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Abstract 

Writing is considered as a crucial component of the language learning process. EFL students 

face some difficulties when developing this skill. These difficulties lead students to make 

many errors. Therefore, through the use of two questionnaires, the ultimate goal of this study 

was to investigate both teachers‟ and students‟ attitudes towards the effectiveness of teachers‟ 

written corrective feedback in enhancing EFL students‟ writing accuracy. So, we 

hypothesized that both EFL teachers and students would believe that teachers‟ feedback has a 

significant role in improving students‟ writing accuracy. The first questionnaire was 

administered to ten teachers of written expression at the department of English, University of 

Oum el Bouaghi. The second questionnaire was delivered to fifty three (53) first-year LMD 

students at the same department. The results of the teachers‟ questionnaire showed that the 

majority of teachers find their written corrective feedback very helpful in the EFL writing 

classrooms. They said that this feedback is useful because it helps students to enhance their 

writing since it‟s available to be rechecked anytime, and because it motivates students to work 

more. The findings of the students‟ questionnaire also revealed that the majority of the 

students liked receiving teachers‟ feedback, and found it useful in improving their writing. 

Briefly, the results indicated that teachers and students have positive attitudes towards 

teachers‟ written corrective feedback.  

 

 

Keywords:  writing Accuracy, teachers‟ written corrective feedback, and attitudes.  
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General Introduction 

1. Statement of the Problem 

Learning a foreign language requires the mastery of four skills. Writing is one of the most 

important skills contributing to students‟ language learning, and it has always been an 

essential part of foreign language teaching. It is considered as a prominent skill that language 

learners need to master as an essential constituent of their academic and professional life. Yet, 

developing students‟ writing achievements seems challenging since the majority of EFL 

learners view writing as a complex process. 

Although many students‟ succeed in expressing ideas, they still encounter many other 

difficulties. The major ones might be in constructing complete correct sentences; i.e., in using 

verb tense and in choosing appropriate words accurately. Students do not know what to do to 

overcome such problems and to improve their writing accuracy. One of the strategies that 

might be used in teaching the writing skill is implementing written corrective feedback as it 

gives students more opportunities to uncover their writing errors and use the language 

accurately which may result in producing an accurate output.    

In this research, it is attempted to know first year LMD students and written expression 

teachers at L‟arbi Ben Mhidi University‟s attitudes towards the effectiveness of using written 

corrective feedback on students‟ writing accuracy.  

2. Aim of the Study 

The aim of the present study is mainly to investigate teachers‟ and students‟ attitudes 

towards the effectiveness of written corrective feedback on students‟ writing accuracy .In 

other words , this study investigates from both teachers‟ and students‟ perspectives whether  
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written corrective feedback  has a significant role in improving students‟ writing accuracy or 

not.  

The study may provide students with some insights into the importance of teachers‟ 

written corrective feedback and the role it plays in enhancing their writing accuracy. In 

addition to that, the results of this research may lead to a number of implications for teachers      

to help them develop and modify their feedback provision techniques in order to better 

students‟ writings. 

3. Research Questions 

The efficacy of teachers‟ written corrective feedback has been hotly debated giving birth 

to a great deal of theoretical studies. The questions which are raised in this research are: 

1)  What are teachers‟ attitudes towards the role of written corrective feedback in 

enhancing students‟ writing accuracy?  

2)  What are students‟ attitudes towards the role of written corrective feedback in 

enhancing their writing accuracy? 

4. Hypothesis 

On the basis of the above raised questions, we hypothesize that teachers and students 

have positive attitudes towards the impact of written corrective feedback on enhancing 

students writing accuracy.   

5. Research Methodology 

To answer the above mentioned questions and to meet the previous aims, a descriptive 

study is conducted in which two questionnaires were administered. The questionnaires were 
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administered to both teachers and students at L‟arbi Ben Mhidi University to investigate their 

attitudes regarding the role of written corrective feedback in enhancing students‟ writing skill.  

6. Structure of the Study 

The dissertation is composed of two main chapters: a theoretical chapter, and a practical 

chapter.  The first chapter includes a theoretical description of our variables while the second 

one is devoted to the description of the research tools and methods used and the analysis of 

the results obtained.   

Concerning the first chapter, a number of insights into the writing skill are mentioned, 

including: definition(s) of writing, its stages, aspects influencing it, and the teacher‟s role in 

this process. In addition to that, issues about the notion of feedback are also dealt with, like 

definition(s) of feedback, its types, its significance, and its importance in relation to the 

writing skill.  

The second one is devoted to describe the sample and the research tools i.e., the teachers‟ 

and the students‟ questionnaires, with their analysis. The data is analyzed quantitatively and 

qualitatively to see if the obtained results do confirm the hypothesis. 
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1.1.Writing in EFL Classes 

Introduction  

Writing is an integral skill of successful second language learning. It is a combination of 

process and product in which the process is the act of gathering ideas and working with them 

until they are presented in a comprehensible way to readers, and the product is the result of 

learners. Writing can also be defined as a communicative act, a way of sharing ideas and 

thoughts with ourselves and others. It is a tool of thinking in which students need a lot of 

information, ideas, and imagination. Writing is producing something in written form that can 

be read, performed and used by other people. To understand more, in this section we are 

dealing with writing‟s definition(s), process of writing, strategies to improve students‟  

writing, approaches influencing their writing, and teachers‟ role in the writing process. 

1.1.1. The Nature of writing 

Many years ago, the single definition people could provide to writing was the use of 

symbols and graphs to record speech. However,  Lounis (2010) explained that “ although the 

definition of writing, in general terms, includes the use of graphic symbols, it is by no means 

limited to this narrow sense as it also refers to the process through which a piece of written 

language is produced”(p.8) . 

The writing process is defined by White and Arndt (1991, p.3) as follows: “Writing is far 

from being a simple matter of transcribing language into written symbols: it is a thinking 

process in its own right. It demands conscious intellectual effort which usually has to be 

sustained over a considerable effort of time”. Knowing how to write entails as a prerequisite 

knowledge of other skills as Nation (2009, p.114) puts it; “Writing is easier if learners write 

from a strong knowledge”.  
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Many researchers, mainly Canal and Swain (as cited in Nation, 2009) claim that the L2 

writing activity requires the writer to have a set of competences including: Grammatical 

Competence, Discourse Competence, Sociolinguistic Competence, and Strategic Competence. 

By describing these competences as the minimum knowledge that every writer should at least 

have, Canal and Swain‟s suggestions went in line with what Coffin et al (2003) and Nation 

(2009) proposed; which is writing is a hybrid skill that can be prepared for effectively from 

other skills. 

Grabe and Kaplan (1996) viewed writing as the process a writer goes through towards the 

production of meaningful texts. They approach writing from the rhetorical triangle: the writer, 

the audience, and the text itself. The writer is the text producer; the audience is the reader or 

the recipient of the written product; the written text is the result of some cognitive activities 

the writer processes. The meaning of any piece of writing for them can be arrived at by 

considering these three aspects altogether. Grabe and Kaplan‟s claim; that writing is meant to 

be meaningful and functional, is supported as well by Li Waishing (2000) saying that “writers 

need to pay attention to writing as communication of meaning and treat writing as a goal-

oriented activity.” So writing is a process students go through to generate units of meaning 

with a particular communicative purpose.  

The activity of writing is of an intrinsic value and one which writers go through for 

several goals. Grabe (2000) suggested some summarized possible writing purposes as:  

- Writing to control the mechanical production aspect.    

- Writing to list, fill-in, repeat, and paraphrase.  

- Writing to understand, remember, summarize simply, and extend notes to oneself.  

- Writing to learn, solve problem, summarize, and synthesize.  
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- Writing to critique, persuade, and interpret.  

- Writing to create an aesthetic experience, to entertain. 

The presentation of these purposes in this particular order does not suggest any order of 

importance as it does not implicate a continuum of difficulty. Yet, it does imply that behind 

the process of writing that writers plunge to toward a final product, there are three broad 

purposes. Reinforcing and augmenting already acquired knowledge is the first purpose. The 

second one is to communicate with a focus on writing as a skill itself not as an adjunct to 

other skills. And a final purpose where writers set both their ideas and pens free to produce 

texts of artistic nature. So, both human knowledge in language and mastery of communication 

are enriched by writing (Birsh 2002).   

In sum, writing in the EFL context is a skill that requires the acquisition of a set of 

competences and the use of graphic codes to transfer ideas into written texts. Writers go 

through complex processes to achieve a number of purposes. In addition to that, the idea 

saying that the good writer is the one who is born with the ability to write is a mistaken one. 

Many good writers could develop this skill through practice and effective formal teaching.  

1.1.2. Stages of writing 

The process of writing goes through several stages to end up with the final product. These 

stages differ from one theorist to another. But they seem to underlie the same cognitive and 

metacognitive processes involved in the production of written prose, whatever divisions are 

suggested, and whatever names are given. However, writing is not necessarily a linear act 

moving from one stage to the next following a certain strict order, the stages of writing are 

better to be thought of as recursive since writers can move freely from one stage to another.  
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The most suggested stages are Planning, drafting, revising, editing, and final draft. They 

are explained as follows: 

1.1.2.1. Planning 

Planning is the first phase of the writing process when students brainstorm, search, gather 

and outline ideas often using diagrams for mapping out their thoughts. In planning, they try to 

foresee what they want their final text to look like focusing on three main issues, explained by 

Pikky (2017): 

 1) The purpose of their writing skill since it will influence not only the type of the text 

they wish to produce, but also the language they use and the information they choose. 

           2) The audience they are writing for. 

 3) The content structure of the piece of writing, that is how best to sequence the facts, 

the ideas or arguments which will be included.    

1.1.2.2. Drafting 

Drafting occurs when students put their ideas into sentences and paragraphs. Here they 

concentrate upon explaining and supporting their ideas fully. Regardless of how much 

thinking and planning they do, the process of putting their ideas in words changes them. Often 

the words they select evoke additional ideas or implications. From here, the first version of 

the piece of writing comes. As the writing process proceeds into an editing, a number of drafts 

may be produced on the way to the final versions (Richards, 2002). 

1.1.2.3. Revising 

In this third stage, the student goes further during the drafting step. Students review, 

modify, and reorganize their work by rearranging, adding, or deleting   content, and by 
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making the tone, style, and content appropriate for the intended audience. McDonough (2005) 

viewed this stage as the starting point for the writer to generate ideas and activate his thinking 

to collect as much ideas as possible. Therefore, it is a phase of the writing process that 

improves the draft (McDonough, 2005).     

1.1.2.4. Editing 

At this point in the writing process; after the students produce a draft, they usually read 

the result of the draft to see where it works and where it does not work. Here writers 

proofread and correct errors in grammar and mechanics, and edit to improve style and clarity. 

Having another writer‟s feedback in this stage is helpful (Pikky, 2017). 

1.1.2.5. Final draft  

In this last step of the writing process, writers produce their final revision after editing the 

previous drafts. This may look considerably different from the original plan and the first draft 

because things change in the editing process. But the writer is now ready to send the written 

text to its intended audience (Pikky,2017). 

1.1.3. Approaches to Teaching Writing 

Historically speaking, second language (L2) writing did not get much interest as a 

subfield in Second Language Education and Foreign Language Teaching until the 1960‟s. 

Researchers in this realm turn their attention to this side recognizing at the same time its 

importance not just in ESL/EFL classroom context, but it goes beyond these limits to 

represent a vital skill that energizes our daily life from different perspectives. But recently, 

attitudes towards this subfield took new dimensions, especially with the technological 

progress such as: writing e-mails and business overseas that gave birth to the emergence of 

“Direct Tests of Writing” as it is acknowledged by Reid (1993). 
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Yet, even though L2 writing becomes a well-known subfield, it is still treated with less 

interest because EFL teachers and researchers focus strongly on Oral Communication 

Proficiency rather than Written Communication. Therefore, EFL teachers try to search for 

best approaches and methods that suit their students‟ needs in EFL classrooms. The result of 

long research in 1960‟s led to the emergence of a great number of approaches and methods of 

teaching. Although none of these approaches can be considered as ideal, they have all proved 

to be successful in one period or another (Raimes, 1991).  

1.1.3.1. Product-oriented Approach 

The product-oriented approach is an approach to teaching writing that focuses on 

students' final production, that is, the text they are asked to produce. This approach has its 

origin in the traditions of rhetoric and focuses its study on model texts in order to make 

students aware of the text feature. There is an enhanced importance to the end product 

through this approach, and this affects the way a product writing lesson is staged. Students are 

not required to generate and brainstorm ideas as thoroughly as they do in the  process of 

writing, instead, they spend more time analyzing and practicing the main features of the text 

genre they are supposed to write ( Zakime, 2018).A product writing lesson usually follows the 

stages below: 

1.1.3.1.1. Model Text  

The first stage of the product writing lesson involves exposing students to a model text of 

the genre they are supposed to produce. After reading the model text, learners analyze the 

main features of the specific type of text in relation to content, lexis, grammar and so on.  

Teachers tend to privilege the product-oriented approach when the genre being worked with 

has fixed conventions. It is easier to draw students' attention to them (Zakime, 2018). 
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1.1.3.1.2. Controlled Practice  

On this stage, students need to practice the key generic features after identifying them in 

the previous stage to feel confident to produce their texts. The practice stage might involve 

several types of activities such as filling the gaps activities, true or false, finding the mistakes 

in a text, etc. This will depend on what aspect of the text learners need more practice on 

(Zakime, 2018). 

1.1.3.1.3. Organizing Ideas  

Now it is time for students to start thinking about the text they are going to write. They 

can work collaboratively during this phase to generate ideas and take notes on what they 

would like to include in the text and the appropriate language to use to produce their work. 

The teacher's role here is to provide support, give feedback, and assist with emergent 

language. Peer support might also be very helpful during this stage. 

1.1.3.1.4. Final Product  

In this last step, students produce their own texts. The product-oriented approach does not 

foresee the composition of multiple drafts, but it is still essential that the teacher provides 

learners with feedback on their productions. 

1.1.3.2. Genre-oriented Approach  

The genre approach to writing took place in different parts of the world. Some researchers 

considered it as a type of or an extension to the product-based approach whereas other L2 

researchers deem it as a distinct paradigm in the teaching of writing. This approach focused 

on “teaching particular genres that students need control of in order to succeed in particular 

settings” (Parltridge, 2004). According to some researchers, this approach to teaching writing 
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consist of three phases: (1) the target genre is modeled for the students, (2) a text is jointly 

constructed by the teacher and students, and (3) a text is independently constructed by each 

student. In this genre approach, the teacher‟s role was more or less the same as in the product 

based approach with his feedback occurring on the final text and limited to the correction of 

grammatical shortcomings.   

1.1.3.3. Process-oriented Approach  

The process based approach to teaching writing emerged from the coupling of two parent 

theories: cognitivism and expressivism. It was an approach to writing where language learners 

focus on the process by which they produce their written products rather than on the products 

themselves. The foci of this orientation were indicated by Hyland (2003, p. 10) as follows, 

“The process approach to teaching writing emphasizes the writer as an independent producer 

of texts, but it goes further to address the issue of what teachers should do to help learners 

perform a writing task.” In other words, by adopting this approach in the writing classes, 

teachers come to consider what their students can write, pay more attention to how these 

students  approach the writing task moving through different stages of writing, and offer the 

writers opportunities to improve their writing through providing effective feedback and 

allowing time for revisions. Learners can achieve their writing goals through this process by 

using different techniques such as: brainstorming, planning, multiple drafts, peer collaboration 

etc., as suggested by Hyland (2003).    

1.1.4. Writing Accuracy 

Accuracy refers to how correct learners' use of the language system is, including their use 

of grammar, pronunciation and vocabulary. In other words, it is the application of accurate 

grammar in producing any piece of writing. Many studies; such as Johns (1997), made it clear 
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that after having studied English as well as academic writing for years, non-native students 

still experience a great deal of difficulty in their writings. So, they should aim to continuously 

improve their writing accuracy in order to make their writings as readable and efficient as 

possible. 

Celce-Murcia (1991) and Schmidt (1994) reasonably argued that for academically 

oriented and advanced L2 learners, grammar instruction is essential if they are to achieve their 

educational and professional goals. In other words, they emphasized the importance of a 

reasonable degree of grammatical accuracy in academic writing. But a large number of 

detailed studies, including Ellis (1990); Hinkel (2002), and Schmidt (2001) demonstrated that 

attaining academic L2 proficiency is not by merely exposing students to L2 vocabulary, 

grammar, discourse and formal written texts; which means that exposure to the input is not a 

guarantee for language acquisition. Schmidt (2001) proposed the noticing hypothesis to 

emphasize that only items in linguistic input that are attended to by language learners are 

likely to be acquired. 

Chang and Swales (1999) investigated specific discourse and sentence-level writing skills 

of highly advanced non-native speaker students. They indicated that even advanced non-

native speakers when exposed to a good amount of reading and experience with writing in 

academic contexts neither become aware of linguistic features of academic writing nor attain 

the necessary writing skills. They concluded that explicit instruction in advanced academic 

writing and text is needed. 

However, Reid (1993) found out that the predominant method of instruction in the 

teaching of L2 writing mainly remained focused on the writing process, and the product of 

writing is seen as secondary to the writing process. Therefore, Hinkel (2004) mentioned that 

issues of L2 grammar, lexis, and errors are addressed only as needed in the context of writing, 
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and L2 writers with high proficiency levels are exposed to texts and discourses to learn from 

them and acquire L2 grammar and lexis naturally. 

1.1.5. Aspects Influencing Students’ Writings 

As Tayeb (2013) found through the analysis and interpretation of different students‟ 

writings, students have many common writing difficulties. The major ones are in constructing 

complete correct sentences; i.e., in using verb tense and in choosing appropriate words 

accurately. According to Tayeb (2013) there are many causes behind these errors from which 

we mention: the poor grammar knowledge, the negative transfer from L1, the limited 

vocabulary size, and the construction of ideas.   

1.1.5.1. Explicit Instruction Grammar  

Grammar is not the main aspect to have good writings. Yet, it will be very difficult to 

compose clear, logical and fluent paragraphs if a writer is incapable to write reasonably 

acceptable, simple and short sentences. So, an urgent need in upgrading students' basic 

linguistic competence is highly recommended. Explicit teaching of grammar points like types 

of sentences, sentence structures, word order and verb forms of some commonly used tenses 

are needed. Grammar teachers and written expression teachers need to get together in order to 

solve students' writing problems (Tayeb, 2013).   

1.1.5.2. Awareness of L1 Interference 

     "To use two languages familiarly and without contaminating one by the other is very 

difficult," said Samuel Johnson (as cited in Tayeb, 2013). 

Negative L1 transfer/Mother tongue interference is another major cause of errors in 

students‟ English writings. The use of English is usually limited to the classroom. Yet, outside 
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the classroom students generally use different dialects. When they come to write, they usually 

have ideas in Arabic and they try to translate. Unsuccessful translation usually results in 

writing errors. Switching interactively between first and second language has been recognized 

as one of the major problems of L2 writing. According to Wang‟s (as cited in Tayeb, 2013) 

findings, less proficient L2 learners are the ones expected more frequently to perform such 

interference to their L1 than more advanced learners. Teachers can help students become 

aware of interlingual errors by highlighting the structural and lexical rules of English (Tayeb, 

2013).  

1.1.5.3. Vocabulary Learning     

One problem in writing to the majority of students is attributed to not finding appropriate 

words to express their ideas. It is essential for students to acquire the most frequently used 

words and reading is the best solution to this problem.  Learners, according to what have been 

synthesized through their writings, are poor in vocabulary. Consequently, lots of extensive 

reading is to be recommended. It is evident that class teaching of grammar and vocabulary is 

necessary but insufficient to bridge the gap due to the limited class time. So, free voluntary 

reading should be emphasized as a part of developing writing ability (Tayeb, 2013). With this 

strong link between reading at the service of writing, Krashen (1984) came with the remark 

that reading is good for language acquisition, as it promotes better spelling, better writing 

skills, higher reading comprehension, and a more advanced vocabulary.  

1.1.5.4. Construction of Ideas  

Without well-written paragraphs that give the logical flow of ideas and that inform and 

help support in some meaningful way the central research problem being investigated, papers 

will not be viewed as credible. Based on previous findings, we may assert that learners‟ poor 



16 

 

achievement in writing is attributed to the lack of sufficient training and practice. To learn 

through writing, students must train and practice more in their free time. So, increasing the 

number of assignments would be very useful. Therefore, our EFL learners do not need more 

work with language but rather with writing, and writing is acquired through practice. It is an 

activity that improves through practice (Andrews, as cited in Tayeb, 2013).  

1.1.6. Teachers’ Role in the Process 

Focusing on the teacher's role in helping students when writing and expressing 

themselves clearly, concisely, and accurately is central in improving their writing skill. The 

teacher‟s main role shifts from being the source of authority to that of facilitating the learning 

task where s/he helps students in producing well-structured compositions by teaching them a 

step by step process approach. As Hyland (2003) argued, “The process approach to teaching 

writing emphasizes the writer as an independent producer of texts, but it goes further to 

address the issue of what teachers should do to help learners perform a writing task.” In his 

book „How to Teach Writing‟, Harmer (2004) identified five roles for teachers of writing, 

which are: teacher as demonstrator, as motivator, as supporter, as responder, and as evaluator. 

The last two teacher tasks are grouped under one category „feedback provider‟ in another 

book that he wrote (Harmer, 2000). Harmer (as cited in Lounis, 2009, p.20) believed that, 

Giving   feedback  on  writing  tasks  demands  special   care. 

Teachers should respond positively and encouragingly to the 

content  of  what  the  students have written. When  offering 

correction, teachers  should  choose  what and  how  much to 

focus on based on what students need at this particular stage 
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of their studies, and on the tasks they have undertaken. 

1.1.7. Assessing Writing 

For assessing writing, there is an instrument called rating scale rubric. 

According to Weigle (2002), there were three types of rating scales which are 

primary trait scales, holistic scales, and analytic scales. They are explained as 

follows:  

1.1.7.1. Primary Trait Scales 

Primary trait scales are important in understanding how well students can write 

in a narrowly defined range of discourse. Here, the rating scale is defined with 

respect to the specific writing assignment and writings are judged according to the 

degree of success with which the writer has carried out the assignment (Weigle, 

2002).   

1.1.7.2. Holistic Scales  

This holistic scale is designed to focus readers‟ attention on certain aspects of 

writing. In a holistic scoring session, the end product of the student is read quickly 

and then judge against a rating scale, or scoring rubric that outlines the scoring 

criteria. The scale used in the TOEFL writing tests is one example of holistic soring 

rubric (Weigle, 2002).    

1.1.7.3. Analytic Scales  

 In this analytic scoring rubric, writings are rated on several aspects of writing 

or criteria rather than giving a single score. These writings might be rated on several 

features such as content, organization, vocabulary, grammar and so on, depending 
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on the purpose of the assessment. This rating scale is the scale that is most used to 

assess descriptive texts (Weigle, 2002).    

Conclusion 

In a word, writing is a very important skill for EFL students to master in order 

to communicate effectively. It is a complex process that allows writers to explore 

thoughts and ideas, and make them visible and concrete. Writing is a process of 

producing a sequence of sentences arranged in particular order and linked together 

in certain way. Hence, in order to enhance learners‟ writing accuracy SLA 

researchers have suggested some techniques. In the next section, we tackle teachers‟ 

written corrective feedback as one important technique that contributes in enhancing 

EFL students‟ writing accuracy.   
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1.2. Written Corrective Feedback 

Introduction 

Feedback can be defined as the critical assessment provided by an agent on information 

produced. It is an important topic in L2 writing development. Corrective feedback is a 

technique applied in language pedagogy in order to enhance EFL students‟ writing accuracy. 

So, this section is going to tackle the definition of feedback in addition to its importance. 

Then the different sources of feedback will be explained in detail. After that, the two main 

types of feedback, which are: the direct and the indirect feedback will be dealt with. Some 

studies arguing the effectiveness of teachers‟ WCF will be mentioned briefly. In the end, this 

section will be devoted to the amount of WCF that teachers should provide and the choice of 

errors to correct according to some researches.    

1.2.1. Definition of Written Corrective Feedback 

To have a good starting, we would start by providing some general definitions of the term 

„Corrective Feedback‟.  

Chaudron (as cited in El Tatawy, 2002) claimed that the word CF can have several 

meanings. In his opinion, “treatment of error” is a term that means simply “any teacher 

behavior following an error that minimally attempts to inform the learner of the fact of error” 

(p.150). It means that through showing students errors, the teacher responds to their 

productions.  

Lightbown and Spada (1999) described feedback as: 

                      Any  indication  to  the  learners  that  their  use  of  the  target 

                      language  is incorrect. This includes various responses that the 
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                      learners receive. When a language learner says, “He go to school 

                      every day”, corrective  feedback  can  be  explicit , for example , 

                     “no, you  should  say  goes,  not go”  or  implicit “Yes he  goes  to 

                      school every day”  and  may  or  may  not  include metalinguistic 

                      information, for example, “Don‟t forget to make the verb agree 

                      with the subject”. (p. 171-172 as cited in El Tatawy, 2002) 

 As explained in the previous quote, teachers may respond to their learners‟ errors in three 

different ways: explicit, implicit and may or may not contain metalinguistic explanation. 

Schachter (as cited in El Tatawy, 2002) stated that there are three terms used in the three 

fields of language teaching, language acquisition, and cognitive psychology which are: 

negative evidence, negative feedback, and corrective feedback. The term feedback is defined 

as teachers‟ data to a writer‟s written production in the form of input to be used for revision 

and explanation (Keh as cited in Mohamed, 2013).  

WCF, therefore, refers to a reader‟s various responses to the second language writer‟s 

production by indicating that some usage in the writing process does not go with the roles of 

the target language. In a foreign language setting, “Teacher response and evaluation are 

typically the principal means by which l2 learners measure their progress as writers” 

(Hedgcock & Lefkourtz, 1994, p. 1). Hence, foreign language learners can have an idea about 

where they stand in the writing accuracy scale through the WCF received. 
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1.2.2. Significance of Written Corrective Feedback 

Feedback is valuable information that helps in improving writing skill. Instructors spend 

a lot of time providing feedback to students. Yet, some students still do not know why 

feedback is important and how to use it.  

Raihany (2014) claimed that feedback plays an important role in motivating learners‟ 

further learning as it informs them about the result of their learning or their needs for 

improvement. She said that it is essential, as well, for improving teaching and learning by 

identifying both teachers and students own strengths and weaknesses. It helps teachers in 

finding out to what extent they have been successful in their teaching as it informs them about 

what they need to do to make their teaching more effective. Feedback also provides 

opportunities for learners, mainly EFL learners, to know what they need to do in order to 

improve. In other words, it influences their learning (Brown, 1994). 

Based on what has been explained by Raihany (2014), we conclude that EFL students 

need feedback to help them improve their performance of learning tasks, including writing 

tasks. EFL students need feedback to help them improve their writing because feedback on 

students‟ compositions is an essential aspect of any EFL writing course. This means that 

“teachers must learn  to provide constructive feedback which aims to help students not only to 

understand specific problems with their writings but also to develop a critical approach that 

can be applied in their future writing situations” ( Raihany, 2014, p.92).   

To sum up, several drafts and revisions are really needed for good writing, and good 

communication between teachers and students is also required. How the teachers respond to 

students‟ writing will affect students‟ subsequent performances, and how the teachers might 

respond to the students‟ writing encourages improvements in their writing (Raihany, 2014). 
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1.2.3. Sources of Written Corrective Feedback 

Providing student writers with feedback on their written productions can be achieved   

through different techniques. In other words, there is no single way for providing feedback on 

students‟ writings, nor the teacher is its only source. Feedback, therefore, falls into different 

types according to whom it is given and how. Conferencing, peer feedback, self-assessment, 

and teacher‟s written comments are the most common feedback types cited in many 

researchers‟ works, like: Zamel(1985); Ferris(2003); Hyland(2003); Harmer(2004). In this 

part of the study, we briefly discuss these above mentioned types of feedback with a focus on 

the last category since it represents the main concern of this research.  

1.2.3.1. Conferencing 

The word Conferencing (also referred to as oral or face-to-face feedback) refers to the 

one-to-one consultation between the teacher and the student during the evaluation of a 

composition (Cohen, 1990). It is one way of responding to students‟ writings in which a two 

part conversation between students and their teachers takes place in order to discuss and deal 

with written products. To have a successful writing conference, writers should not play the 

role of passive recipients, but they should be active participants in such a conversation as 

well. This can be achieved by giving them a chance to discuss, negotiate and ask questions 

about their writings‟ strengths and weaknesses (Hyland, 2003).  

The teacher‟s role in this interaction is a contributor in the writing process rather than an 

evaluator or a grade-giver. The teacher or any other reader and the writer should work 

together on what the writer has written in order to clarify the writer‟s intentions, purpose and 

meaning. 
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The conferencing method is regarded by several researchers, including Zamel (1985), as 

the most advantageous method for providing EFL learners with feedback. One of its main 

advantages is that it helps in building an important interaction between the teacher and the 

student which allows for more accurate feedback. Another advantage is that it helps in raising 

the amount of students‟ self-esteem and builds their confidence to write through showing 

appreciation in their ideas (Duke, 1975).   

However, with all those advantages, this method has also some disadvantages. This 

method cannot be applied in large classes since it may take a lot of time especially when 

giving participants the freedom to talk as long as they want. Also, when teachers‟ questions 

are not clear to students, it will take some time explaining questions and so on. In addition to 

that, it requires students to master both the aural and oral skills to be able to understand the 

teacher's feedback content and discuss it as well (Hyland & Hyland, 2006). 

1.2.3.2. Peer Feedback  

Peer feedback is a practice where feedback is given by one student to another. It may be 

referred to by many terms such as peer evaluation, peer critiquing, peer editing, or peer 

response.  It involves providing opportunities for students to comment and reflect on the 

content, ideas and concerns of a peer partner‟s work. In other words, peers should look for 

missing details, ask questions about parts that are confusing, and praise what they enjoyed in 

each other‟s production. Ideally, peer feedback is a two-way process in which one cooperates 

with the other.  

According to some researchers, peer feedback is beneficial in many classroom settings. It 

is said that it reduces students‟ anxiety in the classroom and raises their learning motivation 

(Topping, 1998). Also sharing opinions with peers is helpful in building and increasing one's 
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confidence in which expressing one‟s thoughts requires that (Hendrickson, 1980). In addition 

to that, some researchers consider peer feedback as an effective technique for the development 

of the students' writing.   

However, peer feedback is problematic in L2 settings. L2 students may find it hard to 

judge the validity of their peer‟s work (Leki, 1990), and some students ignore their peers‟ 

comments and do not take them into consideration when revising their drafts because they 

mistrust their knowledge of the L2 since they are also learners with limited knowledge about 

the language (Hyland, 2003).   

1.2.3.3. Self-assessment  

Self-assessment is a valuable learning tool as well as part of an assessment process where 

students are involved in evaluating their own work and learning progress. It aims at 

developing the students‟ ability to critically read and judge his/her own writing and 

consequently learn how to improve it. 

Cooper & Odell (1977) stated that self-evaluation process helps students in evaluating 

their learning progress. Through self-assessment, students can identify their own skill gaps 

where their knowledge is weak. So, it shows them where to focus more. And for good writing, 

it can be essential about self-assessment since the student‟s end work is the result of many 

rounds of revisions based on self-assessment of earlier drafts. 

However, with students evaluating themselves, teachers may feel uncomfortable thinking 

that they are losing the authority in class. Also, for students, this can make them anxious   and 

claim for the teacher to be in charge of giving them grades. So, using self-assessment 

interchangeably with other evaluation procedures may overcome some of its problems.  
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1.2.3.4. Teacher’s Written Feedback  

Teachers‟ written feedback can be defined as the teachers‟ comments, corrections, 

questions, and suggestions provided for students on their writings. It is the most common 

form of feedback students receive on their work. Yet, it is a complex area of study.  

Some researchers (Ferris & Roberts, 2001; Ferris, 2003) believed that teachers‟ written 

feedback is the most preferable type of feedback for students, and crucial to their writing‟ 

improvement. However, others like Hyland and Hyland have questioned its usefulness. 

Hyland and Hyland (2006) argued that teachers‟ written feedback is “frequently 

misunderstood, vague, inconsistent and authoritarian, overly concerned with error and often 

functioning to appropriate, or take over, student texts by being too directive” (p. 84).  Thus, 

because of these contradictions about the value of such feedback and its effects, this study is 

carried out.  

1.2.4. Types of Written Feedback 

In order to improve students‟ language accuracy in their writing tasks, written expression 

teachers usually use written corrective feedback. Experts of second language (L2) writing 

stated that WCF plays a significant role in language accuracy development because it is 

related to the development and improvement of students‟ accuracy in second language 

writing. According to Bitchener and Ferris (2012), there are two main categories of WCF, 

direct and indirect WCF. 

1.2.4.1. Direct WCF 

A feedback strategy usually used by teachers is direct feedback. Direct feedback means 

providing students‟ with the correct forms or the correct linguistic structures of the target 

language to their faulty sentences (Ferris, 2006). It is usually given by teachers, upon noticing 
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a grammatical mistake, by providing the correct answer or the expected response above or 

near the linguistic or grammatical error (Bitchener et al., 2005). This type of feedback is 

advantageous in which it provides students with explicit information about the correct form. 

Direct feedback may be more appropriate for beginner students, or in a situation when errors 

are „untreatable‟ or that are hard to be self-corrected by students such as sentence structure 

and word choice, and when teachers want to direct student attention to error patterns that 

require student correction (Lee, 2008). Bitchener (2008) stated that this type of correction 

takes different forms such as: 

1- Cross-Outs: When the teacher omits the wrong addition from students‟ written 

production. 

2- Rewrites: When the teacher rewrites the target structure providing the correct spelling 

on students‟ written production. 

3- Additions: When the teacher adds the missing word on students‟ written production. 

1.2.4.2. Indirect WCF  

Indirect feedback is a strategy of providing feedback usually used by teachers to help 

students correct their errors by indicating an error without providing the correct form (Ferris 

& Roberts, 2001). It takes place when teachers only provide indications of errors which make 

students aware that an error exists, but they do not provide the students with the correction. In 

doing so, teachers can provide students with general clues about the location and nature or 

type of an error by providing an underline, a circle, a code, a mark, or a highlight on the error, 

and ask the students to correct the error themselves ( Lee, 2008).  There are several types of 

indirect WCF grouped according to the clues used. 
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Table 1 gives some examples of the main types of indirect feedback as explained by 

Robb et al (1986):  

Table 01 

 Robb’, Ross’, and Shortreed’s different types of indirect feedback (Robb et al, 1986).  

Indication of 

error type    

Indication of error 

location  

Example  

Inexplicit 

Uncoded 

Correction  

The number of errors(if 

present)in each line is 

indicated in the margin 

next to that line  

 I know with perseverance I be able to                                                                                                                                                                             

achieve my goals. People say I am 

quite    mature………… (1)   

Explicit 

Uncoded 

Correction  

The error is indicated via 

underlining,circling, 

highlighting, etc.  

I know with perseverance I be able to 

achieve my goals. People say I am quite 

mature.  

Inexplicit Coded 

Correction   

The type of error( if 

present) in each line is 

indicated in the margin 

next to the line  

I know with my perseverance I be able to 

achieve my goals. People say I am quite 

mature………….Gr   

Explicit Coded 

Correction  

The error is indicated via 

underlining, circling, 

highlighting, etc. with its 

type.  

I know with my perseverance I be
Gr

 able 

to achieve my goals. People say I am 

quite mature.  

Through indirect feedback, students are cognitively challenged to reflect upon the clues 

given by the teacher (Pollar, 1990). Students can then relate these clues to the context where 

an error exists, determine the area of the error, and correct the error based on their previous 

knowledge. It enhances students‟ engagement and attention to forms and allows them to solve 

those problems which many researchers agree to be beneficial for long term learning 

improvement (Ferris, 2003). This makes indirect feedback more superior to direct feedback as 

it engages students in the correction process.  
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1.2.5. Typology of WCF 

1.2.5.1. Ellis’s Typology of WCF  

In order to understand the term WCF well, Ellis (2008) stated that knowing its different 

types will contribute effectively in promoting better comprehension of the WCF. Therefore, 

he presented five basic strategies of WCF in his typologies, which are:   

1.2.5.1.1. Direct WCF 

In this type, students are provided with the correct form of their mistakes by teachers. It is 

considered as the explicit guidance about how to correct their own errors. Direct WCF can 

take different forms including crossing-out, inserting, and re-writing (Ellis, 2008). 

1.2.5.1.2. Indirect WCF 

The teacher adopts this type of WCF, according to Ellis, when he indicates and locates 

the students‟ errors without supplying the correct form. The indirect WCF can be applied 

using different markers such as highlights, circles, underlining…(Ellis, 2008). 

1.2.5.1.3. Metalinguistic WCF 

The metalinguistic WCF occurs when students are provided with some kind of explicit 

comment about the nature of the error. This kind of WCF can be done either through the use 

of error code, abbreviation labels for the type of error placed in the margin, or the brief 

grammatical descriptions of the errors that have been numbered in the text and then explained 

at the end (Ellis, 2008) 
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1.2.5.1.4. Focused Vs. Unfocused WCF 

During the correction process, teachers may elect to correct specific error types selectively 

and this type is regarded as focused WCF; as they may correct all of the students‟ errors 

without focusing on one specific type and here they will be using unfocused WCF. However, 

the focused WCF may prove to be more effective and beneficial for students (Ellis, 2008). 

1.2.5.1.5. Electronic WCF 

This type is regarded when the teacher provides students with assistance in their writing 

process. This assistance can be reached by the use of software programs. In other words, the 

teacher provides a hyperlink to correct usage in an electronically submitted document (Ellis, 

2008). 

1.2.5.1.6. Reformulation  

This technique of WCF came out from “the reconstruction” procedure of error analysis. It 

involves a teacher rewriting the student‟s text, keeping the same content and ideas, so as to 

make it as native-like as possible (Ellis, 2008). 

1.2.5.2. Sheen’s Typology of WCF 

Sheen (2011) stated that there are seven basic categories of WCF all together:  

1.2.5.2.1. Direct Non-Metalinguistic Written Correction 

It is the direct correction of the student‟s error by for example crossing out the error and 

replacing it with the correct word (Sheen, 2011).  
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 1.2.5.2.2. Direct Metalinguistic Written Correction 

In this type, the teacher corrects the error and provides a written explanation for it (Sheen, 

2011). 

1.2.5.2.3. Indirect Written Correction (Non- Located Error) 

Through this type of feedback, the teacher provides the student with an indication that an 

error has occurred without locating or correcting it; these indications are provided only in the 

margin (Sheen, 2011). 

1.2.5.2.4. Indirect Written Correction (Located Errors) 

Here, the teacher provides the student with an indication that an error has occurred and  

its location, but without giving the correct version (Sheen, 2011). 

1.2.5.2.5. Indirect Written Correction Using Error Code 

In this type, the teacher gives an explicit comment on the “nature” of the error in the form 

of abbreviations; without providing the correct version (Sheen, 2011). 

1.2.5.2.6. Indirect Metalinguistic Written Correction  

Similarly as the direct metalinguistic written correction, the indirect one provides a 

metalinguistic explanation to the error, but different in that it withholds the correct version 

(Sheen, 2011). 
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1.2.5.2.7. Reformulation       

This type includes the provision of a complete reformulation of the erroneous part in the 

text, not only linguistic errors but also writing problems in order to improve the whole 

accuracy of the text (Sheen, 2011). 

1.2.6. The Effectiveness of Teachers Written Feedback 

Giving feedback in the process of writing is important to improve students‟ writing 

quality (Brown, 2001). The importance of giving feedback on students‟ writing is equal to the 

importance of doing revisions and/or editing in the writing process. Feedback is a source of 

information that makes students‟ know their strengths and weaknesses in writing, and helps in 

improving them.  Feedback in the process of writing has been the concern of many 

researchers in second/foreign language writing, including Bitchener and Knoch (2010). 

Studies on the effectiveness of feedback on students‟ writing have been conducted, however, 

the research findings are still conflicting and inconclusive.  

Some studies show that there is no positive effect of feedback on students‟ writing 

quality. In writing courses, error correction or feedback has no place and it should be avoided; 

it is harmful because it diverts time and energy away from the more productive aspects of a 

writing program (Truscott, 1999, 2007). Truscott (1999) states that researchers and teachers 

should acknowledge that grammar correction is, in general, a bad idea until further research 

demonstrates that there are specific cases in which it may not be a totally misguided practice. 

Other researches (Truscott and Hsu, 2008) reveal that the corrections do not have effect on 

students‟ writing development. The improvements made during revisions are not evident on 

the effectiveness of correction for improving students‟ writing ability. 
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On the other hand, other studies reveal the opposite; that there is a positive effect on 

students‟ writings with the use of the corrective feedback. Corrective feedback on ESL/EFL 

students‟ writing is effective to improve their writing (Ferris, 1999; Bitchener et al., 2005). In 

his study,  Ferris (1999) claim that it is impossible to ignore corrections in general as it 

depends on the quality of the correction; if the correction is clear and consistent, it will work. 

Bitchener et al. (2005) found that providing students with feedback can improve their 

accuracy in writing. Students‟ writing accuracy can be improved with the use of the 

combination of written and conference feedback, especially at the levels of the use of the past 

simple tense and the definite article. 

1.2.7. The Amount of WCF to Provide 

There is always the possibility that too much feedback at one time might be de-

motivating even though L2 learners are usually expecting some, but in a clear and regular 

way. So, according to Bitchener and Ferris (2012), careful attention need to be paid to the 

amount of feedback that learners are/or will be provided with. A major question that is usually 

raised in order to decide how much feedback to provide is about whether WCF should be 

focused on certain targeted categories of errors, or it should be more unfocused and 

comprehensive.  

If the decision is to provide focused feedback, then the following step is to consider the 

number of targeted categories to focus on. Whereas, if the comprehensive correction is the 

one decided upon, then the step of the number of error categories to focus on is of less 

importance. Yet, such a decision cannot be taken unless the teacher has thought of the level of 

proficiency of the learners. It is proved that learners with high levels of proficiency, in one 

side, are the ones able to face much WCF. They have an amount of knowledge that enables 

them to cope with both focused and unfocused WCF as they have already developed high 
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levels of accuracy in using the items that are responded to. On the other side, learners of lower 

levels of proficiency can easily be overwhelmed with too much information to work on, even 

when they are not given much feedback. So, the amount of WCF to provide learners with 

depends on their proficiency level and the simplicity and complexity of the targeted linguistic 

forms. 

1.2.8. The Choice of Errors to Correct 

The question that has been raised for several decades and that has been problematic is 

about which errors to correct. While answering this question, researchers found that there are 

two separate issues: a) which errors should be corrected and b) whether corrective feedback 

should be focused or unfocused. 

Several studies have been conducted regarding which errors to correct. Corder (1967 as 

cited in Ellis, 2009) distinguished between the two concepts “errors” and “mistakes”. Errors 

are the results of lack of knowledge. They are considered as systematic deviations whereas 

mistakes occur due to the memory limitations and lack of automacity. A mistake is a 

performance reflecting processing unsystematic failures. Therefore, it is suggested for 

language teachers to correct learners‟ errors and not their mistakes.  

Burt (1975 a cited in Ellis, 2009) differentiated between global and local errors, in which 

they defined global errors as errors that affect and change the whole organization of the 

sentence and therefore its meaning, whereas the local ones are the minor linguistic deviations 

that do not affect the intended meaning. Thus, global errors are the ones that should be 

focused on by teachers.  

Finally, Ferris (1999; 2002 as cited in Ellis, 2009) differentiated between treatable and 

untreatable errors. She considered the non-idiomatic or idiosyncratic errors as untreatable 
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errors and classified errors in patterned and rule-governed features as treatable inaccuracies. 

CF would be useful when it is directed only to the treatable errors.  

Yet, all these proposals and answers to the first question are easy in theory but hard to be 

practiced. The distinction between errors and mistakes is not as strict as it has been 

introduced. Different teachers have different views concerning the seriousness of an error.  

The second issue relating to the choice of errors to correct is the selection process. As 

cited in Ellis (2009), Harmer (1983) and Ur (1996) recommend language teachers to focus 

attention on a few error types rather than addressing all the errors learners make. Hence, 

according to SLA researchers, focused correction is much more preferable than unfocused 

correction as it proved its effectiveness in improving students writing performance. 

1.2.9. Students’ view of Written Corrective Feedback 

Several studies have been conducted concerning students‟ opinions on written corrective 

feedback, and they have covered three main areas: (1) On what issues do students perceive 

their teachers focus when providing feedback? (2) On what issues do students think their 

teachers should focus when providing feedback? (3) What are students‟ specific preferences 

with regard to the form and scope of teacher-provided written CF? Early studies on student 

perceptions of teacher feedback (Cohn, Cohen & Cavalcanti, and Radecki & Swales as cited 

in Bitchener and Ferris, 2012) suggested that students view their writing teachers‟ feedback as 

a heavily focused feedback on grammar and mechanics concerns. After that, as process-based 

pedagogy began to be used in L2 writing courses (Brannon & Knoblauch, Sommers as cited 

in Bitchener and Ferris, 2012), students began reporting that their teachers‟ feedback covered 

a range of concerns (content, organization, mechanics, and vocabulary). With the use of this 
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approach to pedagogy and feedback students also seemed to react positively to feedback that 

covered all aspects of writing. 

A lot of other questions were posed to students in other studies about the type of WCF 

they prefer to receive; do they want to receive direct WCF, or indirect WCF? Do they want 

focused or unfocused WCF? The answers of these questions showed that students generally 

prefer comprehensive rather than selective correction. They prefer direct feedback on their 

errors because it requires less effort to deal with, but they believe that indirect feedback will 

help them most in improving their writing in the long term (Bitchener and Ferris, 2012). 

The summary of the studies that have examined student preferences regarding written CF 

suggested by Bitchener and Ferris (2012) is presented in the following table: 

Table 02 

Students’ views of Written Corrective Feedback.  

Type  Study/Studies  Findings  

Student perceptions about 

what teachers‟ feedback 

covers. 

Cohen (1987) Cohen and 

Cavalcanti (1990); Ferris 

(1995b); Montgomery and 

Baker (2007); Radecki and 

Swales (1988). 

Earliest studies (Cohen, 

1987; Radecki and Swales, 

1988) reported that teachers 

focused heavily on grammar; 

later studies reported a 

balance of teacher concerns 

in feedback.  

Students‟ preferences about 

written corrective feedback. 

Enginarlar (1993); Leki 

(1991); Ferris (2006); Ferris 

et al. (2010).  

Students believe strongly in 

the value of written CF; 

some prefer direct feedback 

but believe that indirect 

feedback (ideally coded and 

with explanations) is most 
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helpful for long-term 

improvement.  

Students‟ preferences about 

written corrective feedback 

versus content feedback. 

Cohen (1987) Cohen and 

Cavalcanti (1990); Ferris 

(1995b); Radecki and Swales 

(1988).  

Students want feedback both 

on ideas and on grammar; in 

some cases they thought 

grammar feedback was more 

important.   

 

Conclusion 

The conclusion that can be drawn from this literature review is that neither developing 

nor teaching the writing skill is an easy task. On one side, learning to write involves the 

development of a hybrid competence derived from knowledge of different language aspects. 

On the other side, teaching to write involves the provision of prompt, insightful, and useful 

feedback that contributes to learners‟ development of composition skills. However, the 

effectiveness of such teachers‟ written corrective feedback is still conflicting and 

inconclusive. So, the next chapter will be devoted to an investigation of teachers‟ and 

students‟ perspectives on the effectiveness of WCF in improving students‟ writing accuracy at 

the University of Larbi Ben M‟hidi, Oum El Bouaghi.    
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Introduction 

Chapter one of the present study was devoted to a review of the literature about writing 

and feedback with a specific focus on teacher‟s written comments. This chapter presents a 

report about the research tools and an analysis of the results opted from them.  This chapter is 

divided into two sections. The first section is devoted to describe the teacher‟s questionnaire 

(participants, description, and analysis) whereas the second section presents the students‟ 

questionnaire. This chapter also includes some pedagogical recommendations and suggestions 

for further research.   

2.1. Teachers’ Questionnaire 

2.1.1. The Sample 

The questionnaire was administered to ten teachers of written expression at the 

Department of English, University of Oum El Bouaghi. The participants were chosen 

randomly from the whole population of teachers; which was sixteen teachers for the academic 

year 2019/2020. An agreement was made between the researcher and the teachers concerning 

the setting where the questionnaires would be returned after completion. The selection of this 

sample has a significant benefit through providing us with reliable data that serve our topic. 

2.1.2. Description of the Questionnaire 

The questionnaire was designed in accordance with the literature reviewed in the first 

chapter of the present dissertation. It was addressed to teachers who taught and are currently 

teaching writing at El arbi ben M‟hidi University. 

This questionnaire includes nineteen questions. Some questions were of multiple choices, 

and others were open-ended ones. It is divided into three main sections.  
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Section One: Background Information 

This section contains three items (Q1-Q3).  It seeks to gather personal information about 

the teachers‟ gender, degree held, and work experience. 

Section Two: EFL Writing  

This section is composed of questions from four to eight. The first one (Q 4) investigates 

teachers‟ approaches to teaching the writing skill. The next question seeks to know their 

opinions concerning students‟ writing level, the most common writing problems that students 

face, and the possible procedures to overcome these problems (Q7). Question eight (Q8) deals 

with the possible opportunities that teachers give to their students in the writing class.  

Section Three: Usefulness of Feedback 

The focus of this section (Q9-Q19) is narrowed down to an inquiry into the usefulness of 

feedback. Question nine is related to the importance of using feedback in class, and on which 

draft it should be provided (Q10). Question eleven looks for teachers‟ opinions about the 

usefulness and benefits of feedback for EFL students, and the frequency of using it for 

making students redraft their writings (Q12). Then question thirteen (Q13) investigates the 

type of feedback mostly used by the teachers, and on the type of comments they do focus on 

(Q14), in addition to the opinions of teachers concerning the most effective type of feedback 

(Q15). After that we have question sixteen which investigates the way through which teachers 

comment on students‟ writings. Then question seventeen deals with the frequency of students‟ 

responding to the given feedback, and the reason behind their ignorance to that feedback 

(Q18). The final question (Q19) is related to the procedures used by teachers when dealing 

with their students‟ feedback ignorance.   
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2.1.3. Analysis of the Questionnaire 

Section One: Background Information (Q1-Q3) 

Question One: Gender  

a- Female                                        b- Male  

Table 03 

 Teachers’ Gender.  

Options  Number  Percentage  

a- Female   7 70% 

b- Male  3 30% 

Total  10 100% 

The return of the questionnaire was 100%. From the teachers who answered this 

questionnaire, 70%  were females and 30% were males as shown in table 03. 

Question Two: Degree(s)  

a- BA (License)                        b- MA (Magister)                c- PHD (Doctorate)  

Table 04 

Teachers’ Academic Degree. 

Options  Number  Percentage  

a- BA ( License) 0 0% 

b- MA (Magister) 5 50% 

c- PHD ( Doctorate)  5 50% 

Total  10 100% 
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The above mentioned table indicates that there is an equal percentage of 50% 

representing teachers with PHD Degree (Doctorate) and teachers with MA (Master/ 

Magistre). In the second position, we find that none of the teachers has a BA Degree 

(License). 

Question Three: Teaching Experience 

Table 05 

Teachers’ Work Experience. 

Options Number  Percentage  

a- [ 1-10[ 4 40% 

b- [10-20[ 5 50% 

c- [20-30] 1 10% 

Total  10 100% 

From the results mentioned above, we notice that there is a teacher who spent more than 

twenty years (exactly 30 years) in teaching English (10%). Five teachers have a teaching 

experience of more than ten years, and they represent the highest percentage with 50%. The 

rest four teachers have the shortest experience in teaching English that is less than ten years. 

Section Two: EFL Writing  

Question four: What type of approach do you use in teaching writing? 

a- Process-oriented approach  

b- Product-oriented approach  

c- Genre-oriented approach  
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Table 06  

Teachers’ Approach to Teaching Writing. 

Options  Number  Percentage  

a- Process-oriented 

Approach 

5 50% 

b- Product-oriented 

Approach  

3 30% 

c- Genre-oriented 

Approach  

2 20% 

Total  10 100% 

This question is a close ended one with multiple choices. It was designed to meet the first 

aim set for this dissertation: to examine teachers‟ practices in the writing class. As indicated 

in the literature review, each approach to teaching writing conveys a distinct understanding of 

the teacher‟s role in developing such a skill. Hence, not only are teachers‟ overall practices 

affected by the approach chosen but also their feedback, its nature, form, and focus.  

In response to this question, only 20% of the respondents chose the Genre-oriented 

Approach (option c) in which each piece of writing is viewed as an end-product allowing no 

time for feedback processing. While the respondents who chose the Product-oriented 

Approach (option b) in which teacher‟s feedback is paid lip service present 30%. The highest 

percentage was 50% and was scored by option (a): the Process-oriented Approach. The 

process approach to teaching writing unquestionably allows time for the provision of 

feedback and its implementation. These results are shown in table 06. 
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Question five: How do you consider your students‟ writing skills?   

a- Very good 

b- Good 

c- Average  

d- Below the average 

e- Poor  

Regarding the answers of the informants, we have the table below: 

Table 07 

Teachers’ Evaluation of Students’ Level of Writing Skill.  

Options  Number  Percentage  

a- Very good  0 0% 

b- Good  1 10% 

c- Average  6 60% 

d- Below the average  2 20% 

e- Poor  1 10% 

Total  10 100% 

We can see that the highest percentage of teacher‟s response 60% shows that students 

have an average level concerning the writing skills (option c) while other teachers (20%) 

consider their students‟  level in writing  below the average (option d), and 10% of teachers 

consider their student‟s as good writers (option b). In contrast to that, 10% of the teachers 

claim that students‟ writing level is poor (option e), and no one of the teachers find their 

students‟ writing very good (0%).  

Question six: What are the most common problems that your students face while writing?  
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a- Grammar mistakes  

b- Poor vocabulary  

c- Poor content/ideas  

d- Poor organization of ideas 

e- Interference of the mother tongue  

f- Others, please specify   

Table 08 

Teachers’ Evaluation of Students’ Common Writing Problems. 

Options  Number Percentage  

a- Grammar mistakes  9 90% 

b- Poor vocabulary  7 70% 

c- Poor content/ideas  4 40% 

d- Poor organization of 

ideas  

6 60% 

e- Interference of the 

mother tongue  

9 90% 

f- Mechanics  1 10% 

   

This question was a close ended one in which the researcher gave five choices to choose 

from. In addition to that, it had a second part which is an open ended one that enables the 

respondent to add any other suggestions he/she wants.  

In response to the question, all teachers opted for more than one choice. That indicates 

clearly that teaching writing is a difficult task as it requires teachers to deal with too many 
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problems in order to help learners develop adequate composition skills.  Teachers‟ feedback is 

highly influenced by such problems since the former is designed and oriented according to the 

later.           

As shown in table 08, the highest percentage is given to both option (a) and (e) which 

refer to grammar mistakes and interference of the mother tongue respectively as the most 

common problems encountered by students. After that, we have 70% and 60% given by 

teachers to poor vocabulary (option b) and poor organization of ideas (option d) respectively. 

Poor content/ ideas was the problem opted for by 40% of the teachers. At the end, we have 

another suggestion given by 10% of teachers that is mechanics (option f).  

Question seven: What do you do to help your students overcome their problems in writing? 

Table 09 

Teachers who Suggested Solution to Overcome Students Writing Problems. 

Options  Number Percentage  

a- Teachers who 

suggested solutions.    

9 90% 

b- Teachers who did not 

suggest any solutions.  

1 10% 

Total number   10 100% 

Question number seven is an open ended question that seeks to have some suggested 

solutions for students to overcome their problems in writing. As we can notice from table 09, 

nine teachers suggested solutions to overcome students‟ writing problems. The main solutions 

are as follows:  

- “I give them the necessary information and instruction; and ask them to revise their draft” . 
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-“I advise and encourage them to do extensive reading”. 

-“I provide them with some corrective feedback”.  

-“I do lots of practice on lots of topics”. 

-“I manage to use both the product and the process approaches and try to add some strategies I 

have developed like the metacognitive strategies”. 

Question eight: In writing about a particular topic, do you require your students to write 

multiple drafts? (Why/Why not) 

a- Yes 

b- No  

Table 10 

 Frequency of Teachers Requiring Students to Write Multiple Drafts. 

Options  Number  Percentage  

a- Yes  8 80% 

b- No  2 20% 

Total number  10 100% 

This question is a two-part question. The first part asks whether teachers require their 

students to write multiple drafts, or they do not which is a technique that emerged along with 

the Process Approach to teaching writing. The proponents of this technique acknowledged its 

contribution to writing improvement (Ferris, 2003). The second part of the question requires 

the teachers to justify their choices; Why/ Why not? The responses showed that 80% of the 

teachers said “Yes” to multiple drafts whereas 20% of them chose “No”, option b. 
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Following further analysis of the respondents‟ answers, it was found that 20% of the 

teachers who opted for “No” traced that to the lack of time experienced at L‟arbi Bn M‟hidi 

University. On the other hand, 80% of the teachers who opted for “Yes” and constituted the 

majority of teachers provided a wider range of the reasons behind their choice. Their answers 

could be grouped into the following categories: 

-Multiple drafts are necessary in the process since no one can achieve perfect writing from the 

first attempt.  

- Multiple drafts are useful in the sense that they give students the opportunity to review, 

revise and refine their composition. 

As a result, we can say that the majority of L‟arbi Bn M‟hidi university‟s teachers are 

aware of the importance and the usefulness of multiple drafts. One of the teachers said: “I 

believe that there is no final draft. It can always be improved”. Even teachers who were 

deprived from the use of multi-draft technique traced it back to the lack of time not to the lack 

of awareness of its importance.   

Section Three: Usefulness of Feedback  

Question nine: How is feedback provision important in the teaching of writing?  

a- Very important   

b- Important  

c- Moderately important  

d- Of little importance  

e- Not important 
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Table 11 

Teachers’ Opinions towards the Importance of Feedback Provision. 

Options  Number  Percentage  

a- Very important  7 70% 

b- Important  3 30% 

c- Moderately important  0 0% 

d- Of little importance  0 0% 

e- Not important  0 0% 

Total number  10 100% 

Question number nine is a question raised to know teachers‟ opinions about the 

importance of providing students with feedback when teaching them writing.  All respondents 

agreed that feedback provision is important in teaching writing. Their answers were between 

option (a) that is Very important, with 7 teachers saying so, and option (b) “Important” with 3 

teachers as shown in table 11. Through these findings, we can see that teachers strongly 

believe in the strong relation between feedback and the development of writing proficiency. 

Question ten: If your answer to the question number 8 is “Yes”, on which of the drafts do 

you usually provide feedback?  

a- Fist  

b- Intermediate  

c- Final  

d- All of them   
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Table 12 

The Specific Draft on which Teachers Provide Feedback to Students. 

Options  Number  Percentage  

a- First  1 10% 

b- Intermediate 0 0% 

c- Final  1 10% 

d- All of them  5 50% 

a +b- First+ Intermediate  3 30% 

Total  10 100% 

Question number nine is a follow-up to question number eight; it requires the respondents 

who answered with “Yes” to that question to specify the draft they provide feedback on. 

As table 12 exhibits, the highest percentage goes to option (d), which is all of them with 

50% of the teachers choosing it. After that, we have the eclectic option (a + c) that takes 30%; 

then, 10% to both option (a) and option (c) each apart. So, the results obtained from responses 

to this particular question raise another question about which of these options is the most 

beneficial and when is it preferable to provide students with feedback?  

Question eleven: Do you believe your feedback affects students‟ revision and improves their 

writing?      

     a- Yes                                               b- No  
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Table 13 

Teachers’ Beliefs Concerning the Effects of Feedback. 

Options   Number  Percentage  

a- Yes  10 100% 

b- No  0 0% 

Total  10 100% 

Here teachers are asked about their beliefs concerning the effects of feedback, and 

especially its effects on students‟ revision and writing improvement. The results of this 

question show that all students opted for “Yes” as an option which means that 100% are with 

the fact that feedback really affects students‟ revision as it improves their writing. 

Question twelve:  

This question is related to the previous one as it asks about the frequency of making 

students redraft their papers using the teachers‟ feedback. It was phrased as follows: How 

often do you ask your students to redraft their early drafts using your feedback? Thus, the 

respondents had to choose one out of five options which are:  

                 a- Always  

                 b- Very often  

                 c- Sometimes  

                 d- Rarely  

                 e-Never  
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Table 14 

 Frequency of Asking Students to Redraft Their Early Drafts Using Teachers’ Feedback. 

Options  Numbers  Percentage  

a- Always  2 20% 

b- Very often  4 40% 

c- Sometimes  4 40% 

d- Rarely  0 0% 

e- Never  0 0% 

Total  10 100% 

The results shown in table 14 clearly reflect the certainty of teachers concerning the 

usefulness of redrafting and its implementation as a way to revise and process feedback. As 

we can notice from table 14, teachers frequently make their students practice redrafting 

activities using the received feedback since we have 40% for options (b) and (c), and 20% for 

option (a).  

Question thirteen: What form does your feedback take?  

a- Written comments 

b- Oral comments  

c- Grade  

d- Others  
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Table 15 

 The Form of Feedback Used by Teachers. 

Options  Numbers Percentage  

a- Written comments  3 30% 

b- Oral grades  0 0% 

c- Grade  1 10% 

d- Others  0 0% 

a+ b- Written + Oral 

comments  

6 60% 

Total  10 100% 

In answering this question, teachers tell us about the techniques used in the delivery of 

their feedback to students. They choose from three main suggestions including written 

comments, Oral comments, Grade, or other techniques. 

As shown in table 15, almost all teachers opted for more than one technique. Six of the 

respondents opted for written comments (option a) in addition to conferencing (option b); 

while three opted only for written comments, and one for the use of grades (option c). It 

remains only option (d) which none of the respondents opted for.  

From the statistics displayed in table 15, we can see that teachers seldom go for one 

technique exclusively. However; although written comments have been and continue to be 

debatable, they are the most often used, the most prevailing type of teachers‟ feedback.  

Question fourteen: When you give feedback, do you usually focus on:  

a- Students‟ background knowledge (only what they have been taught in the classroom) 

b- All aspects of the writing skill  
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If the answer is (b), please give some examples  

Table 16 

Teaches’ Focus when Giving Feedback to Students. 

Options  Number Percentage  

a- Students‟ background 

knowledge. 

2 20% 

b- All aspects of writing. 8 80% 

Total  10 100% 

This question is of two parts. The first part asks about the focus of teachers when 

providing students with feedback, whether they focus on the students‟ background 

knowledge, or on all the aspects of the writing skill. The second part, which is an open-ended 

one, looks for examples from teachers.  

As displayed in table 16, only 20% of the teachers opted for option (a) which refers to the 

selective feedback of the students‟ background knowledge that is suggested by some 

researchers (Hyland, 2003 and harmer, 2004). The rest 80% went for all aspects of the writing 

skill when they gave feedback. Such results allow for one-way interpretation that is: teachers‟ 

comments include composition aspects taught in class, but are not limited to them. 

Consequently, all teachers who opted for option (b) gave some examples about the 

aspects they focused on, saying that they are important aspects to focus on and not dealt with 

in the curriculum. Through the suggestions of teachers, feedback can be grouped into 

categories including: 

-Feedback determined by students‟ weaknesses.  
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-Feedback on common mistakes among students. 

-Feedback on students‟ content, organization of ideas, and coherence.  

-Feedback on vocabulary, word choice, and register.  

 Question fifteen: Which of the previously mentioned types of (Q13) do you think benefit 

your students most? Why?   

Table 17 

Teachers’ Opinions Concerning the Most Useful Type of Feedback. 

Options  Number  Percentage  

a- Written comments  4 40% 

b- Oral comments  0 0% 

c- Grades  1 10% 

d- All of them   1 10% 

      a +b- The combination of 

written plus oral comments  

4 40% 

Total  100 100% 

Teachers were further asked about their opinions concerning the most useful type of 

feedback. They were also required to justify their choices. 

There is a small diversity in the respondents‟ opinions as we can see in table 17 in which 

40% went for written comments as the most beneficial type of feedback because it allows 

students to elaborate their ideas and incorporate them into coherent forms, and it‟s available to 

be rechecked anytime. Another 40% opted for written comments along with oral comments to 

help the whole class. 10% of the respondents said that all types of feedback are of equal 
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importance saying that “no type of feedback is more beneficial than the other; they are all 

helpful because they will show the students their mistakes so that they work on”. The last 

10% said that grades are the most beneficial since they motivate students to work hard 

especially if they get a low grade once, they will make more efforts the next time.   

Question sixteen: How do you usually comment on errors you spot in you students‟ writings?  

a- Indicate where the error is and correct it for the students.  

b- Indicate where the error is, what type it is and let the student himself correct it.  

c- Indicate where the error is using symbols and let the students discover its type and 

correct it.  

d- Others: please, specify  

Table 18 

 Teachers’ Practices Concerning Written Comments Provision. 

Options  Number  Percentage  

a- Indicate where the 

error is and correct it. 

4 40% 

b- Indicate where the 

error is, what type it 

is and let the student 

himself correct it. 

1 10% 

c- Indicate where the 

error is using symbols 

and let the students 

1 10% 
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discover its type and 

correct it. 

d- Others: please, 

specify 

0 0% 

       b +c-  3 30% 

       a +b +c-  1 10% 

Total  10 100% 

This question provides information about the teachers‟ practices concerning written 

comments provision. More specifically, it inquires the teachers about the form their written 

comments usually take. 

As it can be noticed from the above mentioned table, the highest rate goes to option (a) 

with four teachers supporting it, followed by three teachers supporting both options (b + c) 

together; then the smallest rates go to option (c), (b) and the (a + b + c) .  

The widely distributed responses to this question allow for a one-way interpretation that 

is:  There is little agreement among the teachers concerning the way they comment on errors 

spotted in students‟ written work. Nevertheless, still the most widely used form is the one 

indicated by option (a).  

Question seventeen: How often do your students respond to your feedback? 

a- Always  

b- Very often  

c- Sometimes  

d- Rarely  

e- Never 
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Table 19 

 Frequency of Students Responding to Their Teachers’ Feedback. 

Options  Number  Percentage  

a- Always  2 20% 

b- Very often  5 50% 

c- Sometimes  2 20% 

d- Rarely  1 10% 

e- Never  0 0% 

Total  10 100% 

When interpreting table 19, we can see that 50% of the respondents opted for option (b) 

which means that students very often respond to teachers‟ feedback while 20% said that 

students always respond to the feedback ( option a), and an equal rate of the respondents 

opted for option (c). The remaining 10% of the respondents opted for option (d). None of the 

respondents opted for option (e) which is an indication that “students at L‟arbi Ben M‟hidi 

University have never ignored their teachers‟ comments on their writings”.  

Question eighteen: Which of the following may constitute a possible reason for students‟ 

disregard of your feedback?    

a- The use of red ink.  

b- The ambiguity of the feedback.  

c- They are not given a chance to use it (if the teacher does not use feedback until the 

final draft without asking them for a retrial).  

d- Others; please specify ………………………………… 
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Table 20  

Teachers’ Opinions concerning the Reason(s) behind Students’ overlooking their Comments. 

Options  Number Percentage  

a- The use of red ink. 1 10% 

b- The ambiguity of the 

feedback 

4 40% 

c- They are not given a 

chance to use it (if the 

teacher does not use 

feedback until the 

final draft without 

asking them for a 

retrial). 

0 0% 

d- Others 3 30% 

      a +c-  1 10% 

      b +c-  1 10% 

Total  10 100% 

The purpose behind putting this question was to find out the possible reason(s) behind 

students‟ overlooking of teachers‟ comments. This is because it is assumed that to know the 

reason is half the way towards solving the problem. 

The responses to this question turned to table 20. In bit more details, the highest 

percentage was 40% goes to option (b), followed by 30% to option (d) that suggest the 

laziness of students as a reason behind such ignorance of feedback. After that, we have an 

equal rate of 10% to option (a) that goes along with the miscellaneous answers of option (c) in 

which it is combined with another option each time. 

Such a wide variance in the answers reflects a parallel variance in teachers‟ opinions; 

thus, suggests little agreement among them concerning the problem under discussion. Hence, 
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it also imposes the idea that the way this problem of students‟ disregarding feedback is 

tackled receives little accord among the teachers.  

Question nineteen: If your students overlooked your feedback, what would you do to make 

them take it into consideration?  

This question is an open-ended question that requires teachers to suggest some ideas, 

techniques, or strategies that might be used to make students take into account their written 

comments.  

The teachers‟ answers were analyzed and categorized as follows: 

-The use of oral comments or class discussion as an adjunct to written comments.  

-The implementation of a rewriting activity after having that class discussion.  

-The use of grades (scoring the writing tasks) along with the written comments.  

-Raising students‟ awareness to the importance of teachers‟ feedback, and attracting their 

attention to the progress accomplished after taking those comments into account.  

One of the responses said: “I give comments on students‟ writings, and then ask one of 

the students to write their writing sample on the board to correct it all together. Then, I ask all 

the students to rewrite that sample taking into consideration the feedback given”.  

These responses illustrated the way teachers can make their students incorporate and 

process the feedback they receive. Because teachers believed in the importance of feedback, 

they all attempted to answer this question in which they proposed solutions to the problem 

under discussion.  
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2.1.4. Discussion of the Results: 

Through the results generated via this analysis of the questionnaire, we deduce the 

following notes:  

• The majority of the teachers teaching writing in this academic year are experienced, and this 

is beneficial for students to promote their level of proficiency in the target language.   

• The teachers of writing at L‟arbi Ben M‟hidi University give great importance to feedback, 

and they are definitely aware of its potential for excelling the composition skills of students. 

• They all use written corrective feedback to assess students‟ writings in almost similar ways. 

The majority of them indicates the student‟s error and corrects it quite often in the first and 

final drafts.  

• With that firm accord among teachers regarding feedback significance, students seemed not 

to be that aware.  

So, the data generated by the questionnaire analysis answered the research questions 

mentioned in the general introduction, and also yielded a more solid scaffolding ground to our 

hypothesis. In other words, teachers of L‟ arbi Ben M‟hidi University are aware of the 

importance of correcting students‟ written errors using written corrective feedback in order to 

improve their writings. The results of this questionnaire go in line with what Raihany (2014) 

said that “In many cases, the students would need intervention from the teachers in terms of 

not only their writing instructions but also their comments on their submitted drafts in order to 

identify their own strengths and weaknesses” p.102. So, teachers‟ WCF can be considered a 

pedagogical tool for the students‟ writing improvement. It is also essential to student writing 

because it creates a context in which the students learn to write better and more easily. Giving 

and receiving feedback helps students to develop “reader sensitivity” and their own writing 
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style (Raihany, 2014). Hence, it becomes a need to investigate the use of intermediate 

feedback which occurs prior to final drafts and whether it is incorporated by students or not.   

Conclusion: 

This section dealt with the analysis and the interpretation of the teacher questionnaire 

findings. Data related to teachers‟ perceptions of the variables of the study under investigation 

were gathered in order to fulfill our objective which is confirming or rejecting the research 

hypothesis. The results gained from this section show that L‟arbi Ben M‟hidi university 

teachers have positive perceptions of the teachers‟ written corrective feedback for the 

enhancement of EFL students‟ writing accuracy. 
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2.2. Students’ Questionnaire 

Introduction  

The second section of this chapter answers the second question of our study i.e. “What 

are the students‟ attitudes towards the role of written corrective feedback technique in 

enhancing their writing proficiency level?”. Students‟ questionnaire is the research tool used 

to answer that question and in this section we describe it and analyze its results.   

2.2.1. The Sample 

Our sample here is made up of fifty three (53) English students chosen from a total 

number of the first year LMD students‟ population at the University of Oum El Bouaghi 

during the academic year 2019 / 2020. They are chosen here because they are taught 

paragraph writing this semester and they may be considered in need for their teachers‟ 

corrective feedback more than students of other level, in addition to the easiness of 

accessibility.  

2.2.2. Description of the Questionnaire 

This questionnaire consists of (17) questions which are arranged in three main sections. 

They are either closed questions that asked students to choose „„yes‟‟ or „„no‟‟ answers or to 

pick up the appropriate answer from a number of choices, or open ended questions requiring 

from the students  responses with possible justification. 

Section One: Background information  

This section consists of two questions devoted to students‟ background information. The 

first question (Q1) asked to specify the gender of the respondent while the second one (Q2) 

asked whether they enjoy writing English compositions or not. 
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Section Two: EFL Writing  

Here, we have five questions. Question three (Q3) is about the respondent‟s self-

evaluation of the writing skill; then, question four (Q4) that seeks to ask students about their 

writing difficulties. Question five (Q5) is a two part question that asks students about whether 

they try to overcome these problems and how they do so. In question six (Q6), the participants 

are asked about their knowledge of the writing process and to what extent they follow these 

stages. The last question (Q7) is devoted to know if the teachers ask students to write multiple 

drafts in the writing session.  

Section Three: Usefulness of Feedback  

Section three contains ten questions that seek to know students‟ attitudes towards their 

teachers‟ feedback. Question eight asks students first if they know what feedback means and 

if it is used by their teachers. Question nine then asks about the type of feedback used mostly 

by the teachers. After that, we have question ten that looks for the frequency of teachers‟ 

using corrective feedback, and the aspects that they focus on in question eleven. Question (12) 

asks students about the draft they receive feedback on, and question (13) if they enjoy 

receiving such feedback from teachers. Question (14) looks about the strategies that students 

follow to take into account that feedback. Question (15) asks students about how helpful is the 

teacher‟s corrective feedback, and why they think that it is helpful (Q16). The last question 

(Q17) gives the students the opportunity to add any suggestions or comments concerning 

teachers‟ corrective feedback. 
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2.2.3. Analysis of the Questionnaire 

Section one: Background information  

Question one: Gender 

a- Female                                                         b- Male  

Table 21 

 Students’ Gender.  

Options  Numbers  Percentage  

a- Female  32 68% 

b- Male  17 32% 

Total  53 100% 

The results of this table (21) show that there is a great variety in the chosen sample in 

terms of gender. In other words, while thirty six of the respondents (68 %) are females, only 

seventeen students are males (32%).  

Question Two: Do you enjoy writing in English?  

a- Yes 

b-  No 

Table 22 

 Students’ Attitudes towards Writing in English. 

Options  Number Percentage  

a- Yes 46 86,8% 

b- No  7 13,2% 

Total  53 100% 

According to table 22, the majority of students responded positively to the question. 46 of 

the students enjoyed writing English compositions. However, seven students show negative 



65 

 

attitudes towards writing English compositions. These results indicate that there are two 

attitudes towards writing in English at the university.  

Section Two: EFL Writing  

Question Three: How do you consider your writing skill?  

a- Very good  

b- Good  

c- Average  

d- Below the average  

e- Poor   

Table 23 

Students’ Writing Performance.   

Options  Number  Percentage  

a- Very good  2 4% 

b- Good  22 41% 

c- Average  24 45% 

d- Below the average  4 8% 

e- Poor  1 2% 

Total  53 100% 

This question is a multiple choice question that requires students to self-evaluate their 

writing skill. The results in table 23 reveal that the majority of students (45%) evaluate their 

writing skills as average. Then, we have 41% of the participants say that they are good in 

writing. Four students (8%) consider themselves as below the average and two as very good 

writers (4%); while only one student (2%) sees that he is poor in writing. When referring to 

teachers‟ questionnaire in this concern we can see that teachers evaluate their students in 

almost the same way as students do.  
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Question Four: What difficulties do you have in writing? (You can tick more than one box) 

a- Selection of the relevant ideas 

b- Organization of ideas  

c- Writing accurate sentences  

d- Using the right/ necessary punctuation 

e- Others  

Table 24  

Students’ Difficulties in Writing. 

Options  Number  Percentage  

a- Selection of the 

relevant ideas  

20 37,7% 

b- Organization of ideas  7 13,3% 

c- Writing accurate 

sentences  

15 28,3% 

d- Using the 

right/necessary 

punctuation  

11 20,7% 

e- Others  0 0% 

Total  53 100% 

The results show that the majority of students (37,7%) face difficulties with the selection 

of relevant ideas. Then writing accurate sentences with 28,3% of the respondents opting for it. 

20,7% of the respondents have problems using the right/necessary punctuation, and 13,2% of 

the students find problems in organizing the ideas.  
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 These results denote that students‟ main problems in writing are possibly due to the lack 

of background knowledge about the target language especially vocabulary which represents a 

stumbling block for most students of English. 

Question Five: Have you ever tried to overcome your problems in writing?  

a- Yes  

b- No  

If “Yes”, please say how …… 

Table 25 

Students’ Who Try to Solve Their Writing Problems. 

Options  Number  Percentage  

a- Yes  32 60,40% 

b- No  21 39,6% 

Total  53 100% 

This question is a two parts question. The first part is a multiple choice question that 

seeks to know if the students try to overcome their writing problems or not; while the second 

part is an open-ended one that looks for the strategies used by these students. 

Table 25 shows that more than half of the participants (60,4%)  responded positively and 

said that they try to overcome their writing problems. The rest 39,6% of the participants 

responded negatively; they never tried to deal with these problems. 
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Table 26 

 Students’ Strategies to Overcome Writing Problems. 

Students‟ justifications Number Percentage 

- Writing extensively 9 36% 

- Using grammar books  5 20% 

- Checking dictionaries and surfing the net  3 12% 

- Reading intensively  4 16% 

- Relying on teachers‟ feedback  4 16% 

Total  25 100% 

When asking participants what strategies they follow to overcome their writing problems, 

only twenty five students responded to the statement. Nine students (36%) suggested 

extensive writing as an effective strategy to deal with their difficulties while five of them 

(20%) said they use grammar books. Three participants (12%) prefer to check dictionaries and 

search in the net, and four of them (16%) said that they read intensively to enrich their 

vocabulary and so on. The rest of participants (16%) said that they rely on teachers‟ 

comments to deal with the writing difficulties .These results indicate that students are aware 

of the problems they are facing while writing and they try to use a variety of strategies to get 

rid of such weaknesses.  

Question Six: Do you know that writing is a process which involves the stages of pre-writing, 

drafting, revising…  

a- Yes  

b- No  

If “Yes”, how often do you follow these stages to produce a piece of writing? 

a- Always  
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b- Very often  

c- Sometimes  

d- Rarely  

e- Never  

Table 27  

Students’ Awareness of the Writing Process. 

Options  Number  Percentage  

a- Yes  41 77,4% 

b- No  12 22,6% 

Total  53 100% 

This question is a yes/ no question that asks students if they know about the process of 

writing, and as it is illustrated in table 27. The majority of students (77,4% = 41) are aware of 

and have an idea about the writing process whereas 22,6% are unaware and have no idea. The 

second part of the question, which is a follow up, asks students about their frequency of using 

such a process (table 28). From the forty one students who knew about the process, sixteen 

students said that they sometimes use it. In addition, fourteen students responded with “very 

often”, and seven of them with “always”. Three respondents opted for rarely as an answer, 

while only one student said never. This indicates that students receive training from their 

teachers and this makes them follow these stages in order to better their written compositions. 

Table 28 

 Students’ Usualness of Following the Process of Writing. 

Options  Number  Percentage  

a- Always  7 17% 

b- Very often  14 34,1% 

c- Sometimes  16 39%  
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d- Rarely  3 7,3% 

e- Never  1 2,4% 

Total 41 100% 

 

Question Seven: When writing about a particular topic, do your teachers ask you to write 

multiple drafts?  

a- Yes  

b- No 

Table 29 

 Teachers’ Requiring Students to Write Multiple Drafts.  

Options  Number  Percentage  

a- Yes  33 62,3% 

b- No  20 37,7% 

Total  53 100% 

From the above mentioned table (29), we can notice that more than half of the 

respondents opted for yes as an answer. In other words, 62,3% of the students said that their 

teachers ask for multiple drafts when writing about a particular topic. The rest of the students 

(37,7%) go for no as an answer. This means that the majority of teachers go for multiple 

drafts when writing, thinking that it is a way of enhancing students‟ writing skill.  

Section Three: Usefulness of Feedback  

Question Eight: Do you know what feedback means?  

a- Yes       

b- No                            
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Table 30 

 Students’ Knowledge about Feedback.  

Options Number  Percentage  

a- Yes  49 92,5% 

b- No  4 7,5% 

Total 53 100% 

The results mentioned in the above table show that forty nine students (92,5%) responded 

positively to the statement and stated that they know what feedback means. While only four 

students (7,5%) answered negatively.  

If “yes” do your teachers provide you with it?  

a- Yes  

b- No  

Table 31 

Teachers Providing Students with Feedback. 

Options  Number  Percentage  

a- Yes  47 88,7% 

b- No  6 11,3% 

Total  53 100% 

This question is a follow up to the previous one that asks students if they are provided 

with such feedback from their teachers. 88,7% of the respondents said yes, they are provided 

with feedback while only 11,3% responded with no ( table 31).  

Question Nine: What type of feedback do your teachers use mostly?  

a- Written comments 

b- Oral comments  
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c- Grades  

d- Others  

Table 32 

The Type(s) of Feedback Most Used by Teachers.  

Options  Number  Percentage  

a- Written comments  31 58,5% 

b- Oral comments  18 34% 

c- Grades  2 3,7% 

d- Others  2 3,7% 

Total  53 100% 

As it is illustrated in table 32, more than half of the students (58,5%) opted for written 

comments as the type of feedback most used by teachers (option a). Then, 34% of the students 

went for option (b) that is oral comments. At the end, we have 3,7%, as the smallest rate, goes 

to the rest of the options (c) and (d). This order goes back to teachers attitudes towards the 

most useful type of feedback for students. According to the teachers‟ questionnaire, teachers 

said that the most useful type of feedback for students is written feedback and that is why it is 

the most used one.  

Question Ten: How often do your teachers provide you with corrective feedback?  

a- Always  

b- Very often 

c- Sometimes  

d- Rarely  

e- Never  
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Table 33 

The Frequency of Students Receiving Corrective Feedback from their Teachers. 

Options Number  Percentage  

a- Always  11 20,8% 

b- Very often  15 28,4% 

c- Sometimes  22 41,5% 

d- Rarely  4 7,5% 

e- Never  1 1,8% 

Total  53 100% 

The results of this question show that the majority of students (41,5%) responded with 

sometimes. In other words, twenty two students said that they are sometimes provided with 

corrective feedback from their teachers. Fifteen students (28,4%) opted for very often as a 

choice. Then, we have eleven students (20,8%) answering with always, and four students 

(7,5%) with rarely. Yet, only one student said that he/she was never provided with feedback 

from the teacher. From here, we can say that corrective feedback is a technique that is used 

most commonly in writing classes since it helps students in enhancing their writing styles.   

Question Eleven: Which of the following aspects does your teachers‟ corrective feedback 

focus on?  

a- Writing accuracy  

b- Organization of ideas  

c- Selection of ideas  

d- Others  

 

 

 



74 

 

Table 34 

 Writing Aspects which Teachers’ Corrective Feedback Focus on. 

Options  Number  Percentage  

a-  23 43,30% 

b-  16 30,10% 

c- Selection of ideas  14 26,60% 

d- Others  0 0% 

Total  53 100% 

As table (34) portrays, twenty three students (43,3%) stated that teachers‟ corrective  

feedback focuses more on writing accuracy; this indicates that it highlights language problems 

in their writing. 26,4% of the students emphasized on the importance of teachers‟ corrective 

feedback in selecting the necessary ideas; therefore, it serves as a guiding strategy to better 

focus on relevant points because the use of English was also considered as one of the main 

causes of difficulty when providing feedback. 30,1 % of students claimed that teachers‟ 

feedback was an aid to know how they organize their compositions. These results indicate that 

teachers‟ corrective feedback technique reinforces the importance of writing aspects. 

Question Twelve: On which draft do your teachers provide you with feedback?  

a- First  

b- Intermediate  

c- Final  

d- All of them  
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Table 35 

The Draft on Which Students Receive Corrective Feedback.  

Options  Number  Percentage  

a- First  19 35,8% 

b- Intermediate  8 15% 

c- Final  16 30,2% 

d- All of them  10 19% 

Total  53 100% 

Nineteen respondent (35,8%) said that they receive feedback from their teachers on the 

first draft, while sixteen from them said that they receive it on the final draft. Another ten 

students said that they receive corrective feedback from their teachers on all the drafts. The 

least choice that is opted for from students is option (b) the intermediate draft.  

Question Thirteen: Do you like receiving feedback from your teachers?  

a- Yes  

b- No  

Table 36 

Students’ Attitudes towards Receiving Feedback. 

Options  Number  Percentage  

a- Yes  48 90,60% 

b- No  5 9,40% 

Total  53 100% 
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The results mentioned in the table above show that 90,6% of the students responded 

positively to the statement and stated that they like receiving feedback from their teachers. 

While only 9,4% of the students responded negatively.  

Question Fourteen: What strategies do you follow when your teacher provides you with 

feedback?  

a- Reading the comments carefully and revising your draft  

b- Making a mental note  

c- Others, please specify ……………………….. 

Table 37 

Strategies Used When Receiving Feedback.  

Options  Number  Percentage  

a- Reading the 

comments carefully 

and revising your 

draft 

30 56,60% 

b- Mental note  16 30,20% 

c- Others  7 13,20% 

Total  53 100% 

The results mentioned in table 37 show that most of the respondents (56,6%) follow the 

first strategy; in other words, they read teachers‟ comments carefully and revise their drafts. 

30,2% of the respondents stated that they make a mental note when receiving teachers‟ 

feedback. The rest of the respondents (13,2%) went for other strategies. These results suggest 

that the majority of participants were serious about teachers‟ feedback and implemented it in 

their revised draft carefully. 
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The seven students (13,2%) who opted for option (c ) suggested two other strategies. 

Four of them (57,1%) said that they ask the teacher for more oral explanation so that they can 

remember the comments well. The rest of the students (42,9%) said that they read all the 

comments, but select only some of them to read more about.  

Table 38 

 Strategies suggested from students towards receiving feedback. 

Options Number  Percentage  

a- Asking teachers for more explanation  4 57,1% 

b- Read all the comments but select ones to read 

more about them.  

3 42,9% 

Total  7 100% 

 

Question Fifteen: How helpful is your teachers‟ written corrective feedback in the EFL 

writing classroom?  

a- Very helpful  

b- Helpful  

c- Not helpful  

Table 39 

The Helpfulness of Teachers’ Written Corrective Feedback in the EFL Writing Classes.  

Options  Number  Percentage  

a- Very helpful  26 49,10% 

b- Helpful  27 50,90% 

c- Not helpful  0 0% 

Total  53 100% 



78 

 

The results show that twenty six students representing 49,1% considered teachers‟ written 

corrective feedback a very helpful technique to be used in EFL writing classroom, and twenty 

seven representing 50,9% found it helpful. No one of the participants said it is not helpful. 

Question Sixteen: Why do you think that teachers‟ written corrective feedback is helpful?  

a- It motivates me  

b- It enhances my vocabulary  

c- It enhances my writing style 

d- Others 

Table 40 

Students’ Benefits from Teachers’ Feedback. 

Options  Number Percentage 

a- It motivates me  9 17% 

b- It enhances my 

vocabulary  

19 35,80% 

c- It enhances my 

writing style  

25 47,20% 

d- Others  0 0% 

Total  53 100% 

The results from the above mentioned table 40 show that the majority of students (47,2%) 

see teachers‟ feedback as a technique that enhances their writing style. 35,8%  of the 

respondents asserted that teachers‟ feedback enhances their vocabulary. Nine respondents 

(17%) reported that teacher‟ feedback motivates them to learn more.  In the light of these 

data, we deduce that students find teachers‟ corrective feedback useful because it enhances 

their writing performance and helps them to construct their knowledge of the target language.  
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Question Seventeen: Please add any suggestions or comments on the usefulness of corrective 

feedback in the EFL writing classroom  

Table 41 

 Students’ further comments. 

Students further comments  Number  Percentage  

a- Teachers should provide enough time  7 43,7% 

b- Raising opportunities for pair work  5 31,3% 

c- Teachers should take into account the level of the 

student  

4 25% 

Total  16 100% 

The answers to that question show that sixteen students add further comments concerning 

the usefulness of teachers‟ feedback in EFL writing classroom. Seven students (43,7%) 

suggested that teachers should give enough time and extra sessions to practice writing and 

feedback activities so that students will be acquainted with this type of evaluation. Five 

students (31,3%) gave another suggestion mainly concerned with  giving students the 

opportunity to work in pairs for feedback to be successful. Other students (25%) also 

suggested that teachers should take into account students‟ level when writing the feedback. In 

other words, teachers should use the appropriate type of feedback with the appropriate student 

in order to understand it and reach potential benefits.  

2.2.4. Discussion of the Results: 

      The results of the questionnaire show that: 
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-Most of our respondents are females, and they enjoy writing in English which means that 

they will be much responsive towards the English language. In other words, they would 

respond to the instructions so that they would write better and better.  

 -The majority of students show a high level of writing performance, which means that they 

are aware of the importance of writing in the target language. 

-Almost all students (90,6%)  liked receiving teachers‟ feedback on their writings which 

makes it clear that students show positive attitudes towards teachers‟ feedback since it is 

important for them to better their writing.  

-Students‟ answers show that they find teachers‟ feedback suitable for their writing needs and 

it helps them a lot to deal with such writing problems.  

- The majority of the respondents said that teachers‟ feedback is a technique that enhances 

their writing style.  

These results proved that students are aware of the benefits of teachers‟ feedback to their 

learning of the target language and assert its importance for enhancing their writing 

achievements. These results supported the previous studies in EFL/ESL teaching and learning 

context where researchers found that EFL students favored feedback pertaining to the content 

of their writings (Cohen and Cavalcanti, 1996). Also Ferris (1995) found out that students are 

interested in receiving comments on both grammar and content. Ferris (2003) concluded from 

several researches, including Cohen & Cavalcanti (1990), Ferris (1995), Cohen (1987), and 

Hedgock & Lefkowitz (1996) that students value and appreciate teacher feedback in any 

form. In some of the studies, student writers also expressed appreciation for feedback on their 

ideas and composing strategies. They found that providing students with extensive corrective 
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feedback activities helps them to promote their writing achievement. So, the results of this 

study can be used as a current defense for the findings of the previous studies.  

Conclusion:  

What can be drown as a conclusion for this analytical chapter is that the attained results 

with reference to the importance of teachers‟ feedback strategy and its applications in EFL 

writing classrooms demonstrated that teachers‟ feedback plays a significant role in the process 

of L2 learning and teaching context. Regarding the analysis of the students‟ questionnaire, we 

can build a general understanding about the fact that students are aware of the role of 

teachers‟ feedback claiming that developing teachers‟ feedback practices in writing classes 

has a great impact on their writing performance. Moreover receiving feedback from teachers 

gives students more opportunities to uncover their writing errors and use the language 

accurately which results in producing a comprehensible output. 
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General Conclusion 

Learning English requires mastering the four skills. Besides speaking, writing is the skill 

that reflects students‟ level during EFL classes. Some students may commit errors when 

spelling words or with grammar…etc., due to their lack of knowledge of the target language. 

Then, the teachers‟ task is to help students overcome these problems by providing them with 

WCF, which is part of the teaching/learning process.  

This study sheds light on teachers‟ and students‟ perspectives concerning the role of 

WCF in enhancing students‟ writing accuracy. We hypothesized that teachers and students 

have positive attitudes towards the impact of written corrective feedback in enhancing 

students writing accuracy. This hypothesis was confirmed through the results obtained from 

questionnaires answered by both EFL students and teachers.  

To close up, the study showed that almost all students and teachers are aware of the 

importance and effectiveness of WCF in enhancing students‟ writing accuracy.  

Pedagogical recommendations 

To help teachers of writing develop and modify their feedback provision techniques so 

that they help students reach the set pedagogical objectives; a set of recommendations may be 

introduced as follows:  

a- The findings of this research showed that students like receiving teacher‟s feedback, 

and are aware of its‟ importance in enhancing their writing performance. This 

indicates that teacher‟s comments can be taken as an essential part of the teaching and 

learning classroom settings and are necessary for a positive healthy environment to 

take place .Therefore, what can be taken for granted is that teachers have to be aware 
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of using such methods  and try to find out strategies that may serve their students 

present and future writing needs. 

b- Some of the teachers‟ responses showed that some students react negatively to their 

comments and show negative attitudes towards this kind of evaluation. This can be a 

result of various learning difficulties such as anxiety, stress and embarrassment for 

doing those mistakes. These issues should be taken into account when teachers come 

to apply such a technique and should teach students strategies to follow when dealing 

with their comments in order to benefit from them. 

c- No one can deny the fact that classroom writing has various needs, so teachers should 

take care of their students‟ desires, tendencies and preferences to help them learn the 

language under logical basis. This raises students‟ positive attitudes towards writing in 

FL classroom. 

d- Finally, teachers should be aware of the fact that students are not objects; they should 

take their psychological state into consideration and try to find out their writing 

weaknesses and reasons for this lack of appropriate language use .This creates the 

sense of friendship relation between teachers and students and between students 

themselves which leads to good learning and teaching atmosphere. 

Limitations of the Study  

- The first limitation is the circumstances we are passing through which obliged us to 

conduct a questionnaire since it allows us to gather the needed data without moving 

too much.  
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-  The second one is related to the nature of the tool used. The experimental method 

would have given more reliable and valid results since the questionnaires‟ answers 

would not always reflect students and teachers‟ real opinions.  

- The third limitation is about resources as we were obliged to include many secondary 

resources in order to get the needed information.  

Suggestions for Further Research  

For further studies, there are other possibilities to work on in the same topic. Future 

researchers will be well served on the same problem following an experimental study. In other 

words, this study can use a different method to collect data such as an experiment that 

investigates the effectiveness of WCF on students‟ writing performance. In turn, students‟ 

reaction to this WCF demands more researchers‟ attention. Also, WCF as an important 

process in EFL classes is needed to be investigated within several aspects of the target 

language such as grammar and spelling. In addition to that, this study could be replicated with 

a larger sample population.  

 

 

 

 

 

 

 



85 

 

References: 

Birsh, M, B. (2002). English L2 Reading: getting to the bottom. London: Lawrence Erlbaum  

          Associates, Publishers.  

Bitchener, J. (2008). Evidence in support of written corrective feedback. Journal of Second         

          Language Writing, 17(2). 

Bitchener, J., & Ferris, D. (2012). Written Corrective Feedback in Second Language            

          Acquisition and Writing. New York: Routledge. 

Bitchener, J., & Knoch, U. (2010a). Raising the linguistic accuracy level of advanced L2               

           writers with written corrective feedback. Journal of Second Language Writing, 19(4),  

           207– 217. http://doi.org/10.1016/j.jslw.2010.10.002. 

Bitchener, J., Young, S., & Cameron, D. (2005). The effect of different types of                                                                                                                             

           corrective   feedback on ESL student writing. Journal of Second Language 

           Writing,14, 191–205. 

Brown, H, D. (1994).  Principles of language Learning and Teaching (3 ed). New  

           Jersey: Prentice Hall. 

Brown, H ,D.(2001) .Teaching by Principles :An Introductive Approach to Language  

            Pedagogy (2nd ed) .New York : Addison Wesley Longman , p.32. 

Canal, M., & Swain, M. (1980).  Theoretical Bases of Communicative Approaches of Second  

            Language Teaching and Testing. Applied Linguistic,1. 

Celce-Murcia, M. (1991). Grammar pedagogy in second and foreign language teaching.  

             TESOL quarterly, 459-480. 

Chang, Y. Y., & Swales, J. (1999). Informal elements in English academic writing: Threats or  

         opportunities for advanced non-native speakers. Writing: Texts, processes and practices,     

         145-167. 

Coffin, C., Curry, M. J., Goodman, S., Hewings, A., Lillis, T., & Swann, J. (2003). Teaching  

          Academic Writing: A Toolkit for Higher Education. London, UK: Routledge.    

http://doi.org/10.1016/j.jslw.2010.10.002


86 

 

          http://www.routledge.com/books/Teaching-Academic-Writing-isbn9780415261364 

 

Cohen, A. (1990). Language Learning: Insights for Learners, Teachers, and Researchers.  

          Heinle and Heinle Publishers. 

Cohen, A., &  Cavalcant, C.M. (1990). Feedback on Composition: teacher and Student verbal  

          report. In Barbara Kroll (Ed.), Second Language Writing. Cambridge: Cambridge  

          University. Press.(pp 155-76). 

Cooper, C, R.,& Odell, L. (1977). Evaluating Writing: Describing, Measuring, Judging.  

          Retrieved from: http://eric.ed.gov/?id=ED143020  

Duke, C.(1975). The student-centered conference and the writing process. English Journal  

          64: 44-47.  

Ellis, R. (1990). Instructed second language acquisition: Learning in the classroom. Wiley- 

          Blackwell. 

Ellis, R. (2008). A typology of written corrective feedback types. ELT Journal, 28(2), 97–  

         107. 

Ellis, R.(2009).Corrective Feedback and Teacher Development. L2  Journal ,1, 3-18.  

          Retrieved from: http://escholarship.Org/uc/item/2504d6w3.   

El Tatawy, M. (2002). Corrective Feedback in Second Language Acquisition. Columbia:   

          University of Columbia. 

Ferris, D. R. (1995). Student reactions to teacher response in multiple draft composition  

          classrooms. TESOL quarterly, 33-53. 

Ferris, D. R. (1999). The Case for Grammar Correction in L2 Writing Classes; A Response to  

            Truscott (1996). Journal of Second Language Writing, 8, 1-11.    

Ferris, D. (2003). Response to student writing: Research Implications for second language  

           students.  Mahwah, NJ: Lawrence Erlbaum. 

Ferris, D. R. (2006). Does error feedback help student writers? New evidence on the short- 

http://www.routledge.com/books/Teaching-Academic-Writing-isbn9780415261364
http://eric.ed.gov/?id=ED143020
http://escholarship.org/uc/item/2504d6w3


87 

 

           and long-term effects of written error correction. In K. Hyland & F. Hyland (Eds.),  

          Feedback in second language writing: Contexts and issues (pp.81–104). Cambridge,   

          UK: Cambridge University Press. 

Ferris, D. & Roberts, B. (2001). Error feedback in L2 writing classes: How explicit does it  

          need to be? Journal of Second Language Writing, 10(3), 161-184. 

Grabe, W. (2000).Notes toward a Theory of Writing. In Tony Silva & Paul kei Matsuda(Ed.),  

          On Second Language Writing. London: Lawerance Erlbaum Associates, Publishers. 

Grabe, W. & B. Kaplan.(1996). Theory and Practice of Writing. London and New York:  

          Longman. 

Harmer, J.(1983). Krashen‟s input hypothesis and the teaching of EFL. World Language  

         Teaching.  

Harmer, J.(2000). The Practice of English Language Teaching. London: Longman. 

Harmer, J.(2004). How to Teach Writing. Edinburgh Gate: Pearson Education  

          Limited, Longman. 

Hedgcock, J.,& Lefkowitz, N. (1994). Feedback on feedback: Assessing learner receptivity to  

          teacher response in L2 composing. Journal of second Language Writing, 3(2), 141-163.  

Hendrickson, J. (1980). The Treatment of Error in Written Work. Modern Language Journal,  

          Vol. 64, No. 1, pp. 216-221. 

Hinkel, E. (2002). Second language writers’ text: Linguistic and rhetorical features.  

          Lawrence Erlbaum. 

Hinkel, E. (2004). Teaching academic ESL writing: Practical techniques in vocabulary and   

          grammar. Lawrence Erlbaum. 

Hyland. K.(2003). Second Language Writing Cambridge: Cambridge University Press. 

Hyland, k. & F. Hyland.(2006). Feedback in Second Language Writing: Contexts and Issues.  

          Cambridge. Cambridge University Press. 

Johns, A. M. (1997). Text, role, and context: Developing academic literacies. Cambridge   



88 

 

          Univ Pr. 

 Krashen. S. D. (1984). Writing Research: Theory and Practice. Oxford: Pergamon Press. 

Lee, I. (2008). Understanding teachers‟ written feedback practices in Hong Kong secondary  

           classrooms. Journal of Second Language Writing, 17, 69–85. 19(3), 37–66. 

Leki, I. (1990) „Coaching from the Margins: Issues in Written Response’, In Kroll, B.  (ed.)   

          Second Language Writing: Research Insights for the Classroom, Cambridge:   

          Cambridge University Press 

Li Waishing, J.(2000). A process Approach to Feedback on Writing.  International Journal     

           of Teaching and Learning in Higher Education.19(2), 47-64. Retrieved from  

           http://WWW.isetl.Org/ijtlhe/on26/04/2010  

Linse, T.C. (2005). Practical English Language Teaching: Young Learners. New York:  

          McGrawHill.  

Lounis, M. (2010). Students’ Response to Teachers’ Feedback on Writing. A Dissertation  

          Submitted for the Master Degree in Applied Language Studies. Mentouri University –  

          Constantine. 

McDonough, K.(2005). Identifying the impact of negative feedback and learners‟ responses to   

           ESL question development. Studies in Second Language Acquisition, 27, 79-103.  

Mohamed, M. (2013). Corrective Feedback in L2 Writing: A study of practices and  

           effectiveness in the Bahrain context. A dissertation submitted for the degree of  

           Doctor of Philosophy . The University of Sheffield. 

Nation, I.S.P.(2009). Teaching ESL/EFL Reading and Writing. London: Routledge. 

Paltridge, B.(2004). Approaches to Teaching Second Language Writing. 17th Educational  

            Conference Adelaide. 

Pikky, F. (2017). The Effectiveness of Teachers’ Written Corrective Feedback Toward  

           Students’ English Writing Proficiency.  

Pollard, A. (1990). Towards a sociology of learning in primary schools. British Journal of  

http://www.isetl.org/ijtlhe/on26/04/2010


89 

 

            Sociology of Education, 11(3), 241–256. 

Raihany, A.(2014). The Importance of Teacher’s Written Feedback on The Students’ Writing  

           in Teaching Learning Process. Retrieved From: DOI:  

          http://dx.doi.org/10.1105/objs.v8i1.485  

Raimes, Ann.(1991).Out of the woods: Emerging Traditions in the Teaching of Writing. 

            TESOL Quarterly, 25(3). 

 Reid , J. M .(1993). Teaching ESL Writing . Englewood Cliffs , NJ : Prentice Hall Regents ,  

            p. 29. 

Richards, J.C. & Renandya, V.A.(2002). Methodology in the Language Teaching: An  

            Anthology of Current Practice. Cambridge: Cambridge University.  

 Robb, T; Ross, S, and Shortreed, I. (1986). Salience of feedback on error and its effect on      

            EFL writing quality. TESOL Quarterly, 20, 83-93. 

Schmidt, R. (1994). Implicit learning and the cognitive unconscious: Of artificial grammars  

            and SLA. Implicit and explicit learning of language. 

Schmidt, R. (2001). Attention. In P. Robinson (ED),cognition and second language    

            instruction. 3-32. Cambridge. Cambridge University Press.  

Sheen, Y. (2011). Corrective Feedback, Individual Differences and Second Language  

            Learning. Berline, Germany: Springer. 

Tayeb, B. (2013). EFL First Year Students’ Writing Problems and Proposed Remedial  

             Strategies. The University of Mohamed Khider Biskra. 

Topping, K. (1998). Peer assessment between Students in Colleges and Universities. Review  

              of Educational Research, 68, 249-276. 

Truscott, J. (1999). The Case for “The Case Against Grammar Correction in L2 Writing  

              Classes”; A Response to Ferris. Journal of Second Language Writing, 8, 111-122. 

Truscott, J. (2007). The effect of error correction on learners‟ ability to write accurately.  

              Journal of Second Language Writing, 16(4), 255272. 

http://dx.doi.org/10.1105/objs.v8i1.485


90 

 

Truscott, J., & Hsu, A. Y. (2008). Error correction, revision, and learning. Journal of Second  

              Language Writing, 17(4), 292-305. 

Ur, P. (1996). A course in language teaching: Practice and Theory. Cambridge: Cambridge  

             University Press.  

White, R., & Arndt, V.(1991). Process Writing. Harlow, UK: Longman. 

Weigle, S.C. (2002). Assessing writing. Cambridge, UK: Cambridge University Press, New 

            York.  

Zakime,A.(2018). What is ELT. Retrieved from what is product writing:  

            http://WWW.whatiselt.com/single-post/2018/06/10/What-is-product-writing  

Zamel, V. (1985).  Responding to Student Writing. TESOL Quarterly. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://www.whatiselt.com/single-post/2018/06/10/What-is-product-writing


91 

 

Appendices 

Appendix I  

Teachers’ Questionnaire  

This questionnaire is part of a research work. It is designed to gather information about 

teachers‟ practices in the writing‟ classes, their conceptions of feedback, and the way they use 

written corrective feedback. So, we would be grateful if you could respond to the following 

questions. Thank you very much for taking time to share your ideas and experiences. Your 

input is very important and greatly appreciated.  

For each item, please tick (√) the right box or write in the space provided. 

Section One: Background Information 

1. Gender:                   a. Female                             b.   Male    

2. Degree(s) held:  

a.BA ( License)                                   b.MA ( Master/ Magistre)          

c. PHD ( Doctorate )      

3. Teaching Experience: ………………………………………  

Section Two: EFL Writing 

4. What type of approach do you use while teaching writing?  

a. Process-oriented approach       

b. Product-oriented approach     

c. Genre-oriented approach     

5. How do you consider your students‟ writing skills? 

a. Very good    

b. Good    

c. Average  

d. Below the average    

e. Poor     
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6. What are the most common problems that your students face while writing? (You can tick 

more than one box) 

a. Grammar mistakes      

b. Poor vocabulary       

c. Poor content/ideas      

d. Poor organization of ideas        

e. Interference of the mother tongue     

f. Others, please specify………………………………………………………………….  

7. What do you do to help students overcome their problems in writing? 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………. 

8. In writing about a particular topic, do you require your students to write multiple drafts?                 

a. Yes                                      b.   No          

     Why/why not   ……………………………………………..………………………. 

     Section Three: Usefulness of Feedback  

9. How is feedback provision important in the teaching of writing? 

a. Very important        

b. Important         

c. Moderately important        

d. Of little importance         

e. Not important          

10. If your answer to the question number 9 is „Yes‟, on which of the drafts do you usually 

provide feedback?  

a. First        

b. Intermediate       
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c. Final        

d. All of them          

11. Do you believe your feedback affects the student‟s revision and improves his writing? 

a. Yes                             b. No        

12. How often do you ask your students to redraft their early drafts using your feedback? 

a. Always          

b. Very often      

c. Sometimes    

d. Rarely           

e. Never            

13. What form does your feedback take?  

a. Written comments  

b. Oral comments       

c. Grade                      

d. Others                     

14. When you give feedback, you usually focus on: 

a. The students‟ background knowledge (only what they have been taught in the classroom). 

 

b. All aspects of the writing skill.   

If the answer is (b); please give some examples   

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………….. 

15. Which of the previously mentioned types of feedback (Q13) do you think benefit your 

students most? Why? 
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…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

……………….. 

16.   How do you usually comment on errors you spot in your students‟ writings? 

a. Indicate where the error is and correct it for the students.             

b. Indicate where the error is, what type it is and let the student himself correct it.       

c. Indicate where the error is using symbols and let the student discover its type and correct it.

 

d. Others: please, specify ………………………………………………………………... 

17. How often do your students respond to your feedback?  

a. Always         

b. Very often    

c. Sometimes    

d. Rarely           

e. Never            

18.Which of the following may constitute a possible reason for students‟ disregard for your 

feedback? 

a. The use of red ink.       

b. The ambiguity of the feedback.       

c. They are not given a chance to use it (if the teacher does not use feedback until the final 

draft without asking them for a retrial).        

d. Others; please specify ………………………………………………………………… 

19. If your students overlooked your feedback, what would you do to make them take it into 

consideration? 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………… 
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Appendix II 

Students’ Questionnaire  

Dear students  

      This questionnaire is part of a research work that is carried out for a master degree. It aims 

at investigating students‟ attitudes towards the usefulness of Written Corrective Feedback in 

enhancing EFL learners‟ writing skill. You are kindly invited to be part of this investigation 

by answering the questions as accurately as possible. Please, answer either by ticking (√) the 

right box or by providing full statements whenever necessary. Thanks in advance for your 

cooperation.  

Section One: Background information  

1-Gender:             a- Female                                       b- Male      

2-Do you enjoy writing in English?  

a-Yes  

b- No  

Section Two: EFL Writing 

3-How do you consider your writing skill?  

a- Very good      

b- Good              

c- Average         

d- Below the average  

e- Poor               

4-What difficulties do you have in writing? (you can tick more than one box)  

a- Selection of the relevant ideas   

b- Organization of ideas                 

c- Writing accurate sentences         

d- Using the right/necessary punctuation     

e-Others, please specify …………………………………………………………….  
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5-Have you ever tried to overcome your problems in writing? 

a-Yes     

b- No     

If “Yes”, please say how …………………………………................................................. 

6-Do you know that writing is a process which involves the stages of pre-writing, drafting, 

revising… 

a-Yes     

b-No      

If “Yes”, how often do you follow these stages to produce a piece of writing?  

a-Always         

b- Very often   

c- Sometimes  

d- Rarely        

e- Never         

7-When writing about a particular topic, do your teachers ask you to write multiple drafts?  

a- Yes    

b- No     

Section Three: Usefulness of Feedback  

8-Do you know what feedback means?  

a- Yes  

b-No    

If “Yes”, do your teachers provide you with it?  

a- Yes  

b- No    

9-What type of feedback do your teachers use mostly?  
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a- Written comments  

b- Oral comments       

c- Grade                      

d- Others                     

10-How often do your teachers provide you with corrective feedback?  

a- Always       

b- Often          

c- Sometimes  

d- Rarely         

e- Never           

11-Which of the following aspects do your teachers‟ corrective feedback focus on?  

a-Writing accuracy             

b- Organization of ideas   

c- Selection of ides          

d-Others, please specify………………………………………………………….  

12-On which draft does your teacher provide you with feedback?   

a-First                 

b- Intermediate  

c- Final             

d- All of them   

13-Do you like receiving feedback from your teachers?  

a- Yes    

b- No     

14-What strategies do you follow when your teacher provides you with written corrective 

feedback?  
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a- Reading the comments carefully and revising your draft   

b- Making a mental note  

c- Other, please specify …………………………………………………………………. 

15-How helpful is your teachers‟ written corrective feedback in the EFL writing classroom?   

a- Very helpful   

b- Helpful        

c- Not helpful  

16-Why do think that teachers‟ written corrective feedback is helpful? 

a- It motivates me                     

b- It enhances my vocabulary   

c- It enhances my writing style  

d- Others; please specify ………………………………………………………………  

17-Please add any suggestions or comments on the usefulness of corrective feedback in the 

EFL writing classroom  

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………… ……………………………………………………… 
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Résumé  

L‟écriture est considérée comme un élément crucial du processus d‟apprentissage des langues. 

Les étudiants font face à certaines difficultés lors de l‟acquisition de cette compétence en 

Anglais. Ces difficultés amènent les étudiants à commettre de nombreuses erreurs. Par 

conséquent, grâce à l‟utilisation de deux questionnaires, l‟objectif ultime de cette étude était 

d‟examiner les enseignants et les étudiants à l‟égard de l‟efficacité de la rétroaction corrective 

écrite des enseignants pour améliorer l‟exactitude de la rédaction des étudiants d‟anglais. 

Donc, nous avons émis l‟hypothèse que les enseignants et les étudiants d‟anglais croiraient 

que la rétroaction des enseignants a un rôle important dans l‟amélioration de l‟exactitude de 

l‟écriture des étudiants. Le premier questionnaire a été administré à dix professeurs 

d‟expression écrit au département d‟Anglais, Université d‟Oum el Bouaghi.  Le deuxième 

questionnaire a été remis à cinquante-trois (53) étudiants de première année du même 

département. Les résultats du questionnaire des enseignants ont montré que la majorité des 

enseignants trouvent que leur rétroaction corrective écrite est très utiles dans les classes 

d‟Anglais. Ils ont dit que cette rétroaction est utile parce qu‟elle aide les étudiants à améliorer 

leur écriture, aussi elle est disponible pour être vérifiée de nouveau en tout temps et elle 

motive les étudiants à travailler davantage. Les résultats du questionnaire des étudiants ont 

également révélé que la majorité des étudiants aimaient recevoir la rétroaction des enseignants 

; et trouvé utile pour améliorer leur rédaction. Brièvement, les résultats indiquant que les 

enseignants et les étudiants ont des attitudes positives à l‟égard de la rétroaction corrective des 

enseignants.   
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صالملخ  

 تانهغح انًٓارج ْذِ اكرساب عُذ انصعٕتاخ تعط انطالب ٕٚاجّ حٛث انهغح ذعهى فٙ حاسًا عُصزا انكراتح ذعرثز       

 كاٌ, اسرثٛاٍَٛ اسرخذاو خالل يٍ ٔ. انطالب نذٖ األخطاء يٍ انعذٚذ  إنٗ انصعٕتاخ ْذِ ذؤد٘.  أجُثٛح كهغح االَجهٛزٚح

 انرصحٛحٛح االساذذج فعم ردٔد فاعهٛح ذجاِ سٕاء حذ عهٗ انطالب ٔ االساذذج يٕقف اسرقصاء انذراسح نٓذِ انُٓائٙ انٓذف

 األساذذج فعم نزدٔد اٌ ٚعرقذٌٔ انطالب ٔ األساذذج يٍ كال اٌ افرزض نذا. انكراتح فٙ انطالب يسرٕٖ ذحسٍٛ فٙ انًكرٕتح

 قسى فٙ انكراتٙ انرعثٛز جاساذذ يٍ عشزج انٗ األٔل االسرثٛاٌ قذو  .انطالب نذٖ انكراتح دقح ذحسٍٛ فٙ دٔر  انرصحٛحٛح

 َفس فٙ األٔنٗ انسُح يٍ اذهًٛذ خًسٍٛ ٔ ثالثح ل قذو فقذ انثاَٙ االسرثٛاٌ ايا.  يٓٛذ٘ تٍ انعزتٙ تجايعح االَجهٛزٚح انهغح

 فٙ ذساْى آَا حٛث نهغاٚح يفٛذج انرصحٛحٛح ردٔدْى ٚجذٌٔ األساذذج اغهة اٌ أظٓزخ األساذذج اسرثٛاٌ َرائج.   انقسى

 انطالب اسرثٛاٌ َرائج يا. اكثز انعًم عهٗ انطانة ذحفز ٔ, انُظز إلعادج يرٕفزج دائًا آَا اٚضا, انطانة نذٖ انكراتح ذحسٍٛ

.  كراترٓى ذحسٍٛ فٙ يُٓا ٚسرفٛذٌٔ ٔ اساذذذٓى يٍ انرصحٛحٛح انزدٔد ذهقٙ ٚحثٌٕ انطالب يعظى اٌ اٚضا تُٛد فقذ

         .انًكرٕتح انرصحٛحٛح االساذذج ردٔد ذجاِ إٚجاتٛح يٕاقف انطالب ٔ ساذذجاأل يٍ نكم اٌ انٗ انُرائج اشارخ, تاخرصار

انرصحٛحٛح انزدٔد  انكراتح  المفتاحية الكلمات  

 

 

 


