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Abstract
The discrepancy between students’ preferences and teacher practices for feedback on writing has created
difficulty on the side of teachers and confusion on the side of the students. What teachers believe and practice as
effective feedback for students may not be the one that students perceive as useful and effective feedback for
them. This paper investigates the types of written feedback preferred by the students and the types of feedback
provided by the teachers on students’ writing. This study employed a survey design which involved 54 students
and 22 teachers using convenience sampling technique. The instrument used in collecting data was a
questionnaire in the form of Feedback Scale. The results showed that there were some points of compatibility
between students’ preferences and teachers’ practices and some other points were incompatible. The data showed
that both students and teachers preferred to have or to give direct feedback but the data also indicated that
students liked to have more direct feedback than the teacher could provide. It was also found that the teachers
provided more indirect feedback than the students expected to have. The students also preferred unfocused
feedback to focused feedback. The findings of the study have crucial implications on writing instruction. There is
a need to design writing instructions which accommodate both teachers’ practices and students’ preferences for
written feddback. Based on the profile of students’ preference and teachers’ practices, a model of feedback
provision in teaching writing is proposed. This model is called preference-based feedback on writing instruction.
Keywords: students’ preferences, teacher practices, writing instruction, written corrective feedback
1. Introduction
1.1 Background
It is generally agreed that feedback in language teaching, especially in writing plays important roles in
developing students’ writing skill. Ferris (2006) stated that feedback helps students in improving their writing. In
addition, Bichener & Knoch (2009) found that the students who were provided with written corrective feedback
performed better in writing than those who did not receive any written corrective feedback. Feedback not only
gives reinforcement to maintain good behaviors of the students (as we can find in the positive or non-corrective
feedback) but also makes students aware of the mistakes they make on their writing (as we can find in negative
or corrective feedback). However, it seems that feedback on written production is quite complicated because
writing covers more aspects of language performance than other language skills. Writing, as a skill consisting of
some aspects of language experience, requires students to devote their attention to such things as organization,
content, styles, grammar, vocabulary and mechanics. Because of the inclusion of a lot of aspects to be assessed
in writing, teachers have made efforts to help learners develop their writing ability by paying attention to those
aspects. The attempts include not only finding appropriate teaching strategies but also spending time reading
students papers and providing necessary and comprehensive feedback, comments and corrections. However,
sometimes teachers still get frustrated when they find their efforts in developing students’ awareness in order to
perform better in writing end up with students’ disappointment in reaction to the comments or feedback the
students receive on their papers. As a result, the quality of students’ papers remains unsatisfactory. The teachers
still find various kinds of errors on students’ writing both in terms of form and content.
One reason that might underlie the frustration of teachers when giving feedback and the disappointment of
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students when receiving feedback is that there is a mismatch between what types of feedback teachers give and
what types of feedback students like to have on their papers (Cohen & Cavalcanti, 1990). A number of studies
have been conducted to identify the type of feedback students prefer for their paper but the results do not seem to
provide a consensus about one specific type of feedback that may work well and be favorable for both students
and teachers at the same time. Cohen & Cavalcanti (1990), for example, found that students mostly preferred
feedback on content whereas teachers gave feedback more on grammar. Another study reported that teachers
gave many comments on content and organization but students paid more attention to comments on grammar
than any other aspects of their paper (Ferris, 1995). This evidence shows that certain groups of students have
their own preference of what type of feedback they like to receive, regardless what types of feedback the
teachers give them on their papers. On the contrary, teachers sometimes have their own decision of what type of
feedback they think effective to promote students’ writing ability regardless what type of feedback students like
to have. The mismatches between what students prefer for written corrective feedback and what teachers practice
may lead to unsatisfactory writing performance.
1.2 Research Questions
Based on the problem above, the following questions are formulated:
1)

What types of written corrective feedback do teachers provide on students’ writing?

2)

What types of written corrective feedback do students prefer to have on their writing?

3)

To what extent do the teacher practices for written feedback meet the students’ preferences and expectation?

1.3 Literature Review
1.3.1 The Mismatch between Students’ Preferences and Teachers’ Practices for Written Corrective Feedback
The mismatch between teachers’ practices and students’ preferences for feedback may bring about
discouragement for the students when their papers are returned with red marks and notes all over the papers.
Consequently, their writing performance may not get significant improvement. The studies on the mismatch
between teachers’ practices and students’ preference have revealed that there is a mismatch between what
students are likely to prefer and what teachers actually give to them. Cohen (1987) noted that there is a mismatch
between the focus of feedback that students like to receive and the focus of feedback the teachers give to them.
In addition, Cohen & Calvacanti (1990) found that there may be a mismatch between the types of feedback the
students like to receive and those that the teachers provide on their writing.
Hyland & Hyland (2006) in their study which focused on students’ feedback preferences revealed that learners
generally prefer teacher written feedback to other forms of feedback such as oral and peer feedback. Other
researchers like Aridah (2004) found that students liked to have more feedback on grammar than on other aspects.
Ferris (1995) also found that students chose to pay most attention to the comments given on grammar of all any
other aspects of their writing although their teacher provided many comments on content and organization.
Then, how should teachers give feedback to the students’ writing? There have been a lot of suggestions and
recommendations on what constitutes good and effective written feedback. Brookhart (2008) suggested that
good feedback should include comments or information that can be heard, understood and used by the students
for further improvement. She further stated that good feedback should be part of assessment in the classroom
environment where the students can see the feedback as constructive criticism and as a good thing so that they
can understand that learning cannot take place without practice. Therefore, providing feedback to students
without giving them an opportunity to make use of the feedback is not fair to them.
Furthermore, effective feedback is one that can help learners improve. Gardner, Harlen, Hayward, Stobart, &
Montgomery (2010) recommended that teacher should give feedback to students in a form that can help them
learn and should give them a chance in which students can use feedback for improving their task or to show that
they understand or not. Jackson (2009) stated that effective feedback should be used as a powerful tool of both
helping students learn and helping them get improved in learning.
Other issues of what makes good feedback have been recommended by the research findings. Ferris (2006)
found that error markings had a strong impact on the successful revisions on the students’ drafts of their essays
and this kind of feedback was able to reduce the number of errors made by students from their first drafts and
last essay assignment. Other earlier researchers such as Fathman & Whaley (1990), Lalande (1982), and Ferris
(1995) supported that error correction or feedback on grammatical errors was effective in improving students’
writing. Bitchener & Knoch (2009) showed evidence that providing selective, focused feedback on certain
linguistic errors at a time yielded more accuracy gain in students’ writing compared to feedback which was too
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comprehennsive.
The evidennce described above as goodd feedback com
mes from the sside of the teacchers or the researchers. It iss also
necessary to consider whhat actually stuudents think abbout good feeddback for them
m. It is previoussly stated that good
feedback iis the one thaat makes studeents able to m
make use of it. The students’ expectation and preference for
certain typpes of feedbacck will influence their learning. This meanns that if a stuudent prefers oone specific typ
pe of
feedback aand believes thhat this type off feedback is uuseful for them
m, then he or shhe may pay m
more attention to
t the
feedback aand may use it for learning. On the contraary, if a studennt does not likke or expect oone specific typ
pe of
feedback aand does not believe it, he orr she may not gget any positivve effect from iit.
Besides thhe students’ expectations and preferennces for feedbback, it is aalso important to considerr the
understandding of the stuudents about thhe feedback proovided for theem. The studennts are able to use the feedba
ack if
they underrstand and learrn from it. In order for them
m to be able too understand aand learn from
m the feedback they
have to faavor the feedbaack given to thhem. When thhey don’t like the feedback, they will nott pay attention to it
which in tuurn there will be no learningg and using of the feedback. Therefore, thee issue of feeddback preferenc
ce by
students iss also necessarry to address. U
Unfortunately,, the issues onn students’ prefference for feeedback are not very
much expllored comparedd with those onn teachers’ andd researchers’ practices for ffeedback.
Leki (1991) found that students prefferred to have indirect feeddback to directt feedback annd they wanted
d the
teacher to give correctioon to all of their mistakes, inncluding givingg comments onn content and ideas as well as
a on
their gram
mmar and surfaace structure. Ferris (1995) agreed that sttudents liked tto have their eerrors all corre
ected
with differrent types of feeedback. Thenn, Lee (2005) fo
found that the sstudents wanteed their teacherr to use error codes
c
and correcct all their miistakes. In anoother study, L
Lee (2007) fouund that studennts preferred written comm
ments,
mark/gradde, and error feeedback on their compositionns. She also fouund that studennts liked to haave more comm
ments
on the conntent of their writing
w
than onn the language use such as grrammar, vocabbulary, and senntence pattern. This
is in line with Semke (1984)
(
whose finding demoonstrated that the students preferred to hhave commentts on
contents annd ideas ratherr than on gram
mmatical structuure and surface errors.
Based on tthe research finndings which address both teachers’ practiices and the stuudents’ prefereences for feedb
back,
it is clear that there is a mismatch bettween them. For example, teeachers give foocused feedbaack but the stud
dents
want theirr mistakes all corrected.
c
Thee teachers givee error correctiion on gramm
mar but the studdents want to have
written com
mments on conntent and ideaas. This indicatted that studennts’ expectationns and preferennces are not met
m by
the teacherr actual practices in giving ffeedback. Hylaand (1998) fouund that there is a mismatchh between stud
dents’
expectations for feedbacck and the teaccher practices in responding to students’ w
writing. The stuudents in her study
s
wanted to have grammaar corrections but they also wanted to haave praise from
m their teacheer. In this case
e, the
teacher faiiled to fulfill the students’ eexpectation foor feedback soo that it led too confidence looss. The mism
match
between teeachers’ practiices and studeents’ preferencces for feedback which mayy result in unssatisfactory wrriting
performannce can be illusstrated as folloows:

Figure 1. The
T misfit betw
ween teachers’ ppractices and sstudents’ prefeerences for feedback
The discrepancy betweeen students’ preferences aand teachers’ practices reggarding feedbaack on writin
ng as
illustrated in Figure 1 abbove has created difficulty on the side off the teachers and confusionn on the side of
o the
students. W
What teachers believe and practice as effeective feedbackk for students may not be thhe one that stud
dents
perceive aas useful and effective feedback for theem. This disagreement mayy influence neegatively stud
dents’
satisfactionn and potentiially lead to loss of confidence, motivaation, and to the worst, thhus leading to
o the
discontinuuation of FL learning.
l
It is, therefore, neecessary to exxplore studentts and teacherrs’ preferences for
feedback iin order to bridge the misfitt between studdents’ expectattions and prefeerences and teeachers’ beliefss and
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therefore will maximize the effects of teaching. Data concerning students’ preferences for feedback and teachers’
preferences will help teachers to decide what particular feedback will be beneficial or influence positively the
students’ performance in writing. The data may also bridge the discrepancy between teachers’ beliefs and
practices for feedback and students’ preferences and expectations for feedback and how the preferred feedback
really contributes to students’ writing improvement.
1.3.2 Different Types of Written Corrective Feedback
The classification of teacher feedback provision is approached by the scholars in this field in different ways.
Ellis (2009) for example classified the types of written corrective feedback into 6 types that he called the
typology of written corrective feedback. The types include direct feedback, direct feedback, metalinguistic
feedback, focused/unfocused feedback, electronic feedback and reformulation. For the purpose of this study, the
types of feedback were limited to only 4 types which included direct feedback, indirect feedback, focused
feedback and unfocused feedback which are presented in two contrasting types as follow.
The first contrasting type of written corrective feedback is direct vs. indirect feedback. Direct feedback is the
feedback provided by the teacher by showing the correct form of language while indirect feedback is the
feedback given by the teacher by indicating the errors students make but not correcting them (Ellis, 2009). Direct
feedback according to Ferris (2006) may take the form of crossing out the mistakes and then providing the
correct form around the error, while indirect feedback may take the form of “underline, circle, code, or other
mark—but does not provide the correct form, leaving the students to solve the problem that has been called to
his or her performance” (p. 83). The issue whether feedback should be given directly or indirectly has also
attracted the attention of researchers in the field.
The research findings on the issue of direct and indirect feedback showed that students get benefits from the two
types of feedback. Ferris (2006) found that students who were provided with either direct feedback or indirect
feedback were successfully revise and correct their mistakes. However, there are also some findings which
showed conflicting results. Lalande (1982), for example found that indirect feedback was able to decrease the
errors the students made while direct feedback was not. Other findings revealed that direct feedback was the
least effective method of feedback provision on students’ writing (Semke, 1984). Ferris (2011) claimed that
direct correction of error by the teacher led to more correct revisions (88%) than indirect feedback (77%).
The second contrasting type of feedback is focused and unfocused feedback. This contrasting type of feedback is
something to do with whether the teacher comments on all or most of the students’ writing problems or only
chooses a certain aspect of writing to be commented on. According to Ellis (2009) in focused feedback provision,
the teacher is selective about what specific element(s) of language he or she has to comment on or correct while
in unfocused feedback provision, the teacher attempts to comment on all aspects of language performance or
correct all of noticed students’ errors. Unfocused feedback is viewed as “extensive” feedback as it deals with
multiple errors while focused feedback deals with specific errors to be corrected and ignores other errors (Ellis,
Sheen, Murakami, & Takashima, 2008, p. 356).
Ellis et al. (2008) further differentiated between focused and unfocused feedback. They stated that unfocused
feedback refers to a normal practice in teaching writing in which the teacher correct all the errors in students’
paper and it is an extensive correction because it responds to various types of errors rather than one type. On the
contrary, focused feedback refers to the selection of certain types of errors and ignores. They also differentiated
between highly focused correction and less focused correction, in which the former focuses on only one type of
error and the latter focuses on more than one target errors but still restricts on limited number of predetermined
types of errors.
One of the studies which investigated the effect of focused and unfocused feedback is that of Sheen (2007) who
investigated the effect of focused feedback on ESL learners’ acquisition of articles and the results revealed that
written corrective feedback which focused on a single linguistic feature improved learners’ accuracy of article
use, especially when the teacher gave metalinguistic feedback. More recent study conducted by Sheen, Wright,
& Moldawa (2009, p. 556) revealed a similar finding that unfocused feedback has a limitation on pedagogical
value while focused feedback can positively affect grammatical accuracy in writing. They claimed that when the
correction addresses a range of grammatical errors, learners are unable to process the feedback effectively, and
even if they attend to the corrections, they are unable to work out why they have been corrected.
2. Method
2.1 Design
This research was quantitative in nature, which employed survey design. The survey was used to collect data
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about the teachers’ practices and the students’ preferences for feedback. The result of the survey became a
reference to determine what types of feedback the teachers perceived to practice in response to students’ writing
and what types of feedback that the students preferred.
2.2 Participants
The participants of this study were the students and the teachers of English Education Department of
Mulawarman University, East Borneo, Indonesia. There were 54 (46 females, 8 males) out of 94 students of
English Education Department who participated in this study. They were sitting in the third semester and taking
Writing III course as one of the compulsory subjects in the academic year of 2014/2015. They were between 18
to 22 years old. In addition, 22 (13 females, 9 males) out of 30 teachers who were teaching writing and
supervising students’ theses also took part in this survey. The teachers had more than 5 years of teaching
experiences. All of the participants were all selected by using convenience sampling technique. This technique
was used because it was quite difficult to collect data from all population in a relatively short period of time. So,
only those who were voluntarily participated in the survey were selected as the sample. All of the participants
had Bahasa Indonesia as their first language.
2.3 Instrument
The instrument used to collect the data was a questionnaire in the form of Feedback Scale. It was constructed by
the researcher by considering the theories regarding the characteristics of certain types of written corrective
feedback. The instrument was basically the same for both teachers and students. The differences lied on the
wording and address. The questionnaire contained 10 items, each of which allowed the students and the teachers
to rate each of the four options which represents one type of feedback (Direct Feedback, Indirect Feedback,
Focused Feedback and Unfocused Feedback). The scale ranged from 1 which was the least preferred item to 4
which was the most preferred item. The highest score was 40 which means that it was a perfect preference for
one particular feedback and the lowest score was 10 which means that this type of feedback was not or least
preferred. The instrument can be found in the appendix A and appendix B.
2.4 Data Analysis
The data were analyzed quantitatively by firstly scoring individual students and teachers to find their individual
preferences and practices for feedback and then calculating the means score to determine the profile of the
students’ preferences and the profile of teachers’ feedback in general. The highest average score on one particular
type of feedback means the most preferred one for the students and the most frequently practiced one for the
teachers.
3. Results and Discussions
3.1 Analysis on Individual Types of Feedback
The result of data analysis proved that there was a misfit between teachers’ practices and students’ preferences
for written feedback, indicated by the difference in the average scores of each type of feedback. Table 1 presents
the result of analysis on the individual type of feedback practiced by the teachers and preferred by the students.
The analysis on individual types of feedback showed that both teachers and students preferred to give and to
have direct feedback because both had the highest mean scores on this type of feedback. However, the data
showed the average score of students’ preferences on direct feedback was higher than that of the teachers. This
indicated that students liked to have more direct feedback than the teacher could provide to them. Chandler
(2003) supports this finding that direct feedback was preferred by students because they found that this was the
fastest and easiest way to help them correct their writing drafts. In term of indirect feedback, it seemed that the
teachers provided indirect feedback almost equally to direct feedback. This type of feedback also showed higher
scores (28.35). But, if compared to the score of the students’ preferences, this type of feedback was not likely to
be preferred by the students. It means that the teachers tended to give more indirect feedback but the students
liked to have more direct feedback instead of indirect feedback. Another clear misfit was found in this case.
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Table 1. The comparison of the average scores between teachers’ practices and students’ preferences for
individual types of written feedback
Teachers Practices
Types of Feedback
Direct Feedback
Indirect Feedback
Focused Feedback
Unfocused Feedback

Students’ Preferences
Types of Feedback
Direct Feedback
Indirect Feedback
Focused Feedback
Unfocused Feedback

Average
28.95
28.35
20.55
22.18

Average
33.17
20.59
18.48
27.76

The analysis on focused and unfocused feedback also showed similar findings in that both teachers and students
preferred unfocused more than focused feedback. The difference lied on the average scores on each type of
feedback. The data on Table 1 indicated that students preferred unfocused feedback far more than focused
feedback while the teachers seemed to give almost equal quantity of focused and unfocused feedback. The table
also showed that the amount of unfocused feedback expected by the students was much larger than the teachers
could provide. In terms of focused feedback the difference was smaller compared with the unfocused feedback.
Again, a mismatch occurred between the teachers’ practices and the students’ expectations.
3.2 Analysis on Combined Types of Feedback
The analysis on individual types of feedback showed that there was a mismatch between teachers’ practices and
students’ preferences for feedback. The analysis on the combination of more than one types of feedback was also
conducted. This analysis was applied because it is generally understood that teachers usually apply more than
one types of feedback on students writing. This analysis is also useful to identify the profile of teachers’ practices
and students’ preferences for feedback. To get the combinations of the type of feedback, the mean score of each
type feedback was added so that the total average score of the combination was obtained. The possible
combinations of two types of feedback included Direct-Focused Feedback, Direct-Unfocused Feedback,
Indirect-Focused Feedback, and Indirect-Unfocused Feedback. Direct-Indirect Feedback and
Focused-Unfocused Feedback were not combined because these types of feedback are two opposite types that
make it impossible to combine. Table 2 presents the results of analysis on the teachers’ practices and students’
preferences for more than one types of written corrective feedback.
Table 2. The comparison of total scores between teachers’ practices and students’ preferences for combined types
of written feedback
Teachers Practices
Combination of CF Types
Direct-Focused Feedback
Direct-Unfocused Feedback
Indirect-Focused Feedback
Indirect-Unfocused Feedback
Note. CF = Corrective Feedback.

Total
49.50
51.13
48.87
50.52

Rank
3
1
4
2

Students’ Preferences
Combination of CF Types
Direct-Focused Feedback
Direct-Unfocused Feedback
Indirect-Focused Feedback
Indirect-Unfocused Feedback

Total
51.65
60.93
39.07
48.35

Rank
2
1
4
3

The data on Table 2 indicated that Direct-Unfocused Feedback was the most frequently practiced by the teachers
and the most preferred by the students as it had the highest score. On the other hand, Indirect-Focused Feedback
was the least frequently practiced and the least preferred by students. Although these two combinations matched
between students’ expectation and teachers’ practices, they were different in terms of the amount of feedback
given by the teachers (51.13) and the amount of feedback expected by the students (60.93). In this case, the
students expected more than the teachers could give.
The real misfits were found in the combinations of Direct-Focused and Indirect-Unfocused feedback. The data
show that students put Direct-Focused feedback as the second preference while the teachers put it as the third
rank. This means that students really wanted their writing to be directly corrected without focusing on one
particular aspect while the teachers used more Indirect-Unfocused feedback (Rank 2)
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Figure 2.. The comparisson between thhe profile of teeachers’ practicces and the proofile of studentts’ preferences for
written coorrective feedbback
entify
The data oon the teacherss’ practices andd students’ preeferences as displayed on Tabble 2 made it ppossible to ide
the profilees of teachers’ practices andd students’ preeferences for ffeedback. The teachers’ proffile represented the
amount off feedback the teacher used aaccording to thhe types of feeedback. For exxample, if the aarea between direct
d
feedback aand focused feedback in the pprofile chart w
was wider thann the other areaas, it means thaat the teachers used
more feedbback in this coombination. Thhe same way aapplied to studdents’ profile oof feedback preeferences. Figu
ure 2
presents thhe profile of teachers’ practicces and students’ preferencess for written coorrective feedbback.
The figuree illustrates thaat the discrepaancy between w
what teachers pperceived to ppractice in provviding feedbac
ck on
students’ aand what studeents preferred or expected too have on theiir writing reallly existed. Thhis finding supports
Fathman & Whaley (19990) who said thhat there was a mismatch between what tyype of feedbackk teachers gave
e and
what typess of feedback students likedd to have on ttheir papers annd Hyland (19998) who founnd that there was
w a
misfit betw
ween how teaccher gave feedbback and whatt students expeected to receivee.
The profille of the teachhers’ practices for feedback showed that the teachers uused a quite balanced amou
unt of
feedback for each coombination (449.50 for Direct-Focused,, 51.13 for Direct Unfoocused, 48.87 for
Indirect-Foocused, and 50.52
5
for Indirrect-Unfocusedd). On the othher hand, the profile of stuudents’ prefere
ences
showed that the studentss preferred onee type of feedbback combinatiion more than other types. A
As we can see in the
profile inn Figure 2, the most preeferred type feedback combination that the studennts expected was
Direct-Unffocused feedback. This meaans that the stuudents liked to have feedbackk which was eexplicitly expla
ained
and clearlyy indicated, annd they also eexpected that aall errors weree corrected wiithout focusingg on one particular
aspect of w
writing only.
The profile also shows that
t
the studennts did not preefer to have inndirect feedbacck. This was bbecause this typ
pe of
feedback ddid not providde clear correcction and onlyy used symbolls in indicatinng the errors oor the problem
ms. In
addition, thhe students’ prrofile also show
ws that focuseed feedback waas not really prreferred. Theyy wanted all asp
pects
of their wrriting were com
mmented or coorrected.
If the twoo profiles abovve were put toogether in onee chart, then thhe misfits betw
ween teacherss’ practices and
d the
students’ ppreferences weere clearly idenntified as we caan see in Figurre 3. The interrsection points found in the figure
f
showed thhe misfits of thhe practice annd preference. Direct-Focuseed and Indirecct-Focused typpes of feedback
k did
not go in pparallel directiions. It meanss that the teachhers and students put these ttwo combinatiions of feedback in
different raanks as we cann see in Table 2. This meanss that the teachhers and the stuudents did not have an agreement
for these two types in terms of thee practices annd preferencess. On the othher hand, Direect-Unfocused
d and
Indirect-U
Unfocused typees of feedback went in paralllel directions; there was no aan intersectionn point. This means
m
that both students andd teachers agrreed to put tthese two com
mbinations inn the same raanks (Rank 1 for
Direct-Foccused, and rankk 4 for Indirecct-Focused). H
However, the m
mismatch was sstill found in teerms of the am
mount
of feedbacck practiced annd preferred. S
Students wanteed more Directt-Unfocused feeedback (60.933) than the teac
chers
could provvide (51.13). That is why Figure 3 show
ws that the reectangle area of the studennts’ preferences for
Direct-Unffocused largelly went to the “down-left” ddirection comppared to the teeacher’s practicces for this typ
pe of
feedback.
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Figure 3. The misfits
m
betweenn teachers’ pracctices and studdents’ preferennces for writtenn feedback
The same occurred to thhe Indirect-Foccused feedbackk. Although both teachers aand students puut this combination
in the sam
me rank (4), meaning
m
that it was least preeferred, the miismatch was ffound in the am
mount of feed
dback
practiced and preferred.. Unlike direcct-unfocused ffeedback whicch went to “doown-left” direection, this typ
pe of
feedback w
went to the “upp-right” directiion. The rectanngle area of this type of feeddback was smaaller than that of
o the
Direct-Unffocused. How
wever, it was fo
found that the teachers provided a larger amount of this type of feed
dback
than the sttudents expecteed. Consequenntly, the studennts’ rectangle aarea was smalleer than that off the teachers.
4. Implicaations on Writting Instructioons
It cannot be denied thaat feedback, especially teacher written coorrective feedbback play vitaal roles in helping
students coorrect their mistakes, which will in turn im
mprove the quaality of their w
writing perform
mance. Ferris (1
1995)
stated thatt feedback helps writers im
mprove their w
writing skills, including theeir grammar an
and their ideass and
feedback also helps preevent them from making aany further miistakes. In adddition, feedbaack plays a ro
ole in
increasing students’ awaareness so thaat they can perrform effectivvely in the wriiting classroom
m (Dheram, 1995).
Moreover,, the students will
w make morre improvemennt if they weree provided witth feedback coompared if they are
not given feedback (Fatthman & Whalley, 1990). M
More specificallly, Ferris (20111) mentions tthat feedback helps
h
students im
mprove the acccuracy of theirr texts and it leeads to the acccuracy gains oover time, one that challenge
es the
idea of T
Truscott (19966) who arguedd that gramm
mar correction has no role in improvingg student’ writing.
Furthermoore Ferris & Hedgcock
H
(20005) said “both teachers and students feel tthat teacher feeedback on stu
udent
writing is a critical, nonnnegotiable aspect of writing instruction” (pp. 185).
Having ideentified the profile of teacheers’ practices aand the studentts’ preferencess for written feeedback and ha
aving
identified that some typees of feedbackk work well andd others do noot, there is a neeed to design w
writing instructtions.
The designn should accom
mmodate bothh teachers’ beliiefs and practiices and studennts’ preferencees and expecta
ations
for writtenn feedback so that the types of feedback teachers provvide to studennts will effectivvely improve their
writing peerformance. A writing instrucctional design which incorpoorates feedbacck provisions tthat match betw
ween
teachers’ ppractices and students’
s
prefeerences is assuumed to be ablle to give a poositive effect oon students’ wrriting
performannce. By includiing the profilee of students’ ppreferences annd by listening to the studentts’ expectation
n into
the designn of writing insstruction, it is expected thatt both teacherss and students will get beneffits from it, th
hat is,
teachers w
will likely enhaance the studeents’ motivatioon and self-estteem, especiallly motivation to make necessary
revisions tthat can improove the qualityy of their writiing. A consennsus between tteachers and sttudents about what
kinds of feeedback they will
w likely to hhave on their ffuture papers iis needed to avvoid the mism
match between what
students prrefer and whatt teachers give.
The follow
wing model off writing instruuction design iis proposed whhere feedback provision bassed on the stud
dents’
preferencees is incorporatted into the design.
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Figure 4. Proposed m
model for prefeerence-based feeedback on wrriting instructioon
In this instructional moddel of writing,, three mains eelements of thhe activity are included: writting, feedback, and
What makes itt different from
m other convenntional writingg instruction w
which also incorporates feed
dback
revision. W
into its design is that in this design thhe feedback prrovision is the result of teaccher-students’ cconsensus. Tea
acher
and studennts should makke an agreemennt on what types of feedbackk they like to hhave, which, off course, need to be
in line withh what teacherr wants to provvide. In additioon, this designn involves repeeated activitiess in which the types
t
of feedbacck provided inn one particuular text will bbe different fr
from other texxts depending on the agreement
between teeacher and studdents.
5. Conclussion
Despite thhe teachers’ beliefs
b
about what constituutes effective feedback to iimprove studeents’ writing, it is
consideredd fair to also accommodate
a
what studentss expect and pprefer to have on their writiing. Some rese
earch
findings hhave proven thhat particular ttypes of feedbback do not w
work well in im
mproving studeents’ writing while
w
some otheer studies founnd that the use of the same ttypes of feedbback is able to improve the qquality of stud
dents’
paper. Onee of the reasonns why researcch findings do not yield the ssame conclusioon about the effficacy of feed
dback
is that there may be a mismatch
m
betw
ween what studdents expect aand what teachhers apply andd believe abou
ut the
types of feeedback that caan improve stuudents’ writingg. A model of w
writing instrucctional design is then proposed to
accommoddate the studeents’ preferencces. This modeel is called prreference-baseed feedback inn teaching wriiting.
However, the effectivenness of this m
model still needds to be invesstigated. Experimental reseaarch can be on
ne of
research designs to prove its effectivenness.
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Appendix A
Questionnaire of Feedback Preferences for Students
Students’ Feedback Preference Scale
Dear Students.
This questionnaire will identify your preference for teacher written feedback on your essay paper. Rank them
from the most preferred to the least preferred. Give 4 points for the most preferred, 3 points for the next most
preferred, 2 points for the next, and 1 point for the least preferred. Please assign a different point to each four
options. Do not use the same point for different options. Put the number on the space provided for you.
1.

2.

3.

4.

5.

When given feedback, I would like my teacher ………
A.

_________ to provide the correct linguistic form or structure above or near the linguistic error I made.

B.

_________ to implicitly signal the errors and let me do the correction by myself

C.

_________ to select specific errors to be corrected and ignores other errors.

D.

_________ to comment on all noticed errors whether with or without correction.

When I make errors on my writing, I want my teacher ………..
A.

_________ to cross out the errors and providing the correct form

B.

__________to identify the errors without providing the correct form

C.

__________ to correct only the errors that interfere meaning

D.

__________ to randomly comment on some errors or writing problems not all of them.

My teacher should………..
A.

__________insert the missing words, morpheme or phrases with correct forms

B.

__________ use a set of correction symbols without providing the correct forms

C.

__________ comment on grammatical errors only

D.

__________ correct all major errors

When my teacher finds errors on my paper, he or she should:
A.

_________write the correct form above or near the error and give short explanations why it is wrong.

B.

_________ underline the errors or use arrows to show omissions in the text

C.

_________ focus on organization only

D.

_________ correct all the types of error, including mechanical errors

When I make errors, I prefer my teacher ……….
A. _______ crossing out of the errors of word/phrase/morpheme or sentences and supplying them the
corrects one.
B. _______ placing a cross in the margin next to the line containing the error but not supplying them the
correct forms.

6.

C.

_______ commenting on the minor errors for example those related to mechanic only

D.

_______ commenting on what I did both right and wrong sentences

I would like my teacher to ………..
A. _________ explicitly show the errors and use the error codes to indicate the types of error (e.g., ww
for wrong words, sp for spelling, etc.).

7.

B.

_________ only circle the words or phrases containing errors

C.

_________ focus on a single error type (e.g., tenses)

D.

_________ give general comments on a separate piece of paper

When giving feedback, my teacher had better ……………
A. _________ give explanations and examples at the end of my paper with a reference back to places in
the text where the error has occurred.
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I prefer my teacher to ………….
A.

_________provide explicit guidance of how to correct the errors.

B. _________ use a code to show where the error has occurred and what type of error it is but not
provide the correct form

9.

C.

_________ focus on surface error (grammar, vocabulary and mechanics)

D.

_________ correct all major and minor errors

When my teacher notices errors on my paper, he/she should ………..
A.

_________ reformulate the erroneous expressions by rewriting the correct or acceptable ones

B. _________ record in the margin the number of errors in a given line without providing the correct
forms
C. _________comment on one or two linguistic error categories at a time rather than feedback on too
comprehensive a range of features.
D. _________ provide notes on the last page of my paper about what I should revise without marking on
my text.
10. For the errors I make in my paper, I want my teacher to ……………….
A. ________ number errors in text and write a description for each numbered error at the bottom of the
text.
B.

________ show where the error is and give a clue about how to correct it

C. ________ ignore the errors in grammar, spelling, punctuation…etc. and only pay attention to the ideas
expressed (content and organization)
D.

________ give comments not only on grammatical errors but also on every aspect of writing

Appendix B
Questionnaire of Feedback Preferences for Teachers
Teacher Feedback Practice Scale
Dear Teachers.
This questionnaire will identify your practices in providing feedback on your students’ essay paper. Please rank
the following practices from the most frequently practiced to the least frequently practiced. Give 4 points for the
most frequent one, 3 points for the next most frequent, 2 points for the next, and 1 point for the least frequent.
Please assign a different number of points to each of the four options. Do not use the same points for different
option. Put the points on the space provided for you.
1.

When giving feedback to my students’ essay, I like ………
A. _________ to provide the correct linguistic form or structure above or near the linguistic error they
made.

2.

B.

_________ to implicitly signal the errors and let students do the correction by themselves.

C.

_________ to select specific errors to be corrected and ignores other errors.

D.

________ to give comments on all noticed errors whether with or without correction.

When my students make errors on their writing, I prefer ………..
A.

_________ to cross out the errors and providing the correct form

B.

__________to identify the errors without providing the correct form

C.

__________ to correct only the errors that interfere meaning

D.

__________ to randomly comment on some errors or writing problems not all of them.
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When providing corrections to my students’ paper, I frequently………..
A.

__________insert the missing words, morpheme or phrases with correct forms

B.

__________ use a set of correction symbols without providing the correct forms

C.

__________ comment on grammatical errors only

D.

__________ correct all major errors

When I find errors on my students’ paper, I usually:
A.

_________write the correct form above or near the error and give short explanations why it is wrong.

B.

_________ underline the errors or use arrows to show omissions in the text

C.

_________ focus on organization only

D.

_________ correct all the types of error, including mechanical errors

When my students make errors, I like to ……….
A. _______ cross out of the errors of word/phrase/morpheme or sentences and supply them with the
corrects ones.
B. _______ place a cross in the margin next to the line containing the error but not supply them with the
correct forms.

6.

C.

_______ comment on the minor errors for example those related to mechanic only

D.

_______ comment on all what they did both right and wrong sentences

When correcting my students’ essay, I prefer to ………..
A. _________ explicitly show the errors and use the error codes to indicate the types of error (e.g. ww for
wrong words, sp for spelling, etc.).

7.

B.

_________ only circle the words or phrases containing errors

C.

_________ focus on a single error type (e.g. tenses)

D.

_________ give general comments on a separate piece of paper

When giving feedback on students’ paper, I had better ……………
A. _________ give explanations and examples at the end of my students’ paper with a reference back to
places in the text where the error has occurred.

8.

B.

_________ use question marks for the unclear expressions.

C.

_________ correct errors that address only linguistic accuracy

D.

_________ write in the margins next to every error they made.

I prefer to ………….
A.

_________provide explicit guidance of how to correct the errors.

B. _________ use a code to show where the error has occurred and what type of error it is but not
provide the correct form

9.

C.

_________ focus on surface error (grammar, vocabulary and mechanics)

D.

_________ correct all major and minor errors

When I notice errors on my students’ paper, I usually………..
A.

_________ reformulate the erroneous expressions by rewriting the correct or acceptable ones

B. _________ record in the margin the number of errors in a given line without providing the correct
forms
C. _________comment on one or two linguistic error categories at a time rather than feedback on too
comprehensive range of features.
D. _________provide notes on the last page of their paper about what they should revise without marking
on my text.
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10. For the errors the students make in their paper, I do the following: ……………….
A. ________ number errors in the text and write a description for each numbered error at the bottom of
the text.
B.

________ show where the error is and give a clue about how to correct it.

C. ________ ignore the errors in grammar, spelling, punctuation…etc. and only pay attention to the ideas
expressed (content and organization).
D.

________ give comments not only on grammatical errors but also on every aspect of writing.
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