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Preliminaries
The objective of PA in teaching is to provide students the ability to reflect on themselves 
so they may keep track of, evaluate, and do better at their academic performance with-
out having to follow their teachers’ instructions (Muin et al., 2021). According to Brown 
(2004), PA is seen as a continuous process that has attracted a lot of attention, particu-
larly when it comes to communicative language instruction. In contrast to typical exams, 
portfolios allow students to be evaluated holistically and provide them with the oppor-
tunity to expand on their language learning experience. As a result, students can eventu-
ally become independent and responsible learners based on the information, abilities, 
and methods they pick up under their teacher’s direction (Reardon, 2017).

The use of PA encourages students to reflect on themselves and gives educators and 
students insightful feedback. Additionally, it makes it possible to evaluate a wider variety 
of competencies (Virgin & Bharati, 2020). According to Gamiz-Sánchez et al. (2016), a 
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portfolio is a deliberate compilation of student work that demonstrates their attempt, 
development, and performance in one or more domains. Thus, the fundamental idea 
behind a portfolio is to empower pupils to get more self-directed students and to assume 
accountability for their own education. Portfolios are seen as learner-based rather than 
instructor-based, which is thought to be the major prominent quality of portfolio as a 
reflective instrument, given that students are taking on more accountability and becom-
ing self-determined in their learning (Boumediene et  al., 2016). The use of language 
portfolios by educators and students is relatively new, having begun in the mid-1990s 
(Gonzalez, 2008). However, professionals in other fields, like artists, designers, and 
architects, have been using them for a longer time to gather examples of their work and 
record their accomplishments.

Using PA can influence grit tendencies of the students. Researchers have become inter-
ested in grit because it is a non-cognitive skill that can affect an individual’s happiness or 
success (Wang et al., 2021). Cross (2014) defined grit as the capacity to endure hardships 
while holding onto a desire for long-term goals. Choi (2020) said that grit encompasses 
not only an individual’s resilience against failure but also their tenacity in achieving a 
goal through unceasing effort. Based on Duckworth (2016), growth, tenacity, and resil-
ience are the elements of grit. Baquerizo (2018) contended that grit is inconsistent and 
can result in necessary outcomes through educational and environmental interventions.

L2 grit for learners is an amalgamation of persistence in trying and craving for long-
lasting objectives. Research on this construct has shown that it is strongly correlated 
with other constructs related to teachers and students, which contributes to the success 
of education (Sudina & Plonsky, 2021; Sudina et al., 2021). L2 grit and its contribution to 
academic accomplishment and language evaluation are particularly significant since stu-
dents’ success in language acquisition is largely based on their work and desire for long-
term objectives (Zheng et al., 2022). As stated by Lan (2022), having high level of grit 
help people have optimistic attitudes towards their careers. From an alternative view-
point, the personality attribute of grit enables people to focus their attention and discern 
between goals that are high- and low-priority (Shirvan & Alamer, 2022 2022; Vadivel 
et al., 2021). As important as skill, grit may ensure that students succeed and produce 
more than their innate or natural capacity (Kolganov et al., 2022; Liu et al., 2021).

The idea of grit, which is referred to a person’s willingness to work for a long-term 
objective, is strongly linked to intrinsic drive. Grit is a key component of student engage-
ment and academic achievement. It is described as enthusiasm and persistence in attain-
ing long-standing purposes (Tang et  al., 2019). Therefore, it is presumed that people 
who not only put in more effort but also like what they do have a greater probability of 
overcoming potential challenges and producing positive outcomes (Totosy et al., 2021). 
According to studies, grit and age and educational attainment are strongly correlated. 
Grit has been demonstrated to be an accurate indicator of improved learning results in 
the realm of education (Chua et al., 2020).

PA has an impact on EFL learners’ WTC. According to Öz et  al. (2015), WTC is 
a multifaceted construct that may explain, predict, and describe language students’ 
communication behaviors in a second language (L2). It includes emotional, social-
psychological, linguistic, and communicative characteristics. Being prepared to com-
municate when given the opportunity is known as L2 WTC. WTC essentially explains 
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why some people actively seek up speaking chances, while others shy away from them 
and would much rather keep quiet (MacIntyre et  al., 2019). L2 WTC is crucial to 
L2 learning since it has an impact on how much is discussed in the classroom. The 
link between positive factors and L2 WTC has become popular topics of discussion 
amongst L2 academics because of the critical role that these variables play in L2 com-
munications (Wang, 2017).

Since the desire to communicate may result in genuine communication behavior, 
which increases foreign language competency, MacIntyre and Wang (2021) identified 
WTC as the primary goal of foreign language acquisition. WTC was first thought to be 
a stable personality trait that held true over time and in many environmental settings. 
However, based on Lee et al. (2020), in more recent times, L2 WTC has been described 
as a situational feature as well as a stable predisposition toward communication. Schol-
ars now think that learners’ L2 WTC may be influenced by both external and internal 
factors, such as social support and intergroup environment, as well as internal factors 
like L2 motivation and attitude toward L2 (Zhang et al., 2020).

EFL students require an innate motivation to acquire English. Students’ motivation is 
seen to be a fundamental issue in their performance when learning English (Namazian-
dost et al., 2019). Motivation is closely related to learning activities since it is the center 
driving force that sustains these activities, gives them direction, and inspires them in 
order to achieve desired outcomes (Nugraha et al., 2021). According to Purnama et al. 
(2019), motivation may also be described as a person’s behavior direction or as the rea-
son behind a behavior’s desire to be repeated. It could have a major role in education. On 
the other hand, students that receive motivation will be enthusiastic about their studies 
and will be driven to learn English well (Jaelani et al., 2022).

According to Muslim et  al. (2020), integrative and instrumental factors are the two 
main components of motivation for learning a foreign language. Gardner (2010) defines 
motivation as the synthesis of both external and internal factors that encourage students 
to participate in the learning process. Additionally, he stated that pupils’ integrative 
drive reveals their inclination to integrate into a situation including a foreign language 
(Ter et al., 2019). Additionally, students’ positive attitudes regarding the learning envi-
ronment have an impact on their drive to integrate and their sense of academic fulfill-
ment (Hashemifardnia et  al., 2019; Khodadad & Kaur, 2016). Additionally, Pavelescu 
(2019) made the point that students’ integrative motivation is influenced by the zeal, 
inspiration, and support of their professors. On the other side, instrumental orientation 
is referred to desire of the students to succeed in learning a foreign language in order to 
get financial or social rewards. Sallang and Ling (2019) discovered a substantial correla-
tion between instrumental motivation and providing good feedback to students in an 
educational setting. This is because positive feedback increases students’ drive to com-
plete tasks.

The defined variables play an important role in English language learning, so working 
on them is very significant. The results gained from this study can be significant for EFL 
teachers and learners. In addition, the significance of this study is that it includes three 
psychological factors (grit tendencies, motivation, and WTC) as its dependent variables. 
Regarding the importance of the mentioned variables, the present study aimed at explor-
ing the effects of PA Saudi Arabian EFL learners’ grit tendencies, motivation, and WTC.
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Review of the literature
Theoretical background

Portfolio assessment

Portfolios are physical or electronic dossiers with student-written screenplays. These 
scripts are carefully chosen and frequently accompanied by a diary of reflection. PA is 
often regarded as superior to the more prevalent, product-focused standardized exami-
nations in the field of education (Kirkpatrick & Gyem, 2012; Mphahlele, 2022). The ben-
efits of portfolio-based instruction have been the subject of abundant investigations in 
foreign/second language education. These studies have focused on the positive experi-
ences L2 teachers have had with PA in a variety of contexts (Lee, 2017); the role that PA 
plays as a mediator in revising works-in-progress; and the impact of the portfolios on L2 
learners’ independence, social consciousness, self-regulated learning, and metacognitive 
consciousness (Azizi & Namaziandost, 2023).

In spite of the stated instructional advantages, PA has remained greatly contentious 
in actual class settings thanks to the rigidity of L2 instructors, low student involvement, 
insufficient literacy in language assessment, comprehensive and complex grading, and 
the test-driven (Gan & Lam, 2020) dominant culture in most instructional settings (Lam, 
2018). Consequently, there have been several challenges in completely integrating PA in 
L2 situations, leading Hyland and Hyland (2019) to request further in-depth research on 
these matters. From a pedagogical perspective, L2 writing is redefined as a metacogni-
tive and recursive activity that includes L2 students in regular reflection on their lan-
guage improvement via the process-oriented peer evaluation method (Lam, 2020).

Second-language students learn best when they actively generate their knowledge of 
the target language via social connections rather of merely receiving it, according to 
Vygotsky’s (1987) social constructivism model of learning, which also forms the basis 
for portfolio-based evaluation. Writing portfolios, for example, helps L2 learners better 
understand writing as a socially situated practice in academic discourse groups (Duff, 
2010). Thus, it may assess the growth of L2 writers’ lower-level writing skills, such writ-
ing mechanics and punctuations, as well as their higher-level writing skills, like textual 
and discursive writing (Steen-Utheima & Hopfenbeck, 2018).

Kusuma et al. (2021) stated that effective learner involvement is contingent upon L2 
learners’ comprehension of the objectives as expressed in their portfolios, their ability to 
see the differences between their existing circumstances and those objectives as well as 
how to achieve those objectives. Similarly, it is suggested that L2 writing educators sup-
port students’ self-reflection by providing scaffolding for the entire PA process via tuto-
rials (Rezai et al., 2023), utilizing prompts and examples, extending deadlines to increase 
student engagement, and revealing the assessment rubrics to students (Lam, 2020).

Critical reflectivity theory, which includes exposing knowledge claims to appropriate 
intellectual scrutiny, as one would do with any assertion in the field of study or theory 
in one’s specialty, provides support for our work (Andresen, 2000). Because their crea-
tion necessitates reflection on what one teaches, how one teaches, why one teaches that 
way, how effective that is, and, if necessary or desired, effectively communicating that 
to others, teaching portfolios may be especially appropriate for accessing such knowl-
edge claims (Babin et al., 2002). Practitioners are said to find that this kind of introspec-
tion is crucial for documenting their knowledge and growth in a dynamic and organized 
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manner. It helps us to be conversationally present in our instructional lives: responsible, 
evaluable, and debatable (Brown, 2000).

Willingness to communicate

Even though many language learners score highly on several language acquisition 
assessments, a large number of them seldom engage in L2 conversation. This problem 
demonstrates that there is an additional concept that stands between the ability to com-
municate and the ability to put this ability into practice (Dörnyei, 2005). WTC is the 
name of this edifice. MacIntyre et  al. (1998) introduced the construct of WTC in the 
research on foreign language acquisition. Using an L2, they described this idea as being 
prepared to join the conversation at a certain moment with a specific person or people.

WTC was also described by Fadilah (2018) as a consistent inclination toward com-
munication when given the freedom to choose. Kurk (2019) further said that the term 
"WTC" describes a learner’s cognitive preparation for using the target language in his 
communications. As the intention to communicate can lead to genuine communicative 
behaviors, which increases foreign language competence, MacIntyre and Vincze (2017) 
viewed WTC as the primary goal of language acquisition. The WTC of foreign language 
learners has been inspected from trait-like and dynamic, as well as situational dimen-
sions, in accordance with MacIntyre et  al.’s (1998) model (Dewaele & Dewaele, 2018). 
Foreign language anxiety, motivation, and self-confidence are connected with the trait-
like or psychological dimension of WTC (Lee & Hsieh, 2019). However, the social and 
contextual aspects of education, such as instructors, cooperative peers, themes of inter-
action, interlocutors (Fadilah, 2018), and Mystkowska-Wiertelak and Pawlak (2016), are 
referred to as the dynamic and situational components of WTC (Zarei et al., 2019).

Many investigators have recently become interested in the topic of WTC. Since the 
theory’s inception, researchers have started examining the ways in which individual 
characteristics including gender (Lee et  al., 2020), age (Yekimov et  al., 2021), anxiety 
related to learning a foreign language, and motivation for language acquisition (Kruk, 
2022). At the same time, researchers have started to see that WTC may be concentrated 
on dynamic factors like the function of online resources (Nugroho, 2021).

Grit

The ability to tolerate complexity while holding onto the optimism of long-term aims 
is known as grit (Cormier et al., 2019). Based on Karlen et al. (2019), grit also involves 
working tirelessly toward goals and sustaining interest and effort throughout time 
in spite of setbacks, failures, and stagnation in one’s development. They divided grit 
into two categories: constancy in pursuit of goals and tenacity while facing the prob-
lems. Teimouri et al. (2020) emphasized these components as well, using the Grit Scale 
as a tool for quantifying the grit concept. Wang et  al. (2020) emphasized that grit is 
a dynamic notion that can be taught, and many educational institutions use teaching 
courses to help students become more grit-filled. Students’ educational attainments are 
greatly impacted by grit, a non-cognitive trait.

Heydarnejad et  al. (2022) clarified this matter and emphasized the need to define 
and analyze grit as a domain-specific concept, saying that "the domain specificity of 
grit is n significant theoretical question that ought to be answered in future studies (p. 
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55)." Within the research community, there is an implicit assumption that pursuing 
long-term objectives with perseverance and passion is a generally universal tendency. 
However, it is probable for someone to display extreme grit in their personal life but 
none at all in their personal relationships. In a similar vein, someone could consider 
themselves to be gritty when it comes to a serious hobby but not when it comes to 
their work (Ivcevic & Brackett, 2014). We assume that respondents integrate behavior 
across domains when reporting their grit levels on the self-report instruments cur-
rently in use, but we cannot be certain. Future research is required to examine the dif-
ferences between grit’s domain-specific and domain-general components (Liu, 2022).

The concepts of grit-resilience, perseverance, self-discipline, and caution-have pre-
viously been noted as being essential for educational success. Resilience in an educa-
tional setting is regarded as the capability to adjust constructively in facing dreadful 
circumstances. This is seen to be the primary factor motivating pupils to accom-
plish (Feng, 2020). Furthermore, Wang et al. (2020) found that some difficult materi-
als reduced teacher resilience in their investigation of the resilience of Chinese and 
Iranian EFL teachers. According to their findings, personal qualities are the major 
factors that sustain instructor resilience, as seen by the realization of both Chinese 
and Iranian EFL instructors. Environment-based, system-based, and process-based 
elements were seen to be less of a challenge for teacher resilience, along with other 
difficulties.

A few studies on the important factors influencing pupils’ language proficiency have 
been carried out recently. Shechtman et al. (2013) emphasized the importance of grit 
in language instruction setting. Furthermore, their research demonstrated a signifi-
cant connection amongst grit, persistence, and tenacity and language acquisition suc-
cess. Keegan (2017) showed a strong correlation between achievement and grit in his 
research. She made the point that including more student reflection into all evalua-
tions and activities in L2 classrooms helps foster grit.

According to Lee and Drajati (2019), students who want to start communicating in 
a foreign language must possess a great deal of fortitude. According to Teimouri et al. 
(2021), learners’ purpose to communicate, grammar, and speaking overall scores are 
positively correlated with grit. Their results validated the theoretical foundations of 
grit in foreign languages. According to their argument, learners who exhibit higher 
degrees of grittiness are typically more engaged intellectually when completing activi-
ties in a foreign language setting.

Grit has predictive validity for language learners’ achievement (Alamer, 2022). His 
research showed that language learners who possess grit linked to language in an aca-
demic setting are often more successful in language contexts than language learners 
who possess a lot of grit unrelated to language other than language studies. It has 
lately been considered how learners’ emotions and grittiness relate to one another. 
Heydarnejad et  al. (2022) discovered through structural equation modeling that 
resilient learners had a higher chance of conquering their anxiety related to foreign 
languages in educational settings. They clarified the connection between grittiness 
and anxiety using Attentional Control Theory. They contended that the Attentional 
Control Theory explains why worried students have low levels of grittiness and confi-
dence, which lead to deficiencies in a learning environment.
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Liu (2022) verified the connection between learners’ motivation and grittiness as well. 
He made the case—based on the broaden-and-build model—that students who are in 
a supportive and upbeat learning environment are grittier at completing assignments. 
According to him, expectancy-value theory might potentially explain this relationship 
by claiming that pupils who reveal greater levels of grittiness are more likely to explore 
the purpose of the assignment and to encourage their own motivation. Positive relation-
ship exists amongst grit and the best L2 self (Feng & Papi, 2020). In a different study, Lee 
and Hsieh (2019) discovered a strong correlation between grit and self-confidence when 
learning a language. Additionally, they noted that in both traditional and online class-
room settings, hard-working, self-assured students are more likely to strike up conversa-
tions in English.

Motivation

Since motivation is one of the most often used concepts by both instructors and students 
to describe what leads to success or failure in learning, it is crucial in language instruc-
tion (Wang & Guan, 2020). In fact, motivation serves as both the initial spark for learn-
ing a foreign or second language and, subsequently, the main engine for completing the 
drawn-out and sometimes arduous process of language acquisition (Orzechowski et al., 
2020). As noted by Dornyei (2009), even the most gifted people are unable to achieve 
long-term objectives without a strong sense of desire.

Motivation and academic success are related, particularly in language learning pro-
grams where students engage with the target language communities infrequently. This 
is because motivated pupils are more likely to engage in class and be prepared, which 
permits them to study more material that will aid them achieve their language learning 
objectives (Baxtiyarovna, 2023). Consequently, motivation is viewed as an intrinsic fac-
tor that enhances students’ potential for success. It is crucial to keep in mind, neverthe-
less, that the motivation behind learning a foreign language is multifaceted, since each 
student possesses a different level of desire upon entering the classroom. Because of this, 
educators need to be imaginative in order to tailor their lesson plans to the needs and 
objectives of their pupils (Dörnyei, 2018).

As accomplishment requires a willingness to act, motivation is often considered a crit-
ical factor affecting performance in the majority of learning areas. Without this drive, 
someone might not even attempt to reach their objective (McCoach & Flake, 2018). In a 
foreign language learning situation where pupils seem to be emotionally and physically 
isolated from the L2 group, student motivation therefore decides whether they succeed 
or fail (Thohir, 2017). This suggests that motivated language learners are likely to pick up 
a second language regardless of their level of linguistic ability. However, even brilliant 
people cannot accomplish any L2 goals if they lack drive (Bachtiar, 2022). Motivated 
learners are cognitively ready to learn new things, and because of their passionate par-
ticipation, they create an engaging and dynamic learning environment in the classroom 
(Filgona et al., 2020). Unmotivated pupils, on the other hand, just show up for class and 
don’t really intend to learn anything.

One area of language studies that is particularly impacted by these changes is the L2 
motivation. Motivation is the core factor that drives pupils to work hard when learning 
a new language in a classroom setting (Jiang & Zhang, 2019). Rasool and Winke (2019) 
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asserted that learners are more motivated to master English due to its global status as a 
language. Therefore, it is advised that research on L2 motivation adopt a dual viewpoint, 
whereby learning foreign languages is prioritized at one level and English language 
acquisition at another (Erickson et al., 2022).

It is further argued that, in light of the English language’s recent rise to prominence 
globally, Wang and Li’s (2019) socio-educational model has to be reconsidered in order 
to gain a deeper comprehension of L2 motivation, mostly with regard to integrative 
motive. Gardener’s socio-educational model states that motivation—which consists of 
three primary elements—is what propels learning a second language. These compo-
nents include effort, desire expression, and passion. First, they make an effort to learn 
the English language (Ji et al., 2022). This suggests that a constant and persistent attempt 
is being made to learn the language. Second, the motivated person wants to accomplish 
the aim of mastering English. This individual will declare their want to succeed and their 
determination to succeed (Alloh et  al., 2021). Thirdly, the motivated person will start 
to welcome the obstacles that come with learning a language (Alamer & Al Khateeb, 
2023). The elements of Gardner’s model are useful markers for distinguishing between 
individuals who are highly and poorly motivated. Experts cannot agree on which of the 
many elements that drive people’s motivation is the most significant (Al-Jarf, 2023). A 
common topic of discussion is the comparison of extrinsic and intrinsic factors, as well 
as instrumental and integrative variables. Nonetheless, research in the areas that incor-
porate several motivating factors is still scarce.

Empirical studies

Regarding the effects of PA on English language learning, some empirical studies were 
carried out, for instance, Nassirdoost and Mall-Amiri (2015) investigated how PA 
affected the motivation and vocabulary success of EFL learners. Sixty students aged fif-
teen to twenty were chosen as representative samples. The participants’ knowledge of 
the vocabulary items that were supposed to be trained and assessed in the pre-test was 
verified. Furthermore, it was demonstrated that the motivations of the two groups were 
identical. The same course materials were used in 12 sessions by the CG and EG. The 
EG was requested to create a portfolio in place of the conventional assessment that was 
given to the control group. Immediately following treatment sessions, they were given 
two post-tests measuring motivation and vocabulary accomplishment. The application 
of PA significantly improved EFL learners’ vocabulary success, but had no influence on 
their level of desire, according to quantitative study.

In Iranian setting, Hosseini and Ghabanchi (2014) made an effort to examine the 
impact of PA on EFL students’ motivation and reading skills. It used the pretest-treat-
ment-posttest paradigm as part of a quasi-experimental approach. The researchers gath-
ered the participants’ triangulated data in order to accomplish their goal. There were 
sixty-five female undergraduates with translation majors. The EG’s integration of a port-
folio into their learning strategy-based education was the only distinction between the 
two groups. The motivation questionnaire and the reading skill test were given to both 
groups again during the post-testing phase. The motivation test was made more cred-
ible by the addition of a self-report evaluation. The results of research showed that PA as 
a constructivist method increases participants’ motivation and reading comprehension.
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Furthermore, in another research, Taheri and Mashhadi Heidar (2019) looked at 
how PA affected the writing skills and self-control of EFL students. In order to do this, 
60 intermediate female students were selected. A CG (30 participants) and an EG (30 
participants) were randomly allocated to the participants. While members of the EG 
were instructed and evaluated using portfolio-based instruction and assessment meth-
ods, members of the CG received their education and evaluation through conventional 
means. According to an examination of the study’s data, PA significantly improved writ-
ing skill (p = 0.001). Additionally, the results demonstrated that higher self-regulated 
learners had utilized PA more than lower self-regulated learners (p = 0.000).

Additionally, Biglari et  al. (2021) looked at how PA affected the independence and 
writing abilities of EFL students. According to the first study question’s results, PA sig-
nificantly and favorably impacted the autonomy of EFL students at both the advanced 
and upper-intermediate levels. Additionally, the findings showed that PA significantly 
improved the writing abilities of EFL learners at both the advanced and upper-interme-
diate levels.

Moreover, the impact of Portfolio-Based Assessment (PBA) on EFL students’ writing 
concepts and methods was investigated by Gebrekidan and Zeru (2023). In order to do 
this, a total of 60 subjects were randomly selected from the two groups, and four dif-
ferent types of data gathering tools were used: interviews, reflection sheets, essay writ-
ing tests, and concepts of writing scale. The findings showed that there were notable 
differences between the EG and CG participants’ ideas about writing and writing per-
formances. The outcomes indicated that PBA supported EFL students’ individual and 
extracurricular learning endeavors, which in turn affected their profound and meaning-
ful ideas of writing.

Literature review shows that using PA is an effective strategy to develop EFL learners’ 
English language learning. Also, it indicates that most studies in the domain of PA were 
done on English language skills and sub-skills. Few empirical studies were conducted on 
the effectiveness of PA on psychological variables play important role in language learn-
ing. Therefore, this study aimed at examining the impacts of PA on Saudi Arabian upper-
intermediate EFL learners’ WTC, grit tendencies, and language learning motivation to 
cover the existing gap.

Three questions and three null hypotheses were posed in this research:

RQ1 Does PA affect Saudi Arabian upper-intermediate EFL learners’ WTC positively?

RQ2 Does PA affect Saudi Arabian upper-intermediate EFL learners’ grit tendencies 
positively?

RQ3 Does PA affect Saudi Arabian upper-intermediate EFL learners’ language learning 
motivation positively?

HO1 PA does not affect Saudi Arabian upper-intermediate EFL learners’ WTC 
positively.

HO2 PA does not affect Saudi Arabian upper-intermediate EFL learners’ grit tenden-
cies positively.
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HO3 PA does not affect Saudi Arabian upper-intermediate EFL learners’ language 
learning motivation positively.

Methodology
Research design

A quantitative quasi-experimental design was used in this study. A quasi-experimental 
design aimed to establish a cause-and-effect relationship between an independent and 
dependent variables. However, unlike a true experiment, a quasi-experiment does not 
rely on random assignment. Instead, subjects were assigned to groups based on non-
random criteria. The study was quantitative in the first place since it dealt with numeri-
cal data, statistical analysis, and interpretation. The study was quasi-experimental as 
there was no randomization, treatment, or pre-test conditions.

Participants

Out of the 87 pupils registered in Prince Sattam Bin Abdulaziz University in Al-Kharj, 
Saudi Arabia, 58 male EFL learners were chosen to test the null hypotheses; 29 of them 
were placed in the control class and the remaining 29 in the experimental class. The par-
ticipants were selected based on a convenience sampling method. The age range of the 
subjects was 16–27. The results of a preliminary English exam (PET) showed that the 
two groups’ general English proficiency levels (upper-intermediate) were nearly equal. 
To ensure consistency in education, the teacher who instructed the two groups in this 
study was also the same. The teaching approach—portfolio-based vs. non-portfolio—
was the only distinction between them.

Instrumentations

The respondents’ proficiency level was ascertained by administering a PET. Twenty stu-
dents who shared the same traits as the target sample made up the sample group used 
to pilot the exam. The four primary language skills—writing, listening, reading, and 
speaking—were tested on material taken from actual situations. Three test sections were 
employed in this study to ensure participant homogeneity. The writing section com-
prised three parts and seven questions, while the reading section contained five parts 
and thirty-five reading comprehension questions. In one hour and thirty minutes, the 
students were supposed to understand the key ideas from journals, signs, and newspa-
pers and be able to employ vocabulary and structural correction. The listening portion 
took roughly thirty minutes to complete and included twenty-five listening questions. 
Applying the KR-21 Formula, the test’s reliability was estimated to be.79, which appears 
to be a respectable reliability coefficient.

To evaluate students’ grit, the researchers employed the EFL-Grit Scale created by 
Ebadi, et al. (2018). There are 26 five-point Likert scale items on this Saudi Arabian con-
text-specific grit measure; higher scores indicate grittier students. Using factor analy-
sis, expert opinions, and pilot testing, Ebadi et al. (2018) confirmed the validity of this 
tool. Furthermore, Ebadi et al. (2018) revealed that the EFL-Grit Scale’s reliability was 
α = 0.83. Nevertheless, the current study’s EFL-Grit Scale reliability was determined to 
be α = 0.91.
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The other research tool was the Gardner’s (2004) Attitude/Motivation Test Battery 
(AMTB), which was used to determine the participants’ motivation for speaking English. 
There were five options for each of the questionnaire’s 26 questions: Highly Disagree, 
Disagree, No Idea, Agree, and Highly Agree. Four English academics verified the ques-
tionnaire’s validity, and Cronbach Alpha (α = 0.88) was employed to gauge its reliability.

The L2 WTC Scale created by Lee and Hsieh (2019) was used to assess students’ over-
all L2 WTC as well as their L2 WTC both within and outside of the classroom. Higher 
ratings on this 12-item Likert scale, which has five possible points, indicate that pupils 
are more willing to speak in their second language (L2). The L2 WTC Scale evaluates L2 
WTC in two primary contexts: outside the classroom (6 items) and inside the classroom 
(6 items) for EFL students. A higher score indicates a higher level of L2 WTC in that 
specific context. The researchers used the elements of each context separately to deter-
mine the students’ L2 WTC score in that particular context. According to Lee and Hsieh 
(2019), the validity of the L2 WTC Scale is deemed satisfactory. The reliability of WTC 
outside the classroom (α = 0.86) and inside the classroom (α = 0.91) was calculated using 
Cronbach’s alpha (Lee & Hsieh, 2019). Furthermore, the current study re-estimated the 
internal consistency reliability coefficient of the WTC in both in-class (α = 0.75) and 
out-of-class (α = 0.76) settings. All the instruments were validated by three English pro-
fessors in applied linguistics. It should be highlighted that the aforementioned question-
naires were used as the pre- and post-tests in this investigation.

Procedures and analyses

The current research used the pretest-treatment-posttest paradigm and a quasi-exper-
imental methodology to evaluate the effects of PA on learners’ grit, WTC, and motiva-
tion. To serve as the EG and CG, two classes were chosen. To see if the groups were 
homogeneous with respect to the variables being studied, the researchers gave the 
WTC, grit, and motivation questionnaires during the pretesting phase. With the excep-
tion of portfolio-based education, the teacher, the textbook, and the curriculum were 
the same for both groups. Ten writing topics and 100 new words were trained to both 
groups with two different instructional methods. PA was used as a tool to close the gap 
between evaluation and instruction. The instructor, who was also a researcher, gave the 
EG an overview of the creation and application of PA at the beginning of the course. As 
a result, the portfolio-based instruction and the identical activities from the CG were 
given to the EG. Following two training sessions on portfolio construction and evalu-
ation, the instructor assisted the students in recording their compositions in a chart. 
Additionally, a few students were required to present their papers to the class and get 
feedback from their peers. The instructor assessed and assigned grades to the student-
generated portfolios based on pre-established standards. Additionally, the teacher 
assists the students in diagnosing their issues and enhancing their comprehension skills 
through conferences and comments. It was therefore possible to promote both peer and 
self-assessment through PA adoption. Furthermore, feedback and feed forward proce-
dures are offered by portfolio-based education. During the post-testing phase, the WTC, 
grit, and motivation tests were given to both classes. The collected data were then com-
pared and examined using the paired samples t-test and the independent samples t-test 
(the tables are shown in the results section).
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Research results
After gathering the required information, it was examined, and conclusions were made. 
The outcomes of the K-S test depicted that the data had a normal distribution as every 
one of the Sig. values was more than 0.05. With parametric statistics, the data may be 
correctly analyzed.

The descriptive information for the two groups is shown in Table 1. While the CG’s 
average is 84.79, the EG’s is 85.72. This suggests that the two groups’ levels of linguistic 
motivation were comparable before the intervention.

As seen by Table 2 Sig value (0.71), which is larger than 0.05, there may not be a sta-
tistically significant difference between the groups. On the pretest for motivation, they 
really performed similarly.

The descriptive statistics in the above Table 3 show that the EG’s average on the lan-
guage motivation post-test was 96.24, while the CG’s was 87.89. As the mean scores in 
the above Table 3 show, the two groups had the same level of motivation before receiving 
the instruction.

Table 4 displays the significant differences between the individuals in the groups. The 
experimental participants performed better than the CG on the language motivation 
post-test. The Sig value (0.02) is less than.05. This indicates that there is a significant 
difference between the two classes’ performance on the linguistic motivation post-tests, 
favoring the EG.

Table 1 Descriptive statistics of motivation pre-test

Groups N Mean SD SE mean

CG 29 84.79 9.87 1.83

EG 29 85.72 9.58 1.77

Table 2 Inferential statistics of motivation pre-test

F Sig T df Sig. (2-tailed) Mean difference SE difference

.02 0.88 − 0.36 56 0.71 − 0.93 2.55

− 0.36 55.95 0.71 − 0.93 2.55

Table 3 Descriptive statistics of motivation post-test

Groups N Mean SD SE mean

CG 29 87.89 8.77 1.62

EG 29 96.24 16.59 3.08

Table 4 Inferential statistics of motivation post-test

F Sig T df Sig. (2-tailed) Mean difference SE difference

5.57 0.02 − 2.39 56 0.02 − 8.34 3.48

− 2.39 42.53 0.02 − 8.34 3.48
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Table 5 indicates that there is a difference between the CG’s pre- and post-interven-
tion results. Similarly, the EG’s pre- and post-tests differ from each other. Based on the 
results, both groups had a development on their post-tests of motivation.

Table 6 indicates that the mean score for the EG is 36.82, whereas the mean score for 
the CG is 37.89. On the WTC pre-test, it seems that both classes performed nearly iden-
tically. To determine whether there were any noteworthy variations between the WTC 
pretests of the two classes, an independent samples t-test was run on the following table:

Table 7 Sig value, which is more than 0.05, is.51, indicating that the two groups’ WTC 
pre-test findings were identical. Prior to the treatment, their performance of the two 
groups was actually the same. Before starting the treatment, the participants of both 
groups had almost the same level of WTC.

Table  8 displays the descriptive WTC post-test findings for each courses. The CG 
mean is 40.82, whereas the EG mean is 49.75. The EG appeared to do better than the CG 
on the WTC post-test. This betterment can be attributed to the treatment that they had 
received. The results of an independent samples t-test show the difference between the 
two groups in the following table:

Given that Table 9 Sig value is less than.05., it is possible to deduce the statistical sig-
nificance of the differences between the WTC post-tests of the EG and control group. As 
it happened, the EG did better on the WTC post-tests than the CG. This improvement 
might be attributed to the treatment advantages.

Table 5 Paired samples test of motivation

Mean SD SE mean t df Sig. (2-tailed)

CG pre/post-tests − 3.10 5.90 1.09 − 2.83 28 0.00

EG pre/post-tests 10.51 15.07 2.79 − 3.75 28 0.00

Table 6 Descriptive statistics of WTC pre-test

Groups N Mean SD SE mean

CG 29 37.89 6.29 1.169

EG 29 36.82 6.18 1.148

Table 7 Inferential statistics of WTC pre-test

F Sig t Df Sig. (2-tailed) Mean difference SE difference

0.21 0.64 0.65 56 0.51 1.06 1.63

0.65 55.98 0.51 1.06 1.63

Table 8 Descriptive statistics of WTC post-test

Groups N Mean SD SE mean

CG 29 40.82 6.85 1.27

EG 29 49.75 7.52 1.39
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Based on the data, the Sig value (0.00) is less than 0.05, meaning that there is a sig-
nificant difference between the CG’s pre- and post-test results. There are also notice-
able variations between the pre- and post-test results for the EG class. It is possible to 
draw the conclusion that both groups’ WTC post-test outcomes improved (Table 10).

Table 11 shows that the average for the EG is 61.58, while the average for the CG is 
62.62. It seems that the members of both groups had nearly comparable scores on the 
grit pretest.

Table  12 shows the inferential statistics on the pretests for test grit for the two 
groups. The pre-test differences between the groups do not reach significance at 
(p0.05), as Sig (0.76) is more than 0.05. Regarding the grit pre-tests, both groups did 
rather well.

The above Table 13 displays the mean scores for the CG and EG, which are 65.89 
and 89.68, respectively. It appears that on the grit post-tests, the experimental sub-
jects performed better than the CG.

Table 9 Inferential statistics of WTC post-test

F Sig T df Sig. (2-tailed) Mean difference SE difference

0.21 0.64 − 4.72 56 0.00 − 8.93 1.89

− 4.72 55.50 0.00 − 8.93 1.89

Table 10 Paired samples Test of WTC 

Mean SD SE mean t Df Sig. (2-tailed)

CG pre/post-tests − 2.93 6.56 1.21 − 2.40 28 0.02

EG pre/post-tests − 12.93 10.10 1.87 − 6.89 28 0.00

Table 11 Descriptive statistics of grit pre-test

Groups N Mean SD SE mean

CG 29 62.62 13.37 2.48

EG 29 61.58 13.14 2.44

Table 12 Inferential statistics of grit pre-test

F Sig T df Sig. (2-tailed) Mean difference SE difference

0.045 0.83 0.29 56 0.76 1.03 3.48

0.29 55.98 0.76 1.03 3.48

Table 13 Descriptive statistics of grit post-test

Groups N Mean SD SE mean

CG 29 65.89 15.43 2.86

EG 29 89.68 25.18 4.67
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The inferential statistics for the two classes on the grit post-tests are depicted in 
Table  14. The significant differences between the classes at (p0.05) are shown by the 
Sig value (0.00), which is less than 0.05. The EG fared better than the CG after the 
intervention.

Table  15 presents a comparison of the grit pre- and post-test findings for the two 
courses. According to the table, there is a significant difference between the CG’s pre- 
and post-test results. The findings of the EG’s pre- and post-test show a similar, note-
worthy change.

In short, the results showed that the EG did better than the CG on each of the three 
post-tests. In other words, the participants in the EG outstripped the CG on the post-
tests of WTC, motivation, and grit It is indicated here that PA is better than traditional 
assessment for EFL students studying English.

Discussion and conclusion
Conducting the data analysis and gaining the results, it was shown that the perfor-
mances of the two groups on the three post-tests were not similar; they had different 
performances after the termination of the intervention. The mean scores of the EG on 
the post-tests were higher than the mean scores of the CG, also the sig value was smaller 
than 0.05. Consequently, it was concluded that there were meaningful differences 
amongst the post-test results of the two groups in favor of the EG. These findings are in 
line with those of Nowruzi and Nafisi (2010), who verified the beneficial effects of PA on 
the motivation of EFL learners to study the language.

Additionally, Nassirdoost and Mall-Amiri (2015), who looked at the effect of PA on 
EFL students’ word knowledge, support our findings. The usage of PA had a consider-
able impact on EFL learners’ vocabulary attainment, according to their examination of 
the findings. Furthermore, the present findings are along with the investigation done by 
Hosseini and Ghabanchi (2014), that showed that the use of PA improved the reading 
comprehension skills and motivation of EFL learners. The outcomes complement the 
findings of Roohani and Taheri (2015), who found that the portfolio practice improved 
pupils’ sub-skills of attention, organization, and support when compared to a typical 
curriculum.

Furthermore, the consequences of this survey are in accord with those of Taheri 
and Mashhadi Heidar (2019), who looked at how PA affected the writing skills and 

Table 14 Inferential statistics of grit post-test

F Sig t df Sig. (2-tailed) Mean difference SE difference

4.13 0.04 − 4.33 56 0.00 − 23.79 5.48

− 4.33 46.43 0.00 − 23.79 5.48

Table 15 Paired samples test of grit

Mean SD SE mean t df Sig. (2-tailed)

CG pre/post-tests − 3.27 8.52 1.58 − 2.06 28 0.04

EG pre/post-tests − 28.10 25.49 4.73 − 5.93 28 0.00
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self-control of EFL students. Their findings demonstrated how PA improved partici-
pants’ writing skills. Additionally, they demonstrated how better self-regulated students 
had utilized PA than less self-regulated students. Additionally, our findings are advo-
cated by Biglari et al. (2021), who looked at the impact of PA on the autonomy and writ-
ing abilities of EFL students. They found that PA had a favorable impact on these abilities 
at both the upper-intermediate and advanced levels.

Furthermore, the outcomes of the research are consistent with Gebrekidan and Zeru 
(2023) that looked at how PA affected EFL students’ ideas and writing processes. They 
showed that there were notable differences between the ideas of writing and writing per-
formances of the EG and CG. According to their findings, PA supported EFL students’ 
autonomous and extracurricular learning endeavors, which in turn affected their pro-
found and meaningful ideas of writing. Furthermore, our results align with those of ear-
lier research conducted by Khodadady and Khodabakhshzade (2012) and Farahiam et al. 
(2018). These results supported the beneficial benefits of PBA on learners’ autonomy 
and metacognitive awareness, respectively. Our results are supported by constructivist 
epistemology that requires us to assess learners’ individual performances and group per-
formances together during their learning experience (Shepard, 2000).

Wang and Liao (2008) have reported that PA helped students become more thought-
ful about their learning process by supporting the instructor in leading the class toward 
learning culture instruction as opposed to teacher-centered teaching. These results 
provide partial support for the study’s findings. Furthermore, the consequences of this 
investigation are matched with those published by Chen (2006), who found that a port-
folio was a useful tool. He thought a student’s portfolio served as a reliable predictor of 
obtaining ownership. This aspect is well demonstrated by the way the material of the 
portfolio is chosen and arranged according to their interests and level of satisfaction.

Students are better equipped to think analytically and critically about the particu-
lar information they are studying once they have developed more sophisticated learn-
ing techniques. It is possible to conclude, then, that students who utilize portfolios take 
greater ownership of their education, get a clearer understanding of their strong and 
weak points, and learn how to set objectives. To put it briefly, portfolios help students 
develop critical thinking skills and get dynamic, autonomous, and self-reliant students, 
that aligns with their desire to study a language (Aly, 2000).

PA encourages cooperation, learner agency, and autonomy, all of which may improve 
motivation and language acquisition. The ability for students to reflect on their own arti-
facts is another benefit of portfolio-based instruction in the English learning and teach-
ing. Additionally, it can enhance their transferable abilities in teamwork, assessment, 
critical thinking, and reflection (Tsagari, 2004). The fact that PA might provide students 
the chance to have some control over what they are taught is another element that may 
have helped to the greater development of students in the EG (Reinders, 2011). It appears 
that students’ voices are heard during the PA process, and this may be made feasible by 
their ongoing introspection on their work. Price et al. (2011) state that a reflective port-
folio allows students to assess how well they are doing now vs how well they performed 
in the past. As a result, pupils start to evaluate themselves and track their own develop-
ment over time. By letting them choose their own work to take charge of revision, giving 
them the chance to make meaningful revisions, and giving them the time to advance as 
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authors, take chances with their work, and ask peers for guidance, a portfolio helps stu-
dents become more involved and autonomous (Hassaskhah & Sharifi, 2011).

Additionally, the learners in the EG received their training in a setting that valued 
their uniqueness and accepted their suggestions. Additionally, PA offered a collabora-
tive atmosphere as opposed to the competitive atmosphere that characterizes traditional 
techniques. Collaboratively, the EG participants had a sense of security and comfort that 
allowed them to take chances and commit errors, perhaps boosting their self-esteem as 
suggested by Muslim et al. (2020).

Conversely, participants in the CG did not exhibit high levels of motivation, grit, or 
WTC, most likely as a result of not receiving a system of instruction and learning that 
included metacognitive awareness, self-evaluation, reflection, and all other necessary 
components for developing English learning. Another factor that appears to be the most 
obvious explanation for the low level of motivation, WTC, and grit in CG is that the par-
ticipants typically relied on their instructor for evaluation; they waited to be instructed 
and evaluated by the teacher. Thus, learners’ expectations of instructor authority may act 
as a barrier to adopting autonomy, according to Yildirim (2008). The participants cannot 
be expected to demonstrate autonomy in these contexts because terms like reflection, 
self-assessment, and goal setting are typically absent. In contrast, these terms are com-
mon in portfolio-based assessment contexts because learners typically use them to com-
plete the necessary tasks and activities.

In the current study, it was discovered that PA significantly impacted the WTC, grit 
tendencies, and motivation of EFL learners. When they had received portfolio-based 
teaching, the EG participants did better on the WTC and grit assessments. The EG’s 
motivation was enhanced since they also scored better on the motivation questionnaire. 
Given that the two groups were identical at the beginning of the trial, it can be said that 
PA positively affects the participants’ WTC, grit, and motivation. As a result, PA may 
be considered a useful instrument for raising participants’ WTC, grit, and motivation. 
To put it briefly, the results of this study support Yang’s (2003) assertion that PA has an 
impact on EFL contexts. The results also support Nezakatgoo’s (2011) findings, which 
emphasized PA’s important function in fostering motivation.

To sum up, the study’s findings support the following conclusions: PA can, as Lam and 
Lee (2010) correctly stated, "increase students’ choice," "supply a constructive learn-
ing situation," "change learners’ ingrained attitudes towards the importance of grades," 
promote students’ metacognitive consciousness of learning and language, inspire self-
assessment, assist students in discovering their unique learning styles and identifying 
the language learning techniques that work well for them (Gonzalez, 2008); these are all 
crucial elements that help learners identify "invisible" learning factors (Herritage, 2010) 
visible to students during their protracted journey to become fluent in a foreign lan-
guage, and which may eventually result in students taking charge of their own education 
and gaining independence.

Regarding the study’s consequences, literate evaluation teachers might identify their 
own areas of weakness and enhance their pedagogical approaches. In order to support 
individuals who require assistance, they can also assess the learning styles and tactics of 
the pupils. Furthermore, PA may encourage student voice engagement, especially among 
contemplative and reticent pupils. It can be a beneficial means for multicultural and 
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bicultural learners’ assessment and instruction. In fact, PA may be a useful substitute 
tool for teaching and assessment (Al-Mahrooqi & Denman, 2018). PA is important in 
ethical assessment because, in addition to fostering social equality and fairness in EFL 
classrooms, it lessens the cultural, linguistic, and normative biases present in standard 
exams. It also serves as a substitute to the testing culture (Bos & Vaughn, 2002; Brown, 
2004).

The present study’s findings possess several significant ramifications for stakeholders 
and EFL language instructors. First, the study’s findings suggest that teachers may use 
assessment as a teaching tool rather than just a means of monitoring students’ perfor-
mance, which challenges the notion that assessment is a stand-alone operation. Second, 
using a portfolio enhances teacher-student interaction by creating a welcoming and 
encouraging atmosphere (Marinho et  al., 2021). It goes beyond just gathering various 
samples. Thirdly, it increases learners’ metacognitive awareness, which is an essential 
component of independent learning. Fourth, because students here accept the chance 
to make mistakes, it reduces the fear that comes with other forms of testing. The study’s 
conclusions may be broadly applicable to any educational environment where the objec-
tives are to support students’ critical thinking development, increase learner autonomy, 
and increase students’ knowledge of their own learning processes (Syzdykova et  al., 
2021).

The results of this survey have some ramifications for language instructors, mate-
rial creators, and syllabus designers. In terms of the usage of PA, this investigation may 
assist curriculum makers since it may serve as inspiration for creating a syllabus that 
incorporates portfolios into instruction. Portfolios are crucial for incorporating student 
input into the decision-making process (Muin et al., 2021). The current study demon-
strated the value and applicability of this strategy, demonstrating that when creating 
syllabuses, syllabus designers should take learners’ rights to goal-setting, feedback, and 
criticism into consideration. The study’s conclusions so suggest that language curricula 
should be adaptable and take into account students’ involvement in decision-making and 
goal-setting.

The results of this investigation can also help those who create instructional materials, 
since they should take into account students’ performance and allow them to edit and 
improve their works in order to help them become better writers. Teachers of languages 
may also find the study’s conclusions interesting. They may learn from the results that 
creating a different kind of assessment, such as PA, enables teachers and pupils to rec-
ognize their own strengths and shortcomings and offers necessary revisions (Shen et al., 
2020).

The outcomes of this survey may also be utilized to any subject of education where 
developing critical and autonomous thinkers is the main objective. Students can be 
motivated to evaluate themselves, apply suitable learning techniques, and strengthen 
their feeling of accountability for being conscious of their own education. By doing this, 
kids are better prepared to be independent learners and to grasp the concept of mean-
ingful learning (Wang et al., 2020).

Despite all of these consequences, the study’s narrow participant pool and the fact 
that every participant was enrolled at the same English institution may prevent it from 
being broadly applicable. Additionally, only WTC, motivation, and grit were considered 
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among all psychological characteristics. Additionally, issues with educational pol-
icy, interpretation, and reliability may surface because PA is essentially a qualitative 
approach to the participants’ assessment. Furthermore, the researchers had to restrict 
the duration of the study to three months due to scheduling constraints. This would also 
have an impact on the range of tasks and activities that are used. Lastly, only male stu-
dents were included in this study in order to maintain gender segregation in the Saudi 
Arabian EFL environment.

To confirm the results and reach more firm conclusions on the influences of PA on the 
motivation, grit, and WTC of EFL students, more research is required. For researchers 
looking at how successful PA is in other domains, such as critical thinking and other 
learning styles, it can be an excellent idea. Additionally, throughout the process, future 
researchers might enhance their findings by including an interview part in their study. 
Next studies can examine the effects of PA on different skills and sub-skills of English 
language. Also, to give the researcher(s) more precise and broadly applicable findings, 
the same study can be replicated on a bigger sample of EFL learners.
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