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Abstract:This study aimed at achieving three goals: 1) @icihg student’s problem solving
skills by helping them to research specific sulgje2) improving writing competency and
strengthening individual responsibility; 3) makitige writing task serves a practical and
genuine purpose. Twenty English major students wetided into four groups to complete
the writing tasks. In the findings, all studentgesgl that they could share their opinions
with one another and learn the skills of negotiatin the process of collaborative writing.
Because the writing topics were related to eveh& tccurred on campus and in their
everyday lives, it indicated that they could depélmeir writing competency creatively and
authentically. While conducting the project, thetmapants often discussed their project
through the use of Instant Messenger. This implieg the Internet also can play a
supplementary role to help students achieve thé @foaollaborative learning successfully.
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1. Introduction

This study employed the concept of collaborativerieng in the EFL writing class and
aimed at achieving three goals: 1) reinforcing st problem solving skills of by helping
them to research specific subjects; 2) improvingting competency and strengthening
individual responsibility; 3) making the writingdla serve a practical and genuine purpose.
Collaborative learning refers to an instruction hoet that encourages learners at various ability
levels work together in small groups toward a mugeal. The learners are responsible for one
another’s learning as well as their own. In Taiwaany students used to complete their school
assignments on their own, and writing tasks weckided in their assignments. Therefore, in the
writing class, the teacher was usually the onlydeeao receive and provide feedback upon
individual student’s writing works. In addition, /lsbe had to repeatedly correct the same
grammar errors made by different students becausersts did not read their peers’ works and
thus were not provided with the opportunity to sdeat kinds of errors were presented in the
writing of their peers. In addition to this, stutieseldom had opportunities to enjoy their peers’
works and learn with one another. In this studyglish writing was a required course for
English major students and was offered for fourseontive semesters. While the writing class
was moving into the third semester, the instrudond that certain students still had problems
in English writing when they were asked to do wgtiactivities individually, such as free
writing and story summarization. Thus, she includeel activity of group writing for student
participation. Students were divided into groupd assigned specific writing tasks to carry out
collaboratively. It was hoped that employing thehteique of collaborative learning might
simultaneously provide advantages to both the #yaahd students in writing practices. The
researcher felt that through the use of collabeeatiriting, the teacher would not be the sole
reader of the student’s writing efforts and thas tivould minimize the amount of time that
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would be spent correcting the same writing erreyseatedly, since all of the members of the
writing group would be sharing the responsibility their collective writing performance.

One of the purposes for this study was to makewfiieng task become more genuine so
that students could apply their writing skills teal life situations and not only for academic
purposes. Thus, the plan for conducting the fasbiotihe group writings was that the writing
topics would focus upon individuals and events thiate situated specifically on campus. The
students were asked to record the specific pernsi@saand events in English which were then
incorporated into a newsletter that it could bedrég the public on campus. The researcher
supposed that students who spent a lot of timechoad were more familiar with that
environment. As such, it would be easier for thena¢complish their writing tasks. In order to
help students both accelerate their writing motbratand foster their writing competency as
genuine purposes, they were allowed to selecttéeies to incorporate into their writing tasks.
During conducting the group project, most grougidated that they enjoyed working with their
group members. The members of the respective groopsisted of EFL students with broad
mix of English ability levels. Therefore, in addi to the assistance provided by the teacher, it
was hoped that the lower level students might ptbfough the tutoring provided by other, more
skilled group members during the process of condgcttheir various writing tasks
collaboratively. As the concept of collaborativearleing has been conducted by various
disciplinary fields and has been proved to be dectfe learning strategy, it was felt that it
would also prove to be worthwhile for English wigi teachers to employ this technique in the
EFL writing class as well.

2. Literature Review

The concept of making collaborative learning eBonitially appeared in a journal article
that was published in the ERIC (Education Resoulrtsmation Center) in 1975. In the article,
Hoyt, the U. S. director of career education, enaged the business-industry community to
collaborate with career education implementatiorthe@ schools. Since then, more and more
researchers have discussed the effects of apptiiagechnique of collaborative learning on
various aspects. The concept of collaborative legrhas been employed in many disciplinary
fields (Linn & Burbules, 1993; Cohen, 1994; Fudhschs, Mathes, & Simmons, 1997; Hendrix,
1999; Chien, 2004; Wu, 2007) and has been provdzktan effective learning strategy. Many
studies focused on how to incorporate this teackkily)effectively. For instance, Slavin (1987)
pointed out how the number of participants in gaffected achievement and indicated that
groups with two or three members typically do bettb@n groups with four or more members. In
their study, Antil, Jenkins, Wayne, & Vadasy (19%%0 claimed that most teachers who
employ cooperative learning prefer using the faslobpairs and small groups of three or four
and at least 57 percent of the time. In additioanynother theses (Johnson, & Johnson, 1991,
Cohen, 1994; Radencich & McKay, 1995; Verduin, 198@&ber, 1999) also referred to how to
appropriately help students achieve their goals nans of applying the concepts of
collaborative learning. In their review of such gpowork, many researchers (Slavin, 1991;
Fuchs, Fuchs, Mathes, & Simmons, 1997; Hendrix91%%&ulson, 1999) claimed that it could
facilitate improved student learning and indicatedt cooperative learning was an effective
strategy. Although many studies confirmed the pasieffects of collaborative learning, some
presented opposing opinions. For example, Rand#B9) stated that the popularity of
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cooperative learning sometimes blinded educatorgstarawbacks. In her study, the author
highlighted weaknesses of cooperative learningvaached against its abuse and overuse. This
suggests that while employing the collaborative knarclasses, teachers need to be mindful of,
and to continually monitor results, so as to fullgvelop its potential for providing positive
effects.

In this study, the researcher employed the teclenajucollaborative learning when asking
EFL college students to complete their English imgittasks. Similar research projects can be
found in other literature. For example, Porto (2002ed the technique of cooperative writing
response groups and self-evaluation as the wrgedpgogy in the English language class and
obtained satisfying outcomes. Chien (2004) and Y2Q@07) conducted their research on EFL
writing through online peer collaborative learnirig. addition, Daniel (2007) presented an
instructional design for fifth and sixth grade Begllearners that aimed at helping students reach
biliteracy. Those English learners worked in smallaborative groups to discuss narrative texts
and to complete a variety of composition tasks.eBasn the numerous prior experiences of
using collaborative learning successfully, thisdgtihoped to provide EFL college writers with
similarly satisfactory writing outcomes and to fet the understanding of the efficacy of the
overall technique in the ESL classroom.

Based on the goals aimed at in this study, theareber proposed three research questions
that were designed to explore the effect of théabokative learning skills employed on EFL
writers.

2.1 Research Questions Exploration

e How will students reinforce their problem solvisills in the process of composing the group
writing texts?

e To what extent will students improve their writisgmpetency and reinforce their individual
responsibility?

e Will enhanced interpersonal social skills be retitel in the peer and self assessments?
3. Methodology

This study was conducted in a qualitative researtis collaborative learning fashion was
conducted in a required English writing course. BFL students who were taking this class
were asked to carry out their writing tasks in @hawvith their peers. The course design
included: pre- and mid- term face-to-face (f2f) f®wances, group writing project composing,
group tutoring, peer and self assessment, andngritvorks exhibition. The data sources
collected included: group writing texts, pre angtpgurvey questionnaires, interviews, and peer
and self assessments. The research site was treolegical university located in the center of
Taiwan.

3.1 Participants

The twenty EFL English major students who partait#gl into this project had been in the
same class since they entered the university. §ingliriting was a required course and was
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offered for two consecutive years (four semestétrsyas the students’ third semester of taking
this course whey they joined the project. They waikéded into four groups to complete the
writing tasks that were assigned by their instructo order to have a smoother process to
accomplish their writing tasks, the participantgaevallowed to form their groups by themselves.
For avoiding having unbalanced combinations; t@o, similar levels of writing skills grouped
together, after the students formed their grouips,instructor examined the members in each
group to make sure that they were all of mixed ingitability. There were four groups in total
with five members per group.

3.2 Group writing texts

Three group writing texts were required to be cletgal in three months. As a rule, the
students had to finish working through one writitegt per month. The writing topics were
mainly focused upon events that occurred on camgueh as people and various campus life
events that students were both familiar with andragsted in. Through this, it was felt that the
participants could gradually become accustomedsioguthe composition of writing texts as a
regular, and integral part of their everyday li#sfter completing two texts, the students
independently asked to have a free topic so thet tdould develop their writing competency
more skillfully. Interestingly, the preferred tomselected centered almost universally upon food.
In this regard, the food that the students desdrivas not that which was served at the
university’'s food court, but rather, that they eqgd in their daily and less formal lives. The 8tle
of the writing works composed by the four groups idustrated in Table 1:

Table 1 The Titles of the Writing Works

Groups | Titles
Group 1 Richard Tim The . Stean
Dumpling
Stories of
Group 2 School The Teacher Stinky Tofu
Dormitory
1st 2nd _ 3rd
Group 3 A Sportsman The Teacher in our Bread
Class
Committee of
Our Secon ; Curry: An
Group 4 Family Stude_nts Incredible Food
Dormitory

3.3 Pre and post survey questionnaires

After completing the first group writing text, tlstudents were asked to complete the pre
survey questionnaire. In this, they would state hbay liked the group work, how they shared
the work items with one another, and what problerosurred throughout the project. Two
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months later, they were asked to conduct a posteguguestionnaire. Many questions were

similar to the ones that appeared in the formewesurso that any changes that may have
occurred at different stages would be illustrat@tiis approach helped with an in-depth

exploration of the impact of collaborative learnimgon interpersonal relationships among peers
in groups.

3.4 Interviews

In addition to supplying the subjects for the wrgtitexts to be composed in concert, the
instructor provided f2f conferences with individugdoups before and during the writing in
progress. Because the instructor and students allieirem the same language background, they
employed their native language, Mandarin Chinese,cdnduct the respective individual
interviews. Indeed, other than interviewing withiva English teachers and composing English
writing texts, the medium of communication for afitivities conducted in this study, such as
after-class group discussion, f2f conferences, aesgs on the questionnaires, and group
tutoring, was Mandarin Chinese. The instructor ireglas to the ideas and problems each group
experienced while she was conducting the intervidwes instance, at the first f2f conference,
students could not decide whom they could writeualamd how to reach him/her. The instructor
suggested that they should find a person that tekeygenuinely interested in getting to know
better. And, ideally, this person would prove wgito help the students to accomplish their
individual writing tasks. She also explained thellskneeded for conducting a successful
interview to those novice writers who may have fefitative about this process.

3.5 Group tutoring

The participants were asked to engage in peeingdinhce they completed each writing
text. Then they would experience a group tutoriegs®n with their instructor. Because many
students had part-time jobs after class, they vadloeved to have their group representatives
participate in the tutoring in their stead. Theafiredited texts were circulated and read by
individual group members. Finally, their writing ks were posted on the department bulletin
board for the general student body to appreciate.

3.6 Peer and self assessment

In order to have a more objective assessment ofests’ performance, better realize to
what extent each group member contributed to higéean, and build students’ responsibility
and maturity during the collaborative learning patj at the end of the study the students were
asked to conduct both peer and self assessmeotdento evaluate the performances conducted
by their group members and by themselves. All &f writing assessments that the students
received were expressly confidential so as to eragmuthe participants to supply genuine and
unconstrained responses without reservation. Thie sif assessment was from 1 to 10. This
scale contained three ranges: 1-3: none to littlelvement; 4-6: reasonable involvement; 7-10:
more to most involvement.

3.7 The procedures of conducting the group wrifirgect

The group writing tasks were mainly performed raflass. During the semester, students
spent a substantial amount of time in group disouss determining their writing topics,
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interviewing people, and composing their writingtge At the first meeting in the classroom, the
instructor told the participants the reasons fanduating the collaborative writing project and
the procedures of accomplishing each writing td$ie students were asked to form the groups
by themselves. Since they had previously known amather for two years if was hoped and
expected that the students could form harmoniowwipy among themselves. The work
procedure is illustrated in Figure 1. The instruateminded the students to conduct specific
work items followed the planned schedule.

Grouping participants
into four groups

A 4

Composing writing _ Conducting pre
texts collaboratively 7| survey
v Interviewing
-, N . in grou
Peer editing » Group tutoring / group
Conducting post
l survey
~NiiAe +iAnnAaira
Publicizing on the
bulletin board Peer and self
assessment

Figure 1. The procedures of conducting the groupngrprojects.

The overall effects of the collaborative writingnclucted in the EFL writing class are
illustrated in the following section.

4. Findings and Discussion

The plan for conducting this research project weabave students publish a newsletter
which reported upon various events that occurrethéndepartment and on campus so that the
writing would become more genuine and reflect “nealld” writing practice. After conducting
two writing texts, the students indicated that @swhard for them to find interesting topics on
campus. Also, they were unwilling to be limitedtb@ topics that concerned the campus only. In
order to maintain their writing task motivation tparticipants were subsequently permitted to
freely select the topics they preferred.

Based upon the research questions proposed, tlwsvify describes the effects of
collaborative learning that the EFL learners exgwed in the process of conducting the
assigned group writing tasks.

4.1 Research questions exploration
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4.1.1 How will students reinforce their problem\aig skills in the process of composing the
group writing texts?

One purpose for conducting a group writing proje@s to attempt to make English
writing become a more genuine, “real world” taskus, the first writing topic that was
assigned involved people on campus. The particgpamire asked to find a particular person
and to conduct an interview with him/her and thettenabout his/her story. In the process of
conducting the first group project, the studentsoentered several problems. For instance,
one group was planning to interview a campus dafitar, but this person declined to be
interviewed. They were forced to give up their oréd plan and to look for another
participant. As such, they not only felt frustratdtey also had to modify the questions which
they had intended to ask in the interview. Anotheyup met the interviewee who was very
guiet and shy and passively answered questionss, Tha group members had to employ a
wide variety of topics to encourage him to talk.offmer problem that occurred involved
conflicting schedules, so that the interviewers #rainterviewee had strategic difficulties in
meeting with one another. Thus, while discussinguattheir group writing projects, some
students found that they had to arrange their mgetin advance. The individuals involved
usually met together in classrooms, the schochtipor at one group member’s living place to
conduct the interviews. Sometimes, they would havee group discussion through the use
of MSN. Although they encountered some problenihis, they generally worked together to
resolve them. It is significant to note that thedents indicated universally that the experience
of interviewing people was very exciting and instheg. They stated that they felt like
journalists working to compose a news report.

All of the groups submitted their writing texts tme. However, some students indicated
that they had certain difficulties while compositigeir texts. Some said they could not
complete them until the last possible minute anteveemetimes criticized by their parents for
arriving home late. Other students indicated thaytpreferred to complete the writing project
by themselves instead of in groups. They statedvwhan group members disagreed with one
another it often resulted in an unhappy atmosphere.

Although problematic and unexpected situationsadicurred in the process of conducting
collaborative work, no single group fell behindtir writing assignments. This indicates that
they found methodologies for mutually reducing thveblems that they experienced. The
specific kinds of problems that appeared involvedmposition problems, group
disagreements, being rejected by potential intersés, and conflicting work schedules.
Nevertheless, all groups were successful in acdsmpy their writing assignments on
schedule. This indicated that, in the process ofdaoting the technique of collaborative
learning, the students gradually strengthened tireiolem solving skills. They learned how to
share or compromise their opinions with one anoéimel acquired enhanced negotiation skills
in the process of collaborative writing. In additjahey also reinforced their interpersonal
social skills while gathering to discuss their vmgt projects. The overall success of the
program is reflected in a statement which appearedstudent’s feedback survey: “Through
working with peers collaboratively, | have learnsolv to deal with the conflicts caused by
disagreements and the importance of being respenstonsidering the experience that they
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gained from this project, the students indicateat thwould generally be helpful for them to
participate in required group research projectstiight be offered in subsequent semesters.

4.1.2 To what extent will students improve theirititng competency and reinforce their
individual responsibility?

People usually can achieve satisfactory perfornmgifciey are genuinely interested in a
specific project. In this study, the ratio of thegdee of preference/non-preference on the
collaborative writing project was 4 to 1. That Iy means of working together, 80% of the
students were fond of it. The reasons for beingrested in the project included: practicing
oral English conversation while interviewing natiZaglish speaking teachers, having more
time to be with one another (establishing socidlsskimultaneously), learning new things, and
gaining increased skills for essay composition. SEhwho were less interested in the project
indicated that they had too much homework and taoyrexams to take care at the same time.
Furthermore, they felt that they needed more tioneonstruct their writing than was available
to them. However, while being asked if conductihg project could help them improve the
writing skills, all positively approved its effeeé functions. (It should be mentioned, however,
that one student indicated that she was in chargeeart designing in her group, so she could
not tell if the technique of collaborative learniamployed in the writing class worked for her
or not.)

In this project, students were asked to conduet peliting before they submitted their
final draft to their instructor. Thus, through thecess of editing, it was felt that each student
would gain better in-depth understanding about aVewriting practices. Yet because the
writing topics were related to events that occuwaccampus and in their daily lives, it seemed
clear that most students could develop their wgitompetency creatively and authentically. In
addition, since the selected topics were all chdletine participants themselves, theoretically,
they would be enabled to complete the writing tamke successfully. More specifically, how
effective did individual students improve their tnrg skills through collaborative writing?
When the project was approaching its end, the qipatnts were required to take a final
examination. In the exam, the students were askexbnstruct a short essay to express their
opinions about a specific motion picture. In costt® some students having failed this part in
their mid-term exam, all of the students had beconoee fluent writers by the time of the
final. Many factors might be responsible for sudsipve outcomes. For example, the students
had been involved in the writing course for an reniemester, and now it was the time for
them to demonstrate their overall performance aeheent. In this respect, it may be that they
had not taken the mid-term exam as seriously ag diek the final exam. However, it was
indisputable that they had become more fluent ajli&m writing by the end of the semester.
This likely indicated that the group writing projewas an effective method to improve
students’ writing competency, especially for thém&er achieving writers, and that this latter
result may have occurred most positively throughabsistance of peers.

Whenever the group writing texts were completedytivere publicized on the campus
bulletin board, along with the group writers’ phgtaphs, to display them to the general
student body. Both for purposes of improving theim performance and of enhancing their
own sense of personal, most students devoted thesas® conducting their group project
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assiduously. Many students claimed that they felhendously proud of themselves and that
they had gained a sense of achievement when theyrsmy fellow students reading their
writing works. In addition, while conducting theskatogether, most of the participants felt
comfortable and supportive of one another and pexdethe importance of contributing
personal responsibility to a group effort.

Therefore, it is apparent that employing collabeeatearning can not only help EFL
writers improve their English writing competency, dan also help them to learn the
importance of responsibility in a team orientedj@ch

4.1.3 How will enhanced interpersonal social sklsreflected in the peer and self assessments?

While conducting the collaborative writing taskdgnts were also learning interpersonal
social skills. In general, the group members gohglwell with one another throughout the
project. Most of them claimed that they preferreunpleting their assignments in a group
instead of as an individual effort. One studenigasged that they could conduct group projects
again in the following semester. She said, “I hagteat time to work on the project with my
classmates together.” Conversely, certain studemtiscated that they preferred to do
individual work. Only five out of twenty studentig&dd to complete their tasks independently.
These students belonged to two different groupsduition, the reasons indicated in the pre
and post survey questionnaires for individual pexiee varied. In the pre survey
guestionnaire, the reasons for preferring individuark contained: knowing the requirements
of writing assignment better, completing the wgtiiaster, and being freer to develop personal
will. However, at the end of the project, somelwdge reasons had been modified to include:
avoiding “free riders,” avoiding fighting and disagment, stimulating individual writing
strengths, being satisfied with the sense of aemmnt by completing a project alone, and
presenting a personal writing style. One studeffieceed some disappointment in the
following feedback, “I have experienced how hariito take the teamwork on my shoulders
alone”. In contrast, the members in the other twoups stated that they liked this
collaborative fashion of conducting the writingkdsecause they could have more discussions
and conversation with their peers. In this regéndy felt that it was pleasant to share work
items together throughout the project. Thus, img&eof references to the individual work, on
one hand, those students who suffered from unpiedaak experiences might simply have
joined the wrong team. Or, it might simply have rebat their social skills nheeded some
refinement.

Were the two extreme responses concerning the rprefe of collaborative learning
reflected in the scores illustrated by the peer seltlassessments? In fact, the characteristics
of interpersonal social skills were reflected i thutcomes of peer and self assessment. The
average peer and self assessment scores aretistatlle 2. The scores were arranged from 1
(the least preferred) to 10 (the most preferredheassessment sheet. The average scores of
peer assessment from the highest to the lowestseoore 8.2, 7.6, 7.4, and 7.2. The first two
higher average scores were given by the groupshédtexperienced pleasant collaborative
relationships. Interestingly, the average scoresetifassessment were lower than the scores of
peer assessment that appeared in the two sucdgssilibborative teams (6.0 and 6.6). In
contrast, the average scores of self assessmentwdra higher than the scores of peer
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assessment appeared at the two less successfabarallive teams (7.8 and 7.8). Thus, it
would seem that the level of preference for coltabee learning might influence the results
of peer assessment. That is, the more preferableoltaboration, the higher score on peer
assessment. This indicates that the preferenosdking together collaboratively indeed had
a relational effect upon the perception of posibuécomes.

Table 2 The Average Scores of Peer and Self Assggsm

Groupl Group2 Group3 Group4

7.6 7.4 7.2

The average 0
peer assessment

The average of g, g6 78 738
self assessment

In the post survey questionnaire, students who viene of working collaboratively
usually indicated that they appreciated their grampmbers’ efforts to complete the
assignment mutually. They thought that their groo@mbers often supplied greater
contributions to the project than they did. Thirgyt gave higher evaluations to their partners
than to themselves.

4.2 Problems that Occurred and Methods to Addire=s t

Three main problems appeared in this collabord&gaening project. They were composing
problems, disagreement, and what were termed ‘ficiers”. In fact, it seemed as if these
problems could be both strengths and weaknesséseiechnique of collaborative learning.
Students indicated that they often did not know howappropriately organize the data collected
from their fieldwork and compose it as a legiblacée. Therefore, they spent time on discussing
this issue and modifying a group consensus. Throlighowever, they felt that they were better
able to complete a successful essay by its due dhig illustrates how the difficulties that the
students encountered in composing, by means oftamnsliscussions and revision, were
successfully addressed and mitigated. This elenaéntollaboration also helped them to
reinforce their writing competency. In addition,eophenomenon which commonly appeared in
the group work was disagreement. Students indicttat they felt annoyed when they had
different opinions on their writing project, becausne problem might subsequently generate
another new problem and then result in group discdhat was also the reason why some
students preferred to complete the project indepethyl However, some groups would make
efforts through constant discussions and negotiatioorder to work toward completing their
writing task. Thus, those students who encountdrsalgreements but learned how to negotiate
solutions to them achieved both the desired cortipasskills as well as enhanced interpersonal
social skills simultaneously. However, in this studome students complained in private that
they felt that a certain injustice was inevitalae,certain members did not share any work items
in the process of conducting the group project.sTiperception is not at all uncommon in
collaborative learning projects of any stripe. Thuken this difficulty emerged in this study, the
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students were encouraged to give “free riders” geoinif tempered comments to that effect in
the peer assessment sheet.

5. Conclusion

By means of collaborative learning, the ultimategmse was to help EFL learners
improve their English writing skills. In this studynost of the participants indicated that they
preferred the group work to individual work becatisey could gain support from one another
when they encountered writing problems. In addijtiashile the students were making joint
efforts to complete a project, they also acquiretiamced interpersonal social skills and a
heightened sense of personal responsibility. Ireggncollege students have their own opinions
and thinking towards specific issues. Thus, whilese opinions may be in conflict with one
another, students can in fact learn that such theagents can be addressed through discussion,
which might ultimately in turn lead to successfulutions to communication obstacles.
Although some students had unhappy experiences théin group members and preferred to
complete the project alone, they still completed thsks required of them. In the process of
conducting the group project, they might have ttiedesolve the problems disagreement and
conflicts, only to find that their efforts were nsatisfactory. Thus, their preferences to work
upon writing tasks individually were heightened.eGquestion then is how to convince students
of the advantages of group learning when certaidestts feel dubious about its benefits and fear
that they won't like it? Some students may notlyeahderstand the meaning of collaborative
learning employed in the writing class. Therefaethe very beginning of such projects, the
teachers can tell the participants openly that ttey expect to share their writing efforts and
learn writing and research skills from one anotteough teamwork. Most importantly, in the
groups formed with mixed-level writing abilitiestudents can be told that collaboration can
construct a scaffold to help less skilled or moverfy motivated students improve their writing
ability through moderate assistance from their gnmembers.

In addition to reinforcing English writing skillstudents gained a secondary advantage; i.e.,
the skill of conducting an interview. It was thesfitime for most students to interview people
with whom they were not familiar on campus. Wittpegpriate interviewing skills, they could
learn how to better acquire the information neagsé$ar their writing assignments. On the
whole, the technique of collaborative learning withulti-purposes can encourage students to
elevate their writing abilities on various levdis.particular, in this study, the “free riders,” ah
were considered as pests by most groups, weretogilgcassessed by their group members at
the end of the project. Such assessments helpbdlance the unsatisfactory experiences that
some students encountered in the process of woikingroups. In this study, based on the
performance reflected by students involved, tharieie of collaborative learning appeared to
have a positive effect on the EFL writing classwduer, it may be wise to note that different
results may occur with different participant condiion groupings; e.g., students with advanced
and generally superlative writing abilities. Thtiss is an element that would be worthwhile for
English writing teachers to take into consideratidren employing the collaborative learning in
the EFL writing class.
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5.1 Implications and Suggestions for Future Re$earc

In this study, some students indicated that thesfepred to complete their writing
assignment independently. In doing so, they fedt tthey could avoid conflicts and the
emergence of disagreement. Also, as independetdrsyrit would not necessary for them to set
up mutual meeting schedules to have discussionseTpeoblems primarily seemed to be the
result of the number of members in the group. tnriresearch, while employing the technique
of collaborative learning, researchers can consieéucing the number of group members from
five to two or three for each group. And, researshean compare and contrast the effect of
group learning when implementing the different nemsbof group members in his/her study.
This corresponds to the finding revealed by SIg¢B87) that groups with two or three members
typically do better than larger groups.

After completing two writing texts, many studentslicated that it was hard for them to
look for specific topics to write about. They cladthat they preferred to write things in which
they felt a greater personal interest. This seetodddicate that they had no great interest in
further realizing how particular events occurringumnd them could help them gain specific
knowledge in academics or help them to make battquaintances with the people they were
sharing learning time with. Furthermore, while €nt$ were asked to interview a special person
on campus as their writing topic, three groups $eclion native English speaking teachers as
their target. They indicated in their survey thHeyt were interested in conducting the interview
with foreign teachers, because, they felt, theydchave a closer relationship with these teachers
after class and could thereby practice their Ehglisnversation skills at the same time. Thus, for
future research, collaborative writing projects n@nsider including the various non-native
individuals who live in Taiwan as the subjects oftiwg topics. Thus, students not only could
learn the skills of interviewing and improving thé&nglish oral communication competency,
they also might gain a heightened appreciatiorpettic foreign cultural knowledge.

This researcher feels that technique of collabgrdearning conducted in groups cannot
entirely reveal its positive effects unless suctcomes are demonstrated openly to the public.
Thus, while conducting the collaborative writingjgrct in the future, teacher-researchers can set
up sharing activities and hold a writing competitioetween groups. In such activities, every
group member could be asked to present his/heriexges as gained from the field work. At
the same time, group writing texts could be plasedublic display. Through this, since every
member would be asked to share his/her work wighdlass publicly, the practice of being a
“free rider” would be greatly discouraged.

Students in this project indicated that they offiésctussed their progress through the use
of Instant Messenger. This implies that the Intercen play a supplementary role to help
students achieve the goal of collaborative learsingcessfully. Thus, in future research based
on the technique of collaborative learning, resears can focus their study on on-line discussion
and distant tutoring so as to vary the writing\atiés and make them more interesting.
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