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Abstract 

This sequential explanatory mixed-methods research explored Colombian EFL 

teachers and students´ perceptions of feedback on writing in a foreign language. It gave a 

comprehensive account of the issue studied based on the data collected from different 

sources, such as surveys, focus groups, archival documents, artifacts and observations. 

Additionally, it served as a basis for further research on writing and assessment in foreign 

language learning, giving recommendations to teachers and administrators regarding the 

use of formative feedback. 

 

Key words: perceptions, feedback on writing in a foreign language, sequential explanatory 

mixed-methods research 
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Resumen 

Este estudio investigativo mixto exploratorio secuencial  exploró las percepciones 

de profesores colombianos de EFL y las percepciones de los  estudiantes sobre la 

retroalimentación  en la escritura en un idioma extranjero. El estudio proporcionó un 

informe completo del asunto estudiado en base a los datos recogidos de diferentes fuentes, 

tales como encuestas, grupos focales, documentos, artefactos y observaciones. Además, 

sirvió como base para nuevas investigaciones sobre la escritura y la evaluación en el 

aprendizaje de lenguas extranjeras, dando recomendaciones a los maestros y 

administradores con respecto al uso de la retroalimentación formativa. 

 

Palabras clave: percepciones, la retroalimentación  de la escritura en un idioma extranjero, 

método mixto secuencial. 
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1 Chapter 1:  Problem and its Background 

1.1 Introduction 

 

 More and more teachers feel empower to carry out research in their 

pedagogical milieu due to the raining interest on improving the teaching practices and 

learning experiences. In the realm of EFL education in Colombia, this empowerment is 

polished and build around master programs, which allow young researchers to contribute to 

the field with their studies. Researching perceptions entails a deep commitment to remain 

unbiased in regards to the extend professional and person views may interfere. The main 

motivation behind this research project is to provide meaningful data about the current 

formative feedback trends to improve teaching practices and enhance students‟ learning 

experiences, and conduct a sound study which can contribute to the body of literature 

regarding formative assessment and feedback in L2 writing.   

  

This first chapter is fundamental in the understanding of why researching on 

students and teachers‟ perceptions is important and relevant. The objective of this chapter is 

to state the problem and the rationale that direct the research objective and questions for 

this research project on formative feedback in EFL writing at a language institution in 

Colombia. I will explain the problem statement taking into account my experience at the 

institution, my knowledge of the context and participants,  and my observations from 

previous years, which lead me to research on the topic, the  research questions,  research 

objectives and the purpose of the study will be also included in this chapter.  
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In chapter 2, I will describe the literature review in regards to the major constructs 

of the research, this chapter helps understand the theoretical background of the study in 

order to understand the phenomenon. Chapter 3 describes the nature of the study in regards 

to the methodological approach, data instruments to be used and other data procedures, this 

is a comprehensive chapter fundamental in order to state how I envisioned the project.  

 Chapter 4 and 5 deal with the data analysis and findings. Chapter four especially is 

a very detailed chapter which includes samples of the data collected as well as the 

instruments used.  Chapter 5 is the ending chapter and it discusses the limitations, 

pedagogical implications and further research opportunities.  Each chapter embeds 

elements of the others, the figures and appendices will help the reader to visually 

understand where the data comes from and how it was interpreted.  

Taking into account the nature of this study, the sequential exploratory, mixed 

methods design served as the model to build upon the research methods. In this model, 

following Creswell (2013, p.15) guidelines, the researcher first conducts quantitative 

research, analyses the results and then builds on the results, and explains them in more 

detail with the qualitative data.  

1.2 Statement of the Problem  

 

Within the field of English Language teaching wide number of research studies on 

foreign language writing have been done in the last ten years, aiming at establishing 

coherent perspectives on particular areas of the field (Sperling & Freedman, 2001). 

Formative assessment and feedback practices as well have sparked some interest among 
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researcher. The last fifteen to twenty years have seen an unprecedented interest in and a 

growing concern about the alignment of assessment and learning, commonly referred to as 

“formative assessment” or “assessment for learning” (Black & William, 1998, Gardner, 

2012).   

In fact, Hyland & Hyland (2006) state that over the past twenty years, changes in L2 

writing pedagogy have transformed feedback practices. Due to this transformation, 

feedback practices have been adopting formative assessment characteristics, which have 

made feedback evolve in a set of techniques and opportunities, offering language teachers 

and learners a more reflective teaching and learning experience.  

As well as transforming feedback  for what we know now as formative feedback, 

Shute (2008) in her review article of  the corpus of research on feedback, with a focus on 

formative feedback, defines formative feedback as „‟information communicated to the 

learner that is intended to modify his or her thinking or behavior for the purpose of 

improving learning‟‟.  This definition highlights the importance of feedback in the learning 

process; teachers and students need to know about the importance of feedback as an 

essential booster in the learning process.  

Most of the research on L2 writing formative feedback has been carried out in 

second language learning contexts, and not in foreign language learning contexts. Gass 

(2013) says that the latter refers to the learning of a nonnative language in the environment 

of one‟s native language. There is much literature and research about formative assessment; 

however, in the local Colombian academic community little has been reported on teachers 

and students‟ perceptions regarding formative assessment in terms of its connections to 
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metacognition and autonomous learning, and the advantages and drawbacks of 

implementing it (Restrepo, & Nelson, 2013). Lesser has been reported about formative 

feedback in L2 writing settings.   

For many English language teachers and learners L2 writing may represent a 

daunting task in terms of bridging the gap between their perceptions on how to assess it. 

Taras (2008) studied 50 lecturers' understanding about formative assessment and 

summative assessment; the results of the research revealed that teachers‟ theoretical 

confusion between formative assessment, summative assessment and self-assessment 

impact students‟ assessment. Assessment practices deeply influence the teaching and 

learning situation. At the institution where this research study was carried out, there were 

approximately 200 teachers who varied from senior to new teachers, who also constantly 

faced the challenge of reconciling formative assessment with students who come from a 

traditional summative assessment system since the assessment principles of the institution 

rely on a formative assessment foundation.  

From my personal observations during some years of teaching at the institution 

under the formative assessment framework, students and teachers might have different 

perceptions about what formative assessment and formative feedback mean, what it entails 

and how to carry it out in terms of improving students‟ writing skills. Given the frequent 

misunderstandings between teachers and students, formative assessment in foreign 

language writing became my main area of interest. After repeatedly witnessing students 

receiving  feedback on their writing texts following a formative assessment framework, and 

most of them passing to the next course without  learning  how to write in L2 and/or using 
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the feedback providing to teachers, motivated me to research teachers‟ and students´ 

perceptions on formative feedback in EFL writing in order to unveil the major 

misunderstandings about what each party understood about both processes in order to 

identify potential areas of improvement for teachers and students in and outside the 

institution   

The originality and innovative nature of the project could be attributed to several 

factors: conducting this project in a foreign language context, using a mixed-methods 

research design and developing practical recommendations for teachers regarding formative 

feedback. The rationale of a mixed methods design is that the quantitative data and results 

provide a general picture of the research problem (in other words, what are the main 

differences between teachers and students‟ perceptions), while the qualitative data and its 

analysis explain these statistical results by exploring the participants‟ views in more depth 

(Creswell, 2002; Tashakkori & Teddlie,1998). 

 

1.3 Research Questions  

 

1) How do teachers and students perceive formative feedback on L2 writing?  

1.4 Research Objectives  

General Objective 

Analyze teachers and students‟ perceptions about formative feedback on L2 writing.    
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Specific Objectives 

 Compare and contrast teachers and students‟ perceptions of formative feedback on 

L2  

 Identify areas of improvement regarding teaching practices at the institution  

 Determine overlapping themes regarding formative feedback from teachers and 

students´  

1.5 Rationale  

 

Despite the extensive research on assessment over the last two decades, the balance 

of research cross theory, practice and empirical works is heavily skewed towards the last 

two aspects. The limited range of research on theory, and in particular, linking it to practice 

(Hargreaves, 2005; Maclellan, 2001) represented for Hargreaves and Maclellan their main 

motivation for carrying out their research study on formative assessment. Literature 

regarding formative assessment and formative feedback in L2 writing is limited in ELT 

journals in Colombia; this can be due to the fact that Colombia is still immersed in 

summative assessment procedures.  

The perceptions of teachers and students on formative feedback are important to 

understand in order to improve pedagogical practices. In their study, Frary, Cross & Weber 

(1993) state that teachers‟ beliefs about assessment are fundamental, and they affect 

assessment practices. By researching teachers and students‟ perceptions this research study 

can bring to light some of the conflicting beliefs on formative assessment and feedback.  It 

is important to highlight that the existing literature has not yet explored how students and 



 

 17 

teachers‟ perspectives on formative feedback affect writing skills development in an EFL 

non- formal educational setting such as the one for this research study. Struyven, Dochy, & 

Janssens (2003, p.432) have argued that “If students‟ perceptions of the learning 

environment are such an important intervening variable in student learning, students‟ views 

may offer us a way forward for improving our educational practice”. Teachers‟ and 

students‟ perceptions are vital to the understanding and improvement of teaching practices.  

Feedback is key to students‟ improvement and their perceptions are a valuable source of 

information for researchers and teachers. 

 The current research study has been planned and conducted primarily to explore    

teachers and students‟ beliefs on formative feedback of L2 writing in research context in 

which students have ten hours of instruction per week, and where everyone speaks English.  

The findings of the study are expected to contribute to a better understanding of formative 

feedback on L2 writing and generate an impact within a local ELT academic community by 

providing valid and reliable data obtained from various sources of information, triangulated 

by using mixed-methods research which will help to point out different perspectives on the 

formative feedback. By comparing and contrasting teachers and students‟ perceptions, we 

will be able to see the impact of the application of theory to practice.   



 

 18 

2 Chapter 2:  Theoretical Framework 

 

The aim of this section is to provide an insight into several perspectives involved in 

the understanding of formative feedback on L2 writing. Key theoretical aspects that go 

from differentiating second to foreign language learning to formative feedback are 

discussed. Each construct is developed with a specific focus on the research question and 

issues studied, which will allow a better understanding of the next chapters on data analysis 

and findings.  

 

2.1 Second Language Acquisition  

 

 Second language acquisition embeds a growing body of literature which comes 

from different fields of study such as:  linguistics, applied linguistics, neurolinguistics, 

sociolinguistics, anthropology, psychology, bilingualism, didactics, pedagogy, cognitive 

science, education and some other fields in and out the humanities.  Being English one of 

the most widely spoken languages in the world, most of SLA research has been directed 

towards the acquisition of this language. 

 In Colombia, a country of more than 48 million people, in which there are about 80 

languages apart from Spanish according to the Ethnologue database, English is still the 

language many Colombians seek to acquire except from the inhabitants of the archipelago 

of San Andrés, Providencia and Santa Catalina where a variety English has official status 

and is spoken among native people from the island.  
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“Thus far we have seen that second language acquisition theories tend to recognize 

that language learning is a process and that input is essential to this process. We 

noted earlier that theories differ in the means through which learners‟ grammar and 

its development are characterized and also the degree to which the steps toward 

native-like use are common to all learners. Most theories recognize second language 

acquisition as a process, and there have been several strands of research that focus 

on a single part of this process”. (Geeslin, & Long 2014: 16).  

 

There has been a growing interest in the understanding of second language theories 

since the 1950‟s from a structualistic perspective (Mitchell, Myles, & Marsden, 2013, p. 

28) to theories as broad as the development of which has influenced educational policies 

about language learning in the world. With teachers and teacher educators in mind, SLA is 

„a field with considerable social consequences for millions of people all over the world‟ 

(Long 2006, p. 156).  

Mitchell, Myles, & Marsden (2013, p. 50) introduced a timeline of major 

publications from 1945 to 2013, which shows the significance of the second language 

acquisition field across the years, and these publications just keep on growing during the 

years. The field has yet many more theories to explore and there are many other discoveries 

to be made.  

  Second language acquisition is a broad field which embeds a wide variety of 

theories, but for this literature review, I focus on the definition itself and not on the theories 
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as they stand as an isolated area of study. Second language acquisition can be divided in 

three constructs: „‟Second‟‟,   „‟Language‟‟, „‟ Acquisition‟‟ (VanPatten, & Williams, 2014, 

p. 7) but the definition of each isolated construct does not lead to what SLA mean. The 

definition relies on the global view on the different aspects which learning a second 

language involves.  According to Ortega (2014) second language acquisition is:   

„‟ The scholarly field of inquiry  that investigates the human capacity to learn 

languages other than the first, during late childhood, adolescence or adulthood, and 

one the first language or languages have been acquired. It encompasses the study of 

naturalistic and formal language acquisitions in second, foreign and heritage 

learning context. It seeks to understand  universal, individual and social forces that  

influence what gets acquired, how fast, and how well, by different  people under  

different learning circumstances „‟  ( p.10)   

 This definition of second language acquisition sets up the uniqueness of language 

learning and language teaching depending on the circumstances it develops. Second 

language learning is conditioned by different factors that range from the learner‟s 

geographical location to the age and learning strategies he or she uses to acquire the second 

language.  There are many definitions about second language acquisition, but the 

understanding of the term relies on the ability to connect it to practice of learning a second 

language. Ortega‟s definition encompasses both an understanding of human learning and 

the role of diversity in the matter.   
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Research on language teaching methodology has deeply sparked the interest in on 

second language acquisition (Larsen & Long, 2014). Many second language acquisition 

theories have raised from this interest, providing English language teachers and learners 

different schemes about second language learning. Language pedagogy and second 

language are two intertwined fields. Gass (2013, p. 2) asserts that there are two main 

rationales why most graduate language teaching programs expose their students to a SLA 

course. The first rationale relies on the need to know the liaison between language teaching 

methodologies and language learning theories, and the second rationale has to do with the 

expectations that teachers have of their students in terms of the success or failure of 

student‟s learning and teaching practices.  

 

2.2 Foreign Language Learning  

 

Foreign language learning has been undertaken by millions of people around the 

world through humanity´s history, commerce and education are still key to the teaching and 

learning of foreign languages. Nevertheless, among all the languages of the world, English 

is now the most taught language at schools and universities. In an effort to compile views 

of teachers and researchers of EFL around the world with a shift in the approach by 

empowering the views of educators whose mother tongue was not English, Braine (2014) 

invited nonnative leading English teachers/researchers from Brazil, India, Turkey, Saudi 

Arabia, Poland, and China to write the history of ELT and English language curriculum in 

their countries, along with their own autobiographies. This amazing compilation of 
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perspectives and experiences led to different conclusions, one of them is that „‟ the teaching 

of English is now an indigenous activity, planned and conducted by local experts with a 

sound knowledge of local students and conditions” (Braine, 2014:19).  

The term foreign language learning, provokes controversy among the ELT 

community since it is used interchangeably with the term second language learning and it 

often confuses language teachers. However, for many language researchers using 

interchangeably both terms does not create any confusion, but taking into account the 

rationale of this research, it is imperative to make the distinction regarding the context and 

the participants of this research project, who are currently teaching and learning English as 

a foreign language in Colombia.  

Many foreign language teachers may face an array of challenges regarding the 

teaching profession as such. As Vlčková, Berger, & Völkle (2013, p. 2) said: “The foreign 

language teaching profession is becoming increasingly aware of the broad educational 

values in language learning. The emerging values emphasize the need to support socially a 

responsible learner education and an affective learning experience.”  Supporting socially 

responsible pedagogies leads towards social change and transformational pedagogical 

framework. According to Arendt, Lange, & Myers (2014), one of the futuristic perspectives 

on foreign language learning is how to learn any language through a set of principles and 

concepts that can be applied to any language.     

Being Colombia a multilingual country, the majority of public and private schools 

teach English as a foreign language not as a second language since students learn English in 

the environment of their mother tongue Spanish; however, there are a couple of schools at 
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the south of the country which promote the learning of indigenous languages as a strategy 

for not losing the language heritage of their ancestors. According to Gass (2013, p. 4),  

„‟foreign language learning is generally differentiated from second language in that the 

former refers to the learning of a nonnative language in the environment of one‟s native 

tongue‟‟ . Foreign language learning takes a kaleidoscopical approach which makes each 

language learning experience unique for each individual.   

Foreign language learning and teaching need to be conceived through different 

dimensions in order to understand teachers‟ and students‟ perceptions. According to 

Kramsch (2000, p. 67), foreign language education inquiries into the cognitive, social and 

institutional dimensions of language instruction in institutional settings.  Beyond the 

dimension that Kramsch describes, the economic and cultural dimensions of foreign 

language education need to be taken into account especially for countries such as 

Colombia. English is the foreign language, which enjoys the highest status in the country, 

particularly in the domains of education, business and tourism (Zuluaga, 1996 in Mejia, 

2005, p .383).  

Colombia‟s participation in global markets, the expansion of the economy, and the 

advent of technology have helped the expansion of English teaching in the country. Velez 

(2003: 187) said:  

„‟The globalization of communications and the information revolution have made 

English language media and information resources available and accessible to an 

increasing number of people in Colombia. The explosion of these technologies and 

the ready access to information they allow impact the expansion of English in 
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Colombia in ways yet difficult to predict. In addition, radical changes in the 

education system, aimed at moving the country ahead socially and economically 

and enabling it to secure a place in the new international order, are currently 

underway.‟‟  

The economy and science as Velez explains, shape the importance of certain 

languages across the world. In Colombia, the Ministry of Education known as MEN 

elaborates the national education policies for the country; however, each municipality 

shapes these policies according to the governance plan of the region and the elected majors.  

The Ministry of Education has created diverse policies across the last 30 years in 

order to stimulate English language learning in public schools. Usma (2009, p.128) in his 

paper about education and language policy in Colombia, discusses the National Bilingual 

Program 2004-2019, and says that this plan would start to have an influence not only on 

schools and universities, but also outside the formal education system and, for better or 

worse, would completely change the way teachers and students perceive foreign language 

teaching and learning in Colombia.  As Usma predicted, there was a before and an after the 

national program of bilingualism in Colombia, never before there was such a need to learn 

English in the country which provoked the advent of foreign languages institutions in the 

country and the investment of hundreds of millions of pesos in the learning and teaching of 

English.    

Going back to the discussion about language policies in Colombia and taking into 

account the national bilingual plan, its variation for each municipality in the country, For 

example Bogota‟s English language policy is called „‟Bilingual Bogota”, whereas in 
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Mosquera is called „‟ Mosquera Lives English” and in Florencia (Caquetá) is called “ Eco-

tourist  Florencia speaking English”. A lot of questions arise in regards to the 

accomplishments of each English language policy across the country since there is not yet a 

sound study that reveals the outcomes of each municipality according to the aims of the 

national bilingual plan.   

In regards to private language institutions, the British Council, Binational Centers 

better known as Colombo Americano, members of the international ABLA organization, 

Berlitz, EF education, Wall Street lead language English teaching in the country, some of 

them are even certified by international norms and count with quality management systems. 

Since 2008,  the country has been supporting “ instituciones de educación para el trabajo y 

el desarrollo humano‟‟ interested  in being certified under the quality system of the current 

Colombian technical norms  NTC 5555, NTC5580; however, according to a recent article 

in the magazine Dinero,  one of the most popular magazines in the country , is that  out of 

626 English programs in the country without counting institutions outside the MEN radar, 

only 48 are certified in the norms described above.  

Learning English is a phenomenon that has taken over many countries including 

Colombia. How and where it is learnt depends a lot on social status, the success or failure 

of learning depends on each individual.  

2.3 Writing  

 

From a broad applied linguistics perspective, the teaching and learning of writing 

for language learners has become one of the main topics of research in the last 50 years. In 
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the field of EFL education, writing as such has evolved from being portrayed at first as a 

productive skill in which only the final product matters to the understanding of writing as a 

sociocultural phenomenon. This reconceptualization of writing has led teachers and applied 

linguists towards a more humanistic perspective entitled „writing as a process‟.  

According to Al-Sharah (1997) this reconceptualization has been intended to raise 

students‟ awareness of the fact that writing is a process, which involves different strategies 

and activities. Correspondingly, teachers, curriculum developers and book authors should 

know what processes writing entails, since they are the ones in charge of creating the 

writing tasks language learners face in their language learning process. 

In the light of writing as a process, it is understood that it is not an innate skill and 

as Grabe (2014) says “Writing is a technology, a set of skills which must be practiced and 

learned through experience”. This definition clearly outlines the deep socio-cultural 

background of writing since each person learns how to write in a different way. Each writer 

is unique, taking into account the different writing system of languages such as: Spanish, 

English, Arabic, Japanese and other languages, as well as the socio-cultural context of the 

writer and her/ his educational level.  

As a language learner and EFL teacher, I have personally struggled with the 

demands of the Spanish and English writing systems, often mixing them and being judged 

by the quality of my writing. Writing in a foreign language demands a specific set of skills 

different from the literacy process in the modern tongue, these skills need time to develop 

and evolve, they need to be practiced through experience in and out of the classroom.  
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Writing is a skill that has always formed part of the syllabus in the teaching of 

English (Harmer, 2004) and has been acquired by EFL learners progressively according to 

their language level and age. Nevertheless, the writing process is not always smooth for all 

learners; especially for adult EFL learners who approach the development of this skill with 

their own assumptions and perceptions on how it should be, based on their experience of 

learning how to write in their first language. 

 Writing in the EFL context as previously described poses substantial challenges to 

teachers and learners. On the one hand, some of the main challenges of writing in EFL are 

to identify learners‟ needs, in terms of the skills they lack or need to develop, their language 

level, the kind of writing they will be exposed to in the classroom versus what they would 

need outside the classroom. On the other hand, teachers need to find a balance between the 

correcting language mistakes and providing feedback about writing itself. Moreover, 

teachers have to find out how to carry out „effective writing‟ with their students, and this 

aspect itself represents another significant challenge because there is a plethora of 

interpretations of what “effective writing” means and entails in the literature of language 

pedagogy. Nevertheless, there is a consensus on conceiving „effective writing‟ as one of the 

communicative skills (Ahmed, 2010) and using certain pre-established criteria for writing 

task assessment. 

Through writing, language learners are able to use their knowledge about the 

language and the skills they have acquired in the EFL class; nevertheless, their perceptions 

about writing often interfere with the development of writing itself, becoming an 

epistemological problem in their learning. Melgarejo (2010, p. 82)  carried out a study on 
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writing with EFL students, he stated that the students‟ prior perceptions of what writing in 

English meant to them changed slightly after each workshop until they began to have a 

positive view of writing in English. Based on Melgarejo conclusion, before the workshop 

students perceived English negatively. As an EFL teacher, this is something that I have had 

to face many times, for that reason, teachers are in charge of influencing students‟ 

perceptions about their own writing process, and this is key to their learning.  

All learners have a voice through their writing, the emotional investment of finding 

that voice lies in the classroom, but their beliefs about writing may quiet that unique voice.  

Wolsey, Lapp, & Fisher (2012: 717) state that “in written discourses, students must assert 

their identity as knowledgeable participants in and outside of the classroom while 

constructing an identity with a unique voice within the learning community.” Their 

immediate learning community is the classroom.  

Writing represents a mechanism of identity. Writing for the sake of language 

practice, however, is often in difficult compatibility with writing for engagement and 

pleasure, and motivation may enter into tension with accuracy in many foreign language 

writing classrooms. Manchón (2009, p. 245).  Being knowledgeable and sensitive to the 

aspects of writing described in this literature review was of paramount importance for this 

research. Since it helped teacher-researcher to find her own voice and get a less-biased 

perspective on teacher‟s identity.    
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2.4 Task-Based Learning and Teaching  

 

In language teaching, tasks are seen as important vehicles providing learners with 

the means to develop communicative competence by experiencing language as it is used 

outside the class (Slimani, 2005, p. 196). Task based learning and teaching have their roots 

in the stronger version of the communicative language teaching method, one of the most 

known methods of all history. The guiding idea of the task-based approach is that tasks are 

the central unit of any pedagogical intervention. (Michel, 2010).  For task based learning, 

tasks are the core of the learning and teaching situation. Classes develop around them, 

making them the central unit of study.  

TBL challenges the dynamics of the classroom from within in terms of the roles 

teachers and students assume; as long as those roles are clear. The TBL framework can be 

used at its fullest. Rodríguez & Rodríguez (2010) state that „‟Teacher and students' roles 

change within a task-based approach. TBL presents learning and teaching as collaborative 

work. Classes are student-centered. Teachers address students' needs and interests by 

becoming facilitators.‟‟  By addressing students‟ interest through tasks, the latter provides 

agency to L2 language learners‟ identity.    

As the roles change, so do the interaction pattern; under the TBL framework each 

activity is embedded into the next one in order to achieve the objectives of the designed 

task. Tasks demand to establish a network of interactions among learners in the classroom, 

to the point that a task without interaction becomes boring, such as Ruso (1999) concluded 

in an action research study titled „‟Influence of Task Based Learning on EFL Classrooms‟‟:  
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„‟Students are not happy with lessons without tasks as they are not provided with a 

genuine and enjoyable challenge. Although the students like task-based lessons, the 

variety and the kinds of tasks are also important. Even if a teacher gives tasks to her 

students, if the tasks are almost the same and if they are uninteresting and not 

creative, such as answering reference questions or finding the main ideas of 

paragraphs individually all the time, the students do not feel satisfied.‟‟ (p. 14).  

In his review of issues about task based language teaching, Robinson (2011, p. 7). 

Brilliantly and concisely describes „features of tasks that task designers should be able to 

accommodate in, and teachers could provide to optimally promote classroom learning:   

 Input. This is the written, visual or aural information that learners 

performing a task work on to achieve the goal of the task.  

 Roles. These are the roles that learners have in performing a task, such as 

information-giver and information-receiver. 

 Settings. These are the procedures to follow in performing the task or the 

various steps that learners must take along the road to task completion.  

 Monitoring. This is the supervisory process of ensuring that the task 

performance remains on track.  

 Outcomes. These are the oral, written, and/or behavioral outcomes in which 

the task is intended to produce result.  

 Feedback. This includes evaluation of the whole or parts of a task 

performance by the teacher or other learner, including corrective feedback 

on language use as well as other helpful feedback.    
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TBL cannot be merely seen from a theoretical perspective, practice shapes how we 

interpret TBL, and action research helps unveil the reality of TBL in the classroom. Tasks 

are employed widely in research on language learning, together with a number of data 

collection and analysis techniques. Nevertheless, while task-based language teaching is 

strongly based on theory and on an increasing body of research, it is also an approach to 

teaching practice (Hismanoglu, & Hismanoglu, 2011).  Teaching practice is of paramount 

importance in the understanding of TBL since teachers and students‟ perspectives may 

contribute to the improvement of the framework.  

The benefits of TBL in the classrooms vary depending on the lens through which 

they are seen such as from the parents, students, teachers to the perspective of the 

curriculum developer.  Ellis (2009) lists these benefits as follows: 

 TBLT provides the opportunity for „natural‟ learning within the classroom 

context.  

 It stresses meaning over form; however, it can also emphasize learning form.  

 It offers learners a fertile input of target language.  

 It is intrinsically motivating.  

 It is not consistent with a learner-focused educational philosophy but also 

gives permission for teacher input and guidance.  

 It contributes to the improvement of communicative fluency while not 

disregarding accuracy.  

 It can be deployed together with a more traditional approach. 
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One of the benefits not listed here is the skills development process; tasks provide 

teachers with the opportunity to scaffold the learning process through the steps taken to 

accomplish communicative objectives, which ultimately help the learners to systematize 

their learning process and challenge themselves to do better and do more in regards to their 

language proficiency.  

Task design is not an easy job, since tasks are the core of TBL, teachers need not 

only to be knowledgeable of how to design tasks, but also  must take into account the 

proficiency level of the learners, the outcomes expected and how to scaffold the process.  

As Hinkel (2011) states exploring factors such as the source of information (one-way 

versus two-way tasks), group size, topic, and the proficiency levels of the participants, as 

well as the factors suggested by  Laufer, & Hulstijn (2001) will enrich our understanding of 

second language acquisition and provide guidelines for task design.  

2.5 Task  

 Defining task for this literature review proved to be daunting since there are many 

definitions in the SLA literature, and before discussing the definitions from the ESL 

theorist perspective I decided to look at the history of the word itself. The word “task” has 

an interesting  etymological history,  from the  of  early fourteen century  from Old North 

French tasque (12c., Old French tasche, Modern French tâche) "duty, tax," from Vulgar 

Latin *tasca "a duty, assessment," metathesis of Medieval Latin taxa, a back-formation of 

Latin taxare "to evaluate, estimate, assess" as it may be conceived outside the educational 

framework. 
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As for the educational perspective, Harper (2007) in Spanish the word task is 

“Tarea”, which from an educational perspective means something the learner must 

accomplish on his/her own. From an etymological perspective, the word task has continued 

evolving, in the educational field alone. Nowadays, technology has shaped this word even 

more, taking as an example the hits in Google scholar for the word “task” are fifty one 

thousand results.  

 In the field of second and foreign language education tasks have become a buzz 

word during the last 20 years. Many theorists, practitioners and researchers have provided 

different definitions of what it means. Leaver, & Willis (2004) compiled an extensive 

definition of tasks from the perspective of task as:  

 A response  

 A derived outcome  

 focus on meaning 

 A goal oriented activity with a real outcome  

 A work plan with content oriented outcome 

 A focus on meaning with assessment of outcomes   

Leaver‟s compilation demonstrates the importance of tasks in language education; very 

single perspective from which it is defined has entailed a lot of research and work, from 

Richards, Platt and Weaber (1985) to Skehan (1998). Each definition stands from a 

different perspective, it is the teacher, the practitioner who from his/her philosophy of 

teaching and learning decides how to define it.  
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According to the most recent literature in SLA and language teaching, the definition of 

task continues evolving according to the advances in pedagogy, applied linguistics, 

sociolinguistics, and other related fields. Hashemi, Azizinezhad, & Darvishi (2012) state 

“A task is a work plan that requires learners to process language pragmatically in order to 

achieve an outcome that can be evaluated in terms of whatever that correct or appropriate 

propositional content has been conveyed.” I personally do not agree with this definition of 

tasks since the core of the task relies on the process, and the outcome is the final stage of 

this process. On the contrary, Bygate, Swain, & Skehan (2013: 11) provide a different 

definition much more aligned to teaching context in which this research took place: 

“A task is an activity which requires learners to use language, with emphasis on 

meaning, to attain an objective, and which is chosen so that it is most likely to 

provide information for learner which will help them evaluate their own learning.”  

 A task is a mechanism of empowerment for teachers and learners, in the sense that 

its process and its outcomes rely deeply on the autonomy and motivation of the learner to 

achieve the objectives of the tasks, and the teacher ratification of being a witness of 

students‟ achievement. A task can be successful which results in meaning-focused 

communication or less successful when learners display their knowledge of the language. 

Ellis (2003, p.5). A task itself is divided in mini-tasks which facilitate learners‟ goal 

achievement. According to Prabhu (1987), a task is a process, which involves teachers as 

the regulators of activities which lead students to an outcome.  

One of the most recent definitions of task comes from Sun (2016, p. 57) who says 

that “a task, in lieu of discrete linguistic items, serves as a meaningful unit of analysis in 
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curriculum and syllabus design”. Task design takes time and effort since it is embedded in 

the syllabus as well as deeply affecting it. Each educational institution, such as the one 

where this study took place, defines how to address the task-based approach from a 

pedagogical perspective.   

 

2.6 Task-based Language Teaching and EFL Writing  

 

 Task-based language teaching (TBLT) challenges mainstream views about language 

teaching in. Ellis (2009) says that task based language teaching is based on the principle 

that language learning will progress most successfully if teaching aims simply to create 

contexts, in which the learners‟ natural language learning capacity can be nurtured rather 

than making a systematic attempt to teach the language bit by bit, as in approaches based 

on a structural syllabus.  

According to this vision, TBLT is an approach that relies heavily on the 

understanding of learning as a contextualized scaffolding process. An effective framework 

for the implementation of task-based instruction is suggested by Skehan (1998). The author 

identifies two types of tasks, strong and weak. He sees strong tasks as the main unit of 

language teaching and learning and weak tasks as a form of task-based instruction that is 

related to communicative language teaching and follows the procedure of presentation, 

practice and production sequence. Murphy (2003, p. 352) states that the task designers‟ role 

is therefore to select tasks, which channels attention towards the desired pedagogical 
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outcome. In most language institutions as the one where the study took place, the task 

designer is the teacher.  

 Chen & Chen (2005) claim that in terms of writing task-based project is 

“potentially motivating, stimulating, empowering, and challenging”. Teachers endeavor is 

to provide learners with writing tasks, which portray clear objectives, following certain 

steps and a model to rely on. In EFL, students are exposed to certain writing tasks 

depending on the curriculum, age and the language level. These tasks may foster learners‟ 

written production at word, sentence, paragraph or even more extensive writing level. In 

addition, task-based projects propose a new approach to writing for teachers and students 

since the outcome of the project can also account for an assessment tool of their learning 

process.  

As task based learning writing as a process requires commitment from all parties 

involved, careful planning and scaffolding. A consolidated curriculum provides a guide 

towards the constructions of tasks as it does for guiding students through the writing 

process. As Richards, & Renandya (2002, p. 316 ) say, process writing in the classroom 

may be constructed as a program of instruction which provides students with a series of 

planned learning experiences to help them understand the nature of writing a every point  
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2.7 Assessment  

 

Assessment is an umbrella term, which embodies testing, informal assessment, 

alternative assessment, and feedback and error correction. In the field of EFL education 

assessment has shaped language methods, educational policies and curriculum design 

among others. The assessment of students‟ writing in EFL settings embodies complex 

educational questions, which do not have simple or definite answers. Nevertheless, research 

in the field has shed some light on best practices regarding assessment, which also includes 

feedback.  

In order to be able to better understand classroom assessment practices it is 

necessary to provide conceptual framework for the term „assessment‟. It is crucial to 

mention that assessment is an umbrella concept. While summative assessment evaluates 

students‟ learning at the end of an instructional unit by comparing it against some standard 

or benchmark, Berry ( 2008) states that  formative assessment embeds teaching and 

learning with the aim of monitoring students‟ understanding and providing ongoing 

feedback in order to adjust instruction and help students succeed at learning  

In EFL settings, formative assessment in writing is of major importance for both 

teachers and students as part of a socio-constructivist process where everyone is involved 

and responsible for learning, which leads towards having a supportive classroom where 

outcomes and assessment criteria are clear as well as its achievement and/or aspects to 

improve.  
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Feedback is one of the pillars of formative assessment which represents an 

alternative path to traditional summative assessment practices, by providing students with 

detailed information on their progress, strengths, weaknesses and an action plan to achieve 

learning outcomes. 

2.8 Assessment Roles  

 

A common misconception among students and teachers is that the latter are the only 

responsible for assessing students‟ success. The findings of Jeong‟s (2015) study show that  

through teachers‟ rubric analysis, the assessment framework of a teacher can be explicitly 

visualized, which can better explain the meaning associated with a rating or score and 

increase validity and reliability of teachers‟ assessment practices. According to Rahmani 

(2015, p. 966) assessment is an effective way of understanding learners‟ abilities and 

helping them to overcome L2 writing problems.   

2.9 Feedback  

 

It is often asserted that feedback involves much more than merely talking or giving 

a report to a student about a specific task (in oral, written or digital way). Assessment and 

feedback are for learning like water and oxygen are for humans. Cohen (1985) places 

feedback as one of the most powerful but least understood features of instructional design. 

Several studies indicate that feedback can take many shapes; it has a chameleonic nature 

since it depends a lot on the kind of assessment tool by which the information has been 

gathered.  
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Feedback can be direct or indirect. Biber, Nekrasova & Horn (2011) differentiate 

these two types feedback as follows: “the term „direct feedback‟ is used to denote instances 

where the writing instructor makes an explicit correction of the student‟s text (for example, 

by writing in the correct grammatical form), while „indirect feedback‟ denotes instances 

where the instructor indicates that something about the student‟s writing is problematic (for 

example, by underlining an ungrammatical construction and/or marking the problematic 

section of text with a special code) but does not provide an immediate correction.”  

These two types of feedback have some advantages and disadvantages for the 

student and for the teacher. Direct feedback follows the traditional approach, which places 

the teacher as knowledge provider and serves as a tool for correcting errors. In contrast, 

indirect feedback requires more work from the teacher and students since it involves the 

creation of correction symbols and a follow up on those corrections. The two types of 

feedback are used in writing simultaneously since they suit different goals. However, they 

need to be balanced to fulfill the ultimate goal that is to guide students through their writing 

process.  

Another approach to classifying feedback includes formative (ongoing) versus 

summative (final) feedback in which the former one is characterized by certain 

characteristics and purposes along the process; the latter refers to feedback provided at the 

end of the process usually as the outcome of a test which determines the passing or failure 

of a course.  
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Shute (2008) defines formative feedback as “information communicated to the 

learner that is intended to modify his or her thinking or behavior for the purpose of 

improving learning”. In EFL writing such information can be directed towards:  

 The writing process,  

 The writing product,  

 Students‟ linguistic competence (grammar, lexicon and pragmatics), 

 Text structure,  

 Text unity and coherence,  

 Text cohesion.  

Lee & Coniam (2013) state that “through formative feedback, teachers show 

learners their strengths and weaknesses and what they can do to close the gap between their 

current performance and desired performance”. Formative feedback is directed towards the 

accomplishment of the pre-set objectives and the improvement of writing as such. 

Nevertheless, there are some barriers to this process, which give grounds to this and other 

research projects.  

What is known about formative feedback is that each teaching and learning context 

can create different difficulties or barriers for effective feedback providing; however, 

according to Wingate (2010), there are three barriers that can be considered common or 

global, those are:  

1. Increased workload for teachers and students through modularization. 

2. The poor quality of feedback.  
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3. The language of feedback that is often incomprehensible to students. 

Recent evidence suggests that breaking down those barriers is the ultimate goal of 

feedback, which is to help students improve their writing. In a study carried out by Wingate 

(2010), the findings confirm the effectiveness of formative feedback as an instructional 

method, but those findings also uncover a potential problem with feedback that the 

researchers have not been previously aware of. The problem consists in a discrepancy in 

tone and style, as well as in the amount of positive versus negative comments between 

high- and low-achieving students.  

Cohen & Cavalcanti (1990) suggest that there may be a misfit between written 

feedback teachers provide on compositions and the learners‟ interest (in other words what 

the teachers give and what the students would like to get). The mismatch between teachers 

and students relies heavily on their different perspectives of formative assessment of 

writing in a foreign language. Fathman & Whalley (1990) also propose their explanation of 

the issue saying that “much of the conflict over teacher response to written work has been 

whether teacher‟s feedback should focus on form (for example, grammar or mechanics) or 

on content (for example, organization or amount of detail)”.  This relates to writing as a 

process or as a product, both views require executive feedback procedures according the 

expected outcome.  

It is important to say that most of the time teachers tend to bear the brunt of 

students‟ dissatisfaction with foreign language assessment partially because most of the 

students are not trained to carry out meaningful peer and self-assessments practices to 

improve their writing in a foreign language. Previous studies, including McMillan (2003), 
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state that teachers determine classroom assessment practices through an assessment 

decision-making process, in which they have to balance their own beliefs, values, 

constrains and demands.  In other words, teachers are responsible for selecting foreign 

language writing assessment practices, as well as training students in how to carry out 

formative assessment. Nevertheless, the importance of feedback for learning needs to be 

understood and shared by both students and teachers. It is necessary to mention here that 

the current research project primarily focuses on formative feedback both from the 

perspective of teachers and students and more precisely on feedback on writing in a foreign 

language. 

The question of whether, and how, feedback on learners‟ errors is useful in driving 

forward L2 learning is a long-standing focus of research in foreign language education, 

where the practical implications are very obvious (Mitchell, Myles, & Marsden, 2013). By 

questioning if our feedback practices are appropriate or if they match students‟ 

expectations, educators are reflective, building up  on what the whole group of students 

need, the process of reflecting becomes an activity vital to the feedback process for both 

teachers and students.  

The ability to provide feedback is essential to all teacher; however, Ismail (2011) 

states that a number of researchers have recently examined the forms and purposes of 

feedback as well as its impact on the students‟ written work. The effects of feedback 

depend largely on the kinds of feedback provided by the teacher, students‟ proficiency, 

students‟ educational and cultural background and expectations.  
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 This chapter underlined the theoretical foundation for this research based on the 

works of several experts in the field of ELT, SLA and other fields. Within the constructs 

lays the essence of the research study itself.  Theory is key in the understanding of teachers‟ 

and students‟ perceptions. The theoretical review is flexible and cognizant for new 

practitioners in order to set them in the path of construct conceptualization ownership.   
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3 Chapter 3: Research Methodology and Design  

 

This chapter outlines the research methodology adopted by this study to explore 

students and teachers‟ perceptions on L2 writing. It is divided into 7 sections: Section 3.1 

describes the research methodology and rationale for its use; section 3.2 provides an insight 

into the context which includes the population and sampling specifying the selection 

criteria used; section 3.3 discusses the researcher‟s role as a teacher and researcher; section 

3.4 illustrates the data collection instruments and procedures according to the type of study; 

and section 3.5 outlines the ethical considerations of the research with its scope and 

limitations.  

3.1 Research Methodology  

 

Research is the process of collecting, analyzing, and interpreting data in order to 

understand a phenomenon (Williams,2011) The past decades (starting from 1960‟s) have 

seen the rapid development of social science research and the shift of the existing research 

paradigms (Kuhn, 1962). This shift of paradigm has brought new ways of studying social 

phenomena (Scott & Usher, 2002). Since then, the dichotomy of quantitative versus 

qualitative research whose discrepancy was rooted in their ontological assumptions has 

been questioned, emergent mixed-method approaches to research and thus offering better 

opportunities for answering research questions (Tashakkori & Teddlie, 2003).  
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The current research study has been planned following a mixed-methods research 

approach, taking into account Creswell, & Clark (2007, p. 5) definition:   

“Mixed method research is a research design with philosophical assumptions as well 

as methods of inquiry. As a methodology, it involves philosophical assumptions that 

guide the direction of the collection and analysis of data and the mixture of 

qualitative and quantitative approaches in many phases in the research process. As a 

method, if focuses on collecting, analyzing, and mixing both quantitative and 

qualitative data in a single study or series of studies. Its central premise is that the 

use of quantitative and qualitative approaches in combination provides a better 

understanding of the research problems than either approach alone”.  

 

This research approach also allows the researcher to draw from the strengths of 

qualitative and quantitative methods, and minimize their limitations (Johnson & 

Onwuegbuzie, 2004; Twinn, 2003). The literature on research methodology reports around 

forty mixed-methods research designs (Tashakkori & Teddlie, 2003); nevertheless, 

Creswell et al. (2003) have defined six most frequently used designs, which include three 

concurrent and three sequential designs.  

 Figure 3.1 provides a diagram of the sequential exploratory mixed methods design 

being used for this study. 
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The current research study has been elaborated based on the mixed-methods 

sequential explanatory design, which is one of the most popular among mixed research 

types and implies collecting and analyzing first quantitative and then qualitative data in two 

consecutive phases within one study as explained in the figure. The purpose of this design 

is to study or describe the research problem in depth. To achieve this, as Ponce, & Pagán 

(2015, p.118) state “it first uses a quantitative study to measure the attributes or properties 

of the problem (phase I) and then to a qualitative study (phase II) to deepen the findings of 

Phase I”.  

This approach is that the quantitative data and its subsequent analysis can provide a 

general understanding of the research problem, whereas the qualitative data and their 

Phase 1 

Reaserch question 

Quantitative data collection 

Websurvey 
Inferences 

Phase 2  

Qualitative data collection 

Focus groups, observations, 
archival documents, artifacts  

inferences Meta-inference 
confirmatory 

Figure 1 SEQUENTIAL MIXED METHOD DESIGN 
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analysis can refine and explain those statistical results by exploring the participants‟ views 

in more depth (Rossman and Wilson, 1985). In the current research, quantitative data has 

been obtained from surveys and the qualitative data has been collected through focus 

groups, class observations and analysis of artifacts and archival documents. 

The methods described in this chapter reflect how the social phenomenon of 

formative feedback in EFL writing is approached for this specific study. Grix, J. (2002, 

p.180) state that a researcher‟s methodological approach, underpinned by and reflecting 

specific ontological and epistemological assumptions, represents a choice of approach and 

research methods adopted in a given study. Formative feedback is part of formative 

assessment, as such from my ontological perspective of the research problem; the 

instruments used to assess and provide feedback to students are part of the data collection 

tools. Even if the study has more quantitative data collection tools than qualitative, these 

tools provide data which is explained qualitatively on account of data transformation; the 

study never loses its qualitative focus, so deeply rooted in the discussion of teachers and 

students‟ perceptions of formative feedback in EFL writing.  By using this approach, it was 

possible to achieve the research objective of comparing and contrasting participants´ views. 

All the data collected through this design, helped answer the research question, and 

provided the grounds for the pedagogical implications.  
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3.2 Context 

 

 In Colombia, binational centers better known as Centro Colombo Americanos are 

unique institutions with a long history of EFL teaching and learning.  In Colombia, there 

exist nine official Centro Colombo Americanos; Bogota, Medellin and Cali have the 

biggest ones. Each Centro Colombo Americano is totally independent; however, all share 

the same core values under which they were founded.   

A Centro Colombo Americano in Colombia is a non-profit organization dedicated to 

provide an intercultural experience not only through English language learning, but also 

through offering to the community different educational spaces such as:  a bilingual library, 

an art gallery, and a certified education advising center, where anyone can have some sort 

of contact with the English language and American culture. 

This study was conducted at Centro Colombo Americano in Bogotá, known as BNC 

Bogota, which currently has 4 branches in the city. This institution is one of the oldest 

institutions of teaching English as a foreign language in the Colombia; it was founded on 

September 19, 1942, and it has more than 150 teachers. Although this specific binational 

center relationship to the American embassy and government is no longer what it used to be 

in the past, it still maintains direct ties with the American Embassy through the educational 

advising services and the library.  

The binational center‟s English Language Program seeks to be coherent with the 

vision and mission of the institution. The Academic Department of this institution offers 

quality English language programs and student services to the community. This department 
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also works towards implementing the philosophy of holistic needs assessment according to 

the specific requirements of each group, following principles of formative assessment, task-

based approach, and communicative language teaching.  

  The center offers different programs for children and adults; the Adult English 

Program has more than 3.000 students annually whose ages vary from 16 to 60 years old. 

The schedules generally vary, going from Monday to Friday from 6:00 am to 10:00 pm. 

The English program consists of distinct blocks of courses:  Basic, Skills and Challenge. 

Each block lasts six months and is subdivided into two sub-blocks that last three months 

each. At the end of each sub-block, students get a new book, and a change of teacher takes 

place. It is important to highlight that during each sub-block, students carry out a different 

task, which targets specific skills such as learning strategies, speaking, and writing.  

The current research study was carried out with the students from the Skills sub- 

block who have taken at least 228 hours of English class. The task of this sub-block is the 

creation of a class magazine. During the three months of the sub-block, students develop 

specific skills in terms of writing since they are expected to succeed at implementing the 

steps of the writing process in order to plan, draft, revise and edit their own work, and to 

assist others in the same. Each student drafts, edits and submits an article for the sub-block 

project at the end of the three-month cycle.  

These articles are outlined, written and improved throughout the book units and 

reviewed by the teacher and their peers within a formative assessment framework. Each 

teacher decides with his/her students what the magazine will be like and the articles 

students will write. Teachers use formative feedback to help students achieve the learning 
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outcomes described in the syllabus. The syllabus itself becomes a guide to teachers for 

delivering lessons and it includes formative assessment instruments to assess students 

writing. When students finish their articles, they have an oral presentation about the article 

they wrote, they invite a group from a higher or lower level and they show their peers what 

they wrote, attendees select the most interesting article and teachers move around the room 

promoting student participation and engagement.  

3.3 Participants and Sample   

 

The proposed research took place during the first semester of 2015. There were 50 

student participants and 15 teacher participants. All participants were given a consent form 

which is described in the next section. There were some other people who were inductively 

involved such as curriculum developers and administrators who were willing to provide the 

archival documents for their analysis. It is important to highlight that participants were 

always willing to participate and sought feedback on the research findings.  

 

In order to delineate participants‟ contribution and get the most of out of 

participants‟ point of view, the target population of this study had to comply with the 

following criteria: 

a) Be active students enrolled in the Skills block in April 2015.  The recruiting 

of these participants occurred through the student database of the Centro 

Colombo Americano. Criteria for selecting these participants included:  

1) Being enrolled in the Skills block in the first, second or third month. 

2) Having taken half of the first course. 
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3) Agreeing to be part of the research  

b) Teachers currently teaching the Skills block at the moment of research 

project implementation. The recruiting of these participants also occurred 

through the teacher database of the Centro Colombo Americano. Criteria for 

selecting these participants included:  

1) Be currently teaching the Skills block in the first, second or third      

month.  

2) Be willing to participate in the web surveys, interviews and focus groups. 

 

For the purpose of answering the research questions, in both quantitative and 

qualitative stages of the study, convenience or opportunity sample was used (a small set of 

students was taken out of the big group in order to make conclusions about the bigger 

group), in which sample members were chosen on the basis of their being readily available 

or accessible (Diamantopopulos, & Schlegelmich, 2000). Since the student population was 

so large, this sample technique was most convenient.  

The use of purposive sample was justified by the relatively homogeneous nature of 

the target population (the Skills sub-block) and the multiple samples collected (including 

the piloting stage). Purposive sampling allowed the comparison of teachers and students' 

perceptions of formative assessment on L2 writing. Comparisons as well as the focus on 

specific issues are one the strengths of using this kind of sampling (Cohen, Manion, & 

Morrison, 2013, p.153).  

Students‟ ages ranged from 17 to 60, while teachers ages were from 25 to 45. Age 

was not a variable for this research project but it could represent one for a future study, 
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since perceptions are subjective to different factors which may include a person‟s cognitive 

development.  

3.4 Researcher’s Role 

 

 Until recent decades, a typical ambition of most researchers was to discover „‟the 

truth‟‟ of a phenomenon and/or problem; however; in the last decades, along with the 

paradigm shift, most researchers started seeing the world from a different lens, which offers 

a „‟kaleidoscopic truth‟‟ which lead researchers to analyze and describe a phenomenon 

from diverse sources from which the data was gathered, the tools and procedures used to 

obtain information, and the way data was classified and interpreted. This shift allowed the 

researcher to be more involved with the target population and the phenomenon studied.  

 

Nowadays, more and more teachers become researchers since there is an urgent 

need to understand what happens in and out of the classroom. Researchers are no longer 

seen as aliens to practice. Denzin & Lincoln (2003) state that since educational research has 

a long tradition of using the qualitative paradigm, in qualitative studies, the role of the 

researcher is considered an instrument of data collection. For this research study, the 

researcher played the role of both qualitative and quantitative researcher systematically 

planning, collecting the necessary data, analyzing it, and reflecting on the findings.   

As a masters‟ student, the input received on the role I played in the research study 

was heavily emphasized during course work on ethics and research foundations. 

Researchers in education have taken on new roles and responsibilities. Over the years, 

classroom observers, who counted instructional moves and correlated them with learning 
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outcomes (Pica, 2005, p. 340). Now, as a teacher of this binational center, I decided not to 

carry out the research with my current students in order to avoid any sort of bias and detach 

from any personal interests, beliefs and values, which could affect the research study.  

 

Before presenting my proposal to the university advisor, I had a meeting with the 

members of the academic department of the institution to whom I stated the objectives of 

the research study.  The members approved the research project and supported it through a 

practitioner inquiry. (Cochran-Smith & Lytle. 1993) state that “most varieties of 

practitioner inquiry share the assumption that the knowledge needed to understand, analyze, 

and ultimately improve educational situations cannot be generated primarily or simply by 

those located outside of those contexts and then transported from „‟outside to insight‟‟, but 

as Green, Camilli, & Elmore (2012, p. 508) state it should be generated for direct 

implementation and use. By being immersed and having knowledge on the institution 

dynamics in regards to its formative feedback framework, provided with a deeper 

understanding of the context, participants and archival documents. 

As an inquisitive practitioner, this research allowed me to take different roles, I was 

a researcher at first, but as I began digging deeper on students‟ perceptions and revealed 

many issues happening at the institution, I became a coach for students and teachers at the 

institution, and then it allowed me to be the academic director of another binational center 

in which I am implementing a formative assessment framework. 
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3.5 Data Collection Instruments  

 

Since this research study was a mixed methods one, it was necessary to use different 

data collection instruments to gather both quantitative and qualitative data throughout the 

different phases of the study. Axinn, & Pearce (2006, p.18) state that “mixed method 

techniques that combine survey data collection with less structured interviewing or 

observational data collection are extremely powerful for advancing causal reasoning”.    

This diversity of data collection instruments allow the researcher to be more versatile and 

understand the phenomenon from different perspectives as it is the objective of this 

research study, and interact with the data in an unique way having in mind the 

understanding of the research objectives.   

 

For this research there were used five data collection instruments in total:  

1 Web-surveys  

2 Archival documents  

3 Observations  

4 Artifacts  

5 Focus groups  

      

The instruments created by the researcher because of the uniqueness of the project; 

were the web-surveys, the observation templates and the questions for the focus groups. 

The first type of instrument encompassed the questions used for the first focus group with 

the teachers, which provided the input to design the second type of instrument, the web-
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survey. From students‟ answers collected by the web-survey, it was necessary to redesign 

the questions for the focus group with the students and teachers. All the questions found in 

the data instruments relate to the primary research question in the focus group and web 

survey. 

 As for the focus groups, there was a protocol which consisted in administering a 

consent form to the participants, explaining the purpose of the research study, finding an 

adequate room to gather the participants and record the session. The procedure for the web 

surveys differed, participants were personally told about the purpose of the research study 

since it was the first time most of them were part of an educational research. After this first 

approach they were asked to fill out the web survey at home.  There was a section of the 

survey in which the consent form was included, by filling out the survey students gave their 

consent to use the data. All the participants were emailed the web survey. Esurveycreator 

was the online platform used and teachers helped by sending the survey to students‟ emails.   

Data collection instruments are a researcher‟s best friend, as it becomes necessary to 

confide all our finding into those. The web-surveys were piloted with five students and five 

teachers, some modifications were made. Based on those questions of the focus groups, the 

academic director provided me with feedback on the wording of the questions.  
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Figure 2 Data collection interpretation 

 

3.6 Surveys  

Surveys, and especially web-surveys, are a type of practical data collection instrument, 

which allow the researcher to collect and analyze data in a timely and systematic way, with 

low time investment, low risk of personal bias and low costs, especially for small scale 

sampling with limited resource. Surveys have different purpose according to the type of 

study. As Fowler (2013, p. 8) states:  

Quantitative  
data 

Qualitative  
data 

interpretation 
based on  

qualitative + 
quantitative 

results  
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“The purpose of a survey is to provide statistical estimates of the characteristics of a 

target population, some set of people. To do that we designate a subset of that 

population, a sample, from whom we try to collect information. One fundamental 

premise of the survey is that by describing the sample of people who actually 

respond, one can describe the target population.”   

For this research study, web-surveys for both students and teachers were designed to:  

a. Collect quantitative data necessary to answer the research questions 

b. Work towards the achievement of the research objectives  

c. Infer conclusions about formative feedback in L2 writing 

d. Outline themes for the qualitative stage  

Due to the haste of completing the program of study of the masters‟ degree, the method 

for collecting data was cross-sectional.  Briggs, Morrison, & Coleman  (2012) state that 

surveys are the most advisable methodology when we are researching attitudes, opinions or 

characteristics, and when the researcher needs to have standardized data from which 

quantifiable differences between groups and relationships between variables can be drawn.  

While conducting the surveys, the researcher informed all teachers involved and wrote 

an introductory email which was sent to every single student. An URL was an embedded 

message in the text in the email, so the respondent simply clicked on the hypertext link, 

which then evokes the web browser to present the respondent with the web survey.  Green, 

Camilli, & Elmore (2012, p. 630). Although this method of administering surveys can save 

money and time, the response rate is much lower than in paper-based surveys administered 
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on site. Teachers reminded students about completing the survey but some of them did not 

answer the web survey.   

3.7 Focus Groups  

In qualitative research nondirective interviews latter known as focus groups started to 

draw more attention in the late 1930‟s and 1940‟s since they used open-ended questions 

and allowed participants to fully express themselves. Krueger, & Casey (2014, p. 3) say 

that “opposite to direct interviewing in which the influence of the interviewer and the way 

the questions were designed constrained participants‟ views”.  Nowadays, from a 

qualitative perspective, focus groups stand as a quite powerful data collection tool for 

getting an insight on what people think, feel or perceive about a specific subject, problem, 

situation, phenomenon etc.  

 

Krueger & Casey (2000) state that the purpose of conducting focus groups is to listen 

and gather qualitative information. A focus group is a small group made up of perhaps six 

to ten individuals with certain common features or characteristics, with whom a discussion 

can be focused onto a given subject or topic. Wellington (2015, p.241) says that focus 

groups provide a unique insight into the study of perceptions since participants emotionally 

engage in the discussion taking place by expressing their opinions in a non-threatening 

environment.  
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When selecting participants for the focus groups, it was important to keep in mind that 

all participants shared the demographic profile stated for the research study, which allowed 

the researcher to better answer the research questions. By using focus groups, the 

researcher could set up a guide, manage the group dynamics and gain a different insight 

into the research questions opposed to other qualitative data collection methods described 

in this chapter. As the group moderator, the researcher was in charge of making sure none 

of the participants dominated the discussion and bringing participants back to the core of 

the discussion.   (See Appendix B) 

3.8 Observations 

 

Observations are used in both quantitative and qualitative research as a frequent   

data collection tool. An observation depends on the eye of the beholder; however, it may be 

subjective, Ritchie, Lewis, Nicholls, & Ormston (2013, p. 246) state that the researcher‟s 

experience of what they observe, their response to it, the physical and emotional feelings it 

evokes, are all part of where the value of observation lies.  During an observation, the 

observer himself/herself becomes an instrument for data collection. For this study, my role 

as a semi-participant observer knowledgeable of the participants, context and phenomena 

under study did not interfere with the purpose of the observation.  

As part of the qualitative data gathering, observations served as a tool to collect data 

on students‟ perceptions. As Wellington (2015, p.248) says:  

“Like interviews, observations can be structured or unstructured. However, it must 

be recognized that all out observations and perceptions are influenced by the 
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following: our beliefs and values; our intentions or purposes; our focus; our 

assumptions; and our theories and conceptual frameworks.‟‟ 

Naturalistic observations, which mean that they are done in the real context of the 

phenomena under study, were done for this research as a preliminary and exploratory 

means to collect data of what was happening in regards to formative feedback in EFL 

writing at the institution, they were conducted following some guidelines in regards to how, 

how, and when to observe. Ary, Jacobs, Sorensen, & Walker (2013, p. 233) state that 

“when observations are made in an attempt to obtain a comprehensive picture of a situation, 

and the product of those observations are notes or narratives”.  This was the reason why 

besides the guidelines, it was necessary to take notes which served as narratives, to better 

grasp what was happening in the feedback sessions.  

Observations were planned according to the research objectives in order to avoid 

collecting superfluous data and maintain data collection as a systemic process, as Lodico, 

Spaulding, & Voegtle (2010, p. 120) state that “observation protocol helps to generally 

identify important areas that the researcher must attend to in the observations, it helps guide 

the collection of data in a systematic and focused manner”.  

The observational technique was event sampling, which, according to Johnson, & 

Christensen (2008, p. 212), involves making observations only after a specific event has 

happened.  Teachers participating in the research study were asked whether or not they will 

allow me to observe how they provided formative feedback on students‟ writing at the end 

of the course. They all agreed and I proceeded to observe teachers who had signed the 

consent form.  
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3.9  Artifacts and Archival Documents  

 

Every institution has a breadth of documents like policies, syllabus, procedures, and 

manuals among others which frame what is done at the institution and guide administrators 

on how to make everyday decisions. For this study, the review and use of these documents 

help the researcher gain understanding of the phenomenon under study. The term 

documents refers to a wide range of written, physical, and visual materials, including what 

other authors may term artifacts. . Ary, Jacobs, Sorensen, & Walker (2013, p. 471) state 

that “unlike interviews or focus groups, documents already exist; they are not generated by 

the researcher”. The revision of documents is important in order to understand the 

background of the institution.  

The document reviewed for this research study was the syllabus for the skills block, 

a document widely used at the institution by the teachers constructed in 2014, students and 

other parties do not have access to the document. Merriam, & Tisdell (2015, p.181) state 

that “if documents are found to be illuminating to the topic of research and incorporated 

into the process of inductively building categories and theoretical constructs in the first 

place, they then become evidence in support of the findings”. The syllabus is the most 

important documents for teachers at the institution, as it sets the teaching guidelines for 

every course.   

The artifacts collected were students‟ writing compositions during the skills block. 

As Hatch (2002, p. 25) states “the main advantage of this type of data collection is that it 

does not influence the social setting being examined”. The collected students‟ artifacts did 

not influenced participants at all, since the analysis turned around the type of feedback 
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students received on their writing.  Teachers and students‟ identities were not revealed, the 

only condition for collecting these sample artifacts were that students had to be part of the 

research study and had signed the consent form. Every month teachers collect students‟ 

pieces of writing; most teachers at Centro Colombo Americano do not keep students‟ work. 

For this study, the collection of students‟ writing was done through open and willing 

participation of the teachers and students who volunteer to donate the samples.  

3.10 Data Collection Considerations and Procedures  

 

When collecting the data for a research study, every researcher should take into 

account certain considerations such as validity, reliability, generalizability and confronting 

the personal bias, since there are many threats, which could compromise the findings of the 

study. For this project, validity was seen as a degree to which data collection methods 

measured what they were supposed to measure; meanwhile, reliability was referred to as a 

degree to which a test consistently measured what it was aimed at measuring. 

Generalizability in this case was interpreted as a degree to which behavior of one group 

could be used to explain the behavior of a wider group. Finally, the ways to confront 

personal bias included conducting research in a systematic, disciplined manner and 

developing a list of propositions about the findings following Mills (2000) guidelines for 

data analysis.   

Additionally, the mixed-methods approach used in this study sought to reduce the 

threats of compromising the findings by as Onwuegbuzie and Johnson ( 2006) say 
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overcoming the weaknesses of one method (for example, qualitative one) with the strengths 

of the other method (for example, quantitative one) and vice versa  

Finally, the credibility of this study was achieved through the triangulation of the 

data gathered from multiple sources of information (students, teachers, researcher and 

administration) and with multiple data collection tools and procedures (surveys, focus 

groups)  

 

This mixed-methods sequential explanatory research had different instruments for 

gathering data. Taking into account the nature of this type of research, the first stage of the 

data collection was the qualitative one. This data was gathered with the help of a web-based 

cross-sectional survey, which, according to Berry (2005), offers multiple advantages 

regarding administration procedures, cost savings, shorter response times, precise tracking 

of surveys, anonymity in responses, and design flexibility.  

 

In terms of the cross-sectional research component, the data collection from 

research participants took place at a single point in time taking into Johnson (2001) point of 

view in regards to cross-sectional data collection. The self-developed and pilot tested 

survey was drawn from researcher‟s initial observations described in the problem statement 

section. As explained before, participants were sent a personalized e-mail and web-based 

link explaining the purpose of the study and providing clear directions for responding to the 

web-based survey and an informed consent form.  
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The quantitative data collection was followed by the qualitative one and it consisted 

in applying a web-survey to all participants in order to contrast participants‟ perceptions. 

As for the qualitative stage of data collection, it involved the application of different 

qualitative instruments such as focus groups, observations, artifacts and archival 

documents. It is important to mention that since the 1930s there has been a lot of research 

involved on alternative methods to conduct interviews. According to Krueger, & Casey 

(2000) during the 1950‟s focus groups started being popular among social researchers 

because they were less threatening and allowed participants to discuss their perceptions, 

ideas, opinions, and thoughts.   

The use of focus groups in this project ensured participants‟ self-disclosure about 

the topic of the study. The focus group discussion always turned around formative feedback 

on EFL writing. The discussion groups consisted of 6 people and the moderator of the 

discussion was the researcher.  

 

3.11  Ethical Considerations 

 

Ethical issues regarding participant‟s observations have shifted from what was 

known 30 years ago. Instead questions of access, power, harm, deception, secrecy and 

confidentiality are all issues that the researcher has to consider and resolve in the research 

context (Burgess, 2005, p. 5). For this research, the protection of the information gathered 

from the teachers at the institution will remain under secrecy, especially those personal 

account teachers expressed.  
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Research ethics must be fully implemented throughout any study, as Johnson, & 

Christensen (2008, p. 101) state “consideration in research ethics constitutes an integral part 

of the development and implementation of any research study”. Before a person can 

participate in a research study, following Johnson, & Christensen (2008, p.109) guidelines 

the researcher must give the prospective participant a description of all the features of the 

study that might reasonably influence his/ her willingness to participate in research which 

can be summoned in a research consent. 

 In the current research project, all the necessary permissions were collected through 

informed consent forms, which were given to students and teachers before collecting data. 

Some of the key ethical principles applied by the researcher were honesty, objectivity, 

integrity, carefulness, openness, respect for intellectual property, confidentiality, social 

responsibility, non-discrimination, competence, legality and human subjects protection.  

For the web-surveys, the informed consent was included; as for the focus groups 

participants signed a physical consent form. In regards to the observations and artifacts, 

students signed a consent form when they started studying at the Colombo, in which they 

authorized observations, videos, pictures and the recollection of their work. Nevertheless, 

identities remained confidential. Tuckman, & Harper ( 2012, p. 14) state that in order to 

keep subjects´ identities confidential, group data rather than a record of individual data,  

Subjects are identified by number rather by than name. This approach was used for the 

focus groups, we-surveys and artifacts.  
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4 Chapter 4: Data Analysis and Finding  

 

4.1 Introduction 

  

The process of giving meaning to the data collected through the different data 

collection instruments is similar to painting a canvas, all what it is left for the researcher is 

to set the colors and paint, and the main objective is to remain loyal to the colors. This 

section starts the analysis of the qualitative data, then the quantitative data and allowing a 

triangulation of both types of data.   

A sequential explanatory mixed methods research design was used in order to 

collect and analyze the data. The analysis was divided in two phases, the qualitative data 

analysis and the quantitative data analysis. During the first stage, data was collected 

through an online survey; the data obtained from the survey was downloaded straight from 

the survey website into Microsoft Excel, which allowed the creation of the graphs displayed 

in this thesis. An expert in data analysis checked the data and approved the graphs. After 

the graphs were created, respondents‟ answers were placed into a separated matrix to better  

In the qualitative stage, the focus groups interviews, artifacts, class observations, 

archival documents were analyzed using different matrixes which could be found in the 

appendix list  
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4.2 Data management procedures data collection considerations.  

 

1) Data management for this research study comprehends the collecting, 

handling, organizing and interpreting of all the data collected for the purpose of 

answering the research question  “ How do teachers and students perceive formative 

feedback on L2 writing? “ .  Before collecting data, I established a data management 

planning in regards to:  

 Data copyright and rights management: the management of these aspects 

refers to the sources of the literature review and research instruments 

consulted, as well as the data collected from the different quantitative and 

qualitative data instruments which are cited in the reference section and all 

along the document.  

 Ethics, consent and confidentiality: it consisted in informing all participants 

about the purpose of the research, their right to remain anonymous and their 

input, confidential. All participants signed a consent form before.  

 Data formats and software: It makes reference to the consultation of survey 

formats and the usage of software to analyze the data to be interpreted. The 

help of an expert was required.  

 Data storage, back-up and security: the data gotten from participants was 

stored in the cloud, in google drive and in drop box, a backup in an external 

hard drive in separate files was secured in order to avoid losing or having 

problems with the documents.   
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4.3 Analysis of Quantitative Analysis  

 

The collection of quantitative data was mainly carried out by a web-survey tool 

called Esurveycreator, which allowed online, computer-aided data managing at no cost. 

Microsoft Excel was also incorporated in order to process, visualize and better display the 

results. Graphs and charts allowed the data to converge into easy-to-understand layouts, 

which at the same time made data interpretation clearer since the analysis is presented to 

fellow teachers who are not very knowledgeable about research and data collection 

methods.  

4.3.1 Surveys  

  

Quantitative data analysis is useful in survey analysis because it provides 

quantifiable easy to display results. As quantitative data can be analyzed in a variety of 

ways, the main objective was to contrast students and teachers‟ perceptions on their 

answers to the survey; the analysis was directed towards this objective taking into account 

the accuracy and reliability of the data and findings.  

4.3.2 Survey Respondents   

 

From a student population of two hundred forty four people enrolled in the adult 

English program in April 2015 offered at the institution in one of its main branches, fifty 

two students fulfilled the criteria, and twelve took part in the survey, with a 22% of 

completion and response rate. Of these respondents, 6 % had masters‟ degrees, 4 % had 

obtained their undergraduate degree, and 2 % had just graduated from high school. The 

respondents were highly educated and willing to participate.  
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4.3.3 Web Survey Questions  

 

 The data display in this chapter represents the answers provided by students and 

teachers to the web-survey, created in esurveycreator.com. Most of the questions were 

designed on a Liker scale basis, but some other were open-ended questions, which allowed 

the convergence of data and a broader analysis of participants‟ perceptions and an analysis 

based on grounded theory.  

In order to validate the findings, the data obtained qualitatively was transformed 

into quantitative data in order to be displayed in graphs, pies and charts, this data 

convergence allowed the comparison and contrast of participants‟ perceptions and the 

triangulation of different data sources.   

All participants voluntarily responded to the survey being given eight days to do so. 

A web link was sent to their emails and they completed the survey at home. Participants 

had different versions. Teachers had the English version, while students were given the 

version in Spanish. The first question of the survey was an open-ended question. It asked 

participants to provide a definition of feedback using their own words. From participants‟ 

responses, seven major codes emerged.  
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4.3.4 Findings  

 

The participants‟ responses revealed their perceptions, which were then classified 

into seven major codes. Those codes had something in common and it was the 

interconnections among the data, those relationships were:  

 Teacher and student 

 Weaknesses and strengths 

 Process and learning 

 Recommendations and information 

The interconnection between teacher and student was the most discussed among 

participants and it stands as the category of roles expectations. Students‟ participants 

expressed that teachers are the main providers of feedback, and they are accountable for the 

kind of feedback they may receive on their writing. On the contrary, teachers‟ participants 

conveyed that students were the ones accountable for the feedback process, and that 

students needed to self-assess and be part of the process.  

Both types of participants gave the impression of being lost about the bidirectional 

nature of feedback, and the responsibilities acquired on the grounds of being a teacher and 

being a student. Their role expectations on each other could not being fulfilled because it 

seems like they are not even negotiated in the first place. It is important to highlight that 

students see feedback merely as an activity led by the teacher in which he/she is responsible 

for another person‟s learning process.  
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This could be one of the reasons why at the institution teachers think that students 

are not engaged in providing feedback to their partners about their writing, and they are not 

even sure if at the end of the module their writing improved or not, as it was expressed by 

them during the focus group.    

In regards to the other codes such as weaknesses and strengths, process-learning, 

these fit into the wide literature of feedback, meaning that participants know what 

formative feedback entails and how it should be carried out. The relationship between the 

codes “recommendations and information”, students and teachers mentioned both codes 

interchangeably, as if they meant the same thing without going deeper into any of them, 

establishing what they expect but not what to do with it.  

After having analyzed main categories separately, it was necessary to contrast 

participants´ perceptions on their definition of feedback. The following figure compares the 

major categories between teachers and students.  
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Figure 3 Students’ and Teachers’ Definition of Feedback 
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In this graph, the frequency of the major categories in respondents‟ answers is 

displayed in regards to the number of people who mentioned them. While defining 

feedback what students mentioned the most were the words:  teachers and students, but not 

information or process.  

By students‟ emphasis on these two categories, it demonstrated the importance of 

intrapersonal skills between them, and the role the teacher is expected to fulfill in terms of 

providing feedback and leading the group towards a culture of formative feedback.  

While  the codes that teachers mentioned the most were: students, information and 

the feedback process; however, one category that draws attention is “ teachers‟‟, which was  

mentioned by  teachers themselves only four times (36%), while students mentioned it 

seven times (64 %). This indicates that students see as fundamental the role of the teacher 

in feedback, but teachers see it more in regards to the students, the information that they 

provide and the ownership of the feedback process itself.  

 The main purpose of formative feedback is to enhance the learning process by 

providing information, identifying weaknesses and strengths, and giving students‟ 

recommendations on how to improve, this was evidenced in three students‟ responses, 

(25%) of participants mentioned tips, weakness and strengths and none of them mentioned 

information. To understand the purpose of feedback is fundamental in successful learning 

stories, which for the students taking the writing module stand as their stories of writing 

their first article in English during that module.  
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The second question of the web-survey enquired about the type of information that 

students receive about feedback. The four types of feedback presented in the questions were 

selected according to what teachers are told they will usually have to do at the institution, 

the instructions teachers received before teaching the module on writing and during teacher 

development training sessions.   

The purpose of this question was to identify participants‟ perceptions on how they 

receive feedback from their teachers. See figures four and five.  

 

 

 

 

 

 

 

 

 

 

 

Figure 4 Question 2 Students’ response 
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Figure 5 Question 2 Teachers’ responses 

 

 

 

 

 

 

 

The responses to question two from teachers and students demonstrate a mismatch 

between their perceptions on the kind of feedback provided. For instance, 33% of students 

said that they received feedback through comments on the margins, while 73% of teachers 

responded that they usually provide feedback through those comments. This mismatch 

between participants‟ perceptions is of paramount importance to teachers. This shows that 

while teachers think they provide enough feedback through comments on the margins, 

students do not see it as significantly frequent. This mismatch could be the reason why the 

data of the responses to the first question students did not mention the category of 

information at all.  

On their writing, students perceived that they did not get feedback in a written way, 

which at the same time is kind of contradictory because during that course writing is 
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promoted.  Student may not be getting valuable information through the comments in the 

margins, which could later help me rewrite.  

Another mismatch was evidenced in this question relates to the comments at the end 

of the paper, which 82 % teachers‟ said  they provided, but only 33% of students say that 

received, this stands for a significant difference of 49%. Comments at the end of the paper 

also provide important information that informs learners on what to improve and how to 

improve.    

Second language acquisition has researched feedback from a corrective perspective; 

Lantolf (2013) states that effective instruction calls for assessment because the teacher 

needs to be aware of and bring to the surface those capacities that are ripening (Vygotsky‟s 

terminology) and that often remain hidden from view in traditional assessment and 

instruction that is not sensitive to the ZPD.  

Oral feedback, comments at the end of the paper, and the use of the writing 

correction symbols are perceived by both participants almost as equal, this also 

demonstrates that teachers and students perceived that they are receiving this type of 

feedback.  

Under the mismatched perceptions, the main objective of feedback may start to 

distort from that point on. It is more difficult for teachers to engage students in feedback 

collaboration when there is a mismatch in their perceptions. Teachers need to provide 

students with different types of meaningful feedback and bridge the gap between what they 

think they do and what students think they do.   
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The analysis of third question illustrates that 64 % of students and 80% of teachers 

agreed that feedback is provided every time students submit a piece of writing, which goes 

along with what is required in the syllabus, to provide feedback to students on each piece of 

writing. Nevertheless, students also said that they never received feedback, represented by 

9%. None of the teachers said that they never provide feedback; all teachers said that they 

provide feedback through the writing process.  See figures 6 and 7 below.   

 

 

 

 

 

 

 

 

 

  

80% 

20% 

How often do you provide feedback to your students on 
their writing? 

Every time students submit
a written paper

Once per week

18% 
9% 

64% 

9% 

¿ Con qué frecuencia recibe feedback sobre sus escritos ? 

una vez por semana

casi nunca

cada vez que presento un
escrito

cada clase

Figure 6 Question 2 Students’ responses 

Figure 7 Question 2 teachers' responses 
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Feedback can be quite emotional as it was demonstrated during the focus group, 

since the areas for improvement are pinpointed and corrections are suggested. The fourth 

question inquired about students‟ emotions while receiving feedback. Teachers‟ perceptions 

(41 %) on students‟ negative emotional response towards receiving feedback were right, 51 

% of students stated that they did not like (did not feel good) while receiving feedback. 

Another important perception was that 34% of students did not know how to improve when 

they were receiving feedback. This unveils a bigger issue related to how teachers are 

providing feedback and why students do not like it.     

 

 

 

 

 

 

 

 

 

 

15% 

34% 

51% 

¿Cómo se siente al recibir feedback? 

Motivado a mejorar mi trabajo No muy seguro de cómo mejorar

No me gusta

Figure 8 Question 3 Students’ responses 
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The main purpose of the fifth question was to find out what was feedback directed 

to, taking into account that during the observation stage of this project, there was a big 

controversy among teachers and students regarding this topic.  The course syllabus 

highlights the importance of the writing process, and the different tasks to be implemented 

during the course to which none of the participants referred to.  

The graphs point out what feedback is directed to according to teachers and 

students. For students, there were 3 options, 1 one of them was labeled as other, in which 

they could write any other type of feedback they had received. Teachers had more options 

since they were acquainted with the terminology used.   See figures 10 and 11.   

Figure 8  

 

  

Figure 9 Question 3 Teachers’ responses 
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Is the feedback you provide to your students mostly oriented 
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escritura
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¿El feedback que recibe de sus profesor está más orientado hacia? 
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El proceso de escritura

Pronunciación

Figure 11 Question 4 Students´ perceptions 

Figure 10 Question 4 Teachers´ perceptions 
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The data shows us that students and teachers agree that most of the feedback 

provided turns around grammar. This is a surprising fact since the syllabus itself talks about 

providing feedback about the writing process. Therefore, feedback in this course is outcome 

oriented rather than process oriented, and it relates a lot on the destructive perception that 

students may have about feedback.   

  Question number five addressed the type and time for feedback. Data 

revealed that students´ and teachers´ perceptions differed a lot from each other. While 

students felt very satisfied 64%, teachers were not satisfied at all with the time they have to 

provide feedback. Participants‟ answers stand as proof for the mismatch between teachers´ 

and students´ perceptions and its effects on writing itself.  

 

 

 

  

 

 

 

 

  

Figure 12 Question 5 Students’ perceptions 
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The following graph represents students and teachers perceptions about question 

number six, which addressed the action plan after feedback. Action plans were also a 

controversial topic at the institution, since teachers complained about students not doing 

anything after feedback, and students complained about not being given enough tools to 

carry out an action plan.   

27% 

73% 

Are you satisfied with the amount of time you spend 
giving feedback to students? 

yes

other

Figure 13 Question 5 Teachers´ perceptions 
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The categories for feedback focus selected were brainstormed with a group of 

teachers who are usually assigned the writing modules, and complemented with what was 

stated on the syllabus. Those categories were: content, cohesion, vocabulary, grammar and 

structure. The categories for teachers and students were the same. See figure 14.  

 

In the graph it evidenced that teachers and student think that what needs to be 

corrected after feedback is the vocabulary and the grammar. Both participants believe those 

two aspects need to be corrected after feedback, students go and check their writing and 

correct any mistakes if necessary.  
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Figure 15 Artifact revision 

 

 

 

 

 

 

 

 

Wesely  (2012, p. 98) states that “the groundwork for the inquiry into the learners 

attitudes, perceptions, and beliefs was laid for the most part in the 1970‟s and 1980‟s, with 

studies that emphasized defining and validating key concepts such that further research 

could take place” . The findings revealed the mismatch between teachers‟ and students‟ 

perceptions on formative feedback on EFL writing. The next section allows the 

triangulation of data, which is the act of combining several research methods to study one 

thing. They overlap each other somewhat, being complimentary at times, contrary at others. 

This has the effect of balancing each method out and giving a richer and hopefully truer 

account. Data integration is a crucial element in mixed methods analysis and 

conceptualization. It has three principal purposes: illustration, convergent validation 

(triangulation), and the development of analytic density or “richness.”  
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4.4 Analysis of Qualitative Data 

 

As it was described in the previous chapter, the process of qualitative data gathering 

came from the focus groups, observations, artifacts and archival documents.  The nature of 

the study was sequential explanatory, more emphasis was put on the qualitative data, which 

led to the use of grounded theory as qualitative data analysis which forges foreign language 

education learning stories, such as the story of feedback for this research study. Green, 

Camilli, & Elmore (2012, p. 567) support this statement by saying:  

„‟Qualitative data are powerful. They evoke vivid images and recapture remarkable 

events. They make good stories; they make knowledge claims. They offer surprise insights 

about how people make sense of their lives.‟‟  

This type of data is rich in content and the process for collecting this type of data 

was as follows:  

 

 

Figure 16 Qualitative sequence of data collection 

Archival 
documents   

Focus groups   

Observations  Artifacts  
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By being immersed in students and teachers context at the institution, their 

perceptions were studied through a different lens. Grounded theory provided the means to 

become more entangled with what the message participants wanted to convey. Thomas 

(2010, p.306) says that qualitative research is most appropriate when the researcher wants 

to become more familiar with the phenomenon of interest, to achieve a deep understanding 

of how people think about a topic and to describe in great detail the perspectives of the 

research participants. As this study was about studying teachers and students‟ perceptions, 

to become familiar with students and teachers became of paramount importance.  

 

The proposed method of analysis for this study consisted in transforming the data by 

quantifying the qualitative data obtained from the focus groups, artifacts and surveys. This 

involved creating codes and themes qualitatively, then counting the number of times they 

occur in the text data, or possibly the extend of talk about a code or theme by counting lines 

or sentences; however as Punch, & Oancea (2014, p.219) state “there is not right way to do 

qualitative data analysis – no possible methodological framework.” 

  

The quantification of qualitative data enables a researcher to compare quantitative 

results with the qualitative data. Creswell, (2009, p. 218) says that this strategy also allows 

a smooth triangulation of the data and strengthens the validation of the research finding.  

The sequential approach to data analysis never undermines the main method of data 

collection, which was qualitative for this research.  
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4.4.1 Coding  

The coding procedure consisted in analyzing teachers and students‟ answers to an 

open question in the web-survey: ¿Qué entiende por feedback en sus propias palabras? In 

Spanish for students and in English for teachers. After all participant recorded their 

answers, and the coding process began.  Below I demonstrate how this process was carried 

out:  

 

 Respuestas Estudiantes 

1 

 

- Es una retroalimentacion que se realiza para identificar fortalezas y debilidades. 

2 - Es el proceso de retroalimentación sobre algún proceso en el cual se indican tanto 

fortalezas como debilidades. 

3 - Retroalimentación del trabajo y esfuerzo realizado 

4 - Feedback es la retroalimentación que para este caso, el docente realiza a cada uno de sus 

alumnos de manera escrita en cada uno de los textos que escribe. Sugerencias y tips hacen 

parte del proceso del estudiante. 

5 - Es la retroalimentación que nos dan los profesores en cuanto a nuestro trabajo. 

6 - Retroalimentación 

7 - Retroalimentacion de un tema especifico 
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8 - Para mí, es el preceso mediante el cual los estudiantes podemos conocer tanto nuestros 

resultados académicos como desempeño y nivel de aprendizaje durante el curso. 

9 - Retroalimentación de los docentes en el proceso de aprendizaje. 

10 - Es una retroalimentación que realiza el instructor para mejorar en el aprendizaje del 

estudiante 

11 - Feedback es la revisión y retroalimentación que realiza el profesor sobre los escritos 

preparados en o para la clase. El profesor analiza el escrito que es preparado por nosotros 

y una vez este es revisado, le informa al estudiante los errores cometidos, dificultades en 

el proceso de aprendizaje y también los aciertos en el trabajo. Luego, da herramientas para 

seguir avanzando en el proceso de aprendizaje. 

12 - Feedback es una actividad que realizan los profesores al culminar cada uno de los 

niveles, que consiste en una conversación en la cual el estudiante expresa como se ha 

sentido durante el curso y a su vez el profesor refiere al estudiante como ha visto su 

proceso de aprendizaje, hace recomendaciones y sugerencias para mejorar su nivel de 

ingles y le informa si es o no promovido al siguiente nivel. 

 

 Teachers‟ answers  

1  Feedback is the process in which a task, activity or their goals an outcome are revised and 

analyzed in order to describe strengths and weaknesses and to implement action plans. 
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2  It's sharing opinions and observations about the learning process in order to improve 

students' class performance. 

3  informing students on their performance 

4  commenting on students' learning process 

5  Feedback is a comment on general and specific observation based on results you give to 

students in terms of their process, objectives accomplished, and aspects to improve. 

6  Feedback is a process through which the results of reflection are presented in order to 

point out how a given process has taken or has been taking place. Its main purpose is to 

strengthen a given skill or practice through useful ideas that could empower a teachers' or 

students' performance or development. 

7  The way teachers make students know how they are performing at certain stages of the 

class or over a period of course. 

8  It is the process of assessing students outcomes And processes. Mentioning strengths 

,weaknesses and setting action plans 

9  Comments both oral and written about students' performance and progress in all the areas 

of their learning process. 

10  It is the process by which you feed the student with information regarding his overall 

process, as well as he also gets some information on how to work on his weaknesses and 

polish his strengths. 
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11  Telling students how their process is going, identifying areas to improve, and suggesting 

ways to improve. 

 

The coding process involves a systematic procedure which highlights the sorting of 

overlapping themes through careful sorting throughout the text. Kubinowski, & Lichtman, 

(2007 state “aside from specific process identified with grounded theory, most believe that 

coding is done through careful reading of the text.”. Below the codes from the sample texts 

are displayed:   

Codes  

 

 

Teacher 

Weaknesses and strengths  

Students  

Learning  

Recommendations  

Process  

Figure 17 codes 
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4.4.2 Category Mapping   

The process for category mapping lies in withdrawing the codes from both participants 

and contrasting them in order to grasp and isolate patterns.  In the figure displayed below, 

this process is represented.   

Codes Subcategories Categories 

 

Teacher 

Teachers and students  Roles expectations  

Weaknesses and strengths  recommendations , 

weaknesses and strengths  

Feedback expectation  

Students  Learning, process   

Learning    

Recommendations  

 

  

Process   

Figure 18 category mapping 

 

During the process of category mapping, the subcategories emerged with the help of 

a memo used to assist in the coding process previously described. Memos are key in 

grounded theory in the assistance of data analysis. This memo involved the notes taken 
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while students were answering the questions of the focus group, and during the observation 

process. The analysis led me to obtain to the two main categories: roles and feedback 

expectations, the discrimination of these categories was validated throughout the data 

analysis of the different instruments of this research, emerging in every data set and 

subsequent analysis.  

As the categories of roles and feedback expectations were explored throughout the data 

collected for this study. The discussion of these categories got embedded into the data 

collected from other instruments.  

 

4.4.3 Analysis and interpretations of data from different instruments  

 

4.4.3.1 Observations  

 

One of the data collection instruments were semi-structured observations, which 

were three in total conducted at the end of the writing process during which the final 

feedback session should have been done. The observed classes made part of the research 

process, both teachers and students were willing to be observed. Each observation took 

around one hour and a half, students were informed about the observation process, the aim 

of the research project. All three observations were carried out under the most 

confidentially and respect, as an observer I did not interfere with the class nor interact with 

the students or teachers. As it is common in the institution that teachers visit other teachers‟ 

classrooms for different purposes such as: training, coaching, and evaluating teachers‟ 
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performance. As this was not the first time, someone different was in the classroom and 

students all knew about the objective of the research, they were relaxed and comfortable 

during the observations.  

In regards to the first category “roles expectations”, the observations were helpful to 

understand teachers and students‟ expected roles. The first observation was carried out in 

the classroom of an experienced teacher who has been working in the Centro Colombo 

Americano of Bogota for 15 years, and for that specific cycle was teaching a group of 15 

students. The class observed was the last one of the course during which the teacher 

according to the syllabus and teaching guideline should carry out the final feedback session. 

The teacher announced that the final feedback moment had arrived and pulled out a chair 

outside and started calling students one by one, he started each feedback session by telling 

students: „‟you did a very good job „‟ or „‟you were very disorganized‟‟ without any 

evidence of students‟ writing, to what students responded things like: „‟really‟‟, „‟thank 

you‟‟ and „‟ I‟m sorry‟‟, I counted three to five minutes per student during feedback.  After 

observing how the teacher provided feedback to some students, I moved in the classroom, 

students were saying: “me dijo lo mismo que a usted‟‟, suddenly one of them said, “I didn‟t 

even present the last task and he didn‟t even notice”, after that they laughed, and students 

were given their registration slips and the teacher sent them home.  

For the second observation, I observed a teacher who had been working at the 

Colombo for three years. She started the class by asking students to be ready with the 

online checklist (this is a standard checklist students can print in order to see teachers‟ 

formative assessment on their performance) before beginning the final feedback session. 
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The students got ready, and she started calling out students to the hall, each student she 

called out, had a portfolio with their pieces of writing (evidence of process writing).  

She started to provide feedback on writing based on the student portfolio and her 

comments, she highlighted students‟ strengths and showed students in what specific aspects 

they had improved; however, while the first five students received detailed feedback; the 

other nine did not receive the same feedback since the teacher had to hand in some paper 

work by 11 am, the nine left were told things like: check my comments at home, we can 

talk about this next course and reflect on your own learning. 

The third observation was carried out to a teacher-supervisor (it is the person in 

charge of observing and training other teachers), he had been working at the Colombo for 

ten years and he had a master‟s degree on ESL, the class had ten students in total. He 

started the class by asking students to log in on the course wiki (he had a wiki as part of a 

personal research project), he also logged in from the teachers‟ computer, and he asked the 

students to put the chairs in a circle around the computer.  

After all the students were ready, he started providing feedback one by one, they 

talked about the class project which was an article, the teacher showed the first student a 

version of the article and asked him if he remembered which version it was, the student said 

that he felt ashamed because that was the first version and he had a lot of grammar 

mistakes, then the teacher showed the class the final version of the article and asked him 

again about his feeling about that last version, the student said that he felt that he had 

learned a lot, especially about grammar, he highlighted that at the beginning he hated 

grammar but that he now liked it 
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All the students received detailed feedback, and there were some emotional 

moments for some of them, they expressed their feelings to the group. At the end, the 

teacher told them to be proud of themselves and to accept mistakes as part of the process.  

 Although the three teachers observed were trained under the same formative 

feedback framework, all three of them differed in the way they delivered feedback, the 

interaction students and the role they fulfilled. In regards to the categories of “roles and 

feedback expectations”, all three teachers assumed the role of leaders of the feedback 

process, their authority to call each student out and talk about their performance, while all 

the students in the three groups assumed the roles of receivers of feedback.  

There were remarkable differences in the roles assumed by students of the three 

groups. During the third observation, students discussed their feelings about their written 

work openly to the entire group, and the process of each student was displayed for the 

others to see, while the other two teachers called out students separately and there was no 

discussion about students‟ feelings in regards to their writing learning process, nor about 

their work. The first teacher observed did not even comment on the writing process itself 

and neither did students, while the other two teachers had on hand students‟ pieces of 

writing. Even though the roles were the same for students and teachers, the feedback 

process for each group was different.   

From the observations it remained somehow unclear if the feedback expectations 

from both parties were met. The first observed group of students even laughed about 

receiving the same comments of the teachers and were not personally invested in the 

feedback process, the second group of students showed interest on the teachers comments, 
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but some of them did not receive the same feedback and they just left the classroom after 

talking to the teacher, as for the third group, all the students stayed till the end of the 

feedback session, but there was a big part missing from all three teachers which was the 

path for improvement and students action plan to fulfil that plan.  

These observations revealed that even though all teachers get the same training in 

regards to formative feedback and the syllabus for the writing module, personality, teaching 

style and some other factors affect the way they carry out the writing learning process. 

Students‟ attitude and language used during the observations also demonstrates that the 

teacher shapes the formative feedback process. As I described below, all students received 

feedback but not what can be described as formative feedback.  

 

4.4.3.2 Artifacts  

 

I sent an email to the teachers participating in the research study, and I asked them to 

share with me some pieces of students‟ written work they had already reviewed. What I 

found was that most teachers used writing correction symbols to emphasize areas of 

improvement mostly related to correct language usage, there were not comments about 

cohesion, coherence, content or organization.  

All of the teachers used colored pens to write the correction symbols. They also 

underlined entire sentences, circled words, drew questions marks and wrote comments 

along the lines or on the margins.  

The comments found on seven pieces of students work were:  
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 Not logical  

 Transition  

 Expand  

 Not clear  

 What for?  

 The same connector  

 Vocabulary corrections 

 Very good  

These comments had been written on students‟ works, and according to the writing 

process described in the syllabus, students had to rewrite their articles and submit them 

again after revising and editing them. 

 As a language learner, what I could tell from these comments is that they can be 

harmful for students‟ morale, since there was no appraisal of students‟ effort on their 

written works, and the comments were basic statements which were not supported. Bearing 

in mind that the number of students per class at the institution was on average fifteen, 

having fifteen articles to review can be a little bit overwhelming; however, feedback 

expectations are not unknown to the teacher nor the students, and the quality and amount of 

comments do not fulfill these expectations (see appendix #).  

These samples of teachers‟ written feedback portrayed the role of the teacher as 

authoritarian due to the how the comments were written. The formative nature of feedback 

got lost in the lack of critical thinking from the teachers‟ comments, by saying that 
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something is no logical, the teacher did not guide the student to reflect on how to improve 

their writing, as the student was merely learning how to write in English.   

There were some other comments about the content itself, and the writing process, same 

as students‟ compliance with the task.  Moreover, the fact of using a red pen to highlight 

spotted mistakes can also negatively affect the way students perceive teachers‟ feedback, as 

there are no comments highlighting students‟ strengths.  

To conclude, teachers‟ comments on students writing were poor and not substantial to 

what was expected from the guidelines received from supervisors and in trainings. The 

formative nature of written feedback remained yet to be learned by these teachers. 

  

4.4.3.3 Archival Document   

 

The syllabus and teaching guidelines is a document created by Centro Colombo 

Americano of Bogota for each module in the learning process. There are five syllabi in total 

for the whole EFL learning process at the institution. The syllabus is the most important 

document for the teacher; as it is aligned with the observation checklist and other 

documents. All teachers must have the syllabus for each module they teach, and in every 

class. The syllabus, which was taken into consideration for this study, corresponded to the 

one for the modules on writing process, number three on the scale of five syllabus. This 

syllabus was redesigned in 2014, and presented to teachers at the end of that year. There 

were three trainings before all teachers could start using it at the beginning of 2015.  
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 This syllabus was written by teachers, supervisors and the academic administrators. 

It has one hundred and twelve pages, and it is divided in the three courses to be taught 

during the writing module. The syllabus has different components. After the introduction 

and other specifications, each lesson is divided and detailed as follows:  

1. Overall course objective 

2. Course project 

3. Day objective description  

4. Specific objectives  

5. Mini-task 

6. Strategy 

7. Outcome 

8. Assessment 

9. Tools and resources  

10. Homework  

It is a precise, detailed and descriptive syllabus and teaching guideline for teachers. In 

regards to students‟ roles, the syllabus states that in addition to students‟ becoming more 

accountable for their role as learners, learning strategies will help teachers gain insights of 

their students‟ process in order to provide effective and accurate feedback (P 2).  Students 

are empowered through their role in the feedback process, as it is also said that students 

also self-assess and peer-assess their writing products. This institutional perspective 

implicit on the syllabus in regards to writing as a process, turns around the notion of 
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learning on how to be accountable for their own learning and that of others through 

feedback.  

As for the role of teacher, the syllabus describes what the teacher should, say, do and 

encourage through every lesson:  

 Carry out final revision of the test  

 Facilitate assessment instruments that promote self-reflections  

 Guide discussions on the learning process  

 Provide examples of good writing and models to follow  

 Promote peer assessment  

 Suggest appropriate language 

 Teach cooperation skills to promote leadership  

 

Teachers‟ role expectations entails an utmost endeavor of guidance and time, as well as 

knowledge of feedback and assessment procedures, which the syllabus aims to support 

through guidelines, assessment instruments, and teaching guidelines. Teachers‟ and 

students‟ roles in the writing and feedback process are clearly outlined in the syllabus; 

however, this document cannot be used by other person but the teacher, who socializes only 

the procedures and recommended assessment instruments with the students.   

The syllabus refers to feedback all across the one hundred and twelve pages. The 

syllabus states that research helps us understand the important role played by self-

confidence and a feeling of being in control (pg. 97) in regards to how students interpret the 

feedback provided by teachers, which may most likely spur students‟ deepest feelings and 
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emotions. The guidelines for teacher feedback are specific. Feedback should concentrate 

mainly on:  

 Content  

 Cohesion  

 Coherence 

 Form and content organization 

 The use of writing correction symbols 

 

 The syllabus itself sets expectations for teachers, learners, assessment, feedback, 

and the writing process.  These expectations relate to the main categories found in the open 

question about feedback. As a researcher, I felt curious about why the syllabus was not 

mentioned by any of the participants, nor on any other data collection instruments used for 

this research, contradictory, as one must expect from a document with so much importance 

for the institution.   

 

4.4.3.4 Focus Groups  

 

Two focus groups were conducted, one with teachers and another one with students. 

Both focus groups lasted for about one hour, participants agreed with what was stated in the 

consent form and it was recorded thoroughly.  The students‟ focus group was held in a 

classroom with four students, two women and two men who were enrolled in the second 

month of the writing module.  
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As the moderator, I began by asking students if students preferred the interview in 

English or Spanish, all students said they preferred English, but from the first question on 

everyone decided to use Spanish, which made them feel more comfortable to express their 

opinions.  

 

The transcript as stated Estrada & Deslauriers (2011) '' is write correctly distinguishing 

the language used, simply and respect the logic of the informant. For this reason, when 

participants deviated from the topic, this deviation was not included in the transcript as it 

did not correspond to the research questions.  

The first questions related to the first category “feedback expectations”. The questions 

was:  do you think that feedback has a purpose? All students nodded in agreement; 

however one student took the initiative to respond to the question by saying “the purpose is 

to help you”, but this student answer was not enough to illustrate students´ perception, then 

I asked, Feedback has a purpose for the teacher or for the student?, Participant 1 said that 

the purpose of feedback was to improve punctuation, grammar, vocabulary.  

Due to students‟ shyness to speak in English, I felt obliged to ask the rest of students but 

they all remained in silence, at that moment , one of the students asked for permission to 

speak in Spanish to better express her ideas, and all students supported her by smiling at her 

request.  

 The student claimed that it depends on the teacher whether the feedback is constructive, 

which consequently helps the student, but if the student feels that the feedback is 
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destructive, the student will feel rancor, will be afraid and this will count as a main factor 

for not wanting to improve their writing.  

By this point in the research, it was the second time in which I was aware of students‟ 

feelings towards the received feedback, how they could be labeled as constructive or even 

destructive. Implied in students words was that this all depended on the teacher.    

The following question was directed to all students, ¿rencor hacia quien?  ¿rancor 

towards who? Participant 2, started saying that as for writing it referred to  the  big 

difference between a trial in which both negative and positive aspects, are highlighted as 

opposed to hearing from the teaching saying something like '' this was disgustingly written 

'' you are not worthy of being here, '' you will fail the course for sure '' 

Participant 3, said that it all depends to how the teacher express himself/herself  during 

the feedback session, by the teacher recognizing that when one is learning, nobody is 

perfect, everyone is born to learn something. It is different if the teacher expresses 

himself/herself in a kind way, a way students really want learn and not in a rough way, 

blaming students if that's bad because you do not know because you have no idea because '' 

you lost all the time you've been studying ''  

Students‟ answers revealed that the acknowledgement of hard work from the teacher‟s 

side, plays an important role in the way how students perceive feedback. Students expect 

teachers to use a calm tone and appropriate register, and moderate language when providing 

feedback in order to feel secure and accept the feedback they are getting. The lack of these 
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components led students to feel anger towards the teachers, and got demotivated to improve 

their writing.  

While talking about the writing process in Spanish, a student mentioned the importance 

of formative feedback in regards to identifying strengths and weaknesses.  Another 

participant added “que ese tipo de feedback alienta a los estudiantes.” “This type of 

feedback encourages students” I went on asking if this depended on the teacher, all students 

nodded and one student who had not participated said “it is a cultural thing because we 

Colombians are unaccustomed to criticize us. The student began to talk about a 

multicultural experience abroad and how he had to get used to formative feedback, 

acknowledging mistakes and strengths.  

Given the analysis of the observations, students‟ artifacts and the syllabus, I wanted to 

know students perceptions in terms of receiving feedback on their writing at the Centro 

Colombo Americano of Bogota. Students‟ answers are displayed below:  

Participante 3: siente que ha tenido una buena retroalimentación, te dan el camino para 

mejorar, y ella menciona la puntuación y la gramática nuevamente dentro del esquema de la 

retroalimentación. Algo importante es cuando menciona es „‟no te culpa del error, te lo 

señala y te ayuda a corregirlo‟‟   sentémonos los dos pensemos porque está mal.  

English version participant 3: feels that she has had a good feedback experience, teachers 

set the path for improvement, and she mentions punctuation and grammar again inside the 

framework of feedback. Something important is when she mentions is '' the teacher does 
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not blame for the error, he points it out to you and helps you to correct it '', something like 

let's sit together and think why it is wrong. 

Participante 2: siente que en el colombo hay una relación profesor y estudiante muy 

individual, el me enseña de manera individualmente los errores.   

English version Participant 2: feels that in the Colombo there is a very one to one 

relationship between the teacher and the student, he teaches mistakes in an individual basis.   

Participante 3: no generaliza los errores de todos  

English version participant 3: he does not generalize mistakes.  

Participante 1: no todos tienen a fallar en el mismo error.  Personalizar el error y corregirlo.  

English version participant 1: not everybody have to fail at the same thing. Personalize the 

mistake and correct it.  

What can be concluded from students‟ answers is that the feedback process entails a 

relationship between the teacher and the student, in which the teacher knows each student 

case individually and spends time with each student helping them to improve. Students 

place all the weight of the success of feedback on the teachers‟ shoulders.  A teacher who 

does not establish this type of relationship will never comply with students‟ expectations. 

The role of the teacher is emphasized by the students through the whole focus group.  

After listening to students talking about their perceptions about the feedback process, 

the following question dealt with how teachers provided feedback on their writing. The 

students answered the following:  
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Participante 1: nosotros dejamos doble espacio para que él pueda escribir debajo el error 

que tuvimos a lo cual el estudiante se refiere estrictamente a aspectos gramaticales y de 

puntuación.  

English version Participant 1: we leave double space between the lines for him to write 

under the mistakes we had, to which the student refers strictly to grammatical and 

punctuation aspects. 

Participante  2: al final del  texto nos escribe un párrafo diciendo te fue bien en esto.  

English version Participant 2: at the end of the text he writes a paragraph telling you “you 

did well in this.”  

Participante  3: recopila todos los errores y escribe un párrafo  

English version Participant 3: he collects all errors and writes a paragraph 

Participante 2: enfatiza que no es destructivo, es constructiva. 

English version Participant 2: he emphasizes that (feedback) is nondestructive, it is 

constructive. 

Participante  3: menciona una tabla guía en la cual, ellos interpretan símbolos relacionados 

con  ciertos errores.  Sistema de códigos 

English version participant 3: she mentions a guide table in which they interpret symbols 

related to certain errors. A Code system.  

The students agreed that the teacher used different techniques, from writing between the 

lines, which resulted on compiling students‟ mistakes in a constructive manner in order to 
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be displayed for the group and to be interpreted as formative feedback. Students‟ perception 

on this teacher in particular, was exceptionally positive; they all smiled while talking about 

how this teacher carried out the feedback process.  

The following question was directed towards how the teacher could help them more in 

terms of the feedback he was providing. To which a student answered:  

Participante 2: Creo que eso pasa la línea de lo que el profesor puede hacer por ti y lo que 

tú tienes    hacer por ti.  Si yo me pongo a estudiar y lo trabajo probablemente en el 

siguiente texto lo voy a mejorar pero si lo dejo hay voy a cometer el mismo error.  

English version Participant 2: I think that this goes over the line of what the teacher can do 

for you and what you have to do for yourself. If I start to study and work on the issue in the 

following text, I will improve but if I leave it there, I will make the same mistake. 

 During the whole focus group, this was the first time during which a student talked 

about autonomous learning and students‟  responsibility in the improvement of their 

writing, assigning the learner an active role in the feedback process not as a passive 

receiver as it could be perceived in the analysis of other data instruments.  

 Going back to students‟ categorization of feedback as constructive or destructive, I 

wanted to know, which was the students‟ perception on the characteristics of destructive or 

bad feedback, to which students answered:  

Participante 4: que no se muestre un camino.  

English version participant 4: that a path is not set  
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Participante  2: que le subrayen los errores y luego no entiendes  

English version participant 2: that the teacher underlines the mistakes and then one does not 

understand  

Participante 3: saber en qué se está comunicando, una retroalimentación destructiva es 

cuando te  marcan el error pero no te dicen cómo mejorar.  

English version participant 3: to know what is being communicated, a destructive feedback 

is when the teachers points out at the mistake and as a student you are not told on how to 

improve.  

Participante  2: se quede en el simple hecho de entregarte una hoja  

English version participant 2: that it stays in the fact of merely give you back a sheet (sheet 

refers to their piece of writing) 

Participante 3: lo tuviste mal, uno lo guarda. Muchas personas llegan a la casa no revisan 

porque tienen otras ocupaciones. Una alimentación destructiva es cuando solamente te 

dicen estuvo mal y chao.  

English version participant 3: you got it all wrong, you keep it. Many people come home 

and do not check (comments) because they have other occupations. A destructive feedback 

is when one is told merely about what went wrong and not more.  

What students highlighted the most in regards to the characteristics of bad or 

destructive feedback was the fact of pointing out mistakes, without further explanation 

and/or path of improvement, which are the main characteristics of formative feedback. This 
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demonstrated the need to know students‟ expectations, and it can also be concluded that 

teachers need to strengthen students‟ active role in the formative feedback process, as well 

as negotiating feedback expectations.  

Assuming a particular role in the feedback process involves certain attitudes from 

both teachers and students. As expectations are socially constructed by the students.  The 

following question dealt with how teachers‟ attitudes should be like:  

Participante  2: creo que deber ser muy paciente y ponerse en el zapato del otro. Hacerle 

saber al estudiante que el también paso por eso y que es parte del aprendizaje. Sentir como 

estar a la par,  no como yo soy más poderoso porque se mas que tú, si no como yo estuve 

igual que tú y va aprender como yo pude aprender y para eso estoy para ayudarte.  

English version participant 2: I think that we should be very patient and put ourselves in the 

others shoes. To convey the sense that the teacher also went through that process and that is 

part of learning. To feel equal, not like the teachers is more powerful because she/he knows 

more than the student, but as I was in the same place as you are known, and you are going 

to learn, and I am here to help you.  

Participante 3: para guiarte, para decirte esto está bien, esto está mal.   

English version participant 3: to guide you, to tell you whether something is right or wrong.  

 

Students unveiled their perceptions in regards to the teacher assuming the role of learner, 

and a healthy power relationship. Formative feedback is enriched by leadership, which is 
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taught to students by guidance on how to improve. Students see teachers as successful 

examples of language learning in the case of teachers whose mother tongue is not English. 

This indicates that teachers learning stories are a source of empowerment to students, who 

see learning English as something possible and feasible.  

In order to clarify which could be a destructive role in regards to providing formative 

feedback, the following question dealt with what students considered was a bad attitude 

from the teacher. Students stated:  

Participante 4: yo creo que eso mucho depende del nivel de experticia del estudiante, con 

niveles  básicos e intermedios es mejor una actitud más   mmmm. Su compañera la 

complementa diciendo.  

English version participant 4: I think that it depends a lot on the level of expertise of the 

student, in basic and intermediate levels it is better an attitude more …. His classmate 

completes the sentence by saying.  

Participante 3: desafiante  

English version participant 3: challenging  

Participante 4: en otro nivel “challenge” y el estudiante habla sobre una experiencia de 

feedback en el extranjero y  la compara con las críticas en el colombo que son más léxico-

gramaticales., sintáctico, las críticas son más puntales, a un nivel más antes…  

English version participant 4: in another level “challenge” (it is the name of the level) the 

student talks about an experience of feedback in another country and compares it with the 
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criticism at the Colombo which are more grammatical, syntactic, the criticism is more 

punctual, to a level more ….  

 

Students describe a challenging attitude from the teacher as negative. Another aspect 

was perceived related to the power relationship between students and teachers, especially 

about the learning experience and the learning process. When the teacher undermines 

students‟ work, these respond with unwillingness to improve and continue writing. 

 The next questions related to what students did after receiving what they categorized as 

This  positive feedback, to which all responded that they proceeded to correct their 

mistakes, to which I questioned, what happened if they could not correct their mistakes? , 

they said that they talked to teacher again. This demonstrates that the teacher in order to 

maintain a formative feedback classroom culture, needs to build an emotional and 

interpersonal bridge with students, which allows the learners to assume an active role.  

 The study of perceptions involves the study of feelings. Learning a foreign language 

is quite an emotional process for both students and teachers. For this research, as it was 

exploratory in nature, I wanted to uncover what those feeling were. The question was: 

¿Cuáles creen que son los sentimientos que están envueltos en el feedback?  Which do 

you think are the feelings involved in feedback? 

Participante 2: yo creo que me doy muy duro a mí misma porque no entiendo a veces 

cuando  escribo. Un poquito frustrada.  
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Participant 2: I think I give myself a very hard time because I do not understand sometimes 

when I write. A little frustrated 

Participante  4: más funcional.  

English version Participant 4: more functional. 

Participante 1: nunca los tomo personal, los tomo más como crítica constructiva.  

English version Participant 1: I never take it personally, I take them (comments) more as 

constructive criticism. 

  

Participante 3: a veces me siento bien porque a mí me gusta aprender inglés, a veces me 

siento mal  cuando no puedo hacer las cosas, se considera como una persona impaciente. 

Cuando cometo e mismo error más de 3 veces pienso si es que no puedo aprender, es que 

no tengo la capacidad de aprender de ese error y me siento frustrada, error tras error.  

English version Participant 3: Sometimes I feel good because I like to learn English, 

sometimes I feel bad when I cannot do things, and (this behavior) it is considered as 

impatient. When I make the same mistake more than 3 times I think that I cannot learn, I do 

not have the ability to learn from that mistake and I feel frustrated, mistake after mistake. 

 

Participante 2: a mí me pasa porque yo he tenido que estudiar muchos niveles de inglés 

porque solo hasta hora encontré un curso en el que puedo aprender. Seré que otra vez voy a 

tener los mismos errores.  
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English version participant 2: it happens to me because I have had to take many English 

courses because only until now I found the time to take a course where I can learn. I think 

that I'll make the same mistakes all over again.  

Opposite to what students were previously saying, they talked about frustration, 

fearfulness and hesitation on a personal level, there was only one student who said that she 

did not take feedback personally at all. These feelings demonstrate the need to establish 

clear assessment criteria for providing sound formative feedback, involving students‟ work 

in a process of constructing a healthy learner identity, based on self-assessment, autonomy 

and guidance on paths for improvement. Learners need to conquer their fears and take 

ownership of the assessment of their writing, and the feedback they need to advance in their 

writing process.   

By listening to students‟ description of the feelings involved, I wanted to know the 

possible strategies for conflict resolution. To which students replied:  

Participante  1: que el profesor hable con el estudiante darle oportunidades 

English version Participant 1: that the teacher gives the student opportunities 

Participante  2: si es un estudiante que tiene problemas, darle tranquilidad y herramientas 

para    apoyarlo.  

English version Participant 2: If a student is having problems, give calmness and tools to 

support it. 

Participante  3: hablando con la persona y hacerle creer que cometer errores está mal que 

no es la única persona que los comete sin compararlo.  
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English version participant 3: talking to the person and make him believe that making 

mistakes is wrong is not the only person who commits without comparing. 

Participante  4: hablar.  

English version Participant 4: talk. 

Participante 1: ego de las personas  

  

Participant 1: people‟s egos 

Most of them placed again the responsibility in the conflict resolution on the teacher, 

especially in regards to the attitude and behavior the teacher should take the role of 

moderator; however, students did not mention the attitude and behavior they need in order 

to solve the conflict. This again relates to students‟ lack of comprehension of the 

importance of their role in the feedback process.   

The last question for students was: ¿Creen que van a mejorar su escritura al final del 

curso?  Do you think that you will improve your writing at the end of the curse? To which 

they replied:  

Participante  3: creo que no tanto como yo quiero por mi actitud frente a las cosas  

English version participant 3: I think that not so much as I want due to my attitude.  

Participante 4: mi propósito es poder escribir un ensayo científico.  

Participante 1: yo creo que sí.  
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Two of the four students avoided the question, and one of them said “no as much as she 

wanted due to her own attitude, and the other affirmed that she thought so”.  Avoiding to 

answer the question demonstrates hesitation on the outcome of the writing process itself. 

By the student answering “Yo creo que si” in Spanish, it gives room to interpret that the 

student is not absolutely sure. This doubtful perception on the improvement of their writing 

at the end of the process. 

For the teachers‟ focus group, I was also the moderator, I started by explaining the 

purpose and the dynamics of the discussion as I did with the focus group for students. I 

followed the same procedure as I did with students, and I asked teachers if they felt more 

comfortable using Spanish, and their reply was that English worked fine for them. Four 

teachers participated in the focus group, two male and two female, all the teachers had 

taught the module of writing several times, male teachers were more experienced than 

female teachers in terms of years of experience at the institution.  

 In order to contrast teachers‟ and students‟ perceptions, each single question was 

discussed. The first question was: in your opinion, does feedback in foreign language 

writing have a specific function? What is the purpose or function of feedback in foreign 

language writing? Participants answered:  

Participant 1:  one of the purposes of feedback in foreign language writing is to make 

students realize and acknowledge their mistakes when they write in terms of content and 

structure.  
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Participant 2: feedback is always connected to some kind of task, directed towards your 

specific aims, to analyze one specific area.  We can‟t correct grammar mistakes if the 

purpose was to correct the structure of a paragraph. You cannot correct everything.  The 

Purpose of it is to analyze one specific objective, you cannot start correcting everything in a 

paragraph it can be overwhelming.  

Participant 1: interrupts and says it is overwhelming.  

Participant 3: intervenes and says that he begged to differ with that opinion, he started 

saying “when you check and give feedback on writing you need to see it as a whole; you 

need to see the things that are affecting the most the piece of writing, especially mistakes 

that can affect the understanding of the text, you need to focus on that as well, sometimes 

you need to focus on some other things too to make sure that writing is effective.”  He also 

said that we cannot overwhelm students, and correct everything in one piece of writing, not 

correcting so many things that the student feels frustrated and does not understand what you 

are asking him to do. There are some specific steps for the follow up, the revision.  The 

corrections cannot so overwhelming that students do not know what they have to do, what 

to correct and have to rewrite again.  

Participant 1: are you talking about self-correction, Self-assessment? Or because if they 

have clear criteria of what they need to focus on it will be better for them to correct.  

Participant 3: but I think that in that grammar should be also include grammar, the use of 

punctuation and stuff like that, not just the essay itself .  
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Participant 1: but this is what participant 3 just said, no like you need to focus on what 

your aim is.  

Teachers‟ answers were more detailed than those from students. One continuous remark 

was that feedback needs to have a specific purpose which does not necessarily relies on the 

teacher, this purpose relates mostly to students needs and the writing process itself.  

Teachers also demonstrated to be concerned about not overwhelming students with the 

amount of feedback, as the teachers see learners as active participants in the correction 

process, contrary to what was perceived from the students‟ side. The teachers also 

mentioned the word correction but not improvement, which can also lead to think that 

teachers perceive feedback as a formula heading to immediate correction, rather than long 

term improvement.  

As the moderator of the discussion, I understood that feedback could be overwhelming if 

the teacher was too strict, the following question was:  how can we be less strict?  

Participant 2: the point is to bear in mind what the level of the students is “ The more 

specific you are in terms of criteria, then you are gonna get better results, we need to keep 

in mind linguistic aspects affect the main objective, mentions grammar awareness again in 

terms of how it affect the communicative aspect of the text. The idea is to provide specific 

activity”. He said that when teachers identify common mistakes, they need to give feedback 

on them. He emphasized that we have to do it. In terms of not being frustrated, he can ask 

basic students to master collocations or gerunds making a difference between errors and 

mistakes. He also states that correction in areas that students do not know are not relevant. 

They may not have the linguistic awareness.  
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For this question, only one teacher replied while the other attentively listened. The 

teachers‟ answer related to the feedback that can really benefit learners in regards to their 

language learning process. Providing feedback on areas the student is yet to master is what 

can generate frustration among students; however, from this reply and the lack of 

participation from the other teachers, the analysis of the questions remains to be 

investigated in further research.  

The next question was: how do you provide feedback to your students? this question was 

also used for students. Teachers‟ answers were:  

Participant 4: she mentioned the use of correction symbols in order to make them aware of 

their problems and self-correct.  

Participant 1: says that she also uses correction symbols, the feedback can be written but 

that she also praises students about different aspects such as organization.  

Participant 2: says he also uses correction symbols and highlights the meaning of each 

symbol.  Previous training on how to use the symbols is essential. Students need training on 

how to analyze the symbols. Comments are essential, specific comments that hard to 

explain with symbols, He likes to write specific comments that are hard to correct with the 

symbols like idiomatic expressions, problems with language.  Linguistic problems that are 

basic for an advanced student should be given oral feedback.   

Teachers talked about the use of correction symbols and writing comments to explain in 

detail what did not work for their writing. Only one teacher talked about oral feedback but 

there was not a description on the attitudes expected by students from the teacher, as it 



 

 119 

happened with students. It is also important to highlight that one of the teachers talked 

about praising students‟ work in aspects such as organization, which is one the aspects 

established in the syllabus for providing feedback to students. The teachers perceived 

correction in terms of correct language use and none mentioned any of the aspects stated in 

the syllabus, such as content coherence, and cohesion.   

It is worrisome from what the teachers expressed in the focus group, how teachers may 

pay more attention to the product, having clear guidelines from the syllabus and being told 

that the emphasis of feedback should be in the process. This may be one of the reasons why 

students hesitate to answer if their writing does in fact improve after the whole process in 

the writing module.  

The next question was How do you think students perceive your feedback?, this 

question was necessary since most students see teachers as the center of the formative 

feedback process, and this was one of the questions that spur the discussion among the 

teachers participating in the focus group. Participants answered:  

Participant 3: intervenes and says that he usually gives students 3 types of feedback; one 

is with the symbols which they use to self-correct. He gives some written feedback on the 

structure of their essay, organization of the paragraph and he gives them oral feedback to 

make them reflect on what things are more problematic in their writing and they have to do 

to improve.  



 

 120 

 He thinks that students appreciate that kind of feedback all together because 

students can see grammar that is wrong, the structure that need to work on, and the fact that 

you talk to them make them feel more receptive and more compromised.  

Participant 4: it shows that you really care about their problems. Students appreciate it 

because they can see that you really care about the progress.  

Participant 2: they are receptive to it, it also depends on how used they are to feedback.   

 Teachers‟ perception on how students regarded their feedback was positive,; 

however, the teachers never addressed how they were perceived,  but emphasized on how 

they perceived students, and they mentioned how students may felt according to the type of 

feedback provided.  

  Form the data gotten, there was an immediate need for more clarification, going 

back to what students mentioned of feedback possibly being destructive, when there were 

many mistakes pointed out. The following question was: What are students‟ reactions when 

they have a lot of mistakes?  

Participants 1, 2 and 4: frustration towards their own learning process 

Participant 3: “if they are smart towards their learning process and if they are not towards 

you.” 

Participant 1: “they take it personal”  

Participant 2: “they take it personal when they are not very good learners and they are 

conscious of their own process, it can be a little immature to judge the teacher on your 
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mistakes. You get negative reactions is not because of feedback it is because of their 

frustration, they may react because in a negative way,  they are not in charge of their 

learning process.2  

Participant 1: their reactions depend on their eagerness to learn or not.  If they are really 

into their learning process, they will react positively they will say oh my God I need to 

change this. Otherwise, they will be like what is this guy thinking.  

The answers gotten demonstrate that teachers are aware that pointing out students 

mistakes can result in students having negative comments towards them, they mention bad 

reactions and the feeling of frustration. These negative feelings towards the teachers spark 

from the lack of ownership of the learning and feedback process, and the lack of 

empowerment of their role to fulfill.   

The following question dealt with conflict resolution, and their role as conflict mediators 

as this was one of the expectations described by the students. Teachers‟ answers were the 

following: 

Participant 2: those situations I have never gotten them out of control because I try to be 

assertive and punctual and I make them realize their mistakes and I do not show up my 

knowledge.  

Participant 3 and 4: say that they have never had those cases.  

Participant 2: make them realize that you care and if they know they are mistakes  
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Participant 3: you need to create an atmosphere where the students feel comfortable 

before you start giving feedback, where they can trust and feel that you are trying to help 

them.  

It was surprising that while one of the teachers avoided the questions, the others 

responded according to students‟  perceived expectations, assuming a learner perspective 

and creating a healthy atmosphere in which formative feedback culture between teachers 

and students could be established.  

As the moderator, I was curious to know how the teachers taught they could create a 

healthy atmosphere. To what they answered:    

Participant 3:  that comes with the personality of the teacher. You gotta be nice and 

relaxed  

Participant 2:  and assertive and get to respect you, you‟re a professional. It‟s like going to 

the doctor; if he tells you something you do it.  That atmosphere is created by the teachers‟ 

behaviors.  

Participant 3: and also the criteria needs to be set, you need to tell the students why you‟re 

giving the feedback before you start the whole process, and what would be the benefit for 

them. If they know from the beginning the objective of feedback and they can improve in 

this way it may be a little easier for them to improve.  

 From contrasting teachers‟ and students‟ answer, it was noticeable that the role of 

the teachers outweighs that of the learners‟, the teachers take then all the responsibility in 
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creating such atmosphere without assigning responsibilities to students. This issue stands 

out as it truly impacts the formative feedback process.  

 The next question: what are some aspects associated to feedback in writing with 

regards to opportunities and aspects to improve?  Intended to unveil what they thought they 

could improve in the feedback cycle, their answers demonstrated that they cared mostly 

about how students perceive writing and not about themselves This was similar to what was 

analyzed from students‟ answers to this question, for participants the responsibility of 

providing or getting formative feedback lies with the other person, not themselves.  

The last question had to be redirected since teachers did not expand their answers. This 

time their answers were:  

Participant 2: “ maybe teacher has to work on their criteria to be very clear on what you‟re 

expecting students to do, training them, the before giving them a task. I think that a lot of 

work and time consuming, we take for writing granted, sometimes we don‟t know 

everything. Showing them models and …” 

Participant 1: done by steps, not everything at once. Step by step training them on the 

process of feedback 

Participant 4: modeling is really essential for them to get an idea for writing better; students 

think that writing in English is the same as writing in Spanish.  

Participant 3: we should start earlier this process not in this block, giving them tools. 

From the teachers‟ perspective, students need training and modeling in the 

formative feedback process and the writing process, starting as early as possible. Again, the 
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role of the teacher is clear, he/she is the one who has to lead the process, but students‟ role 

remained not exactly defined.  

 As it could be inferred students‟ focus group took place first than the teachers‟.  The 

data collected in the teachers‟ focus group was contrasted to the data obtain with teachers. 

In regards to data comparison in focus groups as the process for this research project, Flick 

(2009, p. 204) states:  

“This means that you take the single group as a unit and compare it to the other 

groups you did. Comparison then focuses on the topics mentioned, the variety of 

attitudes towards these topics among the members in the group, the stages the 

discussion ran through and the results of the discussion in each group.”  

Comparisons allow to identify where participants perceptions overlapped and/or 

match. From both teachers and students‟ focus groups, it can be concluded that 

expectations shape their perspectives. Their expectations on how feedback should be 

delivered to students differ slightly on how students perceive it.  

One remark students frequently made was regarding their feelings, and how the 

teacher influenced those feelings from the teachers‟ side, they do not see the feedback 

process as emotional, they perceived it more towards the product not the process itself.   

 Another important finding was how the role of the teacher is clearly understood by 

both parties, but the role of the student remains in the mist of undefined guidelines. In these 

focus groups, none of the participants ever mentioned the assessment instruments provided 

from the syllabus, or the final sessions of formative feedback at the end of each course, not 
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the evidence about students‟ performance as a source for information, which could pave the 

road to improvement.  
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5 Chapter 5: Conclusions, Pedagogical Implications, Limitations and Further 

Research 

 

5.1 Introduction  

This chapter exposes the conclusions, pedagogical implications and further research 

aspects derived from the analysis of teachers‟ and students‟ perceptions of formative 

feedback in EFL writing. In addition, the limitations of this research are considered. This 

chapter concludes with suggestions for further research. These conclusions aim to provide 

insights into the process of formative feedback in EFL writing in order to bridge the gap 

between teachers‟ and students‟ expectations.  

5.2 Conclusions  

     This thesis had the aim of exploring students‟ and teachers‟ perceptions on EFL writing. 

What I found was that both participants have different expectations about the role they play 

on the feedback process, and a tendency to assign more responsibility to the teacher rather 

than on the students. One of the themes to emerge from my analysis of these perceptions 

was the role of formative feedback itself, and how participants had different perceptions on 

how it should be. For example, teachers‟ perceived formative feedback as process detached 

of emotions, contrary to students who described feedback as a process with a substantial 

emotional investment from their side.  As Värlander (2008, p. 146) states “one specific 

learning situation that is often characterized by strong emotions on the part of students is 

feedback situations. Students‟ emotions greatly influence the way in which they are able to 
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receive and process feedback”. Nevertheless, teachers‟ emotions, lack of emotions, 

perceived emotional detachment, and lack of acknowledgment of students‟ emotions are 

also an important findings.   

The findings suggest that formative feedback is a strong motivational factor for 

students‟ desire to improve. Following Shute‟s (2008, p.175) guidelines:  

“Formative feedback might be likened to “a good murder” in that effective and 

useful feedback depends on three things: (a) motive (the student needs it), (b) 

opportunity (the student receives it in time to use it), and (c) means (the student is 

able and willing to use it). 

 This motivational factor may be crucial in the appraisal of teachers‟ role in 

formative feedback and it should be known by the teachers before starting teaching the 

module on writing.  Emotions can be dealt through preparation activities to lower the 

affective filter and students can get the most of the feedback process. Värlander (2008) 

suggest „feedback preparation activities‟ in order to prepare the students for giving and 

receiving feedback, in which the tutor (teachers) may also become more aware of the 

students‟ anxieties relating to feedback situations. These preparation activities can vary 

from what the dialogue observed to checklist or even think aloud protocols. The teacher can 

also empower students to come up with activities for the feedback session, by doing so 

students‟ become active participants of the feedback process and may lower their anxiety.  
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The participants showed a lack of understanding of formative feedback principles, 

which can create misguided perceptions about their roles in the feedback process. Seeking 

to ensure sound formative feedback practices reflects teachers‟ commitment with students‟ 

learning as students expressed in the focus groups and surveys. Teachers‟ knowledge about 

formative feedback may enhance learning and boost students‟ motivation to improve their 

writing. As Hyland (1998) states that feedback is part of a whole teaching and learning 

context rather than simply an isolated element in the writing-revising cycle.  

Feedback cannot be a momentary isolated interaction. , it should be a memorable 

learning situation for the student, as it sets out an action plan for the learning process itself, 

and it is part of a formative assessment framework. According to McMillan (2007):   

“Formative assessment is truly a loop, and it is not truly „formative assessment‟ (in 

other words, nothing is „formed‟ with it) if the feedback is not used to further 

pupils‟ learning‟”.  

  If there is not formative assessment there will not be formative feedback, feedback 

itself cannot merely be about what went wrong or what needs to be improved, feedback 

should be about tools for managing learning and strengthening the bond between students 

and teachers. Formative assessment is so important that without it, there is not any 

management of students‟ learning. Irons (2007) suggests that formative assessment is any 

task or activity which creates feedback (or feed forward) for students about their learning. 

Formative assessment does not carry a grade, which is subsequently used in a summative 

judgment.  
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As it was concluded from students remarks on feedback, students are associating 

feedback to judgment even if they know, the tasks have no grades. This misunderstanding 

requires immediate corrective action from the teachers‟ side, in order to shift this 

perspective and strengthen a positive outlook on feedback.  Misguided perceptions about 

teachers and students‟ roles and feedback expectation leads to perceive the whole writing 

learning process in EFL at the institution as something that does not have much value, the 

real essence of formative assessment is lost between confused pedagogical practices.  

Iron‟s also says that formative feedback is any information, process or activity, 

which affords or accelerates students‟ learning, based on comments related to either 

formative assessment or summative assessment activities. For a teacher to provide 

formative feedback, is mandatory to rely on formative assessment instruments; however, 

the aim is not to overwhelm students as teachers mentioned in the focus group discussion, 

the main aim is to guide to what will happen after feedback, as Iron‟s says to accelerate 

students learning, to do this students need to feel that their feedback expectations are met 

and they also need to be taught what is their role, from that knowledge, students need to 

construct their identity as learners rather than passive receivers of a class, and redefine their 

role in order to use the feedback they receive.  

Formative feedback for the module on writing should focus on the process as it is 

stated in the syllabus; however, in writing as a foreign language, these techniques are 

conditioned by writing as a product or by writing as a process. Gabrielatos (2002) states 

that writing as a product appeals to students‟ mimicking a text, while Nunan (1999) 

describes writing as a process in which students follow the steps of a writing composition. 
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Teachers‟ feedback on the artifacts demonstrated feedback oriented towards the product 

rather than the process. This misconception can also be a factor which influences their 

perceived roles as corrector of a text.  

According to the syllabus for the module of writing, through self-assessment 

students are able to monitor their own progress and identify weak areas to work on. They 

can self-correct basic performance errors independently. They can also give and accept 

feedback, especially on their written assignments. When giving feedback on the written 

work, they use standard correction symbols; however, the achievement of these self-

assessment and/or feedback procedures was never mentioned by any of the participants. 

Teachers still need more training on how to guide students towards the use of formative 

assessment.  

Other research into students‟ perceptions and experiences of feedback comments 

reveals a similar picture with regard to the type of feedback received. Hounsell  (2007, p. 

104) states that while confirming the need for transparency there is also a concern on the 

part of students that feedback should not only highlight strengths and weaknesses, but point 

to how they might go about improving their work.  Action plans are important and they 

represent an important part of formative feedback. Wingate (2010, p. 520) states that 

“action plans provide this engagement and also pave the path towards role empowerment.” 

This positive effect on learning is possible only if students engage with the feedback 

information.  
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 Formative feedback should first be grasped primarily by teachers, who will then 

guide students. Taking into account Fluckiger, Vigil, Pasco, & Danielson (2010, p.137) 

guidelines “effective formative feedback must be specific, simple, descriptive, and focused 

on the task.”  Students need to understand what the expected outcome of the class is, and of 

the whole learning process as well. Clarity on these aspects might give students more 

confidence on how they could approach writing tasks more confidently and use feedback to 

enhance their writing process.   

 

5.3 Pedagogical Implications   

For this section the pedagogical recommendations are listed in regards to what was 

identified from the teachers‟ and students‟ perceptions:  

 Portfolios must be implemented during the final course of the writing module. 

Richards, & Renandya (2002, p.347) state that both teachers and students should 

assess how much students‟ writing has progressed. The progress acknowledgement 

which portfolios may bring twist students‟ perceptions in what concerns to their 

improvement of their writing.  

 Teachers need to provide models of the type of writing tasks they are assigning, 

establish from the beginning clear criteria on the assessment of the task, the process 

and the outcome involved.  Davison (2008) states that “many studies show that 

assessment criteria are interpreted differently by teacher-assessors according to their 

personal background, previous experience, unconscious expectations, internalized 

and personalized preferences regarding the relative importance of different criteria 
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and ideological orientation. The criteria provided in the syllabus should be 

discussed by the teachers with students in order to establish some common ground.  

 Teachers should speak frankly to their students about their progress and the way 

they perform at the tasks, by stressing the value of their own participation in the 

feedback process.  

 Teachers have to prepare students for the feedback session, by having preparatory 

activities, leading the process, having comments on students‟ writing ready, asking 

them to prepare questions about their work.   

 Students need to be willing to suggest paths for continued improvement, which 

could range from attitude to learning strategies and even language development.  

 Teachers and students need to establish a culture of feedback, represented during 

the whole process rather than at the end of each course.   

 Students need to contribute to their partners‟ success by using peer-feedback and 

not only teachers‟ feedback.   According to Brown (2004), self- and peer-

assessment appeal to two principles of second language acquisition. The first one 

appeals to autonomy, whereas the latter one appeals to cooperative learning.  

 Group discussions about students‟ progress are recommended as a way to show 

successful learning experiences, and paths of improvement which could also 

promote reflection among students.  

 Students should provide feedback to the teacher in regards to the fulfillment of 

formative feedback expectations and needs.  
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 After feedback, students are encouraged to revise their work in a more organized 

and systematic way, assuming responsibility of the product.   

 When assessing students‟ work, the teachers should mark the areas for 

improvement, which cannot be merely related to grammar.  

 Comments on students‟ work should be organized and follow a formative nature. 

They should be descriptive, assertive, respectful, writing in a language easy to 

understand for students.   

 Learning strategies should be part of the feedback received as they are part of the 

learning process itself.  

 The class as a community should socialize learners‟ and teachers‟ roles in regards to 

the writing process, assessment and feedback procedures, and the outcome at the 

end of the writing module.  

5.4 Limitations  

Research cannot escape from having limitations, which can come from the 

researcher, the study itself and/or society. This study was developed in one of the four 

branches of the institution, and the researcher did not have the possibility to gather 

information in other branches by herself due to her work and university schedule, which 

limited the sample.  

 By having a bigger sample it could have been identified if students and teachers 

were passing through the same process across the institution. This was a pre-existing 

limitation from the beginning of the study.   
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The second limitation can be the transition between one advisor to another and the 

fact that the construction of this research study was done under almost no supervision, for 

any researcher new to the field it is important to count on an experienced researcher to 

serve as mentor.  

Thirdly, another limitation was number of people who responded to the web-

surveys especially from the teachers‟ side. Teacher had to be emailed the surveyed at least 

four times in order to get a response from most of them, and this delayed the data collection 

stage As a future strategy, I suggest researchers to convey a message of why research is 

important and why teachers‟ answers matter so much in the understating of what happens in 

the classrooms.   

  

5.5 Further Research  

Future research into perceptions of formative feedback should include 

administrators‟ perspectives, as they are the ones in charge of creating the assessment 

frameworks for the institutions and monitoring teachers‟ compliance with the principles, 

and students‟ learning achievement.  

It might usefully focus in particular on the early stages of the feedback process in 

the module of writing and in other modules, as it remains unknown how teachers and 

students approach the process.  

Without further research into formative assessment as a whole in the institution, it 

will not be possible to understand the whole magnitude of the formative feedback situation 
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as such. It is important to investigate whether mismatch perceptions are only affecting the 

writing module or the program as a whole.   

One avenue for further study would be research into teachers and students 

perceptions about assessment tools, and teachers written feedback analyses and its impact 

on students writing development.   

To conclude, another topic for research could be the feedback culture in EFL 

learning in Latin America, as we know that culture shapes the identity of individuals and 

whole communities, and it may play an important role in the expectations from students‟ 

and teachers‟.  

 

5.6 Final Conclusions  

I believe in the power of formative feedback as the main source of educational 

reform as a whole, as for the development of EFL writing, it should aim towards the 

development of solid literacy skills in and outside the classroom. 

The findings show that, despite the educational institution‟s long tradition of 

working with formative assessment approaches, there were significant inconsistencies 

between the students and their teachers‟ perceptions of feedback, regarding how they 

perceive and act on formative assessment of writing. One of the main implications is that 

there is a need for more time and space to discuss, try out and follow up formative 

assessment in writing classes.  
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We should encourage teachers to speak frankly with their students about their goals 

and expectations, stressing the value of progress toward goals and what can be 

accomplished with language at different degrees of competency.  

 

This research project provided meaningful data about the current formative 

feedback practices at the institution where the studied was carried out. The data showed 

that both students and teachers long to have a more consolidated formative assessment 

framework for writing. The conclusions and pedagogical recommendations from this initial 

endeavor can be used to improve current EFL teaching practices and enhance students‟ 

language learning experiences. In the local ELT context, educators and students should not 

be constrained or predisposed in how they approach teaching and learning, as it was 

displayed from their answers, it is necessary to change attitudes, roles and the idealization 

of power in assessment and in learning. Finally, language educators are lifelong learners, 

more than teaching a language to a group of students, we construct identities and empower 

communities, and formative assessment is one of the tools we can pass on to our students , 

in order for them to confidently march towards their own success journey.  

 

.  
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