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ABSTRACT

This study explored EFL instructors’ and students’ perceptions and practices of
feedback provision during continuous assessment implementations in EFL writing
classes. It examined whether EFL instructors and students use feedback as a
mediational tool between what had been intended and what have been achieved in
EFL writing classes.

This study was exploratory descriptive case study. Convergent parallel mixed
method design was adopted for data collection, analysis and interpretations.
Target Populations of this study were EFL instructors and 1% year undergraduate
EFL students of Wollega University who took Basic Writing Skills course. Sample
participants of the study were 18 EFL instructors and 230 EFL students. Data
were collected through quantitative and qualitative tools. The instruments were:
questionnaire, Focus group discussions (FGD) and document analysis (DA) of
marked EFL students’ continuous assessment papers. Data were analyzed using
both quantitative and qualitative methods. Questionnaire data were analyzed
quantitatively using descriptive statistics such as: frequency and percentage.
SPSS V20 was used to process the data. FGD data were analyzed thematically,
while the marked continuous assessment (CA) papers were analyzed both
quantitatively and qualitatively.

Findings of the study revealed that both EFL instructors and learners positively
perceive that feedback can bridge the gap between the intended goal and the
current level of students’ performance. Students’ questionnaire data also depicted
that majority of the respondents 74 (32.2%) had interests to use feedback to
enhance their writing performance even though EFL instructors reported that
lack of students’ willingness to get feedback was one of the hindrances of the
effectiveness of feedback. In spite of students’ positive perceptions, 92(40.0%) of
the respondents claimed that EFL instructors’ feedback for the continuous
assessments of Basic Writing Skills were not given in an appropriate time.
Similarly, among 783 marked Basic Writing Skills’ Continuous Assessments
papers collected form six EFL instructors, 579 (73.9%) were found only with the
score/results the students scored while 204 (26.1%) of the papers were found with
very slight written feedback. Implicit feedback provision strategy was prevalently
used. On the majority, or 91(44.6%) of the slightly commented writing CA papers,
the feedback were written implicitly and those comments were found to be
constructive in nature.

It was also reported that large class size, students’ lack of willingness to solve
their writing problems, students’ preference of marks to qualitative/ descriptive
feedback, and students’ poor language background to read and understand
written comments, number and variety of CAs were major problems. One of the
reasons for the negligence of feedback on students’ writing CAs in EFL classes
was also found to be the assessment types. i.e., objective types of assessments
which did not require detail feedback in nature were dominantly used. Based on
the findings, it was concluded that offering feedback along with all these
challenges was found to be very tiresome since writing feedback on students’



writing CAs consume most of the teachers’ time, commitments and willingness to
respond to the feedback from both EFL teachers and students. CA without
feedback less likely serves its purpose. It was recommended that to enhance EFL
students’ writing performance and to bridge the gaps observed during CA in EFL
writing classes, feedback on assessments of EFL writing should be integrated in
the instructional process. To effectively execute CAs’ feedback, the university
should facilitate working environment and encourage both teachers and students
by designing various mechanisms. Then, the university could certainly produce
competent citizens who are equipped with the required knowledge, skill and
attitude.

Key Words: Perceptions, Practices, Continuous Assessments, Feedback, Basic
Writing Skills
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CHAPTER ONE

INTRODUCTION

1.1  Background of the Study

To enhance quality of education in general and EFL teaching and learning in
particular, various pedagogical innovations and strategies are emerging. Learner-
centered methods of teaching and learning, students’ assessments and students’
autonomy are some of the major innovations in education system at this time.
EFL teaching and learning also experienced various methods of language teaching
and learning from the Grammar Translation Method to Communicative Language
Teaching (Richards & Rodgers, 1986). Although there is no best method, the
search to find methods, approaches and strategies which suit dynamic need of

EFL teaching and learning seems in progress.

For instance, in the 21% century, in the educational reform progress at all levels
throughout the world, students’ assessment methods have got due attention. The
transition of summative assessment (assessment of learning) to formative
assessment (assessment for learning) is a recent paradigm shift in the education
system in general and in EFL teaching and learning (Lee, 2007) in particular. In
the conventional methods of assessment (assessment of learning), concerns for
students’ improvements during the teaching and learning process are insignificant
matters. On the other hand, assessment for learning paradigm, paved ways to
incorporate information about learning progress which is even collected when the
teaching learning is taking place. In the active method of teaching and learning,
identifying weaknesses, strengths of the teaching learning process and needs of
learners are essential. The weaknesses, strengths and immediate need of learners
are easily identified via continuous assessments carried out during the
instructional process. This assessment process allows both teachers and learners

to undertake proper adjustments to suit immediate needs and solve challenges

1



emerged during the teaching learning process. Assessing learners in a continuous

mode enhances teacher and learners interaction..

Continuous assessment is not giving several assessments in continuous form. It
matters wise use of information (feedback) from those assessments and
integrating its feedback into the instructional process to support the teaching and
learning processes. Feedback of an assessment is a golden opportunity to close the
gap between what is intended and supposed to be achieved (Ramaprasad, 1983;
Hattie & Timperley, 2007). It is an intervention mechanism to enhance students’
performances in the teaching learning process. However, in practice, the role of
assessment as information tool to support learning and teaching seems
underestimated. The current assessment practice seems to be more concerned
with identifying who failed or passed certain assessment task. i.e., assessing
students’ performance for the sake of grading is perceived as a core and an end.
Birenbaum et al. cited in Norton (2003:134) state ‘many current assessment
systems do not allow learners to improve their own learning because the
assessments are understood as ‘an end point instead of a beginning or a step
forward.’ If it is desired to facilitate learning via assessment, students need to get
information about their current performance, and they should effectively process
that information to reduce the gap between the desired level of achievement and
their present status (Lipnevich & Smith, 2008).

Feedback is the main gap filler tool in language teaching and learning process. It
is a crucial component of formative assessment (Brookhart, 2008) to enhance
learning outcomes in education process (Black & William, 1998; Gibbs &
Simpson, 2004-5 cited in Bloxham & Boyd, 2007). It is also a powerful
mechanism to motivate, direct and reinforce students for real and lifelong learning
(Hattie & Timperley, 2007).

As stated above, to reduce the discrepancy between the planned level of

achievement and students’ present status, communicating feedback of an



assessment immediate in time is a very crucial aspect; otherwise, it cannot help
students to bring the desired change, especially on areas of their weaknesses. It
has less effect on students’ learning unless communicated immediately and
recognized easily by the learners (Gibbs & Simpson, as cited in Bloxham &
Boyd, 2007).

Assessments which are conducted during the course delivery are sources of such
immediate information. Continuous assessment (CA), a type of formative
assessment, is useful to give continuous feedback since it takes place during the
course in continuous forms. It is then, a great opportunity for both teachers and
students to take responsibility on their teaching and learning progress,
respectively. As several writers argue, this kind of assessment enables teachers to
obtain exact information about progress of their students and the need to adjust
their teaching, too (Westwood, 2008). The information from those assessments is
one of the intervention strategies to reinforce teachers and students to take timely

action on their progress.

Unlike summative assessment, formative/continuous assessment is used not only
to grade students at the end of a course; rather, it is used to diagnose the strengths
and weaknesses of students during the instruction (USAID, 2003). As a result,
teachers can adapt ways and/ or contents of teaching to scale up quality of their
teaching and to suit students’ immediate need. Each of the students also identifies
what he/she has learned or not, what he/she can/cannot do and what he/she knows
or not (USAID, 2003). The assessments should also be informative to facilitate
teaching and learning. Black, et al. (2003:2) state ‘An assessment activity can
help learning if it provides information to be used as feedback by teachers and by
their students in assessing themselves and each other, to modify the teaching and

learning activities’.

In the pre1994, summative assessment type was mostly dominant in the Ethiopian
education system. The formative /continuous/ assessment is introduced through
the education and training policy (MoE, 1994). The policy stated that continuous

assessment (CA) in academic and practical subjects will be conducted to
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‘ascertain the formation of all-rounded profile of students at all levels. This made

students’ progresses to be assessed on an ongoing basis’.

The introduction and implementation of CA to all education levels was gradual
and step by step. First, it was introduced to be implemented in primary schools of
Ethiopia (MoE, 1994). Later, based on the experiences gained from its
implementation at the level, it was suggested to be implemented in secondary and
preparatory schools. Finally, referring to the main policy document of 1994, and
also developing Harmonized Academic Policy Document of Ethiopian Public
Higher Education Institutions (HAPD of EPHEI), 2012 which all universities

abide by, CA was introduced to all universities.

The harmonized policy document states °...continuous assessment in the form of
tests, reports, assignments, presentations, etc. should be made for every
module/course which shall count for 50% of the total module/course mark. The
remaining 50% shall be allotted for a final exam at the end of module/course’
(Article, 56: 88). As a matter of general principle, the document has also made
clear that the assessments may be written, practical, oral, etc. depending on the

nature of the course.

Of course, some HLIs, including teachers training college (TTC) began earlier to
the development of harmonized policy document. Even, some HLIs like WU,
where the researcher is working, began using CA even since its inception (i.e.
2007). It has been a very common activity of the instructional process in the
university. Students of the university who are enrolled in different programs are
assessed out of seventy percent via CA types and only thirty percent is set for

final exam which commonly applied on ends of a semester or a module.

The implementation of CA in the entire education is affected by conventional
assessment (summative assessment) trends (Aytaged, 2013).That is why high
emphasis is given to the use of frequencies of certain assessment forms like tests
and/ or quizzes in the entire education. Other assessment strategies have not been

fully utilized (Brehanu, 2013). In practice, CA is understood and practiced as



continuous testing (Havnes & McDowell, 2008; Abiy, 2013). Nevertheless, test
is one type and a subset from so many techniques of assessment (Brown, 2003).
Let alone using one assessment form only, giving varieties of assessment by itself
is not an end. CA achieves its goals if and only if it is followed by giving, acting
and receiving feedback on the assessments for necessary modifications in the
teaching and learning process. Therefore, in implementing CA, teachers’ role
should not be limited only to assess students on an ongoing base. They should
facilitate effective ways of interaction on students’ performances on given
assessments. Teacher’s feedback is a source against which students can check
their own goals, criteria, and standards and help them become more aware of their
strengths and weaknesses. Then, the students can take steps to address their
weaknesses in the learning process (Pintrich cited in Bryan & Clegg, 2006).

In fact, using feedback on students’ assessment has its own pedagogical
perspectives. Knowledge is constructed through social interaction as social
constructivist’s theory suggest. Feedback also facilitates interaction among
teachers, students, parents and other stakeholders to enhance the teaching learning
quality. Teachers and students daily interaction process in giving and receiving
feedback is a practical manifestation of the practicality of this theory of learning.
The theoretical framework of the present study is also driven from this learning
theory. Teacher and learner interaction via feedback one of the means to bridge
gaps between what has been intended on the onset of the teaching learning
process and what has been achieved by the learner in the present. Then students
can plan what they should do to improve their progress in future. It is argued that

feedback is strongly tuned with improving students’ language learning.

Normally, language cannot be practiced and mastered by a scientifically proved
formula as in the natural sciences. For example, in natural sciences, to get a
scientific output of a given problem, students might get introduced to different
formulas which are related to a specific subject. Then after, students apply a

defined principle or formula to work out and present the expected result.



However, in the case of language learning, the target language is learnt through
trial and error. The best strategy is practice and practice to master the target
language i.e., through having an exposure to the target language environment,
interacting with each other, with target language users and with teachers. After
such practices, feedback helps since it is one of the vital language tools that help

students to revisit errors they committed in spoken or written language forms.

English language is an important foreign language to run various national and
international businesses in Ethiopia. It is serving as an official and diplomatic
language in governmental and nongovernmental organizations. According to the
Education and Training Policy of Ethiopia, it is taught as a subject at different
education levels from lower grades to preparatory schools. It is also a medium of
instruction and evaluation starting from secondary (grade 9) schools to tertiary
levels (MoE, 1994). In spite of its prominent position in education policy and
implementation in the country, students’ English language performance at

different education level is deteriorating (Animaw, 2011; Mebratu, 2015).

In Ethiopian HLIs, ‘Basic Writing Skills’ course is one of basic courses to
develop students’ writing performances. The course focuses on acquainting
students with basic skills which help them develop their EFL writing skills and
succeed in their other academic courses. It also serves as a supportive course to
enable learners to easily succeed in their academic courses since English language
is a medium of instruction and evaluation in HLIs context. Moreover, it helps
them a lot in their future career for different communicative purposes. According
to the Harmonized Academic Curriculum, the course ‘Basic Writing Skills’,
comprised of three major aspects of EFL writing in the course content of the

syllabus; namely, Sentences, Paragraphs and Essay level writing aspects.

In EFL writing instructional processes, students engage in several practical
activities to construct error free discrete sentences. This directs learners to
compose these pieces into a whole to convey their ideas in a broader sense. Thus,
having applied what have been practiced in sentence writing, students develop

their writing skills to paragraph and essays level writings. The expectation is to
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enable students minimally satisfy the basic requirements of writing meaningful,
accepted and /or error free sentences/paragraphs/essays when they have been

engaged in several writing performances.

In the selected university, EFL writing assessments is, as all other courses,
executed in a continuous form. As mainly suggested by writing skills scholars,
effective writing instructions are tuned with feedback. Feedback is an intervention
strategy and a common way of responding to students’ writing (Hyland &
Hyland, 2006; Tom, et al., 2013). It plays indispensable role to enhance EFL
students’ writing skills by reducing the gap between current EFL students’ writing

status and the desired writing performance.

Despite the theoretical points of view, what is perceived and practiced in different
teaching and learning contexts might vary and far from the facts. Boud and
Molley (2013) criticize the inadequacies of feedback provision to students than
for almost any other aspects of the courses. As usual, teachers might consider
designing, administering, marking and recording assessments as routine activities.
Students are also more aware and eager to know the numeric value of their
assessments (OCED, 2005; Chen, 2009). However, perceptions and practices of
EFL instructors and students concerning feedback provision during writing skills

continuous assessments implementations is not yet supported by empirical data.

Thus, it requires in-depth inquiry to ascertain perceptions EFL students and
teachers hold on feedback on continuous assessments and explore the existing
practices of feedback on CA in EFL writing classes. Therefore, considering the
issue worth studying, the researcher interested to explore instructors’ and
students’ perceptions and practices of feedback provision in EFL writing skills’

continuous assessment implementation contexts.

1.2  Statement of the Problem
Theoretically, any forms of continuous assessment should be followed by

feedback. i.e., if there are students’ ongoing assessments, feedback is an



inevitable task. Fiseha (2010:102) reflects that ‘assessment without feedback and
comments is less likely to enhance students’ learning’. The more students are
given feedback, the more they improve their learning progress, and the more they
are successful. Feedback plays immense role to improve students’ written as well

as spoken performances.

These days, students’ poor English language performance in general and writing
performance in particular has come to be a common complaint even though
English language is taught as a subject starting from grade one and also a medium
of instruction from secondary to tertiary levels of Education system in the
country. The target is to enable students to have general mastery of the four major
and sub-skills of the English language in general. However, it is asserted that
students at different education level face difficulties in effectively using English

for communication purposes (Alamirew, 2005; Animaw, 2011).

As scholars suggest, several factors contribute to the poor performance of learners
in the use of English language both in spoken and written forms. Fear of
committing error in writing and speaking productions prohibit learners to practice
the language and improve their performances. Despite the fact that in any forms
of language use committing error is natural (Lee, 2005), students set themselves
off from the game (practices) of using the language in speaking and writing
forms. This ignorance perhaps resulted from the way it is handled or treated when
students commit errors. The treatment directly or indirectly refers to the feedback
students get on their piece of written or spoken productions in EFL writing
instruction and assessments. In enhancing EFL students’ writing performances
and treating errors in EFL writing instructional and assessment process, feedback
plays indispensable role. It determines successfulness and unsuccessfulness of
EFL learners in their writing performances.

Students’ progresses in EFL Basic Writing Skill classes are continuously assessed
formally and informally via various techniques. The written assessment and

writing activities are thought to be marked by instructors or peers. Practically, as



part of the process of the teaching learning in HLIs, the present researcher
observed when teachers seem busy in designing and administering various forms
of CAs for the course, but the researcher was in a doubt that what could have been
followed as the principles of CAs. The question was the place of feedback in
implementing CAs in EFL writing classes. It was difficult to observe the way EFL
instructors and students perceived and practiced feedback during the

implementations of those CAs.

The researcher is, then, interested in this area due to two reasons; first, there is a
claim that there is a research gap concerning teachers’ and students’ perceptions
and practices of feedback on continuous assessments in EFL Writing classes as
(Lee, 2009; Evans, 2013) stated. Second, according to Lee (2009), even, ‘much of
L2 teacher feedback research has focused on the effectiveness of feedback and its
impact on student revision and writing. There is research inadequacy in
examining teachers’ feedback in the larger classroom context of teaching and
learning to ascertain the functions teacher feedback serves in a context of
assessment for learning (CAs). That is why the present researcher found the issue
relevant and intended to conduct this study. Some international and local
researches which were conducted so far focused on the two aspects in separation:
continuous assessment and feedback in exclusive manners. i.e., some of the
researches dealt with the implementation of CA with little or no focus on
feedback and the vice versa.

In this regard, scholars such as Onuka, (nd.); Brehanu (2008); Dagne (2009);
Habtamu (2009) and Abiy (2013) assessed the implementation of CA at various
education levels. Findings of those studies reveal that there had been problems in
implementing CA at various educational settings. Accordingly, problems such as
lack of preparedness, poor test administration procedures, poor handling of scores
and feedback to students, poor coverage of instructional contents by test contents,
large classes, inadequate time for tests and lack of knowledge and skills,
inadequacy of the use other assessment techniques were revealed in the studies.

Studies of these researchers, therefore, focus only on the extent of implementation



of CA at different education levels. Most of the studies were survey type and lack
depth. Role of feedback on CA to enhance students’ writing performance is not
considered in any of the above studies, so the current study is different in its focus
area and design. Accordingly, the current researcher explored teachers’ and

students’ perceptions and practices of feedback on EFL writing assessments.

With respect to studies related to feedback, some local researchers conducted both
survey and experimental type on some aspects of feedback; however, to the
knowledge of the researcher, none of these researches considered practices and
perceptions of feedback in EFL writing classes in general and EFL writing CAs in
particular. For instance, Italo (1999) examined the effect of teacher and peer
feedback in writing. He compared the effectiveness of different feedback methods
on students' writing revisions. The result of his study reveals teacher and peer

feedback are equally effective in improving students' writing.

Nuru (2000) also conducted research on the role of feedback in EFL classroom
and explored its role in the communication of teacher expectation. His intent was
to explore the relationship between feedback and teachers’ expectation and its
effect on students’ future progress. Thus he found out that teachers’ classroom
behavior implied great quantitative differences in the feedback received by high

and low expectation students on their successful and unsuccessful performances.

Animaw (2011) explored teachers’ behavior on oral error treatment. He aimed at
exploring the manner in which high school teachers treat their students’ oral
errors in English classroom. Accordingly, result of the study reveals that the

participants lack theoretical knowledge of error treatment.

The previous researches mainly focus on the effect of feedback in different
education settings. Feedback was seen exclusively in relation to classroom
instruction; it was not considered vis-a-vis assessments employed in EFL writing

classes. The current study is, thus, different in many ways. First, the previous
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studies about CA and feedback were not part of one another. The current study
intends to examine the status of the integration of feedback of continuous
assessments into EFL writing instruction to improve students’ writing
performance. Second, the role of feedback on CAs in general and EFL writing
classes in particular has not been given consideration in previous studies. Third,
the current study is different in its scope and setting. Most of the studies on CA
were conducted on high school and elementary school levels; only few of them
conducted at the HLIs context. Scopes of the studies were also general to the
implementation of CAs in English language teaching and learning process. They
were not specific to EFL writing assessment classes. The current study focuses on
teachers’ and students’ perceptions and practices of feedback provision on CAs of
EFL writing in higher learning institution context. Fourth, the theoretical
framework of the current study reveals feedback is an intervention mechanism
between instruction and assessments. The integration of feedback of an
assessment into instruction enhances students learning by closing the gap between
what was intended and what is achieved. The current researcher also believes that
any forms of continuous assessment in the instructional process should be
followed by feedback so that both students and teachers are informed about their
current progress and plan to improve their weaknesses in the teaching learning

process.

Continuous assessment without feedback cannot serve the purpose it is intended
for. From the researcher’s personal experiences and observations, there seem to
be simply giving CAs for students. However, no empirical data reveal teachers’
and students’ perceptions and practices of feedback on CA of EFL writing. Evans
(2013) reveal lack of research evidence on the progress of feedback practices in
improving students’ performances citing Orrell (2006). Finally, the current study
is different in its research paradigm, design and depth of enquiry to better
understand and construct the existing reality concerning perceptions and practices
of feedback on EFL writing skills continuous assessments in the selected higher

learning institution. The current researcher is, thus, inspired by aforementioned
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reasons and explored teachers’ and students’ existing perceptions and practices of
feedback on EFL writing CAs.

1.3  Research Questions
In exploring teachers’ and students’ perceptions and practices of feedback on EFL
Writing skills’ continuous assessments, the following questions were designed to

guide this research work.

1. What perceptions do EFL instructors and learners have about feedback
provision of continuous assessments carried out in EFL writing classes?

2. What roles do EFL instructors of Wollega University play on various forms
of EFL writing skills’ continuous assessments?

3. How often do EFL instructors of WU provide feedback to their students on
the continuous assessments they conduct in EFL writing skills classes?

4. Which of the feedback strategies do EFL instructors prevalently use during
feedback provision on the continuous assessments of EFL Writing Skills?

5. What is the nature of the written feedback/comments EFL instructors deliver
on students’ writing skills’ continuous assessments?

6. What challenges do EFL instructors and learners at WU encounter in
providing, receiving and applying CAs’ feedback in writing skills CAs

classes?

1.4  Objectives of the Study

1.4.1 General Objective

This study was concerned with teachers’ and students’ perceptions and practices
of feedback provision during continuous assessments specific to the course Basic
writing Skills offered to the undergraduate students. Therefore, the general
objective of this study was to explore EFL teachers’ and students’ perceptions and
practices of feedback provision during the implementation of continuous

assessments in EFL writing classes at Wollega University.
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1.4.2 Specific Objectives
This study, thus, specifically intends:

1. To explore what perceptions EFL instructors and learners have about
feedback provision of continuous assessments carried out in EFL writing
classes.

2. To investigate what roles EFL instructors of Wollega University play on
various forms of EFL writing skills’ continuous assessments.

3. To explore how often EFL instructors of WU provide feedback to their
students on the continuous assessments they conduct in EFL writing skills
classes.

4. To investigate the prevalent feedback strategies EFL instructors use during
feedback provision on the continuous assessments of EFL Writing Skills

5. To identify nature of the written feedback/comments EFL instructors deliver
on students’ writing skills’ continuous assessments.

6. To explore challenges EFL instructors and learners at WU encounter in
providing, receiving and applying CAs’ feedback in writing skills CAs
classes.

1.5 Significance of the Study
Educational research has multi purposes for different stake holders in education
system. The result of this study would be useful for different concerned bodies.
First, the results of the study will be useful for EFL teachers. It will help EFL
teachers see their real practices in their institutional context the place of feedback
practices on continuous assessments they administer in EFL classes in general and
writing classes in particular. Based on the result, they will devise strategies
through which they work for the improvement of learning through feedback
provision on EFL writing continuous assessments. Second, it informs higher
learning institutions, the real practices of CA in relation to providing timely
feedback to students in the instructional process to enhance students’ EFL writing
skills. It is hoped that the findings of the study would be immense on the practices
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of CA in higher learning of the land, is recently embarked on. Based on the result
of the study, it would make the HLIs design strategies of how would CA
effectively be implemented and how feedback would effectively be given to
students. It would also enable them to prepare working guidelines about how to
effectively implement CA and provide timely feedback. Third, it would help
policy makers and curriculum designers see strength and weaknesses of previous
policies of students’ assessments and places of feedback in it to improve students’
progress during the course time in a continuous form. It might give them some
insight into how this issue has to be given due attention as part of instruction as

equally important as other issues.

Finally, it might contribute some on the existing literature. It will serve as a
stepping stone for further research on the effectiveness of feedback in relation to
the instructional process and implementation of CA in various education systems

in general and EFL classes in particular.

1.6 Scope of the Study
Continuous assessment is one of students’ evaluation systems in universities
according to the Harmonized Academic Policy Document of (HAPD) of
Ethiopian Public Higher Learning Institutions (EPHLIS) (2012). All courses
offered in different programs of the universities were evaluated via this though the
degree varies. However, in this study, it was intended to explore teachers’ and
students’ existing perceptions and practices of feedback provision on EFL writing

continuous assessments in EFL writing classes at WU.

The study was delimited to Wollega University for its accessibility and proximity
to the researcher. Assessments were carried out in CA forms across all academic
programs in the selected university. However, due to the time and resource

limitations, the study was confined to EFL writing classes.

Although there were several issues to be studied in the EFL classes, perceptions

and practices of feedback provision on students’ BWS’ CAs were found to be one
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of the vital existing practices which required due attention in EFL teaching and
learning process for the effectiveness of the implementation of CA and students’
writing performances. Therefore, the study was limited to exploring the existing
perceptions and practices of feedback provision on EFL students” CAs of EFL

writing classes at WU.

1.7  Limitations of the Study
It was not so easy to come up with the result of the present study. Many
challenges were observed during data collection. The researcher faced challenges
from both the EFL students and instructors. Accordingly, the researcher
confronted that some students lack interests and commitments to effectively
respond to all questionnaire items and even to return the questionnaires to the
researcher. Second, instructors were overcrowded by several academic and
community service activities during the data collection, so it was found difficult
to assemble them to conduct the FGD. They were found to be busy to take part in

the discussion when required.

However, the researcher had to design coping strategies to overcome the
limitations. Thus, the researcher used the following mechanisms to minimize the
challenges. First, as far as the problems experienced from the students were
concerned, the researcher asked some instructors who were teaching that
particular class’s major course for their assistance in distributing and collecting
the questionnaires after their class time. The instructors willingly helped the
researcher. Moreover, the researcher also oriented the students regarding the
purposes of the questionnaire and procedures to be followed and made them

return to their instructors.

Second, with regard to some problems the researcher encountered from the EFL
instructors were concerned, the researcher tried to consult each and every
instructor to adjust the FGD time with the time they propose from the options the
researcher set. With regard to handling FGD, as also mentioned earlier, because
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of different institutional activities, it was difficult to get sample EFL instructors at
once. Having discussed with individual participant of the FGD, it was reached

consensus on convenient time and place that works for all of them.

16



CHAPTER TWO

REVIEW OF RELATED LITERATURE

2.1 Introduction
In this chapter, an attempt is made to show theoretical aspects of the major themes

and related notions of the present study. The review mainly focuses on four basic
concerns of the study. These are: feedback, assessment, writing skills feedback
and its relationship with EFL writing skills instructional process and its

assessment procedures.

First, overall issues of feedback such as concepts, theoretical aspects, strategies,
contents and types of feedback are presented. Second, overviews of assessment
which includes its definition, purpose and types are discussed. Third, issues
related to writing skills such as writing ability, macro and micro skills of writing,
designing writing assessment tasks and marking writing assessment issues have
been presented. Finally, issues related to feedback in the context of EFL writing
skills teaching, learning and assessment process are presented. Accordingly,
characteristics of quality feedback on assessments, integrating assessment and
feedback into instruction, role of assessment and feedback to promote learning,
conceptual frameworks of feedback and local studies related to feedback and CA

are discussed.

2.2  Feedback

2.2.1 Concepts of Feedback and Ramaprasad‘s Theory of Feedback
In the pedagogical understanding, feedback is one of the important elements of
teaching learning and assessment processes. In a broader sense, it is an
instructional instrument to maintain quality of education in general and specific

learning outcomes in particular. Feedback is considered as an accelerating drive

17



between instructional process and assessment. In order to realize this,
understanding its theoretical point of view is a very essential thing.

To frame the present study, Ramaprasad‘s theory of feedback was adopted.
Accordingly, “Feedback is information about the gap between the actual level and
the reference level of a system parameter which is used to alter the gap in some
way” (Ramaprasad, 1983). As revealed by Taylor & Silva (2013); Voerman
(2014), Ramaprasad was the first scholar who defined feedback in management,
communications systems and decision making processes in existing system.
Feedback is a piece of valuable information about the gap between the actual

level of performance and a system parameter which can alter existing gap.

In the teaching learning context feedback is viewed as information which is
provided to students’ by different concerned bodies who directly or indirectly take
part in instructional process. For instance, teachers, peer, book, parent, self,
experience are sources of feedback on the actual performance or understanding of
learners in the teaching and learning process (Winne & Butler, 1995; Hattie &
Timperley, 2007). It also refers to the ‘information’ given to student on his/her
current status, where the standard refers to the learning objectives set, and the gap

1s the current level of students’ achievement.

Based on this general framework, that is, feedback closes the gap between actual
performance and the intended goals. During communicating feedback, students
are able to get more chances to interact with each other and their teachers about
their weaknesses in learning the language. Besides, language learning is better
achieved through social interaction as suggested by social constructivists’ theory
of learning. This theory is more practical in the process of giving and receiving

feedback in the teaching learning process.

Several scholars (Sadler, 1989; Black & William, 1998) tried to deduce how the

concept can be applied in formative assessment context. According to Du Plessis
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et al. (2003:11), it is very essential to look about the place, insight, purpose and

strategies of feedback in relation to implementation of assessment as follows.
Feedback refers to the information teachers give to learners about
their performance on an assessment. ....What does it mean to
provide learners feedback after an assessment activity? There are
many different ways to do this. Most good teachers provide
students with feedback. If we see a teacher’s role as someone who
is a facilitator of learning and someone who provides opportunities
to learn, then we will make assessment feedback an opportunity for
children to learn. This means that our feedback will provide
students with constructive comments and suggestions where they
may improve and acknowledgement of the learning and thinking

that has been shown in the assessment exercise.

As indicated above, feedback is an intervention mechanism to fill the gap between
students’ current achievement and the desired level of achievement / the standards
or criteria set on the onset of the teaching learning process. Gaps are mainly
identified when students are assessed via ongoing/formative assessments while
the instruction is in progress. After the identification of students’ present
performance level against the predefined learning expectation, feedback plays an
indispensable role to bridge the gap. Appropriate and valuable comments play
significant roles to encourage, motivate learners to improve their current

performance and to close the observed gaps in the learning process.

Feedback will enable students to realize where they have done well and
indicate what they could improve on, as well as justifying the
grade/mark of summative assessments. ‘Good’/ ‘quality’, comprehensive and
timely feedback 1is a very important factor in driving students’
learning. The main purpose of feedback is to minimize the gap between the actual
performance/ understanding of learners and the predefined learning goals or

objectives. Therefore, to enhance learning and to be effective in the delivery and
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receiving of feedback the three basic questions which are perceived as models of
feedback that are raised by students and /or teachers should be addressed (Hattie
& Timperley, 2007:87).

The first question raised by the student is concerned with asking oneself to
identify the goal. The learner asks himself or herself “Where am I going?”
(What are the goals?), which refers to the effort made to achieve the learning

goals/objectives.

The second question is related to the process and the effort made to achieve the
goal. Thus, he or she asks him or herself “How am I going?” (What progress is
being made toward the goal?), which is posed to answer ones current status
towards the standards set. What the current performance of the learner depict in

relation to the objectives set.

Finally, after identifying ones’ present status, he/she asks himself/herself about
what to do in the future. Hattie & Timperley (2007:87) depicted the learner ask
himself or herself “Where to next?” (What activities need to be undertaken to
make better progress? This indicates that the learner tries to plan to achieve
relatively best performance in the future after identifying the problems or areas of
weakness and strengths. They also belongs these questions to the views of ‘feed

up’, feedback’, and ‘feed forward’.

According to Hattie & Timperley’s feedback model, the ways to respond to the
questions to reduce the discrepancy between the actual performance and the
defined goals relay on four levels at which feedback works. These include “the
level of task performance, (task level) ,the level of process of understanding how
to do a task, (process level), the regulatory or metacognitive process level, and/or
(self-regulation level), the self or personal level (unrelated to the specifics of the
task)( self-level)”.

It is crucial to see each of the levels one by one. According to Hattie &
Timperley’s (2007:90) and Evans (2013), the first level ‘task feedback’ is

concerned with ‘information and activities’ carried out in order to clarify and
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reinforce aspects of the learning task. The second level ‘process feedback/level’
refers to the extent students are able to perform to proceed to the subsequent
learning goals. The third, ‘self-regulation feedback’ focuses on ‘metacognitive’
elements comprising ‘self-monitoring, directing’ and ‘regulating’ of actions and
the strategies’ he or she uses to improve his/her progress. Concerning this level,
Winne & Butler (1995) additionally state that ‘Self-regulated students are thus
aware of qualities of their own knowledge, beliefs, motivation, and cognitive
processing elements that jointly create situated updates of the tasks on which the
students work’ and the forth level, self-feedback implies that it is ‘personal
evaluations’ and ‘affect about their attributes’, for example, how well the student

has done.

Feedback is, thus, appropriate in CAs implementation where the goal of series of

the assessment is meant for students’ improvement. According to Joshua
(2017:25)

...continuous assessment must serve first and foremost to inform
decisions and actions at the many respective levels of an
education system and among its myriad actors to guide all
towards improved outcomes. Stakeholders must have clear
visibility of how well students are succeeding and where they are

not—the gaps—so that they can fashion and enact remedies.

Continuous assessments are effective if the feedback of each of the formative
assessment is used as an input to alter the gaps between reference level (goal) and

students’ current status in the teaching learning process.

2.2.2 Overall Feedback Strategies and Contents

2221 Feedback Provision Strategies
To give effective feedback, various strategies can be utilized. Brookhart (2008:4-

5) demonstrated four variables to be considered in strategies of effective feedback
provision. These are Timing, Amount, Mode and Audience. When a teacher
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decides on a feedback strategy to be used, it is also, of course, deciding what it is
that the teacher wants to say to the student. The author also demonstrates possible
contents of effective feedback delivery in the teaching learning process. The
following paragraphs summarize what should be considered in the strategies and
contents of feedback provision (Brookhart, 2008:4-7).

According to Brookhart (2008:4-5) four strategies of feedback delivery have been
identified.

1. Timing

In feedback giving strategy, timing refers to when and how often feedback is
given to students. The timing determines the effectiveness of feedback whether or
not to enhance students’ learning progress. Timing of feedback is also determined
by the type of feedback to be given. Feedback has to be given immediately if it is
related to knowledge/facts. On the other hand, when students’ thinking and
reviewing process is required on the feedback, it is possible to delay the delivery
of the feedback (Brookhart, 2008; Molly & Boud, 2013).

2. Amount
Amount in feedback strategy refers to how many points and how much about each
point need to be considered. Brookhart recommends that it needs to prioritize the
feedback by selecting points related to major learning goal and understanding
students’ level of development. Too much or too few feedback is not

recommended.

3. Mode
This strategy of feedback provision refers determining an appropriate way to
deliver feedback. It is recommended that the feedback giver should select the best
mode for the effective delivery of the required information. In doing so, it is
needed to understand the context and choose the appropriate way to suit the
context. For example, is passing feedback sufficient per student’s desk? Or Is a

conference needed? Or Interacting with the whole/ per student is best one.
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Moreover it is also recommended that teachers can use written feedback on
written work or assignments, or use demonstration if "how to do something™ is an

issue or if the student needs an example.

4. Audience

This strategy refers to understanding audience as individual or as a whole to
deliver them feedback in appropriate manner. When teachers give feedback for
individual students the students perceive that my teacher value my learning and it
encourages the learner to get feedback on his /her work. Group/class feedback is
applicable when majority of the class committed similar errors on a given task.

Moreover, (Brookhart, 2008:6-7; Derrick & Ecclestone, 2008) demonstrate that
knowing what and in what way the feedback is offered to learners on their work is
very essential point. According to the authors, seven points of considerations have

been identified before providing feedback to the learners.

2222 Contents of Feedback Provision
1. Focus

Focus shows that teachers’ intention in determining which aspect of feedback has
to get emphasis during feedback provision. It is important to understand (On the
work, the process, the student's self-regulation, on the student personally). It is
suggested that focusing on both the work and the process is essential. The
comments have to focus on self-regulation if it is needed to enable students
develop his/her effectiveness in the learning process. On the other hand, feedback
giver must avoid personal comment. It has to directly or indirectly related to the
work not on the student.

2. Comparison
Such contents of feedback are used when the teacher want to consider feedback in
relation to various circumstances. For example, teachers can compare students

work with the preset criteria/standards which means criterion referenced feedback
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delivery. It is also possible to compare learners effort in relation to others progress
which refers to norm reference. This kind of feedback is seen in terms of the
others performance not in terms of the learning goal. The other one is comparing
students’ progress with self-performance in relation to the past which means

comparing students’ present status with their past performances.

3. Function
Contents of the feedback on learners work must fit for purpose. The author
suggests that the feedback should be descriptive. It should not be
judgmental/evaluative type. The purpose should be aligned with filling the gap
between the intended purpose and students’ present status. It should show the
students what they did as intended, what they did not do as expected from them,
and it should show them ways how should they fill the gap or improve their

writing performance.

4. Valence
Contents of the feedback given can be in positive or negative forms. Positive
comments are applied when describing what has been done properly. Negative
feedback is delivered when things have not been done as expected. This feedback
should accompany negative explanations with positive/ constructive suggestions
for improvement. ‘Negative responses might have damaging effects on pupils’
self-esteem; unjustified comments and praises might also lead to discouragement
of corrections’ (Budimlic, 2012:31). Hyland & Hyland (2006) also asserted that
every feedback has positive and negative effete on students’ cognition and

progress.

5. Clarity

To let students understand the feedback, it has to be clear enough. Teachers must
use understandable words, symbols and concepts. If the operational definitions of
symbols are not clear and use vague or unclear phrases or expressions, students

get confused. Thus, Brookhart suggest teachers have to use vocabulary and
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concepts the student will understand. They ought to adapt the amount and content
of feedback to the student's developmental level. The feedback should be as clear

as possible to the students’ level of understanding.

6. Specificity

This refers that teachers should be specific enough in their feedback delivery. It
has to be consistent. It should not be overly general type. This means, teachers
need to use feedback at the expected level of specificity to the students and the
task. They should make feedback specific enough so that students know what to
do but not so specific at a level it is done for them. That indicates identify errors
or types of errors, but avoid correcting every one (e.g., copyediting or supplying
right answers), which does not leave students anything to do.

7. Tone

This refers to the way teachers put their comments. It is recommended to use the
language that signals respect for the student and the work. Choosing the language
that enable students to appreciate his/her work or think over what he/she

performed is very essential role of feedback givers.

2.2.3 Types of Feedback
There are two major ways to communicate feedback to students in a meaningful

way (Pakbaz, 2014; Ferris, 2003). These are ‘explicit or direct and implicit or

indirect’ feedback.

2231 Direct (Explicit) Feedback
According to Ferris (2003), explicit or direct feedback refers to ways of corrective

feedback provision by the teacher in such a way that the correct form of the error
the student committed is given to the student by writing above the error. This way
includes giving the appropriate response by crossing out the students’ response.
Direct feedback refers teachers’ provision of correct answers (forms) in response

to student errors having realized the error type is complex and beyond students’
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ability to self-correct (Lee, 2007; Bitchener et al., 2005). Pakbaz (2014) and
Petchprasert, (2012) also restate that this way of feedback provision includes the
crossing out of a word, phrase, or morpheme and the provision of grammar rules,
or the oral clarification of written meta-linguistic explanations on the students’

written works.

Second language writing researchers argue on merits of this feedback strategy
over the other Chandler as cited in (Pakbaz, 2014). Accordingly, direct/ explicit
feedback reduces students’ confusion on errors and enables them to accurately
and easily review their previous work. It gives adequate information to learners to

correct more complicated errors. Besides, direct feedback is more immediate.

2.2.3.2 Indirect (Implicit) Feedback
Indirect (implicit) feedback refers to ways of teachers’ indication of errors on

students’ written works. In this case, the error is not explicitly explained. i.e., the
type of the error and the correct form of the error is not provided directly. In the
implicit feedback, it is the role of students to identify and correct the error
themselves (Ferris, 2003). The teacher indicates that an error has been made
without providing a correction. Students themselves are required to diagnose and
correct their own errors on certain writing task (Bitchener et al., 2005). It is also
believed that this error correction strategy enhances students’ problem-solving
capacities and independent editing skill (Pakbaz, 2014; Petchprasert, 2012 and
Lee, 2007). This error can be made clear to learners by means of underlining or
circling the error; recording in the margin the number of errors in a given line; or
using a code to show where the error has occurred and what type of error it is
(Pakbaz, 2014; Petchprasert, 2012; Lee, 2007 and Bitchener et al., 2005).
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2.3 0verviews of Assessment

2.3.1 What is Assessment?
Assessment was being defined in different ways. For instance, it was seen in light
of its judgmental purpose solely. According to Sadler (1989), the term assessment
expresses, “any appraisal (or judgment, or evaluation) of a student's work or
performance”. Sadler, thus, defined the term assessment as an
evaluative/judgmental device in education system. Pellegrino (2004) also defines
assessment as an educational tool used to measure the outcomes of education and

the achievement of students.

In addition to its judgmental purpose, other scholars explain that the term
assessment comprises broader meanings which express its manifold purposes. It is
a systematic way of collecting information about students’ performance, progress
of teaching and learning (Du Plessis et al., 2003; Bachman, 2004; Richards &
Schmidt, 2010). It is further stated that based on the information gained from any
assessment techniques employed, students and teachers can draw conclusion on

their progress of learning and teaching, respectively.

Other scholars also widen the notion of assessment. For instance, Havnes &
McDowell (2008:5) argue that in the contemporary education system, the

meaning and the role of assessment is changing.

....... the social meaning of assessment is changing, firstly, from
an act performed at the end of a learning trajectory to an act in the
course of learning, and secondly, from an act by teachers on
students to an act performed also by students. Assessment is being
redefined. From being a way of controlling student learning it is
becoming a way of communicating to students what counts as

valid knowledge...
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Thus, the conception and implementation of assessment is changing from
conventional trend which is mainly applied to evaluate learners at the end of a
course to be applied in the learning process. It was also considered as the only
teachers’ role, but it has been shifted to be performed by learners as it is
encouraged in the active leaning. It is also regraded as an informative diagnostic
tool to identify individual learner’s success and failure and the progress of the
teaching and learning. Farenga & Ness (2005:84) confirms that ‘Assessment of
academic outcomes entails obtaining a comprehensive understanding of the
unique strengths and limitations of each student learner’. It clearly shows
instructional quality (failure and/ or success) of institution in general and
students’ achievement for various purposes (promotion or certification) in

particular.

Generally, it can be concluded that assessment is among inseparable educational
activities in entire education system. It plays a central and important role in
teaching and learning as referred in (Cheng, et al., 2004). Effective assessment
manifests the current status of students’ achievement and progress of teaching.
Teachers and students can collect, analyze and interpret information about their
respective progress of learning and teaching. Finally, the information enable to
plan either to excel by the result (success) or to improve (failure) so as to enhance

quality of learning and teaching.

2.3.2 Purposes of Assessment
As mentioned earlier, assessment has several pedagogical purposes in education.
Weeden et al. (2002); Fautley & Savage (2008:15) revealed the manifold
purposes of assessment. They view assessment as: diagnostic tool to identify
pupils’ current performance, its decisiveness to aid learning through feedback,
summative for review, transfer and certification and evaluative instrument to see
how well teachers or institutions are performing. According to Black as cited in
Irons (2008) assessment is used to certify achievement of learners (normally,

through summative assessment) create accountability in the institution and
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education system, and it enhances learning through feedback provision (through

formative assessment and formative feedback).

Assessment can prepare students’ for long life learning (Falchikov & Boud,
2008). It equips learners with the required knowledge, skill and attitude for their
future career. It helps instructors to diagnose the strengths/achievements and
weaknesses /failures of students in the instructional process. Educational institutes
maintain standards via it (Jarvis, 2004). It is also believed that assessments can
‘frames learning, creates learning activity and orients all aspects of learning
behavior’ (Gibbs, 2006: 23).

Westwood (2008) identified the following purposes of assessments. First,
Assessment allows teachers to look over progresses of learning and teaching as if
it is going on as expected to achieve the intended outcome, and enable them to
plan to revisit ways of knowledge transfer and materials to be used in the process.
Second, it helps teachers to detect their learners who face challenges to achieve
the intended learning outcome. Thus, it makes them to pay special attention or let
them design ways of through which learners achieve the intended goal. Third,
assessments can present significant data about students’ present status against the
preset standards. Following this, appropriate measure can be taken to alter the
gaps between the present status and the desired one. According to Westwood, the
other role of assessment is it can pose responsibility to the students’ family about
their children’s progress and allow them to share responsibility on their students’
progress in the teaching learning process. Finally, it enables to indicate the

attainment of the learning outcomes to the government.

Generally, it can be recognized that assessment has manifold purposes in
education. It frames the teaching and learning process, maintains standards in the
academic institution, certifies students’ achievement and creates accountability in
the educational institution about the learning and teaching progress. It provides
feedback (information) on students’ performance primarily to teachers and
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students and to different stake holders like school administrators, parents/ and

learning community.

2.3.3 Types of Assessment
In education setting, assessment is implemented in various forms. According to
various scholars’ views, their classifications usually relay on purposes of each
assessment forms. There are two major types of assessment. These are namely:

summative and formative assessment.

2.3.3.1 Summative Assessment
Summative assessment (assessment of learning) is an assessment type that is

basically used to assess overall students’ achievement in certain course(s) on the
base of a fixed schedule. Summative assessment ‘contributes to a grade and
overall calculation of the degree classification’ (Norton, 2003: 137). In the same
way, Iron (2008:7) also explains that it is “any assessment activity which
results in a mark or grade which is subsequently used as a judgment on
student performance” There are, however, serious critiques on the techniques and
implementations of this assessment form. For instance, Havnes & McDowell
(2008:3) argue that:

In recent years this has focused on the inadequacies of traditional
exams and the failure of mainstream assessment policies and
practices dominated by tests, exams, and other forms of summative
assessment. The critique has been based on the assumption that
these forms of assessment do not support high quality learning
associated with ‘deep’ learning, critical thinking, sustainable
knowledge, and lifelong learning. In other words, the widely
shared everyday view of assessment in the form of exams and tests

as a safeguard for the quality of education is brought into question
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Fautley & Savage (2008) also state that its basic purpose is to inform students’
achievements of learning. It focuses on the past achievements. It has little or no
attention on the process of learning; rather, it focuses only on the product of
learning. From these we can understand that if there is no any linkage between
instruction and assessment, there is no chance to diagnose weaknesses and
strengths of teaching and learning process. As obvious, the instructional process
and students’ assessment takes place in a separate time. That is, teaching then
testing (Fautley & Savage, 2008). Inputs (information) gained via this form of
assessment modalities (mid/final exam) never serve to enhance learning because
of its divorce in the time of its implementation from the regular instructional
process. This implies that once learning and teaching takes place then assessment
follows; then, nothing will be made whatever the result of students’ assessments
achieved. This assessment type has no room to use feedback to enhance teaching

and learning progress.

2.3.3.2 Formative Assessment: Continuous Assessment
Unlike summative assessment, formative assessment (assessment for learning) is

defined and applied in education in a different manner. As many scholars
definition, Formative Assessment (FA) is an assessment type which is used to
collect information about the process of learning, teaching and students’ learning

progress. Bennett & Gitomer (2009:60) explain formative assessment as follows.

Formative assessmentis an ongoing process in which teachers
and students use evidence gathered through formal and
informal means to make inferences about student competency
and, based on those inferences, take actions intended to achieve

learning goals.

This kind of assessment is normally ‘intended to provide feedback to the student
such that they can improve their work and to the teacher so that they may adjust
their teaching’ (Bloxham & Boyd, 2007:234). Its focus is not about past

achievement of learning; rather, it is on future achievement of learning. Unlike
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summative assessment, formative assessment is applied in an integrative approach

in the instructional process.

Formative assessment refers to an ‘assessment that is specifically intended to
generate feedback on performance to improve and accelerate learning’ Sadler as
cited in (Nicol & Macfarlane, 2006: 199). Formative assessment creates
opportunity to frame learning and teaching. Nicol & Macfarlane further argue FA
and feedback should be used to empower students as autonomous learners.
Feedback from this assessment form is like a signal that either motivates both
learners and teachers to move forward or warns them to check their way of
teaching and learning. As a result, they devise intervention mechanisms to
achieve the intended goals or bridge the gap between current academic status with
what is expected of them since formative assessment aids learning by generating
feedback (information) to students and teachers (Juwah et al., 2003).

Formative assessment can then be applied in two ways. The first form of this
assessment is applied when assessing a single course entirely in a formative way.
The other form is applied when a single course is assessed on an ongoing base via
various assessment types during the instruction is taking place. Their difference is
only the matter of using final exam at the end. This kind of formative assessment

is referred as a continuous assessment (CA).

Monika (2013:47) explains that continuous assessment (CA) is an ongoing
instructional activity applied to measure students’ overall progress in the
instructional process. Monika further explains that the term “continuous has the
continuity and regularity of assessment during the whole session or the regular
assessments, frequency of unit testing, analysis of learning gaps, applying
corrective measures, retesting and giving feedback to teachers and students for
their self-evaluation, etc”. Iseni (2011:65) also explains “continuous assessment is
an ongoing assessment and helps teachers to evaluate the learner’s performance.”
CA is a classroom strategy implemented by teachers to ascertain the knowledge,
understanding, and skills attained by pupils (USAID, 2003). CA can be
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distinguished from conventional and other formative assessments. ‘Continuous
assessment is formative in that it enables both teachers and students to be aware
of the knowledge base and level of students, and indicates both teachers and
students the gaps to be filled and the higher level to deal with’ (Abiy, 2013:2). CA
deviates from formative assessment only on the use of final assessment modality
(final exam) at the end. The exam in CA is used to assess students’ overall

achievement of the entire course as in a comprehensive way.

Therefore, as Trotter & Isaksson as cited in (Hernandez, 2012) depict continuous
assessment practices encourage learners to learn on ‘an on-going basis and
encourages the provision of feedback’. Unlike summative assessment, feedback is
central in a formative continuous assessment practices. Feedback in such
assessment ‘enables students to restructure their understanding/skills and build
more powerful ideas and capabilities’ (Juwah et al., 2004). Feedback on CAs is
more practical in writing classes. Before looking about feedback in EFL writing
classes, this study presents issues related to the teaching and learning of writing

ability and assessment issues in writing as follows.

2.4 \Writing Ability and Its Assessment
The ability to write in English language both for academic and professional

purpose is becoming a core requirement all over the world. Writing is one of the
medium of communication among nations for social affairs, businesses and
diplomatic purposes. In a communicative approach to language teaching,
language ability or communicative competence is not only about using good
grammar and command, but it is ‘the ability to use the language system
appropriately in any circumstances, with regard to the functions and the varieties
of language, as well as shared sociocultural suppositions’ (Munoz et al., 2006).
Due to technological and infrastructural advancement throughout the world, the
need to interact with each other via speaking and writing ability for business and

personal reasons are getting universal acceptance (Sara, 2004).
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Assessing learners writing ability is a complex activity. Before designing writing
assessments, identifying aim and criterion of writing assessment is essential.
Understanding what is needed to test whether to assess hand writing ability, or
writing grammatically correct sentences or writing paragraph through logically
organized ideas is the first stage of writing assessment task designing process
(Sara, 2002; Brown, 2004). Based on diverse purposes of the writing, various

assessment tasks can be designed.

According to the author, the type of the writing assessments task is determined by
different genres (which refer to form and purpose) of writing. Sara (2002); Brown
(2004) present various genres and tasks of writing. Based on this fact, the first
genre of writing task refers to ‘Academic Writing’ this involves: papers, various
report types, essays compositions, academically focused journals, short answer
tests responses, technical reports (lab reports), thesis, dissertations and etc. Basic
purpose of such writing task is to achieve academic or instructional requirements.
The other type of writing is ‘Job related Writing’ such as: phone messages,
letters/emails, memos (inter office) and reports. Such writing task is related to
certain functions to be used in various situations. Their purpose is to meet
immediate need in different contexts. The third one is related to ‘Personal
Writing’ such as letters, emails, greeting cards, invitations. Their purpose is also

to meet ones immediate need.

Based on this fact, there are four categories of written performance under which
all written productions (Brown, 2004) are characterized. The first category is
revealed ‘Imitative’ writing. In this this type of writing performance, students
must have mastery of basic writing letters, words, and punctuation and effective
sentences. In this level, the students are expected to know mechanics of writing.
The primary concern of this level of writing is ‘form’. ‘Context’ and ‘meaning’ is

secondary in this type of writing performance.
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According to Brown (2004), the second category is ‘Intensive’ (controlled)
writing assessment. In this type of writing performance assessment, meaning and

context have some importance in determining appropriateness and correctness.

The other type is ‘Responsive’ in this writing assessment category; students are
required to perform a discourse level task. For example, they are required to
connect sentences into paragraphs and create logically connected and limited
numbers (two or three) of paragraphs. In order to produce various writing genres,

students will follow certain guidelines or directives given.

As depicted in Brown (2004) ‘Extensive’ writing assessment type is the forth
category of writing performance. Writers try to employ all possible and successful
process and strategies for diverse purposes up to the length of the writing genre (it
can be term paper, a major research project or a thesis). The purpose of the
writing is to achieve certain purpose of writing. Here, students’ organize idea
logically, using details to (to illustrate or support ideas), demonstrate syntactic
and lexical variety and implementing various writing process they are expected to

produce diverse drafts before final writing version.

2.4.1 Micro and Macro Skills of Writing
Micro and macro classification of writing skills enables to determine the

fundamental requirements of writing assessment procedures. Brown (2004:221)
reveals two major taxonomy of writing performance to determine assessment

procedures.

2.4.1.1 Micro Skills
This form of writing required to attain six major writing skills or abilities
according to Brown (2004:221). These are producing graphemes and orthographic
patterns of English, writing at an efficient rate of speed to suit purpose, writing an

acceptable core of words and using appropriate word order patterns, using
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acceptable grammatical systems (Ex., tense, agreement, pluralization,) patterns
and rules, expressing a particular meaning in different grammatical forms and

using cohesive devices in written discourses.

2.4.1.2 Macro Skills
In a macro skills of writing there are also six major writing abilities to be

practiced and attained. The first macro writing skill one refers to using rhetorical
forms and conventions of written discourse. The second macro writing ability is
appropriately accomplishing the communicative functions of written texts
according to form and purpose. The third one is conveying links and connections
between events, and accomplishing such relations as main idea, new information,
given information, generalization, and exemplification. Another macro writing
ability is distinguishing between literal and implied meanings when writing. The
next macro skill of writing is conveying culturally specific references in the
context of written text. The six macro skill of writing is developing and using a
battery of writing strategies accurately assessing the audience’s interpretation,
using prewriting devices, writing with fluency in the first drafts, using
paraphrases and synonyms, soliciting peer and instructor feedback, and using for

revising and editing.

Writing tasks and activities directly or indirectly depends on the above major
taxonomy of writing ability. The writing skill that students are required to
perform must align with these major taxonomies of writing skills. The writing
assessment tasks are intended to develop linguistic competence through writing,

or develop writing process/strategies with linguistic knowledge (Sara, 2002).

2.4.2 Writing Assessment Tasks
The above four writing performance taxonomies have various assessment forms

(Ur, 1999; Sara, 2002; Brown, 2004). Accordingly, there are three major category

of designing writing assessment tasks. Namely: Imitative writing (guided writing
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tasks), Intensive (controlled writing tasks) and Responsive and Extensive (free
writing tasks). These major writing categories of writing assessment tasks can be
designed in various forms to suit dynamic needs, specific purposes and students’
level of understanding to perform the writing assessment tasks.

2.4.2.1 Designing Imitative Writing Assessment Tasks
I. Handwriting, letters writing, words and punctuations Assessment
Forms
In the case of such writing assessment forms, teachers can design several writing
assessment tasks. For instance, re-writing copying given words on given spaces,
dictating students with closed ended selection tasks or dictating with frequent
deletion of some words/ every four or five words, displaying particular Pictures
and let students write what that particular pictures represent, giving pictures with
some differences and allow them to fill forms prepared to show what similar
things and differences they observe from the pictures and converting numbers
and abbreviations to words (Ur, 1999; Sara, 2002; Brown, 2004).

Il. Spelling tasks & Detecting Phoneme- Graphic Correspondences
Assessment Forms
The aim of this writing assessment task is to verify whether students write correct
spellings and phonetic representation of words they are taught. Based on this, the
above authors identified four writing assessment forms. Writing the given words
with appropriate spelling, giving pictures and letting students to name the
pictures, asking students to identify homonym words in a multiple choice and

matching Phonetic symbols.

2.4.2.2 Designing Intensive /Controlled Writing Assessment Tasks
According to Ur, (1999); Sara (2002) and Brown (2004), teachers can design

about six major writing assessment forms in designing intensive/controlled

writing assessment tasks. The first one is dictation and Dicto-Comp. In this task
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of writing assessment teachers make students to listen and written exactly what

they listen.

The second one is transforming various grammatical tasks in to their appropriate
forms. For instance, changing tenses in given paragraphs, writing full forms of
words or phrases into short forms (contraction), changing statements to
interrogatives and the vice versa, changing direct speech to reported speech

changing active voice sentences to passive voice forms are and etc.

The third form of the controlled writing assessment tasks is picture cued tasks.
This form of writing assessment can also be designed in various forms. Such
writing assessment also includes writing short sentences, describing pictures and

describing pictures in sequencing orders.

The forth type is vocabulary assessment tasks. In this case, teachers can design
activities like defining a given word. It is also possible to design activities that
allow students to use given words in sentences or constructing sentences using the

given word.

The other one is ordering jumbled words tasks. In this case, teachers design words
disordered words. Then, students are asked to re-write the jumbled words using

correct sentence writing pattern and write structured and meaningful sentence.

The sixth form is short answer and sentence completion. Here, teachers design
tasks that require controlled response. Therefore, writing teacher can use
aforementioned controlled/ intensive writing assessment tasks according to the
learning goal and what they want to assess during the writing instruction as stated
in (Ur, 1999; Sara, 2002; Brown, 2004).

2.4.2.3 Designing Responsive and Extensive Writing Assessment Tasks
As indicate above, one of the imitative writing assessment task is responsive and

extensive writing assessment. Responsive and extensive writing assessment task
has various forms. These are paraphrasing given written texts, guided questions
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and answers, writing paragraphs tasks (writing topic sentence, developing topics
developing main and supporting idea of the paragraph). Besides, strategic option
is another form of responsive and extensive writing assessment tasks. Strategic
option assessment task has also two forms. These are tasks related to attending
task and writing task related to attending genre. Each of this responsive/extensive
writing has their own nature. For example, attending to task writing assessment
form can be designed with writing activities like compare/contrast,
problem/solution, pros/cons, and cause/effect writing tasks). On the other hand,
attending to genre responsive writing assessment task includes reports (lab
reports, project summaries, articles, and book reports), summaries of (readings,
lectures, Videos) and responses to (readings, lectures, videos). Moreover,
Narration, Description, Argumentation, EXxposition, Interpreting (Statistical
Graphic, tabular data) and Library Research Papers are practical examples of
attending genre form of strategic option of designing responsive and extensive

writing assessment tasks.

The above various writing performance taxonomy and assessment varieties in
writing have been shown from simple to complex. Writing assessment task
designers need to consider the objectives of the assessment task and apply which
suit to their teaching learning environment. Writing assessment designers should
also consider validity, clarity, reliability and interest as a minimum requirement of

writing assessment design (Sara, 2002).

2.51Issues in Marking Writing Skill Assessments
Written assessments pass in complex procedures starting from its design to

handing it back to learners. Other researchers argue that marking of written
assessment is more complex than its design. After its careful design of assessing
what learners are intended to be assessed in relation to the course objectives, the
written assessment forms are administered to the target learners. Then after,
scoring /marking students’ responses on the assessment against preset criteria,

teachers handed it back to learners with some sort of numeric value of their work
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and probably with written feedback on the written assessment. The important
aspect after marking is the delivery of necessary feedback on students’ progress.
To provide effective feedback, the marking procedures and feedback contents on
pieces of students’ written tasks are important issue. Teachers’ written feedback

plays central role in EFL writing classes (Hyland & Hyland, 2006).

In marking procedures, teachers can alternatively use selective or comprehensive
marking strategies. Several scholars suggest various marking and strategies. In
order to minimize subjectivity in marking students writing performance, teachers
should use a rubric or scoring guide/tools. This rubric consists of ‘specific, pre-

established performance criteria, used in evaluating student work’ (Al Jarf, 2011).

Moreover, Saliu-Abdulahi & et al. (2017) revise universally accepted marking
and feedback focus in EFL writing classes. These authors compiled feedback
practices from (Hyland & Hyland, 2006; Shute, 2008; Ferris, 2014) and they
regarded as ‘best feedback practice’. Ferris (2014) states possible and universally
acceptable contents comprised in EFL writing feedback practices. He stated these

elements as content, organization, language, mechanics, and style.

The other concerns are prioritizing feedback by focusing on ‘global and local-
level concerns’, being selective, focusing on indirect (implicit)feedback which
lasts for long-term use, providing feedback on drafts of writing tasks and applying
multiple feedback sources such as teacher-student, conferencing and the like than

teacher feedback only.

2.6 Feedback in EFL Writing
Important aspects of helping learners improve their language ability relay on the
decisions made to correct or not to correct errors they commit in any mode of the
language production (Edge, 1989) either in written or spoken forms. Feedback is
an essential part of language learning and teaching that influences students’

performances and achievement (Petchprasert, 2012). If students’ use corrective
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feedback on their performance, it brings prominent effects in their language
proficiency. Teachers mark students’ written performances of assessments
conducted in EFL classes, and check students’ responses against the criteria of the
assessments/ learning goals. That is, they give marks /quantitative reports of the
students’ performance. However, detecting the errors and correct response, only
cannot make learners improve their deficiency. In addition to marking procedures,
giving proper corrective feedback on what students achieved well, what they did
not achieved and ways for future improvement should be considered vital.

As already stated before, ‘feedback is a form of intervention and is one of the
most common ways of responding to students’ writing’ (Tom, et al., 2013). They,
then suggest that teachers should give appropriate feedback that enables students

improve their writing ability.

Feedback is widely seen as vital for encouraging and consolidating learning in
general and in the field of second language (L2) writing in particular (Hyland &
Hyland, 2006). Its importance is more acknowledged in process-based
classrooms. Unlike the product approach, the process approach writing gives
opportunity to learners to produce piece of writing being pass in processes of
‘planning, drafting, and revision’ and applying comments from self, peers and
teachers. Responses or feedbacks given on the task by teachers or peer or self will
help students improve their writing performance and minimize the recurrence of

mistakes in succeeding writing tasks.

Feedback on EFL writing assessment progressively enhances students’
performances of writing skill if given in an ongoing base on their progress. The
formative/ continuous assessment form of EFL writing skill’s assessment
obviously meant to improve students’ writing ability via formative feedback.
Formative assessment and formative feedback by themselves are processes and
allow improvements on an ongoing base in the instructional process and in long

life learning.
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Moreover, feedback is a useful tool to increase teacher student interaction in the
teaching learning process in general and in writing classes.
. feedback is a useful means for teachers to establish an
interpersonal relationship with students, to find out how well they
have taught and how much students have learned, to develop
students’ interest, confidence and independence in writing, and to
improve teaching and learning. It is important that teachers create a
win-win situation so that responding to writing is a rewarding
experience for themselves and receiving feedback is a beneficial

experience for students (Lee, 2009:39).

Based on the analysis of the ‘seven principles of good feedback practices’
described by (Nicol & Macfarlane-Dick, 2006), and definition of formative
assessment by William as cited in (Lee, 2007: 183), Lee have proposed six
characteristics of feedback that promote assessment for learning in writing

classes.

Lee (2007) adapted the seven good feedback practices of Nicol & Macfarlane-
Dick (2006) which focus on general pedagogy to EFL writing assessment settings.
He said that the assessment has to be prospective to inform students about their
strengths and what needs to be done in their writing in the future. It should show
areas for improvement in terms of content, organization and language (grammar).
The second one is, it is expected to provide clear and intelligible information to
students about: what they have learnt, clarifying what good performance is and
also fostering a close link between teaching, learning and assessment. It should
also provide opportunities to students to act on teacher feedback and to improve
their writing i.e., to close the gap. It must also encourage students to play an
active role in managing their own learning e.g., in engaging in peer/self-

assessment and/or a dialogue with the teacher. EFL teachers’ feedback has to
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develop students’ motivation and self-esteem in writing. Finally, feedback from

assessment has to serve in improving the overall teaching and learning process.

2.7 Characteristics of Quality Feedback on Assessment
Feedback is an essential tool to maintain quality education in many ways.
However, in this context, it is important to see how quality feedback on the result
of assessment affects the teaching and learning process. In educational context,
quality feedback is manifested in different ways. lrons (2008:55) states that
‘quality of feedback can be measured in a number of ways, such as timeliness,
relevance, level of information, degree to which feedback encourages student

learning and quantity (too little or too much)’.

For the effectiveness of the feedback in the teaching learning process and to
facilitate self-regulation Juwah, et al. (2004); Nicol & Macfarlane (2006: 204)
identified what are effective feedback practices in teaching learning process. They
argued that good feedback practices are determined as anything that might
reinforce the students’ capacity to self-regulate their own performance. Based on
this general fact, Juwah, et al. (2004); Nicol & Macfarlane (2006: 204) proposed
seven good feedback practices. First, good feedback is characterized as it must
help learners to clarify what good performance is in relation to the goals, criteria,
and expected standards. The second one is it promote the development of self-
assessment (reflection) in learning. Third, it should consist of high quality
information to students about their learning. The other good feedback practice is
characterized by its ability to encourage teacher and peer dialogue around
learning or to facilitate the interaction among students and instructors. The fifth
principle is stated as good feedback should build positive motivational beliefs and
self-esteem on the learner. The other one which is the center of this dissertation is
good feedback has to create opportunities to the learner to close the gap between
the current and desired performance. The seventh characteristics of effective
feedback as revealed by (Juwah, et al., 2004; Nicol & Macfarlane, 2006: 204) is
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effective feedback has to provide information to teachers that can be used to help

them shape teaching learning process to achieve the intended learning outcome.

These show that good feedback practices enable instructors and students to
identify standards/ criteria’s and what is expected of them in the teaching and
learning process. Good feedback practice enables them to reflect on their progress
of the teaching and learning respectively. It gives them information about their
current performances like their strengths or weaknesses. Quality feedback
facilitates classroom interaction /discussion among instructors and students and
students themselves. Good feedback practices build students positive affective
factors. This feedback practice gives chances to learners to close gaps between
their current status and what is expected of them and make them work hard to
improve their performance. Good feedback also provides chances for the teachers
to adapt his /her method or content of teaching. In general, good feedback
practices, allow instructors and learners to exert their maximum effort to enhance

teaching and learning respectively.

2.8 Integrating Assessment and Feedback into Instruction
Historically, assessment and instruction were seen as activities that happen one
after the other. Assessment was viewed as an independent instructional activity
which occurs after the completion of learning tasks (Fautly & Svage, 2008).
However, in the contemporary education system, teaching, learning, assessment

and feedback are the main inseparable activities of education process.

Integrating assessment into instruction results in enhancing learning; because,
instructors and learners can get the possibilities of engaging into the process of
instruction and assessment. After the assessments task, they simply exchange
feedback on the progress of teaching and learning. That is, they are in a position
to give and receive feedback. The feedback gained in any way leads them to work
much on their progress of teaching and learning and augment learning to the
desired level. In this regard, Kauchak & Eggen cited in (Westwood, 2008:71),
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reveal that students learn more in classes where assessment is a regular part of
classroom routines, particularly when assessments are frequent and provide
feedback to learners. From this, it is possible to understand that the need to use
assessment in an integrative approach with instructional process to use feedback
as an input because assessment only is not adequate to augment the teaching and
learning. It has to be backed up with feedback. If the stake holders /
administrators, teachers, parents, students/ are in a position to achieve the learning
objectives at large, they have to integrate feedback into instruction. Brown S.
(2004: 84) explains
. assessment practices are developmental, rather than solely
judgmental. If assessment is to be integral to learning, feedback
must be at the heart of the process. Even though it is time-
consuming, | would argue that significant energy must be devoted
to helping students to understand not only where they have gone

wrong, but also what they need to do to improve.

Generally, without an integration of the process of teaching, learning, assessment
and feedback, the education system cannot be alive. To serve their purpose and
achieve the desired goals, they have to be integrated into the instructional process.
However, ‘Feedback has no effect in a vacuum; to be powerful, there must be a
learning context to which feedback is addressed’ (Hattie & Timperly, 2007:82). In
fact, assessment and feedback are inseparable activities in the instructional
process (Rahman, et al., 2011). If we use assessment only to measure students’
achievement, it is impossible to think about enhancing learning because the focus
usually on the result of assessment rather than focusing on what students
learned/have to know or do not. As the assessments are continuous teachers can
continually use information from the assessments to adjust their teaching,

improve learning, and plan for the next instructional process (Lee, 2007).
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2.9Role of Assessment and Feedback in Promoting Learning

For the instructional development feedback plays vital role. Effectiveness of
feedback in enhancing teaching learning quality depends on the decisions like: (a)
setting goal (reference parameter) on the onset of the teaching learning, (b)
assessing the actual level of performance, (c) recognizing the gap between the
present/actual performance and the desired level, (d) devising strategy to take
corrective action to alter the gap (Schermerhorn et al., 1985; Sadler, 1989; Molly
& Boud, 2013).

To use feedback as an input to enhance learning, the assessment needs to be
informative. The formative-continuous assessments serve as formative feedback
on students’ performance during the instructional process. Both instructors
identify what they performed and what was expected of them. Teachers then
direct the students what to do next so as to fill the gap between what was expected
of them and what they achieved. To alter the situation and bring the expected
result, feedback is an influential educational tool. Brookhart (2008:3) says,
‘Teacher feedback is input that, together with students’ own internal input, will
help the students decide where they are in regard to the learning goals they need
or want to meet and what they will tackle next’. Brookhart (2008:2) further
explains the power of feedback in enhancing learning as indicated beneath.
Feedback can be very powerful if done well. The power of
formative feedback lies in its double barreled approach, addressing
both cognitive and motivational factors at the same time. Good
feedback gives students information they need so they can
understand where they are in their learning and what to do next-the
cognitive factor. Once they feel they understand what to do and
why, most students develop a feeling that they have control over

their own learning-the motivational factor.

Feedback is powerful if applied properly as revealed above. It has both cognitive

and motivational impact on learner. This means, it can determine students’
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progress positively or negatively. Therefore, the feedback is expected to let the
students identify their problems. Then, it has to inform them what to do next and

why that. It must also inform how to do that.

2.10 Assessment and Feedback in EFL Classes
In the preceding sections, an attempt was made to discuss basic pedagogical
views of assessment, feedback and writing ability. It is true that language teaching
and learning shares these basic principles of assessment and feedback in the
teaching and learning process. However, since every classroom has its own
context, EFL students’ assessment and its feedback should be seen in its own

classroom settings.

Feedback has pivotal roles in the education system based on the ‘learning
environment’, the ‘needs of the learner’, ‘the purpose of the task’, and ‘the
particular feedback paradigm adopted Knight & Yorke; Poulos & Mahony cited
in (Evans, 2013). The importance of feedback in the teaching learning process is
considered differently in various theories of learning though it is thought central
to the teaching and learning process Dheram mentioned in (ltalo, 1999).
According to Brookhart (2008), behaviorists see feedback in light of its effect on
the learner). They consider feedback as negative and positive. That is, they
associate positive feedback with positive reinforcement; whereas, negative
feedback with a negative reinforcement. In this case the instruction is controlled
by instructors and students have passive roles in the teaching and learning
process. This implies they do not react on their errors by themselves. Feedback is
thus required to close the gap between what is intended and what is achieved.

In a cognitivist theory also, feedback is considered central to the teaching
learning. Evans (2013:71 ) states ‘the cognitivist perspective is closely associated
with a directive telling approach where feedback is seen as corrective, with an

expert providing information to the passive recipient’. According to this theory, in
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addition to the reinforcement feedback provides learners information which

enables them in modifying their behaviors in the learning progress.

Constructivist theory also appreciates using feedback in the teaching learning
process. This theory argues that, knowledge is constructed when an individual is
involved in a social interaction. According to Thurlings et al., (2012) and Evans
(2013), feedback is considered as a mediator among teachers, students and other
stake holders in the teaching learning process. The feedback provides comments
and suggestions which enable learners to revise their works and it also creates
situation for dialogue to enable learners to get new knowledge being involved

themselves in the process.

Moreover, according to Evans (2013:71)

‘... a co-constructivist perspective emphasizes the dynamic nature of
learning where the lecturer also learns from the student through
dialogue and participation in shared experiences (Carless, Salter,
Yang, & Lam, 2011). In such situations, interactions between
participants in learning communities lead to shared understandings
as part of the development of communities of practices (Wenger,
McDermott, & Synder, 2002), with the student taking increased
responsibility for seeking out and acting on feedback. The
complexity of networks can be challenging for students and
lecturers in the giving, taking, and adapting of feedback from one

learning community to the next.

The constructivist learning principles can encourage both learners and teachers to
view feedback as a ‘co-produced system of learning’ (Molly & Boud, 2013) than
like a one way traffic. That is, teachers are always givers and learners takers. Both
are expected to actively engage in it and learn more through interaction which is

natural than discreetly dealing on feedback.
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According to Evans, all the aforementioned perspectives are not mutually
exclusive. ‘They should be seen as reinforcing rather than as opposite ends of a
continuum when considering the precise nature and emphasis of feedback to sup-

port task, individual, and contextual needs’.

Brown, H. (2003) confirms the general notion which says assessment is an
integral part of the teaching learning. Assessment and feedback have positive
effects on students’ language ability. Specially, if assessment task is presented on
an ongoing base throughout the course time, there are chances to give and receive
feedback to improve errors made in language production in any forms (i.e.,
oral/written) of the assessment. For the effectiveness of the feedback, learners
should react to achieve the intended learning goals. Brown strengthen this point
that ‘the key to such formation is the delivery (by the teacher) and internalization
(by the student) of appropriate feedback on performance, with an eye toward the
future continuation (or formation) of learning’ (p.6). This implies that the primary
concern of ongoing assessment is to give learner comment or suggestion on the
error formed. Thus, assessment feedback enables students’ improve their

language ability.
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2.11 Conceptual Framework
Feedback is a mediational tool between the learning objectives and students’
current status. The Effectiveness of classroom teaching and learning and specific
goals of learning are identified through ongoing assessments. One of the
purposes of the ongoing assessment is to verify whether the intended learning
outcome is achieved or not (Bloxham & Boyd, 2007; Bennett & Gitomer, 2009).
The ongoing assessments inform if gaps exist between the goals and students’

achievement.

Goals/ Specific learning Teaching Learning Activities /EFL Ongoing EFL Writing
outcomes ﬂ writing instruction q Assessments

Various writing tasks, tests,

assignments, co ions

Feedback
To reduce the discrepancy between current
understandings/performance and a desired goal

! l

Students

-Increased effort and employment of more
strategies or

-Abandoning, blurring or lowering the goals

{ |

By asking the three questions
1. Where am I going?
2. How am I going?
3. Where to next?

Teachers

-Provide specific goal

-Assist students through effective learning strategies
and feedback

Figure 1: Conceptual Framework of Feedback on CAs’ adapted from Ramaprasad
(1983:3) (Hattie & Timperley’s (2007:87) model of ‘Feedback to Enhance Learning’

Accordingly, the above figure shows before engaging to the teaching learning,
assessments and feedback practices, setting appropriate learning goals are
fundamental issues. Every activity accomplished by teachers and students is

basically aimed to attain those general and specific learning goals.
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The actual teaching and learning processes are means to share vital inputs/
contents of the language in an organized way. Students acquire theoretical and
practical information about the subject matter through formal classroom
instruction. They apply the knowledge, skills and attitude they have developed.

Following this, students’ performances are assessed via different assessing
techniques. The primary purpose of classroom instructions is to let students to
achieve the intended outcomes. Both teachers and students identify their present
status in relation to the predefined learning objectives via various ongoing

assessments.

After this, feedback is followed to bridge the discrepancy between students’
present status and the expected learning outcomes. Here, both teachers and
students are required to ask themselves three basic questions to effectively
operate feedback for real and lifelong learning. As mentioned in the above
conceptual frame work, the three questions which teachers and students should
ask about their progresses are ‘Where am I going? 'How am I going? And Where
to next?’ (Hattie & Timperley, 2007:87). The questions help them to know about
their present level of performances like what they have achieved, what they did

not achieved and what should they do to improve their performance.

2.12 Local Studies Related to Feedback on Continuous Assessments
in EFL Writing Classes
In this part, previous researches which are related to feedback and CAs were

presented in order to show relevance of the issue and the existing research gap to
the area. Accordingly, it was attempted to present studies done so far and

analyzed the place of feedback in CAs implementations in EFL writing classes.

For example, Italo (1999) conducted an experimental research to examine the
effect of teacher and peer feedback in EEL writing classes. Setting of his study

was Addis Ababa University. The major intention of this study was to make a
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comparison of the effectiveness of teacher versus peer feedback on Addis Ababa
University students' writing revisions. His specific objectives were to discover
what feedback methods used in responding to students' writing, what students feel
about the different feedback methods used in writing, to compare the
effectiveness of the teacher versus peer feedback on students' writing revisions, to
suggest the feedback that could promote students' writing skills. Twenty six
second year students and twelve writing (Sophomore English) teachers of Addis
Ababa University were participants of the study. Result of his experimentation
revealed that teacher’s and peer feedback are equally effective in improving
students' writing. That means if teachers’ feedback and students’ feedback are
applied in EFL writing classes, they will have positive effect on students’ writing

performance.

Another research which was conducted by Nuru (2000) aimed at investigating the
role of feedback in EFL classes in relation to the communication of teacher
expectation on students. Specifically, he explored the relationship between
feedback and teachers’ expectation and its effect on students’ future progress.
The study was conducted in some selected primary and junior secondary school of
Addis Ababa City Administration. The analysis of observational data collected on
teachers’ classroom behavior revealed great quantitative differences in the
feedback received by high and low expectation students on their successful and

unsuccessful performances.

Besides, Animaw (2011) conducted another research on oral corrective feedback.
Major objective of his study was to explore the manner in which four high school
teachers in public schools in Addis Ababa treated their students’ oral errors in
English classroom. The study was conducted at four selected high schools in
Addis Ababa City Administration. He used twenty-three video-recorded lessons
in their natural setting. Then, he interviewed the teachers to indirectly elicit their
beliefs of the oral corrective feedback. After the in-depth interview with each

teacher, the corrective feedback episodes in the recorded data were identified and
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classified using a slightly modified model lessons. The result of his study revealed
that the participants did not have theoretical ground on which they based their
actions. Rather, they reacted to their students’ errors based on what they naturally
feel was right. The participants of his study treat errors the way their own teachers
responded to them when they were students. He concluded that the participants of
his study had problems related to lack of mastery of the language they are

supposed to teach.

The second part of local studies related research review is concerned with
continuous assessment. Accordingly, Habtamu (2009) explored EFL instructors'
knowledge of the principles and purposes of CA, to determine the extent to which
EFL instructors were implementing it, and to find out the problems associated
with the implementation. The study was conducted in Southern Nation and
Nationalities and Peoples Regional State at Dilla University. He used 15 EFL
instructors and 76 Second and Third year students of English Department of Dilla
University. He collected data through questionnaire, observation, and document
analysis. Result of the study indicated that though the subjects of the study
revealed that EFL instructors used limited number of assessment devices. EFL
instructors in Dilla University had inadequate knowledge about principles and

purpose of continuous assessments.

Similarly, Dagne (2009) explored if EFL instructors use continuous assessments
to assess their students' English language performance. He also examined how the
instructors generally assess their students, and what the teachers do based on the
CA results. The study was conducted in Oromia Regional State at Jimma
Teachers’ Training College (JTTC). Ten EFL instructors and one hundred forty
one students were participants of his study. He observed Five EFL teachers’
classroom lessons to identify the CA types which are most frequently used by the
English teachers. Accordingly, he found out that most of the EFL instructors,
(70%), in the college did not always use CA to assess their students' English

language performance. It is also revealed that the EFL instructors in the college
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were not practicing CA in their English language classes to the extent expected of
them. They use only tests, mid and final exams to record the students' grade. He
the problems were due to EFL teachers’ lack of adequate training on the practices
of CA, teachers' workload, large class they teach, their extra responsibilities were
among the major factors hindering the proper practices of CA in EFL classrooms

of the college he studied.

Moreover, Abiyi (2013) examined high school teachers’ and students’
perceptions, attitudes and actual practices of continuous assessments. He
conducted the study in different High Schools of Amhara Regional State. Forty
one teachers and 808 students in Injabara General and Preparatory, Tilili General
Secondary, Mengesha Jembere General Secondary, and Dangila Preparatory
schools in West Gojjam. To gather data, instruments like questionnaires,
interviews and content analyses were used. His finding shows that continuous
assessment is not properly practiced by the English teachers of the schools he
selected for the study.

To sum up, the summary of the above two category of researches concerning
feedback and researches concerning CAs were not part of each other. The first
category exclusively looked at various issues of feedback which are different with
the present topic. The second category also considered to examine status of CAs
implementation at various education levels/settings with no focus about the place
of feedback during the implementations of CAs particularly in EFL writing
classes. The previous researchers focused only on the extent of implementation of
CA because their intentions were to assess to what extent continuous assessment
is understood and implemented in different education system. No local study was
found in relation to perceptions and practices of feedback provision during the
implementation of CAs in EFL writing classes. The local studies did not consider

CA and feedback in an integrative way.
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CHAPTER THREE

RESEARCH METHODOLOGY

3.1 Introduction

The purpose of the current study was exploring the existing EFL instructors’ and
students’ perceptions and practices of feedback on EFL writing CAs in EFL
classes. Data were collected via quantitative and qualitative methods. Research
scholars like Creswell (2012) and Denscombe (2007) assert that using both
methods in a single study results in producing sound and comprehensive
visualization of the problem under study than applying the mono-method. The
mixed method allowed the researcher to carry out in-depth investigation, to better
understand about the existing situations, perceptions and practices concerning
feedback on CAs in EFL writing classes. In this chapter, an attempt has been
made to present the research design, settings, participants and overall research
methodology of the current study.

3.2 Research Method and Design
3.2.1 Mixed Method Research

Mixed method research is the research paradigm through which researchers
systematically collect, analyze, and mix both quantitative and qualitative data in a
single study. Mixed method research (MMR) builds its base on best of both
paradigms. It integrates multiple perspectives, methods and procedures of
quantitative and qualitative research paradigms. It gives a single study a broader
image than adopting only one of the methods. MMR complements strengths of
both and minimizes shortcomings of each method, and results in producing more
complete and comprehensive research output than using either of the method
(Denscombe , 2007; Creswell 2012).

In a MMR approach, data produced by different instruments are complementary
to one another (Denscombe, 2007). It allows researchers to apply alternative
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perspectives in collecting and analyzing data when compared to data produced
using only mono-method approach. MMR lays its foundation on pragmatics
philosophy which is oriented on the real world practices and allows pluralistic
approach to drive knowledge from multiple perspectives (Creswell, 2003). A
pragmatics knowledge claim allows researchers to apply multiple methods in
collecting and analyzing data. It is flexible in nature to choose and use alternative
research methods, procedures, techniques and strategies which suit to the purpose
of the study (Creswell, 2007).

The current researcher used MMR for the following reasons. First, the purpose of
this study was to explore EFL instructors’ and students’ perceptions and practices
of feedback provision on CAs in EFL writing classes. To this end, the researcher
believed that perceptions and practices of EFL instructors and learners regarding
feedback on writing CAs could be explored and described through the adoption of
MMR design. Quantitative research method was used since it allows the
researcher to include relatively larger number of EFL learners in the study. For
example, quantitative scores on an instrument from many individuals provide
strengths to offset the weaknesses of qualitative sources from a few people. The
use of quantitative data parallel to qualitative data helps researchers to generalize
the results to larger population of the study. Based on this, in this study,
questionnaire was used to collect data from students on their perceptions and

practices of feedback in EFL writing CAs classes.

Secondly, for the exploration and description of the existing situation, qualitative
methods were used. FGD as a method of qualitative data collection, thought to be
useful to get deep and rich data about EFL instructors’ perceptions of feedback
provisions. Qualitative, in-depth interview (FGD) of a few people offers strength
to quantitative data that does not adequately provide detailed information about
the context in which individuals provide information. In addition, documents
analysis as part of qualitative method was employed focusing on marked CA

papers of Basic Writing Skills. DA were used to see whether feedback on EFL
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writing CAs exists or not (that is, its current level and/or status of its practices).
Hence, the researcher planned to gather both quantitative and qualitative data,
analyze both datasets separately, compare the results from the analysis of both
datasets, and make an interpretation as to whether the results support or contradict

each other.

3.2.2 Convergent Parallel Mixed Method Research Design
Among the other designs of the MMR, the present researcher adopted convergent

parallel mixed method design (CPMMD) based on the following justifications.
According to Creswell (2012), before selecting any type of MMR design for a
particular study, it is very important to know about: priorities given to collect
data through quantitative and qualitative methods of data collection, sequences to
be followed during data collection phase, procedures to be followed during data

analysis and where to mix both data.

First, in a MMR design, priority refers to when one of the methods is considered
as the major and the other one is thought as supplementary or when both are
considered equally. Specifically, it is to mean when qualitative research method
is given more weight than quantitative (QUAL quan), or when the quantitative
research method is given greater weight than qualitative methods (QUAN qual),
or when both quantitative and qualitative research methods are considered equal
(QUAL + QUAN) a single study.

Second, sequence refers to the order that researchers apply to collect the intended
data i.e., they determine which data has to be collected first, which has to be next
or simultaneously or concurrently collected. In the sequential MMR design, data
are collected in two phases. Either qualitative or quantitative data are collected in
the first phase and the other in the second phase. In the concurrent data collection
type, both quantitative and qualitative data are collected without following one

after the other. Rather, they are collected simultaneously.
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Third, procedure refers to decisions that researchers make concerning where to
combine (mix) both (qualitative and quantitative) data. Specifically, it is about
decisions researchers made about data integration: mixing data during the analysis
or to presenting the analysis of both data separately or mixing both data during
interpretations. Thus, researchers could decide to combine or separately present

the quantitative and qualitative data or mix during interpretation (Creswell, 2012).

Based on the above important considerations, Creswell (2012) identified six types
of MMR designs which researchers can opt from and adopt to carry out their
study. Thus, the researcher adopted CPMMD. CPMMD was purposefully chosen
for this particular study. CPMMD gives equal value to both methods (QUAN +
QUAL) (where, + (sign)) indicates both data can be collected concurrently.
CPMMD suggests both gquantitative and qualitative data can be analyzed
separately and merged during interpretations. In the present study, due to the
above rationales of the CPMMD, data were collected simultaneously via both
instruments of qualitative and quantitative methods. Both of the methods were
given equal value. Both data were also analyzed separately as shown in the
following Creswell’s CPMMD model for the study.

As far as the presentation of results obtained via quantitative and qualitative
instruments were concerned, each of the data was presented independently. As
mentioned above, all data were considered equal and the datasets were presented
independently. The results of the study were integrated in the discussion and
interpretations of the findings of the study

Qualitative data
collection and analysis

> Compare or —> Interpretation
Quantitative Data relate

Collection and Analysis

Figure 2: Convergent Parallel Mixed Method Model: Adopted from
Creswell (2012)
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The above diagram indicates when both data are required to be collected
concurrently since they are shown parallel. They were given equal priority. They
were also presented independently. Then, the researcher relates or compares all
data entry. To draw conclusion and better understand the problem, both
QUAN+QUAL data are mixed/integrated during the interpretations of the results
of the study.

3.3  Setting and Participants of the Study

3.3.1 Settings
The present study was conducted at Wollega University which is one of the
second generation universities in the history of HLIS in Ethiopia. It was
established in 2007. The university is geographically located in Western part of
the country. Specifically, it is found in Oromia Regional State, East Wollega
Zone. The university has three campuses. The main campus is found in Nekemte
town. The other two campuses are found in Shambu and Gimbi towns. The
university first commenced at Nekemte (main) campus with a few students and a
few programs of study. Currently, the university has shown significant expansion
in terms of programs of study in various modalities and also students’ enrollment
in regular programs both in undergraduate and postgraduate studies and also in
extension modalities (distance, weekend, summer and evening) programs. It has
also been showing increment towards the number of both academic and

administrative staff.

Reasons for the selection of the university were presented as follows. First, as
mentioned in the background of this study, the university began using CA mode
of assessment as a principle since the commencement of the university. MoE
lately forced other HLIs, including the first generation universities, to apply this
assessment form. However, as mentioned earlier, WU started implementing CA
prior to the development of Harmonized Academic Policy Document of Ethiopian

Public Higher Education Institutes. Thus, the so called CA implementations were
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thought to be deep-rooted among students and academic staff of the university as
compared to those institutions which began later. Applying CA solely is nothing
unless followed by feedback. As indicated in a theoretical framework of the
present study, feedback closes the gap between the current status and the intended
goal. Second, it was believed to reveal the existing perceptions and practices of
feedback EFL instructors and students on CAs of EFL writing classes. Thus, the
study was designed to explore the status of feedback practices on CA:
effectiveness of applying CA in terms of bringing the desired change in enhancing
quality of education at large and improving students’ writing performance. Third,
the researcher came up with this research tittle basically from her teaching
experiences in the institution. The researcher observed that students were assessed
frequently on an ongoing base, but how was feedback handled during the CAs
implementations requires investigation. The researcher was in doubt about the
place of feedback on a number of CAs conducted in EFL writing classes.
Designing and administering more than seven assessments for Basic Writing
course per classes were common responsibilities of EFL instructors in the
institution. Fourth, the university was among the newly established ones. It was
thought that the current study was relevant to see how the teaching learning
process was going on. Exploring EFL students’ and instructors’ perceptions and

practices of feedback on EFL writing assessments partially reflect the status quo.

3.3.2 Participants
As mentioned in earlier sections, participants of this research were EFL
instructors and EFL students of Wollega University. First, EFL instructors were
preferred because of their direct involvement in giving feedback on students’ CAs
carried out in the EFL classes. Second, since one of the major objectives of this
research was to explore to what extent EFL instructors of the selected university
provide feedback on students’ CA results in EFL writing classes, EFL instructors
were, thus, mandatory to take part in the study. As far as the students were
concerned, they were also subjects or receivers of the teachers’ feedback. Thus, it

was assumed that they could show the general practices of feedback provision on
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CAs in EFL classes, and they could reflect what they do after getting feedback on

the CAs conducted in EFL writing classes.

3.4 Sample and Sampling Techniques

Various sampling methods were applied to determine the number of instructors
and students who participated in this study. The staff profile data of the
university revealed that there were twenty four EFL instructors who were active
or on duty in the English Department during data collection. To select
participants, comprehensive/available sampling technique was used since the
number of the instructors was manageable for FGD. Three FGD units (18 EFL
instructors) were used for the main study; in one FGD unit, six EFL instructors
took part; whereas, among the twenty four EFL instructors, 6 (six) of the

instructors had participated in the pilot study.

Document analysis of marked writing assessments was one of the major
qualitative tools in the present study. Samples of marked students’ CAs of the
course BWS were collected from EFL instructors randomly to explore the current
level of EFL teachers’ feedback practices on students’ writing assessments.
Hence, written and marked CAs papers were collected from 6 EFL instructors
who were randomly selected from the 3 FGD sessions (i.e., two instructors from

each group).

Statistical formula was used to determine number of students who took part to
respond to questionnaire. The total numbers of first year students in the main
campus were 3242 during data collection. To determine sample participants, the
size of the sample participants for this study was determined statistically.
Participants were drawn from first year EFL students who were learning basic
writing skills. The sample size of first year students who took part in the main

study was determined via the following formula as indicated in Israel, (1992).

n=N/1+Ng?
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Where N= number of total population, e margin of error n=is the

required sample of the study
n=3242 /1+3242*0.06% = 277

As indicated in the following table, the samples of the participants were drawn
from all academic units found in the main campus of the university. Accordingly,
22 male and 15 female students were from FBE. 35 male and 17 female students
were drawn from college of Health. 30 of male students and 23 of female students
were selected from college of NCS. Moreover, 41 male and 24 female students
were form College of Technology. 14 male and 9 female students were selected
from ILSJ. In sum, 142 (61.74%) of the participants were male while 88(38.26%)

of the students were female.

Table 1: Sample Respondents’ Profile

S/N | Academic Unit Gender T
M F

1 FBE 22 15 37

2 HEALTH 35 17 52

3 NCS 30 23 53

4 TECHNO 41 24 65

5 ILSJ 14 9 23
Total 142 88 230

Keys: FBE: M= male, F= female; Faculty of Business and Economics, NCS:
Natural and Computational Sciences TECHNO: Technology, ILSJ: Institute of
Languages study, Journalism and Literature

3.5 Research Components and Tools of Data Gathering

3.5.1 Quantitative Component and Tools of Data Collection
Qualitative research method alone is not adequate by itself. Quantitative method
is useful to engage relatively large sample from study population when compared
to qualitative methods. It is also possible to collect rich and broad data that can

be generalized to the study population. Since the number of EFL instructors in the
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selected HLIs was limited, qualitative methods were used. As far as EFL learners
were concerned, there was greater number of students who had been taking the
Course BWS throughout the institution. Therefore, to make the research finding
complete and generalize the result to the study population of the selected HLI,
applying quantitative research method was assumed relevant. Data from this
method were analyzed quantitatively using descriptive statistics to show, the
current phenomena or situation of the problem under investigation (Cothari,
2004). This method was, thus, preferred to explore the existing practices and

students’ perceptions regarding feedback provision on EFL writing CAs at WU

3.5.1.1  Questionnaire
Questionnaire is one of the instruments of quantitative data collection. In the
MMR, it is helpful to collect broader and richer data from larger sample when
compared to data collected via qualitative instruments. It is possible to involve
large participants from study population and generalize the result of the study to
the population. It allowed the researcher to relatively get complete data and to
better understand the problem under study. It was intended to explore students’

perceptions and practice of feedback in EFL writing assessment classes.

The questionnaire was both close and open-ended type. The open- ended was to
let respondents to freely reflect their views and experiences about feedback in
EFL writing classes. The questionnaire items were developed using Likert-scale
format to provide a range of responses (Cohen, 2000) that respondents could opt
from. Thus, the respondents provided possible responses of their perceptions and
classroom practices of feedback provision in EFL classes. The responses were
prepared using a five-point rating scale to elicit how often feedback was given on
CA of BWS. To this end, the scales of the questionnaire items were ‘Always’,

‘Usually’, ‘Sometimes’, ‘Rarely’, and ‘Not at all’.

The questionnaire was designed for first year EFL students who learnt the course

BWS. Before administering the questions to the students, it was validated through
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various means. First, it was read and given constructive comments by the advisor.
Second, it was also given to colleagues and they also gave their constructive
comments. Finally, it was validated through Pilot study. Based on the comments
from the advisor, colleagues and lessons obtained from the pilot study, few

questionnaire items were modified for the main study.

The questionnaire had five parts. The first part of the questionnaire was aimed at
explaining the purpose of the study to the participants. Subsequently, some
general information about participants’ bio data and their respective academic
units were included. The third part of the instrument aimed at examining students’
perceptions about the importance of feedback on the CAs of BWS. In this regard,
there were 12 perception statements that state respondents to rate degree of their
agreements as strongly disagree, disagree, neutral, agree, strongly agree which
range from 1 up to 5 rating scales, respectively. Fourth, to assess the extent to
which feedback on CAs were provided in BWSC, 19 statements with adjectives
(never, rarely, sometimes, often, always which were also rated from 1 up to 5,
respectively had been set. Finally, the fifth section was used to uncover
challenges EFL instructors and learners face in giving and receiving feedback on
CAs conducted in BWS classes. This questionnaire part had closed and open-
ended type. The closed-ended type was in a ‘yes’ or ‘no’ form. Statements related
to challenges of feedback practices on CA in EFL writing classes were given in
the left column and the “Yes’, or ‘no’ in the right column. Generally, 7 closed-
ended statements were incorporated followed by two open-ended questions. The
intent of the open ended questions was to let learners write challenges they
encountered to get feedback and to act on the feedback of the CA of BWS.

Before disseminating the questionnaire and conduct other tools to collect data,
ethical concerns were communicated to ILSJ (Institute of Languages Study,
Journalism and Communication) and DELL (Department of English Language
and Literature) using the support letter from AAU to get permission to collect
necessary data from the selected university. The researcher let the ILSJ and DELL

of WU being aware of it and asked to get their support during data collection.
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As far as distribution of the questionnaires was concerned, the researcher
distributed the questionnaires to all faculties of the main campus. Before
distributing the questionnaires, to know about days and specific period certain
program had BWS class, class schedules were collected from EFL instructors.
Then after, possible adjustments were made to collect data during students had the
BWS. The questionnaires were distributed to the sample participants by excluding
the programs which had already engaged in the pilot study. After reaching
consensus with the instructors, the researcher tried to randomly distribute the
questionnaires. The students were randomly selected in their classed using lottery
method. Before distributing the questionnaire, detail discussions were made and
reached agreements with the students. A total of 277 questionnaire papers were
distributed in the main study. Unfortunately, some questionnaires 7.22% of the
papers were not totally returned and 9.74 of the questionnaires were not properly
responded so that they were not included in the analysis. Because of this, 230

(83.03%) of the questionnaires were coded and used for the analysis.

After coding and tallying questionnaire items and responses, data were filled into
Excel data sheet and then transferred to SPSS V20. Using this software, the
reliability of the questionnaire was analyzed. Accordingly, the Cronbach’s alpha
quotients were found to be 0.840. The alpha quotient was calculated after data
was transferred to SPSS. Using descriptive statistics from the SPSS software, its
reliability was computed. Thus, based on the result obtained, the instrument was
reliable to measure EFL students’ perceptions and practices of feedback of BWS’

CA since the alpha quotient value was greater than 0.5.

Concerning the questionnaire data presentation is concerned, items were
thematically rearranged. So, the items were analyzed not in a way they appeared
on the questionnaire. Similar items were grouped under the same category. Then,
the data were analyzed in terms of frequency and percentages via descriptive

statistics.
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3.5.2 Qualitative Components and Tools of Data Collection

In the MMR design of the present study, the qualitative research method was to
carry out in-depth investigations to explore the existing perceptions and practices
of EFL learners and instructors regarding feedback in EFL writing classes at WU.
Qualitative research method is vital to get enriched data from its natural setting
where the respondents experience the situation. Researchers can describe the
phenomenon as it occurs (Creswell, 2007; Dornyei, 2007). It offers an opportunity
to employ multiple instruments (Creswell, 2007).

Qualitative method helps researchers to get deeper insight into issues under study.
Focus group discussions (FGD) were held with EFL instructors to explore the
existing perceptions and practices of feedback on the CAs of writing skills.
Marked BWS’ CA papers were also collected to examine the practical
experiences of EFL instructors concerning the practices of feedback provision on
students’ written assessments. Those tools were considered to collect in-depth
information from EFL writing instructors and learners regarding the existing
perceptions and practices of feedback. This research method also offers
advantages in managing emergent issues during data collections; it is not tight to
the initial design only (Creswell, 2007).

Data collected via those qualitative instruments were analyzed verbatim and some
aspects were quantified and presented statistically. As suggested by CPMMD
(Creswell, 2012), all of the data were analyzed independently and merged during

interpretation.

Thus, to answer the research questions and to scrutinize the existing classroom
practices of feedback provision on students” CA in EFL writing classes, first,
students’ questionnaire had been distributed to the students randomly after the
BWS instructor left the class having informed them to co-operate the researcher.
Next to this, FGD was conducted to explore shared experiences and
understandings of EFL instructors of the university concerning the
implementation of feedback on the CAs of EFL BWS. Finally, samples of written

and marked BWS’ CA papers were randomly collected from 6 randomly selected
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EFL instructors. It was intended to assess EFL instructors’ responses to the
various BWS’ CAs and to examine what they practically do on the assessments
other than marking; to identify whether the instructors really give
comments/feedbacks on the assessments or they do not give feedback. It was also
intended to describe the nature and strategies of the written feedback they use to

offer feedback in response to students’ writing performance.

3.5.21 Focus Group Discussion (FGD)
FGD was held to get shared and collective experiences and insights of EFL

instructors of WU on the perceptions and practices of feedback on writing CAs.
The researcher systematically organized FGD made with EFL instructors by
setting agenda on perceptions and practices of feedback on EFL students’ CAs in
BWS classes.

FGD gives research participants opportunity to express shared
practices/experiences, attitudes and understandings with respect to issue under
study. Focus group discussion is an essential research tool to collect high quality
data (Dorneyi, 2007). It helps the researcher elicit collective insights and
experiences of participants of a study. The role of the researcher was facilitation
and clearing out discussion questions. Concerning the number of participants in
each group, there is no an agreed number, but usually it takes place among 6 to 10
individuals (Marczyk et al., 2005). Thus, the 18 EFL instructors were divided into

three groups.

In the present study, to let the participants willingly take part in the FGD, the time
for each of the FGD was set flexible. The instructors proposed their convenient
time schedule which could not affect their regular duty time. Then, it was held

within the range possible times they proposed.

To collect the information in an organized and systematic way, open ended semi
structured question items were designed. The researcher invited the participants
formally through FGD invitation letters. Then, general themes of the FGD were

introduced to them through invitation letters. Agreements were made with them to
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choose the alternative time schedule convenient to each of them, and participate

in one of the three sessions or groups.

It was carried out for three consecutive days in Smart Rooms of ILSJ of WU.
Before formally starting the discussion, the researcher explained purpose of the
FGD; because, securing consents of the participants were so crucial for their
active participation and to keep audio record of the FGD. Finally, after
explanation of issues like purposes, ethical considerations and procedures of the
FGD, the questions were presented by 3 moderators and other 3 facilitators. The
moderators and facilitators were colleagues and PhD fellow students of the
university. The researcher was acting as mediator to explained unclear points

without imposing any interest.

3.5.2.2 Document Analysis (Marked Written CA papers)
Students’ writing CA papers which EFL instructors marked for classroom purpose

were considered vital in order to examine overall instructors’ feedback practices
on CAs of BWSC. In addition to FGD and closed and open- ended questionnaire
items, documents can be treated as a source of data (Denscombe, 2007).

Marked basic writing continuous assessment papers (MBWCAPS) were treated as
one of the major instruments of the present study. To explore what teachers
practically do on students’ assessments other than marking, collecting students’
marked assessments of the course, BWS was conceived significant in the present

study.

To describe the practices of feedback provision on EFL students’ writing CAs, the
researcher collected samples of students’ written assessment papers which were
marked and recorded for grading purpose. This enabled the researcher to better
describe the existing practices in relation to data obtained via students’
questionnaire and instructors’ FGD. It was also intended to investigate whether or

not EFL instructors of WU provide feedback on EFL writing CA, assess how they
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give feedback to make learners improve their progress of learning. Similarly, it
was aimed to examine if EFL instructors simply use the assessments for the sake
of mark or record only to know who passed/failed the assessments. Besides, it
was used to analyze the nature and strategies used to give feedback on students

writing skills CAs.

Thus, to examine instructors’ feedback provision practices on students’ writing
skills assessments, samples of available marked and written assessment types
such as tests/ quizzes/and written assignments/term papers were collected from
six (6) EFL instructors who participated in the FGD. In order to get those
documents, agreements were made with the selected instructors. As stated before,
its purpose was explained first. Then, the confidentiality matter such as not to use
students’ result papers for other purposes and analyzing the papers anonymously
for the research purpose only were briefly explained to the teachers. Moreover, an
agreement was also made with the instructors that if the papers might be needed
for the record and administration purpose, they would be returned to them after
collecting necessary information. During the pilot study, one of the instructors
was not willing to give all the assessment papers to the researcher until she
collects necessary data and returns to him; due to this, the researcher scanned all
the assessment documents and immediately returned for him. Fortunately, such
problem did not occur during the main study. All the participants were volunteers
to give the assessment papers regardless of the time limit it stay with the

researcher.

3.6  Data Collection Procedures

As indicated in the preceding sections, the intended data were collected via
multiple instruments. The current MMR design used in the present study was
convergent parallel mixed method design. The required data were collected
concurrently. The quantitative and qualitative data were collected simultaneously
(QUAL+QUAN). To effectively manage the data collection procedure and

effectively collect necessary data from the respondents, the researcher logically
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and systematically conducted the instruments. All data were collected at the same

time.

First, questionnaire was distributed to the students. As mentioned above, after
preparation of all the questionnaire papers, they were randomly distributed to 277
first year EFL students of all academic units of the main campus. However, 20
(7.22%) of the questionnaires were not returned while 27(9.74%) of the
questionnaire were not properly responded so that they were not included in the
analysis. Finally, 230(83.03%) of the questionnaires were coded and used for
analysis. Second, FGD was conducted with the 18 EFL instructors and audio
recorded. Third, a total of 783 samples of marked BWS CA papers were
randomly collected from 6 EFL instructors who took part in the three sessions of
FGD.

3.7  Data Analysis and Interpretation

In the present study, data were collected via quantitative and qualitative
instruments. Its analysis also followed via mixed methods research procedures. As
mentioned earlier in CPMMD, quantitative and qualitative data were analyzed
and presented separately. Then, the quantitative dataset were presented. Following
this, qualitative data have been presented. Based on the design of the study
(CPMMD) all data have equal priority (QUAN + QUAL). They are required to be
analyzed and presented independently. After relating/ comparing both data sets
the findings were merged (mixed) in the discussions and interpretations section
for final conclusion (Creswell, 2012).

To elaborately present the procedure of data analyses, after collecting necessary
data, the quantitative data of the students’ questionnaire concerning perceptions
and practices of feedback provision on the CAs of BWS was analyzed using SPSS
V.20. The students’ questionnaire data were analyzed using descriptive statistics
such as frequency and percentages to describe the findings of the study.

Moreover, reliability of the instrument was also computed and the results of
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Cronbach Alpha Coefficient of the questionnaire were found to be .840 which
shows the data from this instrument were reliable. Some, quantitative aspects of
the marked CA papers of BWS were also analyzed quantitatively using the
content analysis checklist designed to collect data.

With regard to qualitative aspects of this research, data which were obtained via
EFL instructors’ FGD and content analysis of CAs papers of BWS were analyzed
thematically. First, analysis of data gained from EFL instructors’ FGD transcripts
were presented qualitatively using thematic analysis approach. First, the audio
recorded of FGD had been transcribed. Then, it was thematically analyzed to
address basic research questions of the study. Following this, DA data were also
analyzed both quantitatively and qualitatively using the checklist prepared for this
study (Appendix M). Samples of previously marked written students” CAs were
analyzed to examine whether instructors provide written feedback on students’
assessments, to examine the prevalent feedback strategy and nature of the written
feedback they offer, to assess whether they simply give series of assessments for

the sake of marking, recording and/or grading purposes only.

As far as the interpretation of the data was concerned, both data were considered
equal. Then after presenting those data separately, the researcher tried to relate
and compare the findings from both QUAN and QUAL data. Finally, both
findings were integrated by relating or comparing the results. This means, both
quantitative and qualitative data were mixed during discussions and

interpretations of the results.

3.8  Pilot Study and Lessons Learnt

Pilot study is a systematic research process aimed at trying out instruments for
their dependability and practicality for the main study. It is conducted purposely
to check validness of the instruments for the main study and to acquire lessons
regarding the procedures to be followed in the main study. Through the lessons

gained from the processes, researchers would get valuable inputs to modify and
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enhance quality of instruments for the main study. The pilot study was conducted
with 111 EFL students who were learning BWS at the time of data collection. Six
EFL instructors were randomly selected from 24 EFL instructors and participated
in the FGD. Marked CA papers of BWS were also collected from 3 EFL

instructors who were involved in the FGD for document analysis.

The intent of the pilot study was to explore EFL instructors’ and students’
perceptions and practices of feedback provision on EFL writing CAs. To
investigate instructors’ and students’ perceptions and practices of feedback on
EFL writing CA, the researcher had piloted multiple instruments which were used
later for the main study. Accordingly, FGD, document analysis and questionnaire

were tried out first for their practicality.

3.8.1 Summary of the Major Findings of the Pilot Study

3.8.11 EFL Students’ and Instructors’ Perceptions on CA’s Feedback
Data from instructors FGD and students’ questionnaire depicted that both EFL
instructors and majority of EFL learners (36.0%) hold positive perception
regarding assessments’ feedback. They assured that feedback on CA plays
indispensable role in improving students’ progress, improving teaching and
learning quality and closing the gap between what was intended with what has
been achieved. The problem is only regarding its practicality as mentioned so far.

3111 Status of CA
In Wollega University, the assessment method being applied was proved as CA.

Practice of CA is associated with the history of the university’s establishment, and
it gradually reached the current level of implementation. Majority of the
participants (92.8%) assured that students’ performances were assessed out of 70
percent in a continuous form and 30 percent in final exam. A minimum of 7

various CAs were carried out for one course which at least 10% score/value.
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Varieties of formal CA forms were applied to assess students’ writing
performances. However, the objective assessments forms (techniques) were
preferably applied when compared to the subjective assessment forms which
encourage the learners to improve their writing performances through
constructing sentences, or writing paragraphs and/ or writing essays in guided,
controlled or free writing tasks. Tests, quizzes, group assignments, term papers,
presentations, paragraph writings, sentence level writings, project assignments
and essay writings assessment techniques were found to be the order of their
implementations in BWSC. Accordingly, test was found to be the most favorite
assessment technique as observed from DA and instructors’ FGD. Instructors
reasoned out that since there were large class size problems in delivering BWSC,
it was found to be difficult to apply other assessment techniques.

CA was implemented in the university, but it had been exercised as conventional
assessment trends. As the instructors’ asserted in the FGD (Appendix E) CAs
were carried out for the sake of recording or accumulating results for the final
grade. From their experiences, the participants confirmed that the current practice
of CA had no or little contribution on students’ learning progress. However, this

theme was excluded in the main study.

3.8.1.2 EFL Instructors Roles in Implementing CA
Both learners and instructors perceive that assessing and marking students writing
CAs were not the only task in properly implementing CA principles for the
intended purpose. In principle, CA is mainly for improvement not for
marking/grading students’ performances on particular assessment. (34.2 %) of the
participants asserted that they had been given feedback on 1 or 2 of the seven or
more various CAs implemented in BWS. Both EFL learners and instructors
pointed out several challenges why they were not properly applying CAS as its
pedagogical principles (see Appendix E). According to DA and students’
questionnaire response data, few written comments which were very short and

general with students’ score/ mark they achieved were observed.
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3.8.1.3 Extent to Which EFL Teachers Provide Feedback on CAs
From the pilot data, it has been found out that provision of assessments feedback
was not as expected. From the students’ questionnaire, FGD and DA findings,
feedback was not considered as central to effective instruction and the assessment.

The practice shows teach- then assess - teach and again assess.

3.8.1.4 Timing of Feedback
Feedback plays a vital role in learning and growth if given and applied timely. It
was found out that giving timely feedback for the students on each of CAs carried
out was challenging. Among 111 of the respondents 25.2 % of the respondents
said that they were sometimes given timely feedback. Concerning this, many
hindrances were identified via instructors FGD and students’ close and open
ended questionnaire items. These were large class size, lack of time, number and

varieties of assessments for each course, loads and etc. (Appendix E).

3.8.15 Prevalent Feedback Provision Strategy on EFL Writing CA

Results from DA, FGD and students’ questionnaire reveals that instructors use
various means to communicate feedback on EFL students’ writing performance.
Students said that it was given orally (41.6% of the respondents) for all of the
students in the classroom. On the other hand, EFL instructors reported that they
provide feedback not directly to an individual student. They provide
comprehensive comments in an indirect way through students’ group
representatives. However, writing is about individual’s performance since
individual variation and writing difficulties are inevitable. Participants witnessed
that this ill-practice was due to large number of EFL learners in a class. It was
also found out that it was challenging to reach individual learner and deal with
particular error or problems each individual student commit on his/her writing
assessment tasks due to complexity and variety of students’ writing problems
(Appendix E).
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Moreover, from the instructors FGD analyses it was pointed out that the
instructors apply explicit/direct feedback strategy when they correct students’
writing assessments. However, in the DA, it was found that instructors were using
implicit/indirect strategy of feedback provision in most cases. For instance, they
underline, circle or put question mark where students commit various defects on
pieces of various writing tasks. There were only few cases of explicit feedback on

students’ written works.

3.8.1.6 Nature of CAs’ Feedback
Students”  questionnaire result indicated that the instructors offer
descriptive/constructive and positive feedback which could inform students’
weaknesses and strengths. Instructors FGD and DA also revealed that though they
thought important, they were not giving detail (explicit) feedback (what learners
achieved, what they did not achieve (the gap) and what should they do to improve

their progresses).

3.8.1.7 Actions Taken Subsequent to CA of BWS and Its Feedback
Concerning this, teachers raised several challenges for not fully implementing
principles of CA. Sometimes, they adapt their teaching in a way it simplifies their
burdens not in a way it improves students’ writing problems (FGD) (I adapt my
assessment to objective assessment type for writing). They reflected that they did
not conduct remedial actions based on students’ assessment results to fill the gap
between what should have been achieved and what is already achieved. They
pointed out that there were several reasons why they did not take appropriate
measures. For instance, instead of providing remedial classes, they offer
supplementary materials (handouts, notes, worksheets). As far as students were
concerned, they had no interest to ask, receive and act upon the feedback to
improve their performances due to fear of teachers, lack of interest, poor language

background, misconception on the course and etc.
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3.8.1.8 Challenges in Providing, Receiving and Acting on CAs’
Feedback
Concerning challenges EFL instructors and learners encountered in giving,
receiving and acting upon the feedback, several factors were explored from the
analysis of the questionnaire (from both close and open- ended items) and
instructors’ FGD. The identified challenges were emerged from different stake
holders who directly or indirectly involve in the teaching learning process.

Sources of this constraint were the institution, EFL instructors and learners.

According to the analysis of the questionnaire and FGD data of the pilot study,
the following factors were directly related to the institution. Accordingly, large
class size was reported as the main challenge to address each student’s writing
problems during implementing CAs in EFL classes. They reported that there had
been an average of 50 and more students exist per class. Students’ lack of
awareness and lack of guide lines/checklists on the need and how to use CA’s
feedback were other problems of feedback provision on EFL writing CAs.
Additional burdens that varieties and frequencies of CAs imposed on learners and
teachers, lack of motivational strategy to encourage teachers and lack of
conducive environment were found to be some of the institution’s related

challenges which EFL instructors and students.

Instructors’ related challenges for inadequacy of feedback provision on learners
Basic Writing CAs’ were found to be lack of time (due to workload, community
service, research and other situational activities). The other problem was related
to lack of interest to provide feedback. Nature of the feedback, strategies of
feedback provision and teaching learning methods were also some of the

challenges reported by EFL learners.

Some challenges were found to be directly related to EFL Learners. These were
students’ poor language background, lack of time due to number and varieties of
CAs they took for each course. Besides, students’ lack of interest (attention) in

receiving and acting on the feedback, complication and variation of errors
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committed by the students were great challenges of practicing feedback in EFL
writing classes. Other factors were students’ fear of teachers, lack of
understanding teachers’ feedback, unfamiliarity to the assessment method, lack of
adequate knowledge about how to use assessments’ feedback and misconceptions
about the course (since BWSC is not major course) were explored as constraints

for effective implementations of CAs’ feedback.

3.8.2 Lessons Learnt from the Pilot Study
The primary purpose of the pilot study was to validate whether the instruments
and items in the instruments were relevant and reliable to achieve the intended
objectives and research questions of the present study. Besides, it was meant to
acquire lessons from the instruments, items and procedures of data collection for
the main study. As a result, using the lessons experienced from the pilot study,

amendments and modifications were made in the main study.

To get the whole picture of the existing practices of feedback provision on CAs of
Basic Writing Skills, the study design laid its foundation on a pragmatics
philosophy. It suggests the use of pluralistic approach to collect data for this
particular study. Accordingly, closed and open-ended questionnaire, FGD and

document analysis were used.

As far as the questionnaire was concerned, because of the over emphasis on items
related to practices of CAs, it was thought that some participants left out the most
important questionnaire items and did not respond to all the questionnaire items.
Therefore, in the main study, the researcher minimized the items which highly
focused on the implementation and challenges of CA to focus on the perceptions
and practices of feedback provision on CA in EFL writing classes. This directly
notified the researcher to adapt and minimize the research questionnaire from 42
to 38 items to increase students’ rate of returning the papers and responding to all
items. Thus, item no. 5 was basically included to assess the prevalent assessment
form EFL instructors apply to assess BWS was omitted. Item number 8 asks

about teachers’ role in CAs; it highly talks about CA not about feedback so it was
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found irrelevant and omitted. Some items were also found to be repetitive;
therefore, such questions were (34 and 35) were also excluded from the
questionnaire for the main study. Some items were also modified to minimize
ambiguity. Thus, the number of the questionnaire items was minimized from 42 to
38 (Appendix A and B).

The other lesson was concerning administration of the questionnaire to the
students. In the pilot study, some of the questionnaire papers were not returned
because some respondents took the questionnaire to their dormitory promising
that they would bring back. Some of those respondents failed to return. In the
main study, to give the respondents adequate time and to fill the questionnaires in
their classes, agreements were made with each of the class instructors before class
time. The instructors were also cooperative and they were trying to encourage the
students to complete the questionnaire just before they are leaving their classes.

From FGD guide also some problems were observed. Because of the inclusion of
certain thematic points which focused on CAs practices, the FGD took long time
(i.e., more than an hour.) During the discussion, the participants were in a hurry
because of overlapping, inconveniences of various academic programs and
political instability. For the main study, the researcher minimized the thematic
area to the very general ones and focused largely on the perceptions and practices
of feedback provision on writing skills assessments. 11 question guides were
minimized to 8. For example, items numbers land number 2 were merged
together.  Themes number 4 and 6 were modified and treated as one theme
(Appendix D and Appendix G).

With respect to document analysis, marked and recorded CA papers were
collected from three instructors. Two of them were positive and honestly handed
to the researcher though one of the instructors did not allow the researcher to keep
the assessment papers until collecting necessary data. Later, the researcher
convinced the teacher either to scan or copy samples of all the CAs. Lastly, the
instructor allowed the researcher to scan all the papers and immediately handed

back to him. From this, the researcher learned that creating consent with such
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instructors and increasing number of instructors should be beneficial to get the
required data for the main study. Concerning analyses techniques of marked CA
papers data, ways of analyzing the marked CAs papers were adapted from
qualitative (Appendix, L) only to both quantitative and qualitative methods to
handle data effectively. In the main study, greater numbers of marked CA papers
were collected from the sample instructors. It was, thus found to be difficult to
analyze qualitatively only. Thus, marked CAs papers of writing skills for the main
study was decided to be analyzed using mixed methods because in the pilot study

manageable number of CA papers were collected.
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CHAPTER FOUR

MAIN STUDY: FINDINGS AND DISCUSSIONS

4.1 Introduction

This section presents data analysis, findings and discussions of the results of the
main study. The main study was conducted by considering and incorporating,
lessons gained from the pilot study: data collection instruments, procedures and
its analysis. As also indicated in the methodology part of this study, findings of
both quantitative and qualitative data were analyzed and presented separately and
integrated (mixed) during discussion of the results of the study as the design of
the study guides. First, the quantitative data or students’ questionnaire data
findings and analysis were presented. Second, qualitative data were presented.
Based on this, FGD analysis and findings were presented. Following this, the
marked CAs of BWS were analyzed and presented quantitatively and

qualitatively.

4.2 Questionnaire Data Analysis and Findings

Though the questionnaires were distributed to 277 1% year EFL learners who took
BWS, due to some inconveniences, only 230 questionnaires which were fully
completed were used for data analyses. The questionnaire incorporated three
major themes which were intended to answer the research questions. The issues
addressed through the students’ questionnaire were perceptions of EFL learners
about feedback in EFL writing classes, practices of feedback provision on CA of
BWS and challenges EFL learners encounter in receiving feedback on the CA of
BWS and problems which restrict them to use the feedback to improve their
writing skills. Thus, under each theme, there had been specific items to generate
data on EFL students’ perceptions and practices of feedback on EFL writing CAs,
constraints in feedback provision process and problems students’ face to act on

the teachers’ feedback of BWS’ CAs.
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4.2.1 Analysis of Students’ Questionnaire Data Related to
Perceptions of Feedback

4.2.1.1 Students’ Views about Using CA as a Feedback Tool

Theme: Continuous Assessments as a Source of Feedback

The intent of this theme was to analyze what views EFL students’ hold about the

use of several assessment techniques applied in EFL writing classes. That is, to

examine whether they positively or negatively perceive the several CA techniques

applied in BWS’ classes, or as it can serve as a source of feedback to own up-to-

date information how they are progressing during the course. The first item in the

following table refers to whether CA technique help the learners know about their

progress during BWS course teaching and learning process. The second item is

related to whether CA can be used as informative tool for both teachers and

students and signal to them what they have done well and what they need to

improve.

Table 2: Students’ Perceptions about the Use of CA as a Feedback Tool

~

ltem

Responses

SD

Dis

SA

F %

%

%

%

%

CA helped
students to
know about
their
progress in
writing
course

19 8.3

40

17.4

69

30.0

68

29.6

34

14.8

CA result
can inform
students
about:
what they
have done
well, what
they need
to improve

25 10.

25

10.9

60

26.1

87

37.8

33

14.3

Keys: F= frequency/number of respondents; % = percentage SD (strongly disagree); Dis
(disagree); N (neutral); A (Agree); SA (strongly agree)
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As can be seen from Table 2 above, item number 1 was intended to assess
students’ perceptions of the use of CA techniques as a feedback tool. Based on
this, 69(30%) of the respondents shown neutral position with respect to the use of
CA techniques applied in BWS classes as a feedback tool. Nearly, similar number
of participants 68(29.6%) of the respondents also agreed that CA can help them as
a feedback tool. In contrast, 40(17.4%) of the participants disagreed that the CAs
methods applied in EFL classes help students as a feedback instrument. Thirty
four (14.8%) of the respondents strongly agreed to the view that says CA can help
as one of feedback tools, while 19(8.3%) of the respondents strongly disagreed
that CA methods help as feedback tool. The result of this item shows that
respondents agreed to the notion that state CA techniques can help as one of
feedback tools to inform their progress in EFL writing.

The intent of item 2 in the above table was assessing if students perceive CA help
as diagnostic tool and inform students what they have achieved, what they have
not achieved and what needs improvement. In response to this fact, majority
87(37.8%) of the respondents shown agreement as CA can help students as an
informative, tool and 60(26.1%) of the respondents had neutral stand. Similarly,
33(14.3%) of the participants strongly agreed that CA result can inform students
what they have done well and what they need to improve. However, 25(10.9%)
respondents disagreed to the view while 25(10.9%) respondents were also
strongly disagreed. Results of this study noted that majority of the participants
agreed that CA is an informative tool for students and inform them their present
achievement with respect to the preset standards, the gaps in the present status and
then let them decide the way forward, devise strategies how to improve the

observed gaps via the CAs conducted in EFL writing classes.
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4.2.1.2 Students’ Perceptions of the Importance of Feedback

Theme: The Importance of Feedback on CAs’ of BWS

In this section, an attempt was made to know how students view the importance

of feedback on the CA implemented in EFL writing classes. Specifically, the

statements tried to reflect importance of feedback on the CAs applied in EFL

writing classes as it enables the students understand what they have done well,

what they need to improve and how they can improve their weaknesses in writing

performance. The other point was related to whether feedback on the CA can

create an opportunity to improve their writing performance.

Table 3: Students’ Response about the Importance of Feedback

S| Item Responses

/ SD Dis N A
N

SA

F % F % F % F %

%

3 | Feedback 26 11.3 21 9.1 47 204 | 74 32.2

- helps students
understand
what they

have done
well, what they
need to
improve and
how can they
improve their
problems in
writing

62

27.0

4 | -creates an 21 9.1 27 11. 44 19.1 77 33.5
opportunity to 7
improve
writing
performance.

61

26.5

5 | - help tomake | 18 7.8 33 14. 36 15.7 74 32.2
progress in 3
writing skills

69

30.0

Item 3 of Table 3 was intended to know students’ perception of the importance of

feedback on the CAs of writing skills helps them understand what they have done
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well, what they need to improve and how they improve their weaknesses in
writing. Thus, majority 74(32.2%) of the respondents agreed that feedback of the
CA of writing skills enabled them to know what they have done well, what they
need to improve and how they improve their weaknesses in writing skills. In the
same way, 62 (27.0%) of the respondents strongly agreed that feedback of CA is
useful to know about their progress and what should they do and some 47(20.4%)
of the respondents were shown neutral stand to the idea. On the other hand,
26(11.3%) strongly disagreed that feedback help them to know about their status
and what to do in the future to improve their writing performances and 21(9.1%)
of them had also shown disagreement to the notion. Hence, it can be deduced that
majority of the students agreed that feedback on CA of BWS helps students
understand what they have done well, what they need to improve and how they

improve their weaknesses in relation to writing skills.

With respect to item 4 above, it was aimed to assess whether the CA’s feedback is
an opportunity to improve students’ writing performances. The data shows that 77
(33.5%) of the respondents agreed that CA’s feedback is an opportunity to
improve their writing problems and 61(26.5%) of the respondents also strongly
agreed. In contrast, 44(19.1%) had neutral position towards feedback of CA
enhance students’ writing performance. Among the respondents, 27 (11.7%) of
them disagreed and 21(9.1%) of them also strongly disagreed that feedback on the
CA in EFL writing classes can be an opportunity to enhance students’
performance. Similarly, the result of the second item in the above table also
depicted that majority of the students agreed as CA creates opportunity to enhance

their writing performance.

As indicated on item 5, students were asked whether teachers’ feedback on their
writing assessments help them improve their writing performances. Thus, 74
(32.2%) of the students agreed that feedback enables students to improve their
writing performance. Again, 69(30.0%) of the respondents strongly agreed that
the feedback given on CA helps them enhance their writing skills and 36 (15.7%)

of the respondents depicted that they had neutral outlook to the view. In contrast,
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33(14.3%) of the participants’ response revealed disagreement in relation to the
statement about whether the feedback given on writing assessments helped them
improve their writing performance. Few respondents, 18(7.8%) of them also
strongly disagreed to the indicated point on this item. Concerning this item too,
majority of the respondents’ agreed that feedback of CA helps them to improve

their writing performance.

4.2.1.3 Students’ Interest to get Feedback on BWS’ CA

Theme: EFL Students’ Readiness to get Feedback

In this section, it was aimed to ask EFL learners whether they have interests to get
feedback on their BWS CA during the course, or whether they do not have
interests for it. It was aimed to examine whether the students need EFL teachers’
feedback/comments on their strengths, and or weaknesses to improve their writing
performance on each of the CA applied in BWS classes.

Table 4: EFL Students’ Interest to get Feedback on the CAs Implemented in
BWS Classes

S | ltem Responses
1\1 SD Dis N A SA

F % F % F %

T

% F

%

6 | Interests of

students to get 27 11.7 | 27 | 11.7 | 33 | 143 | 69 300 | 74
feedback

32.2

7 | Interests of
students
concerning
feedback on the
earlier
assessments
before
subsequent CAs

27 117 | 22 | 9.6 35 | 152 | 84 36.5 | 62

27.0
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With respect to assessing students’ willingness of feedback provision BWS
classes, as can be seen in the above table, 74(32.2%) of the students asserted that
they strongly agreed that they want to get feedback/comments on both their
strengths and weaknesses to improve their writing performance. Sixty nine
(30.0%) of the respondents agreed that they want to get feedback on the CAs
conducted in EFL writing classes. Thirty three (14.3%) of the respondents
indicated that they had neutral position with respect to whether they had
willingness to get feedback on their BWS. In contrast, few respondents 27(11.7
%) strongly disagreed and 27(11.7%) of the respondents disagreed to this notion.
As can be seen from the result of descriptive statistics, majority of the respondents
strongly agreed that they have interests to get feedback/comments on the CAs of
Basic Writing Skills to improve their writing performances.

Item 7 was also intended to assess whether students prefer feedback on each of
the writing CAs before the administration of subsequent CAs forms. In line with
this, 84(36.5%) of the respondents strongly agreed that they need feedback on the
earlier CA before the subsequent ones. Sixty two (27.0%) of the respondents also
strongly agreed that they want to get feedback on each of the CA before the next
assessments’ administration. Thirty five (15.2%) of them had neutral outlook to
the view. Unlike the other respondents, few 27(11.7%) respondents strongly
disagreed and twenty two (9.6%) of the respondents also disagreed to the notion
of this item. The result of this item revealed that majority of the respondents
strongly agreed to have feedback/comments on earlier CAs before the execution

of the subsequent EFL writing continuous assessment techniques.

86



4.2.1.4 Students’ Preferences of written Feedback of CAs
Compared to its Mark

Theme: EFL Students’ Preferences of the Results of the CAs in relation to
Feedback

It was designed to identify students’ preferences of descriptive feedback on the
CA of BWS in relation to its mark/scores. Various options were given as
indicated in the following table. Variables such as students’ preferences on the
mark or the grade of BWS CAs’ only with rejection of its feedback, the correct
forms of the errors they committed, and or the mark/grade with error feedback

and written comments of the BWS continuous assessments.

Table 5: EFL Students’ Preferences of the Results of the CAs in relation to
Feedback

S/ | Item Responses

N SD Dis

mz

F % F % % % F %

8 | Students’
preference
s of:
grades/ 44 19.1 66 28.7 38 16.5 50 21.7 32 13.9
marks of
writing
CAs

9 Grades/
marks and | 18 7.8 27 11.7 55 23.9 73 31.7 57 24.8
feedback

10 | correct
forms of
errors 31 13.5 67 29.1 62 27.0 44 19.1 26 11.3
committed
only

11 | Mark/grad
e, error
feedback
and
written
comments
on BWS
CA.

16 7.0 16 7.0 47 20.4 91 39.6 60 26.1
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As introduced above, item 8 of table 5 was intended to examine students’
preferences of feedback compared to the quantitative figure or score of writing
assessment techniques applied in EFL writing classes. Thus, 66(28.7%) of the
respondents disagreed to the need to know their scores only, while 50(21.7%)
agreed that they desire to see their grades/score only on their assessments of
BWS. Among the respondents to the questionnaire, 44(19.1%) of them strongly
disagreed that the idea of assessments’ score only, while 38(16.5%) of the
respondents revealed that they had neutral position. Unlike the other respondents,
32 (11.9%) of the respondents strongly agreed that they prefer their grades/scores
only than the feedback on BWS. Result of this item shown that majority of the
respondents disagreed to get assessments’ scores/ marks only compared with

assessment scores with its feedback.

Unlike item 8 of the above table, item 9 questioned whether EFL learners prefer
marks and feedback together or not. In response to this item, majority 73(31.7%)
of the respondents agreed that they want to see their grades and feedback.
Similarly, 57(24.8%) of the respondents strongly agreed that they need their
grades and feedback while 55(23.9%) of the respondents were found neutral to
have both the mark of the assessment and its feedback. Contrary to this,
27(11.2%) of the respondents were disagreed to prefer the result/mark and
feedback of the CA. Few 18(7.8%) of the respondents also strongly disagreed to
the idea of results of assessments with feedback. From this, majority of the
respondents’ agreed that they want to see their results/scores and
feedback/comments of the BWS CA.

On the other hand, item 10 of the above table was intended to examine students’
perceptions about students’ preferences of correct responses of the errors they
committed in response to the CA conducted in EFL writing classes. Based on this,
67(29.1%) of the respondents disagreed that they desire the correct forms of
errors they committed, while 62(27.0%) of them stated they were neutral. Forty
four (19.1%) of the respondents revealed that they had been in agreement with

this point. Contrary to this, 31 (13.5%) of the respondents strongly disagreed that
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they prefer to get only correct forms of errors they had committed. Among the
respondents, only 26 (11.3%) of the respondents strongly agreed that they desire
to get correct forms of the errors they had committed. The result shows that
majority of EFL learners disagreed to the view of requiring only the correct forms

in response to the error they committed during their writing performance.

In the above table, item 11 presented the preceding three items in an integrated
way to examinee students’ preferences of their mark/grades, error feedback and
written comments on their writing assessments. Thus, 91(39.6%) of the
respondents confirmed they agreed that they need their marks along with error
feedback and written comments. Similarly, 60(26.1%) of the respondents also
strongly agreed that they had positive preference to the points mentioned, while
47 (20.4%) of the respondents had neutral to the stated idea on this item. Only
few respondents 16 (7.0%) of respondents strongly disagreed. Again, 16 (7.0%)
of the respondents disagreed to get their mark/grades, error feedback and written
comments on the BWS CA. Accordingly, great number of participants reflected
that they prefer mark/grades, error feedback and written comments of the CAs of
BWS.

4.2.1.5 Students’ Perspectives Regarding the Role of
Teachers’ Feedback to Improve Students’ Writing

Performance

Theme: Role of Teachers’ Feedback to Enhance Students’ Writing

Performances

The aim of the above theme was to explore perceptions EFL learners hold
concerning EFL teachers’ comments on the writing assessments. They were asked
to rate their response as their writing performance got improved due to the EFL

teacher’s comments/feedback.
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Table 6: Role of EFL Teachers’ Feedback in BWS Classes

S/ | Item Responses
N
SD Dis N A SA
F % F [ |[F % |[F [% |F |[%
12 | teachers’
Feedback
enable
studentsto | g5 | 130 |28 | 122 |36 | 2> | T | 304 | 66 | 287
improve [ 0
their
progress

With respect to the above table, the intent was to assess students’ perception of
teachers’ comments/feedback of writing assessments aimed at improving
students’ writing performances. Accordingly, 70(30.4%) of the respondents
agreed that EFL instructors’ feedback help them improve their writing
performance. Sixty six (28.7%) of them also strongly agreed that teachers’
feedback enables them to improve their performance, while 36(15.7%) remain
with neutral stand. In contrast, 30(13.0%) strongly disagreed that EFL teacher’s
comments/feedback help writing performance. Twenty eight (12.2%) of them to
the respondents disagreed teachers’ comments/feedback help them enhance their
writing performances. Hence, results of this item depicted that teachers’
comments/feedback on the ongoing writing assessments help students improve

their writing skills.

4.2.2 Analysis of Students’ Questionnaire Data Related to
Practices of Feedback in EFL Writing Classes

The preceding part of this chapter focused on the presentation and findings of data

concerning EFL students’ perceptions of feedback provision on the CAs of BWS.
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However, the following data analysis and findings focused on the practices of

feedback provision on the CAs implemented in BWS classes.

4.2.2.1 Students’ Responses of EFL teachers’ Feedback
Provision Practices on Various CA

Theme: EFL Teachers’ Feedback Practices on CAs of BWS

As introduced above, the main purpose of this part was to present the results of
the analysis regarding practices of feedback during CAs in EFL writing classes.
The intent of this theme was to assess to what extent EFL instructors offer
feedback on the several CA forms they used in assessing EFL students’ writing

performances.

Table 7: Feedback Provision practices as per number of CAs Conducted in
EFL Writing Classes

SIN Item Responses Fr %
13 feedback EFL teachers give feedback only on 1 111 48.3
provision or 2 of the various CA of BWS

practice per the

CA executed in EFL teachers give feedback on 3 or 4 44 19.1
writing classes of the various forms of CA of BWS

EFL teachers give feedback on all of 29 12.6
the various forms of BWS CAs

EFL teachers never offer feedback on 46 20.0
any of the various CAs forms

Total 230 100.0

Accordingly, majority of the respondents 111 or 48.3% of revealed that EFL
instructors provide feedback only on 1 up to 2 of the CAs they conduct during the
teaching learning process of BWS. Forty six (20%) of the respondents shown that
EFL teachers never provide feedback on EFL writing CAs. 44 (19.6%) of the
respondents also said that EFL teachers offer feedback on 3-4 of the CAs they
carryout. However, 29(12.6%) of them asserted that their EFL instructors offer
feedback on all of the CAs they conducted in EFL writing classes. The results of
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this study depicted that EFL instructors provide feedback on few of the CAs they

conduct to assess students’ EFL writing.

4.2.2.2 Students’ Response on the Timing of Feedback
Provision
Theme: EFL Teachers’ Practices of Immediate Feedback Provision during
CAs of BWS

In this section, it was intended assess whether EFL instructors give timely
feedback on a number of CAs they execute during the teaching learning process
of the course BWS. As a result, timely and formative feedback improves students’

writing performance.

Thus, the item in the following table questioned the respondents in how long time
do their EFL instructors respond CAs’ feedback and return the marked papers to
the students to let them identify their weakness and strengths. It is believed that
through the timely feedback, the students are able to know their current status and

strive to close the gap between what was intended and what they have achieved.

Table 8: EFL Students’ Response about the Timing of Feedback Provision

SIN | Item Responses Fr 1%
14 In h.OW a. within a week time 8 3.5
long time
!EFL b. any time before the subsequent assessment 18 7.8
instructors
offer c. after aweek time 23 |10.0
feedback
on  EFL|d. after amonth 27 117
writin
CAS? : e. onends of a semester. 92 40.0
f. Never return CAs papers with its feedback. 62 27.0
Total 230 |100.0
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As revealed in the above table, students were asked to indicate in how long time
EFL teachers provide the students’ feedback on the CAs carried out during the
teaching and learning of the course BWS. Thus, as indicated in the above table,
majority 92(40%) of the respondents said that EFL instructors return assessment
papers along with feedback on ends of a semester. Sixty two (27%) also revealed
that their EFL instructors never return assessment papers and its feedback to
them. However, some of the respondents 27(11.7%) of them showed that their
EFL instructors returned CAs papers and feedback after a month. Twenty three
(10%) of them also said that their EFL instructors return the corrected CAs after a
week time. Eight (3.5%) of EFL learners confessed their EFL instructors return
CAs papers of their BWS within a week time. Result of this analysis indicates that
students were not given immediate/timely feedback on the CAs of EFL writing
skills and their EFL teachers’ return CAs papers of BWS at the end at the end of a

course.

4.2.2.3 Means of Feedback Provision EFL Instructors Use
BWS

Theme: Means of Communicating CAs’ Feedback to Students

The aim of this part was to examine how feedback of the CA of BWS is delivered
to students. The next section presents how EFL instructors communicate feedback
of the CAs of the BWS to their learners.

Table 9: Ways of Communicating Feedback to Students

S/ | Item Responses Fr %
N
15 a. In a written form on individual student assessment|35 |15.2
means of Papers. 1201609
communi [b. Orally for the whole class at one time/ together :
?at'dnk? K ¢. Orally for individual student having contact hour in his|16 |7.0
tee ac or her office
0 d. Using peer feedback to let students correct each other’s |39 [17.0
students
errors.
Total 230(100.0
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As it can be seen from the above table, it was intended to assess which methods of
feedback delivery system were mostly applied during offering feedback on EFL
students’ writing assessments in BWS classes. Based on this, 140 (60.9%)
majority of the respondents revealed that EFL instructors offer feedback on EFL
writing assessments orally for the whole class at once, while 39 (17%) of the
respondents showed that their EFL instructors offer feedback using peers to let
students correct each other’s errors during writing classes. Only 35 (15%) of the
respondents reported that their EFL instructors deliver feedback on individual
students’ written assessments in a written form, but 16 (7%) of the respondents
indicated that their EFL instructors offer them feedback orally for individual

student having fixed time.

4.2.2.4 Nature of Teachers’ Written Feedback Practices

Theme: Nature of Feedback Provision Practices

The intention of this theme was to examine the nature of EFL instructors’ written
feedback regarding EFL students’ BWS’ CAs. Thus, the students were asked if
EFL instructors focus only on the mark/quantitative figure that they scored, or the
marks and praises only for high scorer students only, or the mark with

constructive feedback.

Table 10: Nature of EFL Instructors’ Feedback of BWS’ CAs

S/ | Item Responses F %
N
16 | Nature of  the | a. the result/ the mark that individual | 101 | 43.9
feedback that EFL learner scored only
instructors offer on | b. Result/ mark and praises for high | 37 | 16.1
students’  writing scorers only.
assessments c. Result/  mark with constructive | 30 | 13.0

feedback on what have been done well
and what needs improvement.

d. Never return assessment papers to their | 62 | 27.0
students.

Total 230 | 100.0
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According to the above table, 101 (43.9%) or majority of the students asserted
that their EFL instructors provide the students only the mark/ the result that
individual student scored on particular writing assessment. Sixty two (27%) of
the respondents said that EFL instructors never return assessment papers to them.
37 (16.1%) offer the mark and praises only for high scorer students. However,
30(13%) of the students confirmed that their EFL teachers provide the students’
result/ mark along with constructive feedback on what students have done well
and what need to be improved. This analysis indicates that students’ writing CAs

papers were returned to the students with the students’ scores/results.

4.2.2.5 EFL Instructors’ Feedback Provision Practices

Theme: The Extent to which EFL Instructors Offer Feedback on each the
CAs of BWS

This theme was intended to explore and verify the extent of feedback provision
practices during CAs of BWS implementation. It was intended to examine
whether EFL instructors write feedback and return each of the CA papers to the
students.

The item of the following table (11) indicates that 72(31.3%) of the respondents
said that their EFL instructors never return CA papers after marking. Seventy one
(30.9%) of the respondents indicated that the marked assessment papers were
returned to them sometimes. Moreover, 50(21.7%) of them said that the marked
CA papers were rarely returned to them. However, 15(6.5%) of the respondents
showed that marked CA papers were often returned to them. Twenty two (9.6%)
of the respondents confirmed that EFL instructors always handback marked
writing CA papers to the students. As it has been indicated above, result of this
finding revealed that marked CA papers were never returned to the learners.
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Table 11: The Extent to which Feedback is given on BWS CA Papers

S/ Responses
N | Items Never Rarely Sometime | Often Always
S
F % F | % F | % F | % F %
17 | Writing teachers | 72 | 313 |50 | 21.7 |71 |309 |15 |65 22 | 9.6
return CA
papers after
marking.
18 | They offer 46 | 20 69 | 30 61 | 265 |37 |161 |17 | 74
feedback/comm
ents on each of
the CA of the
course BWS

Item 18 of the above table was basically intended to examine if EFL instructors
offer continuous feedback/comments on the CAs they conduct during the teaching
and learning process of the course BWS or simply, they mark the assessments for
record/ grade purpose only. Accordingly, 69 (30%) of the respondents revealed
their EFL instructors rarely offer feedback/comments on each of the CA of the
course BWS. Sixty one (26.5%) of the respondents reported that they were
sometimes given feedback on the CAS of BWS. Forty six (20%) of them asserted
that they were never offered feedback on the assessments. Some of the
respondents 37(16.1%) said they were often given feedback/comments on each of
the CA of the course BWS, while 17(7.4%) of the respondents said they were
always given feedback on the CAs of BWS. Result of this item revealed that EFL
students were never given the marked CAs papers and also rarely given feedback

on their writing performance.
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4.2.2.6 Students’ Response about the Extent to which EFL
Instructors’ Provide them Constructive Feedback

Theme: EFL Instructors’ Use of Constructive Feedback Practices

The intention of this theme was to analyze students’ response on the nature of
EFL instructors’ feedback on the CA implemented in BWS classes. The items
were aimed to assess whether students were given constructive feedback. Hence,
it includes if EFL instructors offer motivational feedback, or if they focus only on
strengths of the students’ performance only, or if their feedback reflect students’
weaknesses only, or if the feedback comprises all aspects which means, if they
offer motivational feedback that focus both on the strengths and weaknesses of
the students on the BWS CA performances.

Table 12: Students’ Responses to Questions asked on the Frequency of

Constructive feedback offered to them

SIN | Items Responses

Never Rarely Sometime | Often Always
S

F % F | % F | % F | % F | %

19 | students get 41 |17.8 |69 |30.0 |68 | 296 |38 [165 |14 | 6.1
marked CA with
comments

20 EFL teachers 41 (178 |60 [26.1 |74 |322 |31 (135 |24 | 104
provides

feedback which

inform students’
strengths only

21 teachers focus | 72 |31.3 |51 | 222 |63 |274 |32 |139 |12 |5.2
only on students’
weaknesses

22 | teacher provides |47 |20.4 |52 | 226 |67 |29.1 |47 |204 |17 |74
feedback which
tells both
strengths and
weaknesses

As it has been indicated in Table 12 above, the intention was to know if EFL

instructors provide feedback/ comments which motivate students to improve their
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writing performance. Among the total respondents, 69(30%) of the students
reported that they had been given constructive feedback/comments rarely. Sixty
eight (29.6%) of the respondents also indicated that constructive
feedback/comments were given to them sometimes. Forty one (17.8%) of the
respondents revealed that they never get constructive feedback/comments to
improve their writing performance. Thirty eight (16.5%) of the respondents
confirmed that they were often given constructive feedback which inspire the
students to improve their writing performance. Few or 14 (6.1%) of the
respondents also witnessed that they were always offered motivational feedback.
The analysis of the finding depicts that majority of the respondents revealed that
they were sometimes offered feedback which tell students both strengths and

weaknesses them.

With regard to item 20 as referred to table 12, it was intended to assess if EFL
instructors provide feedback that focus on strengths of the students’ writing only.
In relation to this, majority 74 (32.2%) of the respondents asserted that they were
sometimes given informative feedback which inform their strengths only during
EFL writing CAs. 60(26.1%) of the respondents showed that their EFL instructor
rarely provided feedback which inform their strengths only on basic writing CAs
they conducted in writing classes while 41 (17.8%) of them were never given
feedback on their strengths only on the basic writing CAs. However, 31(13.5%)
were often given feedback on their strengths only and 24(10.4%) of them also
reported that they were always given feedback on their strengths only. Results of
this item also indicated that EFL learners were sometimes offered feedback on

their strengths only.

Item number 21 in the above table indicates whether basic writing teachers focus
only on students’ weaknesses when giving feedback/comments on the
assessments of BWS they conduct in EFL writing classes. Consequently, majority
72 (13.9%) of the respondents revealed that their EFL instructors never focus only
on students’ weaknesses when they offer them feedback on their writing

assessment. Besides, 63(27.4%) of the students revealed that their EFL instructors
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sometimes focus on their weaknesses during feedback delivery on their writing
assessments whereas 51(22.2%) of them said their EFL teachers rarely focus only
on weaknesses of students’ writing CAs. However, some of the respondents
showed that 32(13.9%) their EFL instructors often focus on their weakness during
feedback provision on their writing assessment. Very few 12 (5.2%) of the
respondents revealed that their instructors focus only on their weaknesses.
Similarly, as indicated above great number of the respondents indicated that EFL
instructors never focus on the students” weakness only during feedback delivery

in BWS assessment classes.

On the other hand, as shown on item 22 of the above table, it was intended to
know the extent to which EFL instructors give emphasis to both students’
strengths and weaknesses while providing feedback. In response to this, majority
67 (29.1%) of the students stated that their EFL teachers sometimes provide them
feedback which could inform both strengths and weaknesses of the students’
performance. Fifty two (22.6%) of the respondents also stated that they were
rarely given feedback on their strengths and weaknesses of their writing ongoing
assessments. Forty seven (20.4%) of the participants revealed that they had never
been given feedback on both strengths and weakness. In the other way, 47(20.4%)
of the respondents pointed out that their EFL instructors often give them feedback
on both of their weaknesses and strengths. Only, some of the respondents
17(7.4%) stated that EFL instructors always give feedback which inform the
students’ strengths and weaknesses regarding their writing performance via CAs.
The result of this theme depicted that EFL instructors sometimes focus on both
students’ strengths and weaknesses during feedback provision on students’

writing assessments.
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4.2.2.7 Respondents’ Response Regarding the Extent to
which Students Make Use of Feedback

Theme: Students’ Reaction if they Apply EFL Instructors Feedback of BWS’
CAs to improve their Writing Performance

The aim of this theme was to assess whether students make use of EFL
instructors’ feedback of BWS CAs forms to enhance their writing performances.
The item explores if the students’ positively receive and consider the feedback to

improve their writing performances.

Table 13: Students’ practices of Applying EFL Teachers’ Feedback

S/ | Item Responses

N Never Rarely Sometime | Often Always
s

F | % F | % F | % F | % F %

23 | applying EFL
teachers’
feedback/
comments

30 |13.0 (48 | 209 |55 | 239 |64 |27.8 |33 | 143

It was also intended to know about to what extent EFL students make use of
instructors’ feedback on the CAs of EFL writing to enhance their writing
performance. Majority 64 (27.8%) of them reported that they often make use of
feedback/comments given by their EFL instructors to improve their writing skills.
55 (23. 9%) of them asserted that they sometime use EFL instructors’ feedback to
improve their writing ability. Forty eight (20.9%) of them said that they rarely
utilize instructors feedback. Thirty three (14.3%) of the respondents revealed that
they always apply the feedback that was offered to them on their writing
assessments. Only, 30(13.0%) of the respondents never act on feedback/
comments given by their English teachers to improve their writing performance.
As mentioned above, majority of the respondents revealed that they often make
use of EFL instructors’ feedback to improve their BWS.
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4.2.2.8 Students’ Responses concerning their practices of
Using Feedback to Close the Gap between What Was
Intended and what they have achieved

Theme: Students’ experience about Using Feedback to close the gap between
their Present Status and the Desired Level of Writing Performance
This theme was designed to verify if EFL students use feedback as mediational
tool to fill the gap between the intended goal and their present status. The items
included in this section are concerned with examining if EFL learners apply the
feedback model to be effective in their EFL writing skills. Aims of the items were
to assess students’ reaction towards EFL instructors’ feedback on students’

ongoing writing assessments conducted in EFL writing classes.

Table 14: Students’ Response about Using Feedback to Close the gaps

S/ | Item Responses
N
students ask | Never Rarely Sometimes Often Always
hem selv
them selves F % F % F % F % F %
24 | Where they
are 24 104 53 23.0 48 20.9 58 25.2 47 20.4
(present)

25 | Where they
are going 36 15.7 48 20.9 38 16.5 55 | 23.9 53 | 23.0
(future)

26 | How they
close the

gap
(feedback)

33 14.3 41 17.8 48 20.9 64 | 278 44 | 19.1

Accordingly as revealed in the above table, the target respondents were asked if
they ask themselves about their present status (‘where they are?’). Based on this,
58 (25.2%) of them revealed that they often ask themselves to identify their
present status. Fifty three (23.0%) of them rarely ask about their present status.
Forty eight (20.9%) of them sometimes ask themselves where they are to know
their actual status. Forty seven (20.4%) of the students responded that they always

ask themselves about their current status while only 24(10.4%) of them said they
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never ask themselves about their present status. Results of this theme shown that
majority of them often ask themselves to know their present status with regard to

their writing performance.

Similarly, it was also asked to know if the students ask themselves about their
future progress via CA and its feedback. In accordance to this, majority 55(23.9%)
of the respondents confirmed they often ask themselves where are they going via
EFL instructors’ feedback of their writing CA. Moreover, 53(23. 0%) of the
respondents always ask themselves where they are going. Forty eight (20.9%) of
them ask themselves of the students said they rarely ask their future progress.
Thirty eight (16.5%) of the respondents confirmed they sometimes ask themselves
their future progress 36(15.7%) of the respondents revealed that they never ask
themselves where they are going. Analysis of the result for this part also indicates
that great number of the respondents often ask themselves about their present

status.

Item 25 of the above table was the third question that students ask themselves how
they could close the gap between the intended level of writing and their present
writing status. Thus, 64(27.8%) of the respondents said that they often themselves
how they close the gap. Forty eight (20.9%) of the participants revealed that they
sometimes ask how to close the gap between what was intended earlier and what is
achieved at present. Among the respondents, 44(19.1%) of them said that they
always ask themselves how they could close the gaps. Forty one (17.8) of the
participants confirmed that they rarely ask themselves how they close the gap
between the intended objective and the present achievement with regard to BWS.
Thirty three (14.3%) of the participants asserted that they never ask themselves
how to close the gap between what was expected of them and what has been
achieved in basic writing assessments. Similarly, result of this theme also revealed
that majority of the respondents often ask themselves how to close the gap between

the intended goal and present status of their BWS.
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4.2.2.9 Students’ Response about Types of Feedback
Practices

Theme: Students’ practices of Feedback Types

With regard to this theme, the intention was to explore which way of feedback
provision is applied in BWS during CA. This implies, in addition to EFL
instructors’ feedback, it was aimed to identify if EFL learners use peer feedback

in BWS to get comments on their writing activities.

Table 15: Students’ Practices of Various Feedback Strategies in BWS Classes

S | Item Responses
/ Never Rarely Sometimes Often Always
N F % F % F % F % F ] %
2 | Using
7 | peers
feedback
in
addition 33 14.3 35 15.2 75 32.6 56 24.3 31 135
to
teachers’
feedback

According to item 28 of the above table, participants of this study were asked if
they use peer feedback in addition to their EFL instructors’ feedback. Thus,
75(32.6%) of the respondents stated that in addition to their EFL instructor
feedback, they sometimes use peers feedback to improve their writing
performance. Fifty six (24.3%) of the respondents often use peer feedback in
addition to their teachers feedback in EFL writing class to improve their writing
performance, while 33(14.3%) of them never use peer feedback to improve their
writing performance. Similarly, 35(15.2%) of the participants revealed that they
rarely use their peers’ feedback. Thirty one (13.3%) of the respondents said that
they always use their peer feedback in EFL writing classes. According to the
computed descriptive statistics, in addition to their EFL instructors’ feedback, the

students sometimes use their peers’ feedback to improve their writing ability.
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4.2.2.10 EFL Students’ Responses Regarding Nature of
teachers’ Written Feedback and Measures Taken
Subsequent to CAs
Theme: Nature of Instructors’ Feedback and Measures Subsequent to CAs

Continuous assessments were conducted in various intervals of time to assess
students’ progress. Basically, the following items were intended to assess if EFL
instructors gives positive and/ or negative comments that describe and suggest
what students have done well and what should they improve intended and also to
assess what roles EFL instructors play just after the implementation of each pieces
of the CAs. The items were intended to explore if EFL instructors, give remedial

activities based on students’ CAs’ results.

The items (28 and 29) of the following table were intended to assess the extent to
which EFL instructors give positive/ negative nature of feedback respectively.
Hence, in response to item 28, majority 73(31.7% ) of the respondents revealed
that writing instructors rarely give positive comments that describe what students
have done well and what should they improve. Fifty seven (24.8%) of the
respondents also confirmed their EFL instructors sometimes give them positive
comments which describe what students have already done and what should they
improve for the future. Thirty six (15.7%) of the respondents claimed that their
EFL instructor never give positive feedback that could tell students strengths and
weaknesses and possible ways to improve their writing performance for the
future. In contrast to this, equal number of participants which means, 36(15.7%)
of the respondents asserted their EFL instructors offer them positive comments
about what they have already done and what should they improve for the future
with respect to writing skills. Twenty eight (12.2%) of the respondents also said
EFL instructors often give them positive feedback which describe what students
have done well with possible suggestions on what they could not achieved. The
result infers that EFL instructors rarely include positive feedback which describes

what students have done well and what they should improves.
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Table 16: Measures taken Following EFL BWS CA and its Feedback

Responses

Item Never Rarely Sometimes | Often Always

F [ |F [% |F [w |F [% |F

%

EFL
instructors:
positive
comments
that
describe
what
students
have done
well , what
they
improve

28 36 | 15.7 73 | 317 |57 |248 |28 122 | 36

15.7

Negative
descriptions
of what
students did
not perform
well with
positive
suggestions.

29 45 | 19.6 72 | 313 | 65 | 283 | 28 122 | 20

8.7

Remedial

55 239 46 200 |67 |291 |32 139 |30
activities

30

13.0

As far as item 29 in the above table is concerned, 72(31.3%) writing instructor
rarely include negative descriptions about what students could not performed well
on their writing assessments with positive suggestions for improvement. Sixty
five (28.5%) of the respondents revealed that they sometimes offered negative
comments with constructive remarks which describe about what students could
not perform. Forty five (19.6%) of respondents said that EFL instructors never
give negative descriptions of what students were not able to perform with positive
intent to encourage students improve their weaknesses in writing skills. Twenty
eight (12.2%) of the respondents stated that EFL writing instructors often provide
EFL students negative feedback that informs them to understand their problems in
writing and improve it for the future progress. Twenty (8.7%) of the respondents
also informed that their BWS instructors always give students negative

descriptions of their problems in writing to let them enhance their future
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performance in writing. Based on the finding, majority of the respondents
revealed that EFL writing instructors rarely include negative descriptions about

what students have not performed well on the BWS CA.

The aim of item 30 of Table 16 was to assess whether EFL writing instructor
gives remedial activities based on students’ continuous assessment results. In line
with this, majority 67 (29.1%) of the respondents asserted that their EFL
instructors sometimes give remedial activities after CA implementation in EFL
writing classes. Fifty five (23.9%) of the respondents said that their EFL
instructors never offer remedial activities after implementation of BWS ongoing
assessment. Forty six (20.0%) of the respondents also said that they were rarely
given remedial activities. Whereas, 32(13.9%) of them said that EFL instructors
often gives tutorial classes after implementation of CA in EFL writing classes.
Thirty (13.0%) of the respondents said that their EFL instructors always offer
them remedial activities after EFL writing CAs. According to the result of this
theme it can be concluded that EFL instructors sometimes give remedial activities
on the bases of the feedback of CAs of BWS CAs to help students improve their

writing performances.

4.2.3 Analysis of Students’ Questionnaire Response about
Challenges of Feedback Practices

4.2.3.1 Closed- Ended Students’ Questionnaire Response
Analysis
Theme: Challenges of Feedback Practices during Implementations of CAs of the
Course BWS

In this section, an attempt was made to explore challenges that hampered the
successful implementation of formative feedback on the CAs executed during the
teaching learning and CAs’ implementations in relation to the course BWS. This
theme was explored both in a closed- ended (a ‘yes’ or ‘No’) and open- ended
questionnaire types. For the closed-ended, seven statements were prepared

comprising various variables that could reveal the challenges as indicated in the
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table beneath. As far as the open ended questions were concerned, respondents
were asked to write whatever challenges they had encountered to receive

feedback and apply the feedback to improve their writing skills.

Table 17: Students’ Response on Challenges of Feedback Practices

SIN | ltems Responses

Yes No

F % F %
31 | CAis applied for accumulation of results | 141 61.3 89 38.7

for the final grade not for improvement of
my writing ability.

32 | Lack of orientations on how to use 133 57.8 97 42.2
instructors’ feedback/comments on CA
33 | Lack of written guideline on how can 163 70.9 67 29.1

students get and use comments/ feedback
on CA to improve their writing
performance.

34 | There are large numbers of students. 151 65.7 79 34.3

35 | There is no conducive environment for 127 55.2 103 44 .8
teachers and students to give and receive
feedback on continuous assessments.

36 | Varied number and types of assessments 156 67.8 74 32.2
carried out for writing course and other
courses make students busy.

37 | Lack of time to ask and act on feedback 131 57.0 99 43.0
on writing assessments.

Items 31 in the above table were intended to assess what challenges affect
implementation of feedback in EFL writing classes. It was to examine if the stated
variables in the table were among challenges in feedback provision practice
during CA or not. Based on this, majority or 141 (61.3%) of the respondents said
that CA was applied for accumulation of results for the final grade, but not for
improvement of their writing ability, while 89 (38.7%) of them said that CA was

not applied for accumulation of final grades.

Item 32 of table 17 was to verify if there was lack of appropriate orientations on
how to use feedback on CA carried out in EFL writing classes. Accordingly,
133(57.8%) of the respondents confirmed that lack of appropriate orientations on

how to use instructors’ feedback/comments on continuous assessments was found
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to be one of challenges to desire feedback of CAs and also to apply those
feedback of CAs given in writing classes. Ninety seven (42.2%) of the
respondents showed lack of appropriate orientations on how to use teachers’
feedback was not recognized as problems to effectively implement feedback in
BWS classes.

According to item 33, majority 163 (70.9%) of the respondents revealed lack of
clear written guideline how can students get and use comments/ feedback on CAs
to improve my writing performance. However, 67(29.1%) of the participants’
response revealed that lack of clear guideline on how to get and use feedback was
not a challenge to use and teachers’ feedback to improve their writing

performance.

The other point was whether number of students in a class affects feedback
practice. In line with this, 151(65.7%) of the respondents claimed that large class
size was one of the challenges that limit EFL instructors to give the students
timely feedback on each of the CAs’ in writing classes. Seventy nine (34.3%) of
the respondents considered large class size was not a challenge to provide

feedback on writing CA.

The respondents were also asked whether lack of conducive environment for
teachers and students affect to properly give and receive feedback on CA in EFL
writing classes. In response to this, 127 (55.2%) of the respondents asserted that
lack of conducive environment for both teachers and students were considered
among challenges EFL instructors and learners face to give and receive feedback.
On the other hand, 103 (44.8%) of the participants depicted that lack of conducive

environment was not a problem to give and receive feedback in EFL classes.

It was also intended to examine if varied number and types of assessments carried
out to assess BWS course and other respective courses of their program/field of
study might make them busy. Among the total respondents of the study, 156
(67.8%) of them indicated that the number and varied types for each of the
courses in addition to BWS CA was another hindrance to feedback practice in
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EFL writing classes. With regard to this, 74 (32.2%) of the respondents said that
number and varied assessment techniques conducted in BWS classes and other
courses of their respective programs were not considered one of the difficulties to
put feedback into practice in EFL classes.

Lack of time was also among the challenges of feedback practice in EFL writing
classes. Thus, majority 131 (57.0%) of the respondents confirmed that lack of
time was one of the constraints to ask and act on the feedback given in response to
students writing performance. Ninety nine (43.0%) of the respondents, however,
depicted that lack of time could not be challenge to ask and act regarding

feedback on writing performance via the CA in EFL writing classes.

4.2.3.2 Analysis of Open Ended Students’ Questionnaire

Response
This part of the questionnaire was aimed at exploring in-depth data on challenges
of feedback provision for the CAs executed in BWS’ classes. It was also intended
to make respondents freely write their experiences concerning challenges they
experienced during the teaching and learning process of BWS CAs

implementation and feedback provision in EFL writing classes.
Themes:

1. Challenges students face to get feedback from their EFL teachers
2. Challenges which hamper students’ use of instructors’ feedback

Accordingly, most of the participants wrote challenges they were facing during
feedback provision and what hamper their use of the feedback. Most of their
reflections seemed similar except ways of their expressions. The problems
identified in giving and receiving feedback on CAs were related to EFL teachers,
students and the institution. Thus, the researcher tried to take main points/ core

idea of their responses and it was grouped under and summarized as follows.
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4.2.3.2.1 Students’ Responses on Teacher
Related Challenges

Lack of Time: Respondents complained that teachers did not allocate adequate

Teaching

time for consultations, treat individual variations and satisfy
diversified needs of students. One of the students wrote that
“...teachers were busy because of unknown reason...” Teachers’ lack
of time might result in not fairly treating individual student and could
not give feedback on individual student’s performance. “...instead

>

the teachers take general idea of one student...” That means, the

strategy instructor’s use was not inclusive of all student type.

Learning Method: The students’ explained this in general
terminologies like: ‘unpleasant’, ‘Some teachers didn’t give US

handout’.

Teachers’ Lack of Interest (Attention) to CAs’ Feedback: In terms of this

challenge students explained that ‘No feedback is given; teachers

didn’t return assessment papers even in short period of time’.

Ways of Feedback Provision: Ways of feedback provision is related to strategy

of feedback provision. As it was understood from students’
description about this problem, for instance, they stated that teachers
orally inform students only the results they scored, or they show the
score without any comments. They also said that even as “some

teachers never return the assessment papers”.

Nature of the Feedback: In this regard, the students mentioned that teachers did

not give students detail explanations or descriptions of students’
writing performances while giving feedback on students’ writing

skills continuous assessments. Generalizing comments not specific’.
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4.2.3.2.2 Students’ Responses Regarding
Student Related Factors

Lack of Understanding Comments: The students stated that there had been
communication gap among the students and the teacher to understand and
make use of the feedback. As it has been stated in the FGD, students’ also
reflected existence of students’ poor language background to effectively
communicate to get and use feedback of their teachers on their writing
performance.

Shortage of Time: This can be seen in light of the number and varieties of CA
students took in a semester. The number of assessment carried out to assess
students imposed problems on the students. For example, on average they
took 7 CA for each course * 6 Courses+6 final Exam in a semester) which
equals to 48 assessments for six courses in a semester as revealed in the

instructors FGD analysis part.

Lack of Motivation/Initiation: The Students also asserted that as they had no

interests for assessments feedback.

Fear of Teachers: As described in their responses, students failed to freely talk

with their teachers to solve different challenges they encountered.

Unfamiliarity to the Current Assessment Mode: Some of the students’ stated

that ‘CA is new assessment method’ by itself.

Lack of Awareness: The students witnessed that they had problems in
understanding how to use feedback of CA to improve writing performance

Misconceptions on the Importance of BWSC: Respondent from Health science
reflected that “it is not our major course; as supportive course what we
know and get is enough.” From this, it can be understood that students had

misconceptions in learning English language, because without various skills

111



of English Language, it is not practical, to acquire the intended knowledge
of science, technology or any other fields according to the use of EFL in

Education policy of this country.

4.3 Focus Group Data Analysis

The focus group discussions were held to explore EFL instructors’ perceptions
and practices of feedback provision on students’ writing assessments. To this
end, 18 EFL instructors took part in three groups. 17 of the EFL instructors were
male while only one was a female. In FGDS1 6 (Appendix 1), in FGDS2 7
(Appendix J), and in FGDS3 5 (appendix K) EFL instructors took part. To
effectively run the discussions, three coordinators, who were PhD fellows and
colleagues of the university, helped the researcher in asking the questions. Other
three staff of ILSJ of the university also helped the researcher by recording the
discussions from the beginning to the end. Themes of the FGD were exploring
EFL instructors’ perceptions and practices about feedback provision on students’
CAs, EFL instructors’ prevalence use of feedback strategies and nature of their
feedback provision practices, students’ willingness in relation to feedback and
challenges that hamper EFL instructors to effectively deliver feedback on the CAs

carried out in EFL writing classes.

4.3.1 EFL Instructors’ Responses about the Role of EFL

Teachers with respect to Effectively Implementing CA

Themes of this session were exploring EFL instructors’ role in implementing CA
in EFL classes and their experiences concerning feedback provision on CAs’ in
BWS classes (See FGD guide item 1 and 2, Appendix H). The aim of this session
was to assess whether EFL instructors provide feedback just after implementation
of CA or they just use CA only for the sake of grading purpose.

In relation to item number 1 of the FGD, FGD participants of session one were
trying to explain the usual roles expected from EFL instructors in EFL writing

classes though the intention was to explore where they offer feedback during
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implementation of CA in EFL writing. Some participants explained that effective
implementation of CA begins from planning the type of the assessment,
identifying marking criteria, ways of recording the result and ways of feedback
delivery. Regarding this, let us see the exact speech of the participant
(FGDS1/focus group discussion session 1) as follows.

IN2...To effectively implement continuous assessment, the teacher

or the instructor has a great role in...eh...this begins from

planning the assessment, by the instructor should plan what mode

of assessment he or she uses or ...eh what criteria he/she uses to

mark the assessment and then how to record and then how to give

feedback or on what area ... eh..he or she focuses and

then...what...what is the means of giving feedback he or she uses.

They further said that EFL instructors were expected to mark/give corrections and
remedial activities on written assessments. They also stated that EFL instructors
should let learners cooperate to comment on each other’s written work since it

would be difficult to address each of the students’ errors in writing by the teacher.

EFL instructors who participated in FGDS2 also reflected to effectively
implement CA in writing classes in relation to feedback provision. Thus, one of
the participants said that since it is concerned with basic writing, teachers are
expected to give written feedback on assessment activities and assignments. The
other participant, IN8 of FGDS2, stated that EFL instructors’ roles include giving
and facilitating activities, taking written works at home for corrections using
different mechanisms of marking, returning the assessment papers and letting the
learner to incorporate the comments to produce its improved version.
IN8 of FGDS 2 ...use different methods to give feedback like probably

underlining or probably giving codes and give feedback. The following...

and immediately the following day the paper back to the students, and

the students again the following day what the teacher has written rewrite

the paper on the same tittle so mainly, the task of the teacher or the duty

of the teachers there is facilitating and preparing the activity, and
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facilitating, and conducting, then commenting and checking giving

feedback on the paper

Other Participants of this FGD session also confirmed that though they believe in
principles of CA implementation, they were not properly putting into practice for
several reasons. IN11 of FGDS2 stated that “/ know that after just ...eh the
assessments... I should give appropriate comment on my students’ writing, but | am not
doing in practices.
Participants in FGDS3 also stated that teachers have great roles to play in helping
their students write effectively by giving them direction or guiding how to write,
what to write, in addressing the procedures of writing. However, as they stated its
effectiveness varies from teachers to teachers because all teachers have their own
ways of implementing CA in EFL classes. Moreover, one of the participants of
FGDS3 explained what were expected from EFL instructors after conducting CA.
Let us see reflections of IN15 as follows.
... I think, he has to monitor, monitoring is also one part of the

teacher so that he has to supervise who is doing, who needs may be a

kind of support, and he has to identify to what extent the students are

actually doing the tasks he has already provided and monitoring and

supervision is also part of the teachers’ task, otherwise, if we are simply

giving and just may be giving burden on the students. This is not a kind

of learning so the teachers...the teachers duty goes to from planning [

think he has to supervise, he has to monitor and finally he has to give

feedback.

As stated above, the participant explained EFL teachers evaluate and analyze
students’ performance who is performing what, how competent enough, who is
not doing as expected and develop coping strategies to support them. If instructors
simply carryout CA that does not help students’ improve their weaknesses in
writing, it is merely putting pressure on the students to let them think simply
about the assessments and its marks only instead of thinking how to improve their
performance. They also further stated CA is different from summative assessment

whose goal is assessing for learning. This implies, CA is not assessment of
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learning rather it is assessment for learning. Real learning happens when learners
get formative feedback on what they have achieved and what they did not
perform. In principle, according to this participant CA executed not simply for

marking.

4.3.2 EFL Instructors’ Experiences of Feedback Provision

As indicated on item 2 of the FGD guide (appendix H), EFL instructors of the
selected university were asked experiences they had regarding feedback practices
in EFL writing assessments. Based on this, one of the FGD participants (IN1,
FGDS1) asserted that students better understand not only during the regular
teaching learning process, but also when they are given feedback. He stated that
lots of his students get improved due to the feedback he offered. He also further
said that feedback had to be given on time. Consequently, there would be
improvement on students, but if you delay feedback, it requires extra energy to
spend. Similar to this, IN6 also reported that she delivered feedback to her
students in written forms and let learners re-write the activity considering the
written comments on their written works. Unlike the experiences of the two
instructors, other instructors involved in FGDSL1 reported that though they believe
on its importance, they were not fully providing feedback to their students.
Among several constraints, almost majority of the instructors boldly described,
problems related to large class size, students’ lack of interest to feedback and
students’ poor language background were major reasons for its ineffectiveness in
EFL writing classes. As a result, they could not afford timely feedback to their
students at a level expected of them. Another participant of FGDS1, IN4,
(Appendix H) also revealed that feedback was not practical in his class. Reasons
he stated for the problems were related to the course and students’ writing
performance. He said that the course itself is exhaustive in nature. And as he said
it was difficult on which part of students’ writing performance he should have
given feedback since students’ written works are with full of errors. Students’

writing problem starts from word level which means students fail to use correct
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spelling of a word, its capitalization in sentences, paragraph and other writing
activities. The other issue he stated was concerned with the time allocated to the
course compared to number of students per class, number and complexities of
problems students have on various pieces of writing activities. IN 5 of the FGDS1
also confirmed aforementioned problems. Even though they believe BWS is most
importantly designed to improve individual student’s ability to write in English,
instructors usually prefer group work method of teaching. Then, they let the
groups comment on each other’s work instead of providing activities to individual
student and comment on individual student’s writing performance. One of the
reasons they explained for this practice was individual writing activity was
exhaustive and consumes more time when compared with group activities. “/

don’t use individual writing most of the time...since it is time taking and tiresome” (IN1

of FGDS2).

FGDS2 (Appendix J) participants had also reflected on the issue as above.
According to one of the FGDS2 (IN7), he pointed out the positive effect of
feedback to enhance the overall students’ performances both in written as well as
in oral forms of language learning process. To this end, he stated that teachers’
feedback is expected to be timely, positive, informative and motivational in
nature. The feedback must also focus both on strengths and weaknesses of
students’ writing performance in spite of his real practice. Concerning the real

practice, let us see what IN7 reflected.

...when I come to my practical experience of implementing feedback
although | believe or | know feedback. Giving feedback on writing
assessments to that extent | can confess that | did not frequently provide
...eh feedback on students writing assessment. And if you ask me why 1
can raise reasons for that one: is large class size, and the other is
overload and also it is possible to raise other problems any way I give

feedback as much as possible but not frequent...

Another FGD participant in FGDS2 also stated as he did not give feedback on
students’ CA and even he had no interest to give. From his experience, IN8
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justified that, students fail to understand the given comments. Students’ interest is
not on the written feedback rather they want what mark they scored. IN 12 also
reflected that though he believes feedback as one of learning tools, he stated it
was not fully applied in classroom practice. He pointed out several reasons why
he was not usually providing feedback to the students as other participants did.
The reasons were related to the students. Students’ willingness to get feedback,
students’ preferences to the mark/result they scored to the feedback on their
language performance and students’ language background were found as
constraints of effectiveness of feedback in EFL classes. In FGDS2 almost
majority of the respondents’ shared similar experiences and challenges they faced
with regard to feedback practices during implementing CA in EFL writing
classes. Concerning its effectiveness, the participants asserted that only few

students benefit from their feedback due to the stated problems.

IN16 shared different experience that he was applying feedback in EFL writing
classes. He said that he followed process approach in his classes. After passing
through steps of process writing, he collects students’ papers and provides
comments on their written activities. As he said, he wrote comments only not the
score/mark they achieved. Then, as he said he brought the marked paper to the
class and informed them to consider the comments and rewrite the activity. IN16

then witnessed students’ response to his feedback as follows:

....Students who are academically higher achievers use it and even
middle achievers to some extent use the feedback I give them. But many
students | can say in the class cannot understand the feedback. | give

them. So, most of the time I find their work the same with the first one...

From this experience, it can be understood that students were not willing to apply
the feedback to improve their writing skills due to aforementioned reasons.
Though the instructors show effort to give feedback, they reported that except few
students majority of the students had no interests and did not apply the feedback
to improve their writing performance. The FGD discussants also asked how this

instructor managed large class size. He then replied that he was using selective
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mechanism to respond to students’ writing errors. “I don 't give...eh...on everything.
In paragraph writing, for example, the features of good paragraph I consider unity of the
paragraph, coherence...eh completeness of the ideas, grammar, diction and
mechanics...” He was also asked to clear out if he provides timely feedback. Hence, he
asserted that he provides timely feedback. IN 16 reported that he usually returns the
marked papers just after two or three days. The other participants in FGDS3
(Appendix K) also reported that they offer feedback in the teaching learning
process since it is a fundamental tool to improve students’ writing skills. They
further stated that if students make use of it, they would be effective in their
writing. However, they claimed the students not using feedback given to them. To
this regard, they also confessed as they were not doing to the level of their

satisfaction.

4.3.3 EFL Instructors’ Perceptions of the role of Feedback on
the CAs of BWS

It was attempted to elicit instructors’ perceptions whether feedback/comments
close the gap between what was intended and the actual status and enable students
to improve their performance. Most of the participants in the three sessions almost
agreed feedback close the gap between the intended goal and the current level of
learners’ writing performance. However, they revealed that few students benefit
from it. One of the FGDS2 stated that only students who are competent enough
probably use it. In this regard, IN8 of FGDS2 said as follows

...those who have already the background and active learners benefit

from teachers feedback that is my point. Other...other than this those

students others ...the rest I don’t think they benefit from the feedback

even very difficult to read and understand your feedback let alone the

feedback you write on the paper ...

Another respondent revealed that not all students use feedback to close the gap
between what was intended and what has been achieved. Most of the students are
more interested to know what have they scored on certain assessment than the

comment. “...Whenever you want to give them assessment ...eh...feedback, they are
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eager only to see their mark and identify their own progress’’. Not to improve their

performance via feedback.

IN8 of FGDS3 also revealed it is definitely true that feedback helps to close the
gap. He also stated source of feedback is not only related to teachers. They can
also benefit from their peer and self-learn from one’s error. They should have
been given feedback that corresponds to students’ level of understanding.
Participants of FGDS1 (Appendix 1) had also similar views on the need for
feedback. According to data obtained from the three sessions of this data
collection instrument, EFL instructors’ perceptions were found to be positive
because they believe as feedback improves students’ writing performances inspite

of its practical experience.

The other point under this session was assessing views EFL instructors hold
concerning marking and returning assessment papers ignoring feedback to let the
students know their result/ score or quantitative aspect of their assessments. In
response to this, one of FGDS1, IN3, depicted that though it is important to mark
students’ assessment papers, it is not adequate task by itself. He further said that
since students have a number of problems, they need to be encouraged and
supported via feedback. IN2 of FGDS1 also said that

...Just marking and returning the paper is not adequate this does not

help. The very nature the very reason why we give feedback is to alert

the student on what they missed if we just mark and return the paper the

student may not be able to detect their own problem. So that will not be

adequate to help them learn from their errors. Eh...feedback should go

beyond returning the paper... (Appendix, I)

However, participant in FGDS2 (IN9) reported that though he believes in
feedback and marking assessment papers for record only is not sufficient task in
applying CA. Even he asserted he did not return assessment papers in an
appropriate time scale. He returns assessment papers back to students after he

completed the whole assessment of the course. “...they do not care about that so |
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give them after I complete the assessment as a whole” this depicts assessment without
feedback has little significance to enhance students’ performance. Almost all of
the participants of the three sessions had similar idea about need of feedback on
the CA implemented in EFL classes. Students’ response of questionnaire analysis
also depicts that EFL instructors usually return assessment papers at the end of a

semester which means after the whole assessment is completed.

4.3.4 EFL Instructors’ Practices of Feedback Provision
Strategies

In this session, it was intended to explore EFL instructors’ experiences and
prevalence use of feedback provision strategies during feedback provision on EFL
students’ writing assessments. According to the FGD data, majority of the EFL
instructors who took part in this study reported that they were not providing
feedback on EFL students’ writing assessments at a level expected of them. They
use feedback strategy depends on students’ individual variation among the
students. They stated that they usually prefer any of the strategy which can
simplify the feedback to the students for understanding and in helping them apply
to improve their writing performance. One of FGDS2 IN13 (Appendix, J)
reflected that he usually applies the direct method which is simple and
straightforward. IN11 also said he wrote direct feedback on students’ assessment
paper. IN7 of FGDS2 further explained that he uses direct/explicit feedback
delivery method and indicate both strengths and weaknesses of the student on the
assessment. On the other hand, IN9 said that he use implicit feedback strategy. He
stated that in what way he delivers feedback “... I don’t want to tell the student just
this is the problem...error of subject verb agreement ...I don’t say I simply just circle or

underline the two the subject and the verb and then | just draw bi directional arrow then

| put a question mark.

Another respondent of FGDS3 (IN15), the type of feedback strategy to be used in
EFL classes depends on students’ level of understanding and difficulty level of

the writing activity. As he said, for students who easily understood the comment
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and their errors, implicit feedback would be important. If the students had poor
level of understanding, he uses direct and clear comments. According to IN1 of
FGDS1, most of the time students respect their teachers since they consider their
teacher as an ‘authoritative’ body, offering them a direct feedback is more
important. They understand it simply and take into account for use. In sum,
majority of the FGD participants of the three sessions stated that they mostly use
implicit feedback, and when appropriate they also apply explicit feedback
provision strategy. They stated that implicit/explicit feedback depends on the
difficulty level of the activity. The feedback depends on the understanding level
of students. They further confirmed that they had been using both implicit and
explicit way of feedback provision in an integrative way where and when

required.

4.3.5 EFL Instructors Response on the Nature of Feedback on
Students’ BWS’ CAs

The intent of this theme was to assess EFL instructors’ perceptions and practices
of providing positive or negative feedback/comments that bring constructive
results. The purpose of positive/ negative feedback is to encourage students to

improve their writing problems or vice versa.

Accordingly, majority of instructors in the three sessions of FGD reported that
they believe students should be given constructive, positive, simple,
understandable and helpful feedback whose primary purpose is to help students
improve their writing skills. Despite this fact, they were not practically applying it

in their classroom practices at a level expected of them.

Some of the respondents said that they were not deliberately made negative
feedback that ends with destructive results. For instance, one of the discussants
reflected®...but sometimes it may come destructive because of some situations;
otherwise, | will not deliberately make negative comment or destructive comment or

offensive comment” According to this participant, it depends on how students
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interpret the feedback. They further explained that their evaluation of the tones of
the feedback they offered sound positive as it should reinforce/motivate the

students to improve their writing performance.

Additionally, one of the FGDS2 (IN7) explained his views and practices on the

nature of feedback on students’ writing assessments as follows:
I give feedback specifically on writing assessment or assignments most of
them are descriptive. They are so constructive and | want always like to
give positive feedback. I don’t want to give negative feedback,
destructive or offensive because ...actually as to my understanding
indicating the weakness of the student is not negative. Of course, the way
1 show them their weakness is matters I give a kind of...sandwich method
indicating the positive and then their weakness and | did not say negative
the weakness and then 1 tell him his strengths too. So negative the word
appropriate for me ...most of the time, I don’t use offensive feedback. 1
would like to add one more variable | wuse motivational
feedback...right... a kind of you know encouraging him wow you
are...after this you are going to write perfect such like that. So we call it

motivational feedback.

From this extract, it can be deduced that EFL instructors give descriptive,
constructive/positive, and motivational feedback. As indicated above, they inform
their students’ weaknesses not in a way it affects students’ emotion. Most of them
also stated that they often use positive expressions to show what students did not

achieve. They confirmed they had been careful not to use offensive words.

4.3.6 EFL Instructors’ Response about Willingness of
Students to Receive and Apply Teachers’ Feedback

In response to this, the FGD participants shared their views and experiences how
their EFL learners perceive about feedback and take it into account to improve
their performance. One of the respondents said that continuous feedback is needed

to improve the next performance. Most of them witnessed that most of the
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students were not happy when teachers give them feedback and let them use it and
redo what they had performed before. As they stated few students had been
observed by the teacher in using the feedback to improve their performances in
EFL writing.

Moreover, as discussed in the above sections, the EFL instructors revealed that
their students were more interested in the result/the quantitative figure of the
assessment. They were not eager to look at what aspect of the writing assessment
they performed well and which they did not, and how they improve in the future.

Two of FGDS2 participants, however, said that students have the willingness to
get feedback and even like teachers’ feedback. One of the instructors justified that
this could be due to the asymmetrical relationship between teachers and students.
It was also stated that students consider the teacher as an authoritative in
classroom (IN1 FGDS1). They also stated that the problem related to this issue
was in relation to its practicality. “....truly speaking, they have the will, they need
to do it, the problem is the practical...eh...the practicality of doing it” IN8
/[FGDS?2). In this session, it was also intended to elicit reasons for why students
lack interest to get and use feedback. Most of the participants claimed that
problems related to students’ poor language background and students’ preference
of the mark only neglecting its feedback. Regarding this, IN15 “...from my
experience I noted that students who are good at English wants to get...just
something additional input. But other students who are...most of the students are
not in ... the zone of development...” From this saying, only active and medium
students who have relatively good command of English language show interest
and apply the feedback to improve their writing performance though majority of

the students had claimed not to have such interests.
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4.3.7 EFL instructors Responses on the Challenges that

Hamper Feedback Provision Practices

Concerning challenges EFL instructors face on feedback provision in EFL writing
class in relation to applying CA, from the beginning of the discussion up to the
end, almost 18 (all) of the three FGDSs participants reflected several challenges
of feedback provision in EFL writing classes. The following paragraphs present
issues discussed in the three sessions of the FGD of the main study with respect to

challenges EFL instructors face to provide feedback.

The discussants of FGDS1 mainly stated that one of the major problems that
hinder feedback practices in EFL classes was large class size. IN5 of FGDS1
asserted that, “in a single class we were assigned to teach not less than 80 to 100”
He also further stated other problems such as students’ lack of experiences in
secondary schools about writing and feedback, students’ lack of attention to the
course explained that “they connect or relate everything to the grade so they are

simply take the course for the sake of achieving good mark...”

One of this session’s discussants (IN1) also reflected that teachers and teaching
quality matter. As he claimed, the place where teachers give feedback in teaching
and assessing writing skills matters. “...the quality of teacher and teaching is the
most important thing. For example... in feedback we give it a subsidiary

1

position...~

In the same way, IN2 FGDS?2 stated additional challenges EFL instructors face to
provide feedback on students’ writing assessments /activities which is related to
difficulties they encounter to decide to which aspect of the students’ error they

offer feedback/comment.

. The student performance is full of errors, so it is easier to...to...
identify...to pin point the few correct items than the incorrect items. Lots
of incorrect items are there so, I ...1I feel board which item to correct and
which to ignore by...by...principle you ...you cannot correct or you

cannot give feedback on every error. You need to be focused...
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The above FGD data shows varieties, complexity and amount of error on
students’ written works let teachers to neglect feedback of errors. Students’ lack
of understanding the comment was identified as one of the challenges. IN4 in
FGDSI1 stated that university’s lack of commitment to manage large class size and
classroom setting. He revealed that students were placed in small classroom size
which was not accommodative enough to large class size of students. [IN4

explained more problems related to feedback as follows:

...nature of the assessment itself; because, we ourselves are more tight
ourselves with the assessment for the student to evaluate the students’
performance not to...eh couldn’t get chance to improve students’ writing
performance. we all record the marks of the assessment not to give for
students for another chance to improve their writing and to mark it for to
record it another time. so because out of seventy to work, the assessment
to record the students’ performance to differentiate evaluate the student.
We focus on the assessments rather than the feedback. ..to the feedback

... on improving students’ writing through feedback (IN4)

The nature of the continuous assessments they design did not force them to
provide feedback. It was an assessment kind which encourages assessment for
learning as summative assessment forms. That means, the ‘so called ‘Continuous
assessment forms’ were simply used for evaluation or recording students’ results
as the summative assessment type. The primary purpose of the CAs out of
seventy percent they were applying was not to let students improve their

performance via feedback/comments.

FGDS2 discussants had also shared their experiences and challenges they face
while conducting CA and provide feedback to their students. As stated above, IN8
identified four major problems related to this issue. The first one is related to
large class size. “....if you are not lying it is not possible to go through this all paper
and coming with the paper next morning. So the challenge is number of the students in
the class...” The second problem he stated was related to students’ illegibility or
poor hand writing in response to written assessments/activities. The third

challenge revealed by the discussant was to decide which aspect of students’ error
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would be given feedback or not. He explained it as: “... which part of their
sentence you give feedback? To which part? All of them are in most case wrong
so sometimes | consider only the spelling and some global mistake”. The last
problem he stated was related with overload.

Besides, IN7 and IN15 also repeated the problem related to poor hand writing and
students usually copy from one another when they are given home take writing
assignments. IN7 of FGDS2 further briefed that instructors were seen busy in
conducting a number of assessments to a number of students who are in different

programs.

. We are expected to examine students seven times...If 1 am not
mistaken... there is also final exam ...out of thirty and more than four
class of student. Therefore, let alone just providing specific feedback for
these each and every exam marking, checking by itself is cumbersome,

truly speaking....

IN12 had also shared IN 7’s idea with regard to the challenges EFL instructors
face to give feedback on CAs of EFL writing. He said it is an ideal to give
feedback seven times for individual student. He also reported that it was
challenging since instructors always give tests/ various assessments to students.
In order to satisfy those seven CA forms they had to give for the course, they had
been forced to use in appropriate assessment forms to asses students writing
performances. That is, “you prefer a kind of assessment that doesn’t require feedback

provision... as true false...a,b,c like that so I am forced to fill these gaps in order not to

worry much eh...giving feedback a,b,c ..”

Discussant of FGDS3 had also identified several reasons why feedback is not
effectively provided in EFL writing classes. IN14 restated that large class size is
one of the problems. From their discussions, students’ lack of motivation and
inadequacy of the time allotted for the course were found to be among the

problems stated so far.
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IN10 FGDS2 and IN16 (FGDS3) stressed on students’ lack of experience to
receive feedback and use it to improve their writing performance since writing
was neglected at high schools. Similar to IN8 FGDS2, IN16 of FGDS3 had
boldly reaffirmed that overload was one of serious problems in HLIs.

. in our department...eh most often instructors have more than six
classes but according to the legislation six credit hour and other activity
can be assigned to the instructor, but here more than that. So, it is very
difficult to give feedback for all these students you have sometimes more
than 200 students in one semester in writing course... | remember about
eighty students in one class even, one hundred ten in one class. They
combine different departments. ...for example if |1 have four sections
twelve credit hours how many students? Imagine four hundred ...four

hundred forty students....

The above instructor explained that the load assigned to the instructor, the time
allotted to the course and numbers of students in a class were serious challenges.
This instructor further said that instead of feedback he preferred easy tasks like
giving tests and then the mark only. “... | give mark in absence of feedback. Even
Sometimes we give by guessing ...eh..hhh... the mark even I know some

instructors simply looking good handwriting...” (Appendix J).

According to IN135, teachers’ lack of commitment and the problems the teaching
learning encountered due to political instability during the data collection were
another factors affecting effective implementation of CA and feedback. “... for
example, if you take this year..., every person is rushing in order to cover the

’

semester’s class because much of the time is actually wasted with no reason...’

4.4Document Analysis of Teachers’ Marked Basic Writing Skills
Continuous Assessment Papers

The analysis of marked CA Papers was sources of data for the document analysis of
the present study. It was intended to explore the existing practices of feedback
provision practices on the CAs of BWS carried out during the course delivery.
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Thus, 783 teacher-marked writing skills’ CA papers were collected from six

randomly selected EFL instructors.

Accordingly, the CA papers which were collected from EFL instructors were
found to be marked for record/purpose. Students’ results/scores were indicated on
both the individual and group writing CAs forms.

The assessments were analyzed using the pre-designed CA analysis checklist.
First, the marked BWS CA papers were categorized as: the CAs papers on which
the mark only had been written, the CA papers on which the mark and the
feedback had been written, and the CAs papers on which feedback only had been
written without students’ scores/results. Then, they were counted independently.
Second, the CAs which had been marked and commented on were again
identified in terms of feedback strategies (Implicit, explicit and both) and nature
(destructive and constructive) of the feedback EFL instructors prevalently applied
during feedback provision. Finally, after putting them in such categories, the data
were analyzed both qualitatively through verbatim and quantitatively using

frequency and percentages as indicated in sections 4.4.1 and 4.4.2.

4.4.1 Analysis of the Prevalence of Feedback Practices on the CA of BWS

Theme: Prevalence of Feedback Provision Practices on BWS CAs

In this section, it was tried to present what EFL instructors really do on a number
of CAs forms they execute in EFL writing classes. The purpose of this theme was
to examine whether or not EFL instructors offer feedback which helps students to
know about their status and enable them to plan to improve their weaknesses, or if

they simply implement the CAs for record purposes.

As it has been indicated in the table that follows, the CA collected from EFL
instructors were group and individual assessment forms. All (783) of the CAs
were concerned with sentence and paragraph level aspects of BWSC. Essay level

writing assessment samples were not found in the collected CAs papers though it
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is one of the contents in BWSC. Majority of the writing assessments were

objective type in nature. In sentence and paragraph level writing, the assessments

items question the students to apply their content knowledge about writing aspects

(see table 18).

Table 18: Feedback Practices in BWS CAs’ Classes

Feedba | Sentence Paragraph Descriptions about Purposes and Types of the
ck level level Writing Assessments
practic
es Sentence level Paragraph level
Score+ | Fr | % Fr | % e Identifying types Identifying types and
feedba of sentences based techniques of
ck on their structural paragraph
and functional development,
classification, Identifying structure of
3 930 | 128 | 153 e |dentifying which given paragraphs.
types of faulty Matching lists of topic
sentences sentences to a given
Score | 310 1396 | 269 | 34.4 | Correcting faulty paragraph
only sentences Identifying transitional
¢ Using punctuations words used in given
at the end of paragraphs
Comm |0 0 3 0.4 various sentence Writing paragraph
ent types using guided technique
only J usi_ng conjunctions of writing activity
to join two
sentences
Total 383 (489 |400 |51.1 Total no of CA papers= 383(Sen Lv)+400(para
Lv) =183
CA’s with feedback = 73 (Sen Lv)+128 (para Lv)
+ 3 (par Lv) = 204 =26.1%
CA with Score Only= (310 (senLv+269(par Lv))=
579 =73.9%

Keys= para; paragraph, Sen; sentence, Lv; level

For instance, as shown above, purposes of the CAs in sentence level writing were

meant to let learners identify types of given sentences (on the basis of structural

and functional categories), identify the specific faulty types from lists of

erroneous sentences (Appendix N, page--) . Similarly, in paragraph level writing

assessments, too, students were asked objective questions: like identifying types
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of given paragraphs, identifying techniques of a given paragraph development,
analyzing structure of a given paragraph and matching given topic sentences to
given paragraphs ( also see Appendix N, page..). Concerning free and free writing
and guided writing, few assessment forms were observed from the collected CA
papers. The content analysis of the assessments indicated that 383(48.9%) of the
CA were on sentence level writing aspect of BWS, while 400 (51.1%) of the
collected students’ CA emphasized on paragraph level writings.

As far as the EFL instructors’ feedback practices on students’ writing CA was
concerned, among the collected EFL students’ sentence level writing CA papers,
majority 310 (39.6%) of them were found with students’ assessment results
(marks only), whereas 73(9.32%) sentence level writing were found with the
mark and slight written feedback/comments as indicated in the following table .
Majority 264(34.4%) of paragraph level writing CAs did not have any written
feedback only students’ results were written over the papers. On the other hand,
there had been written feedback on 128(15.3%) of the paragraph level assessment
papers. Written comments without score/what the students achieved were found
on 3(0.4%) of paragraph level writing CA papers.

Table 19: Sample Extracts of Teachers’ Written Feedback on the EFL
Writing Skills CAs

EFL instructors’ written comments collected
from MCAP of BWS

Examples which seems Explicit

e Coherence of the paragraph is absent
Examples for Implicit .

It lacks coherence.....However, I perceive

Not Readable!

Unity Problem

Clarity

Spacing between words... Sentences
Grammar problem

Focus... It lacks Focus
Organization

Difficult to read

Orgn?...Lg?

It lacks idea orgn

Excellent

Very good

No orgn (to say organization)

the text is your original work.

e This is directly copied from
internet...Therefore, better to write it
yourself on your own topic

e It has no effective topic sentence

Symbols

underlining
Circling
Question marks

130




As indicated in the above table, an attempt was made to reveal the presence of
feedback practices on students’ written assessments. Most of the feedback was
found on students’ written paragraph level writing (see appendix N). The written
comments were written in red pens. The comments were written in full words,

contractions, phrases and sentences. EFL instructors also used marking symbols
such as a \/ (to show correct responses), and X (to Show wrong responses),

underlines, question marks, circling, etc. The written comments found on
students’ writing assessments seemed too general which means they were not
descriptive or detailed. For instance, some of the comments were simply in a
word level like this ‘Clarity’ then question mark; ‘Organization’ then question
mark; ‘Focus’. This indicates that the instructors’ preferences of feedback
provision strategies. This means, they prevalently apply implicit feedback
provision strategy in their EFL writing class feedback provision practices.
However, students might got confused since they were not shown what they have
done well, what they have not done and what they should do and how they should
improve their present status. That means, the written feedback/comments lack
clarity and specificity in the other word the comments were very general. It could
not help students close the gap between their present writing performances and

the expected level of their writing performance.

4.4.2 Analysis of Instructors’ Use of Feedback Strategies and Nature of
the Feedback

Theme: Strategies and Nature of the Feedback

The main purpose of this theme was to examine which of the possible feedback
provision strategies and nature of feedback practice EFL instructors apply. Each
of the marked CAs, on which EFL instructors had written feedback were further
classified based on the type of feedback provision strategy used. Thus, they were
grouped as implicit, explicit or both, and the other category like: constructive and
destructive feedback/comments which were concerned with the nature of the

written feedback.
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Table 20: Prevalent Feedback Strategies Applied and Nature of the Feedback

Strategies Nature
Types of the Implicit | Explicit | Both c Destructi
Writing mplici xplici 0 on estructive
A ment
ssessments Fr | % Fr | % Fr | % Fr | % f %
Practice of
feedback on 9 (44 |20 |98 44 1216 |73 |358 |0 |O
Sentence level
Practice of
feedback on 82 |40.2 |24 |118 |25 |123 128|627 |3 |15
Paragraph level
Total 91 | 446 |44 | 216 |69 |33.8 [201|985 |3 |15

As indicated in the preceding table, from 783 of the learners® CA papers, 204
(26.1%) of them were found with students’ score and EFL instructors’ written
feedback. An attempt was also made to identify which of the feedback provision
strategies were prevalently used in EFL writing classes. Thus, on 44 (21.6%)
sentence level writing CA papers, both explicit and implicit feedback strategies
were applied. Explicit feedback was given on 20 (9.8%) of the collected sentence
level writing CA of BWS, while 9(4.4%) of the sentence level writing

assessments were commented via implicit way of feedback provision.

On the other hand, with respect to paragraph level writing CAs, implicit feedback
strategy had been used on 82(40.2 %) of the assessment papers. Twenty four
(11.8%) of the paragraph level assessments were commented using explicit
strategy. Twenty five (12.3%) of the papers were commented via both feedback

provision strategy.

In sum, unlike the results of the FGD data which revealed EFL instructors were
using both feedback strategies, the DA of EFL instructors’ feedback practices on
EFL learners’ BWS CA was found out that implicit/ indirect feedback provision
strategy was prevalently applied. That means, among the commented 204 CA
papers of sentence level and paragraph level assessments, 91 (44.6%) of the
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writing assessments were given implicit feedback. On 69(33.8%) of the
assessment papers, both implicit and explicit feedback provision strategies were
used. However, explicit feedback strategy was found on 44(21.6%) of the marked
CA papers.

As far as nature of the feedback EFL instructors offered was concerned, on the
201 (98%) of the commented papers, the written feedback were found to be
constructive feedback. Very few 3(1.5%) of the feedback/comments were found

destructive.

4.5 Discussions and Interpretations of the Results
This study explored EFL instructors’ and students’ perceptions and practices of
feedback provision during CA in EFL writing classes. How someone perceives
something (positively or negatively) directly or indirectly affects its practices.
Findings from the student questionnaire analysis revealed that both students and
EFL instructors hold positive perception on the importance and need for feedback
on the CA executed during the teaching learning and assessment processes of the
Basic writing course. The findings coincide with the existing literatures and

researches concerning the need of feedback on the CA carried out in EFL classes.

Basically, feedback is an opportunity through which students are supported to
enhance their present writing performances during the teaching learning process.
Feedback is one of the pedagogical tools used as driving engine in writing
instruction to improve students’ writing performance (Molloy & Boud, 2013;
Saliu-Abdulahi, 2017). In this study, feedback was considered in the context of

continuous assessment implementations in EFL writing classes.

Continuous assessment is an ongoing assessment which generates timely
feedback on students’ progress, while the teaching learning is alive. Since it is
applied in an ongoing mode, EFL learners and teachers can collect timely and
formative feedback. It is a constructive educational tool (Black & William, 1998;

Pellegrino et al., 2001; Irons, 2007) IT can emerge valuable information that is
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used to inform both the teachers and the students about their weaknesses and
strengths (USAID, 2003). CA is formative in nature and it allows learners and
teachers to obtain continuous feedback of the overall progresses of the teaching
learning process. After identifying their own problems in the teaching learning
process, both the instructors and students infer for decision about what they
should do to alter the situation. CA is an assessment used to diagnose students’
weaknesses and strengths (USAID, 2003). It also provides information that leads
students to revise their work and achieve what is expected from them. In the same
way, results of this study also coincide with the views that CA can serve as a

feedback tool as asserted by both participants of the present study.

Feedback is essential language learning and teaching aspect in EFL classes in
general and writing classes in particular (Hyland & Hyland, 2006; Hadzic, 2016).
Giving students feedback about their writing helps them understand their
strengths and weaknesses and identify what parts or aspects of their writing
require improvement. It is information used to close the gap between what was
intended and what has been achieved (Du Plessis, 2003; Ramaprasad, 1983).
Providing continuous feedback for the ongoing assessments executed in EFL
writing classes can help students to identify their present status in writing and let
them devise strategies how to cope with what is expected of them.

Bearman et al., (2014) state that feedback provides manifold opportunities if
applied properly. It has to be considered helpful and recognized by students to be
applied to certain activity for improvement (Lipnevich & Smith, 2008) and then
gain feedback on their succeeding works. Feedback should be a planned activity
and it has to be related to the intended performance that is expected from the
student. Effective feedback is given in appropriate time to improve students’
performance while the instructional process is alive (Nicol &MacFarlane-Dick,
2006; McCarthy, 2015). Students should also understand why they are given the
feedback and apply it for the desired purpose. But, results of this study indicated
that students were not given timely feedback on their CAs results.
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According to Brookhart (2008), teacher feedback is characterized by clarity and
specificity in its content. This indicates if the feedback is over generalized,
students get confused or failed to understand and to apply those feedback for
improvement. Nevertheless, the result obtained from marked CA papers in this
study indicated that EFL instructors wrote generalized and highly implicit
feedback / comments which were not detail and descriptive type. The teacher
written feedback on students’ writing skills CAs papers collected for this study
lacks clarity to inform what learners have done, what they did not do and what

they should do to improve their writing performances.

Feedback can be given in several ways from showing students’ score to detail and
descriptive feedback. Several researches and the practical experiences of teaching
and learning confirmed that students are more interested to the ‘least’ feedback
provision which is related to the grades or score they have achieved on certain
pieces of written assessment tasks (Bearman et al., 2014). However, feedback
includes both aspects: the grade/score and detail and descriptive constructive
comments (Brookhart, 2008). Regarding this, the EFL instructors’ FGD result and
students’ questionnaire result contradict each other. The FGD result revealed that
from their practical experiences, EFL instructors complained about their students.
They reflected that their students were more eager to see their score than the
descriptive/qualitative feedback of their work. On the other hand, students’
questionnaire results indicated that they had interests to know about their scores
and the feedback/comments of what they performed well, what they did not
achieve and what they should do to improve their performance. From the DA of
marked continuous assessments of the course BWS, detail and descriptive
feedback were rarely observed. On the majority of the papers, students’ scores
were commonly found. This implies, even though the EFL instructors complain
about students’ willingness, they were not writing detail and descriptive feedback
on students’ writing assessments. This could be the reason why students lack
motivation to look for descriptive and qualitative feedback, and they became more

eager to look for the quantitative figure or the exact score they achieved on a
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particular writing assessment. EFL instructors’ feedback delivery practices were
not at the level expected. The classroom practices were not practical to encourage
the students to apply and look for their teachers’ comments/ feedback on their
written performances. Teachers’ practices have direct and indirect impact on

students’ interest and applying feedback to improve their written works.

Feedback practices could be challenged due to several constraints. Both EFL
students and instructors witnessed that they were not fully applying feedback in
the actual classroom practices. The finding was also similar with Boud and
Molley (2013). They found that there is inadequacy of feedback provision to any
other activities in the teaching learning process. For instance, from the practical
observations from the marked CAs papers, EFL teachers’ use several CAs
technique to assess their students. Feedback was given on some of students’ CAs
papers. This reveal EFL instructor give more attention to the teaching and
learning and assessment aspect neglecting feedback from their classroom
instructional activities. The reality is, however, if feedback is neglected from the
implementation of CA especially in EFL writing classes, it is essential only for
evaluation purpose. It cannot facilitate real learning. Assessments without
feedback less likely serve its purpose (Fiseha, 2010; Rahman, et al., 2013). Such
assessment is meant for assessment of learning not assessment for learning whose
purpose is different. Unlike assessment of learning, assessment for learning is
used to bring real learning and growth and invite students to take responsibility
over their learning. Formative assessment (assessment for learning) promotes self-
regulated (independent) learning (Lee, 2007; Nicol & Macfarlane, 2006).

In effective teaching and learning process, feedback is an inseparable learning
tool, especially in writing classes. Writing is a skill to be mastered gradually.
Feedback is the driving force in a process based approach to teaching writing and
constructivists’ learning theory (Evans, 2013). This theory shows students writing
IS not on a spot activity. It requires practice and interaction with teachers, students
and the target language users. A social constructivist learning theory also argues

that knowledge is best constructed from social interactions. Teachers’ interaction
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through feedback on students’ performance is the practical way of this theory of

learning.

Feedback allows students to revise their errors in addition to the formal classroom
instructions. Teachers’ feedback is essential on pieces of students’ written
activities either to let them improve or praise their performances. As the social
constructivists’ theory, via interactions made between the teacher and students
and with each other students can learn more and improve their problems in
writing. Through time, they become effective and an autonomous learner to self-
correct their own errors to produce what is expected of them. In contrast, if
feedback is neglected in EFL classes, improving students’ performance becomes
unrealistic. In turn, this directly contributes to students’ poor performance in

writing and affects quality of education in general.

English is a medium of instruction and assessment in HLIs, other courses are also
taught and learnt via writing skills. From the analysis of this study, the CAs were
meant for summative purpose/grading purpose not to give chances for the
students to apply the feedback to improve their current status. Due to these
incongruences, the practices of CA and feedback provision were found not
healthy; because, they were not being functioned as per the pedagogical
principles. Results of this study reveal that CAs were, merely, executed in various

time intervals for recording students’ grades.

Instruction, assessment and feedback should be integrated (Hatie & Timperly,
2007; Lee, 2007) if it is desired to bring real learning and development. CA has to
be used systematically to create ongoing teacher and learner interaction (Lia &
Luca, 2014) by integrating feedback into instructional process. The Social
Constructivists support the interaction between teacher and students in the
teaching learning process since knowledge is constructed from the social
interaction (Evans, 2013; Molloy and Boud, 2013). However, if feedback is not
part of the educational practices in writing classes, if learners lack interest to seek
feedback on certain written works or assessment tasks, enhancing students’

writing performance is impractical (Agbayahoun, 2016). In general, findings of
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this study indicate that there were mismatches between what instructors and
learners believe and what they practice in the real setting. Lia and Luca (2014)
also state what teachers believe and what they practice were not identical. They
have positive perception of the role and importance of feedback on written works,

but their practice is not in line with their understanding as confirmed in this study.

The other findings of this study were related to the prevalent feedback strategy
used by EFL instructors during feedback provision. According to the DA of
marked writing continuous assessment paper results and EFL learners’
questionnaire data, EFL instructors mostly use implicit/indirect feedback
provision methods. The strategy is appropriate if the learners can detect aspects of
their errors. Implicit feedback encourages students’ problem solving capacities
and promote autonomous learning (Lee, 2007; Petchprasert; 2012 Pakbaz, 2014).
However, the great problem is if the students failed to understand the feedback
and the errors they committed. Findings of this study also showed that one of the
problems related to the malpractice of feedback on EFL writing CA was related to
students” poor language background. When learners are at lower writing
proficiency levels in the target language, providing direct feedback is more
appropriate and helps them to write in the subsequent writing process (Ferris,
2003). However, integrative approach can benefit both the autonomous and other
students who want detail and descriptive explanatory comments of their writing to
minimizes confusions and additional burdens to understand the

comment/feedback itself.

In this study, several challenges were explored concerning what challenges EFL
instructors and learners face to offer, receive and apply feedback in EFL writing
CA classes. The factors which had been identified in this study were attributed to
various concerned bodies of HLIs. Accordingly, the challenges were EFL
instructors related, students related and the institution related. These stakeholders
directly or indirectly hamper to effectively provide, receive and apply feedback to

improve students’ current status in EFL writing performance.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

5.1Summary

This study was intended to explore EFL instructors’ and students’ perceptions and
practices of feedback provision on the EFL writing skills continuous assessments.
CA is the contemporary assessment form which is basically aimed at enabling
learners to own all-round professional developments. It has been used in different
educational settings of the country. However, CA without feedback does not serve
its purpose. Therefore, the major focus of this study were exploring what views
EFL instructors and learners hold on the importance of feedback on CA, the
extent to which feedback is offered on students’ assessments, prevalent strategy
EFL instructors use during feedback provision and nature of feedback given to
students on their BWS’ CA. This study also addressed challenges that hamper
EFL learners and instructors to respectively give and receive feedback during
CAs’ implementations in EFL writing classes at the selected higher a learning

institution.

The study was exploratory descriptive case study. Convergent parallel mixed
method design (CPMMD) was adopted to carry out the study. Participants of the
study were 230 EFL learners and 18 EFL instructors. 783 of marked CA papers
were also collected form 6 EFL instructors. For data collection and analyses, both
quantitative and qualitative instruments were employed. The instruments were

questionnaire, FGD and marked CA papers of BWS course.

Questionnaires were randomly distributed to first year EFL students who took
BWS course. It was intended to assess EFL students’ perceptions and practices of
feedback on the CA of BWS course and to identify challenges EFL instructors
and students face to give and receive feedback during the course time. Following
this, FGD was held with 18 EFL instructors dividing them into three groups based
on their interest and convenient time for each of them as per optional schedule

suggested by the researcher. Thus, three FGD sessions were held. It was intended
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to uncover EFL instructors’ perceptions and practices of feedback provision and
to assess challenges that hinder them to give feedback on the CA conducted in
EFL writing classes. Finally, DA of the marked BWS course CA papers were
intended to examine what had been practically done by the instructors after
administering and collecting various CAs. Thus, 783 marked EFL students’ CA
papers were collected from six EFL instructors to examine whether or not EFL
instructors give feedback on students’ the CAs they carried out in EFL writing
classes, to assess prevalent feedback strategy they use and nature of the teacher
written feedback on students” CAs papers of BWS.

Findings of the study revealed that both EFL instructors and EFL students had the
view that feedback plays a great role to enhance students’ writing performances.
In this study, the exploration of EFL instructors’ and students’ perceptions and
practices of feedback provision were seen in relation to the implementation of CA
in EFL writing assessment classes. Thus, the finding showed that even though
EFL instructors perceive CA is useless without feedback, they reported that they
had not been playing their roles in giving timely feedback after the execution of
several CAs. They reflected that they apply CA for marking/ record purposes.
They confirmed that in spite of their perceptions, they did not apply feedback at a

level expected from them.

The findings obtained via questionnaire, FGD and DA of the marked CA papers
indicated that offering feedback on students’ writing performances was found
neglected or given little attention. Majority of the marked CA papers collected
from EFL instructors’ revealed students’ scores/results, and few of the papers
were found with slight written comments. Even those few teacher written
feedback/comments were very general, not descriptive and incomplete. Those
feedback/comments were thought to be difficult for the learners to understand and
apply it to improve their writing. The comments were simply shown with few
adjectives/phrases and using some marking symbols such as underlining, putting
question mark, circling around where the writing problem appeared on students’

writing assessment tasks. The FGD result also confirmed that due to several
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constraints which the EFL instructors pointed out, they simply use CA for record
purpose, not for real learning and growth. Implicit feedback provision strategy
was observed on those commented papers; however, EFL instructors reported that
they use both explicit and implicit feedback/comments in an integrative way.
Feedback strategies prevalently applied by EFL instructors during feedback
provision on EFL writing CA were identified to be implicit/indirect feedback
method. Even though the comments lack clarity, specificity, and not descriptive
enough to students’ level or status of writing ability, the feedback/ comments

observed on the commented papers were constructive.

In this study, several challenges that hamper both EFL students and instructors to
effectively put feedback into practice were explored. The challenges attributed to

EFL instructors, students and the institution.

5.2 Conclusions

Language learning can be effective when the target user practice it without fear of
making mistakes but supported by feedback. The gaps between how should the
language be used and how has it probably been used can be aligned via feedback.
The target language user (students) should use the language for the intended
purpose. Teachers are, thus, needed to identify students’ problems in writing and
help them acquire the language not only via the formal classroom instruction but

also via feedback.

Continuous assessment is one of the contemporary methods of students’
assessment which is intended to assess for learning. It allows learners master the
language via formative feedback in a progressive manner. However, the finding
of this study revealed that EFL instructors apply CA simply to address assessment
requirements. Simply, it has been implemented continuously as conventional/
summative assessment which serves only for evaluation not for learning and
identifying weaknesses and strengths of the learners throughout the teaching

learning process or course of study.
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Students were blamed for their poor writing performance. However, unless they
are given feedback on each of the writing assessments, how could they
progressively master the required knowledge and skills in teaching and learning

writing skills?

EFL instructors have great roles in identifying students’ weaknesses and strengths
continuously in EFL writing classes via the ongoing assessments. Before teaching
and assessing writing paragraph, students should be effective in writing effective
sentences. After practicing effective sentence writing, they can move to the next
writing level. The existing practices in relation to implementation of CA in EFL
writing classes were simply running to cover the entire course not to help students
to acquire the required knowledge and skills via assessments’ feedback. Testing
students’ continuously as simply for the sake of evaluation/grading the students at
the end of the semester may not bring any change on students’ writing

performance.

Types of the writing assessments by itself determine the teachers whether to give
feedback or not on certain assessments in EFL classes. Writing is a skill that is
practiced applying the acquired content knowledge on how to write something
effectively. The data obtained from FGD and DA indicates that objective
assessments were prevalently used. Students were assessed not to apply their
knowledge about how to write effective sentences or paragraphs. In contrast, they
had been assessed to analyze different writing sentences/paragraphs in terms of
the acquired knowledge of sentence /paragraph level writing. Perhaps, due to
large class size and time constraints, instructors highly employ the objective
assessment forms which could easily be marked and require no
feedback/comment. Therefore, the types of the assessments executed in EFL
writing classes determine the feedback provision practices. That is, if the
assessment is guided, free or subjective form, it is possible to give detail and
descriptive feedback. In this study, majority of the assessments were found to be

the objective assessment forms. As a result, much feedback was not found at
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expected level from writing classes even on some of the subjective CAs forms,

too.

Feedback provision strategy preference will have impact on students’ writing
performance. Teacher written feedback should be descriptive, clear and easily
understandable to the learners. Due to students’ individual differences and
language proficiency level, they will not equally benefit from certain strategy of
feedback delivery used by their teachers. Implicit feedback/indirect feedback is
aimed at encouraging autonomous learning; however, with the students writing
problems and their level of writing ability, students found it challenging or even
ignore considering it to improve their writing. In this case, using explicit feedback
strategy is advisable. On the other hand, for EFL teachers, explicit feedback is
tiresome and time consuming; especially, in the case of large class size, variety

and complexity of errors students commit in their writing.

Students get motivated and learn from their errors when they are encouraged to
use the language for the intended purpose. Since the primary purpose of feedback
on writing CA is to show progress in the learning process, it seeks careful
planning and creating awareness to enable the learners to use it effectively to
show change in the subsequent assessment. Effective feedback should have
positive emotional valence on learners to learn from their errors. Therefore, both
negative and positive constructive feedback is like a fuel to let students strive to

improve their performance in a progressive way.

In general, feedback and CA are like two faces on a single coin. Without
feedback, a continuous assessment in different time span is just like a fragmented
street. Unless certain bridge is constructed between the fragmented streets it is
hazardous to walk through. If somebody attempts to jump or to move to the next
fragmented street he/she might fall into a deep. Maintaining the street or
constructing bridges that help to pass from one to the other is a key to reach where
to go. In the same way, unless the students’ writing problems on each of the CA is
supported by feedback, simply, the students jump from one level of writing to the

next level of writing. At the end of the day, they fail to write a single effective
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sentence or a piece of paragraph. To let students achieve the intended goal,
feedback plays fundamental role in EFL writing classes. The institution, the
instructors and the students themselves play great role to enhance students’
writing performance via feedback.

5.3 Recommendations

Writing skill is one of the four skills used as medium of communication and other
academic purposes. In HLIs, since medium of instruction and assessment is
English language, other academic courses are taught and assessed via this
language. BWS is one of the basic courses given to students in HLIs to support
EFL students’ writing ability. Like the other courses, it is also assessed in a
continuous way. Basically, the aim of CA is to diagnose students’ weaknesses
and strengths. Based on the result of the CAs, students are given feedback to
close the gap between what was intended and what students have achieved.
However, results of this study revealed that continuous assessments were
basically not serving this purpose. Therefore, the following recommendations

were forwarded.

Feedback can be gained from various sources. It can be from self, teachers, peers,
family...etc. However, students consider their teachers an authoritative body and
give attention to teachers’ feedback to other sources of feedback. In EFL writing
classes, the teachers check students’ writing performances via formal and
informal CA forms. Basically, the assessments should not be collected for record
purpose only or to assign grades at the end of the courses. CA is to facilitate
learning and to bring real learning and development in the teaching learning
process. It helps teachers to progressively assess students’ problems and devise
strategy to cope with the problems. In this study, students were assessed and
given their scores only without feedback. Teachers are expected to play the lion’s
share to apply CA as a tool to identify students’ problems, assess problems in
their ways of teaching and offer feedback on what have been done well and what

should be done by the students to close the observed gap. Marking students’
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writing assessment only should not be a complete task of assessment procedures.
EFL instructors should give appropriate and timely feedback on the CAs they
execute in EFL writing classes to help students improve their writing problems
timely.

Continuous assessments’ feedback is like a bridge that allows students to
smoothly progress to the next level of writing skills. Especially, in EFL writing
classes, besides, the formal instruction, feedback supports the teaching learning at
a great extent. Formative feedback is a timely treatment on students’ writing
problems. By nature, writing skill itself is a skill which is procedurally mastered
via feedback. However, result of the study indicated that feedback was not
practiced at a level expected in BWS classes. Therefore, it has been suggested that
EFL instructors should devise their own strategy that suits their dynamic teaching
and learning environment to effectively offer feedback on EFL writing
assessments and to put principles of CAs into practice. They should integrate
feedback of CA into the formal instruction and enable EFL students to learn from
their writing problems timely to let them move to the next level of writing tasks.
Assessing students in different time span ends with summation of assessment
results/ scores not assessing for learning; neglecting feedback from continuous
assessments does not serve its purpose. EFL instructors should make an effort to

give feedback on each of the writing CAs conducted during EFL writing classes.

Feedback provision strategies have their own merits and demerits. EFL
instructors’ preference of one strategy over the other does not equally benefit
students to learn from their own errors. Students have various levels of
understanding, needs of learning, and a number of problems in their writing skills
due to the fact that there are undeniable individual differences. CA is, thus, useful
to identify current status of individual students during the teaching and learning
BWS. EFL instructors should use both explicit and implicit feedback strategy in

an integrated way on the bases of their students’ level of understanding.
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Feedback is one of the motivational instruments to reinforce learning. To let EFL
learners positively react to the given feedback, it has to be constructive. It should
clearly show the gaps and students problems in writing. The intent of both
positive and negative feedback should be to create positive emotions to enable
students enhance their writing performance. The feedback of BWS CA should
signal students’ deficiency in writing in a clear, specific and descriptive ways. If
feedback is general and not clear, it imposes additional pressure on the students
even the feedback itself let alone understand what they should improve and how

they should improve their problems.

Both EFL students and instructors positively perceived that feedback on EFL
writing CAs plays vital role to close the gap between what were intended and
what have been achieved. However, EFL instructors complained that the students
were more eager to know about the quantified result of their assessments than the
descriptive feedback on their writing performance. EFL teachers should orient
and give clear guidance to their students about uses of teacher written feedback on
the writing activities and continuous assessment tasks. EFL instructors should
give credit to encourage students to apply feedback to enhance their writing skills
during BWS course rather than simply avoiding feedback from teaching and
learning writing skills. A skill is something improved through time, so students
should use feedback on their current performance to revise their pieces of written

works.

Several constraints affect quality of teaching and learning in general and EFL
writing classes in particular. The constraints might not be from a single source;
several bodies share it since education system involves several structural bodies.
Result of this study also indicated that starting from students early background up
to the current educational level, students have come passing through the system
and these multi educational bodies which directly and indirectly contribute to the

quality of education in negative and positive ways. Therefore, several problems
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were stated by both EFL learners and instructors for ill-practice of feedback on

the CAS conducted in EFL writing classes.

EFL instructors are the direct and immediate authoritative body on the classroom
instruction and students’ writing performance. They should use the CA as
instrument to collect data about students’ present status of writing performance,
identify their strengths and weaknesses and supplement learning via feedback.
Based on the feedback they directly obtain from the assessment results, they

should adapt their teaching method and the material/contents of the course.

Students have full power on their learning. They should revise their performances
by themselves. CA helps them to check their progresses in writing. From the
result of the assessments and descriptive feedback from their EFL instructors,

they should revise their work and enhance their writing skills.

One of the teachers complaints were large class size. Skill is something to be
practiced with strict follow up and formative feedback. This can be possible when
teachers get adequate time and a manageable class size. The university should
allocate adequate time and manageable classroom size for EFL classes in general
and writing in particular. Language classrooms should be considered differently
to encourage EFL instructors to give timely feedback, to address individual
students’ diversified writing problems and to give adequate and descriptive

feedback on varieties of errors students commit during writing activities.

The other problem stated by the students and instructors were the number and
variety of the CA administered in a semester for a course. They said that it
imposed a great burden on both the students and the instructors. Due to the CA,
both teachers and students were rushing to cover the course/minimum assessment
requirements for the semester. There had been time constraints for teachers to

read and give feedback and also for students to revise the feedback to enhance
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their writing. Therefore, the university should minimize number of the CAs to a

level adequately managed both by the students and the teachers.

Ministry of HLIs should also play the lions’ share. CA should serve its purpose
not simply for marking and recording/grading purpose only. EFL instructors
should be encouraged to exert their maximum effort to offer feedback on CA and
to enhance learners writing performance. Ministry of HLIs along with universities

should design a working guidelines on how effectively put CAs and its feedback.

Finally, the researcher identified implications for further research. This study was
limited to explore EFL instructors’ and students’ perceptions and practices in EFL
writing CAs classes. Status of feedback provision practices during various
continuous assessments applied in EFL classes of HLIs was found an area to be
studied by concerned bodies; because, to get comprehensive and complete image
about status/place of feedback during the implementation of CAs in other
institutions, too. This study explored EFL students’ and instructors’ practices and
perceptions of feedback provision on CAs of EFL writing skills with a particular
reference to Wollega University among several HLIs of the country. Several
problems were also explored concerning teaching, learning, assessing giving
feedback in EFL writing, classes during this research process. The study implies
that in-depth and comprehensive investigation will be required to enhance the
quality of teaching and learning writing and solve problems of EFL students’
writing skills. According to the FGD and the open-ended students’ questionnaire
responses, several issues out of the scope of this study but related to the teaching,
learning, assessing and giving feedback in EFL writing classes were emerging.
For instance, overall EFL writing assessment practices and techniques of CAs
applied in EFL writing classes and EFL teachers’ focuses of feedback provision

on students’ writing performances need to be further studied.
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APPENDICES

Appendix A
Addis Ababa University

School of Graduate Studies
College of Humanities, Language Studies, Journalism and Communication

Department of Foreign Language and Literature

EFL Students’ Questionnaire (Pilot Study)

Dear respondents:

The purpose of this questionnaire is to collect information about students’
perceptions and practices of feedback on continuous assessments of the course
‘Basic Writing Skills’ conducted in EFL classes. The information you provide
will be kept confidential and used for the research purpose only. Your genuine
responses contribute the most valuable part to the successful completion of this
study, which leads to a Doctoral Degree in TEFL.

Thus, the questionnaire has five (5) parts. So, you are kindly requested to give
your genuine responses according to the given instructions for each of the item

types.

Thank you in advance for your cooperation!

Part One: Personal Information

Please, make a tick (\) mark in the boxes given next to the alternative which
suits to your personal background information.

1. Gender:

Male @ Female [ ]
2. Field of Study :

Part Two: General Information about Status of Continuous Assessment and
Feedback Provision in the University

The following items are intended to survey general information on the status
of continuous assessments and feedback implementations in EFL classes of
your institution. Please, give your genuine responses by making circle on a
letter of the alternative responses given.

1. On how many of the continuous assessments your writing teacher gives you
feedback?
a. He/ she gives feedback on few (1-2) of the assessments.
b. Hel she gives feedback on some (3-4) of the assessments.
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C.
d.

He/ she gives feedback on all of the assessments.
He/she never give us feedback on any of the continuous assessments.
Write if any

2. In how long time your English teacher gives you feedback on a particular
writing skills assessment?

a.

b.

Our English teacher returns assessment papers and its feedback within a
week time after the assessment.

Our English teacher returns assessment papers and its feedback any time
before the next (subsequent) assessment.

Our English teacher returns assessment papers and its feedback after a
week time.

. Our English teacher returns assessment papers and its feedback after a

month.

Our English teacher returns assessment papers and its feedback on ends of
a semester

Our English teacher never returns assessment papers and its feedback.
Mention if any

3. Which feedback provision method your writing course instructor use?

4.

a

b,
C.
d.

In a written form on individual student’s assessment papers.

Orally for the whole class at once/together.

Orally for individual student having contact hour in his/her office.

Use peer feedback to make students’ correct each other’s errors by
themselves.

Describe if any other means

In what way does your writing course instructor provide you feedback on your
assessment papers?

a.
b.
C.

d.

He/she provides me only the result/ mark | scored.

He/she gives the mark and praises (appreciations) for high scorers only.
He/she show me the result/ mark of the assessment with constructive
feedback on what I have done well and what | need to improve.

He/she never returns assessment papers to the students.

Please explain if any other ways

Rank (prioritize) the following assessment types (a-j) as the most commonly

used (applied) by your English teacher to the least used (applied) in your

Basic Writing Skills Classes. Write the letter of your choices next to the

sequenced numbers (1-10) on the spaces provided.

a.

Term papers
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o

Quizzes

Presentations

a o

Tests
Project Assignments
Group Assignments

Individual Assignments

o «Q @

Sentence Level Writings

Paragraph Writings
j. Essays Writings

1. 2. 3. 4. 5. 6. 7. 8. 9.
10.

Part three: Students’ Perceptions of Feedback on Continuous Assessments of
Basic Writing Skills Course

The following statements are about feedback on continuous assessments of
Basic Writing Skills course. Please, put a tick /\/ mark on numbers that best
describes the degree of your agreements or disagreements. Using the keys:
1(strongly disagree), 2(disagree), 3 (neutral) 4 (agree) and 5 (strongly agree).

SIN Items Responses

1123|415

6. Continuous assessment techniques help me to know about
my progress in writing course.

7. Continuous assessments result can inform both teachers
and students what they have done well and what needs
improvement.

8. Do you think, the role of English teacher in implementing
continuous assessment is only marking and returning what
students’ scored on assessments.

9. I need feedback/comments on my strengths, and
weaknesses to improve my writing performance.
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S/N Items Responses

1123415

10. | Feedback on continuous assessments of basic writing
skills course help me to understand what I have done well,
what | need to improve and how I improve my weakness
in my writing performances.

11. | Feedback on my continuous assessment creates an
opportunity to improve my writing performance.

12. || only prefer to see my grades/ marks of my writing
assessment performance.

13. | I need to see my grades/ marks and feedback.

14. | I need to get only correct forms of errors | committed in
response to the writing skills’ assessments I have taken.

15. || need to get Mark/grade, error feedback and written
comments on my writing assessment performance.

16. | Feedback on writing assessments helps me to make
progress in my writing ability.

17. | My English teacher’s comments/feedback on writing
assessment enables me to improve my future progress in
the teaching and learning process.

18. | I need to know the feedback of the earlier EFL writing
assessments before the subsequent (next) assessments.

Part Four: Students’ Practices of Feedback on Basic Writing Skills
Continuous Assessments

The following statements reflect students’ practices on assessments’ feedback
in the writing classes. For the items indicated in the following table, please
put a tick /N/mark on numbers which represent: 1 (Never), 2 (Rarely), 3
(Sometimes), 4 (Often) and 5 (always).

No Items Responses

1123 4/|5

19.

My English teacher uses continuous assessments to assess
students’ writing performances in a Basic Writing Skills
classes.
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No Items Responses
2|13 |4

20. In my basic writing classes, assessment techniques such as
tests, assignments, projects, class works, group works etc.
are applied.

21. My writing teacher returns continuous assessment papers to
the students after marking.

22. I get the marked continuous assessments comments which
encourage/motivate me to improve my writing performance.

23. | get feedback/comments on each of the continuous
assessments of the course basic writing skills.

24, My English teacher provides feedback which tells my
strengths, weaknesses and ways how can | improve my
writing skills.

25. My English teacher marks and returns previous assessments
of writing skills before administration of other assessments.

26. | act on the feedback/ comments given by my English
teachers to improve my writing performance.

I use feedback of my writing teacher to ask myself about

217. Where am | now? (my current status in writing skills)

28. Where am | going? (with respect to a goal)

29. How I close the gap? (how | improve my weaknesses)

30. In addition to my English teacher’s feedback, I use my
peers’ feedback to improve my writing performance.

31. The Basic writing instructor gives remedial activities
based on students’ continuous assessment results.

32. My writing instructor gives positive comments that describe
what | have done well and what should | improve.

33. My writing instructor includes negative descriptions
about what I couldn’t perform well on my writing
assessments ~ with  positive  suggestions  for
improvement.

34. My writing teacher gives us delayed feedback on
continuous assessments.

35. Our English teacher does not give any feedback on the

continuous assessments of writing skills.
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Part Five: Challenges of Feedback on Students’ Continuous Assessments

The following phrases/statements indicate some challenges of feedback on
writing skills Continuous Assessments. Please, put a tick mark (\/) on the
response which describes challenges that you encounter to get feedback on
writing continuous assessments carried out in your EFL classes.

S/N. Items Responses
Yes | No
36. | Continuous assessment is new method of assessment, but students
practice it as the traditional one.
37. | Lack of appropriate orientations on how to use feedback on
continuous assessments.
38. | There is no clear written guide line how students get and use
feedback on continuous assessments to improve their progress.
39. | There is large number of students in our class so that our English
teacher cannot give us timely feedback on each of the assessments.
40. | There is no conducive environment for teachers and students to
give and receive feedback on continuous assessments.
41. | Varied number and types of assessments carried out for the writing
course and other courses make students too much busy.
42. | Lack of time to ask and act on feedback on writing assessments.

Please write any:

a. Challenges you face to get feedback from your English teacher

b. Challenges you face to implement (use) the feedback your English teacher

your writing performances

gives you on Basic Writing skills Assessments during the course to improve
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Appendix B
Addis Ababa University

School of Graduate Studies
College of Humanities, Language Studies, Journalism and Communication

Department of Foreign Language and Literature

EFL Students’ Questionnaire (Main Study)

Dear respondents:

The purpose of this questionnaire is to collect information about students’
perceptions and practices of feedback provision on continuous assessments of the
course ‘Basic Writing SKkills’. The information you provide will be kept
confidential and used for the research purpose only. Your genuine responses
contribute the most valuable part to the successful completion of this study.

Thus, the questionnaire has five (5) parts. So, you are kindly requested to give
your genuine responses according to the given instructions for each of the item

types.

Thank you in advance for your cooperation!

Part One: Personal Information

Please, make a tick (\/) mark in the boxes given next to the alternative which
suits to your personal background information.

Gender:

Male |:| Female |:|

Field of Study :

Part Two: General Information about Feedback Provision in Basic Writing
Skills Classes

1. On how many of the continuous assessments your writing teacher gives
you feedback?

a) He/ she gives feedback on few (1-2) of the assessments.

b) He/ she gives feedback on some (3-4) of the assessments.

c) He/ she gives feedback on all of the assessments.

d) He/she never give us feedback on any of the continuous assessments.
Write if any

2. In how long time your English teacher gives you Comment/feedback on a
particular writing skills assessment?
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a) Our English teacher returns assessment papers and its feedback within a
week time after the assessment.

b) Our English teacher returns assessment papers and its feedback any time
before the next (subsequent) assessment.

c) Our English teacher returns assessment papers and its feedback after a

week time.

d) Our English teacher returns assessment papers and its feedback after a
month.

e) Our English teacher returns assessment papers and its feedback on ends of
a semester

f) Our English teacher never returns assessment papers and its feedback.
Mention if any

3. Among the following feedback provision methods, in which way your
teacher mostly gives you feedback on EFL assessments?
a) In a written form on individual student’s assessment papers.
b) Orally for the whole class at one time/together.
c) Orally for individual student having contact hour in his/her office.
d) Use peer feedback to make students’ correct each other’s errors by
themselves.
Describe if any other means

4. In what way does your writing course instructor provide you feedback on
your assessment papers?

a) He/she provides me only the result/ the total mark | scored.

b) He/she gives the mark and praises (appreciations) for high scorers only.

c) He/she show me the result/ mark of the assessment with constructive
feedback on what I have done well and what | need to improve.

d) He/she never returns assessment papers to the students.
Please explain if any other ways

Part Three: Students’ Perceptions of Feedback on Continuous Assessments

of Basic Writing Skills Course

The following statements reflect about feedback on continuous assessments
of Basic Writing Skills course in EFL writing classes. After reading each of

the

statements carefully, please, put a tick /\/ mark right to numbers that

best describes the degree of your agreements or disagreements. Using the
keys: 1(strongly disagree), 2(disagree), 3 (neutral) 4 (agree) and 5 (strongly
agree).

S/IN

Items Responses

1123415

5. | Continuous assessment techniques applied in EFL writing
classes helped me to know about my progress in writing
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S/N Items Responses
11213
course.

6. | Continuous assessments result can inform both teachers
and students what they have done well and what needs
improvement.

7. |1 need feedback/comments on my strengths, and
weaknesses to improve my writing performance.

8. | Feedback on continuous assessments of basic writing
skills course help me to understand what | have done well,
what | need to improve and how | improve my weakness
in my writing performances.

9. | Feedback on my continuous assessment creates an
opportunity to improve my writing performance.

10. | I only prefer to see my grades/ marks of my writing
assessment performance.

11. | I need to see my grades/ marks and feedback.

12. | | need to get only correct forms of errors | committed in
response to the writing skills’ assessments I have taken.

13. | | need to get Mark/grade, error feedback and written
comments on my writing assessment performance.

14. | Feedback on writing assessments helps me to make
progress in my writing ability.

15. | My English teacher’s comments/feedback on writing
assessment enables me to improve my future progress in
the teaching and learning process.

16. | I need to know the feedback of the earlier EFL writing

assessments before the subsequent (next) assessments.

Part four: Students’ Practices of Feedback of Continuous Assessments of

The following statements reflect students’ practices regarding feedback on
EFL Basic writing Skills Continuous assessments.
statements carefully. Then after, put a tick /\/mark right to the numbers the
statements represent to show your practices of feedback on Basic writing

Basic Writing Skills course

assessments.
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1= Never, 2= Rarely, 3= Sometimes, 4=0ften and 5
always.
No Items Responses
21314
17. | My writing teacher returns continuous assessment
papers to the students after marking.
18. | | get the marked continuous assessments comments
which encourage/motivate me to improve my writing
performance.
19. | I get feedback/comments on each of the continuous
assessments of the course basic writing skills.
20. | My English teacher provides feedback which tells my
strengths only on basic writing continuous assessments
he/she conducted in writing classes
21. | My Basic writing teacher focus only on my weaknesses
on basic writing assessment he/she conducted in writing
classes
22. | My English teacher provides feedback which tells my
strengths and weaknesses on basic writing assessment
he/she conducted in writing classes
23. | My English teacher marks and returns previous
assessments of writing skills before administration of
other assessments.
24. | | act on the feedback/ comments given by my English
teachers to improve my writing performance.
I ask myself the following question to put assessments feedback into
practice :
25.| Where am | now? (to know my current status in writing

skills)

26.

Where am | going? (whether the I achieved the expected
goal or not)

27.

How I close the gap? (how | improve my weaknesses)

28.

In addition to my English teacher’s feedback, I use my
peers’ feedback to improve my writing performance.
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No

Items Responses

12

31415

29.

My writing instructor gives remedial activities based on
students’ continuous assessments results.

30.

My writing instructor gives positive comments that
describe what | have done well and what should I
improve.

31.

My writing instructor includes negative descriptions
about what | could not perform well on my writing
assessments with positive suggestions for improvement.

Part Five: Challenges of Feedback provision on Students’ Continuous
Assessments

The following phrases/statements indicate some challenges of feedback
provision on writing skills Continuous Assessments. Please, put a tick mark
(\) on the response which describes challenges that you encounter to get
feedback on writing continuous assessments carried out in your EFL classes.

S/N.

Items

Responses

Yes | No

32| In EFL writing, continuous assessment is applied for accumulation

of results for the final grade not for improvement of my writing
ability.

33| Lack of appropriate orientations on how to use instructors’

feedback/comments on continuous assessments.

34| There is no clear written guideline how can | get and use comments/

feedback on continuous assessments to improve my writing
performance.

35| There is large number of students in our class so that our English

teacher cannot give us timely feedback on each of the assessments.

36/ There is no conducive environment for teachers and students to give

and receive feedback on continuous assessments.

37| Varied number and types of assessments carried out for writing

course and other courses make students too much busy.

38| Lack of time to ask and act on feedback on writing assessments.
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Please write any:

c. Challenges you face to get teacher’s comments/feedback of Basic Writing
Skills Continuous assessments

d. Challenges you face to implement (apply) the feedback/comments your
English teacher gives you to improve your writing performances
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Appendix C

Invitation for Focus Group Discussion (Pilot Study)

Dear Mr/s

It gives me great pleasure to invite you to take part in a focus group discussion
that will be held in the college’s Smart Room on 26 -06-2017 at 10.00 am.

| am certain that your active participation and reflections on the themes mentioned
beneath will benefit the PhD research work | am undertaking and possible
improvement of feedback on EFL writing assessments in the university.

Themes :

1) EFL instructors roles to enhance students’ writing performance via
continuous assessment’ implementation in EFL writing Classes
2) Instructors’ views on Feedback

3) Practices of EFL instructors’ feedback Provision practices

Thank you in advance
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10.

11.

Appendix D

EFL Instructors’ FGD Guide (Pilot Study)
What practices you experienced in implementing CA in EFL classes?
Would you explain trends of feedback provision on students’ continuous
assessments of writing skills in the University
Do you think teachers’ feedback help students close the gap between what
has been intended and what they achieved on certain assessment? That
means, how do you view its helpfulness in terms of improving students’
writing performance?
Can you explain what experiences you have regarding feedback you offer
to your EFL learners and progresses students show as a result of the
feedback in their learning?
Do you think that marking and returning assessment papers to the learners
is an adequate task?
What roles do EFL instructors have in applying continuous assessments in
terms of offering feedback on students’ writing assessments, facilitating
remedial/tutorial classes and adapting instructional methods and
materials?
As an EFL writing instructor what feedback strategies you use?
How do you view the nature of the feedback you offer to your learner on
his /her assessments? | mean that are the feedback you offer to your
learner descriptive, constructive and allow the learners easily act up on to
improve their performance?
Would you explain your experiences on the timing of feedback on writing
continuous assessments? how do you view its timing in terms of
How do you view the students’ reaction in applying feedback on the CA to
improve their writing performance?
What hindrances (challenges) EFL instructors might face to give feedback
on EFL writing CAs?
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Appendix E

Date:
Time:
Place WU ILS, Smart Room

Re:

Mo.

|N1:

FGD Transcript (Pilot Study)
First of all I would like to thank you for coming to this Focus Group

discussion session. As you all know, | am conducting my PhD dissertation
entitled “an exploratory study on practices and perceptions of EFL teachers
and Students feedback provision on CA in EFL writing classes. So, | tried to
give you the major themes last time when | invite you through the paper. So,
today, we will have a discussion here in this class. So, there is no right or
wrong answer ...ch... I invite you just to share your experiences and your
views regarding the questions that we are going to raise now. So... eh... I
may clarify some points if they are not clear for participants and the
moderator Mr. Mo will present us the questions one by one, and then | will
follow with some clarifications on such questions. So, try to feel free to give
whatever you feel about the issue and also the practices that you made
concerning feedback provision on EFL writing ...eh...continuous

assessments in EFL classes.

Ok. Thank you very much. Let me begin ...ch...from the first question
...eh...so all of you are ready? So, the first question says that: What
practices you experienced in implementing continuous assessment in
English as a foreign language classroom? Let me repeat once what
practices you experienced in implementing continuous assessment in

English as a foreign language classroom?

Shall | start?

Re: Yes, you can start

|N1:

Mo:

May, | tell my name

It is not as necessary. OK. It is possible.
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IN1:My name is IN1. | am teaching English... ehin this department.so, continuous
assessment given in the university for almost... eh...started with the
University’s enhancement or begun. So, when we teach, meaning writing
skill one problem is to implement continuous assessment in writing. When
we apply CA in writing, particularly, writing activity meaning when we
practice, it is always one of the problem is to give feedback because of the
number of students in the classroom is very difficult to give for each student
individual feedback. So , in my experience meaning from my experiences if |
speak ...eh... when I think about writing I am worried always about
feedback that my student should worried always about feedback that my
student should get. Sometimes, what | should do is I read, | correct their
papers and | show the common problems most students commit that
sometimes when class is huge, but when it comes to smaller classes | correct
each students’ paper and give it to them back and they see their problems
where they commit mistakes. Eh ... any way I can’t say with a confidence |
provide sufficient feedback in all my writing classes; because, writing is very
challenging to students and myself when | check because the type of error
that they commit make particular different types. So what I try to do is | see
the global errors global errors means what most students make individual
meaning they have their own problems in writing but, I focus on the global
global errors like subject verb agreement, spelling, content sometimes,
punctuations, conjunctions and these are for me very important because they
affect meaning ...eh... very difficult to give comment to individual student
to enable him or her to correct. Eh... therefore, it is challenging, particularly,
when it comes to common courses, particularly, basic writing skill given to
engineering student and other faculties that have many students. Therefore,
this challenge I hope will get solution. I don’t know the way but this
challenge is still there still there. So, this is my experience. | can add.

Mo:Ok. Thank you. You will add some other time. Eh... to save our time just

make it short and precise please. The first question is what practices you
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experienced in implementing continuous assessment in English as a foreign

language classroom.

Re:So, you might raise about feedback in the next questions.

IN2:

INs3:

If it is necessary my name is INz. In fact, when we talk about ...ch...this
continuous assessment is not this much different from what we know before.
Even though continuous assessment is the current trend, ...eh...because
cont... the continuous assessment that we are conducting now is not
continuous assessment because continuous assessment is for improvement.
Continuous assessment is for learning for learning improvement. It is not for
cumulative grades or mark. So, talking about continuous assessment is not
the right time to talk about it. | think because it is not really continuous
assessment when I come to continuous assessment ...ch... the so called
continuous assessment we are conducting...eh it is difficult again to talk
because when we implement continuous assessment on writing it might be at
sentence level, paragraph level, and essay level because the course we are
teaching is comprising these things. Eh...I give feedback to the student when
| just make them to practice | give them to practice. | give them to practice
based on the topic. | give them I deliver based on the objectives of topics just
| try to give them assignments may be individually in themes and the like. In
fact, this question number one is not talking about feedback. I think it talks
about that the practice is that. I deliver the students to do...eh... to write
individually and to write in groups this is what | make. So, this might be at
the levels that | told you at the sentence, paragraph and essay level. I will

come to others the feedback and others letter.

Ok. Thank you. My name is INs. So, my practice in giving feedback in
writing class, it depends. Simply, not usually the same, but it is depend up on
the purpose and objectives of the class and activities and lesson itself.
Sometimes, you may give delayed feedback or peer assessment or sometime,
you may give them chance to evaluate oneself or personal assessment or

giving himself his own correction or some other time you may give
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immediate because you may go through ...eh... when they are doing that
activity you give them immediate feedback. This is what | practice in my

EFL class. Thank you.

IN4:Ok. ...eh... the trend has been changing since we started to call it continuous

INs:

assessment and start using it. ...eh... the trend has been changing. So, first
we started with forty percent (40%), then we went to sixty percent(60%) and
now students take seventy percent (70%) continuous assessment. And
because there is fulfilling requirement... grading as my colleague said
previously. It is always associated with giving marks and there are few cases
| use continuous assessment without imposing marks. So, most of continuous
assessment | appreciate are associated with marks and the varieties depend
on the objectives as said before, and also the length we have to complete the
course; there are different factors. Any way, we might talk about them latter
on so, | use even tests...eh... when I start writing process I involve students
at different stages of writing process ad | try to check whether they are...

eh... moving through the process. There are different varieties any way.

Ok. Actually, things are already said...eh... regarding continuous
assessment implementation mostly or basically, when we just implement
continuous assessment in different forms in the classroom so as to help
students or improve students’ writing status in the classroom and at the same
time thinking that it provide opportunities for both teachers and students to
express themselves to different strategies of learning and teaching processes.
May be, it help the teacher even to gain deep understanding about their
students because we use it so as to identify the student, or I mean, the
individual difference may be as others said there are challenges because we
just implement this assessment in different ways using different techniques or
different forms that might have been in the forms of group, or I mean
individual work or other using other techniques. So in doing so, maybe there
are challenges as we are said... may be when we just provide or give

assessment for the student just it gives students to copy from the others if
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things are in the form of home take assignment. So, these are some of the

challenges but we give feedback accordingly.

Ok. Right to add some, maybe, to what others said. For me...am... am using
continuous assessment...eh... I can see it from two angles on one side; I am
really implementing continuous assessment to be frank. When the class size
is very manageable, but for example, if you go to engineering students in
which | mean where there are seventy (70) or eighty student in the class | am
not I am not you know implementing continuous assessment but but ...eh...
you know I’'m I’m using different techniques to evaluate their performance
their existing performance in that case but if. If you take for example, there
are... there are you know small number of students in the class like physics
laboratory if ...if I tell you from my experience, chemistry laboratory, there
are twenty students in the class. They are only twenty four students in the
class I ... I really implemented continuous assessment there. So this is the

trend thank you.

:Would you explain trends of feedback provision on students’ continuous

assessment?

I haven’t raise. To give feedback at the level of university, the students are
not at the level of expected because, look, what we expect them to do is not
being done by the student because their background is very poor as you
know. They didn’t achieve what they should have achieved and I couldn’t get
what | expect to them. So, when I give them writing assessment the feedback
that | give is more than expected. There is the objective look when, | just
give them to write correct sentences. For example, fault free sentences what |
find is not only the fault or the objective of the lesson it is beyond that for
example, punctuation, spelling, capitalization the objective and if they write
fault free sentence that is free of faulty parallelism, what I expect and should
give comment or feedback on is that one, but there are other problem that
come to gather with that sentence when the students write. So, it is very

complicated and | give feedback which is not expected at that time because if
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| skip the other faults they have written correct sentence rather than that
faulty parallelism. So I enter in to deep investigation of the sentence and give
comment which is not expected of me. So this is the trouble those comes
from the students’ background and the feedback that is given is maybe

explicated implicit most of the time | give explicit feedback.

May I enter or... ok. As far as I know there is no clear cut trend. I haven’t
come across. Have you? | know one thing for sure. Feedback provision help
students to improve their language, but these feedback are given is different
...meaning people... teachers can do it in different way ...in different way no
problem to fit too. Meaning, there is no rule that says everyone should follow
these trend...eh... again hat I feel continuous assessment is for improvement
already | said. That is very good ...eh... concept about continuous
assessment the problem with even with the feedback provision is the number
of students. When they are small you just assessment continuous assessment
there you just give feedback and you finished on the meaning at the time you
are allowed but when it comes to big classes seventy- eighty students even let
alone giving feedback collecting the paper itself is not enough. The time is
not enough to collect the paper students have produced. Let alone giving
clear...eh... feedback. So there is no, | say there is no clear trend as
university level, but it is implicitly known that ...eh... provision of feedback
is important and we are expected to do, but how we do is different. That is,

what | want to add.

Actually, when we say trends of feedback provision... actually, as already
said there is no rule and maybe guidelines or kinds of principles instructors
may follow, but ...eh...professionally we did feedback for our students
because ...ch... we believe that feedback is very crucial for our students and
they are in need of our feedback again. So, we are there to provide our
student a feedback, but my fear is do really instructors provide students a
feedback with these number of students? There are as already said there is

large group of ...I mean, large class size seventy - eighty students in the
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classroom specially things are very difficult may be for ...eh... for writing
skills because it is unthinkable to...to just go through the paper of all these
students to give a feedback, but we believe that ...eh...feedback is very vital
for our students to push them one step for our student or improve their

writing skills. Yeah, this is all about.

Ok it is very difficult for me to say yes, there is trend, no there is no trend.
Because ,one, we are talking about writing which in fact we shouldn’t
...eh...teach in assess and or give assessment in groups or so whatever.
Because ...eh... the only way you check students development is by giving
individual writing involving students individual work process but because of
large class size sometimes we use group writing and they really don’t use it
appropriately because there is background problem. Any ways, | try my
best...eh... to give ...eh...feedback in writing ...ch...because I believe that
the objectives ...ah...eh... makes me to consider giving feedback is one of
the objective of the course and my knowledge of the subject matter when
there is a gap between what | know and what students have done. | believe
that it is a must for me to give feedback. | give feedback. There is trend in
my own experience and in fact growing trend and because | use process. |
want to take my students through the process at every stages of the process. |
use checking students’ progress even if it is a group work or pair work.so, for
regarding how others are working I can’t say these and that we do not have
checklist prepared for all teachers all students ... all teachers to use, or there
is the interaction between students and me that shows gap and that

necessitate giving feedback. I do it thank you.

Ok...eh... in my opinion ...eh... necessarily how others work or what kind
of trend there it shouldn’t be similar technique or method in doing that. Even
for a single teacher, 1 myself the way or the trend I use is just based on the
class size, where there are large class | use different technique. For small
class I use another technique. So there is not or there shouldn’t be totally as

one. That is my opinion.
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Yeah...ch...let me repeat what I said earlier that IN3 also repeated. Yeah it
depends to really give feedback again in writing courses when we teach it
depends again on on the nature of the class, so for me | can say that an ideal
trend an ideal trend is there, but we we | am not insisted to that particular
trend and I’m flexibly try to implement different kinds of giving feedback in
my class. For example, in large class size | do not think to give individual
writing assignment and individual writing feedback. So, I give simply even |
use simply group representative to see their...eh...eh...comments and you
can imagine how much it is fruitful for others. I will call group representative
in front of the class then this is your problem. This this was your problem
that is why you get this. That is all, but if the class is small as I said so far, |

try to reach every body’s heart. Thank you. Thank you.

now, we can proceed to number three. Actually, the question is concerned
with theoretical issue. So we are trying to raise that one for the sake of

having an organized Focus group discussion.

Do you think teachers’ feedback help students close the gap between
what has been intended and what they achieved on certain assessment?
That means, how do you view its helpfulness in terms of improving

students’ writing performance?

This means, What has been intended is just associated with the objectives
goals we require from our learners, and what they achieve is their current
status may be their assessment results; we can take that as the current status
or what they achieved in present, and he gap is may be completed or
supplemented or students improve their progress with the feedback we give.
So, how do you think, the feedback can close the gap between what has been

intended and what has been achieved in the present time?

well, this question is clear by itself. Feedback improves student problem.
Any way the problems can be different but feedback always given to improve

so that student do not repeat mistakes.so, this is clear so what is intended or
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the objective of that activity and what students should achieve to hit that
objective. If there is problem to solve that problem, feedback is
essential...eh...my problem is still its implementation I don’t have no doubt
about the use of usefulness of feedback for students’ improvement. We teach
language so that students improve their language. Alright, the target language
and we give feedback when students have problem to correct that those
problems when the problem comes when we apply it ... when we apply it as
already said in small classes when we treat each individual student activity
and give feedback so that they can improve that student improves meaning
her or his activity meaning writing problems then it helps, but the problem is
they don’t use it when I see they don’t care about. For one thing particularly,
when group work when they are doing things in a group only one person
write and present the others students are just accompanied him. So, I don’t
think there is feedback for everyone. Probably that the representative is
advantageous...ch... so, we shouldn’t deny ...eh... feedback meaning helps
the students for future. For example, if | give ten in assessment ten out of ten
and students do something | give that feedback help for the next feedback
activity. For the next assessment activity that is already passed from this
mistake and from this assessment mistakes feedbacks they learn for the
coming one. Alright, that is the purpose of feedback. Ok , today | made
mistakes on subject verb agreement, so next time | should be very careful
when | write subject verb agreement related issues. Therefore, it is true. It
helps them, but still the problem is whether the students accept or use- apply
the feedback properly. That is the problem that I sense. Thank you.

Ok. To put it briefly does it improve or help students does the feedback help
students’ to improve their writing skill? Theoretically, yes, un doubtfully but
practically it is not doing. In general, | have said because when students are
given feedback, as to me and feedbacks were given and the next assessment
is given again and when you check the next assessment the feedback that you
give in the next assessment is the one you gave in the previous assessment

they are not improving they are not giving attention to what was given as a
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feedback. Even the relatively clever students even | observed them. I
critically see them and they repeatedly do they commit the errors that they

did in previous assessment.
sorry, where does this come from?

This comes from look the students are not giving attention to their own
learning because there is a trend specially in the continuous assessment what
is accustomed is doing in groups and when something is given in groups,
only the group leader or the one who is thought to be better does everything,
and every opportunity lies on that person, and they are not interested to see
their feedback whether they made error. Even they didn’t participate in the
previous assessment or assignment doing. Only the group leader or few
assigned students do it so that they don’t know what has been done correctly
and not correctly, so which one is correct to - for us, which feedback is
helpful. They don’t think about that, so this is the trend which is just found or
observed all over the schools where ever you go and this is what should be

thought over.

Ok the importance of feedback is un questionable but what matters is the way
that we fill the gap. May be ...eh...I remember even the last this second
semester. I wrote something on the ...eh... actually the assignment is given
in group form and finally after just I collect the assignment, | marked it then
after 1 wrote 1 comment for them, but after two weeks | asked them the same
question the same question, but they fail to answer. It this tell us that students
fail to revisit what instructors ...eh...allow them to read and just a kind of
feedback instructors ...eh...give them to refer back. So, most of the time our
students fail to understand what we wrote on their materials or on their
papers because of different factors may be the language problem is there
even may be we are worrying about tenses and the other things maybe before
that the student fail to understand the word that we use writing or giving
feedback on their paper or on their piece of writing. This is the problem that

we face now days. So, this is what | have regarding the question.
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Just to add on what my colleagues said...eh... I was also experimenting
something as my friend said. | give assessments and check it. I find no
progress. Another thing is associated with the group. | really do
experimenting...eh... you know checking students’ progress throughout the
process of writing, so we exchange everything about...eh... implementing
the process they do it in groups. Finally, I give them the same thing to do it
individually that majority of them do not do it. This still few student could
repeat it so, this shows that there issomething behind ...eh... one could be as
you said language problem, students background. The other is when we put
them in groups students rush and gather around one student who does better
than them. So, they give all the responsibility to that student. They don’t able
even listen to what you said. That student has only responsibility to listen to
you to do all the assessment, so one, group work is imposing its impact
negative impact on teaching writing. Otherwise, regarding the belief, really
...eh... eh... I have the believe that if there is assessment there must be

feedback without feedback we cannot implement assessment.

Ok much has been said by my colleagues whether it feel the gap or not.
Definitely there is no doubt it feel the gap, but for various reasons, it cannot
be practical may be because of like INs because of they don’t understand
what mean by that feedback even if you explain by mother tongue or L1.
They don’t understand, and even they don’t make any improvement. | mean
no effort to improve for the future. They make the same mistake that have
made ...eh... before on final exam or any other test activities for this there
are many problems. It can be because of large class you couldn’t give every
time written feedback for each and every group or individual or it can be
large class size problem, or they don’t make any effort of making changes.

That is what I think. Thank you.

I am sorry. I feel one thing regarding students’ lack of attention may be in
giving...eh...I mean in in accepting in considering feedback may be the

course they see the course as fulfillment their lack of attention may be.
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Can you explain what experiences you have regarding feedback you
offer to your EFL learners and progresses students show as a result of

the feedback in their learning?

Yeah. May be, | observed not on my student. | observed on myself. Now
days when | am teaching writing | am always | feel the problem , so |
almost...ch...changing my assessment types because I am almost feed up
with the correction and there is no improvement with students, so reading
passage and objective type of question why? because always when | check
the writing activity of my student | feel that | am communicating only to one
person because it is a copy a copy, so ... eh...eh... even if 1 write the
feedback to that student they don’t see the feedback to that student they don’t
see the feedback. Therefore, what | am doing in large class | give reading
activities most of the time or ...eh... objective type of question because these
are easier to grade and they don’t ...eh... make me correct and take time to
check all the errors of writing. So, the trend because the student do not
change, they do not care about their feedback. They don’t see it. So I am tired
of these, and therefore, I changed towards other types of assessments like
reading and other like reading and other like multiple choice type very
difficult because it is very difficult to follow all the procedures of writing as
it is said as my colleague said therefore I do not think there is change ...ch...
the way we provide feedback and the way students receive it and improve

themselves that is what | want to add, so it is very difficult any way.

Mo: Ok. Let’s pass to next question because directly or indirectly this one is

already touched by all of you so the fifth one is: Do you think that marking

and returning assessment papers to the learners is an adequate task?

Re: just as a teacher you give them assessment and after you collected you mark.

You put the mark of students on the paper in order to aware them what they
scored on that particular test. They may score 5 out of ten, ten out of ten or
one out of ten, zero out of ten. Just simply giving assessment and showing

back the assessment papers to student... do you think an adequate task?
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to save time, it is not enough task just correcting and returning back to help
them see the mark. That is not enough, because if we think about continuous
assessment, it should be for improvement and if possible there is enough time
and the students are willing it is better to react to the feedbacks to gather with
the student. just | have given feedback there is the mark that | have given
feedback there is the mark that | have put on their papers they may not see,
but it is better if I deal with it again why it is given? Why the mark is there
on the paper , and what should be the remedy? We should have done this one
but to do this in fact with small class size it can’t be thought. You can’t think

about that ...ch...so in short it is not enough to show them back only.

| think majority of us agree that giving feedback is very important. Actually,
any reaction towards students’ action...eh... work as its own consequence
and even putting the marks itself has its own result, but beyond that the
reasons why the mark is allocated is very important | even comment on final
exam you can see my papers because | want my students to be satisfied by
why | put that mark that is very important because one of reasons why we
give feedback is not just always to...eh... fill the gap but also help students
to feel satisfied unless there is satisfaction, it is very difficult because our
students’ might not want to stay with us. I mean, when we go to classes in the
next lessons | we need to establish a kind of satisfaction, so an act of
correcting or giving feedback might not... if it is not satisfying students
might not be happy to follow us, so I give reasons why | give half mark, full
mark there are reasons. So, it is important | give feedback not just ...eh...

allocating marks.
Maybe if | am not mistaken we understood your question in different ways.

...eh... what I want is just sometimes there are trends or practices shows that
some instructors simply mark assessments without giving feedback in order

to show students what they score --------
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As most of us do and did just simply correcting leaving the other activities

like commenting on each and every questions.

it depends up on the test you give as to my opinion. For example, if you give
them objective kind of...eh... no need of giving comments. The mark is

enough.
why?

because you give them option they don’t have any other alternative ...eh...
a,b,c no other response so, if it is subjective kind ...eh... of test we can give

with comment.

I want to add you know reflecting my experience. When | use process, |
usually use process approach in writing as much as possible 1 try to take my
students through the process of writing, so I mark for example 1 mark the
first one, comment on what they have done, return it back but I ask them
back to improve in order to go to next process. I think ...eh... you have also
seen what | have been doing. So, | comment and | ask them to improve and
then that will be reflected on the next stage.so, they need to take care of the
errors they ...they commit. I do even though the frequency is limited because

of the class size; | use this kind of assessment.

So, we can consider that you consider feedback with scoring or marking

students’ paper with feedback not only marking students’ assessment.

We agree. We agree, but...eh...still the problem is ...eh...am students are
running to see the figure, the number the number they score. They don’t
bother for what you say. Even. if you write an insult, they don’t consult that.
So, they run to the figure. The last the final point they get. Then, they ...they
even they complain why we? Why you don’t read the comment? Like that.
We ...we answer them back ...oh! My teacher it is not good result. I failed in
it. Why you don’t ...you read the comment for why you score such low
points? of like that. So, that is why the problem.
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Ok, but I need an explanation or something from other anybody. Is it always
necessary in process of letting them write always to give them mark?
Because, simply you can give them oral feedback and go through the next

step.

Re: actually why we are talking about marking is associated with assessment. In

INs:

classroom you may give students different classroom activities. For the

activities, you may not give marks, but ...

yeah you give, comment

Re: you give, comment, you discuss orally, in groups, individually you can give

INs:

Re:

Mo:

Re:

comment. That is not our concern because we are talking about assessment.
Assessment needs at the end result. What they score. So, if we simply mark
and return back the assessment papers to our students there may not be

changes in the students’ writing performance.

But, before we proceed to the next question, as you raised, sometimes, we
use oral feedback even if it is a continuous assessment when we just return
back the student paper we just...eh...or we can raise them or motivate them
because feedback provision is one of the motivational strategy we use in the
classroom. So, how we can just use this one? is it something free from the

written or from ...from your question? or maybe we deal it to gather.

Feedback can be given in any form orally or written, but what we are talking

is just about writing assessment.

What roles do EFL instructors have in applying continuous assessments in
terms of offering feedback on students’ writing assessments, facilitating

remedial/tutorial classes and adapting instructional methods and materials?

continuous assessments is considered as diagnostic instrument, so we can
identify weakness and strengths in the teaching learning process so that there
are some roles expected from teachers in applying continuous assessments in

addition to giving feedback, so what is your experience in applying? What
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roles EFL instructors have in applying continuous assessments in terms of
offering feedback on students’ assessment in facilitating remedial classes or
tutorial and adapting instructional methods and materials based on the
feedback of the assessment itself? Because if there is something in the
teaching learning process not only students problem but also tells as teachers’
weakness and strengths on their content or methods they are using in the

classroom of teaching.

Yeah. We give feedback to see student or we need students to get better,
meaning, to be improved. Alright, if we see the problem, like common
problem like students commit common errors students commit. Sometimes, it
is imperative to give some kind of additional class, remedial or a kind of
...eh... material they should use to alleviate those problems. So, | see many
of the instructors, they come and prepare and short notes handouts and they
print and give to their representative and copy and use it the purpose is in
addition to the module and textbooks and whatever they have the purpose of
those handouts short notes | feel that because teachers feel that students use
these things to improve their weakness, so many teachers...eh...use handouts
and short notes to help student to meaning get improved...eh... if you
probably or some teachers give ...eh...in my experience I haven’t give it so
far. For female students you gave (pointing to IN2 tutorial classes.
Otherwise, it is very difficult to give tutorial. For one thing, students
themselves don’t like tutorial class to come. Don’t come. On other thing,
there is no time. Busy, everyone is busy to give tutorial, so, the best thing |
myself or what other teachers give is in addition to module prepared and the
reference material...eh...placed in the library. Teachers give short handouts
which directly focus on. For example, if it is dangling or misplaced
whatever... or when it comes to paragraph writing they topic sentence,
details areas that show meaning this difficult areas that show meaning this
difficult areas teachers prepare material and deliver to their students.
Otherwise, it is very difficult to give tutorial or remedial classes because of
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shortage of time and the students’ poor interest or you know to participate in

this kind of activities. So this is what | feel.

regarding my roles, | want to talk about my own role, so regarding, my roles
| am really limited by two very important factors. One is the classroom size.
You know | want to repeat the process | am using in the classroom, but |
don’t have enough time to reach every student in the classroom where there
are seventy eighty sometimes hundred students you know assigned. The
other thing is...eh... the belief that continuous assessments is marked and the
mark is reported to to add up to create grade that | read something on
continuous assessments when it started strong form | can say: says that there
is no mark assigned for continuous assessments. Continuous assessments is
used to decide whether to go to the next lesson or not. That is the very strong
form of continuous assessments, but now we are almost marking every
continuous assessment, and we have to report and include in our grades. So,
in this institution we are using seventy percent (70%)as part of the grade. So,
this two limiting factors impose you know limitations on my role because |
want to repeat the process of writing and check whether they are make
showing progress, but these are two important factors that affecting

negatively the roles we play.

Re: So you mean that you are not applying tutorial?

INa4:

Mo:

Yeah. Even for the tutorials my friends have also said students are not
willing. Why? There are different responses | feel. They can give us one,
they are engaged in group works and they can secure marks, so continuous
assessments is associated with marks by the students and | also think that
lead by the institution.

Sorry I didn’t hear your roles some factors hinder you I can’t reach every

students because of large class size you said what is the other
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IN4 .my role is checking progress if possible progress of every student in writing,
but the problem is | can’t check. In most case I can’t check progress of

individual student because | have to put them in groups.

IN2:0Ok. There are different roles of teachers, but | can say that as to me | am not
discharging all my responsibility regarding my roles because of different
factors as my colleague has said because my roles should be one just sticking
to the objectives clear to the students and the assessing the students’
background before | go t major topic and this can be done through oral
eliciting questions and also some written checking questions as you saw me
in the classroom while you observe me. | try in the classroom with my
students to produce paragraphs even | try with my students in a classroom |
create it in the classroom and they do with me. I first give them chances to
create topic sentences just by following process approach for writing that is
just starting from designing and...eh...the like and after that after doing
everything, assessment is necessary. Giving them individual or group, just
formative kind of assessment. | try assessment for learning and assessment of
learning, but assessment of learning most of the time I used is oral and the
interaction in the classroom that is used as a continuous assessment. The real
continuous assessment is that because you adjust your instructional
methodology based on what the students background is so formative
assessment [ used in the classroom is ...eh... the continuous assessments |
belief, but the assessment | mark and score the mark is not continuous
assessments in fact. By looking at the students background in the classroom |
try to give remedial action there by adjusting my ..my method there in the
classroom but based on continuous assessments h is for scoring and after that
the remedial action | take is not that much significant...ch... in fact I try to
adjust myself in the next lesson, but something that is distinct for remedial
action like tutorial class is not ...eh... appropriate it is not comfortable to
give because students themselves are discouraging you because they are not
ready to learn. They are not ready to accept the feedback and improve them

selve based on the feedback so that you are discouraged...eh... I tried to give
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tutorial classes and based on that tutorial class look the students that were
expected to sit for the tutorial class didn’t sit for the tutorial class but the
students who are not expected to sit for the tutorial class come to the tutorial
class and then | was discouraged and stopped and again the institution itself
is not encouraging such classes because teachers should just be given
attention whenever they did such classes, they should be motivated and give
tutorial classes because | think tutorial class has its own credit | think, but it
IS not being considered. This might be one factor for some students some

teachers, so ...eh... in general, it is not being well implemented.

Ok so we can conclude that though it is important just theorists suggest that
applying continuous assessment make teachers to give tutorial feedback and
adapt instructional methods and materials because of several factors you have
mentioned it is not being fully implemented in the university.

As an EFL writing instructor what feedback strategies you use? | think you
have this paper Direct /explicit, Indirect/ implicit

when we say direct or explicit, when we give ...eh... direct the student the
error itself and also give the correct version of the error they committed.
When we say indirect or implicit just we simply show there are some errors
we don’t directly tell the type of the error and its amendment together so,
direct is just when you directly show the problem and the type of the problem
or error and the correction of that error., but in the indirect or implicit we
simply show as students committed some error not explicitly or explain or
mention the error itself and correction together, so understand in this way and
try to reflect what you practice regarding this when you provide feedback on

your students writing assessments.

...eh... T use both...ch..., but when I say both, for example, implicit way |
sometimes simply encircle the area where they commit mistakes and pass
over. This is to see whether they ...they can ask me why I encircled this and

that. Deliberately, | sometimes give them implicit comment. If they pass by, |
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Re:

INs:

INa4:

also pass by. But, in most case | used explicit comment where | get the
opportunity up to write things clearly and explicitly the they can read if they

can read the problem is they don’t worry about their comment that is why.

You said, in most cases, | use explicit? Why can you explain why you use
that one?
Yeah. You know because | use this for two purposes. One, students may at

the end may complain about the result they may not be satisfied with the
result | gave them so that may be. | witness that may be an evidence for why
| gave them that mark. On the second hand, even it reduces burden for me in
order not to treat every...eh... every student complaint now and then they
can read there. If they are satisfied, they can pass over. So, two purposes:
one, students can understand their fault. Second, it may reduce burden for me

to to convince them this is why you lost like that. Thank you.

As my...eh... colleague said I employee both ways of giving feedback, but I
can say continuously or dominantly | use direct one ...ch...basically because
it is writing when I teach writing,...eh... you know ...eh...the the most
applicable means is to communicate through writing. So ...eh... I have to
write something on on their paper, but if it were oral, you could be indirect
by...eh...asking questions by helping others to add students response but
here [ am commenting papers, so I have to write something ...eh...like notes.
| put notes, | also write questions, about specific error. If it is lack of say
topic sentence in a paragraph | can say, no topic sentence, or if there is
no...eh...there is word order problem in their sentence, I just give a kind of
sign word order in short form and | might put I put questions word order
problem questions. | use questions and when | want to make clear things |

put correct forms.

Re: You mean, you are integrating?

INa4:

Yeah. Both ... both but what I mean is that is different from oral feedback.

When | write written feedback, | try to be more explicit because there is no
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way you can come together and negotiate. Specially, in group works, it is
very difficult. Some understand it. Some don’t understand it. Some see it.
Some do not see it. So, | want them discuss there and understand, share idea.
So, | put written direct comments like notes about the point. If it is about
topic sentence — topic sentence lacking, word order- word order lacking.
Because | want to get the correct form, next I give comment and | wait for
students to bring the corrected form its writing any ways because of its

nature.

INs: Yeah. Actually, things are depends on the nature of the error made by the
student...eh in writing. Specially, as others said I prefer the direct one
because there when we use the direct or explicit one, we are just directing the
students what we want them to re-correct or maybe we directly tell them
where the problem is but on the second one, I use indirect one when | want
the the student themselves to dig out the problem may be sometimes | can
use simply underline it that is categorized under the indirect one. Therefore,

in writing | use the direct one.

IN2: In fact, both types of giving feedback are scientific even | believe that the
one which is implicit is more encouraging for actual learners because it is
encouraging them to self-learn, but there is a gap with teachers and with
students to understand even how to give implicit feedback and how to read
implicit feedback. For the teachers to give implicit feedback, there are signs
that should be learned how to give it. If it is for example, subject verb
agreement, if it is fragment, if it is parallelism and the like there are different
marks that is the code that should be used between the teacher and students
and in fact that this is not the trend we are using in most of us. Therefore,
what |1 am giving is mostly explicit feedback that is the direct one though
they dependent up on the nature of the feedback we give.

Mo: don’t you think because you said implicit feedback is more encouraging

don’t you think it is confusing?
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IN4:

Mo:

Re:

I have said that it is confusing because there is no code between the teacher

and the student and even the students do not understand the direct one.

How do you view the nature of the feedback you offer to your learner on his

/her assessments?

In short, that means just are you giving descriptive, constructive feedback
which motivate students and allow learners to improve their progress, or you

simply focus on the negative aspects of the students work?

IN1:No, first of all the essence of feedback is to make learners be better than the

earlier one. So, we write, we circle and indicate the missed like topic
sentence or little and we underline where if there is capitalization something
like that if this one is taken as negative. Yeah. That is negative, but we do it
most of us including myself I give feedback or I indicate where the problem
is not to distract or not to demotivate. The purpose is to construct, to motivate
them, to improve their writing. Therefore, the activities meaning the
feedback activity we do, we give, | give is to improve meaning believing
that it helps them to improve they have to know where there is a problem, so
it is constructive to construct to learn from what they mistakes so the teachers
should give the correct version or showing where the problem is look here
there is something is missing here is the problem, so you have to improve it.
Don’t do it again. That is the purpose alright. Therefore, it is constructive.
We don’t say poor. We don’t say it is wrong if that is the way we give
feedback that is not constructive. Therefore, most of us give constructive
type of feedback showing their mistakes that means they have to improve
next time. So this is the case the type of feedback when it comes to my
practice, | give constructive type of feedback, so the students correct their
mistakes in the next activity subject or conjunction or something missing.
You have to do it again. No this is the problem so you don’t repeat it again.
So, it is implied. Constructive '@ Q1% 1@ ¢9a0a@. Constructive and

descriptive. We write descriptively written. Ok. Good.
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IN4:

IN6:

Mo:

IN1:

this may not be acceptable these days. | believe in saying no when saying no
is important, and yes when saying yes is important, too. So, | use these
strategy when I provide feedback where there is ‘eksi’ (x) necessary I put
‘eksi’ (x) and put reasons where there is ....eh...eh...right is necessary I put
right (V) to show my general satisfaction about the whole work. I sometimes
use ‘well done’ but by following points I put points. I think you may have
seen my comments on my feedback and if the thing is really seriously you
know, you know facing problem this is poorly done. | say it because there
must be the level known the difference known between students, so I use
constructive comments because ...eh... I use both positive. First by saying
this is ‘well done’ but you need to improve the following points some words
but where ...where I do not find anything good I say this is not good. This is

what | do.

Well. Naturally, there is sandwich way of giving comments, when we say
sandwich it is something we need to begin with something to be improved as
to say negative, so then finally we...we should finish with something
positive. Nice start...something like that...somewhere between in between
but you have to revisit this area. In general, you did it well like
that...but...eh...again m y worries are our students understand as if we say
so. For example, if...when we train Higher Diploma Program (HDP) you
know who are training the instructors they know themselves they want to see,
hear where their problem is they are eager to learn from their mistakes. Even
if you advise MA students or the like they are eager to see where there
problems, but if you apply something on students they don’t have such
attention, so I prefer the...even though I sometimes I appreciate them I prefer

the negative one so that at least they are at least where they are.

Would you explain your experiences on the timing of feedback on

writing continuous assessments?

Very short. Shall | start?
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Participants together: Really.

IN1:

Yeah. Most of the activities they do is | think in writing class is
assignments because students don’t finish when I give activity, so I start in
the class and | make it home work because they don’t finish on the time
expected. So, I collect ...eh... next...next period and take it home, I read
then | write comments probably. The next period might not be my class
therefore, | give them another day. So, these most of the activities that I give
is delayed because the class time is not enough. We take, collect materials
take at home either individual or group work or pair work. | read it at home,
so the feedback that | give is delayed not immediate because the type of
activity that we give is never completed. For one thing, students are not
active they are waiting at each other to write from or very... very
few...eh...eh...activities are finished in the classroom that we give feedback
immediate. Therefore, in my experience | read their work, comment and

bring it in another period. This means delayed. There is no direct feedback.

Re: So how do you view in terms of its immediacy?

INz:

INs:

IN1:

|N5:

I don’t think that is working. I don’t think it is effective because I don’t have
feedback from them whether they have read it. | give feedback but they don’t
give me feedback. They don’t ask me teacher why look this. I give feedback;

they don’t think there is meaning I can’t say that is effective.

If it is in the form of home take assignment it doesn’t mean that that it is

delayed for most giving feedback.

for calling it immediate or delayed I will do that. I don’t know where to put

it.

But, it works for the oral feedback.

Re: For oral assessment, it works. For the written assessment, you may not mark

all the assessments in the class.
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IN4:

I understand. My understanding is that delayed means, you give feedback,
but that feedback is not guiding the next lesson, so before the next lesson this
1s what I understand for written feedback. So, in that case I do ...eh... in
some case when | have completed the topic | have taken some other
continuous assessment, but here, I give my students to write a summary
about topic or do some library works. I give assignments and | give feedback,
but those feedbacks may be delayed and might come after | start the next
lesson. But, when goes to the writing process students actually writing |
really focus on giving feedback before the next lesson. So, | used two forms.
Specially, for writing | collect the papers. | give feedback based on those
papers | return it, and I ask them to work either the improved form or use the
feedback to do things in the next stage. So, I in fact don’t give students
writing assignment because [ think that they come with copies. I don’t give
them writing assignment. | give assignment if it is a kind of knowledge
checking their checking understanding, doing summaries about what have
discussed, but for writing I don’t give assignments. So I give those topics or
something in the class. They develop a kind of outline. I check outline
comment on it, return it back and go to the next stage. This is what | do and

this is my experiences.

Re: So, students ca make progresses, improve their progress

INa4:

Mo:

Yeah. At least they can use the information for the next.

How do you view your students’ willingness to get feedback on their
continuous assessments of basic writing skills? The willingness of your

students to get or accept feedback on their continuous assessments

Re: On which feedback way they are most interested in, maybe, teacher feedback

IN3z: ..

or Peer feedback

.eh... most of our students are not willing. They are not volunteer to
...eh... take feedbacks. Simply, they need the marks... only the marks. If it

has got ...eh...without give him feedback or...eh... something ten out of ten,
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IN1:

|N4:

IN2:

INa4:

he is happy. He doesn’t care about the comment you gave there be it group or

instructors, personal or whatever.

Sorry | have to go. People are troubling me. If there is one better student,
they prefer this guy to a teacher...a teacher probably or write something they
don’t think that but when they are talking to each other or they are I think
they are interested better than the teacher. So, peer feedback is better | know
we have to work I this area. Teacher feedback doesn’t work for they don’t
care about. Teacher and feedback tired of. So, | think they are more
interested in peer feedback. So, that is I think what I should continue.

I would like to interrupt you. You know. Yeah. | have experienced this kind
of environment, but | have moved across groups and I have check them and
what they are talking about is , one, sometimes is not about the topic you are
teaching, the other thing is the result. Situation that force them to say
something in a group the language background they are not talking about in
English they use another language.

To that matter, the environment should be adjusted. I think you observed me
when....eh...I made them to give feedback to each other, they pronounced a
paragraph and came to class and some of the student read in the class and the
others listen to them and were giving feedback motivatingly. If we make that
in fact, we may not get explicit or specific feedback, but you can experience
students can assess each other but you cannot do for individual student to
give such comment but groups can assess groups in such away, and for the
willingness about students , you have raised ...eh... there are some students
who are interested to learn from feedback, so there are a few... a few student
as | have observed a few students who are willing to accept and to learn from

feedback, but majority of the students are not willingness.

But, the conclusion on their willingness must be seen at least from two
perspectives. One, it is because of internal feeling not to take a

comment...eh.... feedbacks or because of other factor. | see that there are
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Re:

IN4:

Mo:

IN1:

other external factors that made these students not to take or to want to take
feedback. One, they are getting marks sharing marks from others work.
Specially, these frequent group works because of class size we put them in to
groups. They get marks. They are just mark oriented instead of learning
oriented. This is the problem. Two, there is language problem. When you
give feedback, majority of students do not understand what is written in
English; what is being said in English. Because of this... this they keep either
silent or go to side talk using other language... mother tongues. So, I think

the factors are external.

may be on the willing, sometimes in the process writing that | observed IN4
class. Mr. IN4 in his class he was giving the students frequent feedbacks on
what the students produced in the classroom and even act up on? Are the
students really willing to react on the comment that you gave because you
gave them comment then they take papers to their dorm and they should
make some amendment as you gave them the comment so, how do you view
the learners reaction to apply the comment that you give may be for those
students who are willing to accept the feedback.

there are there are few students who react towards the comments. Two ways
some of them react, some of them react in a way that they can understand and
use it some of them react in the way can bargain to get more marks so at least
I can’t say students are not using comments they react the want to know not
many they are few... few students react as questions when things are not
clear. There are students who ask questions to get comments clear.

The last question, what challenges you face in short when you provide

feedback in continuous assessment of writing?

Very good. Already, this is the summation of all the questions and the
activities we have been doing alright. So, one thing to me which is very
difficult to apply appropriate feedback is size large classroom. We are giving

writing courses as a common course right. We are giving for large classes
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IN4:

mostly for engineering and others. Alright, so we don’t provide appropriate
feedback because of the size of the class, one. The second one is poor ability
of students’ language to receive feedback. Let alone watching your feedback
or listening to your feedback even they don’t care about their names.
Sometimes, poor name, meaning wrong spelling name | am correcting not
only the content but their name. True, | am correcting their names even they
are mixing capital and small, so | give for that matter | give a lot of
corrections 1D, the way ID is written, so they are not willing. Unwillingness,
language problem, probably...eh... poor attention to feedback, the perception
of feedback they don’t think feedback improves their performance teachers
give feedback they feel that teachers give feedback not for purpose HZ® 1A
10, 971.8:4.4. 50 that is one problem. Therefore,...eh... feedback is not working
properly particularly, in this large meaning that in this continuous assessment
particularly, in writing. In writing class, feedback is getting worse and worse,
meaning, challenging. So I don’t know what shall we do, anyway. This is the

status of feedback in our university. Thank you.

Very important factor. In fact, 1 would like you to infer the class size...
classroom size. Specially, for writing, it is the skill. So, in order to develop
skill, you need to deal with manageable size, and you need to repeat the same
thing frequently so that it will become behavior. But we cannot make it. We
cannot make learnt thing to become behavior because you cannot repeat. You
know, for students to adapt, what we say and what we require from them, so
we do it in group work. There is...eh... there is expectation to just get mark
depending on what one does. So, the classroom, the class size is really very
important challenge in teaching writing, and language background of English
they have really it is very difficult even to get response for good morning or
good after noon. When we say good morning or good after noon, first,
students do not respond to that. So, how can you go to a kind of
communication like complex writing? It is complex than oral communication
so the language background they have and what said is willingness but has

different factors behind, so they don’t show willingness because of different
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IN6:

factors. They think that they can pass. | share in grades sharing marks from
others, so they become...eh...in obedient to teachers in a form of lack of
obedience. | think not willing to take comment, means, lack of obedience,

s0...eh...these are few.

...im... in addition to what my colleague is said, facilities in the classroom
also can be one of the factor, too. For example, if you go to lecture halls of
the university, they are really very difficult to go over and to monitor
students’ activities. I tried to make students write even their name, and I
couldn’t get opportunity to see every body’s name to write. I mean, whether
they can write their name or not, but | finally, I took sample from the front
sisters and generalize seventy five percent of the students cannot write their

names properly like that.

Re: you mean the arrangement of students’ fixed chair?

IN6:

IN2:

Right, Yeah. Specially, around lecture halls, even | can complain the
instructors’ workloads. We have three missions as university instructors’
workloads. We have three...eh... different interrelated pillars like like the
community based training. Even though it is not getting much attention by
the university we are really feeling various challenges to prepare materials to
upload down load to organize training materials even though they have no
professional fees like that any ways workload can be one factor that many
hamper, | mean, in order not to properly under take continuous assessment

and give feedback as expected. Thank you very much.

| add a few points agreeing with what others said. The point | want to add is
that what is challenging, I mean instructors, is that ...eh...the different
varieties of error students commit because you don’t expect a few errors the
errors are more than expected different angles this is one. The other is that
the students are overloaded with assessments because each subject. for
example, if you take a student taking six courses may be regular students take

a student take from five six courses and multiply that with seven assessment
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INs:

Mo:

Re:

and one final exam. Eight times six, forty eight at a semester. Every time
they are dealing with varieties or number of assessment they think about the
number not doing doing it properly because they are tensioned about the
number the number of assessment. So, this is something which is very

challenging as together with what others have said.

Finally, let me add few points. | share all the ideas raised by my
colleague...eh... like large class size, the work load, student performance,
language problem and the initiation of students so as to get feedback from
their instructor. ...eh...but the last point raised by my colleagues, “there are
number of errors”, he said. But, but in that regard we can use techniques that
is focused and unfocused. Sometimes, as....ch...may be if I am worrying
about paragraphs structure just I stress on that part of focused feedback. No
need of referring stressing on another type of errors. So, this just to do in
follow we can overcome giving | mean challenges the challenges,
but...eh...the other point raised is they are forbidding instructors not to give

feedback even in time in time. Than you.
Thank you very much

Finally, I would like to thank you very much for your presence and sharing
your views and practices that you have on feedback provision on continuous
assessment in EFL writing. Thank you.

Instructors: Thank you.
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Appendix F

Invitation for Focus Group Discussion (Main Study)

Dear Mr/s

It gives me great pleasure to invite you to take part in a focus group discussion
that will be held in the ILS Smart Room on 31/01/2019 at 08:00 LT for my
PhD dissertation entitled “Teachers’ and Students’ Practices and Perceptions of

Feedback Provision during Continuous Assessments in EFL Writing Classes”.

| am certain that your active participation and reflections on the themes mentioned
beneath will benefit the research work | am undertaking and possible
improvement of feedback practices on EFL students’ writing assessment in the
university.

Themes:

- EFL instructors roles to enhance students’ writing performance via
feedback on the continuous assessments of EFL writing
- Instructors’ views on Feedback

- Practices of EFL instructors’ feedback Provision practices

Thank you in advance
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Appendix G

EFL Instructors’ FGD Guide (Main Study)
. Would you explain roles of EFL instructors in effectively implementing

continuous assessments in EFL writing classes? What roles are expected
from EFL instructor just after conducting CA in EFL writing class?

Can you explain what experiences you have regarding offering feedback
to your EFL learners on their writing assessments, and students’ progress
on their writing performance due to the feedback? Do you provide
feedback within appropriate timescale to enable students to review and act
on it in order to enhance their performance?

Do you think that marking and returning assessment papers to the learners
is an adequate task?

. Do you think teachers’ feedback helps the students close the gap between
what was intended and their actual/present status? Or Do you think
feedback on the present status help students improve their writing
performance?

. When you offer feedback to your learners, which of the feedback
strategies you use and why?

How do you view nature of feedback/comments you offer to your

learners on their performance:

How do you view students’ willingness and reactions/ towards feedback to
improve their writing performance?
. What hindrances (challenges) EFL instructors might face to give feedback

on students’ writing assessments?
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Appendix: H

Transcription of FGDS 1

Time
Venue
date

Re: Good afternoon. First of all I would like to thank you for coming to this FGD
session. As | have already informed you and you know it, I am intended to collect
data for my PhD dissertation entitled “Teachers’ and Students’ Practices and
Perceptions on Feedback Provision on Continuous Assessments in EFL Writing
Classes especially higher learning institution.so, I hope you are part of the
teaching learning process and you have direct involvement in giving feedback and
Continuous assessments to your students. Therefore, what | need is just your
views, practices and experiences on feedback provision on Continuous
assessments in EFL writing classes. So, based on this general information, you
will give whatever experiences you have and views you have regarding feedback
provision on continuous assessments in EFL writing classes. So, me and my
colleague is going to chair this FGD session, and he will present the question one
by one. So, Mr. Chairman is going to read each of the questions. Then, you will
give your own reflection, practices and your views on EFL writing continuous

assessments’ feedback provision in EFL writing classes. Thank you.

Co: Would you explain roles of EFL instructors in effectively implementing
continuous assessments in EFL writing classes? What roles are expected from
EFL instructor just after conducting continuous assessments in EFL writing

class? So, we can start from any one of you ready to raise your hand.

IN1: Okay, thank you very much. Let me start my experience. Of course, in my
own courses is not just independent course, but we incorporate... rea...ding I
mean writing skills in the course English for lawyers. So, | may just express my

own view regarding to writing in English for lawyers classroom and in most cases

205



yes. Feedback is very significance, of course, because these days our students
need extra help. You see, if they don’t get some kind of additional information
they can’t be successful. So, giving feedback initially, it is fundamental. I can say.
It is fundamental for improving students’ writing skills, but the way how we
give... e¢h this feedback matters. Especially, if we don’t join or relate with
continuous assessment, students ‘need by the way credit for everything now
today. So in line with this, it is possible to facilitate students writing skill through
continuous assessment. For example in my own I in most cases | will give them
assignment in writing skill starting from basic writing sentence construction up to
essays writing and in that case oh most of the time | gave assignment to write
even in most cases starting from a simple sentence and when | give them let say a
feedback on that case there is certain improvement in their own | have observed in
my own experiences and in most access if you give out of five certain things and

then give them...

Re: May I interrupt...better to focus on the specific question about role of EFL
instructors in conducting continuous assessment and then how is feedback

viewed?

After | gave writing assignment, | will correct that things first, but in most cases |
don’t focus on each and every aspect of their own weakness. Let me take
weaknesses for example, some of them are weak in sentence construction or
spelling error or let me take verb subject agreement, but I most cases I don’t focus
on each parts. And | major or help them to co-operate each other’s. For example,
first in order to make them clear that thing. After I correct it, | want to make sure
that whether the students have got that correctly or not. You see if you give them
simply feedback, they don’t realize that things. Therefore, | want to check it first
on themselves. But in most cases, I don’t focus on each errors committed there so,

only the basic ones.

IN2: Right. Thank you. May be the core question you asked here is the role of
EFL instructors in effective implementation of continuous assessment. To

effectively, implement continuous assessment, the teacher or the instructor has a

206



great role in...eh...this begins from planning the assessment, by the instructor
should plan what mode of assessment he or she uses or ...eh what criteria he/she
uses to mark the assessment and then how to record and then how to give
feedback or on what area ... eh...he or she focuses and then...what...what is the
means of giving feedback he or she uses. Eh...so if...if he has a plan the
appropriate plan. If he or she has used the right mode of assessment for example it
can be a kind of quiz, test, it can be a kind of group work. It can be a kind of
project work. Eh...if he has the right...eh criteria to...to mark, to give value the
students’ work and then, how to judge that value needs...needs planning. So,...ch
the teacher has the role of planning and then executing that plan... designing that
mode of assessment for example if he planned to use project then he should
design that project...ch and then the very important role the instructor has is may
be what we are not doing is to be transparent about that continuous assessment
why he used that continuous assessment and in what it will be executed this
should be discussed with students. Students should have a clear idea about
continuous assessment and at last comes about marking and the feedback. The

teachers’ role include about all this things. This is what I think about.

IN3: My role in actual classroom it is obvious that marking and giving
corrections on a piece of work exam sheet or may be the assessment sheet and
then 1 will take remedial action...remedial action for them. One...ech one
student...eh they look they make exchange their paper and look what they miss
what they got, and how x got and y miss the point or the ... the mark. And then at
the same time | will give a kind of reflection for them and on the board in the
classroom and then | will make a remedial action like for instance if they need a
kind of tutorial classes in actual classroom in my actual classroom and then I will
make a kind of I will make a kind of propose another activity for them.
Yes...ch...to...to make to cope up with eh... they learn something from the first

assessment and then and they will do in this way any way in my actual classroom.

IN4: Thank you for this chance. | want to say something about this role of EFL

instructor in effectively implementing CA one thing to be reminded is that when
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writing is practiced teaching writing practice in the classroom how to be assessed
is in my case is another issue. Because assessment or assessing writing activities
or students writing skill is one thing but before that writing teaching writing if it is
actively if the teacher’s role is effectively implemented in teaching writing may
be continuous is simple ... may be the challenge is one thing the time we get for
teaching writing the role of teachers to practice students in writing students to let
students practice that writing may be in group is one issue but after conducting
continuous assessment, may be after teaching writing effectively continuous
comes. Continuously assessing comes but after continuously students are assessed
what they have assessed should be given feedback that feedback as the role of
teacher it should be may be in...in...in the students themselves should get chance
to comment themselves from what they have assessed. Where there
problems...where ...where they made good thing or where they made wrong. The
other one may be those students should get chance the teacher should play his
role to ... students to come together in pair or in group to find some problem they
made on the writing on the assessment may be after the students couldn’t get clear
for example the record or the mark they have got most of the students feel
discomfort when they get less mark or on the assessment. Some of the students
when they get pass mark or good mark they may don’t worry about the strong
side they made. Though the role of the teacher should be there where the students
have made good thing or the strong side the student who have made wrong or the
way they have instructed to do the activity and the exercise they have been given
should be interrupted eh... with in ...eh one the students themselves. Second,
with in their groups so the role of the teacher here is that to let students identify
the ... after it is marked where...the problem they made and within the group and
at the end with in...at the teacher themselves or those teachers teach students or
assessed the students should deal them later the problem they made on the
assessment or what they should be improve in their next step or assessment.

Thank you.

IN5: Let me add at least somethings on what is being said by my colleagues.

Eh...actually the roles that EFL instructors’ continuous assessment plays are
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varied. According to the students’ performances, eh...when instructors are
providing assessments...ch... he or she may get different results from the student
and he or she observe different problem upon individual student; therefore, some
of the students are good at organization and others are good or have some
problems at coherently arranging ideas and some of the students are facing some
problems on going according to the content or the topic therefore, when the
teachers implement continuous assessment ...eh besides assessing students, he or
she is going to identify the students’ ...eh ...failure...ch and their strengths and
their weaknesses so that he or she is going to help them according to their
individual problem. Therefore, the continuous assessments implementation is very
important in identifying students according to their individual problems and to
help them accordingly.

Re: you have said that it is one way of identifying students’
problems...weaknesses and strengths. Especially to work on the weaknesses of
the students and improve their performances in writing skill what measures

teachers take to solve the students’ problem?

ING: First of all different exercises and on students’ handout but I think first how
I can effectively implement them and how I can convince the students’ in order to
do the exercises specially, the assignments and eh first | think | relate the
exercises to their real life and | tell them that the exercise help them in order to do
something in their real life and this convinces them to do the exercise effectively
and it makes my work also effective. First, I think and | sequence it which one
must come first, which one must come second and this help me to implement my
continuous assessment effectively and then if we come to the feedback after the
feedback I will try to continue the next exercise depending on the feedback or the

exercises they have done already.

Co: what experiences you have regarding offering feedback to your EFL learners
on their writing assessments? Do you provide feedback within appropriate

timescale to enable students to review and act on it in order to enhance their
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performance? How do you view students’ progress on their writing performance

due to the feedback?

IN1: yeah this is good. Really, in most cases | have seen that students better
understand something not during the normal presentation but it is just during the
feedback you see most students have got even in recent writing experiences.
Students can understand when you give them feedback better than formal...
because they don’t give attention when you conduct normal classes but when you
give feedback especially based on their errors they can improve it and | have seen
that progress of course in that area and another matter of importance is whenever
we give feedback on time, it has its own effect also the better because if they put
their own information in the long term memory again they need additional

activation energy and it takes time, So the sooner is the better | can say.

Re: What is your experience then?

IN1 ....the experience I have got lots of experience lots of students improved.
When | ask them again they improved and there is a change. Of course the change
specifically I can ...but on their grades also when they feel confidence also by the
way ok another time they feel confident in improving that things and they talk by
the way Even what they write they talk so it is not during the time of writing, but
it has its own implication giving feedback it can instantiate another skills and its
they talk for example after they can do anything. This is the experience | have
seen.

Re: is that timely feedback?

Time is whenever you give them feedback on time there is change because let me
take something is remaining for a long period of time you need another energy
again to spend so if you give them immediately specially related to their topic if
you go beyond let me you take the area then there is very difficult again to bring.
So whenever | give them feedback on time there is change | can say.

IN2: alright my... my experience in relation to this eh... providing feedback to

student is look when ... when the number of the students in the classroom is large
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it’s... it’s difficult to provide a timely feedback...because it takes time to... mark
the work of the student and it’s difficult to provide the feedback on time because
the number the number matters the other thing is that...ch eh... 1 faced
sometimes the students do not need feedback for me. I don’t now INI’s
experience may be different eh... I experienced that instead of giving them the
feedback they need just the mark and they are not interested in listening to the
feedback and using the feedback for improving their own learning. This...this
may be because of different reasons, but I.... I have experienced this in my
classroom. Even if I...I...try to provide them with feedback they are not
interested in listening and improving rather they...they claim that their work is
...1s complete and they...they need mark they claim mark...instead of listening to
their ...their problems...instead of listening to listening to their weakness and
improving themselves it seems that they will be feed up when...when you talk
about their problems. This is what | have experienced in my classroom.

IN4: In my case | have experienced the teaching writing at a university level
especially, the teaching basic writing skills most of the time writing are
exhaustive at basic writing skills from that experience sometimes | get challenged
to to get on which part | want to give feedback because, for example on paragraph
students are instructed to write certain paragraph. My intention is, for example,
about their auto biography write about your auto biography my intention is to let
students write effective paragraph on about autobiography. But when they bring
to get feedback from that paragraph even the word level they write in that
paragraph or the spelling or capitalization or like ...like that those there is a lot of
problems that I couldn’t my intention is not to give comment on ...on very... very
low level grades they should capture there but students have bring here a lot of
problem that they have they should have managed at... at elementary level or
high school level. That is, in my case giving feedback has a lot of challenges.
When | collect a kind of paragraph to bring them tomorrow class before I jump to
another session, may be because of time, because of the number of students,
because of the number of problems in a single paragraph I encounter, so | am

going to make it the students to come together and get feedback from one another
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that is one remedy or one way of giving feedback but most of the time because of
even the time in the classroom to teach that writing part and to give them
assessment later, I fail to bring to the class those feedback at.... timely because of
those problems as one of my colleague IN2 says because of the number of

students the number of the activities to be given and commented on. Thank you.

IN5: The practices almost similar. In my case... eh... as my colleague said, |
provide especially, writing activities specifically on paragraph practices. | provide
the activities in groups. and then the way | am giving feedback depends on many
ways. For one thing, | make or | provide what some the other group provide or
produced to be checked by the other groups and after they commented after the
other groups comment or give comment upon what the other groups produced |
bring the comments together and focus on the serious problems that has to be

discussed in the classroom based on the topic | provide. This is my experience.

IN6: Okay, most of the time, especially on written feedback. | prepare advanced
written feedback for students since we don’t have enough time to discuss on time
after 1 give them advanced written feedback I try if | have time | ask them to write
it again because | want to see how much they are effective through my
feedback...eh...if we don’t have time as I told you to discuss I give them
advanced written feedback and | ask students in order to see another similar
activities. If they have interest because | want to know where the students want to

learn on written tasks and continue in this way.

Co: Do you think that marking and returning assessment papers to the learners is
an adequate task?

IN3: ok as for me it is not adequate only...only...solely giving and returning
assessment to the students is not adequate tasks for me and even why because that
needs encouraging them encouraging them since the students have different
backgrounds and may be sometimes a language there is a kind of interference

from mother tongue to English because they are late for that because may be this
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is by itself it is for me it is not adequate task but it is useful and that it is useful
but it is not only solely with this is not adequate other encouragement another
may be tutorial classes giving additional assessments and assessing them and
again looking and giving feedback.

The other is yes | think it close the gap. The gap which is what they have previous
so this feedback is closing the gaps but not totally closing the gap and why
because with in short period of time we have no much time for one course there is
a lot of things there eh...and I don’t think that it is hundred percent full the gap
but it is vital for their future career in their writing making and minimizing their
problems what they have in the previous in their actual life that is my point.

IN1 yes I do have the same...eh...I share his answer regarding number four let
me tell you my experience that | have done in this morning while |1 am teaching
English writing course. For example, after | have discussed this sentence
functionally and structurally and I gave them everything a sentence has... I mean
starts with capital letter and ends with full stop and question mark. After | gave
this instruction, and then gave assignment. They bring and they start sentences
with small letters so immediately when | tell them that is wrong okay and when |
ask them again they improved so is this filling the gap from this the smallest task
so there is such kind of aspect | have observed not only in capitalization like that
even in active passive. They commit ‘I was killed’ they just construct non sense
sentences but immediately when we give them on that instance there is a change

so this can fil the gap.

IN2: ...eh...actually it is clear that...eh.. Just marking and returning the paper is
not adequate this does not help. The very nature the very reason why we give
feedback is to alert the student on what they missed if we just mark and return the
paper the student may not be able to detect their own problem. So that will not be
adequate to help them learn from their errors. Eh...feedback should go beyond

returning the paper.
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It is also clear that if feedback is appropriately used, it helps the learner
to...to...improve their performance. By the way, one area of assessment is that
help students most to learn is point of feedback. At a feedback level it is a means
of teaching and learning for the student, so if used appropriately, feedback

definitely help the students to improve their writing performance.

IN4: As others said it is not adequate because before coming to marking and
returning assessment the other...other things should be considered that means
before marking, the students’ assessment the students’ should ...the teachers
themselves to give for before in individually or in pairs they should practice that
area of writing and later comes to marking and giving feedback eh... the other
one eh...

Teachers’ feedback it helps. It improves students’ performance writing. But, only
not teachers feedback others’ colleague classmates feedback also the part of
improving students’ writing performance. so to improve students’ writing
performances feedback should be given not only by teachers ... with in ...there
are students in the class who are better than others and also there are individuals
who understood the area of the writing. So, totally feedback improves students’

writing performances but those feedback should not only given by teachers.

INS: ok. let me add few points. Actually marking and eh...only marking and
returning the paper is not adequate on students’ writing practice because the
feedback that individual teacher provide for his/her student plays a great role in
making them improve their writing skills. For one thing, it can show them. Where
there serious problem is...it indicates their problem or show them the problem
that they are seriously affected with. For the other thing it again make them to
practice by identifying their problems they have to do again and again to solve
their problems. In addition to that the feedback that teacher can...eh can...can
eh...make them where to focus on which point to focus. Therefore, besides
returning and knowing their results, it is very important to...to ...eh identify their

problems and to improve their problems. Thank you.
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ING: already mentioned.
Co: Which of feedback strategies do you use to offer feedback to your learners
and how do you view the nature of feedback/comments you offer to your learners

on their performance?

IN1: Of course, feedback strategies you cannot cover only by a person or the
teacher. It needs a lot and in most cases eh...both of them are important because
you cannot cover everything directly but there are different strategies in indirect
ways and also by giving for example students themselves peer...peer assessment.
After peer assessment, they can give this kind of things but in most cases whether
it is constructive, positive and negative it depends on the students and the
teachers’ teaching style. For example, what kind of teaching strategy the teacher
use to give that thing is matter for example because may students may not feel
comfortable in taking say for example taking feedback in that if you give them
they don’t bring positive things so in most cases whether let me take it this
strategy is direct indirect or positive or negative it depends on the students’
interest to take and the teachers’ teaching styles in that case if he is in the right
track perhaps positive or constructive. Otherwise, if you are personal, for
example, give it for some kind of error, students’ may not feel comfortable. So, in
that case it matters, so when do you give is that and what kind of strategy will you
use to give it matters. So whether it is positive or negative or my own is...is for
example from my experience whenever let me take it...eh...you give that
feedback positive without taking particular individuals. so it is not focusing on
particular individual as a whole that feedback as a whole it can be sound in that
case students may have an interest and yours also can be like that but in overall it
is very difficult to judge at this stage positive negative because what is negative,
students may take it negative positive and vice versa. In my own English for
lawyers’ courses perhaps it can be different from another course. There is reading
part the writing. After they complete reading, they will start to write. In that case
most of the time if you give them, with credit something they may have an

interest to do. In most cases of course, we will give them daily. The department
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give them paper every day for their own assignment English for lawyers because
it has six credit hours in that case what | observed that few give them immediate
they have an interest but few students feel comfortable when we give them. So, it
depends in position in most case active students can take it.

....Well, as to me the direct one...is in most cases students respect, they take
teachers as an authoritative. So in that case what they believe is the teacher so in
most cases mine is on but sometimes students who are not let me take confident in
front of that they may take another one but it depends but in most cases it is the
authoritative.

. according to social constructivism theory yes it is better if you may interact
most cases with peer, with colleagues with even externally with others like that
but in most cases we shouldn’t believe in what it is said. What it is said is said but
in actual fact what is seen is that our students believe the teachers, they believe on
the textbook. So it is based on that mostly we can say we can talk but theoretically
what is said what is believed is different from the actual fact. So generally, the

direct one is in my own experience.

IN2: look on...on my own part, I use both the direct and indirect ...eh...ways of
giving feedback depending on situations ...depending on whether the students
understood my feedback or not. For example if | tried, giving indirect feedback
and I felt ...felt that students didn’t get me... I go... eh for the direct kind of
feedback so I use both depending on situations and I don’t think I ...I as to me to
give negative, distractive and offensive feedbacks I ...I try to make my comment
my feedback constructive, positive and helpful eh... but sometimes it may come
destructive because of some situations otherwise | will not deliberately make
negative comment or destructive comment or offensive comment...I tried to make
it easier, positive, simple and understandable that they can used for... for
improving their own learning. so I will do that...look if...if I am giving them a
written feedback | will try to make it descriptive in a sense a clear comment for
example if it is a problem of grammar and the grammar is the problem of simple

present tense I will write wrong tense or wrong ... I ... [ may circle that area and
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write grammar problem about tense problem or wrong word or a wrong
vocabulary. So I will try to make it descriptive and if it is oral we ...we discuss
and | orally tell them what exactly the problem is what | mean my descriptive. |
...I try to be careful not to ...eh disappoint them so that they...they develop
negative attitude on...on giving...receiving feedback so I ...I will try a kind of
...a kind of you know....a sandwich approach for giving feedback. Praising and
telling them their problem and then praising them again so | will try to make
sandwich. That is, what | mean by giving constructive and positive.

IN1: But, this is not by the way always the same. Students may vary. For
example, if they don’t get they accept it in the negative ones. For example, if you
reduce the mark they will accept in that way. Because they know it is for their
own sake to get improve for tomorrow. there it is ....eh in most cases it depends.
If students don’t have some interest on their subjects in that case whatever you
give them even if you say ‘Bravo’ they don’t feel it. They don’t. so what matters
is here just eh...doing your own job and in that case students will love...... But
just for example when | give initially at the beginning | gave them for example to
write their own auto biography, and then they write. And this auto biography |
will correct the end of the course. How? for example, after | have just shown
them everything. They know for example paragraph writing. They know the
criteria. Paragraph has unity, coherence and this completeness. These criteria they
know it. There is a topic sentence, concluding. So, if you teach these things
clearly and if you give them mark for topic sentence- one, for unity- one, for
coherence —one out of five even you can give for students for other student they
can correct each other’s. By the way this kind of experience is also exit. But your
question can ...eh just demarcated us not to go beyond. Even the first one I got it
later on when you give me that question. But, feedback is any how important as
hopefully it can improve.

IN6: as to me most of the time | give direct or explicit feedback. Because

students may not get us, since the knowledge is not this much as especially if we
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teach first and second year students | focus on giving direct or explicit feedback
and sometimes when | feel that students disappointed by my feedback | try to
make implicit. | will try to hide their mistakes not to feel and | give good
feedback as much as possible. But the feedback which can correct them and |
think my feedback must be constructive for my students and from my students
feedback I see that...ch...they think my feedback is constructive for them. They
tell me and show me in different ways. And I also believe that, as a teacher | must
be constructive teacher for my students.

Co: How do you view students’ willingness and reactions/ towards feedback to
improve their writing performance?

IN2: what...what initially...look the problem I have is continuous feedback
is....eh.... the students willingness to...to listen to feedback and...and use that
feedback for learning...eh...I...I tried to...eh...give...continuous feedbacks and
let the students use the feedback to improve the...next performances. For example
when | try to give the assessment the same assignment and see whether they do it
better than the first... they complain that...eh...they are not willing to do. So
what they ask me is that we have done it already done that is passed and next go
to the other and they don’t need to go back and improve their performance.
so...not...not all the student have the willingness to use to listen and use the
feedback. But may be in a classroom there may be...some ...some good students
may be who are willing to use feedback and they may use it but, the challenges I

have is they are not willing to listen and use that feedback.

IN3: I do share this. On learners willing, reaction cases eh...I observe that in my
class...actual classroom teaching there are students who are willing feedback to
make a kind of rebuilt their academic status on this having feedback and even I
observe that at the end of the day at the end of the course | observe that there is if
at the first assessment a kind of punctuation marks, grammar problems they
develop now. They become based on eh openness willing to make where is my

gap where is my problem and then they have a kind of some kind of development.
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I observe that...eh...Unfortunately, I observe that some students are not willing to
make having this feedback and recap their problems and ... and make a kind of
development. Again, that they repeat the same problem as the next or the third
assessment/task to mean. I observed that...eh...and so from this, I observe |
dichotomize that in a classroom if people are or the students are willing to...to

have it this feedback and other are reluctant to make it cope- up with that.

IN1:First of all in mine, for example, when | teach English for lawyers and the
common course basic writing skills, students react in different ways because in
English for lawyers, they are given six credit hours so they know that that course
very deceive from other courses in that case the grade also matter so in that case
when | teach and when | give feedback it is completely different from the one
with which we gave commonly in basic courses so it matters so it depends on the
credit hour and the course content it matters for that. Their willingness depends on
that and but regarding to...ch...these the challenges teachers are for example you
can’t ...our burden I take this in terms of also social constructivist concept the
issue of ideology is there because when I correct every...paper imagine... so
teacher’s has to get additional credits for their own giving feedback because
giving feedback even it is it is another issue by the way it is on that we can change
the generation tomorrow. By the way how do we give feedback for our citizen
matters for building the nations so let’s give credit for those who deserves.
Teachers should be given some okay emphasis for that because if they don’t have
willing themselves on their job if they are not interested, they don’t have such
kinds of reactions, so it matters | mean. Say giving feedback is related with the
lively hood of teachers on their own profession. So, the government has to do

something. Additional tools to do that.

IN4: From my experience, most of the learners are not happy or they are not
interested to focus on the problem they made when writing just even more they
focus on specially on the assessment that are marked and recorded as a result they

don’t eh...want to give attention to those part of the errors or the problems I
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have...eh...try to identify to look at even from what I observed in the classroom.
When | observed the assessment individuals for example when individual students
are take the assessment they fold it and put it somewhere. Those who have
disappointed with in the mark. They don’t want to see anything when I try to give
them chance to which part they problem you didn’t get clear with the mark I made
or they dislike it to look it even in group for example sometimes | give for
students in pair or in group certain kind of writing and when | bring back to the
classroom, those students who are the representative take the work or the
feedback, that person or student himself is not motivated to ...to bring...to come
together with those his group members. Even the member wont to look at those
common papers given for them but they only ask ‘what mark we have get?’ the
mark on the result they want to look for that matter challenges what we the last
question why students are...interested to that feedback is one issue students are
generally not motivated to ...to improve their writing problem they made in the

first writing, the second writing thank you.

IN6: most of the time | am open to my students whether they accept or not my
feedback I try to understand their view and I don’t feel nothing, but I try to
convince them to accept the feedback that I give them in order to... I tell them
that it will help them improve...eh... their writing skills so, I feel nothing. But, I

try to understand them and | try to convince my students.

Co: What hindrances (challenges) EFL instructors might face to give feedback on
students’ Writing assessments?

IN5: Thank you very much. In my cases there a number of cases challenges
specially that we face while making our students practice their writing skills.
Eh...simply to focus on the serious one ...eh... the large classroom size is the
most serious problem while I make my students practice their writing skills
because in a single class we were assigned to teach not less than 80 to 100 in
average eh...so to help and make them to practice and help them according to

their individual problem to treat them properly...ch...the large class size is the
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most serious problem. Eh...next to that lack of practice is another problem I face
while... I... T teach the course because most of the students eh...lack
practices...eh or they were not get chances to practice their writing skill eh...in
the previous classes so that they are not okay while they are given even the topic
sentences or topics to construct their own sentences even not sentence level they
are not good so eh...eh...lack of practice is another problem...eh the other one is
...eh...they...they don’t give much attention even to the course. Because most of
the time, we give this course as a common course...ch they connect or relate
everything to the grade so they are simply take the course for the sake of
achieving good mark with it. Otherwise, they are not interested to improve their
writing skill for the long period of time. These are some of the hindrances that |
face while providing the courses. Thank you.

IN1: I may answer indirectly this question. The quality of teacher and teaching is
the most important thing and for example in feedback we give it in subsidiary
position by the way in our teaching learning practice so, we need to give attention
for as an idea specially in teaching teacher educators | mean in teacher educator
program we have to give it its own position because here it is not eh...by the way
there is let me take there are teachers who can give these areas, so we need to give
it focus or the area and we need to additional skills or implementing that thing
because if we just take it for example, feedback and feedback and like that if you
don’t give it proper attention in curriculum I don’t think that we can embraces. So
we need because if we don’t have experience on that area if you don’t give
attention to that teachers might give attention and hopefully you will just bring

something new in our curriculum or in the future after this research products.

IN2: Actually the challenges ...are...ch...mentioned. On ...my part the number
of student is one challenge ...eh...what IN4 mean there...which...which error to
be focused on is another challenge because may be because of eh...a number of
things. The student performance is full of errors, so it is easier to...to...

identify...to pin point the few correct items than the incorrect items. Lots of
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incorrect items are there so, I ...I feel board which item to correct and which to
ignore by...by...principle you ...you cannot correct or you cannot give feedback
on every error. You need to be focused. You need to focus on your objectives of
that...that lesson but when...when you look at the performance, it ...it is boring if
you see others challenge is the students’ willingness to listen and... and use your
comment or the feedback for improvement. That is what I have already mentioned
and the third thing is...is...is when it is ...when it is...eh a written feedback
whether the student understand your feedback or not is another challenge... eh...
| found that many of the student do not understand the feedback I give them even
if it is as descriptive as much it...it...is. They failed to understand and they
commit the same error rpeatdly regardless of the feedback I give them. So this is
another challenge. May be there are a number of reasons behind this all
challenges and I don’t think it is the focus of this question...eh...that can be
another agenda.

IN4: ...ok something to add...eh...most of the challenges are one thing is
students’ background because what they should have exhausted at lower grade
levels can be problem to work on it because to practice about writing to write
paragraph to write essay like that but no the students’ problem in writing correct
word or letters the other one is perception I think the perception of the students
themselves and even not only the teachers by the way in case of the common
course not only the teachers especially the teachers out of let say social science or
around other natural science, around technology even teacher themselves do have
less perception about...about this writing skills because students think as
practicing writing is for language purpose not for their academic purpose. They
don’t assume that writing is helpful for ...for their ...eh is not for their academic
purpose, so perception of students as I say it even those other teachers... other
teachers those teachers out of language teachers they assume that. They don’t give
focus on students to work on that. The other one is the commitment of the
university as to the university himself in our case Wollega University. For
example as...I don’t know other classes around eighty ninety students in a class

to learn writing. Yes... the university itself assign students seventy ninety for
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other courses the same thing is for writing class which is even the schedule is one
challenge in teaching writing. The schedule what the other department of English
department they assign schedule which is not appropriate for teaching writing
even the classroom which is not accommodative for the students. So, this is one
thing. The other one there is the nature of the assessment itself because we
ourselves are more tight ourselves with the assessment for the student. to evaluate
the students’ performance not to...eh couldn’t get chance to improve students’
writing performance we all record the marks of the assessment not to give for
students for another chance to improve their writing and to mark it for to record it
another time. so because out of seventy to work the assessment to record the
students’ performance to differentiate evaluate the students we focus on the
assessments rather than the feedback attention to the feedback even because of the
time, the number of students even the challenge, the number of students,
commitment of the university, the perception of students all these are cumulative
of the challenge to work on improving students’ writing through feedback. Thank

you.

IN1: may | want to ask IN4 is it to mean that ask | mean in large classroom? Do
you mean that focusing on each student’s error or having in the topic you mean
feedback?

IN4: by the way writing by its nature is a difficult task for improve student’s
skills. One student are writing is within a single hand with a single pen students
should write by their own hand they should write their own autobiography by
themselves so maybe they can cross check with in their friends what they have
written they may get time for like that but by its nature writing is individual but
for student for improving students’ performance we may share in group like in
individual. Like that but students should have their own writing skill writing
performance they should get time not only group or not only a kind of in a mass
or in frame even the should also time for students to be evaluated individually

their own writing performance.
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Re: really we made very interesting discussion on the theme of this FGD session.
| thank all the participants and coordinators very much for your unreserved
experience and views you shared us concerning practices and perceptions of

feedback provision on EFL writing continuous this research purpose.
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Appendix |

Transcription of FGDS 2
Time Venue date

Co: Would you explain roles of EFL instructors in effectively implementing
continuous assessments in EFL writing classes? What roles are expected from
EFL instructor just after conducting CA in EFL writing class?

IN7: Pertaining to the first question, actually it is possible to mention different
roles of instructors regarding continuous assessment, but the main thing is as long
as writing skill is focused in this research, the main roles of instructors
are...are...eh...giving written feedback for students continuously and also giving
classroom and as the same time home assignment and so correcting the papers so
as to just make them improve their writing skills actually it is possible to add

different things but let me give the chance for the others.

IN8: May be mine is not different from what IN7 said the role of
teacher...teacher in the writing class is facilitator the teacher is there to facilitate
writing activity of writing by the students themselves write and submit and the
teacher take written works to home and go through check and use different
methods to give feedback like probably underlining or probably giving codes and
give feedback. The following and immediately the following day the paper back
to the students, and the students again the following day what the teacher has
written rewrite the paper on the same tittle so mainly, the task of the teacher or the
duty of the teachers there is facilitating and preparing the activity, and facilitating,
and conducting, then commenting and checking giving feedback on the paper.
This is, what | think probably may be the work of instructors in the class.

IN9: Okay, Thank you ...eh...regarding this...eh... roles of EFL instructors in
just assessing continuously assessing writing classes, in fact there are so many
roles eh... the teacher is there to help the students, to show them some ways or
methods the students can use just to produce just the written text so | think
...eh...from text, from nothing then there should be something they can write the

students cannot write from nothing there should be kind of showing how can just
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there is idea and how to organize just how to come up with just some meaningful
text, so the students can use what the teacher has given.. or them they can produce
their own text, so the teacher collects the papers as my colleagues has already
said and then goes to just to home or office because there is no adequate time to
be there in the class and just to look at I mean the written materials a...texts so
the teacher should go and take time and just what students did what they wrote so
then what is the best thing | mean what is the most important thing for the
students giving them a kind of feedback just in order to improve their written text
before the future so the teacher should show them the students what should be
improved by feedback so the feedback should be given in different ways; direct
... in fact this is really eh.... It may be difficult in just when we want to put into
practice there are so many factors so the teachers assessment in the class but the
practicality is under question because so many factors may be so the time factor is
there even the students interest to go with the teachers | mean plan is another
thing so it may be difficult for the teacher just to implement the continuous
assessment in the classes because it is time consuming it is not just one time

activity it takes time so it could be difficult to put in practice I think.

IN10: ...eh... first the role of the teacher in writing class is just ...ch... I want to
say some points the first one is just arranging and preparing relevant topic for
student learner, we don’t give the topic which is which is hard for the student to
manage to generate their idea. So we have to think the level of our student and we
give them after just coming with the relevant topic to the classroom the teacher is
going to give clear direction clear instruction what they are going to do, how they
are going to do may be the activity may be done in pair or in group or individual
this has to be clarified for the student. before doing the activity ...eh personally I
use a group of most of at the time a group of three student when | give and for the
next point what role are expected from EFL instructor just after conducing CA the
role is just giving feedback by the way when I give f... I don’t stand in front or I
don’t sit in front while I am teaching even they are doing the activity, I move

round the table and even | interfere some times when they are doing something |
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ask something to prove in the class they may ask me some words, some
vocabulary some ideas and | am interacting with them in the classroom.
Continuous assessment is not only for marking because continuous assessment
mean it is a part of teaching and if necessary | give feedback and let the student
to themselves feedback if they are doing individually I collect and let them to
exchange and to give comment one to the other this is the activity | practically do

in the classroom.

IN11: yes we take conduct continuous assessment and I know that after just ...eh
the assessments | should give appropriate comment on my students writing, but |
am not doing in practices. Eh...for one thing sometimes I do have many students
in my classes, so | am going to correct 200 and plus students at that time and |
can’t, so I can say that most of the time I am using Continuous assessments
simply for marking | can say that. but sometimes there is a situation | tried to
give general comment for the whole classes after | have read my students paper
written task I sometimes write worst paper on the blackboard and I ask I don’t
mention who was the paper and | use the continuous assessments for this purpose.
| am not saying that it is okay. It is not it is good but | faced problems to provide

feedback to my student. So that is what | am doing in my actual class teaching.

IN12: okay,eh...just to say something in my part...eh... I need to be clear with
whether a kind of feedback that I am going to give and asked is for majoring
students or generally for common courses students because it matters. Students
from English language background may have more activity so that | may give
them more practice any way ...eh... in general it is obvious that the role of giving
feedback is basically to make students do to make students self-learners rather
than receivers of information to let them go through different process to learn and
to identify their own problem area and learn by themselves and basically, the role
of providing them such kind of feedback the feedback provision in our country by
now is designed to make students learn to give students the role for students rather

than the teachers. But practically I don’t think this is perfectly or absolutely in
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practice. For instance, | provide students a given writing task and then | am
expected to give them feedback for those students. May be, to identify the level of
these students and identify their problem area and give them more elaboration
explanation to that subject area to that content area to do so for one thing large
class size is determining the other thing, the students themselves have no desire
because of their less language background, so they are not active enough to take..
This... these kinds of feedback that we are going t to give them and for this
research purpose we need to identify exactly the problem areas exactly the actual
feedback provision that you are going to offer to our students. for instance in my
part, | provide them writing task and for one thing I give value to that for the
other thing 1 may make students learn from that and when | bring that back the
assessment for instances | indicate while | am correcting | indicate planning
writing the correct versions, and other techniques and versions | use and this is to
make students learn by themselves but I don’t think they are accepting and taking
and trying to correct and correct it because if you give them feedback today you
will found those students who do nothing so it is really discouraging for our
students practically to apply as per the principles of feedback provision designed

for assessment.

IN13: Actually a lot has been said, actually creating conducive environment is the
first step as to me, you have to provide them with clear instruction and tell them
clearly what they are supposed and the objectives even. What is expected at the
end from the students...eh... after clarifying such point the next point for example
if it is group work as some of my colleague said earlier | have to round even
sometimes interfere and closely being friendly with them | have to show them
even sometimes | have to since students have different ability from different
background I can mix the ability of students may be average, and lazy student I
can mix them while they are doing | will inform them to share experience.
Actually what matters is that for one thing as to my own part | am not
implementing as intended because of different factors relatively | have to strive |

have to contribute my best but there are so many factors like class size, like
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background of student, like interest, for example so these are some of the point
make implementing difficult and tiresome.

Co: Can you explain what experiences you have regarding offering feedback to
your EFL learners on their writing assessments, and students’ progress on their
writing performance due to the feedback? Do you provide feedback within
appropriate timescale to enable students to review and act on it in order to
enhance their performance?

IN7: eh... the second question if I am not mistaken asks two different views. The
first one is the theoretical aspect theoretical knowledge and second one is
practical experience. When | say the theoretical aspect | think it is about the
theoretical justification underpinning the implementation of different feedback
strategies and at the same times what is the practical experience in implementing
feedback in the classroom so as far as my theoretical knowledge pertained to
implement feedback is concerned I believe that feedback enhances students’
performance both oral and written feedback promotes or enhance the students
writing performance and | feel believe that giving feedback timely is very crucial
and feedback that we render in the classroom should be positive informative or it
is informational and it should be motivational feedback. On top of this the
feedback that we give for the students’ specifically in assessing writing skill the
focus of the strength of the students and at the same time it should indicate the
weakness of the students too. Having said this , when | come to my practical
experience of implementing feedback although I believe or | know feedback
giving feedback on writing assessments to that extent | can confess that I did not
frequently provide ...eh feedback on students writing assessment. And if you ask
me why | can raise of reasons for that one is large class size, and the other is
overload and also it is possible to raise other problems any way | give feedback as
much as possible but does not frequent. If there is another point that I should raise
I may come back...actually let me answer the first question ...as I said earlier the
feedback that we render for our students it is obvious it improves their
performance we need to be technical that means when we just give feedback, we

need to focus both strengths and weakness and also we don’t have to just harm the
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students morally in giving feedback if you do like this... it is hopefully the
students writing performance will be improved. Eh... With regard to give
feedback timely or with appropriate time scale eh... I hope I have raised in the

very beginning I didn’t because of different reasons but I give feedback.

INS...Okay....I...I...Share what my colleague has said do you give feedback?
Yes we do how about the students’ performance? Theoretically there are
contradicting theories about whether feedback improves students writing or
not...I can mention few scholars for example...eh a person called ‘John
eh....Schott’ yeah this gay says feedback never improve....eh... improves
students’ writing. It is just time killing....avoid giving feedback... I the classroom
I read this article he has many articles 1994...eh and the opposite ...eh writing
expertise like Danna Ferris who is well known she is a woman well known
around writing she says giving feedback is right it improves students’ writing skill
so go on giving feedback so John Schott and this Dana Ferris they just argue
against and argue for about feedback yeah... on my side...ch traditionally in our
country we believe that giving feedback improves students writing, but is that
true? In the reality in our cases in Ethiopian especially in Wollega university
students if you know I don’t think they improve ...eh ....from feedback. I really I
don’t agree that even the right and appropriate paragraph ...even a sentence ,so
whether you give feedback or not even they don’t understand feedback. They
don’t want to look at your feedback, they only look at the mark really what my
colleague has said they don’t want to give feedback...eh... the result because it is
discouraging may be so the students they only want to look at the number that you
have written on the paper as an assessment or grade out of 10 probably nine or
four then immediately they toss it away. They don’t consider so whether you
write or not feedback, is not. They don’t consider it so we used to give, to full fil
the guides or fulfillment of the university. I don’t think it will improve their

skill... T used to give...but I don’t think really it is helpful that is my stand. Okay
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IN7 | want to add one thing I think the very advantage of focus group discussion
is just to bring check and balance. ...therefore I have a question for him... eh...eh
...you read that there is a contradicting research topic or output pertaining to
feedback...the importance of feedback. Eh...so my point is ...actually which
writing we are talking about...eh if it is a kind of you know eh...artistic quality
we may not but as long as we are teaching for sake of second language we need
to give feedback and also the context of the writing session by itself matters
because we are giving English as a foreign language even | believe that we need
to just give them continuously focusing not only organization and different
techniques of writing even we need to focus on the language itself... therefore
there might be a kind of contradicting views pertaining to this providing
feedback, but as to me feedback is very important for students to enhance writing

performance.

IN12 Let me say something...eh...in principle we often give our students
feedback believing feedback is means of learning in a assessing our students
continuously and in particular in our university we are forced to conduct
Continuous assessment but the extent to which you are giving them feedback as
per the number of continuous assessment you are supposed to do as every body of
us can easily estimate it this is because as | told five or six or seven times
continuous assessments supposed to be given to our students in case they
learn...eh... if you intended to give fully on students mark or achievement a kind
of feedback for a certain assessment for one continuous assessment it may take
you more than a month. This does mean, you can’t even cover in a week for a
section in a week for a section because you are expected to think you are expected
to give them lots of strategies on how you improve their learning through your
feedback because of this | can say that we are not fully applying but we often do
it, so students’ willingness to correct the feedback by itself is one factor. The
other factor is it is really time consuming. The other factor that makes me failing
giving feedback is students believe in mark rather than their believe in

achievement language content | know. So few students benefit from the feedback
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we are giving. Eh... [ want to provide you one tangible example informal kind of
experiment | did on biology students once up on a time. It may serve you...eh I
always write as you know since it is Basic writing skills | write | enter to the
classroom I write the word ‘My Friend’ on the top of the blackboard always.
Eh.... I wrote this kind of writing as a kind of eyes breaker always because as you
know many of our students couldn’t spell the word boy when they write the word
boy sometimes they write ‘boi’ so it is really very challenging but I am always
writing ‘My Friend’ on the top of the board after a month I told them to get ready
and come to the...a kind of assessment continuous assessment in the classroom on
the appointed date they get ready and came. So | distributed paper to them. |
ordered them to write the word my friend | objectively put them very far apart in
order them not to copy from one another. Then | dictate to write the word my
Friend and then told them to write a paragraph of more than six lines totally.
Eh....forget about the others ...eh ...only 46% of those students spell the word
‘my friend’. So in order...in order to blame myself I have been writing for a
month...so in order what so ever it is I orally...I told them totally I did this
intentionally please give attention to any kind of writing. Pieces of writing | give
you but they are not willing totally. And totally the language background itself
determine unless the policy the strategy change exists, I don’t have a full
confidence for my students ability to change their skills...eh...writing

performance.

Do you think that marking and returning assessment papers to the learners is an
adequate task?

IN9 regarding feedback provision, just I don’t have a kind of unique experience
from my colleagues. Because....I...I give this feedback, [ mean ...even...even the
continuous assessment for the sake of continuous assessment because of so many
factors there is in the classroom just the students in the very beginning so....eh...
the feedback I give them again is I don’t think it is timing. I take and I try to
consider what they have written and then based on the quality of what they did |

give them a kind of mark, but I don’t give them timely because of the factors my
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colleagues said it could be discouraging because the students are they don’t have
a...a...any ... eh concept about this feedback provision is very important for them
they don’t care about that so I give them after I complete the assessment as a
whole. So...it is very important. Theoretically it is very good. Again...again I
believe that it is very important for students. It can improve their writing skills, if
| were just return the papers timely but it is not in practical again this simply
returning assessment papers to the learners, I don’t think it is adequate task. So I
should again check whether students have written | mean considered the feedback
| provide in their paper. I...I should check but there is no such continuous
...eh...follow up simply return then...they consider it or ...I don’t know whether
they consider or not so what | have the experience.

IN10 That is not...there must be discussion between the teacher and the student
on the feedback. The way I sometimes I underline and I spell... I say
fragment...sentence structure I taught earlier just I try to indicate in the writing
and as I have said earlier I don’t use individual writing most of the time because
as most of you said it is time taking and tiresome | use a group of three to five
...I use the same process writing in group process writing approach in a group of
three | use the same topic and instruct and prepare outline individually and they
bring together to develop a common paragraph. | told in this way and I use on the
feedback. If it is too large, the paper is to large I don’t give timely... eh.... I...1
can’t be out of the reality, I don’t give timely. Because it takes me time. because
even sometimes it takes more than three weeks or even a month, but sometimes
when | give a group of activities in a group | discuss with the students on the

feedback in the classroom. This is the way... I ...use in the classroom.

IN13 Okay I don’t have different idea but to add one more actually in returning,
and marking by itself is not adequate. Students should be discussed, they are
expected to discuss exhaustively. Much time is needed. So...eh...by itself writing
is time consuming. So, marking and returning the paper is not enough task may be

eh...to deal with ...on my part [ don’t think.
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IN11: to react on the returning yes I return after marking. | give them the mark
and I return them with some comment...Kinds of comments. I describe their
problems on the paper consists. But I don’t think ask my students to rewrite the
text by improving the problems there . I don’t do that... but ...eh... I give the

paper with some comment.

Do you think that teachers’ feedback help the students close the gap between what
was intended and their actual/present status? Or Do you think feedback on the
present status help students improve their writing performance?

IN8: yes ...one of my colleague said earlier few students can benefit from
teachers feedback, truly speaking. Those fast learners, those who have already the
background and active learners benefit from teachers feedback that is my point.
Other...other than this those students others ...the rest I don’t think they benefit
from the feedback even very difficult to read and understand your feedback let
alone the feedback you write on the paper with ...some code...probably you can
try all of them yeah ...we...I use code when I give feedback let alone
understanding the code interpret it even if you tell them orally I don’t think they
understand. So, my stand on this point is that our feedback teachers feedback
benefit few students who are active learners that is my stand yes it fill the gap. It
narrow the gap student benefit but active learners or those under quotation good

students benefit from teachers feedback that is my point my stand.

IN7 okay...eh... | think the question says do you think teachers feedback close
the gap between what was intended and their actual/present status so the question
is you know a question of perception if you are asking my perception | completely
agree. Eh...but it has practical significance. It is not impossible to decide now we
need to investigate empirically and then we can assure the answer. Otherwise, as a
question of perception, | strongly believe that it close the gap between what was

intended and then actual performance.
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IN12 | have nothing new idea from totally IN 8 has said. Because it is true | give
feed back to my students to benefit from it this is obvious logically this is to
benefit students and what curriculum designed in the very beginning is to let
students benefit from it but as far as my experience is concerned, very few in
number of students benefit from comment that |1 gave them. And some students
can also benefit from it, and majority of students, I don’t think can benefit.
Eh...the justification if you provide them a given assessment and then give
feedback on it with different techniques and redo it, rework the writing
assessment at all and provide them another time they will not improve their mark.
This implies they are not benefiting from the comment you give at a continuous
assessment and only whenever you want to give them assessment...eh...feedback,
they are eager only to see their mark and identify their own progress. Of course,
from giving them feedback if they have seen their mark, their achievement level
they can be motivated and that can by itself serve them as sort of feedback more

than that very few students are benefiting from feedback.

IN9: okay ...Yeah I have just the stand that giving feedback by itself doesn’t
improve students skills. It doesn’t....eh just help the student to close the gap
between the present status and what is expected from the student should be but the
student should look at what is there? What is given to him or her and should try to
consider the feedback. As my colleagues have already said, this is really very few
students rare number of students consider the feedback itself. Because we know
that you may edit this one because of if not important for you because we know
our students. Many of them are just under the standard okay. And the entered or
they joined university just with something message by doing just such away. So
they don’t care about even they don’t understand. They don’t say I did and the
teacher evaluated my work no. the teacher give me this mark rather...so I don’t
think. So if they consider I believe that it can improve the ...the gap they have but
if they don’t it doesn’t work.
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When you offer feedback to your learners, which of the feedback strategies you
use and why? And How do you view nature of feedback/comments you offer to

your learners on their performance:

IN10: in practice I use direct/explicit feedback on writing I ...I ... directly write
on the area on the p...problem to show them because as most of you have said
that most of the student can’t understand if I use implicit type or strategy and I
write it on | underline and write on the topic and try to even show the error areas
of writing on the sentence and | use direct type of feedback. And I can say that
one is descriptive. Just | describe on the area. Sometimes because of that some
students come and ask me question why I make that while | read that mark or
problem on that area. So, this is what | want to say.

IN13 okay... to add something, actually 1 am using similar principle | use direct
method simple and straightforward due to for example the nature of the student
the ability matters since they don’t understand even simple language simple
words that we are using in classroom we have to be direct and straightforward and
specific as much as possible. And similarly, | use descriptive type by underlining

by mentioning the type of error they commit...eh...so it is more of descriptive

IN11: alright already my colleagues mentioned eh... and I frequently provide
explicit comment...direct. 1 directly write on their paper the problems they
committed in the writing and just my comment | feel that my comment is just
positive...eh...and just it is a kind of encouraging and I don’t give them just

discouraging or offensive kinds of feedback.

IN7: okay....eh...the same fashion with my friends | also give feedback directly
or explicitly...eh...indicating...the weakness of the student. And at the same time
showing the strength ... on the other hand when I give feedback specifically on
writing assessment or assignments most of them are descriptive. They are so
constructive and I want always like to give positive feedback. I don’t want to give

negative feedback, destructive or offensive because ...actually as to my
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understanding indicating the weakness of the student is not negative. Of
course the way I show them their weakness is matters I give a kind of...sandwich
method indicating the positive and then their weakness and | did not say negative
the weakness and then | tell him his strengths too. So negative the word
appropriate for me ...most of the time I don’t use offensive feedback. I would like
to add one more variable I use motivational feedback...right... a kind of you
know encouraging him wow you are...after this you are going to write

perfect such like that. So we call it motivational feedback.

IN12 regarding the nature of assessment determine whether it is direct or indirect
as to me. Eh...in basic writing skills courses the first chapter usually requires very
short kind of feedback to our students in that I may not directly tell them the exact
feedback the exact answer to their miss understanding. | may indicate in a kind of
question mark simply underlining to indicate by them to reconstruct to re correct
answers this can be indirect. The rest, for a process requiring, writing
assessments, | usually provide them direct kind of feedback. And some strategies
for instance, | underline, | rewrite and let them to read and understand it. Even
one best writing feedback strategy that | use when | provide assessment in group
is | let them through the writing task then | am saying this because it is up to you
to determine whether direct or indirect to use for your research purpose...so I
provide them in five or in three and then let them to write writing task at the end
they are going to correct or them...then I choose the best and the model paper
from all group activities and | make this model paper read in different groups |
distribute to other group and let they learn from feedback that | wrote and the
least paper | have chosen so they can evaluate the level of their performance
depending upon such peers work. So | use such kinds of things. And the other
thing is may be a kind of feedback I give is descriptive usually | give explicitly
write. This can be descriptive and also | sometimes write to make the students by

themselves also be constructive if I didn’t miss the meaning it has.
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IN9... may be regarding the strategy to be used just personally I prefer this kind
of implicit that is I don’t want to tell the student just this is the problem...error of
subject verb agreement ...I don’t say I simply just circle or underline the two the
subject and the verb and then | just draw bi directional arrow then | put a question
mark. Rather than telling so that the student should...think what my problem is so
| use I prefer such kind of feedback strategy. Regarding the nature the feedback or
the comment...ch...I don’t want to be offensive most of the case I use
constructive comment even though they didn’t perform to just the standard it is
very below the standard just | try to use a kind of constructive words just as a
motivational strategy just for the future you can improve for this somewhat not to
the standard. | say. So | want to use constructive nature of feedback so this is what

| work.

How do you view students’ willingness and reactions/ towards feedback to
improve their writing performance? &

What hindrances (challenges) EFL instructors might face to give feedback on
students’ writing assessments?

IN8: alright okay...concerning their willingness, eh...truly speaking, they have
the will, they need to do it, the problem is, the practical...eh...the practicality of
doing it. So their reaction is,

We can say theoretically they need your comment...your feedback, they like it.
They need it, but if you say include my feedback and rewrite this they won’t do it.
Probably,...eh...few students again can make it can make use of it...eh...those
who are able; who have ability to do so. Hose students who are self-motivated.
Others, probably due to fear due to lack of the language, the practicality they
don’t apply, but all of them in most cases, they have the wiling truly speaking.
Concerning this... this is my point....eh.... truly speaking from my experience |
haven’t seen students who have asked me for feedback, rather they want to know
the mark the figure | have written on their paper. Sometimes they argue with me

how | scored four, or five, or seven.
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So how do you know whether they are willing or not?...they talk...they
talk...because when...we all are wrong if I speak truly...look students should
write first draft, second draft, mark should be given on last draft... the final draft.
That is the theoretical aspect of writing which we are not applying due to some
factors that you have already raised number of students, overload, time bla- bla
due to this we are not doing so. We only use one shot writing which is wrong.
But | just write this kind of experimental research in the class and | have
asked them yes they need. They are willing, but they don’t come to me to ask
for my comment written comment or oral comment. Rather they ask me the
used to ask me the figure the number that | have written on their mark. That

is the point. Probably I might have been wrong that is my perception.

Next the challenge truly speaking, going through all this papers thoroughly for
example, in case of Wollega University’s culture... we have...eh...up to
...probably sixty students in a class six zero sometimes it goes up to seventy in
the class like in pre Engineering class ...so if you are not lying it is not possible to
go through this all paper and coming with the paper next morning. So the
challenge is number of the students in the class...the large size of students to give
feedback in the class. Teaching is possible but giving feedback...because it is
hard task...a very hard work again the handwriting of the students themselves,
sometimes they have poor handwriting like me. The other thing, is the language,
which part of their sentence you give feedback? To which part? All of them are in
most case wrong so sometimes | consider only the spelling and some global
mistake...some global...other in most cases so really the tiresome, handwriting,

number of student, the overload and bla-bla as a problem that is my problem.

IN7 okay ...if...if I am not mistaken there are two major points that is
willingness and reaction towards feedback. Eh...regarding... students’
willingness...of feedback I can say in two ways. The first one, as far as my
experience is concerned in most cases the students do not ask you to give ...them

feedback or comment on their writing assignment eh...on the other side they

240



receive feedback positively that is my experience. This is might be because of
asymmetrical relationship between teacher and student because they didn’t deny
just receiving feedback so that this is my experience. The other point is
...eh...regarding the challenges of EFL teachers ... concerning their reactions I
am also thinking of that but intending to raise with next point. Actually, it is
difficult to notice their reaction abruptly from your just feedback or you can’t see
their reactions, when you give them you know feedback. That means they...they
may not show you a kind of frowning face or something like this..... Actually
reaction as to my understanding we can see in two ways. For example, when |
give you a comment you may receive or you may not be in a position to receive it
so | can read from your facial expression that is why and the other
thing...eh...just we may just see them when they utilize the feedback that we
provide so that as to me they just positively...just...eh... receive the feedback the
other point is regarding the challenges as it has been frequently raised one of the
common challenge is large class size and the second point...eh...this also
frequently raised point...eh...the students’ writing performance by itself is a
challenge sometimes as we all know when we ask them to write a kind of
paragraph they write funny paragraph like my friend has said before, even it is
very difficult to give them a feedback or it is full of problem...you know. Even
when you talk about descriptive feedback, I think we need to just think of only
few students in the classroom. Otherwise, that is absolutely impossible. That is
my point.

INO: okay thank you. Regarding of willingness of the students to improve their
writing performance by considering the comments or feedback given I think we
have said the students we have their language background so doesn’t allow them
to understand the comments the feedback and just to incorporate in the next
writing just in order to improve their writing performance as my colleague have
already said a few relatively assistant students can consider and most of them
...even do not understand so they may have willingness. Willingness doesn’t help
there should be something a kind of background, a kind of language...eh...

proficiency they should have but ...eh...there is no reaction...among...eh...most
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of the students ...and regarding the challenges in fact there are so many
challenges as we have already said indirectly in the previous questions. For
example, large class size is one of the ...prominent challenge so we have about
seventy eighty students in a class so how could it be realistic a kind of written
feedback with these number of students is really impractical and the other is as
they have said the students’ poor English language background is and
also...eh...for that we give...this writing skill course to all freshmen students’
across colleagues. Leave alone the common course, even the students in English
language department...they don’t have the background just last year I taught the
first year students that was the kind of yeah... spoken ...yeah spoken English they
don’t know English. They don’t know Afan Oromo , they don’t know Amharic
most of them really it is very difficult ...ahh...hhh... even ...to communicate to
each other which mean some of them know Afar some of them know Afan
Oromo...it is difficult...some of them know almost know three of the language
almost I know I can use so it is difficult there...so it is really frustrating the
challenges are many. So it is...really for the teacher ...for the teacher himself or
herself it is challenging at large a kind of giving feedback to improve students’

written performance.

IN11: I think most of the points are touched but regarding the willingness there
are students observed there are good students. | taught HO, Electrical Engineering
students and I noted that these students even need...eh... feedback. They
reason...they ask even why they scored that mark, students good at...I ...from my
experience [ noted that students who are good at English want to get...just
something additional input. But other students who are...most of the students are
not in ... the zone of development ...they are too far and as my colleague
mentioned, even it is difficult to read their handwriting... eligible handwriting and
just difficult even I ..Sometimes get confused the kind of feedback that I provide.
Nothing is good in the paper...eh... so very difficult and even except the students
who are good at English they don’t want to see what I write even on the paper.

They don’t read even. I see that they never read. They simply look at the mark.
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They need only the mark not the comment. And just the challenging is...just |
already mentioned...eh...when I start to provide feedback my first worry is
reading the poor handwriting. Their handwriting is eligible. | cannot read it takes
me too much time to go through their paper on top of their ...numbers again
students’ background. Eh...students’ background is again very poor and I feel I
don’t think that they use a kind of comment I provide them in the writing so that
these all problems hinder my provision of feedback.

IN12....0kay regarding students’ willingness when you are giving them feedback
in continuous assessment...ch... the great challenge there not only to my own
experience but also to my own understanding in university is the knowledge gap
between the students themselves very active students are there in a single class
students who are coping while they are at high school or grade ten or entrance
exam or grade twelve simply copied and joined university so they can’t spell very
little easy...casy words so knowledge gap among students to provide them
feedback to be specific for instance, if...you waste much time in giving feedback
on students’ assessment very active students who can easily understand your
feedback are good while you are giving feedback. The other thing is unreadability
of their paper by itself they write as if they are students of grade one so their hand
script is unreadable and for such kinds of writing tasks talking about feedback is
nothing than wasting time. The other one is, students’ join university without
capability or willingness, they have no any kind of capacity that help them to join
university and make them follow academic dripline at universities...eh the other
one is learners are demotivated as a result teachers are also demotivated as a
challenge. When learners are demotivated, so teachers themselves are
demotivated to give them feedback. The other one students if you inform them
frequently you give them feedback and try to check whether they have improved
as a result of that feedback they fear so that frustration imposes some kind of
emotion on them. Eh...the other thing in particular are at our university to be
specific the university’s legislation violates other universities harmonized
Legislation. If you give them feedback one student, if frequently try to give the

feedback in group only one student take that feedback and improve for himself. If
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you inforce that student to give feedback on that and how you see how they
improved because of feedback even they are going to blame you accuse at higher
officials. If you try your best so in general, the problem is...even provision
feedback may not work across different bureau uniformly. If you go to sport
science department, students of sport science department may not take a kind of
feedback on assessment in the same way that you teach health department because
you cannot uniformly apply a feedback provision on continuous assessment.
These and others may hamper as make us to challenge.IN 8...has raised one
important thing in this university, if you give them to write at home and come for
example, a paragraph. You only find one original paragraph one or two the other
are copy. They copy from each other that is a culture accustomed to the student so
this is about to stop all papers because once you have read three or four then you
again read same line by line the same information and the same spelling error the
same grammar error in the whole throughout the papers, so this is very important
point that I have read. Thank you very much really.

IN12: We provide feedback seven times as you know is very challenging since
we are always examining the students in order to satisfy this seven criteria you
prefer students a kind of assessment that doesn’t require feedback provision as
true false...a,b,c like that so I am forced to fill these gaps in order not to worry
much eh...giving feedback a,b,c may not require except doing the home works
and the like. It is not considered as writing feedback. The other thing why |
accuse the university’s legislation if students ...if you provide them a kind of
assessment that is feasible for feedback provision they accuse you to the higher
official and they leave the class for you and you will be there alone because you
should examine them, you should provide them a kind of assessment that they can
copy one from the other and if you inforce your students to go in line with your
own objectives, they accuse and we have experience practically we are not talking
in a theoretical aspect of it. That enforces us a kind of assessment continuous

assessment that doesn’t require provision of continuous feedback.
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IN7 ...okay to put differently the issue we are expected to examine students seven
times...if [ am not mistaken and there is also final exam ...out of thirty and more
than four class of student. Therefore let alone just providing specific feedback for
these each and every exam marking, checking by itself is cumbersome, truly
speaking. It is tiresome because I is not only teaching is expected of teachers we
need to do different things together it is a big challenge. Therefore, the concerned
body need to just consider this point in the future | hope there will be
improvement we have seen the challenges.

IN12: this research can be an input for concerned bodies.

IN10: may be the other problem | want to rise is that student who join university
come below English below the standard. This is a challenge because the course
they are supposed to take here is above their level. We can’t help the student to
start from very...very below the standard because the course we are going to offer
is time bounded here. And the other is he students themselves is complain that
there is no writing at a high school level. There is no writing assessment there
may be the content in the high school, but they say that there is no writing.
Teaching writing because the teachers there focuses on the language elements that
are necessary for the student in the national examination because of that they
don’t have even to your surprise sentence structure iS there in the high school
textbook but they don’t know here. We start chapter one with sentence structure.
The same point is there in the high school, but they don’t know. This is attention
should be given from the lower level of the students writing skill this is the very
strong problem on the students writing and because of that Even the students
themselves they hate writing class to be just frank.

RE: I am really happy, and | thank you very much for your patient and valuable

discussion you have made with me. Thank you very much.

Participants: we appreciate.
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Appendix J

Transcription of FGDS: 3
Time Venue date \

Co: Let’s directly proceed to the focus group discussion as the direction is already
given from the researcher hopefully just as already said you can reflect your
personal views directly to the question. The first question says would you explain
roles of EFL instructors in effectively implementing continuous assessments in
EFL writing classes? What roles are expected from EFL instructor just after

conducting CA in EFL writing class?

IN14: Any ways teachers have obviously have roles to play in teaching in the
classroom. In writing classes especially teachers have great roles to play in
helping their students write effectively giving them direction guiding how to
write, what to write, in addressing the procedures of writing, teachers have a great
role to play in the classroom. Regarding its effectiveness, the effectiveness of its
implementation differs from teachers to teachers because all teachers have their
own mechanisms of addressing the topic of discussion. what students should do
what students shouldn’t in actual classroom therefore the implementation, the
effectiveness of the implementation that is teachers have great roles to play in
directing, in guiding, in addressing the best procedure to write how to write, what
to write the content as well that teachers have the great role to play in
implementing the CA in writing classes. ...what is expected teachers have
different roles after conducting CA actually this CA itself takes too much time in
writing because writing is not spontaneous it takes time it is procedural teachers’
should give feedback proper feedback for their student, they should mark may be
the papers and giving them back with the proper comment, appreciation for good
did and comment or feedback for those fail to address in the writing | think this

way the teacher or the instructor can play great role as CA in English classroom.

IN15: To add few points to what my colleague has mentioned ...as an EFL

instructor | think teachers are expected to play varieties of roles during EFL
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writing specially we know that writing is not a kind of activity that we can simply
pass it is a bit demanding and as well as teacher is expected to just play varieties
of role. Firstly the teacher is expected to at least prepare what are...may be the
mechanism in which he is going to assess the students based on the continuous
assessment that is teaching firstly he has to decide which topic is may be
addressed with a kind of instrument the teacher may give for example paragraph
writing or he may give just different jumbling sentences and the like so firstly the
teacher has to understand why he is just designing different tasks based on the
objective that is already assigned.so after he has already just determined the topic
that is going to be addressed so the teacher has to be sure that the students are
effectively carrying out the tasks according to my be the objective then the
teacher is also | think he has to monitor, monitoring is also one part of the teacher
so that he has to supervise who is doing, who needs may be a kind of support, and
he has to identify to what extent the students are actually doing the tasks he has
already provided and monitoring and supervision is also part of the teachers’ task;
otherwise, if we are simply giving and just may be giving burden on the students.
This is not a kind of learning so the teachers...the teachers duty goes to from
planning I think he has to supervise, he has to monitor and finally he has to give
feedback. This feedback may be in the form of actually sometimes because of
large classes and the like, teachers may not get the right time in order to at least to
supervise everybody’s work in the classroom, so in that case it is possible may be
to give general feedback and we can take students to see the progress of one
another may be in group, in pair and the like, so the teachers’ work is very much
vast but this does not mean that everything is done by the teacher he has to play
may be the role of facilitating role, so the students have to do tasks on their own
as well, so I think teacher is | can say he plays a very significant role just
addressing | mean in even not only giving feedback varieties of roles can be done

by the teachers so this is what I have to say.

IN16: The role of EFL teachers in Conducting continuous assessments are many

as IN1 and IN2 raised some points the first role as | think is conducting the
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continuous assessment...eh...next after conducting the assessment what is
expected from the teacher is giving feedback....eh...because continuous
assessment is different from the summative assessment that we have at the end of
terms. By the name of continuous assessment I think it is ...ch... it has relation
with giving feedback. The assumption is ...e...you assessed the class, and
ee...then you give feedback. In university, as a practice what teachers are doing is
as IN2 raised...lastly because of many student in the classroom, or large class size
instructors give assessment writing assessment for the student eh....and then they
collect what the students produce and they give corrective feedback and even...it
is very difficult for them to see each and every points of students product so they
give by checking some major aspects like grammar whether there is for example
important points are mentioned, mechanics and the other issues and they simply
give the mark with the feedback. In any case, I think it will be not good to give
mark together with feedback. Because if students score low mark, they don’t pay
attention to the feedback, they ignore it because they think about the mark, they
don’t think about the feedback but the primary purpose of continuous assessment
is to help students improve their learning by using the feedback given by the
instructor, so...it is better if teachers give separate mark and then the feedback.
...ch after giving the feedback...eh...I is better for teachers to give alternative
assessment so students can incorporate feedback given on the previous assessment
when | say this it may be students may progress from sentence level to paragraph
writing level when they progress from sentence level to paragraph writing level
the feedback given in the sentence level could help them to write...eh good
paragraph so chance should be given to use teachers feedback and then the next
role is recording their mark and then if there is any problem the instructor thinks
there should be ...some... some remedial action, giving tutorial class or giving
additional...eh... what can I say. Resources...eh...he can help them and then he
can go to change for example if there is methodology or ways of giving feedback,
he can change his method of giving feedback. Normally feedback could be given
in different ways. Peer feedback can be applied, if students are well oriented, if

not even self-feedback could be again used in writing classes...eh...it needs
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teachers effort if ...if the students are well experienced and have the awareness of
the skill of even giving feedback for them-selves that could be possible. Eh...I
general... the practices the university instructors specially in Wollega University
have may be to my information...very difficult to explain ...eh because we teach
many classes, many students in one class...so even we don’t give feedback timely

you give them assessment we collect paper and then we put the paper until the .

IN17: as most of my colleagues raised the issue of EFL instructors’ role in giving
feedback in continuous assessment actually we can provide feedback orally or in
written feedback and it can be done during learning and after learning actually.
So, teachers do have a great role in providing feedback for example he or she may
help the students to identify what is good in his writing and what should be
improved in his writing. For example...eh...he may inform the student inform the
students what should be preserved in his writing or in his text and what should be
point out the imprecise issues the incorrect issues included in his writing or in
her writings so instructors do have a great role in giving or in guiding the students
or in providing effective feedback in order to let the students finish his or her
work timely or properly. So, actually giving feedback is something difficult
because due to some cases. For example, as my colleague raised large class size is
one of the main problems that we can observe in our actual situation. Eh...the
question is regarding practicality...for me the practice is not implemented in our
situation because of many reasons...ch there are a lot of reasons that we can raise
why it is not practical. Actually, theoretically we can raise a lot of issues...eh...in
the continuous assessment we provide continuous assessment for our students.
That is obvious but, do we really give feedback for our students timely? Timely is
the question do we really give feedback for our students is another question?
Yeah we do not give feedback timely for our students because of many
reasons...eh...practically the issues that I have raised for example, large class
size, not only large class size work load, by itself is another issue...eh that we can
raise. So, eh...what is expected of instructor is as much as possible he should...he

should timely give feedback for his students in order to let the students improve
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their writing skills. But our students’ writing skill now a day is not that much
good due to this case. So, still we are expected to identify...eh...the gaps or the
problems that are related to our students as well as to the teachers. For example,
as to the teachers’ side as I have said that of large class size and work load...ch...

the issue.

IN18 : I need a bit clarification...as the idea stated here informs it also combines
the class matters and the assessment matter. So | need clarification is that only on
continuous assessment

Or combining both the class practices and the continuous assessment practices?
Which response do you prefer?

Re: Okay, my preference is on continuous assessment, but if it is integrated you
can reflect on both.

IN18: okay thank you so, eh... as writing is eh...you know mostly a process a
process so, eh... a teacher has many roles in in implementing continuous
assessment in teaching class in the teaching activity. For example, eh...
showing...guiding principles...eh...showing the model...model writing texts so,
these are the roles of the instructor. ...eh...showing how to the methods so more
of the teachers’ role is facilitating. Okay facilitating, counseling and guiding the
students to produce gradually following the process, so the way the teacher gives
feedback may vary from context to context as my colleagues were responding
sometimes the feedback may be given orally and sometimes in written...but
some...some context may be the class size, the time challenge as but... so we
can comment... so to follow to process the guiding principles how to write
and we also re ask, for example, if assignments are given writing
assignments are given this can be one of one of the continuous assessment. So,
we can we can give feedback in the written way orally so that the students may do
it again. Correcting and including the feedbacks given by the teacher.

Co: Can you explain what experiences you have regarding offering feedback to

your EFL learners on their writing assessments, and students’ progress on their
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writing performance due to the feedback? Do you provide feedback within
appropriate timescale to enable students to review and act on it in order to
enhance their performance?

IN14: alright regarding the experience | have in offering feedback, | usually
provide them the feedback but not always because of time limit, since writing
takes too much time I don’t always provide them with feedback but as much as
possible I try to provide them feedback occasionally... eh 1 didn’t
evaluate...actually frankly speaking I didn’t evaluate how the students make use
of the comment | provide them in my classes because we rush all the time to
cover the course actually | provide them but the progress may not be measured
because of the time limit. ...it enhances...it enhances , but as a teacher I often
don’t evaluate the feedback I provided for my students in writing classes due to
different problems- time factors, rushing to cover the courses. Regarding
appropriately addressing, or timely addressing the feedback as much as possible
in writing classes when | give them tests quizzes in the classroom | try to monitor
them and try to review what they write but this is not necessarily mean that all
the students could be addressed similarly. So, | usually provide, feedback but not
always and the progress on the performance of the learners may not be similar in

all cases.

IN16: Eh...my experience, in assessing students writing, what I do in my class is
especially when I give the basic writing skill course, I assess students’ paragraph
writing... skill, eh... T give a blank sheet for the students to... to write a
paragraph going through the steps of writing. Eh... I could help them the first step
specially, the planning stages thinking and planning stage normally, thinking is
the planning activity, planning stage | help them eh... I ask them to write their
work on the first page in a class in one session. then | collect the paper, and | take
the paper or students’ assessment back home and I give feedback without mark.
And next time, | give them back the paper to use my feedback and produce
another paragraph...eh... this is my experience. Why I do? | do this is to help
students improve their writing with the help of my feedback. Eh...how much
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students use the feedback I give them is question. Especially...eh...students who
are academically higher achievers use it and even middle achievers to some extent
use the feedback I give them. But many students | can say in the class cannot
understand the feedback. I give them. So, most of the time, I find their work the
same with the first one. This indicates, they don’t use the feedback | gave
them. Eh... this is because of many reasons not important to mention here. The
students’ even there is students who cannot produce...eh...a paragraph. They
simply write something they don’t know. How to write a paragraph though | teach
them to do that. So, eh... students who are good in writing can use can use the
feedback ...the feedback I give them to improve their writing work but others not
this much.

Co: ...you are applying this, how you manage this in large class size?

IN16: eh... I give them a paragraph on class I collect the paper it is time
consuming,...ch I give feedback when I give feedback I don’t give...eh...on
everything. In paragraph writing, for example, the features of good paragraph |
consider unity of the paragraph, coherence...eh completeness of the ideas
grammar, diction and mechanics and so it is okay | can do that after two days,
after three days I finish their ...checking simply I give them feedback then I will
give them on the paper back and then in that session | ask them to re write the
former work I check by using the feedback given to them. Most of the time, the
feedback I give can be normally not corrective feedback. For example, if...if [ am
not clear with what they say | underline and put what | can understand it and
improve it in some cases if it is grammar | know what to write clearly. So,
students can use that and write in that session so it is okay at home you can check
students of one two classes may be fifty, sixty students.

Re: do you think the feedback you offer to your students on their assessment is
a timely feedback?

IN16: Relatively I can say it is timely feedback, because it is comment after three
days or two days they will have their work next when | give them the feedback or
their assessment back again | explain so, they remember what they did the

previous day they remember it. Eh...normally its better I know if you give
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immediately the feedback they produce paragraph and then you give them
feedback, you immediately ask them to rewrite it but since it is difficult I can keep

it with me for two days and three days and then students can remember that.

IN15: Okay, I think a lot has been said by my colleague so, actually my opinion
is regarding the significance of feedback as already ch...said... eh I think it is
very much fundamental and students can just make use of the comments as a kind
of ingredient so that today if they need may be very much support they
expectation is tomorrow they are going to produce an effective paragraph
independently, but to do this I think ...eh...as much as possible in my just writing
classroom, I give...eh...just feedback, I don’t know whether the feedback I am
giving is adequate or not specially students who are just coping up with may be
the tittle and the task given just I give them. Okay...ch...ch...usually specially
just I can check in the classroom may be activities of some six or seven students
then because of time factor then | just directly just move to the other lesson and |
will just use the I mean attempt of those students and | can also just give
feedback, but I think, specially may be this year and last year | was teaching just
specially, 1 mean FBE students. There are around seventy, sixty students in a
classroom. So if the teacher is actually committed to do so the time will not let
him to do so because of time limit the teacher is not just delegating or he is not
discharging his responsibilities as he likes. But, the believe is there. But,
practically as mentioned, a lot of factors are impressing | mean pressurizing the
teacher. So, the students are as to me am not doing to the level of my satisfaction
because of the problem | mentioned. But, still if the teacher is just giving
feedback students can benefit almost and | can say they can produce may be a
very good writing in the future. So this is what | would like to reflect.

Co: how can you check progress of your student?

IN15: look learning is not something in...at a given time. So, if for example if
you give one activity today, tomorrow you are going to give another activity for
the students. So, those students who are performing at least something today you

will show a kind of progress from them. Even they are not only in the class there
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is a case in which to come whether out of class and ask you what is not clear and
if even evaluate a piece of writing they have produced. In terms of at least just
evaluating the progress of the students, the first one is actually, as IN16 has said
he tried to treat marking and giving feedback. As to me at least if we have time,
no matter if just give value for what the students have produced we can just mark,
then even from the mark we can see that at least what we have commented the
students get | mean they can consider something from our comments and there is
a possibility that they can score more than what they have just achieved may be

sometimes before so, I think it is enough.

IN17: the issue is the role of feedback as I think it is obvious that the role of
feedback is immense or great in enhancing students’ writing performance. Eh...as
.... my colleagues raised ...eh...it is obvious that ...I mean writing ...mean the
role of feedback is immense. Giving feedback is very critical and important in
order to let our students able to produce a good writing or a good paragraph | can
say. Actually, to let them produce a good paragraph, or a good writing, eh...the
teacher is expected to do certain ...eh activities in order to able the students. For
example, as IN16 stated there are procedures or there are stages to be followed |
process writing actually. 1 ...I... tried to do those stages in order to let the
students produce at least a paragraph or a given writing. Eh...eh...in my EFL
writing classes, so depending on that | try to give feedback for my students. first, |
collect the papers from the students which | gave to them then, | try to mark then
on the other day, actually, it is very difficult to give feedback timely, or on the
spot in the class...eh...actually, you can give during the lesson or after the lesson
it is possible, so that I try to give for my students after the lesson ...eh after two or
three days | give the comments or the feedbacks to the students in written or in
written version...eh...on their piece of paper.

IN18: Actually not different from others, but ...eh similar to my colleagues I
asses, the writing activity of my students in different ways. Eh...for example it is
possible to class writing activity. | used such strategy. And | collect the papers

and then I correct it so, sometimes I... I... give them as an assignment to assess

254



their writing and | check whether they have applied the process that should be
followed in a given writing paragraph or...or...eh composition. So, I used
three...three kinds of class...eh writing activity as kind of giving assessment
assignment assessing and even a kind of quiz to produce paragraphs. Then...then
| correct them. The inmost asses writing feedback and but I also to remind them
how ...how to consume in a class level when we are discussing and I assign them
to improve this activities so | believe continuous assessment is a kind of
assessment is used for learning. It is so not final assesemnt it is must to give
timely feedback because the context the method by itself is needs. So I use and

experiences

Co: All right just directly let’s move to question number three it says: Do you
think that marking and returning assessment papers to the learners is an
adequate task?

IN14: Alright thank you, eh...in my opinion it is not an adequate task. Of course
it can help get something from feedback, but in itself marking and returning
assessment papers back is not adequate, much is expected from students, they
should exercise, they should practice, they should write so that they can enhance
their writing skills. Though it is important to correct and return back to be a good
writer one should read well so this reading part is not the writing part it is
something students do alone with the absence of the teacher. Therefore, much is
expected from the student but marking and returning assessment taking much
time to practice exercising is part of the student. What is expected of the teacher,
may be as you told us marking and returning can be one aspect which can be
considered as an input for the student, but much is expected when | say much is
expected, to be a good writer one should be a good reader so, students first of all
they should know, they should practice to become efficient writers, the feedback
written on assessment is ...can be ...the...that feedback can be considered as in put
but I don’t think that this is my opinion of course, I don’t think that this an
adequate in itself.
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IN16: | totally agree to IN14 idea. I also believe that ...eh...marking and
returning assessment papers to the learners is not an adequate activity or task for
the teacher. If we simply mark and give the paper back to the students where is
the position of feedback. We said under question number two we said just
feedback plays its own role to improve students  writing
...eh...normally...feedback is...continuous assessment is part of learning.
continuous assessment ...ch...we teach we give assessment we give feedback
these things go side by side so, in my case to be adequate the task must involve
giving assessment, giving feedback, even giving opportunity for students to check
their work what they do wrong? Why? They did wrong so how could it be
corrected | think that is the point that IN 14 said much is expected from the
students. Students should identify what they did wrong and what they did right
and how could it be corrected in the future what is the correct version of what
they did previously. so this is answered by teachers’ feedback. So, teachers’
feedback, even not only teachers’ feedback, students’...students question may be
and even students can get feedback from peers after they received the papers so it

is not adequate totally.

IN15: in my opinion teachers’ role goes beyond marking and just returning may
be the corrected papers to the students, so actually if the teacher is may be
frequently marking and returning, marking and returning, so this is also good for
me because it is one step or one means by which students can learn from their
mistakes. The rationale behind the students’ mistake...eh students are making
mistake it tells you that when students are making mistake as...eh...as an
instructor follow what students are doing so as the teacher is expected to give the
feedback whether the feedback is scientifically may be following a kind of
procedures. for instance feedback on writing and feedback on the other task is not
the same okay specially feedback on writing if we are just giving specially may be
a kind of controlled writing it is not that much difficult for the teacher even in
order to indicate very specific and detail feedback by writing, by underlining by

giving different code and the like so the teacher may... if he devoted himself
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actually he can do a lot because the just students are may be not only to write in
the classroom, but taking a very just one feedback as a model, they can just do a
lot of tasks as may be a kind of bench mark so they can do a lot of things based
on a very limited feedback from the teacher. So, the teachers’ work should not be
limited, it should not be limited on task of may be scoring and giving just the
students assignment papers rather he has to give specially feedback on different
on writing. Take for example, it can be related to organization, it can be related to
may be sentence error. It can be, actually, errors are different. There are major
errors. And there are minor errors. If we think, the error is totally distracting what
writing...eh...may be ...I mean ...the message of the paragraph the teacher
shouldn’t keep silent. He has to give feedback. And if the error is may be related
to very mechanical errors and the like. So he has to only show a kind of direction
so the students or the peer by themselves can correct those types of errors. And if
you think the error cannot be may if the student taking the chance of correcting

himself the teacher has to give feedback.

IN17: Actually, I do agree with my colleagues what is raised, actually marking,
and returning is not... eh... An enough task by itself because students are
expected...students should devote themselves to work or to improve their writings
in their academic status or in their writing unless if the students devoted to
improve their writings, teachers mark and return actually he may return the papers
to the students. Even though the teacher mark, grade and give te comments to the
students if the students are not willing to see the comments written by their
teachers if they are not willing to accept as well as to improve their writings
...eh...the teachers devotion is not that much important unless they devote
themselves to write to correct and to improve their writing so, here the task of
marking and returning is not by itself an adequate task. Rather something is
expected from the students.

IN18: Okay....actually, ...eh...giving feedback is very good. it is good because
students can use it and improve their writing skill, but if it only stop there...if they
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are not involving and using that for their improvement, it may not support as such.
So, as...as my colleagues have been saying,...ch may be the way the feedback
given sometime may affect students. In a negative way it may stop there. So this
has many factors...okay the context, the time, the number of the students ,so
sometime they may need some treatment emotional treatment okay checking their
willingness. So actually it is good to give feedback but ...eh... different factors
may affect our feedback. For example, if we are giving written feedback they may
not understand some time they may not read even...they may not involve in their
writing tasks. So, many factors can affect the way the teacher communicate,
his...his feedback to the students...eh so...as...as my colleagues have been
saying some are very active so that they can easily consume the feedbacks given
by their teacher which is orally or...by written but some...even do not understand
the language how to do so they may need individual advise individual support in
that case so it needs additional efforts in addition to giving feedback.

Co: Do you think teachers’ feedback help the students close the gap between what
was intended and their actual/present status? Or Do you think feedback on the

present status help students improve their writing performance?

IN14: okay, definitely...yes it can help students close the gap providing them
feedback, helping them during their writing so definitely it helps them develop
their writing skill. Therefore, I think it is important. It can help students’ close the

gaps they have in their writing.

IN16: 1 also believe the teachers feedback can help the students close the gap
between what is...what was intended and then, and their present status. If I
misunderstood the question, it helps. But, I don’t think teachers feedback only can
do that because teachers feedback may not be ...eh...helpful to improve students
writing all in all because as | mentioned earlier when we need feedback it is very
difficult to give feedback for each and every error students make so it help

teachers feedback help its own role to feel the gap, but additionally the student
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himself or herself needs to look again his work and give his own feedback and

even per feedback is also very important but it can help.

IN15: Actually, I think this question is already may be answered with question
number one when we were talking about the role of feedback. As to me, when we
are giving feedback, I have mentioned that the students are facing some... some
problems some challenges and there are a kind of track that the students didn’t
may be go. So, this means there is a kind of disparity what is expected from the
students and what they are actually doing and experiencing so, if the teacher is
taking, may be the role of supporting, helping and scaffolding the students why
not they can do even sometimes the students have only need a kind of clue, then if
the teacher is giving may be that clue so the students are just using may be those
points a kind of good point then they can do their tasks alone...I mean lonely. As
a teacher | think, always we are thinking that the students are in need of teachers
support might be the level of support can be... it can be vary okay...there are
students specially low learner students are needing or they are in need of the
teacher support may be highly and most of them they are may be not that much
like...okay...low achievers. Therefore, the teacher has to vary his level of
feedback based on the students’ level of achievement. And if the teacher is
identifying the students and if he is actually just implementing the feedback tasks
according to level of achievement, | think the students can benefit a lot they can
perform a lot they can write ...tomorrow what they didn’t do today so...I think it
is good for the teacher to give feedback so the students are just benefiting not only
from what the teacher is giving, but also they can also may be benefit from their

partners as well.

IN17: it is definitely sure that to close the gap observed actually if students...if
he or she properly use the gaps or the problems identified by the teacher on his
piece of paper which is written by the teacher or by the instructor. Eh... So, it
could be helpful if he or she properly use the gaps shown by that teacher the

comments given his or her own piece of paper unless he didn’t properly use the
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feedback given to him it may not help him improve his status from the status quo

a very low beginning to the better one.

IN18: Yeah, here, I understand this this idea teachers need to know where the
students sometimes the activity beyond their capacity so it may need redesign
identifying their level identifying their writing eh...activity and so the feedback
may include redesigning another assessment that can motivate them sometimes
the activity is beyond their ability so instructors may identify where the students
are and may the reality prepare another assessment so that enables them close the
gap. So, redesigning, preparing another material adapting I mean sometimes the
assessment may be beyond their capacity. Knowing where they are, and preparing
another that can motivate them that can inforce them motivate them to
be...willing to take the comments and to do the activities so initiating so may it

include.

Co: if you have special view or reflection? ...if not lets proceed to the next
guestion number five. When you offer feedback to your learners, which of the
feedback strategies you use and why?

IN14: | usually give feedback for my learners, I usually use direct the direct one
direct or implicit...feedback giving or offering strategy...is the one I most of the
time I use the reason is this can help learners...eh... realize their errors they
committed directly and correct it...correct because of this I usually use the
explicit or the direct feedback provision.

IN16: ...eh... Unlike to IN14 dominantly I use indirect or implicit feedback
because...eh...I think if I give direct feedback for the students for example if I
underline and put question mark and this may not clear so students recheck it and
then write correct version of that sentence. Eh...for example if I say grammar
problem students background if it is may be ...eh...verb problem verb form
problem actually feedback helps to think critically so | use the indirect feedback;
rarely | use direct feedback when | think students do not have potential to read

and understand and correct it | give the correct answer and they can refer it.
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...Normally, I don’t think all my students use my feedback because of some...
some factors, but one, | think the science of giving feedback, two, since I give this
is written feedback not oral feedback, in written feedback students have chances
to re-read again deal with it so | ask my students to ask me question to
understand my feedback they may not know some students may not know what
my student asked him what is wrong on their work so | ask them to ask me and
then address their problem. I can explain it for them. For example, if they write
incomplete sentence | should just indicate it is incomplete sentence so they may
not understand whether it is incomplete sentence or other problem is there so they
may ask me and explain for them its written...written feedback. I have two
options one if | believe if my students should be benefitted | will put the burden
on myself. Two, | may choose from just investing additional time on my student
or benefiting my students or just | can be free and my students loose something
so, | can put burden on myself and use extra time to help my students. if you
remember on number one or number two I don’t remember I said on the first page
| said students produce their writing and then I will take to my home and check it
and give feedback taking time. And then | will give them back, students read it
and then re write the paragraph re-write so before they re-write we may have time
for discussion in the classroom. Normally, | have my own experience that is why |
am talking about this feedback. ...eh...I did something on it. That is why so
students can ask question | can make it and elaborate it or | can help and even |
address them. Normally, | know it is time consuming, but I have to do, but from
my experience, most students if you give them direct feedback or indirect
feedback they don’t bother about your feedback these kind of students ask you
question. They simply rewrite the same they produce...the same problem again
they don’t use your feedback, but some students who are good at writing

immediately understand it I am beside them to help.

IN15: okay, first let me just reflect my view. Eh...in writing class, I think we
said, we can provide feedback and this feedback have different forms sometimes

we can give direct and in the other case we can give indirect feedback. Look when
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we are saying direct and indirect feedback we have we need to have a kind of
reasons okay, based on may be the students’ ability to cope up with the activity
based on the difficulty of the task so we can sometimes give either direct or
indirect. For example, when I give just direct may be or explicit ...I mean
comment my feeling is students cannot handle this task unless | simply only if |
am giving a kind of and the like there is no room for the students to go and touch
that point so in my case | prefer simply tell them and pass to the next task and
then if | believe that the students can may be address the given issue so you can
hide something simply you can underline and you can may be just touch the point
may be with a kind of high intonation or something like that so they give a kind of
clue. They believe that there is some...something is wrong with the teacher is
may be stressing here so in that case they are just suspect they become or they try
to make a kind of effort in order to just at least improve the area what where | am
touching. Therefore, both of them are helpful for me, but most of the time
if...if...you simply give direct feedback it is not a kind of learning so what...what
the student you have to give a kind of tasks so the students have to deal and reach
it is a kind of if we are doing this may be this is a kind of learning it is one thing
putting one thing on the other. Otherwise, direct one is not enough at the same
time indirect is something which is may be impractical so, in my classroom | use
the combination of the two based on the tasks as the same time based on the
students maturity level and the like.

IN17: actually offering feedback to the students in writing class it is mandatory
and it is very essential ...eh...based on the tasks or based on the activities to be
performed by the students I use direct strategies or indirect strategies when we say
direct strategies it is to mean that in the writing classes you directly use or you
directly show where the problem lies that is so the students may identify the
problem directly that is obvious so when the task is something difficult for the
students to understand or to identify where there problems lies I may use direct
strategy where as in some cases if students may identify or may identify where the
gaps or where the problems lies I can use indirect such as underlining ...eh...or

circling, and the like 1 may use symbols in general in order to let the students
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identify where there problems or where the errors lies in...in their writings so
both of them can be used based or the activities may be implemented in the actual
classes

IN18: not different idea but | believe that this is based on the context. If | believe
students can understand, so | can guide them implicitly, so, they can understand
my feedback which is indirectly given and they can implement but sometimes it
needs clear and direct instruction so it based on the context. and it is individual
some students understand and some students do not understand so when we are
giving feedback on specially on written activity it it become specific and
individual it needs detail specification and guiding sometimes so it varies based
on the context or condition.

Re: how much is this practical in large classes?

IN14 : when we say feedback direct feedback or the explicit one we don’t mean
that we address all the students in the classroom it is impossible to do like that
because as | said earlier writing is process this process cannot be addressed at
once for all students...for all students so on one session you may address some,
on the other session on the other topic, you may address the others these way
you... you can reach your students unless it is difficult to address every aspect of
the writing activity you do in the classroom for fifty to sixty student you have in
the classroom that is what | want to add.

IN16: | have similar question especially for colleague who are specially using
direct feedback let me give you very specific example. If | ask my students to
write a paragraph narrative paragraph about their own life one student may say
‘when I was child’ full stop this is dependent incomplete sentence. If I want to
give direct feedback I am going to write ‘when | was child for example | used to
play the whole day’ one, it takes much time to do this single error. Two I am
going to give feedback which the student does not know. Eh...not only this
feedback I am going to give many...many feedback or o many areas of this kind
so it is very difficult ...eh...again I am not clear with the idea IN17 raised there it
depends on the type of task what does that mean is there task that...that help us

give direct feedback and task that require to give indirect feedback a gain ...im...
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he raised similar my colleague raised similar context I am not clear with that
context. I know some errors can be corrected by the students themselves but it
may be error that they ...they make unconsciously so they can correct it but I
know some familiar words they may miss spelling they can simply correct the
spelling because it doesn’t require students think critically, but in...I most cases
the instructor should give in may case it is not impose on other but should use
indirect. One, even it is solution for large class. Two, it contributes to students
thinking ability. Three, it is eh...it...eh...lasts long in students’ mind. If they
correct their own mistake, they learn from it. Any time they will not repeat it. |
believe. ...ch...So that is why...why I said how can we ...we identify type of
task, its context and again how can we just mange giving feedback in large

classes so that is my worry normally.

IN17: Actually, on the issues IN16 raised actually he tried to touch even by
himself when you use direct strategies it is not to mean directing or giving all the
direct ...the direct answers for the students. for example, there are issues that
needs to be given by the teacher for example words, phrases for example at word
level students my commit ...eh... a word or they may miss to write a correct word
in this case I don’t need to use or write implicit way of giving feedback rather I
may write the word why because unconsciously they did it...they know he word
they know the phrases well but they unconsciously write the word in this case, |
may use the direct strategies whereas for example, students may not write
properly. For example, dependent clause and independent clause in narrative
paragraph ...when I was then he or she may put full stop in this case this is
dependent clause actually known in this case | may not use direct strategies
because here it needs me to write the full sentence rather I may underline or | may
circle or I may do something or symbols and then | may give key or clarification
symbols or the underline key specification | can give so in this way it is possible
to give direction or view actually it is to difficult to say task based. To say task
based it is difficult for us; however, based on the errors the students committed if

it is something to correct it in direct way, I may directly use it if it is...it is not
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something easily corrected by me all the activities | can do or I can use indirect
strategies.

IN18: when | say context | mean that for example when I am giving feedback, in
order to take care of the student okay may not affect his or her motivation or
initiation, for example ‘would ...would you correct this?> Would you re word
it would you re explain it we may use implicitly? But, sometimes it needs to tell
them directly what to do even the writing activity is controlled writing activity,
sometimes guided writing activity, sometimes free writing activities are given
because of the level of writing of the student so...I may not always use the direct
one because of what...because of the type of activities, so I said it based on the
context | make to take care of the student. | may not to offend them but | approach
them indirectly...implicitly so it is based on condition.

Co: May be...eh you are forwarding your idea regarding the view that you have
on the nature of offering feedback, how we can conclude that may be providing
feedback?

Re: Which means, how do you view nature of feedback/comments you offer to

your learners on their performance?

IN14 Eh...in my opinion, I usually see the constructive one I usually give
constructive comments, constructive and progressive more of writing to my
students. this does not necessarily mean that the comments | provide for my
learners is not always rewarding or positive, but in during practice session |
usually see students looking back to their errors and trying to modify and re write
their writing so when | see some students progressively using this mode of writing
I usually consider my feedback as ...eh...constructive and positive that help
student help practice their writing, but as | said it does not necessarily mean that
all feedback provision | provide is positive and constructive. Sometimes, it can
result in negative or offensive during their practice session of writing.

IN16: okay when | see the nature of the feedback that I give for my student I
don’t give negative feedback for my student. As much as possible I try to give

comment that helps them learn and comments feedback that enhance their writing
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skill development, I don’t know students may understand the feedback I give
them as negative... I am not sure, rarely, descriptive feedback, descriptive
feedback I rare here I said sometimes I need to give descriptive feedback eh...for
certain student. The area that I need very important ...eh...unless I think I give
positive and constructive ...ch...feedback.

IN15 ... as much as possible I try to give in a way that students can learn from
their mistakes...so as much as possible giving feedback is a kind of something
positive task because students just interpret in a varieties of ways so it is possible,
| have to give a comment in a way that it can construct the students psychological
make up they should not be discouraged even though there are very serious...I
mean major errors | have to tolerate. Okay, but there is a case in which students
are making a kind of mistake in which you never expect from them. So, in that
case you accidentally you may something, but you should at least refrain from
may be acting in that way, so as much as possible the feedback should be
expected in a way students learn a given form their mistake never go back or they
shouldn’t silent because of the mistake they committed so sometimes look the
students are complaining them at. For example, when we are just reducing a kind
of mark from them and you give a kind of feedback because you may develop a
kind of mistake here so you need to penalized. So in that case they ‘say no ...no
the teacher this is very minor error | should get full mark why I do just cut may be
half mark from this one’ so in that case there might be a kind of just disagreement
between you and the students so any ways as they have already pointed out if
even the current approach of teaching just encourages as in order to give
feedback what so ever the feedback whether it is may be oral or written so the
feedback should be given in a way that it shouldn’t touch the students moral so

this is what | feel.
Co: thank you very much lets proceed to the next question regarding students’

willingness and reactions/ towards feedback to improve their writing

performance?
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IN17 Actually ...eh...for the questions raised by you how you view students’
willingness and reactions/ towards feedback to improve their writing
performance...ch it si obvious that giving feedback is ...eh...obvious from the
teachers side in this case the students may react on the feedbacks given as most of
my colleagues raised they may negatively imply or they may negatively connotate
the feedback given from the teacher which is written on a piece of a paper for
example, in case of when you write down on their paper they may read and they
may understand something even though they understand what you have tried to
say or what you have tried to give the comments they may negatively perceive it.
It is to mean that for example, most of the time in writing, classes you give
writing activities and then on that writing activities the student may commit ...ch
the students may commit ...ch...error in that error you give feedback on that
feedback, they may negatively perceive rather than positively understand what
you want to say so, is this to say they are willing. They may be willing to accept
or to improve their writing performance based on the feedback given to their
teacher as well as there might be negatively demotivated from the feedback given
by their teacher to issues positively motivated to perform or to improve their
performance as well as they might negatively be motivated so positive or negative

based on the way we give them the feedback.

IN15: in terms of willingness there is no problem the students are very much
eager in order to get a kind of feedback because they want to sure what they have
done is okay or a kind of may be improvement they need a kind of reflection from
the teacher, ...eh...the problem is most of the time we are not going up to the end
in order to check whether what | have given them is exactly benefiting them or
not. .eh...otherwise, there is no problem that I have faced up to now in terms of
even most of the students they are very much volunteer in order to just show their
work from the teacher they ge a kind of feedback may be they are highly
interested, but my problem is if | for example, check if you are I mean simply
looking on the paper everybody...everyone from day to day it seems a kind of

what | call the teacher may be biased if we are simply focusing on the same
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student one day from the other day so | think it is not that much psychologically
accepted as much as any ways the issue is we didn’t do our best level up to the

end in order to see difference between students’ progress from time to time.

IN16... I don’t know...eh...what he raised may be different from the experience I
have on my student. eh...even I can raise some question for IN15 to check if he
really understood his students willingness as he expressing is or not if we give to
students writing task and then we collect it, we give feedback and ask our students
to receive the feedback we give them and re write it do they do willingly if it is
not related to marking...okay do students receive our feedback because of
marking or really they are thinking to develop their own writing skill that is the
basic question we need to answer because when...eh...we ask students to just
take feedback and incorporate in their writing if it is related to marking or if the
purpose is for marking they do it but if it is not marking they don’t do it look if
we give mark on the paper and give feedback do you think the students use that
feedback after you marked it. Do you really do that? Because,... here, feedback is
not only for marking. Specially, for student, feedback is for learning for them to
learn something from their own errors, so how can you see that because my

students do not like receiving feedback unless I give them mark.

IN15...eh...even I haven’t spoken from the mark point of view I am just
genuinely talking about students’ view when you are giving feedback for the sake
of learning only. so, up to know I didn’t face a kind of challenge that mentioned.
For example, if student...actually we cannot we are not talking about the interest
of all of the students. There are students who are very much eager to learn so if
for example you give feedback and if you tell them to correct and revise the work
according to your comment so they do it why not. So, if...if they fail to do so as a
very beginning, why they do show you then? But, my fear is if you are giving
feedback, | mean if there is a kind of may be gap between your expectation and
the students level because the teacher is still giving some kind of burden on me so

that they can be frustrated; Otherwise, even not the issue of giving mark if you
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give the students a kind of feedback and then maybe you write a kind of just may
be a kind of principle may be take it may be direct or indirect you told us so the
students can carry out as to me they don’t fear anything.

IN16: for example, if you give them writing task if you give them writing task in
the classroom and mark it and give it to them after marking to keep with them or
simply to give them to check their mark and the feedback you give them some
students come to you how | missed this? You say you missed this because the
verb should be past verb but you used present verb in past tense so you are wrong
you said sometimes | ask them question are you complaining for the mark or for
the knowledge you learned from they say I must...even zero point five (0.5) mark
make difference, so | need to get mark. So even | interviewed them and I learn
this from just argue.

IN15: ...if ...if ...actually we are talking about in the classroom situation and if
there is nothing associated with the business of marking they honestly learn it
they take your feedback positively. They don’t know any secret behind may be
feedback because you are giving feedback to freely but tomorrow may be there is
a kind of penalty. For example there is no feedback tomorrow if he missed he is
going to be penalized he is going to miss a kind of mark so in that case if you give
a kind of feedback after scoring so he know that there is nothing is going to
benefit because exactly he is attaching his view with the mark. So, I didn’t
thought frankly. I didn’t think the point from the point of mark. I think based on
the given, the example you gave us | agree with you , but if we are talking about
may be simply honestly about learning students can at least has voluntary.

IN16: Idon’t know if I can...

IN15:....others can also intervene

IN18: ...okay when feedback are given I believe that teachers have good view
because they want to change to improve their students but when we re assign
them we want to improve their skills his writing skills, but on the side of the
student it is clear ...it is clear because writing is demanding activity it takes time
it take effort and most of the students are not willing when we re assign them. i...

| have seen this from my activity when re assign them what you have written
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more modification, so write in this way when | say they will not have good
reaction most of the time. they are not willing. But, if it is concerning mark they
may work for mark rather than attaining the goal of improving their writing skill.
So there are big challenges...a big challenge even.

Co: so how can you perceive regarding learners willingness

IN18: Most of the time they are not willing to accept it. Positively they simply
...consume listen to you or read that but they may fail most of the time for
example to improve it by writing it again okay. When...when you assign them
again why this paragraph improve it they...they sometime complain okay they
complain so they sometimes one of the challenging factors the teachers give
feedback according to my experience when you give feedback.

Re: if you have more idea you can add otherwise let’s proceed to the next
question.

IN14: all right sorry ...this willingness of learners depends on the objective of
the writing. Most of the time students are lenient. They don’t want to correct the
feedback you have given provided that unless the get something. If it is for mark,
for example, examinations, class activity and this that, they may correct properly.
But if not, I don’t think that they are willing to take their ...eh...faults the error
they committed. They are not willing to correct as long as my teaching experience
of writing skill is concerned. Even they don’t read. They don’t read unless you
don’t force them to do so. So, this willingness is based on the incentive, if it is
of...mark, if it is of ...certain group ...activity they may take unless I doubt that
they are willing to correct their errors and mistakes as well.

Re: Therefore, you mean that to put feedback into practice there has to be
enforcement?

IN14: I think so. I think so.

Co: thank you very much let’s come to final question...the last question 1
mean... it says: What are the challenges EFL instructors might face to give
feedback on students’ writing assessments? What are those challenges? We
may face challenges during providing feedback...challenges EFL instructors

might face.
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Re: Especially in actual classroom practice during continuous assessment
implementations to our students. Since this is the last question, we have to recap

the points in terms of continuous assessment implementation.

IN14: of course in our cases there are many challenges...many challenges. These
challenges are a little bit known one can consider large classroom size. In large
classroom size it is difficult to address all students in timely bounded
classroom...large classroom. The other one is students’ ability themselves can be
questioned. Different kinds of students are there in the classroom. The different
ability groups you may have: fast learners, medium and slow learners are there so
to go smoothly in the classroom you may face difficulty in addressing all the
students timely and at your pace or at similar pace the other one is students
themselves are not motivated as | stated earlier unless there is something behind
in the writing they are not willing to exercise. They feel that they are not willing,
they are not motivated so students motivation and interest can be considered as
one hindrance unless they have interest, unless they have motivation, it is difficult
to proceed with the activity. The other one is time ...time we have limited time to
have one class though in a limited time it is very tough to address and to help
them write properly and see the progress as well. This is what | said it is a great
part of learners to practice as learners in a classroom other free time to know and
to write effectively so time can be considered as one major hindrance to address
the feedback for learners and to conduct the continuous assessment as well.

IN16...ch...accepting what IN14 raised here as a challenge of feedback in writing
classes. The other one is lack of students experience to receive feedback, I think
all of us know the reality at high school, at elementary school and all levels in
most cases...the students do not have experience teachers are often observed
ignoring even writing skill at secondary school. So when students come to
university they don’t have an experience of receiving feedback and using it. So,
they face a problem even they cannot understand your feedback sometimes they
ask you question. Eh...what is wrong with this ...what is wrong with that and it

needs you to explain they don’t have experience of that. the other one, teachers
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over burden or load...over load ...eh normally in our department...eh most often
instructors have more than six classes but according to the legislation six credit
hour and other activity can be assigned to the instructor. But, here more than that
so it is very difficult to give feedback for all this students you have some times
more than 200 students in one semester in writing course. So if you want to give a
simple writing for your student you are going to give feedback for more than two
hundred students (200) students it is time consuming you don’t have time to do all
this things so what you do what teachers do ...more than two hundred and even
more | remember about eighty students in one class even one hundred ten...one
hundred ten in one class. They combine different department and one hundred ten.
One hundred ten means for example if |1 have four sections twelve credit hours
how many students? imagine four hundred ...four hundred forty students. So if
you give writing activity for your student think you are going to check four
hundred forty paper which is unthinkable. So, to minimize this burden or to ease
my job what do | do | simply test and then I give mark. | give task for them and |
give mark in absence of feedback. Even sometimes we give by guessing
...eh...hhh... the mark even I know some instructors simply looking good
handwriting and giving even if you cannot read what students write if it is not
clear sometimes you don’t ...ex ...and zero or one or two so it iS common SO
really great challenge. The third one is the sematic assessment we have in the
university can contribute to this challenge one exam is prepared as final exam. So,
if you want to help your student you have to cover the portion on time the course
on time so you run to cover the course. You run to cover the course because if you
for example cover only chapter one and chapter two the final exam may be from
chapter two only. so, always we give priority to cover the course...ch...but if you
wat to give feedback as ... as since it needs extra time so this is also a challenge.

Thank you.

IN15 : actually there is nothing but one point I would like to add is I think the
problem can be attributed to three areas one is they have already pointed

attributed to the teacher. Okay the teacher is ...if the teacher is not highly
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committed to score the students papers regardless of the students’ size so I think
things can be done properly. And if the teacher is not that much committed and if
actually he is fearing the issue of large class and the like so the teachers is may be
creating a problem. So, the first one is this one. Secondly, I think the students
themselves they are not that much enthusiastic they don’t have a kind of ability
they have a problem of experience so this challenges are also critical another
problem. The third point is related to the environment, even for example, if you
take this year..., every person is rushing in order to cover the semester’s class
because much of the time is actually wasted with no reason. So the environment
issue, the security issue, so these are other external factors that are directly
intervening in to the assessment not only the assessment even much of the
semester class was just missed so this is also imply...I mean challenge create a
kind of challenge on assessments itself.

IN17: They thoroughly raised.

Re: Okay Thank you for your patience valuable discussion on practices and
perceptions of feedback provision on continuous assessments in EFL writing

classes. Thank you.
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Appendix K
Addis Ababa University

School of Graduate Studies
College of Humanities, Language Studies, Journalism and Communication

Department of Foreign Language and Literature

Document Analysis Checklist (pilot)
This framework/checklist is designed to analyze practices of EFL instructors’

feedback provision on EFL writing continuous assessments. The checklist is
designed to achieve specific research objectives of the present study. Four
research questions (research question 1, 2 4&5) will be answered via this
instrument in addition to other research tools of the present study. From these
research questions and objectives, two major themes are derived. Thus, two table
formats are designed to effectively examine existing practices feedback on EFL

students’ written CA carried out by EFL instructors’ in EFL classes.

The instrument is intended to

e assess whether EFL writing instructors’ give feedback on EFL students’
Writing continuous assessments and

e scrutinize to what extent they give written feedback on the CA.

e explore types of CA EFL instructors’ use in EFL

e Uncover which strategies of feedback provision do EFL instructors’ use on
EFL students’ writing CAs.

e Find out nature of EFL instructors’ feedback on students” writing skills CA.
Keys

CA: Continuous Assessment/s

IN1: Instructor 1, IN2: Instructor 2, IN3: Instructor 3....and etc.

Theme 1: Analyzing what do EFL instructors do on EFL students’ writing
assessments (RQ 1&2)
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e ToO

examine

whether

EFL

writing

instructors’

provide

comments/feedbacks on EFL learners writing continuous assessments

e Scrutinize to what extent they give written feedback on the CA.

written

e to scrutinize types /forms of Continuous assessments EFL instructors’ use in

EFL writing classes

Table A: A Table format designed to analyze whether EFL writing

Types and Variety of CA and EFL Instructors Feedback Practices
Table A: Types of CA Carried Out in BWSC

instructors’

provide

feedback on EFL

students’

writing

assessments and types (forms) of assessments EFL instructors

apply in EFL writing CA classes

Samples of | Instruct | Grou | Individu | Score+ | Scor | Com Purpose of the | Total
marked or p al feedba | e ment | CAs no. of
CA ck only | only CAs
collected
Test IN1
IN2
IN3
Assignment | IN1
/term paper
on specific N2
course
content IN3
Sentence IN1
construction | IN2
focused IN3
assessment
Paragraph IN1
level
writing IN2
tasks IN3
Guided
&free)
Essay Level | IN1
writing N2
assessment
tasks IN3 -

Theme 2: Marking Strategies used by EFL instructors’ and Nature of the

Assessments’ Feedback (RQ 4& 5)
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e To uncover feedback strategies EFL instructors’ apply on EFL students’
writing continuous assessments

e To explore nature of assessments’ feedback on EFL students’ writing
assessments

e To analyze if the assessments’ feedback practices are aligned with the
theoretical frame work of the present research to close the gap between what

has been intended and what is achieved by the learner

Table B: A table format designed to analyze EFL instructors’ EFL writing
assessments’’ marking strategies and nature of feedbacks given by

the instructors

CA Assessments | Inst. | Nature Strategies Sample | Remarks
Feedba
cks

Co | Destructiv | Direct Indir
nst |e /Explicit ect/
ruc Impl
tive icit
Pos | Neg.
e/
Ne

g.

Test IN1

IN2

IN3

Assignment/term | IN1

paper on specific | IN2

course content IN3
Sentence IN1
construction IN2
focused IN3
assessment

Paragraph level IN1
writing tasks
Guided &free

IN2
IN3
Essay Level IN1
writing IN2

assessment tasks | IN3
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Appendix L (main study)
Addis Ababa University

School of Graduate Studies
College of Humanities, Language Studies, Journalism and Communication

Department of Foreign Language and Literature

Document Analysis Checklist
This framework/checklist was designed to analyze practices of EFL instructors’

feedback provision on EFL writing continuous assessments. The intent was to
achieve specific research objectives of the present study. Specifically, four
research questions (1, 3 & 4) will be addressed via this instrument in addition to
other research tools of the present study. From these research questions and
objectives, two major themes were derived. Thus, two table formats were
designed to effectively examine existing practices feedback on EFL students’

written CA in EFL classes.
The instrument is intended to

- assess whether EFL writing instructors’ give feedback on EFL students’ Writing
continuous assessments and

-scrutinize to what extent they give written feedback on the CA.

-Uncover which strategies of feedback provision do EFL instructors’ use on EFL
students’ writing CAs.

-Find out nature of EFL instructors’ feedback on students” writing skills CA.

Keys

CA: Continuous Assessment/s
Theme 1: Analyzing whether or not EFL instructors give feedback on
CA(RQ 1)
-To examine whether EFL  writing instructors’ provide  written
comments/feedbacks on EFL learners writing continuous assessments

-Scrutinize to what extent they give written feedback on the CA.
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Practice of feedback provision

Feedback

practice

Sentence

level

Paragraph

level

Descriptions about Purposes and Types of the

Assessments

Sentence level

Paragraph level

Score+
feedback

Fr | %

Fr %

Score only

Comment

only

Total

Table 2: A table format designed to analyze prevalent strategies and nature

of feedback practice

-To uncover feedback strategies EFL instructors’ apply on EFL students’

writing continuous assessments

-To explore nature of assessments’ feedback on EFL students’ writing

assessments

-To analyze if the assessments’ feedback practices are aligned with the

theoretical frame work of the present research to close the gap between what

has been intended and what is achieved by the learner

Types
of the
Writin

Strategies

Nature

Sample
Feedback
Descriptions

g
ASSess

Implicit

Explicit | Both

Con

Destructive

ments

Fr

%

Fr

% | Fr

%

Fr | %

%

Practice
of
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feedbac
k on
Sentenc
e level

Practice
of
feedbac
k on
Paragra
ph level

Total
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Appendix M

Sample of Teachers’ written Feedback collected from writing
skills CAs papers

KEYS: IN (instructor)

Variety | IN. Sample Feedback Remarks
of
assessm
ent
Test IN e Not clear? Objective test type
o Topic? He coded students response using marking
¢ Fragment? procedures:
* Not complete sentence using (x) for wrong responses and (V) for
* Not to the point for conclusion | appropriate responses
* Refer to the detail. circling, underlining under inappropriate responses
e Excellent! (the only student got putting question marks
complete answer to this
question)
e Topic? Or topic /sentence?
IN e NFB (no feedback) objective and subjective forms
e Result only
Five of the assessments were simply /coded using
(%) for wrong responses and (\) for appropriate
responses. since the tests were objective types
IN ¢ NFB(no feedback) One of the tests were subjective type ( paragraph
writing)
e This is not topic sentence; it is | Two assessments were simply coded using (x) for
a topic wrong responses and (V) for appropriate responses.
e What does this mean? Which | since the tests were objective types
country
e -In the campus or the
university
e -which is best?
e Which campus of WU?
Assignm | IN e NFB No coding/ marking symbol
ent/term Result only
paper on
specific IN
course IN e NFB simply coded using (x) for wrong grammar and
content punctuations ; (V) for grammatically correct
sentences
Sentence | IN
construct | IN o NFB/result only simply coded using (x) for wrong error type they
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ion
focused
assessme
nt

identified and they wrongly corrected erroneous
sentences and punctuations ; (\/) for correct
response of the error type they identified and the
correct form of the erroneous sentence

IN

Paragrap
h level
writing
tasks
Guided
&free

IN

eMargin

e Topic ?

eFragment

e-separate word from word
eDetail after conclusion. Why?
o Copy from certain class

In order to show the errors the instructor :
underlined Circled used an arrow where he
observed writing problems

oClarity?
e\Where have you got
eNot clear?

The result along with general comments

eThe par. Lacks coherence-one of
the basic feature of good parag.

eUse connectives.

oThis is directly copied from
internet. Therefore, better to
write it yourself on your own
topic.

elt has no effective topic sentence

eOrganization?

eLanguage?

elt lacks coherence

el acks major details/has
capitalizations problem

eNot well organized not neadable

students papers
Paragraph writing(free) assessment

IN3

e-You have to associate with
economic reasons such as
productivity

e-\What does this mean?

oVery difficult to get you points

¢-Not a topic
e-Meaningless construction

e-Meaningless phrases

Two paragraph writing ass. They were

Coded usingV marking symbol for appropriate
outlines and circled around unclear words and
phrases and put question marks (???) Where he
wanted his students to revise.
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Essay
Level
writing
assessme
nt tasks

e-Narrow margin

eYou used adjective instead of
noun (in noun position)

eStrengths: Smart topic, Unity,
Coherence

eConsiderable points: clarity of
the language, fragments...)

e-topic/topic sentence

e Strengths: fair language
construction, coherence
eConsiderable points:

abbreviations, topic seems topic
S., unity...

eMeaning of family and its life
reflection

Free essay writing activity

Used marking strategies

Circling

Underlining

Providing proper grammatical forms

Strengths and weaknesses
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Appendix N

Samples of Marked BWS Continuous Assessments

At ) < Ows Pridila+e
AS .z S
r"{;gy"’" Wollega University b 2 s A Lo
0)’_‘ Institute of Languages Study and Journalism X A e el
&\5‘ Department of English Language and Literature % - WA
Basic Writing Skills (Enla 1012) Test for 1 Year Trainees (2010/2018)

Maximum Value: 20% Time allowed: 25"

Name“_ _ ID No._ Department___ (¢ )% |

I Identify the following sentences as Simple(S), Compound (CD), Complex (CX), sk .
or Compound Complex (CCX), and write your answer on the space provided.w, AN =i
> g0

[ :X\—mesled when evening came. g. AT

€cause it was a hot day, Kulani ordered a cold coca, and she drank it at once. ¢ X

C.0D 3. Yoware right, but [ am wrong. co

C.X ., 4. AfrerT visited my grandmother, I decided to go shopping at the mall in the evening CQwad s

——— . .
M dogs and cats are carnivorous animals. <

C_£.X.6.When I am depressed, 1 usually go to swimming, for it gives me relief. (@l

S 7. Mydad and I usually swim in the pool. s
e -
A

-
2%

P
oA
Q

e
9 ween ia and Africa lies a land bridge that is known as the Sinai Peninsula.
(Al s - en bees collect pollen, they fertilize the plants that they visit. oy
wd. and water are renewable energy sources. ¢

II. Identify the type of sentence error, and then rewrite the sentence by correcting

the error.

1. The teacher worried about their students’ grades.

etyipn g
ALXn <tuclonsie eradled-
\ 3 P

Type of Error:
Corrected Sentence:liu foaol o/ Ao rr=od Vo ol
2. Although Hagos knows Afan Oromo.

’ Lencl e nq (‘[GU«L@

nally Ca 2 Y

x<'ﬁm::;‘\(,. o Bacoew A;Tﬁ(l'n Qrowaec

Type of Error:
Corrected Sentence:  Ha e ¢ Loocarz (Fnol
— —

3. The man is an electrical engineer in a yellow helmet.

Type of Error: - P L':ﬁpC‘/

Corrected Sentence: T‘A_D nan ‘A a  geollpw ,lu' fodoq & —an y) [M#rz’( 3l Cnrcg,
_

4. Photocopying the handout, the light went out.
MECCTag

Type of Error: -3 s}

Corrected Sentence: kllion Mare iiac plhotocapn g o Josit ,-aL:/Ii__‘[u wle A+ Ot
5. The driver, accompanied with the passengers are enjoying t}Tejourney. e

e  proncin A0

Type of Error: £
Corrected Sentence: Tl p Arlven .aceowmas LovinZed 14y et Hio Flalf‘;ag)e,vmé (> 4

engoqiny e Huo j'oaM
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’ / ) Wollega University
b Institute of Language Studies and Journalism

Department of Language Studies and Literature English Program

Basic Writing Skills (EnLa 1012) Group Assignment (10%)

Team members ID.No.
1. Defle Tadese Jvoo1EE
2. YCluoye @ﬁi Tegemd- loo 142?27
3 Adamw Flikada LobdR 67,
4. _TokeTe Abrhe. LoD/ L3
5. Alzma Dexeba Loow YD

Identify the type of faults the following sentences contain ang write the correct version of the sentences
on the space given. (10 Pts)
1. Shinning in the sky, we saw the first star. Fault: Dawa@um WJ‘

T
Revised:_L(lile f way \fkit/w\lm}) Undbio Skey s WL Yo Last Sy
2. Who is the woman who gave you the candy in the pink dress. Fault: o réddues ¢

Revised: _ (oho 18 te wowan Moy gmxre e Candy  tintte L wk dreds

3. Katherine told me that after school she would practice volleyball, conduct the science experiment, and she
would also apply for a job at Starbuck’s. Fault: Q avall olis

Revised: Kadbenne Ao wiedbhot Sho 1omald procctice Volley ball, Conduetdbe Sefemce

J‘)ct)o&Vf.\MLmi o d Rpply fov afols & Harbacl’( after cehmel.
b

4. Because we were very late last night. Fault: Y

Revised:__ W.e voere \low late (ast M;ﬁi‘.kjf

6. Five thousand bricks are what we need. Fault: _MJ}%W
Revised: _kl\;gﬂ_\%wﬁ,&e Rususand k rs
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yuvers /Qaﬂefdu Pabe Td no Wl 10044955
BM;C M,,,;f,;f Shlls Aasisnment

A bty 3i— Tie s mhettier He Jolotting orced ase
declayative, siteyrosalile, srpexalile,
Tierr fut AY1opriate end marid
e tyhonw s sour Aot Friend ? /
2 ptal e &t v fecll et

4o Mﬁm” AacK bore
5. wtecch tre $y e Aest exey

Aty 4i- Tlent! sy whetlcy
'—’—f‘—-

are Semple, Compound, Co7

1. Have you evey &eert

now P Comford SeATE—

2. ylhat & He mai phieclive

3, Uther y0° 7070 Y
Place _Yhexye Complex

1+ Ylendowes 104

5 ' Compevwnd pLeX
G, i, gl i wioler BHE yecestad!

Wj/&lyfdpnpf Caede )Oo//u,Zian ; =
Q. othousA He yeis Jelt Jor Hives s s, Hie cis

yedeylorrs were net gidled . Cgmpl. fersce -
|
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Lithys  Lieriry [ Yl pavags

a%/l

Fhing and

& 1 +-

ﬁ%‘/’gﬁ ”7/ -ﬂ'-é’/

Trre an ,~},,4/)0,44M Se=t )
Wie 250 Lujoy clra,

 pud %Q/@(/;Jﬂﬂﬁlfl nad JH

Cmbarrasiod and un

';Mﬂtﬂzqfh on &kiea.’/

fp/z eyi3iomn -

a LOSHG Aftumy.

» PAvk Sidded gf- el ypovn
S/on < :
Mgd%:f!fﬂﬁ' Loed

FRAt Jle PyiCe o4 tele /i Ton Wiy
Lone doun 900 Lo Jnat e Lommon people Can
Lnjoy JeleihSivn, FHhas great portyb Vi tres 0 Future
ark Sides 00 _IAF had made
People unsocray fo gome dent, Fuedl Feif

v e Comte fdhen SLey pay
W37} Fo_Sonie one wthile a ot Progydmme s ofift—e
S . Childiren e fenrpled fo° SPerd Yaluaiyle
%‘uc’/y AOUYT UASCATING Fed e MT10 R o rcals. y i P
Aelu |+ psrentdotrg ﬁ%?ﬁmey o

M Shorl) ] %Q%W%W

J el mpent jons F Pledeyn St
« (omdornafion Fhe IZ—:L’??WM & b

. jedivinn for mAY edu ot
. NS ﬁrad%a/

Keellent s ru
Vi oy
w2z AN, Ap Or€e{lo,

, KA X 15 o 71@// 2700 «
Tt pats re OUY <fey F1 o ofTooty and PevSom
Frodandd of kifomottres acc

Pound, =nd Vaices, 7hay 4 £

wWovrld mse ey hzauing qfaok’:@ i |

vy AN VL EGenA TN -

v BT an audrp_

POt 42U g an)

Hut 21571 T4 Tty

///(,;mmw ?ﬁwi’c M/ﬁ/w%ﬂ//// /ot - (€72]
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Wollega University

. Institute of Languages Study and Journalism Department of Languages Study and
5 Literature

Basic Writing Skills (EnLa 1012) test 1 (10%) Time 15°
Name, ]: €7a ez IdNo_ 000 G2 A Dept tiechoy ¢ section ﬁ

I. Identify the following sentences as simple, compound, complex, and compound complex

based structural classification

anoiﬁ;ﬁﬁlf .

'77:1.We haven’t manage the first unit, so we must be serious since we are

/ about to go out for practicuirH.
P A A 2. As the time is up, the teacher stopped, and students rushed out.

",

0 kv

3. My brother along with his five children went to town and bought
clothes. 4
i 4. Even though it was raining heavily, I didn’t take an umbrella.
(5. Because out fuel pump failed, we were stranded on the way, and we
couldn’t attend the meeting
_/6.Sun, wind, and water are renewable energy sources, and they do not
cause pollution.
#7. As 1 entered to the room, I saw the captain, so I came back to dorm.
8. All of you should not play and waste a minute of your time for this
week since they will have final examination.
L. 4:9. Most of the lecture rooms of Social Sciences College in Wollega
University seems very wide and attractive.

w;‘fﬂo. It is too hot; some students are tending to sleep.
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Institute of Langua'ges Study and Journalism
Department of English Language and Literature

\a/ Basic Writing Skills (Enla 1012) Test for 1™ Year Trainees (2010/2018)
(;LO Maximum Value: 20%  Time allowed: 25’

%ﬁme EYostas Aderx ID No_JIDOOSO08  Department ¥ ZRNE] € 6'—f

I. Identify the following sentences as Simple(S), Compound (CD), Complex (CX),
or Compound Complex (CCX), and write your answer on the space provided.

g 1. We rested when evening came.
WM a hot day, Kulani ordered a cold coca, and she drank it at once,

(a2 —3—You ight, but [ am wrong.
Q(Aﬁf:irsited my grandmother, I decided to go shopping at the mall in the evening

. Both dogs and cats are carnivorous animals.
C C X—6-"When 1am depressed, I usually go to swimming, for it gives me relief.
S 7. My dad and I usually swim in the pool.
< S— 8. Between Asia and Africa lies a land bridge that is known as the Sinai Peninsula. ”
(e 9. When bees collect pollen, they fertilize the plants that they visit.

S ~—10. Sun, wind, and water are renewable energy sources.

II. Identify the type of sentence error, and then rewrite the sentence by correcting
the error.

N

1. The teacher worried about their students’ grades.

Type of Error: __Pyo noun  anteioteast M ’

Corrected Sentence:_flag +00.0hor NOVYTE) gho U}mw Feat=g' Qv lef

2. Although Hagos knows Afan Oromo.

Type of Error: ___ S€ntence AvaQment (lacks Gadeterdeqce) »)

Corrected Sentence: A HhoUSh Hagos leansg @

3. The man is an electrical engineer in a yellow helmet.

Type of Error: _ M ES(aces) modefieyr /

Corrected Sentence: [ ha M an , dbe=es tnayeijow) I\QJM Vax\ clectvies) G-<nee
4. Photocopying the handout, the light went out. /

Type of Error: _. DanQi7a8 rvmdc«Ff

e e ? A
5. Thedriver, accompa.n with the pgglg;:gljoylngmgumem b k* RS

Type of Error: __ W) TSP (a e d nod/itie

Corrected Sentence: 110 47 ve@/x;}_ GMoTR e Tommel, WIC T Caciomean et § frefagg

Arsey
0F Fie driver, w(c atcomeanted WS fre Pagianse;
CrToYTng The Ibm)f

Corrected Sentence:
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94 1
Name_,e o i __Department_/™] eroan ID.No 10083473
L. Identify the type of faults the following sentences contain and write their correct version. (10 Pts)
1. America, the greatest country in the world. Error type: S@f)-{;@f) C & )I’Ya—g mén t
Revised: _Ameyica 2y tre Iveatest &5{ M Wor/ o/
2. I'studied for my chemistry exam for six hours, [ still did not pass it. Enort e m CaMa_ Jf)’ce’
Revised: 3: Sjl-ll)/ w ’)"77 73 C)»emU {7‘3 éXﬁ %f: Zggug,_ﬂ:tj sl
3. Because I have no time. Error tvpe __S €ntén (&3 fh"d._ﬁ 076 fp@
Revised: X \aye flo dime S

4. High grades do not come easily but they are earned by hard

«ork and perseverance.
w3 ) o= 'ﬁé@f '}@/ Ve

Yo
Lt e O e Comned by \ordd)

oy 5{&4%6&

5. While writing my paper, the telephone rang. Error type:
1)

Revised: MZ Lpu e I o

6. Having finished the assignment, the TV was turned on. Error type:

Revised: Mm oo/ Tt 043 nment’s tv

7. A dedicated musician should practice playing thelr instrument e\er) day. Erro

Revised: Ade o/, bt/ mu i Cian gy Pyae 1ve W i itpimen feueradaé
8. I placed the chair in the corner of the room that I had recently purchased- Error type: &]Uﬂ m,pp/
Revised: M'GI&)/M Cuely that 1 \ay/ )’eﬂ@n 19 Ciofed Inte Lﬁ‘fﬂ@/)/"}'

9. Darartu studied for the test mo&s d }Sht read her textbook. ek
s B e e

Error type: Y@ — o1 &?M‘e/’teg__ o
Revised: Day oty J__Q/WMM +e 4t Li?ﬁutwlﬂwaﬂd) no't’ww

+Hox
10. The professor-posted the notes for the students covered i m class.  Error type: J at‘eb);:: Lege
Revised: Tl P)A%‘{’Movv ite/ e ot 3 VOhicv. [oye,ed in i%ladJ

oited/ e flote s voh mj:u ok, h

11. A catalog of courses and requirements often confuse students. Error type; )iJ P L““fe.o/

Revised: STUD/Qﬂfj [ COH')’UJ-Q.J 0)’%’3 An Ca/&/éoj 0} Cotl)’}&j
0_710/ Y&%u;?”&)'hgﬂﬂ'

fwnvvﬂ anty Ceo/
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Read the following paragraph carefully and answer the questions that follow

My two sisters are different as night and day in looks, personali\ies and traits. The older one,
Ku_l_ani, has dark hair, brown eyes and an olive facial appearance. while Sorome, the younger, iS
a blue-eyed blonde with a fair complexion. Kulani is most comfortable in boots; Sorome always
dress the latest fashion in the area. Kulani sélttom uses any make-up. On the other hand, Sorome
does not go out the door without her make-up. Kulani is somewhat shy. but Sorome is extremely
bold. Kulani loves sports and she usually enjoys playing basketball most of her life, while
Sorome enjoys playing piano and dancing. Kulani is very organized and keeps our house neat
and tidy, whereas Sorome is just the opposite thproughiy disorganized. The younger is careless
about the kitchen and the kitchen utensils. When money is an issue, Kulani saves while Sorome
spends. In short, life is certainly never boring at our home although differences are there between

my two sisters.

)D <[/ ,\/VYrite:

/ 1. Typeof paragraph
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7. Technique of development used
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3. Topic Sentence
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6. Two linking words/phrases

ap il g, bud, podie haicly Wh O ASy

ed in the paragraph

301



‘There are some faulty sentences in the following paragraphs. Hence, rewrite the paragraphs by revising
the erroneous sentences.

Believing that education is the best weapon to fight poverty, many universities have been established recently.
Wollega University is one of these public universities found in Wollega which was established in 1999 E.C.
When it started the teaching learning process. it did not have well arranged and facilitated classrooms and

offices like today. Even though there were many shortages at the moment. The university used different
options to realize its objectives.

The university has three campuses now. Nekemte, Shambu, and Gimbhi. Nekemte campus has many colleges
which is the main branch of the university. Gimbhi campus is found in Western Wollega which offers many of

the social science courses. Shambu Campus are found in Horo Guduru.

b
Besides expanding its campus, WU education in different modalities like evening, weekend, summer, and

distance programs. Being established recently, M.A and PhD degree are also being offered by the university.
Currently, WU is becoming the choice of many Ethiopian students.

Write the correct version of the above paragraph here under only.
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