HIEPpHBITH R TH B2 3% : A A Y

-k
(m
5
W
k|

o+

The Effects of Dialogue Journal Writing on Writing Motivation:
A Case Study of EFL Adult Learners

by

% 23 Hui-Ting Greta Li

THESIS
Presented to the Faculty of
the Department of Foreign Languages and Literature of
Tunghai University
In Partial Fulfillment of the Requirements for
The Degree of MASTER of ARTS in

Teaching English as a Foreign Language

TUNGHAI UNIVERSITY

January 2018

vOE AR -FFS & - 8



ACKNOWLEDGEMENTS

The warm support and encouragement from my mother, thesis advisor, professors,
classmates and friends made me realize that [ am very much blessed. In these three and half
years, my own diffidence and difficulties led me to the edge of quitting the study in the MA
program for several times. However, their words helped me regain my strength again and
again. Hence, I would like to seize this opportunity to express my sincere gratitude to them.

First, I would like to give the credit to my mother. When I encountered a number of
serious setbacks, her words produced great power and kept me going. Second, I would like to
express my gratefulness to my thesis advisor, Dr. Kai-Lin Wu for being so supportive and
guiding me with angelic patience while I was learning in her classes and writing my thesis. |
have learned tremendously from her. Moreover, I would like to express my thankfulness to
the committee members, Dr. Christine Yang and Dr. Yi-Huey Guo. They gave me so much
useful advice selflessly. It was really beneficial to me. Then, I would like to show my
appreciation to two American friends, Lisa Olmstead and Jason Towns, for helping me with
my writing and encouraging me. Finally, I would like to thank my classmates in the graduate
school and other friends of mine. I cannot name each of them because there are too many of
them. They kept telling me positive and encouraging words, especially when I was upset.
These wonderful people made me feel that [ am truly blessed.

My intensive and fabulous journey at the MA-TEFL program is about to end. I will
always keep their encouragement in mind, and use the knowledge I have learned from

Tunghai University to help my students in the future.

Hui-Ting Great Li
Tunghai University
2018 February



HZ PR TR R TR PL R S LBV F2L BRAYE
CaE A &

RERE Sk #L

IEF -

AETHAAILBRFATHED AR TR ngfiEFLd»‘/\gﬂgﬁfﬁﬁngﬁéﬁaﬁgoﬁbgni
SRR TR (D) HE PR P BEEFL 2 By ¥ PeahBE Y B4 (2)
HiE P& hEEFLOr G e BEIFL A A By F B a2 #4112 (3)

B ET B P EIRL T RIE o

PR RRAAIREY A28 (Line)#t * kg TR S LHEEP RN L o A i35
PREB TG Rl > SEEFPER T FHEPEFYHL > N HRELFY
BRIFERDTRFTHREL  AHEPEB PRI R DT - A ek o F
FREFSA P A Y MR FRERET  THLET T S
SEPEP R TN LS AR RS RA N  RC FEBLEY R
Ed g it » 7 F ':L,-gu?]vuﬂ’“;rﬁ" N EIR o

AFTERHEPRR TR ST A0 S LG Y HnB iTh s o d TR R
(R BE P 5B g Y E S R P e o s BRI R A g B
E‘%"gfé’!’rﬂ-‘%,,l-zl ALyt ol Ty N R TR 2k RS BE g\ﬂb/}f@.lb P Th s A
% Line BT A4EPE 5 0 FaTv I B aET A0 2 PRI EFTOEAG A
HBFHPpEL L6 nR o Bl o A0F BB FITEGE P IRR T F L G eh
R FIZE PR vARL - BREEPEEHJRELE PRERY BE2 - f 2 o

MaEsr - HE PR T~ BITE ~ XA 4~ * A F¥ ¥~ Line App



The Effects of Dialogue Journal Writing on Writing Motivation:

A Case Study of EFL Adult Learners

Hui-Ting Greta Li

Advisor: Dr. Kai-Lin Wu

Abstract
The present study investigated the effects of Dialogue Journal Writing (DJW) on adult
EFL learners’ writing motivation in English. It was designed to explore (1) how DJW
influenced adult EFL learners’ writing motivation, (2) how teacher feedback in DJs
influenced their writing motivation, and (3) what their perceptions of DJW were.

To achieve the purpose, the experimental study recruited eight adult learners who
participated in a twelve-week reading club organized by the researcher. They read an article
about traveling and wrote two dialogue journal entries every week. Line, a social network
application, was used as a tool for exchanging and responding to dialogue journals. Before
participating in the project, they filled out background information questionnaires about their
English learning histories and attitudes towards English learning and writing. Then, each of
them was interviewed by the instructor-researcher during the first, the sixth, and the final
weeks of the DJW project. All the semi-structured interviews were audio-taped and
transcribed. The participants’ responses acquired from the interviews and the background
information questionnaires were analyzed and cross-compared in order to see the changes of
their writing motivation. A thematic analysis was performed on the interview data.

The present study found that DJW enhanced most adult learners’ writing motivation.
They were motivated to write in English because the DJW project offered them more
opportunities to improve and practice English. They also reported that the target language

input offered in teacher feedback and the questions based on the content of DJs enhanced
iii



their motivation to write more. In addition, keeping DJs on Line had positive influences on
their writing motivation because it allowed them to receive and respond to teacher feedback
immediately. Finally, all of the participants held favorable attitudes toward DJW because they
perceived DJW as a way of improving their English proficiency and making them practice

writing regularly.

Keywords: dialogue journal writing (DJW), writing motivation, teacher feedback, adult

learners, Line application
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Chapter One

INTRODUCTION

Background of Study

Dialogue journal (DJ) refers to written conversations which are frequently exchanged
between two interactive partners on regular basis (Chan, 2005; Darhower, 2004; Dolly, 1990;
Eksi, 2013; Liao & Wong, 2010; Peyton & Reed, 1990; Peyton & Staton, 1993; Reyes, 1991;
Yunus & Thevasigamoney, 2014). DJ offers learners an opportunity to explore and practice
the target language on topics they desire. A number of previous studies found that Dialogue
Journal Writing (DJW) helps learners’ target language writing. The findings in those papers
also indicated that, with appropriate guidance and encouragement, DJW can enhance
learners’ confidence (Chan, 2005; Peyton & Reed, 1990; Peyton & Staton, 1993), language
proficiency (Liao & Wong, 2010; Peyton & Reed, 1990; Peyton & Staton, 1993), writing
fluency (Chan, 2005; Liao & Wong, 2010) and motivation in second language (L2)/ foreign
language (FL) writing (Chan, 2005; Liao & Wong, 2010; Peyton & Reed, 1990). Previous
studies have shown that DJW is effective in improving ESL/EFL writing. However, how
DJW influence learners’ writing motivation still needs to be explored.

Senior researchers and L2/FL instructors found the following benefits of DJW. First of
all, students’ confidence increased because the instructors focused on the ideas in the writing
instead of scoring their performance based on grammar and spelling (Chan, 2005; Peyton &
Reed, 1990; Peyton & Staton, 1993). Secondly, learners’ target language proficiency and
writing fluency were positively developed due to the plentiful opportunities to practice and
exchange DJs (Chan, 2005; Liao & Wong, 2010; Peyton & Reed, 1990; Peyton & Staton,
1993). Thirdly, most students were motivated because DJW allowed them to choose topics
freely (Chan, 2005; Liao & Wong, 2010; Peyton & Reed, 1990). Fourthly, a number of

researchers discovered that DJW deepened students’ learning of course content and critical
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thinking when the teachers asked them to write reflections about the course (Abednia et al.
2013; Eksi, 2013; Peyton & Reed, 1990). Furthermore, the continuous exchanges of DJs
brought the students and the teachers closer to each other. It enabled the teachers to know
more about each student and provide them with appropriate assistances to their learning
(Chan, 2005; Peyton & Reed, 1990; Peyton & Staton, 1993). These benefits proved DJW’s
adoptability and helpfulness to students’ writing in L2/FL.

In the field of L2/FL writing motivation, experienced scholars have studied it from
different perspectives. They explored writing motivation in relation to intrinsic/extrinsic
motivation (Cumming, Kim & Eouanzoui, 2007; Dutta Roy, 2010; Hussein, 2013; Liao &
Wang, 2010), integrative/ instrumental orientations (Cumming, et al., 2007; Hashemian &
Heidari, 2013) and self-efficacy (Cumming, et al., 2007; Duijnhouwer, Prins & Stokking,
2012; Pajares, 2007; Troia, Harbaugh, Shankland, Wolbers & Lawrence, 2013). Writing
motivation refers to an inner drive which makes an individual express thoughts and ideas in
writing autonomously (Dutta Roy, 2010). Intrinsic motivation and integrative orientation play
an essential part in one’s internal strength of writing motivation. A person has intrinsic
motivation could enjoy writing for internal satisfaction (Ryan & Deci, 2000). He/She may
also have strong integrative orientation which indicates the desire of learning the culture and
interacting with the native members from the target language community (Gardner, 1985). On
the other hand, an individual’s writing motivation can be externally influenced by his/her
extrinsic motivation and instrumental orientation. When a person’s learning is influenced by
extrinsic motivation, it means the desire from external world, such as getting rewards or
avoiding punishment, which affects his/her motivation in learning (Ryan & Deci, 2000).
He/she may have strong instrumental orientation which means he/she use the foreign
language as an instrument to realize his/her goal(s), such as getting promotions or studying
abroad, etc. (Dornyei, 1994). The other angle related to writing motivation is self-efficacy

belief. It refers how one’s self-evaluation on the the performance on a certain task influences
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his/her writing motivation (Troia, et al., 2012). These various perspectives show that the
construction of writing motivation is multifaceted.

In previous studies of dialogue journal writing, various types of teacher feedback were
employed and discussed. These studies showed how the participant-instructors responded to
the content of the learner’s writing in order to maximize the effects of the attainment in terms
of engagement, confidence, language proficiency and writing fluency (Peyton & Reed, 1990;
Peyton & Staton, 1993). The instructors demonstrated correct language uses, gave
affirmations to students’ thoughts and ideas, articulated information and their experiences in
order to motivate them to write, and used questions for engaging them in writing. (Chan,
2005; Peyton & Reed, 1990; Peyton & Staton, 1993) in their feedback. The studies suggested
that the FL teachers should give teacher feedback based on learners, target language
proficiency and the diverse situations shown in the journal entries, such as, their confusion,
anxiety, complaints or excitement in lives, etc. (Peyton & Reed, 1990; Peyton & Staton,
1993).

Even though aforementioned studies showed that DJW has positive effects on the
development of learners” ESL/EFL writing development, more empirical evidence to show

DJW’s influence on learners’ writing motivation still needs to be discovered.

Statement of the Problems
The following gaps are needed to be closed. First, plenty of studies have uncovered the
positive effects of DJW in terms of ESL/EFL learners’ L2/FL attainment, writing proficiency
and fluency. A number of earlier studies for discovering the relationship among learners’
writing motivation, intrinsic motivation, integrative orientation, extrinsic motivation and
instrumental orientation were also studied. However, limited studies specifically focused on
how DJW changed learners’ writing motivation. Second, most earlier studies focused on how

to give learners’ teacher feedback in DJs but very few of them investigate how teacher
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feedback influences learners’ writing motivation. Last, majority of the studies of DJW or
writing motivation involved the participants of different ages, including elementary, high
school and university students in the first language (L1)/ ESL/EFL setting. However, adult

learners who graduated from universities in EFL environment were rarely studied.

Purpose of the Study
The purpose of the present study is to explore how dialogue journal writing affects

adult EFL learners in English writing motivation. It also seeks to understand adult learners’
perceptions of dialogue journal writing.

The following four research questions are designed for the present study:
1. How does dialogue journal writing affect adult learners’ writing motivation?
2. How does teacher feedback in dialogue journals motivate adult learners to write in

English?

3. What are the learners’ perceptions of dialogue journal writing?

The Definitions of Terms
Dialogue journal writing (DJW): Written interactive conversations between a learner and
the instructor, which are done and exchanged on a regular basis (Peyton & Reed, 1990). In
the present study, a dialogue journal will be exchanged twice a week between the instructor
and each participant during the twelve week reading club.
Writing motivation: The incentives drive an individual to autonomously express ideas and
thoughts in FL/L2 writing (Dutta Roy, 2010). The incentives can be either intrinsic or
extrinsic. Considering the participants’ English proficiency, current study focuses on how
learners’ motivation may change in writing English.
Teacher feedback on dialogue journal: A response written by a teacher to a student in a

dialogue journal entry (Payton & Stanton, 1993). In the current study, the teacher-researcher
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gives four types of feedback to dialogue journals: 1. modeling correct language uses in the
genuine written conversations, 2. affirming learners’ ideas and thoughts, 3. sharing related
information or instructors’ experiences, 4. asking and answering questions for engaging

learners in writing.

Significance of the Study

The researcher hopes that the findings of the study will show foreign language
instructors how DJW affects EFL adult learners’ writing motivation, what factors have to be
taken into account while orchestrating and implementing a DJW project and how to utilize
social network applications to facilitating the journal writing. In Taiwan, English is used as
foreign language (EFL). Many adults still try to learn more English after graduating from
school, and their lives are very different from school students. Besides, using the social
network application (Line) has been quite popular in Taiwan. The findings can provide
different ideas to instructors when they need to use DJW to motivate adult learners in writing

foreign languages.



Chapter Two

LITERATURE REVIEW

Dialogue Journal Writing
Dialogue journal writing (DJW) has been adopted by language instructors for helping
second/foreign language (L2/FL) learners to improve their language proficiency and writing
competence. A dialogue journal (DJ) is a private written communication between peers or
between a language instructor and a language learner during the DJW process. The two
parties exchange journal entries regularly during a school year or semester (Peyton & Reed,

1990, p.3).

The Content in a Dialogue Journal

The content of a dialogue journal is learner-centered (Liao & Wong, 2010; Peyton &
Reed, 1990, p.7; Reed, 1993, p.43-45). The students are the major decision makers who
choose the topics for their writing (Liao & Wong, 2010; Reyes, 1991). They can write about
various events they encounter in their daily lives, such as problems they face at school,
questions about the course content, or complaints about a class, etc. Many non-English-native
speakers suffer culture shock after arriving a foreign country and attending a school in a
different country. They may feel anxious and homesick. Sharing their feelings and lives in
their home countries can help them feel better (Reed, 1993). Teachers focus on the content of
writing instead of inevitable grammatical errors when they give students teacher feedback in
order to reduce their frustration in writing. DJW includes the four features of good
conversations. The first feature is DJW contains various language functions. The two
interactive partners can exchange ideas, share feelings, give opinions, ask and respond to
questions in the DJs. The second one is that the relevant comments bridge the connections

between two people. The instructors must respond to the content in the students’ journals to
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maintain the conversation flow. Third, comments are given based on students’ previous
written conversations. Teachers respond to the previous content of the learners’ writing while
the learners can respond to the teachers’ feedback. Hence, the flow of the conversations can
be continued. Fourth, it offers frequent opportunities for learners to take turns to talk (Staton,
1993, p. 109). These features ensure that the desirable qualities of the interactions can be
maintained and be helpful in terms of developing students’ language proficiency and writing

competence.

Teachers’ Assistance for Students to Generate Ideas
Some students find it easy to create topics for their journal entries, while for others it is
difficult to think of new ideas. Some students can lose motivation and become less productive
in these situations, especially less proficient learners. Therefore, teachers can help them
generate ideas via different ways.

First, teachers can ask them to write reflections based on the course content (Abednia,
et al., 2013; Denemes, 2011; Eksi, 2013; Lo & Hyland, 2007) , questions and difficulties
about the course (Darhower, 2004). Secondly, a teacher can provide a list which includes
different topics (Reyton & Reed, 1990). Providing a list of writing prompts is another similar
way to help learners. The teacher can design the writing prompts which include five to six
questions or narrative sentences. These prompts are designed based on the order and the
content of the textbook or the course (Chan, 2005; Lo & Hyland, 2007). Thirdly,
brainstorming ideas for writing DJs during class can also help students to write. Instructors
can have students to think of ideas freely, help them to form their ideas during the process,
write the ideas on the blackboard and have them to write the ideas down. Another option is to
provide a list which contains a number of questions for a brainstorming activity (Chan, 2005;
Peyton & Reed). The questions can be designed according to the course content or the current

events in the school. The purpose of providing questions is not only giving hints for students
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to find possible topics, but also keeping them focusing without turning the whole process into
aimless chat (Hussein, 2013).

Occasionally, it is possible that learners still write very little if they are not interested
in the topics that the instructors provide or the topics suggested in the class. It is important to
remind them that the writing prompts and the topics are optional. They are still free to choose

any topic they want. It entirely depends on their choices.

Teacher Feedback in Dialogue Journals

A number of previous studies exposed that teacher feedback in dialogue journal entries
plays a critical role in maintaining written conversations between the teacher and students. In
order to maintain the flow of the interaction, Reed (1993) suggested the following four
principles: (1) The topics of writing should be learner-centered. The teachers’ responses
should be based on the content of the students’ writing. (2) The feedback should continuously
prompt learners thinking. (3) The responses must be positive and encouraging. Sometimes
students may show less confidence, high level of anxiety or problems in their writing. The
teachers’ responses should support them in overcoming their difficulties. (4) L2 teachers
should not ask too many questions in their responses. Asking questions can be a good way to
engage learners in writing. However, too many questions will make them feel annoyed or
anxious. ESL/EFL instructors can give the learners the most helpful feedback for improving
their English writing competence and proficiency by following these principles.

Peyton & Reed (1990) and Peyton & Staton (1993) suggested that the following four
types of feedback could be tailored into the teacher feedback. These types are models of
correct language use, affirmations for students’ ideas and thoughts, information or
instructor’s experiences, and questions for maintaining the students’ engagement in writing,
asking for clarification or checking comprehension.

First, although teacher feedback should focus on the content of the journal, not on
-8-



grammatical or spelling errors, under this prerequisite, the instructor can provide correct
models of the language uses when a learner obviously needs the instructor to help him/her to
find right words for describing something or is continuously making the same grammatical
errors. Lower proficient or insecure students who concern about making grammatical
mistakes especially need this kind of teacher feedback. In the practice of DJW, teachers
usually blend the correct models into the sentences they write in the feedback in order to keep
the authenticity of natural conversation. For example, if an individual always forgets to
switch the present tense of a verb to the past tense, the instructor can use the past tense of that
verb in the teacher feedback once (or more than once) in order to remind the individual of
using the correct tense in the future. For keeping the genuine nature of authentic
conversations as it is in real life, encouraging students to write more and maintaining the non-
threatening environment are very important in the implementation of DJW. This type of
teacher feedback must be carefully and thoughtfully given to students. Instructors must be
careful with the wording and avoid unnecessary misunderstanding or intimidation which may
demotivate learners in writing in the future.

Second, affirming students’ ideas and thoughts can make the relationship between an
instructor and a learner close. Moreover, this type can also encourage learners to write more
and give them more confidence in writing. If the teacher can also show more interests to the
content of students’ writing in the feedback, they will be encouraged as well. Furthermore,
after starting a DJW project, the awkwardness in interactions will be gradually reduced when
the teachers respond with affirmations and interests. Real communications will then begin to
emerge.

Third, the teacher makes contribution in the written communications by sharing related
information, experiences or thoughts. This type of teacher feedback can generate more
discussions, build closer connections and solicit more writing in students’ journal entries.

According to Peyton & Staton (1993), giving this kind of feedback to a newly arrived
-9.-



student, who is still adjusting to a new culture, can be very helpful to his/her life and learning.

Fourth, using questions for maintaining the students’ engagement in writing, asking for
clarification or checking comprehension have been readily used by L2 instructors in DJs. The
instructors need to bear three considerations in mind when they want to create questions in
teacher feedback. The first consideration is to control the number of questions contained in
one journal entry. Using more questions is good for elementary learners because they can
practice asking and answering questions in the target language. However, it can be quite
intimidating and less helpful in their comprehension by asking a lot of questions which
related to different topics in a row. The second consideration is to avoid asking several
questions in a row about different topics. Thus, the students’ foci can be maintained and it
will be less intimidating for them. The last consideration is the target language proficiency of
each individual. When a less proficient learners’ utterance in journal entries is limited by their
L2 proficiency, the teacher can continue the discussion or ask for clarifications based on the
previously vague content they wrote. In this case, the teacher can understand the students
better and in parallel, the students acquire the correct terms. If this kind of feedback is applied
appropriately, the learners will be benefited greatly.

Providing comprehensible, interesting and suitable teacher feedback related to an
individual student’s writing can increase the quality of written communications. Moreover,
teacher feedback with authentic target language is facilitative of developing writing
competence (Krashen, 1982 as cited in Staton, 1993; Long, 1990, Schmidt, 1990, 1992 as

cited in Perez, et al, 2013).

Teachers’ Roles in Implementing DJW
A teacher has three roles in a DJW project, a thoughtful instructor, a considerate
supporter, and a passionate interaction maintainer, based on the findings of Abednia,

Teimoumezhad, & Ghanbri (2013) and Peyton & Reed (1990). As a thoughtful instructor,
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he/she clearly explains the purpose and the procedures of conduction the DJW project in the
beginning of the implementation, and keeps students’ language proficiency and interests in
mind. Thus, the students have less confusion while writing DJs or responding to the
instructor’s feedback. Otherwise, they would be discouraged by extra burdens caused by the
incomprehensible parts in teacher feedback. As a considerate supporter, when students
express their frustrations, confusion, problems, questions or anxiety, the teacher gives
appropriate support and encouragement (Chan, 2005; Peyton & Reed, 1990; Peyton & Staton
1993). As a passionate interaction maintainer, keeping the conversation flow by applying
different kinds of teacher feedback and initiating new topics based on his/her knowledge of
students’ former entries are utterly important (Peyton & Reed, 1990). When the L2 instructor
carefully takes on these three roles with adequate and practical consideration, DJW will have

greater chance to be carried out more smoothly and successfully.

Principles for Executing a DJW Project
The wide adaptability of DJW allows foreign language instructors to apply it under
various circumstances with students of different age, language proficiency, cultural
background, educational background, and school subjects, etc. (Peyton & Reed, 1990; Reed,
1993). However, the following principles are keys to the success of DJW.

The assistance of generating topics for writing, the material for the writing, the
minimum length of each journal entry and the interval between each exchange of journal
entries are the four principles which must be cautiously planned (Peyton & Reed, 1990; Reed,
1993). The first principle is deciding whether the instructor will help students to generate
topics for DJW. If the L2 instructor decides to use certain way to assist them, he/she can
adopt the methods from the aforementioned section, “Teachers’ Assistance for Generating
Ideas” (p. 9). Moreover, if the instructor would use writing prompts or questions for the

brainstorming process, he/she can also design the prompts or questions which are related to
11 -



the course content of the class. The second principle is choosing a suitable material for DJW.
In previous studies, the following materials had been chosen by the L2/FL instructors,
notebooks, portable storage devices, oral recording storage devices, software, or emails. The
teacher can choose any of them as long as it is suitable for all the participants (Chan, 2005;
Yunus & Thevasigamoney, 2014; Peyton & Reed, 1990; Reed, 1993).

The other two principles are interrelated. Because students’ target language proficiency
and writing competence are needed to be built up through a plenty of writing practice and the
frequency of writing during the period of DJW, the details cannot be overlooked. The third
principle refers to an important decision to make. It is the minimum length that every
individual learner has to produce in every dialogue journal entry, such as 5 to 10 sentences.
Thus, a certain quantity of writing practice can be ensured. The fourth principle is that the
length of intervals between the exchanges of journal entries should be considered. If the
interval is too short, it will become the big pressure for teachers. Some teachers have busy
teaching schedules and big class size (probably ten to twenty-five). Responding all the
students’ entries every day will result in a sizable increase of workload to them. If the interval
is too long, the whole DJW will be turned into another short essay-writing assignment for the
class which may be tedious and demotivating to them (Chan, 2005; Peyton & Reed, 1990;
Peyton & Staton, 1993). In previous studies, Peyton & Reed (1990) suggested that writing
DIJs twice or three times a week is the best choice for both the teacher and the students.

These crucial principles must be told to the learners in the very beginning of a DJW
project. Consequently, the L2 learners will be less confused and be more willing to write the
interactive journals. They will be continuously benefited from the writing and the exchanges

while the DJW is implemented.
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Effects of Dialogue Journal Writing

Previous studies have shown that DJW can have positive effects on improving L2
proficiency and writing skills (Liao & Wong, 2010; Peyton & Reed, 1990; Peyton & Staton,
1993), increasing learners’ confidence upon using the target language (Chan, 2005; Peyton &
Reed, 1990; Peyton & Staton, 1993), motivating students’ to write in a second language
(Chan, 2005; Liao & Wong, 2010; Peyton & Reed, 1990), broadening learners’ knowledge
and critical thinking (Abednia et al. 2013; Eksi, 2013; Peyton & Reed, 1990), making
teachers’ future lesson plan better (Peyton & Reed, 1990) and strengthening the relationship
between the teacher and learners (Chan, 2005; Darhower, 2004; Peyton & Reed, 1990;
Peyton & Staton, 1993).

First, the ongoing exchanges of dialogue journals provide plenty of opportunities for
each student to read and freely interact with their peer or teacher. He/she must often read the
interactive partner’s response in order to give proper responses (Peyton & Reed, 1990).
More opportunities for L2 acquisition appear in the feedback especially when the partner is a
more proficient L2 user. On the other hand, he/she can write anything interested
himself/herself. Some learners check dictionaries, books or websites in order to find
appropriate words to express their meaning (Chan, 2005). During the process of exchanging
DIJs, they may acquire more knowledge of vocabulary, sentence structures or grammatical
usages. This gives them more resources to write the things they want to express. Hence, after
a period of time, considerable improvement on the students’ L2 proficiency and writing skill
is ultimately made (Liao & Wong, 2010; Peyton & Reed, 1990; Peyton & Staton, 1993).

Second, student’s confidence in using the target language will be increased. Some
students are not confident when they speak or write in L2. Some others have problems with
face-to-face communication during the class. These students are often shy or reluctant to
produce foreign/second language in front of other people. The previous studies found that

DJW can enhance learners’ confidence because the teachers focus on the content of their
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writing instead of their grammatical and spelling errors (Chan, 2005; Peyton, 1993, p. 75-81).
In addition, the written communications are only allowed to be read by the two partners. The
students can write whatever they want in their journal and they will not receive negative
comments about their writing from teachers. In the end, their writing anxiety can be reduced
(Liao & Wong, 2010; Yunus & Thevasignmoney, 2014). Thus, a non-threatening DJW
environment will be created, and their confidence is increased (Chan, 2005; Morrel, 2010;
Peyton & Reed, 1990; Peyton & Staton, 1993).

Third, a few previous studies also found that DJW motivated L2 learners in writing
because students had complete freedom to choose their topics, and were free from worrying
grammatical errors and spelling mistakes. In Chan’s qualitative study (2005), she involved 38
high school students who participated in a DJW project for ten weeks. The majority of the
nineteen participants in the experimental group stated that they were more motivated during
the DJW project than in learning English compositions. They thought DJW was interesting
and helpful in studying English and it motivated them in learning English composition
writing. Similarly, Liao & Wong (2010) found that the student’s intrinsic motivation towards
English writing was significantly increased after they involved 41 tenth graders in their
experimental study. Their findings demonstrated more evidence which corresponded to
Peyton & Reed’s study (1990). In the study, they mentioned the students were motivated but
they did not have sufficient empirical evidence to explain how DJW motivate them exactly.
Yet, more scientific evidence was needed to support the statement. Chan’s (2005) and Liao &
Wong’s (2010) findings proved that DJW can motivate learners to write, in the aspect of
composition writing and intrinsic motivation.

Fourth, DJW can deepen learners’ knowledge about the course content and critical
thinking. L2 instructors can suggest students to find topics based on the course content, tell
what they have learned during the class, reflect on their assigned reading materials, the

discussions of course content in the class or the practicums (Abednia et al. 2013; Eksi, 2013;
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Peyton & Reed, 1990). Peyton & Reed (1990) mentioned that teachers can use the above
mentioned ways to ask students to write in order to strengthen their learning and critical
thinking. The more recent studies also found the evidence to correspond to their statements. A
qualitative study conducted by Abednia et al. (2013) employed reflective journal writing
which was almost the same like DJW, except that the content of writing mainly focused on
the participants’ reflections on their reading and class discussions. Every week for fourteen
weeks the six university students, who were EFL pre-service and in-service teachers, were
required to focus on writing the comparisons of their own or their classmates’ experiences
and ideas with the course content, selected reading materials, and course discussions in the
journals. The teacher-educator wrote the interactive feedback in each student’s journal entry.
To summarize, the researchers of the study found that writing reflective journal helped the
students in the following four aspects: (1) The journal writing helped them to identify their
strengths and areas of improvement. As the result, their teaching perspective and practice
were also improved. (2) Writing the journals made them form meaningful connections
between their real-life experiences and the course content. They had to truly reflect on the
issues covered during the class and construct their own opinions. (3) The participants stated
that they would carefully write their ideas and started to be more productive in the writing in
order to catch every opportunity to communicate with the teacher effectively. (4) They had to
justify their points of view because whatever the personal ideas they wrote were challenged
by the teacher-educator’s questions and comments. During the process of writing, they
gradually learned more about how to reflect on different issues, present and support their
opinions. Eksi (2013) conducted a qualitative study to discover 25 student-teachers’
perspectives on their experience in schools through writing e-dialogue journals and reported
the similar findings. The researcher also found the advantages of using e-dialogue journal
writing are: (1) getting immediate feedback from the instructor, (2) having more opportunities

to share ideas, and (3) prompting their reflection upon the course content in the university and
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the practicums at the schools. Their finding proved that adapting DJW as a tool to deepen
students’ learning and critical thinking can be very facilitative for them.

Fifth, DJW can provide plenty of resource for teachers’ lesson plan in the future
which would be more suitable for the students. DJW gives the complete freedom to learners
to write anything they want, including the problems about learning and questions or doubts
from the course content. The private DJW interactions with the teacher open a channel for the
learners to talk, especially for those who are shy or reluctant to say anything in front of
others. On the other hand, the teacher may also detect an individual learner’s problems,
questions or misunderstanding toward the course content through his/her writing. The teacher
can write down the problematic issues, blend them into the lesson plan and help learners to
fix them during the class. Moreover, learners may also talk about their hobbies, interests in
the writing. Connecting the course with something that match students’ interests can enhance
their engagement and concentration during the class. The resource from the leaners’ entries
helps a L2 instructor to plan lessons which are better and more suitable for them (Peyton &
Reed, 1990).

Last, in earlier literature, Peyton & Reed (1990) revealed that DJW can make the
relationship between the teacher and students closer. Then, the same effect was demonstrated
and verified again by the cases and excerpts of DJW in Peyton & Staton’s book (1993). When
learners are close to the teacher, they may trust him/her more and write more. They would
talk more about their personal feelings, issues or frustrations in the lives and learning. Thus,
the teacher can understand them more, sense potential problems or give help, supports and
encouragement whenever they need. Furthermore, the closer relationship also encourages a
number of school students to write more. Similar findings were found in the following two
studies. Darhower (2004) discovered that, through the use of DJW, teachers gain more
understanding of individuals, such as their personal goals, interests and experiences. This

corresponds with Chan’s (2005) studies. The teacher-researcher learned more about students’
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interests and ideas through the journal writing. These findings demonstrated DJW can
improve the teacher-student relationship significantly which is very helpful for L2 students’
writing development and target language learning.

Through a thorough plan and the implementation, a DJW project can be very
beneficial to L2/FL learners. Their target language proficiency, writing skills, confidence,
motivation, knowledge, and critical thinking will be noticeably improved. As an instructor is
getting to understand each individual learner more and more, the messages written by the
students and the closer teacher-student relationship will assist the instrutor to maximize the

effects of the DJW project.

Writing Motivation

Writing motivation, as define by Dutta Roy (2010), refers to a process of an inner
impetus drives an individual to autonomously express ideas in writing. The motivation
crucially influences one’s success or failure on a second language (L2)/foreign language (FL)
learning (Hashemian & Heidari, 2013), including writing. The previous studies investigated
the relationship among writing and language learning motivation from different perspectives,
such as intrinsic motivation (e.g. Lo & Hyland, 2007), integrative orientation (e.g. Hashemian
& Heidari, 2013), extrinsic motivation (e.g. Dutta Roy, 2010) and instrumental motivation
(e.g. Coming, Kim & Eouanzouki, 2007).

Earlier studies have shown that intrinsic motivation plays a noticeable role in
motivating learners to write. Intrinsic motivation means the impetus from a person who is
engaged in learning and writing tasks for personal inner enjoyment and satisfaction (e.g. Liao
& Wong, 2010; Ryan & Deci, 2000). Liao &Wong (2010) discovered that dialogue journal
writing (DJW) can significantly increase ESL/EFL students’ intrinsic motivation in writing
because the learner-centered nature allowed them to choose the topics. Gradually, the writing

became more meaningful to them and their confidence grew. The finding corresponded to
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Dutta Roy’s (2010) study. He found that the 200 primary school students in his quantitative
study were more motivated to write because they enjoyed expressing creative ideas, emotions
and events that happened in their lives, and because they thought they could master the
writing. Therefore, he categorized the topics of their writing into four domains, creative
expression, emotional expression, documentation and mastery over writing. Moreover,
among all the participants, the students who had higher intrinsic writing motivation would
only write for enjoyment. His findings showed that DJW has the potential of enhancing
students’ writing motivation because it covers these four domains.

Relatedly, a number of limited studies disclosed that integrative orientation in L2
learning noticeably influence L2 learners’ intrinsic motivation in writing. Integrative
orientation refers to an inner drive caused by an individual’s favorable interest to the culture
or the members of the community in target language (Dornyei, 1994, 1998, 2003; Gardner,
1985; Tremblay & Gardner, 1995). Hashemian & Heidari (2013) found that L2 learners’
writing skill was highly correlated to the strength of their integrative motivation. Relatively,
Cumming et al. (2007) discovered that, although the international pre-university and
university students mainly focus on improving writing skills for the study at the school or in
the future career development, integrative orientation also played a role on their willingness
on improving L2 writing while studying abroad because of the desire of building friendship
with native speakers from local communities. The previous studies disclosed that intrinsic
motivation and integrative orientation bring inner satisfaction to L2 students and motivate
them to write.

A strong correlation between writing motivation and extrinsic motivation were also
revealed by previous studies (Coming, et al., 2007; Dutta Roy, 2010). Extrinsic motivation is
the impetus that drives a person to engage in something for external reason, for instance,
getting rewards, gaining higher scores or avoiding punishment (e.g. Ryan & Deci, 2000).

Cumming et. al. (2007) discovered that ESL learners improve their writing in English
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because they want to study in foreign universities or to attain the writing skill for career
purpose. Most of them perceived improving English writing as their responsibility instead of
bettering the skill for integrative orientation. Furthermore, they found that an individual who
was intrinsically motivated also had extrinsic motivation, such as trying to impress the
teachers with good L2 writing performance. However, for an individual who is not motivated
for the writing only had extrinsic motivation, his/her performance on writing tasks depends
on the teacher’s advice or short-term pleasure of finishing the task without long term
substantive satisfaction. Their research demonstrated how extrinsic motivation affected the
ESL learners’ willingness in improving their L2 writing competence. Slightly different
findings showed in Dutta Roy’s (2010) study. Among his participants, the ones who had
higher extrinsic writing motivation did not want to write for intrinsic motivating factors.

In addition, the study of Cumming et al. (2007) found that instrumental orientation
predominately influences the ESL pre-university and university students’ motivation in
developing L2 writing competence. Instrumental orientation refers to the practical purposes
for learning the language, for example, getting promotions or being accepted by a foreign
school. L2 learners use the target language as an instrument in order to attain their goals (e.g.
Dornyei, 1994, 1998, 2003; Gardner, 1985). The most participants in Cumming and her
colleagues’ study (2007) indicated that the ESL students used English writing as an
instrument in order to better their academic performance and working performance in the
future. Conversely, Hashemian & Heidari (2013) discovered that, in the EFL environment in
Iran, the Iranian M. A. students who majored in TEFL (Teaching English as Foreign
Language) showed a little bit stronger integrative orientation than instrumental orientation for
their L2 writing. Moreover, their findings revealed that the higher instrumental motivation is
associated with the less successful performance in L2 academic writing. The previous
findings displayed an inextricable connection among extrinsic motivation, instrumental

orientation and writing motivation.
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Earlier research correlatively discovered that self-efficacy and personal interest were
two components associated with writing motivation. Bandura (1997) proposed that self-
efficacy refers to one’s performance on a task depending on his/her judgement of his/her
capability to perform. It consists of a learner’s expectations for the outcomes and the
judgment of self-efficacy (as cited in Troia, Harbaugh, Shankland, Wolbers & Lawrence,
2012). Writing self-efficacy, more specifically, is related to a learner’s judgment of his/her
confidence in various composition, grammatical usage and mechanical skills which are
appropriate to their academic level (Pajares, 2007). When an individual FL/L2 learner has
stronger self-efficacy, he/she would spend more time and devote assiduous effort to practice
writing, plan, draft, edit, revise and use extra sources in order to produce satisfactory
compositions. This learner usually has higher goals for academic achievement (Cumming, et
al. 2007; Duijnhourwer & Stokking, 2012; Pajares, 2007; Troia, et al., 2013). Consequently,
writing motivation and writing self-efficacy form a positive circulation on L2 learners’
writing competence. Even though the studies relating to writing self-efficacy beliefs, writing
motivation or DJW were previously conducted, limited studies have directly connected these
subjects.

In addition, Troia et al. (2012) investigated the relationships between writing
motivation, writing activity and writing performance. They conducted a quantitative research
which involved 618 fourth to tenth graders. They found that an individual L2 learner’s
quality of writing was directly influenced by the teacher’s judgment of one’s writing ability,
writing activities in and out of the school. The findings indicated the needs of exploring the
relation between the teacher feedback in DJW and the writing motivation. The idea of DJW
motivates students in L2 writing was previously mentioned in Peyton & Reed’s book (1990).
However, their studies lack of substantial evidence. More evidence was found in the earlier
mentioned studies from Chan (2005) and Liao & Wong (2010). They revealed that school

students’ motivation in writing noticeably increased after the implementation of DJW
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projects. However, how DJW influences adult learners’ writing motivation during the
implementation of a project and how learners’ writing habits were affected due to the change

of writing motivation are still unsolved mysteries.

Teacher Feedback & Writing Motivation

In the field of foreign/second language teaching, teacher feedback generally refers to
all types of corrections, opinions or marks given by a teacher on a student’s written work.
Additionally, in previous studies, scholars chose different perspectives of motivation in
writing to focus on (p.17) when they were conducting research related to teacher feedback
and writing motivation. Scholar(s) always explained choices of type(s) of teacher feedback,
perspectives of motivation and types of writing task in every previous study. A number of
previous studies revealed the relation between different types of teacher feedback and L2
learner’s motivation in writing (Duijnhouwer, 2010; Duijnhourwer, Prins & Stokking, 2012;
Perez, Fuentealba, Barra, Rojas & Cisternas, 2013; Waller & Papi, 2017). Although these
studies were not directly related to DJW, their findings are still worth to be taken into account
what should and should not write when L2 instructors are giving teacher feedback to
individual learners.

The qualitative study of Perez, et al. (2013) examined the effects of explicit teacher
feedback on Spanish high school students’ English writing in terms of motivation in re-
writing. Some of the participants had limited English proficiency. They preferred the teacher
feedback in Spanish, while the more proficient learners hoped to get teacher feedback in
English in order to improve their target language proficiency. As for re-writing tasks, the
participants who were motivated in writing appreciated receiving explicit oral feedback on
errors directly from the teacher. In contrast, the others would rather simply read the feedback.
They did not want to talk to the teacher and thought that they would not understand the

feedback anyway. The findings also revealed that how teacher gives feedback directly impact
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on students’ motivation, expressions of ideas, grammar, spelling and organization in writing.

In addition, Duijnhourwer et al. (2012) investigated the relationship between L2
university students’ writing motivational changes and self-efficacy. They aimed at exploring
how students’ drafts, writing motivation and self-efficacy were influenced after the teachers’
improvement strategies (suggesting what an individual can do to improve their writing) in the
teacher feedback. They disclosed that the quality of first and the final draft was significantly
correlated to the students’ self-efficacy. Nevertheless, the participants in experimental groups
fully utilized the improvement strategies and the mixed reactions happened among them.
Some of them had stronger writing motivation for planning and revising when they received
more improvement strategies. Some of them did not see the difference with or without getting
improvement strategies. The rest of them thought giving the strategies made them feel that
their writing abilities were underestimated. On the other words, more improvement strategies
may lower students’ self-efficacy. Especially, when students’ self-efficacy beliefs were
already low, the strategies were more harmful to their confidence in L2 writing

Even though these two studies did not investigate the teacher feedback in DJW, their
finding implied the importance of considering learners’ target language proficiency and the

possible impacts from the feedback to their confidence and motivation in writing.
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Chapter Three
METHOD
This chapter describes the participants’ brief background information, the
experiment of dialogue journal writing, the instruments, the data collection procedures, and

the data analysis procedures in the present study.

Participants

The eight participants were adults who already graduated from schools. Each of them
has different career, family dynamics and educational background. They learn English for
different reasons, such as making travel easier, communicating with foreigners, and/or
increasing their personal language skills for future career development. After graduation, they
learned English from various resources, such as, websites, books, etc. (p. 33). Therefore, their
English proficiency, knowledge of grammar and vocabulary varied. They rarely practiced
writing in English on a regular basis before participating in the present study. Consequently,

writing English composition was very difficult for them.

The following table briefly shows the participants’ pseudo-names, ages, career and
education. Every participant was asked to fill out a background questionnaire. All the
information in the Table 1 was acquired from their questionnaires. All the participants are
female. It was a coincidence because the present study did not intentionally recruit female

participants.
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Table 3.1

The Participants’ Background Information: Age, Career, and Education

Name Age Career Education
Andrea 41 -50 Foreign Exchange Junior college
Personnel
Beatrix 51-60 Public Servant Graduate school
Claire 41 -50 Accountant University
Daphne 21-30 None Senior high school
Edith 21-30 Music teacher University
Fay 21-30 Designer’s Assistant Junior college
Gwen 41 -50 Accountant Junior College
Heidi 21-30 Administrative Assistant University

The Dialogue Journal Writing Project

The participants joined a twelve-week reading club conducted mainly in English with
Chinese used as needed. They met the instructor for a 90-minute session every week. During
each reading session, the instructor helps the participants read, checks their pronunciations,
answers their questions, leads the discussions on the weekly article, and brainstorms ideas
with them for writing journals. And, she observed everything the participants did in the
weekly sessions and the process of exchanging DJs. While implementing the DJW project,
the researcher-instructor did not intentionally say anything to influence or imply how they
should feel and what they should think of DJW. When assisting the participants to write
dialogue journals, the researcher-instructor helped them generate ideas during the

brainstorming process and provided written instruction with writing prompts related to the
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weekly articles at the end of the session. The purpose of the brainstorming was to help the
participants make connections between the articles and their personal experiences or
thoughts, so that they had more ideas for their journals. Still, they were the decision makers
for choosing what to write in the journals. After receiving dialogue journals, the instructor
gave each participant feedback in each entry they send. The participants wrote a dialogue
journal twice a week for ten weeks.

The reading material for the reading club is called Follow 30 Popular Movies Realize
Your Dreams of Travelling in English (F1 X ZE %4 © Follow 30 152 & B IR RAV IR HFDL
Zh25), written by Bella Lee (2015). Each unit in the book included the Introduction of a city
in different countries, a written Dialogue based on the context of the introduction, the Special
Sites Introduction about a place that previously appeared in a movie, a special section about
one local food, entertainments or other attractions. The articles are written both in English
and in Chinese. Every participant read from Unit one to five, which includes 10 short articles,
and write 20 journal entries in total. The parts of Introduction and Special Sites Introduction
are the major articles which the participants read for the reading club. This material not only

helped them to improve reading, but also gave them some ideas for their DJW.

Instruments
The study aims to explore how dialogue journal writing influences adult learners’
English writing motivation. The following instruments were designed to answer three
research questions for the present study: a questionnaire about the participants’ background

information and the three semi-structured interviews for pre-, middle- and post- studies.

Background Information Questionnaire
The background information questionnaire was employed to ask the participants’

occupations, ages, English learning history, motivation for learning English and current
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perception towards English writing (Appendix A). Eight questions were included in this
questionnaire. The first question was about their gender, age and educational level. The
second and third questions were designed to ask their personal history of English learning.
Question number four asked why they studied English. The remaining four questions were
designed to ask their feelings, interests and perceptions toward English writing in order to
find out whether they were motivated in English writing and what may or may not motivate
them in writing English. The purpose of designing the questionnaire was to learn more about
the participants. After the implementation of the DJW project, their responses in the
questionnaires were also compared with the responses in the semi-structured interviews in

order to see how or whether their motivation in writing English was changed.

Dialogue Journal Entries

The eight participants wrote twenty dialogue journal entries. In the first week, the
instructor gave everyone written guidelines (Appendix B) and explain how to write dialogue
journals. The guidelines were adapted from Chan (2005). Every week from the second to
eleventh week, they will receive a handout of writing prompts (Appendix C). The handout
contained two parts: the writing prompts which were derived from the weekly articles and the
space for the participants to write down any ideas they gained from the brainstorming process
during the session (Appendix D). The idea of combining the two parts was obtained from
three previous studies. The use of writing prompts is adopted from Peyton & Reed (1990),
Peyton & Staton (1993) and Chan (2005). In these three studies, the students mentioned
lacking ideas to write, not having feeling toward the course content or finding that the writing
prompts made them less willing to write dialogue journals. The idea of brainstorming was
gained from Hussein (2013). In this study, the college students responded that - when the
teacher lead the discussion with some focused questions related to the course content to help

them to brainstorm ideas for writing essays, they could effectively generate more useful ideas
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and had a stronger motivation to write. Hence, the researcher would explore whether this
method could also be effective for DJW. In the current study, the participants could write any
topics inspired by the reading materials, the brainstorming process or the writing prompts,
which were derived from the reading materials on the handouts, in their dialogue journals.

The participants wrote the dialogue journal entries with Line as take-home tasks. Line
is a social network communication application. The major reasons of adopting the Line
application were due to its ubiquity, practicability, speed, convenience, user friendliness and
customization. First of all, it is very popular in Taiwan. Most people use it for daily
communications. Secondly, the functions within the application are very practical. People can
send written messages, videos, photos, website links, stickers, emoticons and voice messages
for communications via Line. Third, as long as the Internet works, all the messages can be
sent within a minute. Therefore, the reasons which may cause the delay of submitting the
journals, such as anyone’s absence from the reading clubs, the possibility that a session may
need to be postponed or the physical distance between the participants and the instructor,
would be avoided. It is quick and is available 24 hours. In addition, its interface is very easy
to learn and apply. The users can also set up the backgrounds or the pictures based on their
personal preferences. Every individual can open an online chat room with one person or with
a group of people. Therefore, if a learner feels too shy to ask questions or say something in
English because of the fear of making mistakes in front of others, he/she can send private
messages to the instructor. These advantages made Line a perfect tool for this DJW study.
The instructor opened a group chatroom for public announcements and a private chatroom for
receiving and responding to the dialogue journal entries from each individual learner. Every
participant had to write at least five sentences in every entry. The screenshots of all the
dialogue journals were taken and saved for the analysis.

The researcher-instructor mainly focused on giving four types of feedback: 1.

modeling correct language uses in natural genuine interactional entries, 2. affirming students’
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ideas and thoughts, 3. sharing information or instructors’ experiences which are related the
content of the students’ writing, 4. asking and answering questions. These four types were
commonly mentioned in a number of previous studies (Chen, 2005; Peyton & Reed, 1990;
Payton & Staton, 1993) (explained on p.8). In those studies, those experienced researchers
mentioned the types of teacher feedback that can be used in students’ journals. They noted
that DJW can motivate students to write. However, the relations between the use of teacher
feedback and motivation were not really investigated. In the present study, the instructor
investigated how and what influence was brought to the learners’ writing motivation through

the three related questions in the semi-structured interviews.

Semi-structured Interviews

Every participant will have three semi-structured interviews for the pre-study, middle-
and the post- study (Appendix E). The purpose of the interviews is to closely study how
dialogue journal writing and teacher feedback influence adult learners’ writing motivation.
The first seven questions are designed for in-depth probing how DJW aftects adult learners’
writing motivation. The questions number eight to ten will be asked to investigate how
teacher feedback in dialogue journal motivates adult learners to write in English. The last two

questions attempt to understand the participants’ perception of DJW.

Data Collection Procedures
During the twelve-week reading club, the following data was collected through the
background information questionnaire and the three semi-structured interviews for the pre-,
middle- and post- study and each student’s twenty dialogue journal entries. The following

Table shows the data collection procedures.
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Table 3.2

Data Collection Procedures

Week 1

The questionnaires for the background information

+ the pre-study semi-structured interviews

Week 2 |Unit 1: Honolulu Kawela Bay — Hunger Games: Catching Fire: |DJ #1 |DJ #2
The introduction of the city

Week 3 |Unit 1: Kawela Bay — Hunger Games: Catching Fire: Special |DJ#3 |DJ #4
Sites Introduction 1

Week 4 |Unit 2: Venice, Hotel Danieli - The Tourist: The introduction of [DJ #5 [DJ #6
the city

Week 5 |Unit 2: Venice, Hotel Danieli - The Tourist: Special Sites DI #7 |DJ#8
Introduction 2

Week 6 |Unit 3: New York Serendipity : The introduction of the city DJ#9 |DJ#10

The middle-study semi-structured interviews

Week 7 |Unit 3: New York City - Serendipity: Special Sites Introduction |DJ #11 |DJ #12
3

Week 8 |Unit 4: Bangkok- Hangover 2: The introduction of the city DJ #13 |DJ #14

Week 9 |Unit 4: Bangkok - Hangover 2: Special Sites Introduction 4 DI #15 |DJ #16

Week 10 |Unit 5: La Fortuna - Arenal Volcano National Park — After DJ #17 |DJ #18
Earth: The introduction of the city

Week 11 |Unit 5: Arenal Volcano National Park — After Earth: Special DJ #19 |DJ #20
Sites Introduction 5

Week 12 |The post-study semi-structured interviews

DJ = Dialogue Journal
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During the first week of the reading club, the instructor explained everything to the
participants. They were asked to fill out the background information questionnaires and had
their first semi-structured interview with the instructor-researcher. All of the questionnaires,
the pre-test and data gathered through the interview were collected.

The pre-study semi-structured interviews were performed in the first week, the middle
study were in the sixth week, and the post study were in the final week. All the interviews
were conducted in Chinese in order to allow the participants to express their answers freely
and the instructor to fully understand their responses. During the interviews, all the
conversations were audio-recorded and transcribed.

During the implementation of DJW project, each participant sent her personal dialogue
journal entries to the private chatroom in Line, which was only used between her and the
instructor twice a week. The instructor gave teacher feedback based on the four types
mentioned in a previous paragraph in the section of instrument. All the feedback was given
one to two days before the participants send their next journal entries. Each participant’s DJ
entry and teacher feedback were screenshotted and saved. In addition, all the participants’
behaviors, reactions and words showed in weekly sessions and in the Line chatrooms, which
were related to the present study, were also recorded in the researcher-instructor’s observation

notes.

Data Analysis Procedures
Three kinds of data were analyzed: the background questionnaires, the dialogue
journals and the three semi-structured interviews for pre-study, middle-study and post-study.
All the conversations during the interviews were audio-recorded and transcribed. To improve
the reliability of interview data, another graduate student helped the researcher translate a
number of excerpts from the interview data after the transcription was translated from

Chinese to English for the study. The data was collected to answer the three research
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questions of the study.

The effects of dialogue journal writing on adult learners’ writing motivation

To investigate how DJW affects adult learners’ writing motivation, the participants’
responses in the background questionnaires and the records of the first seven questions from
the three semi-structured interview were compared and analyzed. First, the researcher-
instructor analyzed every response from the questionnaire to see what motivated them to
learn and write English and what they think of writing in English. Second, all the responses
acquired from the questionnaires and during the interviews were analyzed to see how their
writing motivation changed from the first to the final week of the DJW project. The open-
ended questions in the interviews were used to probe how DJW influenced their writing

motivation and whether the writing motivation increased.

The effects of teacher feedback in dialogue journals on adult learners’ writing
motivation

The purpose of designing the question number eight to ten in the semi-structured
interview was to study how teacher feedback influences the learners’ writing motivation. The
researcher-instructor explored how the participants perceive the four types of teacher
feedback and how each teacher feedback type influences their writing motivation through

their responses to these three open-ended questions.

The adult learners’ perceptions of dialogue journal writing

Finally, to study how adult learners perceive dialogue journal writing, the last two
questions in the interviews were transcribed and analyzed. The participants’ transcribed data
were studied to see whether they think DJW could increase their motivation for English

writing. Furthermore, the data was also compared with their previous responses in the
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questionnaire to see whether their perception for English writing changed after participating

in the DJW project.
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Chapter Four
Results and Discussion
The results based on the analysis of the questionnaires, three semi-structured interviews, and
the instructor’s observation disclosed how dialogue journal writing affected adult learners’
writing motivation. They are reported in the order of the three research questions. Before the
results are reported and discussed, the background information about the eight adult learners

who participated in the dialogue journal writing projects is provided first in the next section.

Background Information of the Adult Learners

All the information in this section was collected from the participants’ responses from
the background questionnaires they filled out during the first week of the DJW project. All of
the participants except Gwen and Edith learned English from different sources such as
websites, books, mobile applications, cram school and private tutors. Andrea, Claire, Edith
and Beatrix went to cram schools or hired private tutors to learn English. However, after
graduation from schools, most of them except Beatrix and Edith did not write in English until
they participated in the DJW project.

Before the implementation of the DJW project, the participants explained why they
learned English, what they thought of English writing, and what influenced their English
writing motivation. The participants, except Heidi, Edith and Daphne, would learn English
after graduating from college because of work and traveling, but not all of them were
motivated in English writing. For example, Andrea learned English because it would be
convenient while travelling abroad. She would like to learn English writing because she
wanted to improve her ability. According to her, writing in English helped her memorize the
language itself. However, she was not self-motivated because she rarely had any chance to
write in English in her daily life. And, her vocabulary knowledge had negative effects on her

writing motivation.
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The other four participants, Beatrix, Fay, Gwen and Heidi, also expressed their interests
in learning English writing because they regarded writing as a way to show their English
proficiency, like speaking, reading and listening. Claire, Daphne and Edith mentioned they
would learn writing in order to communicating with foreigners. It is worth paying attention to
how they felt about English writing in the past. Their feelings may influence their writing
motivation in the target language. The other two participants, Andrea and Gwen, said that
they only wrote English in order to memorize it. Beatrix, Daphne and Fay expressed that
writing in English was difficult. The others said that they were motivated to write for the
purposes of communicating with foreigners or improving English proficiency. For example,
Heidi would learn English in order to connect to the world. In her opinion, if she could only
read, her English learning was not completed. So, she would like to learn English writing.
But she had painful memories for learning it in the past. When she was asked whether she
was motivated to write, she said she preferred speaking but would not reject writing. What
she said showed both her desires to learn English writing for improving the language
proficiency and to overcome the negative learning experience which had affected her writing
motivation before her participation in the present study.

The participants’ responses from the open-ended questions on the questionnaires,
except Daphne and Edith, revealed the weight of English proficiency on writing motivation.
Andrea mentioned that her writing motivation was influenced by her knowledge of English
vocabulary. Claire and Heidi said that their writing motivation depended on whether they
could completely express their ideas in English in order to communicate with foreigners.
Gwen said that writing in English helped her to memorize English to improve her English
proficiency. Beatrix and Fay told that their writing motivation depended on difficulty of a
writing task. Although their responses were not exactly the same, all of them are related to

English proficiency.
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The Effects of Dialogue Journal Writing on Adult Learners’ Writing Motivation
The results based on the three interviews with the eight participants in the beginning,
the middle, and the end of the DJW project show the positive effects of dialogue journal
writing on adult learners’ writing motivation. In the beginning of the DJW project, five
participants expressed their interest in writing dialogue journals because it offered them more
opportunities to learn and practice English. The other three participants, Andrea, Beatrix and
Gwen, were more concerned about their limited English proficiency and therefore were not
interested in writing journals. During the implementation of the project, six of them said that
DIJW helped them to learn more correct use of the English words and improve their language
proficiency. Gradually most of them became more and more interested and motivated in
writing dialogue journals. What is noteworthy is that Beatrix, one of the three participants
who was neither interested or motivated in writing in the beginning, showed increasing
interest in writing dialogue journals.
I am more and more interested in it. I was not interested in it in the beginning.
Maybe it was because I could not grasp how to write it. And, maybe it was
because I did not have much vocabulary. And, maybe I was not clear about
structures of writing. I started feeling that I am improving. Then, I started to
enjoy writing DJs because the quantity of writing is not much.
She then explained to the instructor that her motivation to write dialogue journals gradually
increased because she gained more knowledge of English grammar and sentence structures
through writing in English.

The participants’ responses in the three interviews revealed that DJW project motivated
them to write because it made them practice English writing regularly. As what was
mentioned earlier, the participants, except for Beatrix and Edith, would not write in English
after they graduated from school until they started participating in this DJW project. In the

beginning of the project, they mentioned that they did not have chances to write in English in
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their daily lives because there was nothing to write about or no one require them to write in
English. Fay and Daphne said that DJW changed their writing motivation because they had to
submit two journal entries every week. As the DJW project continued, signs of the
participants’ increasing writing motivation were shown by their actions and responses stated
in the last two interviews. The following is an excerpt from a conversation between Claire
and the researcher during the project.
DJW changed me a lot. I never write in English before, neither at work nor in
my personal life. I do not have much foreign friends. Basically, I did not have
to write any English.... But now I have to write dialogue journal twice a week.
I have got more chances to use English. When I write emails, I would try to
write in English.
She later mentioned that, although she had some foreign colleagues, she did not have to
directly communicate with them in English as she worked in accounting department of her
company. Claire, Andrea, Gwen and Heidi also showed their notes and extra practices in
English writing during the weekly sessions of the reading club sometimes. At the end of the
project, all the participants said that DJW enhanced their writing motivation.

What is noteworthy is that the DJW influenced on two participates’, Fay and Andrea,
writing motivation differently. In the last interviews, they mentioned that although they had
favorable attitudes toward DJW, they were not motivated to continue writing after the project
ended because they have no one to write to or communicate with in English in their daily
lives. For example, Fay said “I think it can motivate me but I do not think that I can continue
writing if there is no one to chat with me.”. She later confirmed again that she could be
motivated during the project was because there was someone continuously interacted with her
in English. The results mentioned in these two paragraphs suggested that the participants
were motivated to write because they wanted to improve their English proficiency and their

desire for more language practice.
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During the implementation of DJW project, the participants also talked about what
influenced their writing motivation. In the beginning, only Beatrix, Daphne, Edith and Heidi
thought finding interesting topics or special events that were personal or interest to them may
influence their writing motivation. As the DJW project progressed, all the participants’
responses in the interviews showed that finding topics played an important role in their
writing motivation. Moreover, Andrea, Claire, Gwen and Edith mentioned that even though
the instructor used brainstorming and provided writing prompts to motivate them, they
preferred finding their own desirable topics rather than receiving ideas or copying sentences
from the prompts. The following examples show how finding interesting topics influenced
the participants’ writing motivation. Daphne said “If nothing special happened, I would write
less. If there was something interesting happened, I would write more.” Similarly, Fay said
“I am more motivated to write when I came up with some ideas for writing journals by
myself.” Andrea mentioned that she only wanted to write somethings special which actually
happened in her life but sometimes she faced a dilemma. The following is an excerpt from a
conversation between Andrea and the instructor,

I should have a topic but sometimes my mind was a blank. Then I would keep
thinking about what to write.... Sometimes I thought of some idea but I could
not think of good content or I did not know how to express my idea
completely...... then I erased my draft and tried to change another topic.
When she could not find the topics she wanted to write about, she kept delaying the
submission of journal entries. Similar to Andrea’s dilemma, Gwen talked about how she tried
to overcome the dilemma by searching topics online. The following excerpt was chosen from
Gwen’s last interview,
It depended on the inspirations I got for the writing when I had to write DJs....
If nothing special happened, when my life was boring on the day I had to write

journal entries, I would not know what to write. Then I would search for ideas
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online.
The participants’ responses and examples mentioned above showed that finding interesting
and desirable topics could motivate them in writing. However, finding topics caused them
facing dilemmas when they could not find any. In the end of the project, seven of them
specifically mentioned that finding their own topics influenced their writing motivation.

In conclusion, the study found positive effects of DJW on adult learners’ writing
motivation. Six of the eight participants reported they were motivated to write more in
English after participating in this DJW project. Three factors influenced adult learners’
writing motivation saliently during the project: (1) opportunities for the participants to learn
and practice more English; (2) their English proficiency; (3) interesting topics. In the middle
of the project, four of them began writing emails or practice writing in English when they did
not have to write DJs. By the end of the project, Heidi and Gwen expressed they became
more confident in their English proficiency. These changes proved that DJW helps adult
learners with limited English writing experiences to start, and even continue, writing in
English. In addition, Beatrix, Claire, Fay and Heidi mentioned that closer student-teacher
relationship had positive influence on their writing motivation.

The findings of this study can be related to the different types of motivation: intrinsic
motivation/ integrative orientation and extrinsic motivation/ instrumental orientation. The
participants had different motivations for learning. The ones who learned English for work
may have instrumental orientation, and their language learning motivation may be intrinsic or
extrinsic. The ones who learned English for traveling or communicating with foreigners
might have integrative orientation, and intrinsic motivation. Although they had motivation to
learn English, not all of them were motivated in writing prior to their participation. After the
DJW project ended, their writing motivation was enhanced. The study found three factors that
significantly influenced their writing motivation: (1) opportunities for learning and practicing

English; (2) English proficiency; (3) the need for topics related to personal interests. Most of
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the participants reported increasing motivation during the project. However, two of them
mentioned that they might not continue writing due to a lack of interactive partners.

In line with findings of some previous studies, this study found positive effects of DJW
on writing motivation. Most of those studies investigated the effects of DJW on developing
the students’ English proficiency (Peyton & Reed, 1990; Peyton & Staton; 1993) and fluency
(Chan, 2005). These studies mentioned that DJW could motivate students to write while
explaining the effects of DJW on students’ English learning. However, they did not conduct
empirical studies on writing motivation and language learning motivation. Only one study
showed the relationship between DJW and intrinsic motivation (Liao & Wong, 2010). They
found that students’ intrinsic motivation in writing was increased after their DJW project.
Similarly, the present study found that DJW can motivate adult learners. It also discovered
the major factors which influence their writing motivation.

Most of adult learners were motivated by DJW. Moreover, Gwen and Heidi also reported
that DJW built their confidence and gave them courage to express ideas in English writing.
The results correspond to the findings in Liao & Wong’s (2010), Peyton & Reed’s (1990) and

Peyton & Staton’s (1993) studies.

The Effects of Teacher Feedback in Dialogue Journals
on Adult Learners’ Writing Motivation

The present study found that adult learners’ writing motivation was significantly
increased by teacher feedback. Seven of the participants were motivated by the teacher
feedback. The results also disclosed that modeling correct use of English and asking
questions in teacher feedback played noticeable roles in motivating them to write. All the
participants valued the correct use of English which the instructor blended in the teacher
feedback. Five participants kept mentioning their positive feelings towards the interactions

generated by the feedback throughout the DJW project. The teacher-student interaction
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generated by teacher feedback on journal entries further enhances adult learners’ writing
motivation.

Four types of teacher feedback were blended in the authentic conversations with the
adult learners: 1) modelling correct language use in natural genuine interactions; 2) affirming
the learners’ ideas and thoughts; 3) sharing related information or instructors’ experiences; 4)
questioning. The results were acquired from the three interviews. Even though the researcher
mainly focused on and gave these four types of teacher feedback, the participants could freely
choose and talk about any types teacher feedback they wanted during the interviews. Their
responses did not only include these four types. The following figures show the examples of

the four types of teacher feedback.

Today is saturday for

Jaindays.I'm go to see a movie Yes, it is rainy this Saturday. Watching
on <A Dog's Purpose>.It movie movie is a great thing to do in a rainy

is very touching and
interesting.Description a dog's
life cycle story.Sometimes is
when a pet dog everyone likes

day, right? So, you went to a cinema
to watch A& Dog's Purpose? It sounds
ike a good movie. How did you like the

them. Later reincarnation is be mavie? Do you like police dogs? I like
a police dog in battle.Every themn. They are very brave and
times life cycle it dog is explore remarkable.

dog life significance and mission.

Figure 4.1. Modelling correct language use in natural genuine interactions

As shown in the figure, the excerpt on the left is Daphne’s journal entry; the one on the
right is the instructor’s response. The underlined sentence on the right is an example of

modeling correct use of English language expression.
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I wanted to live Venice when I

was child. Because this place is The life you want in Venice sounds like 3
very romantic and I wanted to dream life to me. A picture was created
have a laid-back life. when I was reading this journal of yours. 1
Venice also makes me recall a can imagine that you sit by a canal and
series of comics, ARIA. read the comics in an afternoon of 3
When 1 take the gondolas in the sunny day. Is this why you work so hard
canals, I will feel like that I'min and try to save money every day? I hope
the comics.

your dream will come true one day.
If I go to Venice,I will sip a glass

of chocolate ice cream float on
the black tea ’ read the
comics,and look at the sunset in a
coffee shop.

Figure 4.2. Affirming the Learners’ Ideas and Thoughts

The excerpt on the left is Heidi’s journal entry. The one on the right is the instructor’s
response to the entry. The underlined sentences on the right are the examples of affirmations

of the learner’s idea.

Date: July 24, 2017 Monday

My young sister was be backpacker by
herself.

First time she was going to Tokyo alone.
She talked me that is boring. Because
nobody can chat.

She did anything alone, this traveling is
lonehy.

She Hope have any friend with her go travel
next time.

She rent the wifi can safari internet anytime.
So we can chat and facetime everywhere.

Maybe it is about the personality. Some people can
be alone but some people can't deal with the
loneliness. I was a backpacker myself, and I traveled
alone in the US and Canada. It was perfectly fine for
me. To me, both traveling alone or being with
THienads are okay. DOES your Sister speak Japanese?
mvendent or outgoing?

Figure 4.3. Sharing Related Information or Instructors’ Experiences
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The excerpt shown in the figure is one of Claire’s journal entry. The underlined sentences at
the bottoms are the examples of sharing related information or experiences in teacher

feedback.

DIW:Today's course to talk to
the movie, I like the action and
exciting film, before looking at
Arthur - King of the sword,
special effects do great, the
rmusic is also great, the whaole
piece of no cold field

Do you like that we talk more about
movies during a class? I saw you take
notes enthusiastically. T would like to
watch Arthur: King of the Sword too.
Thank you for teling me it is good.
And, by the way, Ialso like action and
exciting movies. Have you ever
watched the movie Captain America:
Civil War? That movie never runs out of
steamn as well.

Figure 4.4. Questioning

The excerpt on the top in the figure is Fay’s journal entry. The underlined sentences at
the bottoms are the examples of questions in teacher feedback. The questions were created
based on each individual learner’s previous entries. They were designed to ask for clarifying
unclear sentences in the participants’ writing, checking their comprehension and maintaining
the written conversations.

At the end of the DJW project, seven participants reported that teacher feedback
motivated them to write more, except for Edith. According to them, it inspired them to think

more, reflect on their writing, and respond to the instructor. Even though Edith’s DJs or
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responses in the interviews did not appear that she was motivated by teacher feedback, she
mentioned that the way of the instructor demonstrating the correct use of English words gave
her deeper impression when she found the mistakes in the journal entries she previously
posted. The results underscored that correct models in teacher feedback bring remarkable
influence on adult learners’ writing motivation. During the DJW project, all the participants
mentioned that they paid more attention to how they could learn correct English from the
feedback. Five of them, except Fay, Daphne and Edith, said that the teacher feedback helped
them reflect on and re-check the correctness of their writing and practice more writing. Claire
talked about how the teacher feedback helped her writing in the last interview.

It is good. I think you would give me hints to show what mistakes I made.

Now [ already know your method. In the beginning, I was not familiar with it,

I thought why you did not correct my grammar. Now I know how to find the

hints from your feedback and see how I made those mistakes. I am already

used to this mode. After reading your feedback, I could know where my

mistakes were. Then, I corrected them, rewrote my sentences and responded to

your feedback. If I did not know how to respond, I tried to search how to

answer and respond you in English.
Claire kept a file. She copied all the written dialogues in the journals during the DJW project,
printed out the hard copies, rewrote, took notes and practiced on those copies. Similarly, the
other four participants, Andrea, Beatrix, Gwen and Heidi, kept notebooks in which they
copied correct sentences and practiced more in English writing. This showed the importance
of modeling correct use of English expression in teacher feedback and its positive impact on
writing motivation.

Additionally, five participants specifically pointed out the importance of giving correct

models in teacher feedback and mentioned their preferences of different ways of giving

corrections. Edith said that she became more confident in writing because she learned how to
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express her idea more correctly. Heidi and Fay liked the indirect modeling of correct use of
language expression in DJs because it made them felt more confident and secure while
writing DJs. They clearly stated that they hated red marks. On the contrary, Edith, Beatrix and
Gwen mentioned that they preferred red marks and direct English correct models in teacher
feedback because they thought direct feedback on the problematic areas in their writing could
help them clearly understand and avoid misunderstanding teachers’ corrections.
Three of them mentioned that they learned more vocabulary and grammar from the

teacher feedback. Heidi said what she learned from teacher feedback.

Let me take my first journal entry as the example ....... the most impressed

thing to me was you said “sweet dreams” to me. Then, I thought “Wow! I

didn’t know that I can say it this way!!!” Then, I think it can be a way for me

to learn authentic English. It is pretty good...... and I learned a number of

authentic English words afterwards. ......... I also learned the correct usages

of words.... Like once I found the phrase ‘make fun of” on the internet but

another word “criticize” also appeared. I did not know which one I should use.

I picked ‘make fun of” but still felt confused. Then, I saw you wrote ‘criticize’

in your feedback. Unexpectedly, I have learned some synonyms.

In addition to modelling correct language expressions, asking questions related to the
content of journal entries generates more teacher-student interaction and further enhances
adult learners’ writing motivation. Five participants specified that the instructor’s questions in
the feedback enhanced their writing motivation. Instructor wrote questions to clarify some
confusing sentences they wrote or to solicit their responses in order to maintain the
conversations. The following excerpt showed what Gwen said during the last interview:

I would respond. Sometimes you asked questions.... Basically, you

asked questions every time. In order to answer your questions, |
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searched for answers. I tried to find some vocabulary, sentence or

grammatical structures. Then, I responded to your feedback. In this

case, I could learn from it.
Similar to Gwen, the other four participants who specifically pointed out they preferred the
questions in the teacher feedback had similar answers as well. Andrea, Claire and Fay said
that the questions encouraged them to write more. Two people talked to each other which
made the journal writing more like having dialogues. Especially, Claire pointed out that if the
instructor only ended sentences with periods, she would not know how to continue a
conversation. If the instructor wrote questions, she would know how to maintain a
conversation and kept writing. Beatrix mentioned that teachers’ questions made her reflect
what she wrote and think deeper.

Furthermore, the social network communication application Line was chosen for the
exchange of dialogue journals because of its ubiquity in Taiwan, convenience, speed and user
friendliness. In the present study, Line evidently increased the participants’ writing
motivation during the intervals between exchanging DJs, especially the questions written in
the teacher feedback further enhanced their writing motivation. This is probably because of
Line’s immediate feedback function.

The following Table 3 shows the number of sentences and responses to teacher
feedback in the 20 journal entries. As shown in the table, the participants except Edith and
Gwen responded to teacher feedback in at least ten of the 20 journal entries. The participants
were asked to write at least five sentences in every journal. So, they had to write 100
sentences in total. Number of Sentences (N.S.) showed the total number of the sentences they
wrote in 20 journal entries. The Average showed how many sentences each participant wrote
per journal on an average. Table 3 illustrates that the participants’ writing motivation was
enhanced by using Line as the tool for dialogue journal writing. Most of the participants

wrote more sentences than the instructor asked. Sometime a participant responded once.
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Sometimes she responded many times. It depended on the context, the participants’ time and
interests.

Table 4.1

The Total Number of Sentences and Responses to Teacher Feedback in DJs

Name N. S. Average Responses
Andrea 130 6.5 10
Beatrix 214 10.7 10

Claire 226 11.3 16
Daphne 134 6.7 15

Edith 104 5.2 3

Fay 126 6.3 11

Gwen 108 54 3

Heidi 214 10.7 10

Table 4.1 showed that Beatrix, Claire and Heidi wrote more than the others because
they wrote sixteen to 21 sentences in some journal entries while interacting with the
instructor. For example, Claire wrote 226 sentences in total in the 20 journal entries during
the DJW project, or 11.3 sentences per entry. And she responded to the teacher feedback in
sixteen of her 20 journal entries. Figure 4.5 shows how the teacher feedback in Line

influenced her writing motivation.
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Aug 7(Mon)

Date: August 7, 2017 Monday i3
I went to Taipei last weekend.

My friends cooked by themselves.

One of the friends taught me a snack.(Fi@
®)

It was made easy and delicious.

1 thought that it is a great achievement by
me. (1RERELE)

We are all agreed on that we will cook a
dish food by ourselfs next time meet.

212 PM

Read 1
2:3TFEM

Read 1
2139 PM

2:56PM

Read 1 :
257 PM |—-

Put in spray to fry in fat or oil. &A1&, S

then put on condiment with garlic, chili and

TN, (FRR. R E R PN ) .59 PM

That’s very easy. | oy
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just cut it.

304 FM

3:04PM

Fead 1§
304 FM

I don't like the smell.

L
n
L)
=

Read 1 §
3:05 PM
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Maybe we can use other spices instead of curmin
powder.

:: But she say that's point.

Oh. So, you like the taste of the dish?

]

EioTEEE .1 just only put a little cumin
powder.

: : rmaybe I can try other next time.

p

Figure 4.5. The written interaction between the adult learner and the

instructor on Line

As shown in the figure, Claire posted her journal entry on Line first and then the instructor
gave her feedback; after receiving teacher feedback she responded to the feedback, and then
both the learner and the instructor took turns to continue the written conversation. In addition,
when she did not know how to express her idea in English or she was not sure whether the
instructor could understand her expression, she added the Chinese translation following the
English sentence. Her frequent responses showed that she was motivated by teacher feedback

to write more in English because she wanted to maintain the communication.
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Figure 4.6 shows another example chosen from Beatrix’s DJs. She wrote a total of 214
sentences in her DJs with an average of 10.7 sentences per entry. She responded to teacher

feedback in ten of her 20 journal entries.

-\\/ Today, my colleagues took me to the

specialy animal-friendly restaurant for lunch.
Customers have lunch with their dogs
together. On the other hand, some dogs
were adopted by the restaurant manger
from the animal shelter. The adoptive dogs
being trained wil serve the guests and have
2 polite manner. Hence, the loving guests
would like to adopt them. These is a
friendly restaurant and a2 Halfway House for
stray animals. If you want to raise a dog,
vou can come here to find and replace the
purchasing by adoption.

DIW#20

It seems that you like that restaurant, right? How
do you like i£? Since there are dogs in the
restaurant, is the surrounding and the food hygienc
there? I went to two animal-riendly restaurants
before. I didn't trust their hygiene there because
their waiter's and waitress's actions.

: It's amazing and touching for me to the

restaurant. So I didn't focus on food
hygiene.

Figure 4.6. The written interaction between another adult learner and the

instructor on Line

As shown in the Figure 4.6. Beatrix wrote more sentences in the journal entry she posted
first, as usual. During the last two interviews, she mentioned that she always drafted before

she posted her DJs and responses to teacher feedback. She said that, because her schedule
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was really full at and after work, she would write less or not respond to teacher feedback
when she did not have time to write drafts. Therefore, as the dialogue shown in the Figure
4.6., she did not respond as many times as Claire (Figure 4.5.).

In the current study, five of the eight participants specifically pointed out that they
liked the questions asked by the instructor in feedback, because the questions generated more
interaction which ultimately led them to search for answers online in order to respond the
instructor. This study provides evidence that supports proposals by researchers (Peyton &
Reed, 1990; Peyton & Seyoum, 1993). They suggested teachers use questions as a strategy in
teacher feedback in order to engage students to write and then investigate the effects of the
questions. In addition, Duijnhouwer’s (2010) study related to writing motivation is worth
mentioning. Unlike the present study, the questions in his study were designed to lead the
students to reflect on the content, language use and layout for their writing assignments. The
effects of using questions were not significant in his study.

The effects of demonstrating correct use of English in teacher feedback had positive
influence on seven of the eight adult learners’ writing motivation. Five of the participants in
the present study said that, as long as the teacher feedback showed them correct use of
English language, they would learn and practice more English writing. Three of the
participants preferred explicit direct corrections with red marks. Noticeably, two previous
studies had similar findings. A number of participants in Payton & Reed’s (1990) and Liao &
Wang (2010) also asked teachers for direct corrections. In addition, a study conducted by
Waller & Papi (2017) is worth mentioning due to the similarity in their findings. Although
their study did not focus on any specific types of writing tasks nor clearly explain what kind
of corrective teacher feedback they studied, they found that the correlation between writing
motivation and the orientation of seeking corrective feedback was positive and strong. Both
the present study and Waller & Papi’s (2017) study revealed the importance of correct target

language models in teacher feedback to adult learners’ writing motivation.
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Furthermore, few studies employed Line or other similar social network applications
as a tool for DJW. Eksi’s (2013) study was one of them. Her study used e-mail as the tool in
an e-dialogue journal project. She found that the immediate feedback function could be an
advantage of employing e-mail for DJW. Similarly, the present study also found that the

immediate feedback function of the Line Application had positive effects on DJW.

The Adult Learners’ Perceptions of Dialogue Journal Writing
All the adult learners held favorable attitudes toward DJW in the end of the project. All
of them viewed DJW as a way of helping them learn more English and improving the
language proficiency. They thought that they could learn more English, especially grammar,
sentence structures and vocabulary from writing DJs.
Beatrix described the benefit of DJW in the first interview:
It will make me practice writing and expressing my ideas in English. Secondly,
it makes my English writing structuralized. It has context, not just a whole
bunch of separating single sentences”
In a similar vein, Fay pointed out another benefit of DJW in the pre-study interview:
I can start with learning easy words slowly.... start from the easiest words. I
will probably check the easiest words in a dictionary in order to write it
(dialogue journals). And then, I would ask questions.
In addition, Andrea, Claire, Edith, Fay of them mentioned the DJW project could push them
to practice English reading and writing regularly. Especially, Andrea talked about this benefit
in the end of the project.
I would push myself to read some articles...... and I would listen to
the audio record (of the articles) you gave me. The content of the textbook...
maybe I will understand some words but maybe I will not understand some

sentences. Then I will read the articles in the textbook.
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I can practice English. And I have someone to practice with, not like that |
am writing something without knowing it is correct or incorrect.
Similarly, Edith said “Because of the regular writing practice with the regular quantity,
I feel more familiar with English. And I am more courageous to try (writing in English).”
What she said implies that DJ W motivated her to write in English during the project.
Three participants had different thoughts from the others. Gwen and Heidi also talked
about another benefit. They pointed out that DJW increased their confidence in English
writing. Here is an excerpt chosen from Gwen’s last interview.
It makes me learn through the writing. Then, my confidence was built. It was
the most important part I gained. Because I thought that I did not learn English
well, no matter speaking or writing, I was not confident to express in front of
others. ..... then, the less confident I was, the less courageous I was in
expressing and writing .... Therefore, I could not learn, then, I could not even
find mistakes and use (English).
The participants also talked about the problems they had encountered while writing
DIJs. In the beginning, Beatrix, Claire, Edith, Fay and Heidi were worried about that their
limited English proficiency may cause them not able to express their thoughts. In the end,
Claire, Daphne, Gwen and Heidi still concerned about that their limited proficiency. For
example, Heidi mentioned her concern in her last interview,
“I still want to know whether the writing in my dialogue journals is correct or
not, just like a teacher corrects my composition. I still would like to know
where my mistakes are and how to write it better. Then, I will know what I
wrote was wrong, and I cannot make the same mistakes in my journals again
in the following week.”
As for Andrea, Beatrix and Fay, they said that they wanted to find special and interesting

topics to write DJs but it was more problematic to them. Especially, Andrea said that DJW
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project made her realized that there was nothing special in her life. She wanted to write
somethings special and interesting happened in her life but she couldn’t as she just went to
work and went home every day. Their problems once again proved the importance of
modeling correct language use and finding topics which they were personally interested in to
adult learners’ DJW.

As the results shown, majority of the adult learners perceived DJW as a means of
improving their English proficiency. A number of them thought DJW made them practicing
English regularly. Learning correct English expressions and the correctness of the
participants’ writing evidently played important roles in most of the EFL adult learners’ DJW.
What is noteworthy is that finding topics especially caused difficulties while writing DJs.

Most of the participants in the present study and Liao & Wong’s (2010) had similar
positive attitudes towards DJW. The participants in Liao & Wong’s study reported that DJIW
made their writing more meaningful. The majority of the adult learners perceived DJW as a
way of helping them to learn and practice more English in order to improve their language
proficiency.

Because of the adult learners’ language proficiency, they encountered difficulties in
expressing ideas in DJW. This is similar to the students with limited English proficiency in
Reyes’s study (1991). They had problems expressing complicated ideas in writing. With
limited language proficiency, most of participants in the present study chose to write about
special events in their lives or topics they were interested in.

The findings of the current study disclosed that learning and improving English
through DJW weighed significantly in the participants’ perceptions of DJW. They perceived

DJW as writing practice that improves language proficiency.
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Chapter Five
Conclusion

This chapter concludes the investigation of the study. It includes summary of the major
findings, pedagogical implications, limitations of the study, and suggestions for future
research.

Summary of the Major Findings

The present study explored the effects of dialogue journal writing and teacher feedback
on adult learners’ writing motivation. It also explored adult learners’ perceptions of DJW.
The results of interviews with the eight adult learners during the DJW project showed that all
participants’ writing motivation increased during the project. The factors of the adult learners’
writing motivation included opportunities for learning and practicing more English and
improving English proficiency.

In addition, positive effects of teacher feedback on writing motivation were found in the
present study. The most effective types of teacher feedback were asking questions and
modelling correct use of language. The Line Application further enhanced the adult learners’
writing motivation because its immediate feedback function facilitated DJW.

As for adult learners’ perceptions of DJW, all the adult learners held favorable attitudes
towards DJW. They perceived DJW as a way of facilitating their English learning and
improving English proficiency. Four of these participants stated that the DJW project made

them practice English reading and writing regularly.

Pedagogical Implication
Based on the findings, the present study suggests that English teachers can use dialogue
journals to help adult learners to cultivate writing motivation. To implement a DJW project,
teachers are suggested to guide learners with a detailed plan. Three points need to be taken

into accounts while planning a DJW project:
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(1) Planning and designing writing prompts is important. To make the prompts work
effectively, the instructor needs to select topics that are closer to students’ lives.

(2) Blending the two types of teacher feedback, modelling the correct use of English
expression and asking questions, based on each learner’s content of journal entries
and language proficiency level during a project. It can bring positive influence on
their writing motivation.

(3) Utilizing a social network communication application like Line can facilitate the
written conversation between the instructor and the learner. Learners are motivated
to respond to teacher feedback. Its immediacy and convenience can increase their
willingness to write when they have questions or want to respond after receiving
teacher feedback.

A thorough planned DJW project can certainly increase the writing motivation of the
participants. Well-designed writing prompts may bring more positive influence on learners’
writing motivation. Because the book used in the reading club in the present study was about
traveling and movies, the questions in the writing prompts were only designed based on the
book. Before the implementation of the reading club and the DJW project, the researcher
thought the adult learners who would join the study may be interested in traveling and
movies. Other interests and purposes were not taken into account. Teachers are suggested to

design topics carefully.

Limitations of the Study
The current study has four major limitations. First, this study involved eight adult
learners in the DJW project. The sample size of participants was very small. For this reason,
the findings of the study cannot be generalized beyond this group. Secondly, because of the
locations and the time conflicts among the possible participants, the participants had to attend

the reading club separately. The eight participants had to participate in the weekly sessions of
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the reading club in five classes. Even though, the researcher tried to give identical sessions to
everyone, the influence of the different club meeting times and groups on the adult learners’
writing motivation was unknown. Third, the findings were acquired mainly from the
participants’ self-reports on the background questionnaires and in the pre-, the middle- and
the post- interviews. Hence, the results may be influenced. Finally, before starting the present
study, the researcher did not expect that using Line could further increase the adult learners’
writing motivation. The results about Line were discovered during the implementation of the
DJW project. Therefore, the influence of the social network application was not considered

while designing the research methods.

Suggestions for Future Research

Two suggestions are proposed for future research. First of all, recruiting more
participants in a DJW project would produce better results which can be generalized among
adult learners. The other suggestion is about social network communication applications.
Line, the application which was chosen for the present study, has many useful functions such
as sharing website links, voice records, stickers, pictures, etc. Each function may have more
or different effects on learners’ foreign language writing motivation and learning motivation.
Other social network communication applications may have the same or more different useful
functions. It is worth noting the current prevalence of cellphones and the usefulness of the
social network communication application software to facilitate teaching, for instance,
Facebook. Studying how those additional functions may influence writing motivation can

help teachers utilize the application for target language teaching.
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Appendix A
Background Information Questionnaire
R 2 EEEE G - YWk HE R aEB IS FEA ot - G H
HITERS T R EARED R ~ WIRERE T S BB S VAR BEh % - FrA Y H H9 AR
HERBIARE ARG ~ ECEE K - AR R MESFEL 0%
FRrAEEE » RS ETH R 28 -

MBS
Thank you for participating this reading club, dialogue journal writing and the research of
English writing motivation. The purpose of this questionnaire is to know the basic
information about you and your English learning history, perception and motivation toward
English learning and writing. Please notice that all the questions must be answered. Thank

you again for your participation.

1. Basic Personal Information f{ff AFAZE Rl (1) Name #E:44:

(2) Gender t471: [] BB ¢ [ Z & (3) Occupation Jf:

(4) Age ZEf: []121~30 []31~40 []41~50 []51~60 []60~X

(5) Education E2F%: [ |55 high schools [ [ AE colleges
[J8+ BA [ 5+ MA [Jf$+ PHD
2. Brief English learning history HL 3223 RE 5 GEEAE I CHIPSEE & T 4)

(1) In the educational system ZH[NZE :

[ /INE2 elementary school [ ][] junior high school [ J&H* senior high school

[ K& college  [JAE2 universities

[ ] W%2AT graduated or post-graduated schools
(2) Cram schools &t : [] /N2ZHE in elementary school

[ E{ 5B in junior high school [ | H ¥ in senior high school

[ IKEECAHT in colleges or universities
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[_BF5EFT in graduated or post-graduated schools
C—fspk A EZEMZPE cram schools for adult learners
(LI#% Fi# Inthe past/ [[] HAEE LR studying)
(3) Have you ever had private turtors? 75 _|##Z7 Z1E?
(] H Yes (When {a]li%? )
[ HETERIE X HFHEEREN EZR Yes, I am currently learning English with a tutor.
[ ] 1224 never

3. Other present ways for English learning H gij {5223 1=

[ ] Books HighER= [ ] Websites 495 [ | APPs J-f%& APP
[ ] Films 52/ [ ] HAh:

4. Why do you want to learn English? &% {1 EFBLEA 55572

5. Would you like to learn writing in English? Why or why not?
IREG BB R E? B TIEE? st E?
6. How do you feel about your past experience of learning writing in English?

TRER IR R &R ?

7. Are you motivated to writing in English? Why or why not?
IREER I OCEEUSFE? RS EECN EE?
8. What may bring positive and negative influence on your motivation for writing or

learning to write in English?

AR A RE GBI SCR (F S R TS MR A K IR SR Y2 B
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Appendix B

The Written Guidelines for DJW

Dear Participants & (5 B :

Dialogue journal writing is writing interactive conversations between you and the instructor.
It is like chatting with the instructor in English through writing. You can write about anything
you want, for example, any topics you are interested in, ideas or thoughts related to the
weekly article we read, thoughts you gain from the brainstorming during our weekly reading
sessions or writing prompts, etc. You can also respond to the instructor’s questions or ask
questions. A journal is similar to a diary which you can use it to record your feelings,
experiences, memories, observation, etc. The goal of this journal writing project is to help
you practice expressing your thoughts in English. Although grammar and spelling are
important, your writing will not be judged or evaluated in these two aspects. Therefore, feel
free to express whatever you want in your writing. Good luck to your English learning and

writing.

HHiE Q,Wfii Birtg BEFF2 el I & 35 SFOOTHEH P> % &

> p;}ﬂ WEREFFrT o [§F U I P E Y P % bldoiE ,’p-'}; BB KT A A

T ke R R B E o BB RB RS D o LY

FPEBPI LT TP Ga it BEVERAESTE c A BB EY BRI

Jrt i o
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We will use Line for this dialogue journal writing. The instructor will create a private
chatroom with each individual learner. This is for exchanging the journal entries.
kgt Line K BB R pFXFREfor - F AR - By AP0

T R

The group chatroom in Line will be created for announcing the news or other information
related to the whole reading club.

Line @ che oo pl 2% kg %3 M@ 2 g entB A7 o

Each learner has to write to the instructor twice a week. Please send your dialogue journal

entries every and to the instructor.
FoF AR E RS IHEP R R o % BfE e
CUPELE

Please express everything you want to talk about only in English. You can write as many
sentences as you like. However, each dialogue journal entry should include at least five

sentences.

FErEY RAEERMAT  BED

RXN
)
4y
o
|
N
RXN
)
4y
fra
)
|
5

HEREI RS FTBOT o

You can write anything you want. The writing prompts the instructor provides and the
ideas we gain during the brainstorming process in the reading club are just for helping
you to have more ideas to write. Although those prompts and ideas are related to the
articles we read, you are free to choose any topic you want, the content of your writing

does not necessarily have to be related to the reading material.
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ErruBEwBBap 7o bl d § 7 EFF ik a7 N R R Gl R AT

C

PR BRI T BT B A e

@
s
ud
I

g 7|eghd gy A KT ER Y
FIM BRI ERp L BRI ERAP FET - REAPRH D

L

<
+l

The instructor will not give any grade to your journals. She will respond to or question
you according to the content of your writing. She will not directly correct grammatical or
spelling mistakes in the journal. However, when the instructor finds you frequently make
the same mistakes, sometimes she will show you the correct English usages through her
writing.

EEF GREDP R ET AR $ ERBIER PP FIFr B RR 7§

ERILPRY Y ZEFEIEFE R FRFRET VIR R DS ER

k-
\mi

Bl G IR BB A T kARG D AR EY 2 -
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Appendix C

The Writing Prompts for the Weekly Articles

Week 2 — Theme: Honolulu Kawela Bay — Hunger Games: Catching Fire: The
introduction of the city

What kinds of vacation do you prefer? Being relaxed on a beach or visiting popular tourist
sites (ZAMTERYEERBE)? What is your impression for Hawaii? Besides what is mentioned
in the article, what else do you know about Hawaii? What would you do if you were in

Honolulu?

Week 3 — Theme: Kawela Bay — Hunger Games: Catching Fire: Special Sites Introduction
1

Have you ever watched Hunger Games? Which one(s) did you watch? What do you think
of the movies? How did you like the movies? What do you think of the Kawela Bay after

reading this article? If you can go there one day, what would you do on the beach?

Week 4 — Theme: Venice, Hotel Danieli - The Tourist: The introduction of the city

What do you think of Venice? What do you know about Renaissance? Do you have any
experiences related to Italy or Renaissance? If you get a chance to travel in Venice, what
is the most important thing you would like to do there? What else would you like to

experience there?

Week 5 — Theme: Venice, Hotel Danieli - The Tourist: Special Sites Introduction 2
The Tourist is an action, crime and romance movie. Do you like these kinds of
movies? If yes, would you talk about one or two movies that you like?

What are the names of the movies? What are the movies about?
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Would you go to Hotel Danieli in Venice one day? Why or why not?

Week 6 — Theme: New York - Serendipity: The introduction of the city

Except for the things mentioned in the article, what else do you know about New York
City? Have you ever been to New York? If yes, what did you do there? If no, what would
you like to do or what places you would like to go in this city? If you are not interested in

New York, which foreign city are you interested in? Why?

Week 7 — Theme: New York City - Serendipity: Special Sites Introduction 3

Have you ever watched John Cusack’s or Kate Beckinsale’s movies? Do you like romantic
films? Why or why not? What’s your favorite scene in any romantic film? If you were
Jonathan or Sara in Serendipity, would you also leave it to the fate? Why or why not? Is

there any other movie(s) also filmed in New York you like it very much?

Week 8 — Theme: Bangkok- Hangover 2: The introduction of the city

Have you ever been to Bangkok or any other place(s) in Thailand? What is your
impression for the city and the country? In the past, have you ever had any experience of
cultural shock while traveling? Do you have any weird traveling experience in the past?
If no, what is the most special thing, which challenges your limitations, you want to try

while traveling?

Week 9 — Theme: Bangkok - Hangover 2: Special Sites Introduction 4

Have you ever watched Hangover 1 or 2? What do you think of the movie(s)? Have you
ever experienced hangover? What happened after the hangover? Do you like to go to bars
and try different cocktails while going on a vacation? If yes, what do you like to do or try

there? If no, what else would you like to do or try?
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Week 10 — Theme: La Fortuna - Arenal Volcano National Park — After Earth: The
introduction of the city

What’s your impression about Costa Rica? What do you think of Arenal Volcano National
Park after reading this article? How adventurous you are when you go on a vacation? What
might be the most challenging things that you dare to do? Do you have any wild traveling

experience? If yes, what was it?

Week 11 — Theme: Arenal Volcano National Park — After Earth: Special Sites Introduction
5

Have you ever watched Will Smith’s movies? Which one did you watch? What do you
think of him as an actor? Imagining that you are in the Arenal Nation Park now, how
would you feel and what would you do? What do you think of visiting volcanos? Are there

any other mountains that you would like to go? Where and why?
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Appendix D

The Example of the Handout with the Weekly Writing Prompts
Week 1 — February 5™ ~ 11", 2017
Unit 1 - Honolulu Kawela Bay — Hunger Games: Catching Fire: The introduction

of the city

The Writing Prompts for the Week:

What kinds of vacation do you prefer? Being relaxed on a beach or visiting popular
tourist sites (ZA[T#EEHE)? What is your impression for Hawaii? Besides what
is mentioned in the article, what else do you know about Hawaii? What would you

do if you were in Honolulu?

Brainstorming:

What would you like to write about in your dialogue journals this week?




10.

11.

12.

Appendix E

The Questions for the Semi-Structured Interview

Are you interested in writing dialogue journals? Why or why not?

Do you think that dialogue journal writing can motivate you to write in English? Why or
why not?

What influence your writing motivation for writing dialogue journals?

What influence you to write more or less while you are writing a dialogue journal entry?
How the writing prompts that the instructor provided influence your writing motivation
while writing dialogue journals?

How dialogue journal writing change your habits in practicing English writing in daily
life?

How dialogue journal writing change your relationship with the instructor? How the
change influences your motivation in writing English?

What do you think my feedback to your dialogue journal writing?

How my feedback in your journal entries influence your writing motivation in DJW?
What kinds of feedback motivate you to write in English?

What is the meaning of dialogue journal writing to you?

Are there any other problems you have encountered while writing dialogue journals

recently?
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