 12 2 2
299 5 4 1 10 6 6
Sum 74 68 80 222 83 83
Respondents 22 22 22 22 22 22
Mean 3,36 3,09 3,64 10,09 3,77 3,77
Mode 4 4 4 7 4 4
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7B-1

What does it mean to be motivated to learn English? Write maximum three items.

Indicators of intrinsic motivation

Man vil bli bedre i Engelsk.

That you want to improve your English.

Jeg tror det betyr at man faktisk har lyst & lzere.

| think it means that you really want to learn.

At vi har lyst til & leere nye ting.

That we want to learn new things.

De synes engelsk er kjekt.

They think that English is fun.

Man har lyst til 4 lzere.

You want to learn

Jeg tror det betyr at man faktisk har lyst & bli
bedre.

| think it means that you actually want to
improve.

Jeg tror det betyr at de vil leere mye engelsk

| think it means that they want to learn a lot of
English.

Man ma ha lyst til a laere engelsk;

You want to learn English.

Man har lyst til & leere mer.

You want to learn more.

Man liker engelsk og syns det er spennende og
interessant.

You like English and think of it as exciting and
interesting.

Man vil leere engelsk.

You want to learn English.

Man synes det er kjekt & leere engelsk.

You think learning English is fun.

Man vil.

You want to (learn English).

Man vil jobbe med engelsk.

You want to make an effort in English.

Man har lyst til & jobbe med engelsk.

You want to make an effort in English.

Man gnsker & laere mer.

You wish to learn more.

Man liker & jobbe med engelsk.

That you like working with English.

Man har lyst til & lzere i timene.

You want to learn in the lessons.

Man har lyst til & jobbe med engelsk.

You want to work with English.

Man liker faget.

You like the (English) subject.

Man har lyst til 8 lzere.

You want to learn.

Man synes det er kjekt.

You think it is fun.

Man synes det er ggy.

You think it is fun.

Man vil leere.

You want to learn.

Man vil laere mer.

You want to learn more.

Man vil lzere spraket.

You want to learn the language.

Man er villig til 8 lzere mer.

You commit willingly to learn more.

De vil bli flinke i engelsk.

They want to be good at English.
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7B-2

What does it mean to be motivated to learn English? Write maximum three items.

extrinsic motivation

Indicators of commitment to activity — source of motivation could be both intrinsic and

At man gjgr noe for & bli bedre i Engelsk.

That you do something to improve your English.

At vi stiller spgrsmal og svarer

That we ask questions and answer.

Man er engasjert i timene.

That you show enthusiasm in the lessons.

At man gjgr leksene sine i Engelsk skikkelig.

That you do your English homework properly.

At man fglger med i timene.

That you pay attention in the lessons.

At man jobber godt med engelsk.

That you work well with English.

Klar for & leere nye ting.

That you are ready to learn new things.

Jobbe hardt.

Work hard.

At man gjgr s& godt man.

That you do as well as you can.

Man fglger med.

That you pay attention.

At vi fglger med i timen.

That we pay attention in class.

At man falger med

That you pay attention.

Man slgver ikke.

You are not apathetic.

Man tuller ikke.

You do not fool about.

Man tar i mot rad.

You accept being adviced.

7B-3

What does it mean to be motivated to learn English? Write maximum three items.

Indicators of extrinsic motivation.

At man vil flytte til et engelsktalende land.

That you want to move to an English speaking
country

At man vil f& gode karakterer.

That you want to have good grades.

Reise til utlande og snakke engelsk.

Travel abroad and speak English.

A snakke med engelske folk.

Talk with English people.

Kunne mer sprak.

Know more languages.

F& bedre karakterer.

Get better grades.

Man gjgr oppgavene riktig.

You do the tasks correctly

Man gver mye pa prgver.

Practice a lot for tests.

Man leerer rettskriving.

Learn ortography.

At man er glad om man far til noe i Engelsk.

something in English.
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APPENDIX 8 PHASE 3 SURVEY (DOCUMENTS 8A-1 TO 8D)

8A-1
Intrinsic Motivation Commitment to ACtivity
1) | wanted to do the English . I thought | worked well @
asks | was assigned. g - with English homework. g
Q 2) | liked doing the English > - in English lessons at school. >
§ tasks | was assigned. 08_,’ | reflected on whether | was well qgj
Téu 3) | thought the tasks | was g prepared for what | was to work §
O assigned were fun. with in English at school.
252 4 5 5 14 5 5 4 14
253 4 4 4 12 5 5 2 12
256 5 4 4 13 6 5 5 16
259 5 4 3 12 5 5 3 13
263 4 4 3 11 5 4 4 13
266 4 4 4 12 4 5 5 14
268 5 4 4 13 5 5 5 15
271 5 4 4 13 5 5 5 15
272 5 5 5 15 6 5 4 15
273 5 4 4 13 6 5 5 16
276 5 4 3 12 5 5 5 15
277 5 4 3 12 5 6 4 15
281 4 4 3 11 6 5 4 15
283 5 5 4 14 6 6 6 18
284 5 5 4 14 6 5 6 17
286 2 2 2 6 4 3 4 11
289 5 5 5 15 6 6 5 17
292 5 4 4 13 5 4 4 13
293 5 5 4 14 6 6 5 17
295 6 6 5 17 6 6 5 17
298 6 6 5 17 6 6 5 17
299 4 4 3 11 5 5 4 14
Score 103 96 85 284 118 112 99 329
Respondents 22 22 22 22 22 22 22 22
Mean 4,68 4,36 3,86 12,91 5,36 5,09 4,50 14,95
Mode 5 4 4 12 5 5 5 15
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8A-2

Autonomous Self-Assessment

Encouraged Self-Assessment

| reflected on, when there was
something | did not quite
master whether | could do
something different

My teacher asked me to

1) describe how | worked with English
tasks.

2) describe what | did to learn English.

3) check whether | understood the English
tasks | was assigned.

O (<))

1) in English lessons at school. ?, 4) look through comments on tests, written g

o |2) when working on English > assignments and presentations. >

g A 08;‘ 5) comment on feedback | had received on ?'}

% 3) | r_eflected on the f_eedback | g tests, writ_ten assignments and g

O |received on my English work. presentations.

252 6 6 6 18 5 5 1 6 3 20
253 3 2 2 7 1 4 5 1 12
256 4 6 6 16 6 6 6 6 5 29
259 3 3 4 10 1 1 1 5 1 9
263 4 4 5 13 4 4 4 5 4 21
266 4 4 5 13 4 1 1 5 1 12
268 4 3 6 13 4 4 4 6 6 24
271 5 5 6 16 5 4 5 6 6 26
272 5 4 4 13 3 1 6 6 6 22
273 5 4 6 15 4 5 5 6 6 26
276 4 4 5 13 4 3 5 5 4 21
277 5 5 5 15 2 3 5 6 5 21
281 5 4 5 14 5 4 4 5 3 21
283 5 5 6 16 5 5 4 5 5 24
284 6 5 5 16 4 4 6 6 6 26
286 3 2 5 10 5 4 4 6 4 23
289 5 4 5 14 2 2 4 5 4 17
292 3 5 5 13 4 3 4 6 4 21
293 4 3 5 12 5 4 5 5 5 24
295 6 6 6 18 6 6 5 6 6 29
298 4 5 6 15 4 4 5 5 5 23
299 4 4 6 14 4 2 4 5 2 17
Sum 97 93 114 304 87 76 92 121) 92 468
Respondents 22 22 22 22 22 22 22 22| 22 22
Mean 4,41 4,23 5,18| 13,82 3,95 3,45 4,18 5,50( 4,18 21,27
Mode 4 5 5 13 4 4 4 5 6 23
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8A-3

Encouraged Autonomy

Relatedness

My teacher asked me to | asked my

Ile)szlé?qg(.aSt tasks that we could work on in English § Egiﬁ:\% fg;gﬁ;ﬂ §

® > asl§s | was >

§ 2) suggest how | could work on English tasks. 2 assigned. 2

g 3) comment on response | had rece!ved on tests, § §

O written assignements and presentations.

252 5 5 3 13 2 2
253 3 1 1 5 4 4
256 6 6 5 17 5 5
259 4 1 1 6 4 4
263 5 4 4 13 4 4
266 1 2 1 4 3 3
268 5 5 6 16 5 5
271 5 6 6 17 4 4
272 4 4 6 14 4 4
273 5 5 6 16 4 4
276 3 4 4 11 3 3
277 4 3 5 12 4 4
281 4 5 3 12 4 4
283 5 5 5 15 5 5
284 4 5 6 15 4 4
286 4 4 4 12 3 3
289 4 4 4 12 2 2
292 4 4 4 12 4 4
293 5 5 5 15 3 3
295 6 5 6 17 5 5
298 6 4 5 15 4 4
299 3 4 2 9 4 4
Sum 95 91 92 278 84 84
Respondents 22 22 22 22 22 22
Mean 4,32 4,14 4,18 12,64 3,82 3,82
Mode 4 4 6 14 4 4
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8B-1

Hvorfor har du lyst/ikke lyst til & lsere engelsk? Skriv maks tre punkter.

Why do you want to/do not want to learn English? Write maximum three statements.

Indicators of Introjected regulation

Candidate | The respondent accept that others think it is important to learn English. The respondents accept
that learning English is important, however not necessarily desirable.
268 Fordi det er det flest i verden som snakker. Because it is (the language) most people in the
world speak.
284 Jeg har lyst til & leere engelsk fordi det er et |1 want to learn English because it is an important
enormt sprék i den moderne verden. language in the modern world.
Jeg har lyst til & leere engelsk fordi det er | want to learn English because it is really
293 R D . X .
veldig viktig a kunne; important to know (English).
298 Det er det mest brukte spraket i verden. 523“Sh Is the language most people in the world
8B-2
Hvorfor har du lyst/ikke lyst til & lzere engelsk? Skriv maks tre punkter.
Why do you want to/do not want to learn English? Write maximum three statements.
Indicator of Identified regulation
The respondents accept the importance of learning English. They identify the importance of
learning English as a personal gain. That is; Learning EFL is important and desirable as it
Candidate |provides the respondents with opportunities that are considered important.
252 Det er nyttig. It (English) is useful.
Jeg har lyst og lzere engelsk siden nar du drar |l want to learn English because when you go to
253 til et annet land ma du snakke det spraket fra |another country, you have to be able to speak
det landet eller engelsk. the language of the country or English.
256 Jeg har lyst til & leere engelsk slik at jeg kan | want to learn English so that | can travel to
reise til land de snakker engelsk. countries where they speak English.
256 Jeg vil lzere det slik at jeg kan bestille mat pa |l want to learn it (English) so that | can order
engelsk. food in English.
266 Da kan man snakke med andre som ikke kan |Then you can talk to others who do not know
Norsk. Norwegian.
279 Jeg syns ogsa at det er viktig a leere et annet || think it is important to learn another language
sprak ogsa. (than Norwegian) too.
273 Nar jeg blir eldre har jeg bruk for engelsk. When | grow older | need English.
276 Jeg har lyst til & leere engelsk fordi det er viktig |l want to learn English because it is important to
& kunne snakke et verdenssprak. speak a world-language.
Jeg har lyst til & leere Engelsk for da kan jeg | want to learn English because then | can speak
277 ; .
snakke med folk i utlandet. with people abroad.
277 Jeg har lyst til & leere Engelsk for | want to learn English because my cousins are
sgskenbarnene mine er canadiske. Canadian.
- . | want to learn English because English is an
283 Jeg_hgr lyst til a lzere engelsk, fordi engelsk er important subject. You need it the rest of your
et viktig fag. Du trenger det resten av livet ditt. life
284 Engelsk hjelper meg a forstd andre sprak (Knowing) English helps me understand other
lettere. languages better.
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Du kan ogsa forsta tv-pogrammer og filmer pa

You may also understand tv-programs and films

292 engelsk. in English.
Jeg har lyst til & lzere engelsk for det er veldig || want to learn English because it is very useful
293 nyttig & kunne fordi da kan du snakke med to know as | then (when | know it) can talk to
nesten alle personer i verden. almost all people in the world.
Engelsk er et sprak for & kunne lese ting pa English is a language you need to read things
295 internett, engelsk dukker nesten opp hele tiden | on the internet. English come up almost all the
pa internett. time on the internet.
Jeg h?r lyst til & leere engfelsk ford_l engelsk er | want to learn English because English it pays
295 et sprak som lgnner seg a kunne i nesten alle D )
land. off to know English in almost all countries.
298 Det er nyttig & kunne det It is useful to know it (English.).
Jeg har lyst til og leere engelsk siden vi far | want to learn English as we need it when we
299 o DL
bruk for det nar vi blir eldre. grow older.
8B-3

Hvorfor har du lyst/ikke lyst til & leere engelsk? Skriv maks tre punkter.

Why do you want to/do not want to learn English? Write maximum three statements.

Indicators of Integrated regulation

The respondents accept the importance. The respondents identify the importance as a personal

Candidate |gain and include it in their own value system. It is a motivator perceived as coming from the
respondents' own value systems. That is; Learning English is important and desirable as it
provides the respondents with opportunities that they consider important to themselves.

252 Da kan.du snakke med folk rundt om i You can speak to people around the world.
verden;
Jeg har lyst til & leere engelsk for da kan jeg |l want to learn English because then | can talk to
259 -
snakke med folk fra andre land. people from other countries.
Jeg har lyst til & leere engelsk siden da kan du |1 want to learn English as | then (when | know
263 : : . .
kommunisere med andre. English) can communicate with others.
Jeg vil leere engelsk siden da kan jeg forstd |l want to learn English as | then (when | know
263 :
andre folk. English) can understand others.
268 Da kan jeg kommunisere med andre. Then | can communicate with others.
271 S4 jeg kan snakke bedre med folk nar jeg er i |So that | can speak more easily with people when
andre land. | am in other countries.
Jeg hadde lyst til & leere engelsk fordi jeg ville || wanted to learn English because | wanted to be
272 kunne snakke med andre mennesker nar jeg |able to speak to other people when | was on
var pa ferie. vacation.
273 Slik at jeg kan kommunisere med folk fra So that | can communicate with people from other
andre land. countries.
081 Jeg vil leere engelsk fordi da kan jeg reise til |l want to learn English because then | can travel
andre land og snakke med folk. to other countries and talk to other people.
289 For & kunne snakke med mennesker fra To be able to speak to people from other
andre land. countries.
292 Det er bra ogsa hvis du er i utlandet og spar |lt is also good (to know) if you are abroad and
folk om noe. aske people something.
They speak English in almost all countries and
293 Nesten alle land snakker engelsk og da er det then (when knowing English) it is easier to

lettere & kommunisere.

communicate.
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8B-4

Hvorfor har du lyst/ikke lyst til & leere engelsk? Skriv maks tre punkter.

Why do you want to/do not want to learn English? Write maximum three statements.

Indicators of Intrinsic motivation

Candidate |English is a desirable trait in its own right - and the motivation for EFL learning has its origin in
the respondents' own reward system. That is; Learning English is valuable to the respondents
in its own right.

253 Det er et interessant sprak. It is an interesting language.
253 Det er gay. Itis fun.
Jeg har lyst til & leere engelsk slik at jeg | want to learn English so that i can write, talk and
256 . o ; h
kan skrive, snakke og lese pa engelsk. speak in English.
268 Det er ggy og kunne mange sprak. Knowing many languages is fun.
284 sESrgéekBk er et gammelt og spennende English is an old and exciting language.
(Jeg kan) Forsta hvordan det er i andre By speaking to other children and people, | can
289 land og religioner, ved & snakke med understand what it is like in other countries and
andre barn og mennesker. religions
298 Engelsk er gay. English is fun
299 Og det er kjekt og kunne et annet sprak It is fun to know another language than only
enn bare Norsk. Norwegian.
8B-5

Hvorfor har du lyst/ikke lyst til & lzere engelsk? Skriv maks tre punkter.

Why do you want to/do not want to learn English? Write maximum three statements.

Indicators of curbed motivation

Curbed motivation refers to a situation where the students’ motivational process might be

Candidate |interfered which again may lead to a drop in the students’ motivation to commit to the activity at
hand.
252 Du slipper lekser You do not have to do homework.
263 Jeg har ikke lyst siden det er litt slitsomt | do not want to (learn English) as it is urksome.
286 kjedelig Learning English is boring.
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8C-1

Candidate

Write three positive things about self-assessment. If you think that there is
nothing positive about self-assessment, you write "none".

252

Du har mulighet til & sammenligne s&
du kan se om du er realistisk.

You have the opportunity to compare (with
the teacher's feedback) and see if your
expectations are realistic.

273

Da finner man ut mer om seg selv.

You learn more about yourself.

273

Man kan f& motivasjon.

You can become motivated.

277

Jeg synes at det er bra & vurdere seg
selv for da far jeg selvtillit.

| think it is positive to self-assess because
then | become more self-confident.

283

Da vet du hva du er god til.

Then you know what you are good at.

284

Du far bedre selvinnsikt.

You increase your self-knowledge.

286

Du far revurdere hvordan du har
jobbet.

You can evaluate how you have worked.

289

Man tenker over hvordan man
jobber.

You think about how you work.

298

Vi far vite litt mer selv hvordan vi
faler at vi ligger an.

We can understand better what achievement
level we are at.

299

Vi ser hvordan vi ligger i engelsken.

We see how we are doing in English.

8C-2

Candidate

Write three positive things about self-assessment. If you think that there is
nothing positive about self-assessment, you write "none".

253

Du far se hva du har gjort feil og|You can discover what mistakes you have made,
and correct them.

rette pa det.

256

Jeg kan leere av feilene.

| may learn from my mistakes.

256

Kan gjgre det bedre neste
gang.

| may improve on the next assignment.

268

Da leerer du av feilene dine.

When self-assessing, you learn from your
mistakes.

273

Da leerer man som oftest.

Often you may learn.

283

Da vet du hva du trenger 8 gve
pa.

Then you know what you need to work at.

284

Man finner feil, og leerer av
dem.

You find mistakes, and learn from them.

284

Du ser hva du kan gjare bedre

pa neste oppgave.

You see where you can improve on the next

assignment.
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Man kan forsta hva en méa

You may understand what you need to work more

289 |jobbe mer med. at.
289|Man leerer. You learn.

Det er bra vurdere seg selv

fordi da kan du se pa noen av |lt is positivet to self-assesss because then you
292 |feilene dine. can look at some of your mistakes.

Da kan du vite hva du kan gve |Then you can know what you need to work at to
292 |pa til & bli bedre. improve.

Da kan du finne noen oppgaver |You can find some tasks that you can work on

som du kan jobbe med innenfor |within the area where you need to focus your
292 |det du ma gve mer pa efforts.

Vi ser hva vi ma jobbe mer
299|med. We see where what we need to work at.

8C-3
O
©
=
= Write three positive things about self-assessment. If you think that there is
8 nothing positive about self-assessment, you write "none".
Fortelle hva man synes er
271 vanskelig. Tell (the teacher) what you think is difficult.
271 Fortelle hva man synes var lett. |Tell (the teacher) what you think was easy.
Fortelle laereren hva vi mener We can inform the teacher what we think about
271 om arbeidet vart. our work.
Du kan vis hva du selv mener You can inform (the teacher) what you think abot
272 om arbeidet ditt. your work.
Leereren kan se hvordan du The teacher may see how you think you are
272 syns det gar med deg. doing.
Det er bra fordi da kan laererne
se hvor gode eller ikke gode vi [Itis good because then the teacher may discover
276 tror vi er. how good or not good we think we are.
Det er bra fordi da vet leereren |It is good, because then the teacher knows what
283 hva du trenger & gve pa. you need to work at.
293 Du gir dine egne meninger. You give you own opinions (on your work).
da trenger ikke lzereren & gjette [Then the teacher does not need to guess what
293 hva vi synes we think.
Laereren far vite om vi liker
298 oppgavene. The teacher knows if we like the tasks.
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8D

Write three negative things about self-assessment. If you think that there is

Candidate nothing negative about self-assessment, you write "none".
Det er dumt hvis ikke leereren vurderer i |It is negative if the teacher do not assess
tillegg, fordi da far du kanskje ikke en as well, because then you might not
252 oppriktig vurdering. receive an honest assessment.
284 Det er dumt fordi det tar litt tid. It is negative because it takes some time.
293 Du ma tenke ngye gjennom det. You have to think it through thoroughly.
You may think that you are better than you
Du kan tro at du er bedre enn det du really are and then your self-confidence
295 egentlig er og da kan selvtillitten knekke. |may break.
293 Det tar noen ganger litt tid. sometimes it takes a little bit of time.
Du kan tro du er darligere enn det du You may think that you are not as good as
egentlig er og d& kan det vaere at du ikke |you really are and then you might not
gidder & lese til praver, eller & lese bother practicing for tests or read
tilbakemeldinger fordi du forventer at det [responses because you expect them to be
295 skal veere s& darlig so bad.
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APPENDIX 9 PHASE 2 PRE-READING ACTIVITY ON AUSTRALIA (DOCUMENTS 9A TO 9C)

9A

Make a bullet-list where you describe and explain what you think is interesting about this topic. If you
do not think that anything is interesting, you write “nothing”.

Garth None
John nothing
Oscar Jeg har ikke hatt om det enna
Paul none
Tina nothing
Winston |ingenting
Al none
Drew nothing
Walt
| think that it could be interesting because
Karen it could be educational

Nancy

Australia har veert en del av england lenge, men var det ikke en komflikt om at new
Zealand og Australia ville bli egne land.
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9B

Make a bullet-list where you describe and explain what you think is fun about the topic. If you do not
think that anything is fun, you write “nothing”.

Donna Nothing

Garth none

Glenda | don’t know.
Greg nothing
Johanna nothing

John nothing

Paul none

Tina Nothing
Winston ingenting

Al none

Axel none

Drew none

Eve nothing

Karen nothing

Martin nothing

Sam NOTHING YET
Tim Uncertain (The same as | marked on “interesting”)

154




9C

Make a bullet-list where you explain why you answered yes, no or uncertain to

the question “Is it easy to motivate yourself to study this topic”. Yes |No|Uncertain
Garth  [none X
Paul none
Because there is something that is easy to motivate myself to and
Tina there is something that is hard to motivate myself to. X
Winston |vet ikke enna X
Al none X
Drew none none none
| am a little uncertain about this topic, because i don't know nothing
Eve about Australia. X
Dave if we have to present a presentation | might become less motivated (x)
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Fordi jeg har ikke startet med a jobbe me dette tema. Og derfor vet jeg

ikke om dte blir mye skriving eller lesing, som gjar at jeg er usikker pa

om det blir lett & motivere meg med denne oppgaven. Men selvfalgelig
Glenda |skal jeg jobbe.

Because i don’t like homework -.-

| have many goals for my future. .-
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APPENDIX 10 PHASE 2 SELF-ASSESSMENT ACTIVITY AFTER TEXT 1 (DOCUMENTS 10A TO

10 E)

10A Question 1; How well have you written your texts in this task? Explain why.

Donna

| guess it was ok.
| was writing the half and Linda the other half.

Greg

| think i have written not bad but not very good either. So i think i have written middel good.

skjgnte ikke spagrsmalet..

Johanna|l did not understand the question.
Nancy |This wasn’t my best text, but it wasn't so bad. | think | could do it better
Nigel none
In my opinion my text was well written, | believe that the document that we got explaining
Dave the task was misinforming
| don't like the tekst i wrote. It was really difficult to find facts about pizza, and i didn't know
Glenda |what to write.
It was okay i guess i put a lot of work in it and stuff but i have never been very good at
Irene writing stuff so.
Linda | think i did it good but not so good, and that’s because i'm not good to build up an tekst.
| think i did a decent job. | did more like a to do list and i did not know what i would write
Peter after the first paragraph.
Selena |l think that | could do it better. Because | am not so good to write in english.

| think i’ve written my text good. i had good facts,

M | think that | wrote pertty good,beacause | wrote whole sentences

m | think i have wrote a great text because i didn't write one word wrong

158



Average, | did what we were supposed to do, but did not get very far.

I think i have written some sort of a good text i think. Because i have answer for the
Al guestions but not the best answers.

Boris Pretty good because | wrote very much and got many facts.

Celine |and i feel that i described everything you need to know about rhythmic gymnastics

Chris | think its good beacuse i i dont wrote wrong.

Garth | think i have average texts in this task because i have a bit of typing errors.

Jarvis |l did have a lot of facts so | think it's pretty decent. | think it was a little bit short.

I think my text is decent and i have much facts about football.

John I have written the words wrong and i have conjugated wrong

Karen |l think | have good texts, but maybe | have written about the same thing sometimes

I think I wrote an okay text. | answered the task in a good way. And I think | don't have too
Mike much mistakes, just the rule with it is, there is and there are.

Jeg har gode utfyllende svar pa oppgavene.

Sara | have good and substantial answers to the tasks.

| think | have written a god text because | have given a good explanation about my dream
Steve |[country.

Winston |i think i have written it pretty nice because i feel like i have used proper grammar.

| have written my text well because | have explained some of the things | have written
Sam about very well. But | could explained something better.

| think | have written the texts well. | have a few mistakes, but | think the text has many
Tim facts and opinions, and the flow of the text is decent.

10B Question 2; How is the language in your text?

Greg | think my language is good in my text

It's good because i checked it with my mom and i used google translate on some of the
Irene words i didn’t know.

Jarvis |It was average | think.

Mike It became too much litany, but | think my language was okay.
Nigel none
Peter | think it is about average. Well i think most here used the same language as me.

Usikker pa hva du mener med dette?
Sara Uncertain what this means.
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Winston [i think it is pretty good
Donna |itis not that god. Because i like to speak english but i am not that good at writing it.
Garth My language is average because my english is not so good.
| really think that i could write a better language in the tekst. But it was hard to write about
Glenda |pizza.
Linda It is not so good grammar in it. Because i'm not good in grammar
Al My language is good because i have not written a big mistake in the text.
Boris | think it was good because | tried to not use get, so and did.
| think the language in my text is average because i spell something wrong and something
John correct.
Alex My language was good because i wrote the text readable.
It was good in my opinion, but | had 3 words that could have been written another way, but
Celine |other than that i thought that it was good.
Drew I am not sure but think it was good because | didn’t have many mistakes.
Eve The language was okey, but | have some words wrong spelled.
It is much writing “feil*
Johanna|There are many spelling mistakes.
Karen [It's okay, but | can practise more on it
Mona |l think it's good,beacause | wrote english,but got some mistakes.
Nancy |l think my language was good, | don’t think | had so many -skrivefeil- spelling mistakes.
Orville |The language is good because | have used the words right.
Spraket er bra for det ikke er overdrevet.
Oscar |The language is good because it is not exaggerated.
Sam | think my language is good because | didn't have many wrong words.
Selena |The language in my text is not so good. | could be better to explain what | mean.
Steve |l have a good language in my text with some small mistakes.
Carrie |The language in the text is English and | have wrote it with my own words.
Chris It's good beaucuse i write good english .

Dave

In my opinion | used good vocabulary and correct grammar.
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10C Question 3; How is the paragraphing in your text

Boris It could be better.
Dave In my opinion | did not do a very good job diving my text into paragraphs
Greg | don’t have paragraphs in my text because i use my homework
Jarvis |l did that good.
Nigel none
Avshnittsinndelingen i teksten min var helt greie, men ble ikke ferdig sa det var litt vanskelig
Sara ase.
Winston |ikke gode avsnitt
Drew | probably could have more paragraphs but didn’t find anything more interesting.
Garth | have to paragraphs in the text. | didn’t have anything more to write about.
Glenda |l can't say if the paragraphing in the text is good or not since i didn't write so many facts.
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The first two are alright but the last one starts about one thing and ends on another.

Peter
Sam It is good and the paragraph’s is linked together.
Steve |l have a great paragraphing in my text because | have different things | am talking about.

10D Describe and explain in your own words two things that you need to work on.
Make a bullet-list where you describe and explain why you think it is most important

to focus on these two things.1;

Chris

1. Better paragraphing.
Boris Because if | get better paragraphing it is easier to read my texts.

2. More fact about some few things and not just a bit about much.

Because it is difficult for the reader to remember if is facts about many things and it is
Boris easier if it just facts about some things, but much.

2. My writing fails.
And if im gonna write well i need to write right




1. dividing my text into paragraphs
When | write about the same thing it belongs in the same paragraph, if not | must make a
Dave

1. | had a tow mistakes that were pretty easy.
2. | could have had one more paragraph and the other two could have been longer.
Drew

new one, something | didn’t do during this task

| get better texts and homework

2. More creativity
Garth | don’t have any creativity.

1. | need to work better with write better with more difficult word.
| need to focus on write better with more difficult words. So | can write better stories or just
Glenda |write better in the english period.

1. Begin sentences
Greg Because the text gets boring if the sentences always starts with the same

1. | need to work on the grammar and spelling even more.
2. Paragraphing & comma.
Irene I’'m simply very bad at it.
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John

1. | have to conjugate better
2. | have many misspellings
Because then my text gets better

Karen

1. Have the right word

2. Not a lot of “skrivefeil”

because it's not so easy to understand the text if there’s a lot of “skrivefeil” or the wrong
word

1. | should have described why | wanted to go to USA better.

2. | should have a longer text.

| didn’t really think about making the text longer, and usually my texts are longer. It was a
little bit hard to make it longer because | felt like | didn’t have more to write, but now | see
that | could have wrote a lot more. These are two of the main things in a text so | should

Nancy |have thought of it.

1. | should have described why | wanted to go to USA better.

2. | should have a longer text.

| forgot to describe, | was a little bit busy with finding out where | wanted to go and | forgot
Nancy |it. These are two of the main things in a text so | should have thought of it.

Nigel

1. Use my own and different words.
2. Not a lot of misspellings
So the text is correctly and everyone understands it.

164



2. | lack imagination.
Coming up with a good story or what to write is difficult for me

2. And be better to explain what | mean.
| am not so good to make people understand what | mean.

1. | need to work a bit on grammar.
2. none
Good grammar is important




10E Phase 2 — Written Assignment October 2017 — Tasks Text 1

My dream country

My dream country.

Start your text like this:

In my opinion the most interesting country in the world is.....

Writing:
Write two or three paragraphs.

* In the first paragraph, explain why this country is interesting. Give at least three reasons for your
opinion.

* In the second (and third) paragraph, describe a trip to this place.

Criteria checklist:

¢ | have given my opinion on why this country is interesting.

* | have written two or three paragraphs.
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Start your text like this:

In my opinion the most interesting sport in the world is.....

Writing:
Write two or three paragraphs.

* In the first paragraph, explain why this sport is interesting. Give at least three reasons for your
opinion.

* In the second (and third) paragraph, describe how this sport is performed. (What do you do, where
etc.)

Criteria checklist:

* | have given my opinion on why this sport is interesting.

* | have written two or three paragraphs.
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My favourite food

My favourite food.

Start your text like this:

In my opinion the best tasting food in the world is.....

Writing:
Write two or three paragraphs.

* In the first paragraph, explain why this kind of food is the best. Give at least three reasons for your
opinion. Remember that you can also write about food from a particular country or continent.

* In the second (and third) paragraph, describe how to cook or/and eat this food.

Criteria checklist:
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¢ | have given my opinion on why this food is good.

* | have written two or three paragraphs.

My Dream Future

Start your text like this:

In the future | think lam a ...

Writing:
Write two or three paragraphs.
* In the first paragraph, explain and describe what type of person you want to be in the future.

* In the second (and third) paragraph, describe what you think you must do to become the person you
want to become. Write about at least two things that you hope you will do in the future so that you can
be the person you want to be.

Criteria checklist:

* | have explained what type of person | want to be in the future.

* | have written two or three paragraphs where | write about what | must do to become the person |
want to be.
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APPENDIX 11 PHASE 2 - SELF-ASSESSMENT ACTIVITY AFTER TEXT 2 (DOCUMENTS 11A TO

11D)

11A Question; How well have you written your text in this task? Explain Why.

Karen I think that | have okey text

Paul | think my text is ok

Peter i would say my text is decent/good because i did what i could.

Selena |None

Walt | think my tekst was average. | mest up a bit but nothing too serious.

Winston [jeg har masse tekst fra heftet. | have included a lot of text from the booklet.

Carrie I misunderstood a little bit of the text.
Jeg har ikke skrevet det som oppgaven sier men jeg har skrevet litt av det oppgaven sier.
| have not written what the task asks me to, but | have written a little bit about what the

Glenda |task asks me to do.

Greg

Jeg tror teksten min svarer sann passe pa oppgavene siden jeg synes det er vanskelig. |
think my text answers the task averagely as | think it is difficult.

| don'’t think that the text is so good because when i got it back i realised how much i
Al have copied from the text.
Alex | think i wrote an okay text, but i wrote the text more a facta text.
I think | have written a good text in this task because | included many facts and said my
Boris own opinion on the different things | wrote about.
| have not so much writing fails,And i have written like my english teacher can
Chris understand the text.
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Jeg synes jeg kunne gjort det bedre. Jeg kunne kanskje lest litt mer grundig pa oppgaven
og lest pa andre artikler fer jeg skrev min egen. | think I could have performed better. |
Eve could have examined the task properly and read other articles prior to writing my own.

Garth | have written my text average because i wrote some wrong words.

| think it was good. After all it is the first time we do this. It probably could have been
Irene better, but i'm satisfied with the result.

I think | have written an ok text because it wasnt so much facts and | think it was not a
John text for people on my age

Ikke sa gode, fordi de er ikke veldig godt sortert og fulle av skrivefeil. Not so good,
Linda because they are not very well structured, and | have a lot of spelling mistakes.

I think | have written okay texts, because | had an introduction and an ending. | also think
Mike i had sentences that contained important facts about my topic.

| have written this task good, because | have an easy text and it's my text not the books
Mona text.

Sam | have good texts because they have information.

| think my text turned out good, because | used my time good and got a full story. |
Celine followed the “kriterier” and | like how it turned out.

| have written a good text because | think that many youths will understand and learn
Jarvis what is written in the text.

| think 1 did ok. | could have written a longer text. Some of the text is in the wrong
paragraph and when | was supposed to delete one of the paragraphs, | forgot. So a part
of the text is a little bit weird. | think | was a little bit stressed at the end of the class. But |
Nancy |think the text itself is good.

| think | have answered the task well. The article was supposed to be for teenagers, but |
Tim do not think | managed to do this.

11B Question 2; How is the language in your text?

Glenda [Jeg mener selv at spraket er bra, men det kunne kanskje veert bedre.

Linda Det er helt greit.

Orville |The language is as good as | can.

Paul My language in the text is great.

Peter | would say it's good.

Selena |l think that | have a good language in my text but | can be better to right what | mean.

Winston |[ikke s& bra

Donna |l don't know for sure i'm not that good at writing texts.

It could have been better but | don’t know all the words i could have used instead of the
Greg ones | used.

Johanna|many writing fail because i don't know how i write it

171



Sara Good. But i'm not that good so | can practise more on that.

Chris The language in my text are simpel.

Irene Good. | have corrected some of it so it is better now than it originally was.
John | think the language is decent because some things are right and some wrong

Al It's a pretty good language because i have different words of the same meaning.
Alex The text is very easy to read, because i didn't use hard words.
Boris | think the language is good in my text because | tried to not say the same words often.
Carrie |l have different sentences and they are not just starting with the same word.
Dave Good, good vocabulary
Eve Det er ganske variert, men har ganske mange verb feil og setningsoppbygging feil.
Garth My language is average because i don't know all the English words.
Jarvis |ltis good because the language is not written wrong.
Oscar |l have written all on english so it's good.
Walt | think it was pretty unice. | think i used some difficult words.
Jonathan speaks british and polite. He is the only character in my story because it is a
Celine |diary. | know a lot of words to use, but sometimes | write the wrong conjugation.
| think my language in the text is a little bit wrong because sometimes | have used the word
Martin  |in a wrong sentence.
Sam | think it could be better because not all words fit into the first version.
Steve [Spraket i denne teksten min er bra fordi det er variert, og fa skrivefeil.
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11C Question 3; How is the paragraphing in your text

Okey. | have splitted the text as i thought it should be splitted, but i haven’t done this like
this before so it was difficult to figure out where to put the paragraphs.

Al My paragrahing is good because i have separate the text in to good paragraphs.
Alex The paragraphing is good, because i took a new paragraph when the text change the topic.
Dave Good, every paragraph is about a different subject
Drew | think the paragraphing in this texts is good because the bottom and top line match.
Eve Noen av avsnittene kunne jeg bytta plass pa, sann at teksten gir litt mer mening.
Johanna |the paragraph is god because the paragraph is about that first sentence
Linda De er ikke sa veldig lange.
Martin |l think my paragraph in the text is good, but they could be a little bit to shourth.
My paraghraphing in the text is (delt) in what the text start with and what | end with is the
Mona |same thing | talk about in the first sentence.
Orville |The paragraphs is not long but not very very short.
Sam | think the paragraphs are good because it is distributed to content.
Sara | think they are good enuf, but need to practise more on this.
| think that the paragraphing in the text is good, except the beginning. Because it is from the
Selena |beginning to now.

173




My paragraphing in the text is god because the paragraphs are divided when the guy who

Steve |writes the letter jumps over a bit of time.

| feel that they are ok but maybe that the first sentence in every paragraph is teling what the
Tina paragraph is about.
Carrie |There are many paragraphs in my text that makes it more organized.

Some may be a bit too short, but when writing a diary you don't always have that much to
Celine |say.
Jarvis |Great because it has the different parts where it should be.
Nancy |l think the paragraphs are ok, but | could have separated the text better.

The paragraphing is ok. | still think it is a bit hard to make decent paragraphs. In the second
Tim session | divided my earlier paragraphs into multiple smaller ones.

11D Instruction; Describe and explain in your own words two things that you need to

work on. Make a bullet-list where you describe and explain why you think it is most

important to focus on these two things.

Al

1. Not copying so much text from the books
Because i have copied a lot

Al

Celine

2. Writing in general with this type of texts

The text is not good and i want it to get better

2. | must write the text with my own words not the text i have read about.
Some time i write straight from the text, i must work on writing the text with my own words.

1. | need to read the exercise many times before | start with it.
2. | also need to write shorter when | describe something.3. | do also need to check the last

self-assessement.
I mean it's important to focus on that because if | read the exercise then | understand |

would not misunderstood the exercise

2. The next time | write a diary | should make sure that | don't mix by past and now,
because in a diary you always write about what happened.
My text's will improve.
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2. Writing fails.
Chris It's important to writ right in a text.

2. writing better
Dave to improve my text

| can get better at writing texts
2. and i can get better at reading english.
Donna |Because you may need it in the future.

1. skrivefell
Greg Hvis jeg fokuserer pa skrivefeil blir teksten min lettere a forsta

2. What i can write in an article.
| haven’t done a lot of that in the past, so i think i have to learn it properly.
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1. dele teksten inn i avsnitt
2. bgyning av verb
Johanna|because we use it much

2. Introduction to paragraphs
| need to work on introduction to paragraphs because it's important to tell clearly what the
paragraph is going to have facts about




1. writing better formell texts
Peter Because i'm not neutral when i write the text.

1. Right what | mean
2. Spell right
Selena |Because | am not so good at it

1. 1 need to work more on paragraphing. Sometimes my paragraphs make no sense,
or mix into eachother.
Tim “Paragraphing” because | do not understand it completely.

2. | can write about how it is where they live and how it looks like there.
Tina To get the text better

1. Make like there is less sentences that is wrote wrong.
Tina Do like it's easier to understand what | mean
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11E Phase 2 — Written Assignment December 2017 — Tasks Text 2
Process Writing Tasks in English 8th grade week 47 and 49

Use the texts you have read as a part of your preparation to answer ONE of the
following tasks. Your answer should be about 1-2 pages long. Remember to make a
title and include the task number.

Task 1. Imagine you were sent to the other side of the world, like Elisabeth in “My Story:
Transported.” What do you think would have been difficult in your new life, and what do you

think would have been interesting or exciting?
Write a letter to your home-country, England, or a story about your new life in Australia.

Task 2. Imagine that it is 1788 and you are one of the first settlers in Australia, sent there

because the prisons were overcrowded in Britain.
Write a few diary entries about the trip and your new life in Australia.

Task 3. You are working as a journalist and have been asked to write an information text

about the Aboriginal people in Australia. Readers are your own age.
Write an article about the Aboriginals in Australia.

Bruk 1,5 i linjeavstand.

Skrifttype Arial, Calibri eller Times New Roman

12 pkt. skriftstarrelse.

All tekst ma veere venstrestilt (overskriften kan midtstilles).

Tillatte hjelpemidler: forberedelseshefte, engelskboka/-skrivebok og ordbok.

Husk a fere opp kilder:

Tekster fra forberedelsesheftet farer du opp slik: EKs: Preparation texts. Welcome to Oz
Andre kilder: Navn pa teksten og navnet pa stedet (bok, nettsted, atlas .. osv) der du fant
teksten.
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11F Phase 2 - Assessment grid — December 2017 — Text 2

Innhold: \Vurderingsinndeling
* Innholdet er presist |Innholdet er i sveert stor grad presist og relevant 6
og relevant i forhold til ) ) o ) N
oppgaveteksten Innhplplet er i stor grad presist og relevant. Sma avvik med tanke pa enten |5
* Tekster som er for presisjon eller relevans.
korte for vurdering av |Innholdet er i ganske grad presist og relevant. Starre avvik pa preisisjon 4
dette punktet, eller relevans — evt sma avvik pa begge
vuorderesoul lav Innholdet er i noen grad presist og relevant. Avvik bade i presisjon og 3
maloppnaelse
relevans. Evt teksten er for kort.
Innholdet er i liten grad presist og relevant. Store avvik bade i presisjon og |2
relevans. Evt teksten er altfor kort.
Innholdet er i sveert liten grad presist og relevant. upresist og irrelevant i 1
forhold til oppgaveteksten
* Skriver en tekst med |Viser sveert gode kunnskaper om/skildrer sveert godt emnet angitt i 6
godt innhold oppgaveteksten. Mye dybde.
- fortellinger har Viser gode kunnskaper om/skildrer godt emnet angitt i oppgaveteksten. 5
skildringer Ganske Mye dybde.
- faktatekster har i i .
utdypede og Viser ganske gode kunnskaper om/skildrer ganske godt emnet angitt i 4
begrunnede péstander oppgaveteksten. Noko dybde.
* Tekster som er for | Viser noe kunnskap om/noe skildring av emnet angitt i oppgaveteksten. Litt |3
korte for vurdering av |dybde. Mye oppramsing. Evt. noe kort tekst
dette punktet, Viser lite kunnskap om/skildrer lite emnet angitt i oppgaveteksten. Lite 2
vurderes til lav dybde. Evt altfor kort tekst
maloppnaelse
PP Viser ingen kunnskaper om/skildrer ikke emnet angitt i oppgaveteksten. 1
Skriv ikke om emnet i oppgavetekst.
* Du skriver om det du |Du falger opp det du sier du skal skrive om p& en sveert god mate i hele 6
har sagt du skal teksten din.
skrive om Du falger opp det du sier du skal skrive om p& en god mate i hele teksten |5
din.
*
k;(;):?f)errvsu?(rjneﬁ;fogv Du falger opp det du sier du skal skrive om pa en grei mate i hele, elleren |4
9 god méate i deler av teksten din.
dette punktet, : : : :
vurderes til lav Du falger opp det du sier du skal skrive om i noe av teksten din. Evt teksten |3
mé|oppnée|se er noe for kort
Du falger litt opp det du sier du skal skrive om i noe av teksten din. Evt 2
teksten er eventuelt altfor kort.
Du falger ikke opp det du sier du skal skrive om i noe av teksten din. Du har |1
ikke innledning der du sier hva du skal skrive om.
Struktur:
* Teksten er logisk Teksten er bygget opp slik at det er sveert enkelt for leseren & oppfatte hva |6
oppbygget forfatteren prever & formidle.
* Tekster som er for | teksten er bygget opp slik at det er enkelt for leseren & oppfatte hva 5
korte for vurdering av | torfatteren prover & formidle.
dette punktet, . . o : .
vurderes til lav Teksten er bygget opp slik at det ikke byr pa utfordringar for leseren a 4
maloppnaelse oppfatte hva forfatteren prgver & formidle.
Teksten er bygget opp slik at det kan by noen pa utfordringar for leseren 8 |3

oppfatte hva forfatteren prgver & formidle.
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Teksten er bygget opp slik at det byr pa store utfordringar for leseren a 2
oppfatte hva forfatteren prgver a formidle.
Teksten er bygget opp slik at det er umulig for leseren & oppfatte hva 1
forfatteren praver a formidle.
* Teksten er Teksten er sveert godt inndelt slik at det er veldig enkelt for leseren & 6
mottakerorientert navigere i teksten.
- setningsinndeling Teksten er godt inndelt slik at leseren enkelt klarer & navigere i teksten 5
- avsnittsinndeling
* Tekster som er for | T€ksten er greit inndelt slik at leseren greit klarer & navigere i teksten 4
korte for vurdering av | resten er ganske greit inndelt slik at leseren kan klare & navigere i teksten |3
dette punktet,
vurderes til lav Teksten er inndelt slik at leseren far problem med & navigere i teksten 2
maloppnaelse . . N ) . . .
Teksten er ikke inndelt pa en mate som hjelper leseren a navigere i teksten |1
Sprak og oppgaveteknisk:
* Oppgaveteknisk Alle tekniske retningslinjer som oppgava gir er fulgt 6
i s_k_rlftype 0g str Nesten alle tekniske retningslinjer som oppgava gir er fulgt 5
- linjeavstand
- topp- bunntekst De tekniske retningslinjer som oppgava gir er fulgt i noen grad 4
-filnavn De tekniske retningslinjer som oppgava gir er fulgt i liten grad 3
- kildehenvisning og
referanser De tekniske retningslinjer som oppgava gir er fulgt i sveert liten grad 2
De tekniske retningslinjer som oppgava gir er ikke fulgt 1
* Setningsoppbygging |Svaert god kontroll pa alle element 6
/ Tegnsetting God K I o4 alle ol 5
- subjekt og verbal star od kontrofl pa afle element
rett i forhold til Ganske god kontroll alle element, evt en del awik pa setningsoppbygging |4
hverandre eller tegnsetting
-sgg:]skr:]uér:; Otgegn Stér Litt kontroll p& alle element eller det kan vere mye avvik pa 3
s ) setningsoppbygging eller tegnsettin
pa rett plass : 95opp 30/99 g g g
- Stor bokstav etter Lite kontroll pa alle element 2
punktum Sveert lite kontroll p& alle element 1
* Variert og presist Sveert stor variasjon og presisjon i vokabular, en slipper omskrivinger fora |6
vokabular uttrykke det en vil
- lite and, get, did 0g | stor variasjon og presisjon i vokabular - slik at en stort sett slipper 5
SO omskrivinger for & uttrykke det en vil
God variasjon og presisjon i vokabular — en har noen omskrivinger for & 4
uttrykke det en vil
Litt variasjon og presisjon i vokabular — en har ganske mange omskrivinger |3
for & uttrykke det en vil
Lite variasjon og presisjon i vokabular — en har sveert enge omskrivinger for |2
a uttrykke det en vil
Sveert lite variasjon og presisjon i vokabular — en ma stort sett bruke 1
omskrivinger for a uttrykke det en vil
* Skrivefeil Man har sveert fa skrivefeil 6
i ordfgll , Man har fa skrivefeil 5
- bayingsfeil
- brukt feil ord Man har noen skrivefeil 4
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Man har en del skrivefeil 3

Man har mange skrivefeil 2

Man har sveert mange skrivefeil 1
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