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Teacher’s Feedback on Students’ Written Work: Teachers’ and Students’ Perspectives
Abstract

This qualitative study aimed to explore Kazakhstani EFL teachers’ and students’ perspectives on
feedback in writing instruction. Data was collected using semi-structured interviews with 5 EFL
teachers and 15 11th grade students in schools of Almaty, Kazakhstan. Thematic inductive
analysis used to analyze the collected data. The study's findings indicate that teachers and
students held both similar and differing views on feedback strategies and focus. Both groups
acknowledged that feedback is essential for improving writing skills. Teachers preferred
feedback that was selective and direct. Conversely, detailed and indirect feedback was preferred
by the majority of the students, since they believed that it helps them to learn at a deeper level.
Teachers preferred selective and direct feedback due to the challenges, such as limited time, a
huge workload, student plagiarism, and overreliance on Al. Moreover, findings revealed that
positive feedback that points out the strengths and that values the students' work made them feel
more motivated and engaged in writing. Finally, recommendations based on participants'
responses, limitations of the study, and directions for future research are also included in the

study.

Keywords: teachers’ perspectives, students’ perspectives, written works, written

feedback, error correction, feedback provision strategy, feedback focus, writing skill



CryaeHTTepAiH %a30a )KYMBICTAPBIHA OKBITYIIBIHBIH Kepi 0ailIaHbICHI:
OKBITYIIBLJIAP MEH CTYJACHTTepAiH KO3Kapachl

AHaaTna

by cananbik 3epTTeyaiH Makcathl - Kazakcranaarpl aFbUIIIBIH TITIH €T T PETIHAC
OKBITaThIH MyFalliMziep MeH | 1-ChbIHBIN OKYIIbIIAPBIHBIH JKa30ala xKyMbIcTapra OepiieTi Kepi
OaiiaHbICKa KaThICTBI KO3KapacTapblH 3epTTey. Jlepekrep AlMaThl KaJachblHIaFbl MEKTENTepe
KYMBIC ICTEUTIH 5 MyFaiiM MeH Oip MEKTenTe OKUTHIH 15 OKyIIBIMEH KYPTi3UIreH KapThulai
KYpbUIbIMJANIFaH cyX0aTTap apKbUIbl JKUHAILIBL. JKUHAIFaH IepeKTep UHAYKTUBTI TAaKbIPHINTHIK
TaJIZIay JIiCi apKbUIbI capanTajibl. 3epTTey HOTIKEIepl MyFalimMIep MEH OKYyIIbIIapIbIH Kepi
0allJIaHBICTBIH CTPATErUsIChl MEH (POKYCBIHA KATBICTHI YKCAC opi albIpMAaIIbLIBIFEI 0ap
Ke3KapacTapblH KepceTTi. KaTblcymbap/ sy eki ToObI 1a jka3y JaFbUIapblH JKEeTUIIIpyAe Kepi
0aliIaHBICTBIH MaHBI3ABUIBIFBIH aTal oTTi. Myranimaep keOiHece HaKThI XKoHe TaHdamallbl Kepi
OaifTaHbICThI THIMIL A€M TayblIl, OKBITY IPOLECiHIe KOJIAaHaaAbl. AJaiia, OKyIIbLIapAbIH 0achkiM
Oediri jka3y JarapUIapblH TEPEHIPEK MEHTEPY YIIIH JKaH-)KaKThI )KoHE jKaHaMma Kepi OalIaHbICThI
QIIFBICHI KeNEeTIHACPiH alTThl. MyFalliMIep YaKbITThIH TaMIIbUIBIFbL, dKYMBIC KOJIEMIHIH KOITIri,
OKYIIBUIAp TapanblHAH IJIaruaT XKOHE jKacaH/Ibl MHTEIICKTKE [IaMaJIaH ThIC TOYEIIUTIK CUSKTHI
KUBIHABIKTapAbl atan oTTi. COHbIMEH KaTap, CTYJEeHTTEepAiH ka30a >KyMbICTapbiHA BIHTA CATybIH
KOJITAUTHIH KOHE OarallaifThIH KaFrbIM/IbI Kepi OailylaHbICTBIH OJIApABIH MOTHBAIIMSCHI MEH Ka3y
MpoLIeCiHe KaThICYbIHA OH dcep eTeTiHl aHbIKTanabl. COHBIMEH KaTap, OChI 3epTTEYyTre
KaTBICYIIBUTAPABIH KayanTapblHa CyHeHe OTBIPHII, THIMII Kepi Oaitnanbic 6epy OoiibIHIIA
YCBIHBICTAp Oepiini. 3epTTeyIiH IMIEKTeyIepl MEH OoJalak 3epTTeyiepre apHalFaH OarpITTap /1a

TaJIKbLJIAHBI.

Kinm ce30ep: myranmimaep/iiH Ko3Kapachl, OKYIIBUIAPIbIH KO3Kapackl, xa3oara
KYMEBICTap, jkaz0arna kepi OaiylaHbIC, KaTe TY3€Ty, Kepi OaillaHbIC Oepy CTPATETUSCHI,

Kepi OaliiaHbIC OAFBITHI, )Ka3y JIaFIbIChI



OOpaTHasi cBsI3b YUYNTeJIsl HA MECbMEHHbIE PA00THI CTYAEHTOB: B3IJIS/I IpenoaaBaresiei u
CTYJIEHTOB
AHHOTALIUA

Ienpi0 JAaHHOTO KaYeCTBEHHOTO UCCIIEI0BAHMSI ObLIO U3YyYUTh B3TJISAAbI Ka3aXCTaHCKUX
IpernojaBaTeyieil aHrIIMICKOro si3bIKa KaK MHOCTPAHHOI'O U y4allluXcsl, Ha 00paTHYIO CBA3b B
nporecce o0yueHust mucbMy. JlanHble ObUTH COOPaHBI C ITIOMOIIBIO MOJTYCTPYKTYPHUPOBAHHBIX
MHTEPBBIO € 5 penoaaBarensiMu U 15 yuenukamu 11-x ki1accoB 1Ko ropojia AnMarsl,
Kazaxcran. AHanu3 JaHHBIX TPOBOJWICA C UCIIOIb30BAHUEM MHyKTUBHOTO TEMAaTHYECKOTO
noaxoja. Pe3ynpTaTsl HoKa3aiu CXOJCTBA M Pa3INuMs BO MHEHUSAX YUUTEIEH U yUEHUKOB
OTHOCHUTEINIBHO CTpaTeruii 00paTHOI cBsI3M U €€ HampaBiaeHHOCTU. O0e rpynibl Ipu3HaIu
BAYKHOCTb OOpaTHOM CBSI3M JUIs YJIyYILIEHUS! HABBIKOB MMMChMA. Y UUTEINA Yallle OTJaBalIu
IPENOYTeHUE BHIOOPOUHON U MPpsAMON 0OpaTHOM CBsI3U, B TO BpEMsI KaK OOJIBIIMHCTBO
y4aIuxcsl NpernodnTaId NoApOoOHYI0 U KOCBEHHYIO O0paTHYIO CBsI3b, CIOCOOCTBYIOILYIO OoJiee
ri1ryOokoMy 00yueHHI0. YUuTeNs TakkKe yKa3zad Ha TPYJHOCTH, KaK HEXBAaTKa BPEMEHH,
OoubIIast Harpy3Ka, CiIydau IUlaruara cpeid Y4eHUKOB U Ype3MepHast 3aBUCUMOcTh oT UU.
HccnenoBanue Takke oKas3alo, 4To MOJIOKUTENbHAs 0OpaTHas CBS3b, BhIpaXKarolas
MOAJEPKKY U IPU3HAHNE YCUIIUI yUalllUXCsl, TOBBIIIAET UX MOTUBALIMIO U BOBIEUYEHHOCTh B
nporecc nucbMa. Ha ocHOBe OTBETOB y4aCTHUKOB OBLIM MPEUI0KEHBI PEKOMEH ALY VIS
noBbIIeHUS 3P PEeKTUBHOCTH 00paTHOM CBs3U. Tarxke ObUTH 00CYKIEHBI OTpaHUYEHUS

WCCTICIOBAHMS M HAIIPABJICHUS JJIs Oy AyIIUX UCCIEIOBAHUN.

Knroueguvie cnosa: B3risAIbl yUUTENEH, B3TIIAIbl YYEHUKOB, MUCbMEHHBIE PA0OOTHI,
NMUCbMEHHAsi oOpaTHas CBs3b, HCIPABJICHUE OITMOOK, CTpATErusl IPEIOCTaBICHUS

O6paTHOﬁ CBA3U, HAIIPABJICHHOCTDb 06paTH01>i CBsA3U, HABBIK ITMCbMa



CHAPTER 1
Introduction

Writing is considered to be the most challenging skill to master out of the four skills in
English language education, as students are expected to maintain correct grammar, spelling,
vocabulary, organization, and content in order to deliver their message correctly to the reader. As
a result, teaching writing can also be quite difficult for teachers since they focus not only on the
final product but also on every step followed in the writing process (Muliyah, Rekha, &
Aminatun, 2020).

In the writing instruction process, responding to students’ writing as well as the effective
use of the teacher’s feedback by students plays a crucial role in improving writing skills
(Agbayahoun, 2016). Teacher feedback is a vital component in education as it assists learners in
identifying their strengths and shortcomings, as well as keeps them engaged and motivated in the
writing process (Silver & Lee, 2007). Peterson (2010) points out that teacher’s feedback on
writing informs students of the quality and impact of their written works on the readers.
Feedback is used as a supporting tool for students to shift from their current level of writing to a
higher level.

Additionally, previously conducted studies demonstrate that feedback by teachers had a
positive impact on writing enhancement of the students. For example, Ferris and Roberts (2001)
studied two groups to find out if feedback affects students' writing ability. He discovered that
those who received feedback outperformed groups that did not. Similarly, Chandler (2003)
evaluated the impact of several forms of error corrections on students' writing. As a result, the
findings showed a significant improvement in the treatment group that received feedback, while

the control group did not make any improvements.



1.1 Problem Statement

However, achieving writing proficiency is nearly impossible if feedback is not included
in the teaching process, or students do not fully comprehend the feedback they receive
(Agbayahoun, 2016). ESL and EFL teachers often have controversial perspectives on the scope
of the feedback and what kind of feedback works best for students' writing. This topic is
complex, and people have different opinions. Students have varying perceptions of feedback and
have distinct preferences for different types of feedback (Seker & Dincer, 2014). Some students
focus more on grammar (Ashwell, 2000; Lee, 2005; Leki, 1999), and some on content
(Abayahoun, 2016; Chang & Wei Wei, 2022; Seker & Dincer, 2014, Zhan, 2016). Moreover,
there are a number of students who focus on almost every aspect of their writing and prefer
unfocused feedback (Cai, 2024). Teachers also own different views regarding the type and the
feedback delivery method they think is effective. For instance, teachers vary their feedback focus
depending on the writing assignment genre (Zhan, 2016), and some focus on content and
organization, while others prioritize grammar and structural errors (Abayahoun, 2016; Chang &
Wei Wei, 2022).

Any research focusing on written teacher feedback should take into account the
relationships and interactions between instructors, students, texts, and writing purposes since
written feedback serves to reinforce the ideas conveyed through teaching (Goldstein, 2006;
Hyland & Hyland, 2006). Therefore, students' views on feedback should not be considered in
isolation from their teachers' perspectives and beliefs about feedback. According to Samuel and
Akther (2021), previously carried out studies on students' opinions and preferences, in particular,
were mostly undertaken in the context of ESL learning in English-speaking countries. The EFL

learning environment in developing countries is clearly a missed and neglected area, as its



culture and classroom setting differ significantly from the learning context in English-speaking
countries.

There is a noticeable lack of research on teacher feedback on students’ writing tasks in
the context of Kazakhstan. The only study identified was an experimental research conducted by
Naghdipour (2023) from Nazarbayev University. The study compared two groups of first-year
students from different degree programs and had 63 participants. These students were taking a
compulsory essay writing course at a university in Oman. One group received traditional teacher-
written corrective feedback, while the other group of students tried to get feedback using
different sources on their own. The study lasted for 16 weeks. The results show that both groups
improved their writing, and there was not a big difference between the two groups in terms of
scores. Nevertheless, the study demonstrated that although students in the second group did not
receive feedback from their teacher, they managed to improve and reduce their mistakes in
writing. However, this study was not conducted in the context of Kazakhstani educational
institutions and did not consider teachers’ and students’ perspectives. Instead, it compared the
effects of student-initiated and teacher-initiated feedback in EFL writing. Therefore, this research
gap requires investigation within the context of Kazakhstan.

1.2 Purpose of the Study
The purpose of the study is to explore Kazakhstani EFL teachers' and students' perspectives
on written feedback in writing instruction, as well as consider their practices with feedback on
written works, and provide recommendations for effective feedback provision practices.
1.3 Research Questions
According to the study's purpose, the following two research questions will be considered:
1. What are teachers’ perspectives on feedback on students’ written works?

2. What are the students’ perspectives on teacher feedback on their writings?



1.4 Significance of the study

This study on the perspectives of teachers and students on written feedback holds
significance for three main reasons. Firstly, this research fills the existing gap in the literature by
focusing on the Kazakhstani EFL context and examining both teachers’ and students’
perspectives on written feedback. The findings can be used to provide recommendations that can
be used in teacher training and professional development programs.

Secondly, the research can help teachers better understand students' views,
interpretations, preferences and response to their feedback, leading them to effectively tailor their
feedback strategies to the needs and expectations of the students. Furthermore, the improved
alignment and understanding of each other's perspectives may lead to increased motivation,

confidence and improvement of writing abilities of the students.



CHAPTER 2
Literature Review

This chapter presents information about the theoretical background of the study along
with feedback provision strategies, focus of feedback, teachers’ and students’ perspectives.
Vygotsky’s (1978) Zone of Proximal Development (ZDP) theory assists in understanding what
students can achieve in writing with the help of teacher feedback. Furthermore, this chapter
defines and categorizes different types of feedback provided for various purposes: feedback on
content, form-focused feedback (grammar, spelling, structure, punctuation, etc.), and feedback
on organization. Feedback provision strategies such as direct and indirect, positive and negative,
summative and formative are also included. Finally, students’ and teachers’ perspectives are
discussed with examples from previous studies, including student and teacher views, preferences,
and challenges in providing feedback (teachers) and reviewing feedback (students). Analysis of
the existing research in this chapter is expected to guide and assist in gaining a better
understanding of feedback on written works, provision, and implementation practices.
2.1 Zone of Proximal Development

Acquisition of writing skills in ESL and EFL has remained a challenge for many years.
Since writing is a cognitively demanding and abstract task, the teaching of writing needs more
than traditional pedagogical approaches that treat writing as a final product. In this case,
Vygotsky's concept of Zone of Proximal Development (ZPD) offers transformative insights into
teaching and learning writing. The use of scaffolding within the ZPD might be seen as a useful
approach that could help improve how EFL writing is taught and learned, both in terms of the
writing process and the final written product (Azi, 2020). Vygotsky (1978) defined ZDP as “the

distance between the actual developmental level as determined by independent problem solving



and the level of potential development as determined problem solving under adult guidance or in
collaboration with more capable peers" ( p. 86).
2.1.1 Social Interaction

Social interaction within ZPD leads to the production of higher psychical processes when
children build their knowledge together with peers. These social connections and intellectual
imitation are key parts in teaching and learning. While teacher feedback includes instructors
offering comments or changes on students' writing drafts to enhance their writing quality and
demonstrate the essential thinking, peer feedback in writing courses involves students
collaborating with peers to give comments or critiques on each other's drafts (Fithriani, 2017).
Everson (2013) noted that small group discussions before actual writing help learners develop
fluency and coherent thought, helping them write better. It was also found that the incorporation
of collaborative activities within ZPD enhanced the writing process. For instance, study findings
conducted by Mirzaei and Eslami (2013) showed that "collaborative dialogue" within ZPD
promoted microgenetic learning, which occurs in immediate social interaction. They compared
traditional writing classes and ZPD-activated ones among Iranian university students. The study
found that ZPD-activated students improved cognitive control, used cohesive devices, and
transformed their self and activity. Thus, peer support and working together to understand
meaning is believed to help improve writing. In contrast, teacher-led classes focused mostly on
correct grammar, suggesting that ZPD-based activities may better support real learning and skill
growth.
2.1.2 Scaffolding through Written Feedback

Scaffolding is regarded to be a fundamental concept of ZPD. However, as a term

scaffolding was not established or introduced by Vygotsky. The term scaffolding first appeared
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in an article by Wood, Bruner, and Ross (1976). The term was defined as structured, responsive
support that educators provide to help students operate within their ZPD (Wood et al., 1976).
Similarly, Nguyen (2024) states that in language and writing instruction, scaffolding is defined
as a pedagogical strategy that constitutes temporary assistance of students in achieving tasks they
have difficulty completing on their own. This support is gradually withdrawn as the learner gets
more capable, making it a dynamic and flexible process. Scaffolding is crucial in language
learning and teaching, to overcome problems with different linguistic elements such as
vocabulary building, forming sentences correctly, using language appropriately in different
situations (Gibbons, 2015).

In language education commonly used scaffolding techniques include modeling,
interactive dialogue and formative feedback. In the modeling type of scaffolding, a teacher
demonstrates the correct use of language to learners (Lantolf & Thorne, 2006). Another
important technique is interactive dialogue or guided conversation, where the teacher asks
students open-ended questions giving them prompts and directions to use new vocabulary in
various contexts as well as giving corrections and suggestions (Mercer, 2000). Hyland (2019)
proposes formative feedback as a significant scaffolding technique, which involves teachers'
immediate continuous feedback and corrections during language classes. Through this repeated
process, students can correct and enhance their language proficiency in response to feedback.

Writing in academic settings can be challenging due to the fact that students need to have
both proper linguistic skills and the ability to clearly organize their complex thoughts and ideas
in order to explain them to the reader. With the implementation of scaffolding this problem can
be solved by breaking the writing process into smaller, manageable parts and while providing

support at each step (Nguyen, 2024).
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Teacher feedback is an indispensable important part in supporting students with their
writing. Effective feedback does not only constitute criticism, but also points out what students
did well in their compositions. Instead of fixing every mistake, teachers give helpful suggestions
that guide students to think about their writing and make changes themselves. This helps students
learn important writing skills and become more confident over time (Hyland, 2019).

As it was mentioned, the key principle of scaffolding is gradual release of responsibility
once the students get more competent. In other words, although at initial stages teachers give
strong support to students with certain tasks through modeling, structured activities, and
feedback, but as students begin to master writing processes and language skills, this support is
gradually withdrawn. Over time, learners are encouraged to apply the strategies they have
acquired during guided practice, allowing them to complete tasks independently while
demonstrating greater control over their writing (Gibbons, 2015).

2.2 Focus of teacher feedback

Many scholars in different learning contexts have studied teacher feedback on student
writing, showing that it plays an essential role in improving students' writing and academic
progress. Mack (2009) claims that written feedback plays a vital role in ESL teaching and
includes corrections of mistakes, comments, and questions on students’ assignments. Sukha and
Listyani (2022) define good teacher feedback as feedback that gives clear details not only about
students’ work and grades but also about their behavior and accomplishments. When students
understand exactly what to improve and how to do it, they are more likely to make progress.
Thus, giving feedback and what it includes is very important (Anggaini, 2018).

There are different approaches to the feedback provision process. Teacher feedback on

students’ writing refers to corrections and comments on the grammar, content, organization,



12

vocabulary and mechanics of the students’ writing (Kaya, 2023). In her earlier studies, Park
(2006) categorized teacher feedback into three types, which include form-focused feedback,
content-based feedback, and integrated feedback. In integrated feedback, the teacher provides
grammar corrections and comments on the content. Form-focused feedback refers to feedback
that centers on the features of language used in writing, including grammar, punctuation,
spelling, sentence structure, and format. It helps students write with more precision. Content-
based feedback deals with the meaning and clarity of the writing, such as ideas, arguments, and
the organization of the writing. Its primary goal is to teach students to synthesize and deliver
their thoughts more clearly.

2.3 Feedback Provision Strategies

Moreover, some researchers have discussed different strategies for giving feedback on
students’ writing. These include focused and unfocused feedback also known as selective and
detailed. Unfocused feedback is when the teacher points out all the mistakes without focusing on
any specific type. In contrast, focused feedback is when the teacher gives comments only on
certain language areas, like grammar or word choice. This helps students work on one thing at a
time (Ellis, 2009; Ferris, 2011).

Furthermore, feedback delivery methods can be divided into direct and indirect types
depending on the way it is given in written works. According to Hosseiny (2014), direct
feedback as its name suggests, directly indicates errors in writing and provides correct linguistic
forms of the mistake in the writing. On the other hand, indirect feedback means that the teacher
does not show the correct answer. Instead, they underline, circle, or use codes to show where the
mistakes are. This way, students have to find and fix the errors on their own (Sukha & Listyani,

2022).
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Another point that is worth mentioning regarding positive and negative feedback in
writing. Teachers need to be aware that the way they give feedback can affect how students feel
and their motivation to improve. For example, a draft marked with a lot of red ink might make
students feel stressed and anxious, which is not helpful (Ravichandran, 2002). While giving
praise can make students feel good and more excited about writing, it doesn't actually encourage
them to make changes to their drafts (Silver & Lee, 2007). On the other hand, criticism can make
students feel negative (Silver & Lee, 2007). For feedback to be effective, teachers should
communicate with students about it. This helps students improve their writing and revise their
drafts. Bitchener et al. (2005) suggest that students improve their writing when they receive both
oral and written feedback often. Teachers should also show students how to use the feedback to
make specific improvements, as combining overall feedback with clear examples of how to
apply it leads to better changes in their writing (Vardi, 2009). For better understanding, look at
Table 1.

2.4 Previous Studies on Students’ Perspectives

Studies demonstrate that majority of the students found their teacher’s feedback useful in
identifying their grammar mistakes, awkward expressions, organizational issues such as
paragraph transitions, prompt revisions, sparking interest in writing and improving their overall
writing abilities (Abayahoun, 2016; Chang & Wei Wei, 2022; Mulyah et al, 2020; Seker &
Dincer, 2014; Zhan, 2016). Students mostly received feedback on their grammatical aspects of
writing. The frequency of feedback provided on organization, content, punctuation, and
vocabulary usage were relatively lower compared to the frequency of feedback given on

grammar (Abayahoun, 2016; Chang & Wei Wei, 2022; Seker & Dincer, 2014).
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Research also highlights that students have varying reactions to feedback and have
distinct preferences for different types of feedback. For example, earlier fundamental studies
state that some students focus more on form than content (Ashwell, 2000; Lee, 2005; Leki,
1999), while some value content-based feedback more (Semke, 1984; Zamel, 1985), and others
focus on almost every aspect of their writing (Redecki & Swales, 1988; Ferris, 1995; Lee, 2005).
Truscott (1996) claims that students learning English as a second language have an unfavorable
view regarding error correction feedback. Students in Leki's (1991) research claimed minimal
gain from corrections in grammar and spelling, and Cohen's (1991) study's participants stated
that suggestions on organisation were the most helpful to them. Based on Alamis (2010),
students prefer comments on content and structure over vocabulary and grammar. Similarly,
some recent studies (Abayahoun, 2016; Chang & Wei Wei, 2022; Seker & Dincer, 2014; Zhan,
2016) also state that students want to receive more content and organization-based feedback
rather than feedback that focuses on correcting mistakes to improve the technical accuracy of
writing.

Preferences for direct and indirect type of feedback were mixed. For example, according
to Samuel and Akther (2021), indirect feedback, where teachers provide clues or simply indicate
errors in writing by underlining without directly correcting them was favored by students in this
research. They liked to have the chance to correct their mistakes themselves. On the other hand,
the study conducted by Muliyah et al. (2020) reveals that most students found direct feedback
useful because of clear and precise recommendations for their mistakes in written works. This
perspective was supported by Kaya's (2023) study, where students who received direct feedback
showed more successful revision rates than those who received indirect feedback on their written

works. According to Fitriyah et al. (2024), 26 students out of 30 preferred direct feedback as it
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provided clear explanations to their mistakes in writing. It was also found that students with
lower and medium proficiency levels of English in writing wanted to receive explicit corrections
and suggestions for improving vocabulary and sentence structures. This preference was
attributed to their weaker proficiency levels, since these students struggled to identify and correct
their writing errors independently.

However, most students acknowledged indirect feedback as a tool that fosters a deeper
understanding of their mistakes and a strong sense of achievement. Moreover, students stated
that they preferred indirect feedback providing similar reasons. Several participants favored
indirect feedback due to its ability to encourage students to actively engage in learning. In their
opinion, students become passive and ineffective in improving writing skills when they do not
have to reflect on their mistakes and take responsibility in their learning. Some students also
highlighted the sense of achievement and satisfaction they felt when they successfully spotted
and corrected errors themselves. Additionally, interviews with teachers in Muliyah et al. (2020)
study show that teachers think that direct feedback impedes students’ critical thinking and ability
to manage their educational process as it requires them to replicate the teacher’s correct answers
without learning; therefore, teachers tend to avoid detailed direct corrections.

Furthermore, different responses were given when participants were asked about their
emotions over the teacher’s feedback on their writing. 21 students reported that they felt negative
emotions, such as disappointment, shame, sadness, shock, anger and anxiety, while 13 students
mentioned positive emotions including happiness, satisfaction, relief, motivation, and
confidence. The most frequently experienced negative emotion was disappointment because of
the unpredicted number of errors students made. This contributed to other previously listed

negative emotions. On the other hand, some participants felt happy by just receiving feedback on
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their written assignments since it helped them to identify and correct their mistakes, eventually
improving their writing skills (Kaya, 2023). Abayahoun (2016) states that the majority of the
students hold negative impressions of their teacher’s feedback and describe it as discouraging,
confusing, overwhelming, or useless. Therefore, they do not take it into account to improve and
revise. Additionally, students in Mulyah et al. (2020) study expressed feeling embarrassed or
guilty when they received publicly and challenges in understanding the feedback provided.
Another preference regarding feedback was about the way it was delivered. Students
desire unfocused or detailed feedback which is comprehensive, explicit, and informative
feedback that includes grades, corrections and suggestions in all aspects of writing, such as
content, grammar, organization, and other aspects of writing (Abayahoun, 2016; Cai, 2024;
Ferris, 2003; Hyland & Hyland, 2006). For example, in students’ opinion, it is beneficial when
teachers focus on correction and suggestion of all types of mistakes (grammar, content,
organization, and etc.) equally, in order to help them to revise and correct as many mistakes as
possible (Cai, 2024). Also, some studies indicate that students find it more useful when feedback
is provided during the revising stage, while teachers predominantly provide feedback during
summative assessment writing tasks. Timely feedback is considered to be important because it
keeps students actively involved in enhancing their writing abilities (Muliyah et al., 2020; Seker

& Dincer, 2014).
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Written Feedback Categorized by Focus and Strategy
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Category Type of feedback Focus Example Response
By linguistic Form-focused Grammar, spelling, “Use past tense here:
Focus feedback punctuation ‘wrote’ instead of
‘write.””
Content-focused Ideas, relevance, “You need more
feedback argumentation, details  evidence to support this
claim.”
Organization-focused  Paragraphing (structure ~ “Consider using linking
feedback of the text), use of words for better flow.”
connectors and
transitions
Negative Students’ mistakes “Several grammar
mistakes make your
meaning unclear. ”
Positive Students’ strengths or “Your argument is
what they did well clearly developed and
supported with strong
examples.”
By strategy Direct Teacher provides the “He go — He goes”
correct form
Indirect Indicates an error “[Tense error here]” or

Focused (selective)

without correcting

Targets specific error
types only, one or few
selected areas

underlining, circling the
error

Only correcting the verb
tense throughout the
writing
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Unfocused (detailed)  Corrects all or multiple Corrections on tense,
error types punctuation, spelling,
and etc., throughout the
writing

Note. The table provides information on the types of written feedback strategies and focus.

2.5 Previous Studies on Teachers’ Perspectives
Although teachers and students both perceive feedback as the means of improvement for

writing, teachers possess quite different perspectives from their students. Zhan’s (2016) study
explored teachers’ perspectives on feedback regarding its focus and effectiveness in improving
students’ abilities in EFL writing. The study results showed that the teacher did not provide
feedback focused on one area but instead changed the feedback she provided depending on the
genre of the writing assignments. For example, if it was a descriptive essay, she focused on
grammatical accuracy, while in narrative essays, she focused more on content and organization.
The teacher believed feedback would benefit students if they engaged with and felt students most
valued honest feedback on the content, as it gave them a sense of personal attention. However,
some teachers provided more feedback on grammar and structural errors as they perceived these
specific types of feedback would lead to successful writing. The direct translation from the first
language that resulted in unclear text and incorrect logical flow and sentence structure were
among the main reasons for grammar mistakes (Abayahoun, 2016; Chang & Wei Wei, 2022).
Furthermore, teachers disagreed with students’ opinions regarding comprehensive feedback,
where teachers should focus on every error equally, and instead favored selective feedback.
Teachers think that detailed correction hinders students’ abilities to think critically and identify
their errors on their own and be aware of their mistakes. Therefore, teachers find metalinguistic
feedback with error codes to be most useful and appropriate for students to manage their learning

independently (Cai, 2024; Muliyah et al., 2020).
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It was found that often teachers’ feedback practices were influenced by several
challenging factors. The commonly mentioned contextual challenge was large class size and
numerous papers to grade. Teachers in Chang and Wei Wei’s (2022) study reported that they
spend 25-30 minutes checking and grading each essay. So, the class of 13 students would take
teachers approximately 5 hours to grade all written works or essays. Bigger class size consisting
of 21 students would require a teacher to spend 7 hours to check and grade essays. Earlier study
conducted by Abayahoun (2016) aligned with the previously mentioned study results. Both
secondary school teachers in the study reported large class size, numbers of papers to grade, and
limited teaching time for EFL classes as the challenges impeding effective feedback on writing.
Moreover, teachers also claimed these constraints prevent them from responding to a students’
writing the way they should and want, thus leading them to focus on form rather than
comprehensive written comments which they find very important. They believe written
comments are useful for students in improving their writing skills by reading these comments
again and again. Therefore, teachers think that there should be a limited number of students so
that they could have sufficient time to provide effective feedback on all written works.

In conclusion, this chapter of the study analyzed previous research done related to teacher
feedback on students' writing, trying to focus on how teachers and students view feedback
practices in writing skill improvement. Analysis of the previous studies showed that Vygotsky's
theory Zone of Proximal Development (ZPD) is highly relevant in writing instruction and
enhancement of students' writing skills. This theory suggests, students learn and improve best
when students are under the guidance of a teacher while completing tasks that are beyond their
ability. In pedagogy this concept is called scaffolding. In writing instruction it often takes the

form of teacher feedback on students' written works. Providing feedback, teachers inform
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students about their strengths and areas for improvement. Also, they guide and motivate them to
revise their mistakes concerning grammar, spelling, content, organization, and overall writing.

It was found that students and teachers had quite distinct perspectives and preferences
regarding feedback on written feedback. For example, students want to get feedback that is clear,
unambiguous, and detailed, with guidance for further improvement. Additionally, it was found
that while the commonly provided feedback is on grammar, students expressed a wish to receive
comments on the content of their writing as well. Students had varying opinions towards direct
and indirect feedback. Some preferred direct feedback, claiming it is more effective, and others
think indirect feedback helps them remember better, finding their mistakes themselves. Learners
tend to feel more motivated when they are supplied with encouraging feedback that includes
positive comments too, rather than just criticism.

On the other hand, teachers prefer to provide selective feedback on writing aspects they
find necessary, as it is less time-consuming. Focused feedback is more effective considering the
time constraints and large number of works to grade. However, teachers reported choosing the
types of feedback to supply based on the student's level and the goal of the task. Moreover, in
their opinion, students with lower linguistic proficiency levels benefit more from direct feedback,
while stronger students should be encouraged to think deeply through indirect feedback.
Teachers often target one or two main areas, like grammar or content, in each piece of writing.

Although it’s hard to match every student’s preference, both teachers and students agree
that feedback is essential for learning and helps students grow as writers. However, challenges
such as large workloads, limited time, and different student needs can make it difficult for

teachers to provide ideal feedback every time.
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CHAPTER 3
Methodology

3.1 Research Design

The aim of this study was to explore and gain a deep understanding of how students and
teachers view written feedback on writing tasks and offer recommendations based on their
perspectives. Thus, this study employs a qualitative research design to explore teachers’ and
students’ perspectives on feedback in EFL writing, because it is particularly suitable for
investigating individual experiences, perceptions, and attitudes in depth (Creswell, 2014). Since
feedback is a dynamic and context-dependent process, a qualitative approach helps to obtain a
rich, deep understanding of how students and teachers interpret and respond to written feedback
in educational settings.
3.2 Ethical Consideration

The study followed all the principles of ethics and before the commencement of data
collection ethical approval was obtained from the Ethics Committee of the university (Appendix
A). Each participant including teachers, students and their parents or legal guardians of students
who are under eighteen received a consent letter. Information regarding the study’s purpose and
implementation process, as well as background information about the researcher, possible risks
and benefits, and choice to refuse to participate, were included in the consent letter. During the
semi-structured interviews, teachers and students participating in the study had the freedom to
ask questions, clarify any unclear questions, review their responses, or end the interview at any
moment if they felt any discomfort. The participation was entirely anonymous and voluntary;
any information, including participants’ names that were disclosed kept private during data

analysis.
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3.3 Participants

The study had overall 20 participants, including 5 teachers (4 females and 1 male) and 15
students (8 females and 7 males) studying in 11th grade. Teachers were from three different
schools: public, specialized, and international, meanwhile, students were from a single
specialized school. Convenience sampling was used to attract teachers for the interviews which
refers to collecting data by convenience fast and conveniently (Patton, 1990). Thus, those who
were interested in sharing their experiences joined the interview. Three of them have master's
degrees from universities in China, Korea, and Kazakhstan, while two of them have bachelor's
degrees from Kazakhstani institutions. Their job experience ranges from three to eighteen years,
and their ages range from twenty-three to forty-four. Three teachers teach students in grades 8—
11, while two educate elementary and young secondary school students (in grades 4-5). Refer to
table 2 for more specific details.

On the other hand, students were selected using purposive sampling to gather thorough
insights into the perspectives and experiences of students regarding feedback on writings. As
Shaheen et al. (2016) state, purposeful sampling means choosing participants who are especially
knowledgeable or experienced about the topic being studied, so the researcher can gain a deep
and detailed understanding of it. Consequently, the focus on higher secondary grades was due to
their active involvement in writing activities and sufficient experience in teacher feedback on
their written works. The students were aged 16-17 with diverse backgrounds and proficiency

level of English.
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Table 2

Summary of Teachers’ Demographic Characteristics

Participants  Gender Age Level of Work School
Education Experience

Teacher 1 Female 32 Master degree 6 years Specialized school

Teacher 2 Female 44 Bachelor degree 18 years Specialized school

Teacher 3 Male 23 Master degree 3 years Public school

Teacher 4 Female 23 Bachelor degree 3 years Public school

Teacher 5 Female 28 Master degree 8 years International
school

Note: The table presents the gender, age, education level, work experience, and current school
type of the five participating EFL teachers.
3.4 Data Collection Tools

Semi-structured interviews were conducted to collect data from teachers and students
about their views on feedback on written assignments. This approach allowed participants to
discuss emerging themes in depth and reflect on their thoughts and experiences. Accordingly,
research interviews are beneficial to learn about the viewpoints, experiences, beliefs and
motivations of people on certain matters. Compared to questionnaires and other qualitative
methods of data collection, interviews are believed to obtain a deeper understanding of social
phenomena (Silverman, 2000). Interview questions are designed to answer research questions
regarding teachers’ and students’ view of teachers’ feedback on written works, teacher practices,
student preferences, and their recommendations to enhance feedback provision process. The

interview questions for teachers and students are included in Appendix B and Appendix C.
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3.5 Data Collection Procedures and Analysis

Before conducting the interviews, all participants were asked to read and sign an
informed consent form (see Appendix D, E). They were also informed that their answers would
remain confidential and anonymous. Depending on the participants’ preferences and availability,
interviews were held either face-to-face or online.

Each interview lasted about 30 to 60 minutes with teachers, and 25-30 minutes with
students to share their thoughts and experiences. Participants (teachers and students) talked about
feedback on written work, including what kind of feedback they preferred, how they felt about
receiving or giving feedback, and what they found helpful or unhelpful.

With the participants’ permission, all interviews were audio recorded and later
transcribed word-for-word for analysis. The interviews were transcribed both manually and using
the “Turboscribe” Al. Audio transcriptions were stored in Microsoft Word documents, which
were then checked and corrected manually for accuracy.

An inductive thematic analysis approach was used to examine the interview to analyze
the data, which identified themes directly from the data themselves (Braun & Clarke, 2006).

The analysis followed a six-phase process such as familiarization, coding, searching for themes,
reviewing themes, defining and naming the themes, and finally writing the report. The
transcription of interviews with each participant was carefully read with special focus to key
phrases and ideas relevant to research questions. The initial codes were grouped into possible
themes before being reviewed for clarity and accuracy. Next, clear definitions were assigned to

each theme and supported by participants' responses.
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CHAPTER 4

4.1 Teacher’s Perspectives

Table 3

Findings

Themes and Subthemes of Teachers’ Perspectives

Main Theme  Subtheme  Particip Key Points Responses
ants
1. Perceived 1.1 Feedback Teachers Helps correct “I think the main goal of
role of as a tool for (n=3) mistakes and feedback is to identify
feedback error improve accuracy  weaknesses and strengths of
provision correction in writing. the students.”
1.2 Feedback Teachers Feedback supports “.... it (feedback) is also
as a tool for (n=2) student used to guide them (students)
encouraging independence and  to correct their mistakes on
self- self-learning. their own and improve self
correction learning.”
and
independent
learning
1.3 Feedback Teachers Use prise, "I always try to point out
as a source of (n=2) stickers, and what students did well in
motivation positive their writing and praise to
reinforcement to  motivate them to keep
increase writing more. If you point
motivation and out their mistakes and scold
confidence. them all the time instead of
praising them enough, they
may lose their wish to write
more."
2: Teacher’s 2.1 Selective  Teachers Selective “ [ prefer selective feedback
preference for vs. Detailed (n=4) feedback saves as it takes less time and
feedback feedback time and avoids detailed feedback on all
delivery overwhelming aspects seems unnecessary
strategies and students. when you point out their

focus

every error. [......] so, |
choose the main focus of my
feedback taking into account
the requirement of the
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written task.

2.2 Direct vs. Mixed Direct feedback I can not sit here and tell
Indirect n=3 offers clarity; students “try to guess what
Feedback n=2 indirect feedback  is your problem?” You
promotes deeper  know, we have some type
learning. students who can never
guess.
“[] if they have to find their
mistakes themselves, they
will do more self-study and
remember their mistakes
longer.”
2.3 Taskand  Teachers Feedback is “The feedback I provide
student (n=4) tailored to task depends on the writing task’s
dependent goals and student  purpose. For example, when
feedback needs. students analyze a novel, 1
focus on content and ideas.
Feedback also varies based
on students’ needs. Some
struggle more with
grammar, while others need
help with content or
vocabulary.”
2.4 Integrated Teachers Considers both “I also pay attention to the
feedback (n=2) content and uniqueness  of  students’
(content and grammar of the ideas. But this does not mean
grammar) writing. 1 ignore grammar or other
aspects of writing.”’
Theme 3. 3.1 Student Teachers Students with “Those students who have a
Feedback interest in (n=4) clear language determined goal connected
implementatio learning learning goals with English tend to revise
n by students  English tend to act on and keep in mind the
feedback. feedback they received with
the thought in mind that they
must not repeat the same
mistakes during their
exams.”
3.2 Feedback  Teachers Feedback clarity “.... sometimes some
clarity (n=2) affect the students don’t understand

implementation of
the received
feedback.

the feedback they receive.
Probably, when I give some
general feedback without
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specifying.”
3.3 Gap Teachers Large gapes “Since we do not have
between (n=3) between writing  frequent full-scale writing
assignments assignments tasks, only once per module,
impedes feedback students often forget the
implementation.  feedback they received.”
4. Challenges 4.1 Time All Large numbers of  “Sometimes, [ sit until dawn
in providing  constraints teachers  works and time checking students’ written
feedback and huge constraints affect  works.”
number of feedback
works to consistency and
check quality.
4.2 Teacher’s Teacher Lack of writing “To give good essay
limited 2 skills affects feedback, a teacher needs
writing skill teacher’s ability to strong writing skills. 1

provide feedback. sometimes struggle because
my own writing is not very

strong.”

4.3 Teacher Messy "It also takes time to figure
Handwriting 4 handwriting out what is written and what
issues consumes time to  they tried to say.”

figure out what is

written and delays

feedback.
4.4 Cheating  Teachers Detecting I have to compare their
and (n=2) plagiarism or Al works so as not to miss the
overreliance use complicates works that were copied from
on Al fair assessment someone or completed using

and feedback AL”

provision.

Note: The table summarizes the main themes and subthemes derived from teachers’ perspectives

on written feedback.

Theme 1: Perceived role of feedback provision
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All (N=5) teachers reported that their students are quite actively engaged with writing
tasks. The types of writing teachers taught and students engaged in varied based on the grade
levels. Teachers (n=2) who taught younger learners or primary school children often taught
writing through simple dialogues and ready text prompts. On the other hand, secondary
education teachers (n=3) reported teaching a wide range of writing genres that includes different
types of essays (opinion essay, discuss both views, agree or disagree, advantages and
disadvantages, etc.), short articles, movie and film reviews, formal emails and so on.

Teachers agreed that feedback plays a crucial role in improving students' writing.
Although all (N=5) teachers perceived feedback as a pedagogical tool that is useful for students’
writing skill enhancement, they had different views on the purpose of feedback provision when
sharing their experience. Some teachers (Teacher 2, Teacher 4) provided feedback with an aim
to correct students’ mistakes, identify their weaknesses and strengths, but others saw it as a
means of guiding students toward self-improvement (Teacher 3, 5). Moreover, Teacher 1
reported using feedback as a motivation that pushes students to write more.

Subtheme 1.1: Feedback as a tool for error correction

According to several teachers (n=3) feedback given on written works helps teachers and
students to identify students’ strengths and weaknesses, as well as correct their mistakes,
ultimately improving their writing skills. Teacher 2 stated,

“I think the main goal of feedback is to identify weaknesses and strengths of the
students.” (Teacher 3)

“In my opinion, the main goal of feedback in writing is to improve students’ writing skills.

(Teacher 4)
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Subtheme 1.2: Feedback as a tool for encouraging self-correction and independent
learning

Some teachers preferred indirect feedback instead of explicit correction and perceived
feedback as something that could guide and support students to learn independently. For
example, Teacher 3 noted,

“.... it (feedback) is also used to guide them (students) to correct their mistakes on their
own and improve self- learning. I think it is not correct to give explicit feedback directly showing
the right answer. In my opinion, indirect feedback allows further improvement of students.”

Teacher 5 also added:

“Feedback on writing gives more, not the motivation, but the support... It helps students
recognize and be aware of their mistakes and make improvements”. As a result, this highlights
the importance of feedback in fostering self-awareness and gradual writing development.

Subtheme 1.3: Feedback as a source of motivation

On the other hand, Teacher 1 regarded written feedback as a source of motivation to keep
students engaged in the writing process. She explained,

"l always try to point out what students did well in their writing and praise to motivate
them to keep writing more. If you point out their mistakes and scold them all the time instead of
praising them enough, they may lose their wish to write more."”

Teacher 5 also touched on motivation, but in a different way, she used stickers and
positive reinforcement to engage students in writing. She shared,

"l have a sticker that says “awesome job” and students know if they receive it, it means
they did well. If they get a “nice job” sticker, they know they need to work harder.”

This approach suggests that younger students, in particular, respond better to visual and

gamified feedback methods.
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In conclusion, teachers recognize and acknowledge the important role of feedback in
improving writing skills. Nevertheless, their perspectives regarding its primary purpose were
quite distinct. Some teachers used feedback to fix students' errors in writing as well as informing
about their strengths and weaknesses. Several other teachers viewed feedback more as a tool to
direct students towards self-correction and independent learning. Additionally, some teachers try
to motivate their students by not only pointing out errors and showing them where to practice
more, but also mainly using praise and positive comments in their writing to maintain their will
to write.

Theme 2: Teacher’s preference for feedback delivery strategies and focus

Interviews with teachers revealed insights into their feedback practices. Particularly, the
teachers’ preferences on certain feedback types, and whether students successfully implement the
feedback they receive on their written works. It was found that teachers try to provide
constructive, regular feedback even though they may not manage to do so all the time. Feedback
provision frequency mostly depended on factors such as their students’ proficiency levels,
curriculum requirements, and personal teaching styles. Almost all teachers (n=4) said that they
try to provide regular constructive feedback as much as possible.

On the contrary, Teacher 5 admitted not providing regular feedback:

“To be honest, I do not provide written feedback on writing tasks. I ask them questions
like, "Why did you use this sentence instead of another?" and give verbal feedback on how they
can improve their writing. Another method I use is peer checking. I pair students up and have
them review each other’s writing to identify mistakes.”

Interestingly, teachers also tend to replace written feedback with oral feedback since it

was more quick and convenient.
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Subtheme 2.1: Selective vs. Detailed feedback

The majority (n=4) of the teachers prefer to provide selective feedback that focuses on
specific areas of writing. Different factors influenced teachers to choose to provide selective
feedback including their preference to check the words based on writing task goal and criteria,
students needs, and due to other convenient factors selective feedback offers. For instance,
Teacher 1 stated,

“ [ prefer selective feedback as it takes less time and detailed feedback on all aspects
seems unnecessary when you point out their every error.

[......] so, I choose the main focus of my feedback taking into account the requirement of
the written task. However, it doesn’t mean I completely forget other feedback types, even if they
are not my main focus in giving feedback, I try to include other types of feedback if there are
common or blundering mistakes. However, it is better to be selective than considering all
aspects.”

Both teachers who teach younger learners noted that students do not like it when their
written works full of corrections as it may be overwhelming to them:

Teacher 3: “Students do not like when you overwhelm and fill up their copybooks with
your corrections making their writing messy with red or green coloured teacher pencils.
Sometimes, my students ask me not to correct their sentences completely but just show it so that
they could fix it themselves.”

Teacher 5: “Feedback should be appropriate to the age of the students. For example,
detailed feedback can be overwhelming to primary school kids if there’s too much. If they see
many corrections they may start to panic, and get upset quickly or be in disbelief saying “no, [

couldn’t make so many mistakes.” On the contrary, secondary school kids may like detailed
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feedback, and they accept it very well, like “yeah, okay, I get it.”” Secondary and Middle school
kids even like it and prefer it.”

Conversely, Teacher 2 thinks providing detailed feedback on all aspects of writing helps
students to improve their writing skill better:

“Feedback should not be limited to just one aspect. To improve writing skills, feedback
should be comprehensive. If we only focus on grammar, students may fail to develop other
necessary skills. Therefore, detailed feedback is the best approach.”

Subtheme 2.2: Direct vs. Indirect Feedback

Teachers had different preferences regarding direct and indirect feedback due to different
reasons. Some teachers (n=3) believe direct feedback is more effective, while others argue that
indirect feedback (n=2) encourages self-correction and deeper learning.

Teachers who provide direct feedback showing mistakes clearly and offering correct
versions of mistakes state that students may struggle to identify their mistakes on their own.
Additionally, according to Teacher 1 students are reluctant to work with indirect feedback if it is
not shown explicitly:

“I can not sit here and tell students “try to guess what is your problem?” You know, we
have some type students who can never guess. Maybe some of them will try to find it, but most of
them will just close their copybooks after reading feedback and never work on their indirect
feedback. I can not wait until students figure out their mistakes.”

Teacher 4 also supports direct feedback, saying that students are more likely to revise
when mistakes are clearly indicated:

“I believe students remember clear direct feedback rather than indirect feedback.”
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Similarly, Teacher 5 prefers direct feedback as she believes that it leads to better
progress: “[...] if the student writes one [ instead of two “l”’s I add one more [ directly showing
the correct version and mistake of the student. Moreover, I think direct feedback can give you
progress than indirect feedback. They will remember it better.”

However, Teacher 2 and Teacher 3 found indirect feedback to be more effective than
direct feedback. In their opinion, indirect feedback encourages students to be more engaged in
deeper learning as they try to find out their writing errors themselves and promote self-reflection.

Teacher 2 highlights its time efficiency and effectiveness on student writing
improvement:

“I just underline mistakes without providing the correct answer. Since teachers do not
have enough time to correct every mistake in writing, indirect feedback helps save time and be
more effective. If teachers provide fully corrected work, students will not improve much because
they won'’t engage in self-study. However, if they have to find their mistakes themselves, they will
do more self-study and remember their mistakes longer.”

Teacher 3 agrees, emphasizing that indirect feedback protects students' self-esteem and
motivates them to take responsibility for their learning:

“Indirect feedback prevents teachers from hurting student’s self-esteem and encourages
self-correction. Unlike direct feedback, it motivates students to research, fix mistakes, and in the
next lesson they try to show the teacher what they worked on and how they corrected
themselves.”

However, Teacher 3 also acknowledges using direct feedback for summative assessments

while reserving indirect feedback for formative assessments.
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Overall, teachers' choices between direct and indirect feedback depend on their teaching
goals, students' needs, and the assessment type.

Subtheme 2.3: Task and student dependent feedback

It was found that teachers (n=4) mainly considered the nature and goal of the writing task
when deciding what type of feedback to provide on students’ written works. Alongside the task’s
purpose, students’ needs were also considered. For example:

“The feedback I provide depends on the writing task’s purpose. For example, when
students analyze a novel, I focus on content and ideas. Feedback also varies based on students’
needs. Some struggle more with grammar, while others need help with content or vocabulary.”
(Teacher 1)

Additionally, Teacher 2 and Teacher 4 pointed out the importance of having task criteria
while assessing and providing feedback on students’ written works:

“Personally, if the writing task has specific criteria, I try to provide feedback based on
those criteria.” (Teacher 2)

Teacher 4 also adds that she needs to consider some other factors as well, so even though
she wants to stick to the criteria when assessing, it is not always possible: “I try to give feedback
according to the criteria of the task, but not always. It depends on the purpose of the lesson and
task. For example, sometimes the writing is given where students need to use a certain type of
grammar or tense (grammar and writing lesson together), or it might be writing where you need
to clearly state your position, or free writing. So, I choose the main focus of my feedback, taking
into account the requirement of the written task.”

Subtheme 2.4: Integrated feedback (content and grammar)
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The interview with teachers suggests some teachers pay more attention to the content of
the writing but do not neglect feedback on mechanics too. Teacher 2 prefers to focus more on
content as she thinks the main goal of writing is to convey meaning but also considers other
aspects of writing like grammar:

“I also pay attention to the uniqueness of students’ ideas. Even if their grammar has
mistakes, if their writing content and ideas are unique, I tend to focus more on that. But this does
not mean I ignore grammar or other aspects of writing.”

Similarly, Teacher 3 sees content as the most important element but also considers
grammar and spelling:

“The most important thing in writing is the meaning, in other words the content of the
written composition. Because student’s ability to think and process information and come up
with some creative ideas are the main things in writing. Along with content I try to give some
attention to other aspects of writing such as grammar and spelling.”

Theme 3. Feedback implementation by students

All (N=5) teachers reported that whether students review and act on their feedback
depends on students themselves and some other additional factors such as feedback clarity and
follow-up activities.

As it was mentioned, student engagement with feedback is largely dependent on
individual motivation and aim of studying the English language. To illustrate, Teacher 2 shares
her experience that students with a strong interest in English or a sense of responsibility actively
review and apply feedback, but those with lower proficiency or less interest in writing often

overlook it:
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“My students who have a strong interest in English and are responsible tend to use my
feedback, whereas students with a lower language proficiency often do not pay much attention to
it.”

Teacher 4 also adds that students who have a clear academic goal related to English are
more likely to consider and implement feedback, especially to avoid repeating mistakes in
exams:

“Whether students review and act on feedback or not depends on them, and how they
regard my subject. Those students who have a determined goal connected with English tend to
revise and keep in mind the feedback they received with the thought in mind that they must not
repeat the same mistakes during their exams. On the other hand, some students study only to
pass this subject.”

One of the factors that affected feedback implementation was its clarity. For instance,
Teacher 1 states:

“I try to provide feedback in their language, in a way they would understand it. I don’t
use some kind of academic words as it may be hard for them to understand.”

Furthermore, Teacher 3 mentioned,

“.... sometimes some students don’t understand the feedback they receive. Probably,
when [ give some general feedback without specifying.”

Another factor that influenced feedback application was the large gap between writing
assignments:

“Since we do not have frequent full-scale writing tasks, only once per module, students
often forget the feedback they received. As a result, they tend to make the same mistakes again in

their next writing assignment.” (Teacher 2)
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To address this, Teacher 4 employs a strategy of assigning the same writing topic again
after providing feedback, allowing students to compare their previous and revised work:

“For example, they wrote an essay on the topic “computer science” and they get this
topic again after they receive feedback from me. Then we compare two writings to find out if
students worked with mistakes.”

A similar experience was shared by Teacher 5:

“Since I teach students in 3" and 4™ grade their writing and fixing writing errors do not
really take much time, so I ask them to rewrite the sentence or some parts of writing fixing their
errors as I showed when giving feedback. Then during the lesson they show it to me again.”

These strategies suggest that structured follow-up activities enhance students’ ability to
process and apply feedback effectively.

Theme 4: Challenges in providing feedback

The responses from five teachers illustrate distinct yet interrelated challenges, leading to
the identification of several factors that cause these challenges. These challenges include: time
constraints and large number of works to check, teacher’s limited writing skill, student
competition and comparison, handwriting issues, cheating and inability to provide feedback
regularly.

4.1: Time constraints and huge number of works to check

A dominant challenge reported by teachers is the issue of time constraints and large
number of written works to check. Teacher 1 noted,

“Time constraints are always an issue when it is to check, grade and give feedback on

students’ writing”.
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This statement was confirmed by Teacher 4, who highlighted the extensive hours spent

checking student compositions:

“Sometimes, I sit until dawn checking students’ written works.”

Furthermore, due to insufficient time and loads of work to check it is hard to provide
feedback regularly:

“You need to check their work on time and do it regularly. If you don’t make it part of
the routine of your teaching it is really hard to make progress in students’ writing. So providing
feedback regularly is challenging for me. Because sometimes you do not have time to complete
proper feedback. I don’t like checking written works, it takes so much time.”

Subtheme 4.2: Teacher’s limited writing skill

Another challenge is teachers’ confidence in their own writing skills. Teacher 2 admits
that her writing skills are not at a high level, which makes it difficult to provide comprehensive
good feedback, particularly on essays.

“To provide good feedback on an essay, a teacher must be skilled in writing essays
themselves. Personally, [ wouldn't say my writing skills are at a very high level. That is why
sometimes it is challenging for me to give feedback on essays. Another challenge is that
sometimes I am unsure about the correct usage of certain English words in different contexts.
This makes giving feedback more difficult at times.” (Teacher 2)

This indicates that teachers may need further training or resources to enhance their ability
to provide high-quality feedback.

Subtheme 4.3: Handwriting issues
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Another significant challenge mentioned by the teachers is difficulty in reading and
comprehending students' handwriting. Teacher 4 specifically mentioned the complexity of
student handwriting and how it affects the clarity of their writing, stating:

"It also takes time to figure out what is written and what they tried to say.”

Consequently, confusing handwriting can extend the time required for carefully reading a
student's work and provide effective feedback, further complicating the already time-intensive
process.

Subtheme 4.4: Overreliance on Al

Furthermore, the issue of students often copying each other’s work or purely using Al to
complete their writings requires additional effort to compare written pieces and detect
plagiarism:

“ Also, often students cheat, and I have to compare their works so as not to miss the
works that were copied from someone or completed using Al.”" (Teacher 4)

“My students may copy each other's work. But I can notice it easily as they often make
the same mistake in terms of grammar and spelling.” (Teacher 3).

As a result, besides properly checking and grading students’ written works, teachers must
verify the authenticity of student submissions too, in order to give feedback that is constructive
and fair.

In conclusion, teachers face various challenges in the feedback provision process. The
main issue is time constraints and numerous works to check which hinders quality and frequency
of feedback on written assignments. Another common issue is cheating from peers or relying on
Al These challenges followed by other issues such as student competitiveness, feedback

comparison, and confusing handwriting.



4.2 Students’ Perspectives

Table 4

Themes and Subthemes of Students’ Perspectives
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Main theme Subtheme Partici Key points Example responses
pants
5. Perceived  5.1: All Helps to identify “Every time I get feedback
role of Feedback as  students various writing from my teacher, I can fix at
feedback on  a tool for mistakes and least one mistake. So it really
writing writing improve them. helps to identify and fix the
improvement mistakes.”
5.2 Student Positive feedback  “Teachers should encourage
Feedback as s (n=7) increases students by praising their
a source of engagement; content if the grammar is bad.
motivation negative can 1t is incorrect to give feedback
discourage. only critiquing or saying
“write again” or something
like that. Students will lose
interest in writing.”
5.3: Student Feedback “Feedback can connect
Feedback as s (n=3) strengthens students and teachers. While
medium of teacher-student engaging in feedback
communicati connection. discussions of the written
on works, students can get proper
guidance on how to work on
mistakes.”
6. Students”  6.1:  Form- Student Grammar and "The most useful type of
Preferences  focused s (n=9) sentence structure  feedback is grammar and
for Feedback feedback are top priorities. structure. If those two things
focus and are considered carefully, your
delivery writing will make sense.
strategies
6.2: Student Prefer advice on “Writing is like building a
Feedback on s (n=5) logical flow and house. It is very important to
organization paragraphing. organize your thoughts in

order to write well and be
clear.”



6.3: Content- Student Want feedback on

based s (n=4) clarity, relevance
feedback of ideas.

6.4: Student Appreciate if
Balanced s (n=8) teacher points out
Feedback what they did well
(negative and in their writings.
positive)

6.5: Mixed 9 prefer detailed, 6
Selective vs. n=6 prefer selective for
Detailed n=9 simplicity.
Feedback

6.6: Direct Mixed  Direct feedback is

vs. Indirect n=5 clear, indirect
Feedback n=10 leads to deeper
learning.
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"If you write about something
else, your whole writing will
be ruined because the story
will not be logically connected
and off topic."”

“When my teacher
points out what I did well, it
makes me feel proud and
motivates me to write more.’

’

I like detailed feedback. You
will not be confused why you
got a certain grade.”

“I prefer selective feedback on
the most important aspects of
my writing. ”

“Finding and fixing my
mistakes on my own, helps me
to analyze and better learn.
For example, while trying to
figure out what is wrong I can
learn some other things too.”

“I don’t really want to search
and figure out mistakes.”

Note: The table summarizes the main themes and subthemes derived from students’ perspectives

on written feedback.

Theme 5: Perceived role of feedback on writing

Interviews with students revealed that all of them think that feedback is crucial in

identifying their strengths and weaknesses, as well as fixing these mistakes based on the

feedback they receive. Additionally, findings demonstrate that some students perceive feedback

as a motivational tool, while others think of it as a bridge between learners and instructors that

initiates communication.



42

Subtheme 5.1: Feedback as a tool for writing improvement

All (N=15) students expressed the opinion that feedback is crucial in their writing
improvement. Feedback on writing helps students to identify their strengths and areas that need
further improvement in different writing aspects, including grammar, organization, structure and
punctuation. Feedback helped them to reflect on their writing and make improvements. For
example, participants gave following responses:

Student 1: “I find teacher’s feedback very useful. Because teachers know better than you
and can help you. We need feedback from teachers to improve writing skills.”

Student 9. “Every time I get feedback from my teacher, I can fix at least one mistake. So
it really helps to identify and fix the mistakes.”

Student 15: “Sometimes I think my writing is fine, but then feedback shows me problems
with how I organized my ideas.”

In addition, three (n=4) students reported that along with identifying errors, feedback
guides them to be aware and how to fix certain writing errors they previously ignored. Student 5
stated:

“Before, I didn’t know how to use linking words correctly. My teacher commented on my
writing and showed how linking words would connect my ideas. After that, I started paying more
attention.”

Similarly, Student 2 and 11 explained:
“In addition to writing mistakes, feedback can tell you how to fix them.” (Student 2)
“Through feedback teachers can guide us on how to improve and avoid the same

mistakes in the future writing tasks.” (Student 11)

Subtheme 5.2: Feedback as a source of motivation



43

Seven (n=7) participants perceived feedback as a motivational tool that makes them
revise and write more. Interestingly, some students view positive feedback as motivation to fix
and practice more writing, while few other students report negative feedback being more
effective when it comes to immediate motivation on doing revisions based on the feedback.
According to four students (n=4), positive feedback from teachers that contains what they did
well in their writing keeps them engaged and increases their motivation to complete more writing
tasks. They also pointed out that negative feedback is one of the reasons that held back them to
act on feedback and review their writing. Student 1 said:

“Teachers should encourage students by praising their content if the grammar is bad. It
is incorrect to give feedback only critiquing or saying “write again’ or something like that.
Students will lose interest in writing.”

Student 10 supported the view, sharing:

“Feedback that is positive helps me keep writing and review my mistakes. When I see
only my mistakes in feedback, it makes me think my whole writing is nothing. I lose motivation
and will not try to write again.”

Moreover, it was found that when teachers only provide feedback that contains
corrections or critiques, it decreases students’ self-esteem. Consequently, they lose further
motivation to write and enhance their motivation. This view was expressed by student 13, who
noted:

“If I receive only feedback that talks about only the bad sides of my writing, I will feel

bad and have low self-esteem. But it doesn’t mean I only want positive feedback.”
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However, two (n=2) students shared opposing opinions stating feedback that is harsh and
full of corrections and negative comments makes them take immediate action and improve their
writing.

“I want teachers to be more strict and not hold back when it comes to students’ mistakes.
If students make mistakes, they need to point it out clearly. Then it will make us improve.”
(Student 2)

Similar response was shared by Student 12:

“Teachers should be honest and never raise the mark in order to motivate them. If my
writing is full of corrections, I immediately try to work on my mistakes.”

Subtheme 5.3: Feedback as a medium of communication

Feedback was also viewed as a form of communication between teacher and students.
Three (n=4) students think that feedback serves as a connection between teacher and student
allowing them to understand each other’s perspectives better regarding students’ written works.
In their perception, feedback initiates dialogue about their written works where students ask
questions and clarify feedback given on their mistakes and discuss how to tackle their problems.

“I think of feedback as a tool that helps teacher and students to better communicate and
inform the teacher about students' knowledge and progress. I would really apprciate if teachers
called each student individually and explain the feedback on written work.” (Student 14)

“Feedback can connect students and teachers. While engaging in feedback discussions of
the written works, students can get proper guidance on how to work on mistakes.” (Student 9)

Also, Student 4 believes that feedback reflects whether the teacher understood or

misunderstood students’ ideas in writing. For instance, Student 4 stated:
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“Every person has different perceptions... it is wrong to think that students are not
correct if their opinion doesn’t match with their teachers. So, depending on the feedback you get,
you can guess if the teacher understood the content of my writing or not”.

In summary, students valued feedback and viewed feedback as something vital for the
writing improvement. Besides helping them write better, it also motivated them. Some students
felt motivated by positive comments, while others were pushed to improve by strict or critical
feedback. Furthermore, feedback also helped students feel connected to their teachers so they
could easily understand each other and discuss their writing.

Theme 6: Students’ Preferences for Feedback focus and delivery strategies

Findings demonstrated that students had different preferences. These differences included
focus of feedback, amount of feedback, and the way it is supplied and the balance between praise
and critique. The following subthemes will be discussed in more detail.

Subtheme 6.1: Form-focused feedback

The results show that most students (n=9) prefer form-focused feedback that covers
punctuation, grammar, and sentence structure. They believe that the most crucial aspect of their
language is accuracy. They reported that making corrections to their writing that addressed verb
tenses, spelling, and sentence structure improved their accuracy and prevented them from
making the same errors in subsequent assignments. For example, Student 4 noted,

"I would like to receive more feedback on my grammar because I have difficulties in
making complex sentences."”

Similarly, Student 11, who described grammar and structure as the foundation of

effective writing, stated,



46

"The most useful type of feedback is grammar and structure. If those two things are
considered carefully, your writing will make sense."

Subtheme 6.2: Feedback on organization

Five (n=5) students expressed their desire for feedback on organization. They want to
learn how to logically arrange their ideas and make sure that the writing is correctly structured,
with each paragraph (introduction, main body, conclusion) containing the appropriate
information. Student 3 shared,

“Writing is like building a house. It is very important to organize your thoughts in order
to write well and be clear."

Student 7 added,

"I would like to get feedback on the structure of my writing and whether the information 1
wrote in each part is correct. For example, if the things written in particular parts like body and
conclusion are correct.”

Subtheme 6.3: Content-based feedback

Furthermore, four (n=4) students valued content-based feedback, which includes
comments on the clarity, ideas and relevance of ideas. In their opinion, this type of feedback
helped them improve the meaning of their writing and stay on topic. Student 8 explained,

"The most important thing in writing is its meaning. Therefore, feedback on content is
necessary."”

Likewise, Student 14 noted the understanding the task and writing information that is
required :

"If you write about something else, your whole writing will be ruined because the story

will not be logically connected and off topic."
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However, Student 3 shared an interesting point stating that the way teachers think about
something differs from how students view it. Therefore, teachers should not focus on content of
the writing:

“... Teachers should focus less on content, and I believe teachers and students have
different opinions about different things. For instance, the opinion of a 30 years old teacher and
a 15 year old student will not be the same. So, they should remember that students can think
differently. They should not be disappointed if students’ ideas do not match with theirs. In this
case, instead of critiquing, they should make suggestions.”

Subtheme 6.4: Balanced feedback (negative and positive)

Eight students (n=8) emphasized the importance of balanced feedback which contains
praise and criticism. They think that teachers should not only focus on what they did wrong but
also on what they did well in their writing. For instance, Student 1 expressed that feedback full
of only criticism makes lose his interest in writing:

“It is incorrect to give feedback only critiquing or saying write again or something like
that. Students will lose interest in writing. For example, teachers should encourage students to
praise their content if the grammar is bad.”

Student 15 added that they feel like their writing is appreciated and confidence increased
when teacher gives positive feedback:

“When my teacher points out what I did well, it makes me feel proud and motivates me to
write more.”

Student: 10: “If I only see my mistakes, I will think that my whole writing is nothing. 1

will lose motivation and won't try to improve and write again.”’

Subtheme 6.5: Selective vs. Detailed feedback
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Students had varying preferences regarding selective and detailed feedback. Nine
students (n=9) wanted to receive comprehensive feedback, while six students (n=6) showed
appreciation for feedback that is concise.

Based on the responses of nine (n=9) students, detailed feedback is preferred because it
helps them to understand their mistakes, be aware of strengths and weaknesses in all aspects of
writing. In addition to thorough revision, detailed feedback supports motivation and deeper
learning.

Student 4 expressed that detailed feedback prevents repeated mistakes and helps to be
informed about strength and weaknesses:

“I prefer detailed feedback on both weaknesses and strengths... so I could reuse strengths
in the next writing and fix mistakes until the next writing.”

Student 7 wanted feedback across all writing components:

“I prefer detailed feedback where every mistake is explained carefully... It helps a lot to
improve your writing skills.”

Student 10 said it reduces confusion about grades:

“I like detailed feedback. You will not be confused about why you got a certain mark.”

Student 13 appreciated feedback that allows for reflection and learning:

“I would like to get detailed feedback on all aspects... I like to analyze my writing.”

Conversely, six (n=6) students valued selective feedback emphasizing its effectiveness
which concentrates on key issues of their writing without overwhelming them by excessive
details.

“When the teacher points out a lot of details, it’s complex to understand, your mind ends

up in disaster.” (Student 1)



49

“I prefer selective feedback on the most important aspects of writing.” (Student 8)

Students' more proficient level of English is another reason for their selective feedback
preference. For instance, Student 14 stated feeling more comfortable with selective feedback as
detailed feedback often seems redundant not important:

“Pointing out necessary things will be enough for me. Sometimes detailed feedback can
be redundant including things that I already know.”

Subtheme 6.6: Direct vs. Indirect feedback

Ten (n=10) students from a total number of 15 students favored indirect feedback. It is
perceived as being effective in fostering active learning, deeper understanding and better
remembering of the mistakes. For example, following students shared their positive experiences
with indirect feedback:

Student 1: ../ ] you ask questions yourself like “why it is underlined” and you start
googling. This way you remember it for a long time and don’t make the same mistake next time.”

Student 7: “Finding and fixing my mistakes on my own, helps me to analyze and better
learn. For example, while trying to figure out what is wrong I can learn some other things too.”

Three (n=3) students added that they would not pay much attention or tend to forget if it
was direct feedback with errors clearly corrected:

Student 2: “If my mistake was just corrected, I would only see the correct version and
forget about it.”

Student 12: “I would just look at it and close my copybook and completely forget about
that. I have nothing to do because the teacher did all the things for me.”

On the other hand, five (n=5) students preferred direct feedback claiming that direct

feedback helps to avoid confusion, saves time and offers clear explanations.
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Student 5: “When the teacher writes the correct form, it’s easier for me to understand

’

and remember.’

Students 9 and 11 preferred direct feedback because they did not want to spend time

searching for their mistakes or felt too lazy to figure them out on their own:

“I don’t really want to search and figure out mistakes.” (Student 9)

“I prefer direct feedback as it is easier for me, because I do not want to search for it

myself and I would not even work on my mistakes on my own.” (Student 11)

4.3 Participants’ Recommendations for Effective Feedback Practices

Table 5

Themes and Subthemes of Effective Feedback Recommendations Derived from

Participants’ Responses

Main Theme Subtheme Participants

Key Points Example Response

7: 7.1 Clear

Recommenda and

tion for specific

effective feedback

feedback

based on the

teachers’

perspectives
7.2:
Motivatio
nal and
balanced
feedback
7.3: Age-
appropriat
e feedback

All teachers

Teachers
(n=3)

Teachers
(n=2)

Clarity and  “/ ...] directly indicate what is
conciseness wrong with their writing and tell

improve them how to fix it. Provide clear
feedback feedback with examples.”
usefulness.

Raises “Motivate your students to write
student mentioning their strengths too

engagement instead of only pointing out
and errors.”

confidence

in writing.

Avoid “Feedback should be appropriate
detailed to the age of the students. [..], they

correction  may start to panic or lose their



for younger
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self-esteem to continue writing.

students;
simplify the
feedback.
7.4: Teachers Use criteria [ ...] This (criteria) is beneficial
Feedback (n=2) and rubrics  for both evaluation and helping
Based on for fairness, students express their thoughts in
Criteria clarity, and  an organized manner. If there is no
consistency. clear criteria, the teacher will not
know what they are evaluating.”
7.5: Teacher 3 Al tools “I recommend using Al tools like
Integration save time Quillbot to save time and provide
of and offer personalized feedback, helping
Technolog independent students improve their writing
y learning. independently.”
8. 8.1: Students Effective “Since every student makes
Recommenda Personaliz (n=5) feedback different mistakes, I cannot identify
tion for ed meets a particular kind of feedback that 1
effective Feedback students’ consider most useful.”
feedback individual
based on the needs.
students’
perspectives
8.2: Students Only “If I receive only feedback that
Balanced  (n=8) negative talks about only the bad sides of
feedback feedback writing, I will feel bad and my self
(negative harms -esteem decreases. But it doesn’t
and engagement mean I only want positive
positive) and self- feedback.”
esteem.
8.3: Students Want “I want to know about my
Comprehe (n=9) feedback on grammar, structure, and also
nsive grammar, content. Not just grammar. If I only
feedback content, get grammar corrections, I won’t
(detailed/ structure, know if my ideas are good or not.”
unfocused and
) vocabulary.
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8.4: Students Students “It would be good if teachers give
Follow-up (n=4) need another chance to write about the
tasks revision same topic again or improve the
opportunitie same writing. Then we can really
s after learn from the feedback.”
receiving
feedback.

Note: The table summarizes teachers’ and students’ recommendations for effective written
feedback.

Theme 7: Recommendation for effective feedback based on the teachers’
perspectives

Based on teachers' perspectives of what effective feedback is, some key
recommendations were identified that are expected to aid in providing meaningful, actionable,
and supportive feedback. These recommendations include the importance of clear and specific
feedback, motivational and balanced feedback of positive and negative comments, age-
appropriate feedback, structured feedback based on criteria, and the use of technology.

Subtheme 7.1: Clear and specific feedback

Written feedback that is provided with concise and clear explanations was viewed as
effective feedback by all five teachers (N=5). According to some of them, specific feedback with
clear explanations helps students to act and review their works:

“[ ...] directly indicate what is wrong with their writing and tell them how fto fix it. If the
word is not used correctly, indicate synonyms, or if the sentence is not correct, show what tense
it should be. Provide clear feedback with examples.” (Teacher 1)

Another point made was that feedback that targets specific areas for improvement rather
than overwhelming students with excessive corrections is more effective than unfocused detailed

feedback:
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“The best feedback constitutes clear selective feedback that is directed to their lacking
aspects of their writing. On the other hand, detailed feedback that considers all aspects of
writing can be overwhelming for students. Thus, neither they read nor reviewed it.” (Teacher 4)

Subtheme 7.2: Motivational and balanced feedback

Another significant recommendation mentioned by several (n=3) teachers was feedback’s
role in encouraging students. Teachers advised their colleagues to balance encouraging (positive)
feedback with criticism (negative). For example, Teacher 1 suggested acknowledging students'
strengths rather than focusing only on their errors or weaknesses in writing:

“Motivate your students to write mentioning their strengths too instead of only pointing
out errors.”

Other teachers had the same opinion and added:

“Try to provide motivational feedback too. Don’t be too harsh on students.” Teacher 3

“First, focus on what the student did well, like “I like your story or idea” or something
like this, and then “You need to work on ...."" Positive first and then negative comments.”
(Teacher 5)

Subtheme 7.3: Age-appropriate feedback

The alignment of age appropriateness in feedback was mentioned as well, particularly by
lower grade teachers. Teacher 5 noted the difference in how primary and secondary students
respond to feedback:

“Feedback should be appropriate to the age of the students. For example, detailed
feedback can be overwhelming to primary school kids if there’s too much. Like I said before,
they may start to panic or lose their self-esteem to continue writing. So try to provide feedback

’

that is suitable for their ages.’
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Similarly, Teacher 3 supported this idea stating:

“Make your feedback suitable to the ages to the students. Do not make many corrections
that might seem too much for them.”

Subtheme 7.4: Feedback based on criteria

Two teachers (n=2) suggested structuring feedback on written works based on
predetermined criteria. They claim that having specific criteria ensures objectivity and
consistency of the feedback. Moreover, teachers shared that criteria helps them to be aware of
exactly how to and what to assess students’ written works:

“[ ...] This (criteria) is beneficial for both evaluation and helping students express their
thoughts in an organized manner. If there is no clear criteria, the teacher will not know what
they are evaluating.” (Teacher 2)

Furthermore, it was also highlighted that sorting out written works before checking based
on your criteria ensures that teacher’s assessment and feedback is objective and promotes

academic integrity, as well as simplifying teachers’ grading process. To illustrate,
Teacher 4 explained:

“The best advice that I would give to a teacher is they need to sort out the written works
first to make their task easier. For example, it is better not to check at all the works that are
cheated from other students or copied using Al It is a waste of time. I think this helps to explain
to other students that academic integrity is valued and what will happen if they do the same
thing.

Secondly, have specific criteria for grading. This way you will check what you intend to

check and all works will be checked in the same way. It is frustrating and unfair towards

students if you indicate one students’ mistake but don’t indicate the second student's mistake
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even if they both have these mistakes in their writing. For example, they may say “you
commented that my introduction part is not correct, but Duren has the same mistake but you only
pointed out mine.”

Subtheme 7.5: Integration of technology

Teacher 3 adds a modern perspective by suggesting teachers to use Al tools (like
Quillbot) to make the feedback on written works more efficient. He explains his recommendation
by stating that it assists teachers in saving time and delivering personalized feedback that
satisfies students’ individual needs. He also thinks that it might help students to continue
practicing their writing independently:

“ I recommend teachers to use Al tools to save time and raise the effectiveness of their
feedback [...] and I think Al tools such as Quillbot can help students receive personalized
feedback without the intervention of a teacher and improve their writing skills independently.”

In summary, teachers believe that effective feedback should be clear, focused, and suited
to students' needs and age levels. Providing specific feedback helps students understand what to
improve without feeling overwhelmed. Encouraging and balanced feedback increases their
confidence and motivates them to keep writing and improving it acting on feedback they receive.
It’s also important to match feedback to students’ developmental stages. To ensure fairness and

consistency, teachers suggest using set criteria when grading writing tasks. Lastly, the integration
of modern Al tools can help educators to make their feedback more personalized and also help
students learn independently. These recommendations come from teachers’ real experiences, so
following them can help make feedback more effective for students.

Theme 8: Recommendation for effective feedback based on the students’

perspectives
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This theme presents recommendations based on students’ perspectives on how teacher
feedback on written work can be improved to better support students’ writing improvement and
motivation. Based on their experiences, students identified key features of effective feedback that
contribute to both their academic progress and emotional engagement. Their suggestions
emphasize the importance of individualized attention, balanced comments, comprehensive
feedback, and follow-up opportunities to apply what they have learned.

Subtheme 8.1: Personalized feedback

Feedback that is tailored to each students’ need was mentioned by five (n=5) students as
most effective feedback. In their opinion, good feedback should take into account each student's
unique personal and academic needs. Students believe that each student may need different types
of feedback according to writing difficulties they face. Following responses were shared:

"All teachers should consider each student individually and give feedback." (Student 1)

“Since every student makes different mistakes, I cannot identify a particular kind of
feedback that I consider most useful.” (Student 2)

“If  want feedback that considers my grammar, it does not mean other students also
want feedback on grammar. Some students may have problems with organization, content or
other aspects of writing. So, it is best when teachers adapt their feedback on writing.” (Student
5)

Subtheme 8.2: Balanced feedback (negative and positive)

As it was mentioned earlier, when students’ preferences were discussed, many students
(n=8) emphasized the crucial role of feedback that includes both positive and critical remarks.
They claimed that only criticism discouraged them and made them less inclined to write. So, we
can conclude that balanced feedback helps teachers to create a supportive learning environment

that enhances students’ motivation and confidence in writing.
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“If I receive only feedback that talks about only the bad sides of writing, I will feel bad
and my self -esteem decreases. But it doesn’t mean I only want positive feedback.” (Student 13)

Subtheme 8.3: Comprehensive Feedback (detailed/ unfocused)

Many (n=9) students preferred feedback that addressed all aspects of their writing, which
include grammar, content, organization, vocabulary, punctuation and more other possible aspects
of their writing. They found it wrong not letting students know about their errors in writing even
after noticing. Students think that to reach complete successful writing skill, everything in their
writing should be correct.

“I prefer detailed feedback where every mistake is explained carefully... It helps a lot to
improve your writing skills.” (Student 7)

“I want to know about my grammar, structure, and also content. Not just grammar. If |
only get grammar corrections, I won’t know if my ideas are good or not.” (Student 3)

Subtheme 8.4: Indirect Feedback

Since the majority (n=10) of students preferred indirect feedback exemplifying different
reasons, teachers are recommended to consider providing indirect feedback too. The listed
reasons from students for the choice of indirect feedback were: opportunity to investigate more
in depth, spot and fix errors independently, analyzing written works deeply which results in
better remembrance and comprehension.

Student 7: “Finding and fixing my mistakes on my own helps me to analyze and better

learn. For example, while trying to figure out what is wrong, I can learn some other things too.’

Student 10: “When everything is ready and explicitly corrected in my copybook, I feel like I will
not pay much attention and just read. But if I receive indirect feedback I search and try to fInd out my

mistakes. This way I remember it better.’

Subtheme 8.5: Follow-up tasks
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Several (n=4) students showed their wish to be assigned with similar tasks after getting
feedback from teachers on their writing. They want to revise their writing based on the feedback
they received and share that feedback alone was not enough unless it was followed by exercises
or revision tasks that required them to apply the corrections and suggestions given by their
teachers. Therefore, it is recommended to assign similar writing follow-up tasks to reinforce
learning and reduce the chance of repeating the same mistakes.

“After getting feedback, teachers should give time to fix mistakes and check again. If we
just read the feedback and move on, we forget.” (Student 11)

“Sometimes I forget what was in the feedback if I don’t do anything with it. But when we
rewrite the essay or fix the mistakes, it helps a lot.” (Student 6)

“It would be good if teachers give another chance to write about the same topic again or
improve the same writing. Then we can really learn from the feedback.” (Student 14)

In summary, students value feedback that is personalized, encouraging, and thorough.
They want feedback that not only highlights their errors but also recognizes their strengths,
addresses multiple aspects of writing, and provides clear steps for improvement. Additionally,
students stressed the need for follow-up tasks to put feedback into practice. These insights
highlight the need for a learner-centered feedback approach that is supportive, actionable, and

developmentally appropriate.
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CHAPTER 5
Discussion

This chapter presents a discussion of the main findings with the previous studies
reviewed earlier in Chapter Two. It attempts to interpret the findings and explain areas of
alignment, differences, and new insights on feedback perspectives and feedback practices in
Kazakhstani EFL classes.

5. 1 Perception of feedback on writings

The results of this study confirm what has been stated in previous research (Abayahoun,
2016; Chang & Wei Wei, 2022; Mulyah et al., 2020; Seker & Dincer, 2014; Zhan, 2016);
students perceive feedback as a teaching tool for improving writing, correcting errors, helping
students learn on their own, and encouraging them to write. Teachers also have the same opinion,
viewing feedback as a tool for error correction, motivation, and guidance, which aligns with the
findings of Silver and Lee (2007).

Teachers and students both see connection between feedback and emotions related to
writing. As described in the findings, many students reported the connection between positive
feedback and their confidence and emotional engagement. Teachers also tend to balance their
feedback in order to keep students’ writing engagement and positive attitude towards writing.
This view reflects Hyland and Hyland’s (2006) findings, which suggest that there are affective
factors that need consideration in written feedback. To illustrate, harsh or overly critical
comments can lower student motivation. Some teachers acknowledge this, stating that by
praising their good writing, pointing out strengths, and using simplified language, they maintain

student motivation and engagement.
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5. 2 Preference for feedback strategies

Findings show that teachers and students have opposing preferences for feedback
provision strategies. This difference did not only stem from personal views but also were largely
attributed to practical challenges teachers face in real classroom settings. Although some
teachers are eager to provide comprehensive feedback or the feedback they find ideal, practical
challenges in teaching EFL classes such as large number of written assignments to grade and
check often lead them to choose selective feedback (Chang & Wei Wei, 2022). All five teachers
in this study stated these challenges as a dominant issue that often affect the way they give
feedback to students’ writing. Checking and grading written works require teachers to spend
extensive hours outside their work hours. Also, since checking written compositions takes much
time, it is difficult for teachers to provide feedback regularly. Therefore, the majority of the
teachers (n=4) in the study preferred to provide feedback on a few selected areas of the writing,
without necessarily correcting and indicating every mistake. Additionally, teachers think detailed
feedback can be overwhelming for students, since too much feedback can be difficult to process
and act on, especially for younger learners (primary school students).

However, the majority of students (9 students out of 15) preferred detailed
comprehensive feedback that takes into account all of their writing dimensions, which includes
grammar, punctuation, spelling, content, organization, and vocabulary. The same preference by
students was reported in Abayahoun’s (2016), Cai’s (2024), Ferris’ (2003), and Hyland &
Hyland’s (2006) studies. According to students, this type of feedback was desired not only for
correction and comprehensive explanation of the different writing errors, but also for giving
students a sense of clear guidance, better understanding of their performance and areas for

improvement.
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Teachers had mixed preferences for direct and indirect strategies of feedback delivery.
Three teachers favored direct feedback for clarity, efficiency, and student engagement.
Especially for students with lower proficiency who may be unable to identify and correct their
mistakes independently. The same study results demonstrated by Fitriyah et al. (2024), Kaya and
Muliyah et.al (2020), where students with weaker English abilities gained more help from direct
feedback.

On the contrary, the other two teachers viewed indirect feedback as a means to promote
student autonomy, in-depth, and self-learning. They observed that when students are given
indirect feedback, students frequently become more active and engaged with their writing
corrections. Moreover, according to Teacher 3 indirect feedback prevents teachers from hurting
their students’ self-esteem, improves motivation and encourages self-correction. This ties back to
Vygotsky’s ZPD and the notion of scaffolding described by the transition from dependent
learning with teacher’s help to independent performance.

Interestingly, in this study, the number of students who preferred indirect feedback
outnumbered those who preferred direct feedback. Indirect feedback is perceived as being
effective in fostering active learning, deeper understanding and better remembering of the
mistakes. Meanwhile, five (n=5) students preferred direct feedback, claiming that direct feedback
helps to avoid confusion, saves time and offers clear explanations; one student also added that he
does not want to spend time searching for his mistake himself. In other words, teachers and
students think that indirect feedback aims to guide students toward independent problem-solving
and deeper learning, reflecting the Vygotskian view of feedback as a support mechanism within

the learner's proximal development zone (Nguyen, 2024; Gibbons, 2015).
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5. 3 Preference for feedback focus

The preferences for feedback focus differed depending on teachers' instructional goals
and learners' expectations. The most preferred feedback by teachers (n=4) was feedback that is
dependent on the goals of writing and the learners’ specific needs. For example, if the writing
task is intended to analyze literary stories, the priority in feedback was given to the content of the
writing. Likewise, feedback on grammar, spelling, punctuation, and organization got more
attention in writing assignments which centered aforementioned aspects of writing. This process
of adapting and changing feedback types to the goals and students’ needs is consistent with
Zhan’s (2016) study findings where teachers shifted their feedback focus to suit genre and goal
of the writing task, along with students' particular needs. Another, notable common feedback
focus was both on content and grammar, also known as integrated feedback in Park’s (2006)
study. This means that teachers viewed content as one of the central goals of writing instruction;
however, they did not neglect the crucial role of grammar and other errors, which could interfere
in poor communication of the ideas. Integrated feedback promotes a more holistic development
of writing skills by addressing multiple aspects of writing errors.

On the other hand, students paid more attention to form-focused feedback (grammar,
sentence structure, punctuation) and this type of feedback was preferred by nine students. They
believe that having proper grammar accuracy is fundamental in order to reach clear and correct
writing. Students’ this preference is supported by Kaya (2023) and Chang & Wei Wei (2022),
which found that students often use grammar feedback as more concrete and actionable.

Following form-focused feedback, feedback on organization which constitutes structure,
paragraphing, transitions was the second most preferred feedback focus in writing. This

preference is explained by students' recognition that guidance on how to structure their writing
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helps them better explain ideas logically in written form. Some students had difficulty
distinguishing between information that should be included in introduction, main body and
conclusion. Also, students noted the importance of using transitional words to make their writing
more coherent.

In addition, a smaller group (n=4) of students preferred content-based feedback. They
wanted to know whether the ideas and arguments were clear, relevant, and well developed.
These preferences are similar to some studies (Abayahoun, 2016; Chang & Wei Wei, 2022;
Seker & Dincer, 2014, Zhan, 2016) where participants preferred to receive more content and
organization-based feedback rather than feedback that focuses on correcting mistakes to improve
technical accuracy of writing. It was also noted by students that content shouldn’t be the main
thing that teachers focus on when grading and providing feedback. They think every person has
different opinions about certain things, so they often differ. They showed their dissatisfaction
when teachers lowered their marks because the arguments they presented contradicted the
teachers’ own views on the topic. They felt this was unfair, which is why they preferred teachers
to focus on other aspects of their writing rather than content.

To sum up, almost all students preferred to receive a mix of different types of feedback
rather than a certain kind of feedback. As it was mentioned, from-focused, content-based, and
feedback organisation of the writing were more requested compared to others. Although it poses
difficulties for teachers, this preference illustrates why students favour comprehensive or detailed

feedback (Abayahoun, 2016; Cai, 2024; Ferris, 2003; Hyland & Hyland, 2006).
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Conclusion

The aim of the study was to explore Kazakhstani EFL teachers' and students' perspectives
on feedback provided on written works. Particularly, the research tried to examine how students
perceive written feedback, their preferences regarding its focus, how teachers view written
feedback, and the ways in which they implement feedback in their teaching practices. The
analysis of interviews with five teachers and fifteen students showed similarities and notable
differences in their perspectives on written feedback.

All five teachers agreed that feedback is crucial for improving students' writing skills.
Nevertheless, they had different views on its purpose. Feedback on writings was viewed as a tool
for error correction, guidance for self-correction and independent learning, and motivation.

The teachers’ preference for feedback strategies and focus varied due to different factors.
The majority of teachers preferred selective feedback to avoid overwhelming students, especially
younger ones, and also due to contextual challenges which include time constraints and large
number of works to check. On the contrary, one teacher was fond of detailed feedback as she
believed it offered students holistic improvement encompassing different areas of writing skills.

Three teachers preferred giving direct feedback. They believed that it was clear, time-
saving, and helpful for students to stay involved. Especially for students with lower proficiency
who may be unable to identify and correct their mistakes independently. Other two teachers
viewed indirect feedback as a means to promote student autonomy, in-depth, and self-learning.
Feedback was often adjusted based on the writing task and individual student levels. They
mostly supplied integrated feedback where content, grammar and other writing aspects were

taken into account.
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Analysis of teachers' interviews demonstrated several challenges arose when giving
feedback on student writing. The most common issues as we mentioned were time constraints
and a large number of works to check, followed by teacher's limited confidence in their own
writing skills. Unreadable students' handwriting slowed down the review process of
compositions. In addition, plagiarism and overreliance on Al made teachers spend extra time
verifying the originality of students' work. Consequently, all these constraints influenced the
consistency and quality of feedback.

Students shared the same opinion as teachers, and believed that feedback is crucial in
improving their writing skills. Students viewed feedback as a pedagogical tool that helped them
to identify and fix their writing errors. Many students also perceived it as a source of motivation,
when feedback included positive encouragement, or even several students responding better to
critical comments. Finally, some students described feedback as a way to communicate with
teachers, that allows them to discuss and clarify the feedback supplied.

Form-focused which constitutes punctuation, grammar, and sentence structure was most
preferred among students. The next feedback focus that is valued by smaller numbers of students
were feedback on content and organization. Due to motivational nature, students showed a desire
for balanced feedback which contains praise and critique. When it came to feedback provision
strategy, the majority of students preferred detailed feedback considering all of their writing
aspects, but some students liked selective feedback for its conciseness. Interestingly, indirect
feedback was favored by most (9 students) for encouraging self-correction, though some
preferred direct feedback for clarity and ease.

Practical Implications
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Overall, the findings of the perspectives of teachers and students sometimes aligned and
mismatched at the same time. Therefore, for effective feedback practices, the implications are
offered based on the balance of both groups’ insights.

1. Use different feedback strategies. Although most students preferred indirect feedback,
some students, especially those with lower proficiency, benefited from clear corrections.
Selective feedback is practical for teachers, but students in this study often desired more
comprehensive, detailed input. Therefore, to keep feedback effective without overwhelming
students and teachers, a balance can be found between summarising minor issues and offering in-
depth comments on important areas.

2. Determine the feedback focus based on writing task goals. Before completing writing
tasks teachers should explain what aspects of their writing will be assessed depending on the
writing tasks’ goal. Whether the content will be given priority or other aspects such as grammar.
When students are aware of what they need to achieve, they do not feel confused or upset, and
they are likely to accept feedback better. This also helps them focus their efforts during revision
and develop specific writing skills over time.

3. Assign follow-up tasks after feedback is given. Students reported not having a chance
to revise and act on feedback after receiving it, since they do not have similar tasks. Therefore, it
is recommended for teachers to incorporate short revision tasks that give students opportunities
to implement the feedback they received.

4. Maintain balance between corrective and positive feedback. It is better to avoid overly
critical comments that only inform students’ mistakes. Students are more engaged, less anxious

and more confident, when feedback contains both praise (what they managed to do well) and
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suggestions on further improvement. Participants' responses show that emotional tone plays a
key role in how feedback is received and used.

5. Use criteria and rubrics for transparency and fair evaluation. Teachers think that
having specific criteria helps them to stay objective and provide consistent feedback. Also, if
students get confused over their grade why their scores are lowered, criteria and rubrics can help
clarify misunderstandings and make grading appear objective and fair.

6. Encourage feedback dialogue. Students mentioned that they appreciated if teachers
could call them individually and orally explain the feedback they provided on their writings.
They also indicated a need for clarification sometimes but lacked opportunities to ask questions.
Having short discussions of feedback may foster a more interactive and supportive environment.

7. Supporting teachers for effective feedback practices. Findings revealed challenges
faced by teachers such as time constraints, large number works to check, teacher’s limited
writing skill, handwriting issues, academic misconduct described by students’ overreliance on
Al All these challenges negatively affect teachers’ feedback provision practices. Institutions can
help teachers by developing and offering teacher training programs increasing feedback
provision literacy, and teach how to incorporate manageable feedback systems such as peer
review, digital tools and so on.

Strengths and limitations of the study

The study fills the existing research gap providing comprehensive insights into teachers’
and students’ perspectives on written feedback. Also, the research findings are comprehensive
and offer in-depth understanding of written feedback in Kazakhstani EFL classrooms. Through
qualitative thematic analysis of the interviews with participants, the study provides detailed

insights into teachers’ and students’ perceptions, preferences, feedback practices, challenges, and
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recommendations based on complex and diverse experiences. Moreover, consideration of both
perspectives allows the study to identify possible alignment and misalignment between teachers’
and students’ perspectives, which leads to offer more practical and grounded recommendations
for improving feedback practices.

Despite the strengths stated above, there are some limitations and recommendations for
future research. Firstly, the study involved a small number of participants: 5 teachers and 15
students; teachers were from different schools from a single region, while students were from the
same school. As a result, the findings of the study cannot be generalized. Secondly, since the
data was collected from participants' self-reported answers, there is a high chance of bias in how
accurately their practices and perspectives were represented. Additionally, data was obtained
only using semi-structured interviews, thus it would be better to include other data collection
tools as classroom observation and document analysis of students’ checked written compositions.

Therefore, future research should take into account aforementioned limitations and
address them. A larger and more diverse sample of participants from different regions across the
country, school types (private, public, international, and etc.), and educational levels should be
involved. In addition, combining different data collection methods such as interviews with
classroom observations, analysis of students’ written work with feedback would validate and
enrich self-reported data. Finally, experimental quantitative longitudinal studies could be
conducted to examine how students respond and benefit from different types of feedback over

time.
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Appendix A

SDU University Ethics Committee’s Approval

Research Ethics Committee <rethics@sdu.edu.kz> Fri, Feb 28, 9:116AM i H
tome «

Dear Madina Kazbay,
Please review the feedback provided by REC:

DISCUSSION:

8. The research conducted by Madina Kazybay, a master's student in the Two Foreign Languages program at the Faculty of Education and Humanities, was
reviewed. The following points were noted for clarification and improvement:

« to increase the sample size, as the current number of 22 participants (12 students and 7 teachers) may not be sufficient;
« there is also a risk of obtaining similar responses, which could limit the study's depth and generalizability.

DECISION:

8. The research work of Madina Kazbay, «Teacher’s Feedback on Students’ Written Work: Teachers” and Students’ Perspectives» is conditionally approved but
based on addressing those comments;

Kind regards,
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Appendix B
Interview questions for teachers

Can you tell me about yourself, your background, and your teaching experience?

(How long have you been teaching, and what age and grade are your students?)

2.

3.

4.

10.

1.

What kinds of writing assignments do your students usually do?

Do you provide feedback on your students’ written works? How often?

How do you usually teach writing to your students? What do you think is the most
important in writing?

What do you think is the main goal of providing feedback? What do you hope to achieve
when you provide written comments on your students' writing? For example, do you
want to help them improve their writing skills, correct their certain mistakes, motivate
them, or guide their learning?

How do you choose what kind of feedback to give? (Grammar, content, structure, etc.)
Do you provide selective or detailed feedback?

Do you provide direct or indirect feedback on students’ written works? Why? Can you
give an example?

Do you think your feedback aligns with your students’ preferences and needs? In other
words, do you think your feedback matches what your students want and need? How do
you find out?

Can you describe the students' reactions to your feedback? Do they understand and agree
with it? Why or why not?

Do students act on your feedback and try to improve their writing skills? Or do they
struggle with applying it? What do they do after receiving your feedback?

Do you take any actions to make sure students consider and use your feedback?



12. What challenges do you face when providing feedback to students?

13. What makes feedback helpful for improving students' writing? For example, is it about
being clear, detailed, encouraging, or focused on specific areas like grammar or ideas?
What kind of feedback helps students learn and improve the most?

14. What advice and recommendations would you give to other teachers to make their

feedback more helpful and effective for students?
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10.

11.

12.

Appendix C

Interview questions for students
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Can you tell me about yourself? (Your name, grade, and how long you’ve been studying

English, your level)
How often do you write in English? At school or outside of school?
Do you find writing challenging? Why? Why not?
What helps you improve your writing skills?
Have you received teacher feedback on your written work before? If so, how often do
you usually receive feedback?
Do you find your teacher’s feedback useful and helpful to get better at writing?
Have you ever received feedback that was unclear or difficult to understand? Can you
give an example?
What type of feedback do you usually receive on grammar, content, or structure?
What type of feedback do you find most useful (e.g., corrections, feedback on content,
suggestions, explanations)? In your opinion, what is the most important thing a teacher
should focus on when giving feedback on writing? (Grammar, structure, ideas,
vocabulary, etc.)

Do you prefer feedback on all errors (detailed) or only on certain types of mistakes
(concise)? Why? Any examples from your experience?

Do you prefer direct (indicates mistake and gives correct answer) or indirect (only
indicates mistake without providing correct answer) feedback?

What do you do after receiving the feedback? (act on it and correct my mistakes, just

read, discard the paper after reading feedback and grade, etc.)
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13. What would you suggest for teachers to improve their feedback to better meet your needs

and make their feedback more useful for students?
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Appendix D

W
SDU

UNIVERSITY

Consent form for English Teachers’ participation in a research study

Title of the research: “Teacher’s Feedback on Students’ Written Work: Teachers’ and Students’
Perspectives”

Dear Participant,

You are invited to contribute to this interview and take participation in the research. Thank you in
advance for taking the time to read this information leaflet. Please take a few moments to fill it in
and send it back to my email 231323004@sdu.edu.kz.

Purpose: The study aims to explore Kazakhstani EFL teachers' and students' perspectives on
written feedback in writing instruction, as well as consider their practices with feedback on written
works, and provide recommendations for effective feedback provision practices.

Participant Selection: You were selected as a potential participant in this study due to your
experience teaching secondary school students.

Please note that there are no right or wrong answers. I am interested in your personal opinion and
would like to request that you answer honestly.

Time involvement: The interview is expected to last around 30-40 minutes; however, you are
welcome to extend the discussion if you would like.

Confidentiality: Any data collected for this study that might require your identification will be
strictly private and used only with your consent. Your answers will be anonymized in the reporting
of the results. No identifying information will be used in the final dissertation or any follow-up
publications, and raw data will be kept in a secure place. My supervisor alone will be the only
person with access to the raw data. After finishing the data analysis, audio or any other records
will be deleted.

Refusal/Withdrawal: Participation in this study is entirely voluntary. Your decision, whether or
not you decide to participate, will not affect your future relations with SDU University.
Furthermore, you are free to withdraw from the study at any time without any further
commitments.
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Contact: If you have any questions about this study, you can contact me, Madina Kazybay at
231323004@sdu.edu.kz (email)

Consent: | have read and understood the information provided above regarding the study. I have
had an opportunity to ask questions and have received satisfactory answers. By signing below, I
indicate a voluntary agreement to participate.

Signature of the participant: Date:

Signature of the investigator: Date:

The extra copy of this signed and dated consent form is for you to keep.
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Appendix E

\
SDU

UNIVERSITY

KoMenteTke ToJIMaFaH OKYIIBIHBIH ATA-aHACHIHA/KAMKOPIIBICHIHA APHAJIFAH AKNAPATTHIK
KeJIiCiM XaThbl

KypmetTi [OKYIIBIHBIH TOJIBIK aThI-’KOHi| aTa-aHacbl HeMece KAMKOPIIbICHI,

MeH cizzen 6ananpI3abH, [ OKYIIBIHBIH TOJNBIK aThI-KOHi |, [MEKTeI aTaybl| MEKTE€O1HIH OKYIIBICHI

peTinae «OKymbLIaApPAbIH sKa30ala »KYMbICBIHA MYFATIMHIH Kepi 0ailiaHbICHI: MYFaJiMaep

MeH OKYMIBLIAPIBbIH KO3KapachD» aTThl 3ePTTEYTre KaThbICyblHA PYKCAT CYPaMBIH.

Byn 3eprrey MeHIH MAarucTpiik AMCCEPTANMSIMHBIH MaHBI3ABI O6Iiri OOoNbIM TaObLIABL.

banaHpI31bIH OCBI 3epTTEyre KaThICYbl TOJAbIFbIMEH epPiKTi Heri3/ie Xypriziieai.

3eprTeyain MakcaTbl: byl 3epTTey OKymbLIapAbIH Kepi 0ailJIaHbIC TYpPaJibl KO3KapacTapbl

MeH KajayJapbl MeH Ka:KeTTULIIKTepi, COHaii-ak MyrajiMIaepAiH Kepi Oaiyianbic Oepy

TOKIPUOECIH 3epTTey apKbUIbl Ka3y AAFAbICBIH JKAKCApPpTy MAaKcaTbIHAA THIMAI Kepi

Oailianbic Oepy TI:kipubeciHe yCbIHBICTAP J3ipJieyre 0aFbITTAIFAH.

3eprTrey cunmarramacbl: Erep ci3 OanmaHbI3[bIH 3€pTTEyre KaTbICyblHA pYKcaT OepceHis,

3eprTeyin OajsaMeH cyxoOart :kyprizeni. Cyx0atr MekTen imriHge eresi koHe mamameH 30—40

MUHYT YakbIT anajibl. by 3epTTey 0anaHbI3bIH OKY MPOIECIHE KEP1 ocep eTneyiH, 00C yaKbITTa

KYPri3iTyiH KamMTaMachl3 erecis. JKuHanraH AepekTep MyFaJiMIepaiH ka30alia sKyMbICTapra

OepreH Kepi 0ailJIaHBICBIHA KATBICThl OKYIIBLIAPABIH KO3KAPACTAPbIH, KAJAYbIH >KOHE

KQKETTUTIKTEpIH 3epTTey YIIIH NaiiiaiaHbuiaibl.

3epTTeyre KaTbICyAbIH MNaiiachl: bamaHbI3IBIH 3epTTEyre KaThICYbl TiKeJeH ikeKe maiiga

JdKeMeyi MYMKiH, Oipak OWI 3epTTey HOTIDKENepl IeTe] TiIiH OKBITY JdicTeMeciH

KAKCAPTYFa JKOHE MeKTell OKYWIbLJIAPbIHA apHAJFaH :Ka30a ’KymbIcKa Oepiiren kepi

0aiiJIaHBICTBIH THIMALTITIH apTTBIPYFa KOMEKTECEe 1.

Kynuanbinbik: bananpi3 Typaibl 0apiibiK akmapar KaTaH KYNUsi CAKTaJaabl.

OHbIH eciMi 7oHe Ke3 KeJITeH JKeKe Jeperi 3epTTey ecenTepinae HeMece KapusaaHbIMAapaa

KOpceTIMenIi.

JlepekTepre Tek pyKcaT eTijireH 3epTTeyllijiep FaHa KoJl )KeTKi3€e aJlaJibl.

Bapnblk anbiHFaH MATIMETTEp KAyIICl3 caKTalabl )KOHE 3epTTey asKTaFaHHAH KEH1H KOMbLIAIbI.

Kartbicynan 6ac TapTy Hemece 3epTTeyldeH HMIBIFY KYKbIFbI: banaHbl3 3eprTreyre KarblcyaaH

Ke3-KeJIreH YaKbITTa 0ac Tapra ajajabl HeMece 3epTTey OapbIChbIHAA Ke3 KeJreH YaKbITTa

KaTbICY/IaH WIbIFa anajabl. byl OHBIH OKY yJjarepimiHe Hemece MeKTenTeri sKargaiibIHa

elIKaH/ail Tepic dcepiH TUTI30eH/Ti.

BANJIAHBIC JTEPEKTEPI )KOHE CYPAKTAP:

Erep ci3ne cypakrap TybIHIaca, KeJlecl 3. ouTa apKblibl OailylaHbIca anachl3:

231323004@sdu.edu.kz
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