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CHAPTER I

INTRODUCTION
1.0
Presentation
This chapter unfolds the background and purpose of the study as well as the research questions designed for the study. The chapter progresses with the significance and limitations of the study.
1.1      Background of the Study

Learning a new language is a problematic issue. It is highly likely that language learners will make many mistakes during the period of learning, especially at the beginning stages. 
Even though learning a new language is a very demanding process, a good language learner needs to master some functions and elements of the language in order to use it effectively. As learners need to use four language skills in their mother tongue for effective communication, a foreign language learner also needs to use the four language skills and all other relevant elements such as pronunciation and grammar for effective communication. Each skill or element has a very significant role in learning the new language. Language learners naturally encounter some difficulties because making some errors and mistakes occur naturally during the process of learning a language. 
One of the most important skills of language is writing because it satisfies the writer’s goals and meets the needs of the readers.
Different writers (Brown, 2001; Koc & Bamber, 1997) point out that writing is valuable in that there is a special feeling and also, enormous satisfaction in having something in print. In addition, writing allows and gives the chance to learners to express their feelings and ideas as learners are not always able to express feelings and ideas orally, they prefer to write them down. 

Koc & Bamber (1997) state that although writing is more difficult, it is also more creative because it helps learners to produce as well as to reinforce oral work and demonstrate awareness of target language structure. It could be suggested that like other skills, writing is an important productive skill in the second language teaching and learning because it enables the learners to develop their cognitive and creative processes. During the process of learning to write in a foreign language, learners feel the importance of somebody to guide and help them. Therefore, correcting students’ writing and providing feedback about their performances are both as important as teaching writing and helping students learn to write effectively. It is possible for language learners to make mistakes or errors while using the second language, which may de-motivate some learners and affect their progress negatively. As a precaution, it is of great importance that teachers help the learners improve their language by using different methods both to correct students’ errors and to provide them with feedback about their written work.

Thornbury (1999) states that “Language learners make mistakes” (p. 113). As stated, it is common for all language learners to make both mistakes and errors. It could be suggested that mistakes occur due to lack of attention; on the other hand, errors could occur because of lack of knowledge. 

Thornbury (1999) categorizes errors into three groups as lexical, grammar and discourse errors. Learners make these errors both in speaking and writing. It could also be suggested that most learners make too many errors, especially in their written work, as a result of this, most of them hate writing. They feel unable to produce written work so long as errors are made. Therefore, language teachers should help and encourage learners to solve the problems encountered while writing. 

According to Harmer (2004), there are a number of effective ways to correct students’ written work. These are Selective Correction, Using Marking Scales, and Using Correction Symbols. Using different methods to correct the students’ written work has much significance in that one specific method may not always reveal the same result for all students, so the use of a variety of methods is necessary. 

Feedback is one of the most crucial factors in language learning because it provides learners with the opportunity to improve their learning. The significant role feedback has is true for all skills and elements of a language. Feedback is necessary for learners to improve their written work. The importance of providing feedback is also stated by Hyland and Hyland (2006) as follows: 

“Feedback has long been regarded as essential for the development of second language (L2) writing skills, both for its potential for learning and for student motivation” (p. 83).
Giving feedback on student writing is a form of teaching and it is very important as well as necessary in language learning because students obtain the chance to acquire new knowledge and rectify their writings. Moreover, teachers should make their purposes clear while giving feedback. Despite the traditional practice of providing feedback, the purpose should not be to punish students for their errors. On the contrary, it should help the students improve their written work. In this light, teachers should know why they are giving feedback to the students and what they hope to achieve. In other words, it is necessary that teachers should decide what their aims are in giving feedback. 
Ur (1996) puts forward the importance of showing students that “mistakes are a natural and useful part of language learning” (p. 243) because as long as students are afraid of making mistakes, they may be unwilling to produce work. Therefore, it should be explained to learners that they will be able to learn better provided that their mistakes are corrected and without making mistakes, they cannot learn well. 

Feedback is also categorized as teacher written feedback, oral feedback, peer feedback and self-evaluation by Hyland and Hyland (2006). Using a variety of feedback techniques is important in the same manner that the methods of correcting students’ written work are. It is also necessary and important that teachers know their learners well and that they try to choose effective ways to help learners to improve their knowledge according to the students’ needs. Therefore, effects of using error correction codes should be thoroughly investigated.
1.2      Purpose of the Study

The main purpose of the research study carried out for this thesis was to investigate the effectiveness of using error correction codes in correcting the written work of students. The techniques that teachers used to correct the written work of the students and the methods they used to provide feedback were also investigated in this study. Finding out the common writing errors of the Preparatory School students was another aim of the study.
In order to accomplish the main aim of the study, the following questions were asked as part of the research:
· Which method(s) do teachers use to correct errors in the written work of students?
· How often do teachers give feedback to students on their written work?
· What are the students’ opinions of the methods that teachers use to correct their errors and give them feedback?
· Are there any significant differences between the experimental and the control groups with respect to the achievement of students in writing?
· What are the factors affecting the writing achievement of the students?
· What are the common errors that appear in the written work of the students? 
1.3
Significance of the Study
The present study is important because it provides information about the methods of responding to or editing the students’ written work as well as the frequency of providing feedback. Moreover, the study can increase teachers’ awareness of the significance of using error correction codes to edit the written work of students and the significance of giving feedback to students on their written work to provide effective teaching and learning in writing.
1.4      Limitations of the Study

One of the limitations of the study was time. Methods that can be used to edit the written work of students could not be observed one by one and the effectiveness of each of them could not be found. Both teachers and students should have been interviewed; however, there was not enough time to do so in this study. In addition, while the exam papers of the freshman students were being analyzed, the researcher faced some difficulties arising from the fact that exam papers of some of the departments did not include writing tasks. Therefore, analyzing these exam papers was not very easy. 
CHAPTER II

REVIEW OF LITERATURE
2.0 
Presentation
This chapter introduces the skills in language learning, especially the writing skill. Having covered the stages of writing and approaches of teaching writing in the first half, the chapter presents students’ written work, problems of language learners in writing, writing anxiety and suggestions to help learners to overcome their writing anxiety. Finally, methods and the importance of correcting the students’ written work and providing feedback are also introduced in this chapter.
2.1 
Skills in Language Learning 

Language learning is a significant task because it enables students to communicate, share experiences and values, etc in both inductive and deductive processes that students need in academic and future professional lives. Therefore, learning a language has more positive sides on language learners because learning a language helps learners develop their skills, especially study skills. Language learning also helps develop the writing ability.  In the same way that language learning develops the ability to write, studying another language gives a chance to the language learners for successful communication.
In a language, there are four important skills as well as the elements of the language and they play vital roles in becoming a successful language learner. It is also known that each skill has its own rules and difficulties. However, it is mostly believed that writing is more difficult than the other skills because language learners face difficulties while writing in a foreign language. According to Koc & Bamber (1997), being a good and a clear writer has a very significant role in becoming successful. Therefore, as with teaching other skills and the elements of a language, the roles of a teacher are very significant in teaching writing because as it has been pointed out earlier, language learners experience problems when they write. Therefore, teachers should always try to support their students by guiding or helping them as well as encouraging them to write and trust themselves in that they are able to write. 

2.2 
The Writing Skill 

Writing is one of the valuable and necessary skills. Brown (2001) points out that swimming and writing are similar because if there is water and a person to teach swimming, people can learn how to swim and similarly, if people are members of a society and have someone to teach them writing, they can learn to write. Furthermore, it is stated that (Brown, 2001) “…swimming and writing are culturally specific, learned behaviors” (p. 334). As it is stated by Brown (2001), writing is one of the productive skills, so to be able to produce it; learners need somebody to teach them how to write. 

According to Koc & Bamber (1997), “…good, clear writing leads to academic success” 

(p. 11.1). Therefore, to be successful, learning to write is necessary because people cannot always express themselves through speaking. Sometimes, they have to write and even though they can speak well, they will not always be successful unless they can write well. 

In brief, although the reasons differ for each person, the role of writing is very important for each language expression.
2.3 
Stages of Writing

According to Singh & De Sarkar (1994), there are three stages in writing. These are Pre-writing, Writing and Post-writing. Each stage of writing has its importance. For instance, Singh & De Sarkar (1994) suggests pre-writing is one of the most important stages of writing because in this stage, a teacher tries to engage students in participating in the lesson and to motivate them by doing interesting activities about the topic suitable for the level of the students. 

Seow (2002) also states that “Process writing as a classroom activity incorporates the four basic writing stages: planning, drafting (writing), revising (redrafting) and editing and three other stages externally imposed on students by the teacher, namely, responding (sharing), evaluating and post-writing” (p. 316).
As it is indicated by different writers, the first stage of writing, that is pre-writing, is the way of encouraging students to write at the beginning of a lesson. In addition, drafting is the process of writing a rough outline of what will be addressed. Revising is another very important stage of a writing lesson because it is at this state that the students receive comments from their teacher or friends about their first draft. Therefore, they can make modifications to their written work according to the feedback they have received from their teacher or peers. The last stage is editing, which is correcting mechanical errors such as spelling and punctuation. 

To sum up, getting ideas together, planning and outlining these ideas are very important at the initial stages. Then, the learners produce their first drafts. After writing their first draft, the learners revise and re-write it again. Following editing, they get their final version or, in other words, their product. Therefore, each stage of writing is very important to obtain a successful product.
2.4 
Approaches to Teaching Writing

As with other skills, there are important and useful approaches for teaching writing. 

2.4.1 
The Process Approach

One of the approaches is the Process Approach and Brown (2001) defines that “The process approach is an attempt to take advantage of the nature of the written code to give students a chance to think as they write. Another way of putting it is that writing is indeed a thinking process” (p. 336). 
As Brown (2001) explains, the process approach has a great role in teaching writing because in the process approach, a teacher engages the students in following the basic steps of writing. These steps are pre-writing, writing, revising and editing. Hence, the students should go through these steps with the help of the teacher before they can achieve their final product.

It is also suggested (Brown, 2001) that “process is not the end; it is the means to the end” 
(p. 337). His point of view is true because unless the learners go through the process approach, they will not achieve their aims. Without the process approach, the final product will not be obtained. 
Even though the process approach is very useful for achieving a successful product, according to Harmer (2001), there is a disadvantage of the process approach. The disadvantage of the process approach is about time. In other words, everything cannot be done into one lesson hour because of time limitation. For instance, getting the students to concentrate on the process of writing, brainstorming, drafting, revising, re-drafting, and so on, takes more time. Therefore, during a lesson, students cannot be expected to do all. There are cases when a teacher wants the students to do everything quickly. However, at the end, the teacher does not tend to get good products because if the learners try to create something in a hurry, the products created by learners will not be very effective and of good quality.
2.4.2 
The Product Approach

Another important approach is the product approach defined by Kern (2000) as follows: “Product approaches focus on the inner core of design: the interaction between texts and the structural resources needed to create them” (p. 180).
Brown (2001) and Raimes (1991) share similar views. In the past, the emphasis was on the product. Today, some teachers still give importance to the product produced by learners, not the process. However, giving all the importance to the product of the learners is not beneficial because the process of the product is equally important. Therefore, it is essential that language teachers emphasize both the process and the product. Similarly, Brown (2001) explains that “the current emphasis on process writing must of course be seen in the perspective of a balance between process and product” (p. 337). In addition, without the final product, the learners could simply drown themselves in a sea of revisions. It means that if the learners do not achieve their aims and do not get their final products, revising their drafts will be endless. Hence, the process that they have gone through will be meaningless. Language teachers should ensure that there is a balance between the process and the product approach. 

2.4.3
 The Genre Based Approach

A Genre Based Approach is another approach to teaching writing. Byram (2004) defines the genre based approach as “a framework for language instruction” (p. 234). A teacher introduces samples of a specific genre to students and points out some distinctive characteristics of the given genre. Then, the students are able to produce their first draft through imitating the given genre. In this approach, as it is pointed out by different writers, learning takes place through imitating the given genres. 

 There are some advantages of the Genre Based Approach. The first advantage is that it motivates and encourages the students to participate in the world around them. The Genre Based Approach not only allows the students to be more flexible in their thinking but it also gives the students a chance to see how other authors organize their writings and write. Kim (2006) states the Genre Based Approach is beneficial for the students because it brings formal and functional properties of a language together. As it is pointed out, this approach is more suitable for learners who are at the beginner or the intermediate level where more samples are needed. In brief, it could be suggested that this approach is useful because when people learn something new, they commonly want to find some information or samples about it. 

On the other hand, there are also some disadvantages of the Genre Based Approach because the Genre Based Approach underestimates the skills required to produce content and neglects the students’ self-sufficiency. According to Badger and White (2000), this approach is also blamed for limiting the students’ creativity because some of the students may only imitate the given genre and may not try to create their own sentences. Therefore, giving samples is not always useful. 

2.4.4
 The Process-Genre Approach

The combination of these two approaches is called the process-genre approach. According to Badger and White (2000), in a writing classroom, a teacher needs to replicate a situation as closely to a real life scenario as possible and provide support for the learners to identify the purpose and other aspects of the social context. Moreover, in the process genre approach, the teacher arranges the lesson according to the needs of the learners. For instance, where students know how to produce a particular genre, they may need little or no input. In addition, what input is needed will depend on the group of learners. Therefore, as the writers emphasize (Badger & White, 2000), “Key materials for genre process teachers are sets of corpora of the kinds of texts their learners want to write” (p. 159).
In brief, the process genre approach is very useful because it is vital in obtaining a good and a successful product. Correspondingly, the genre based approach is also very beneficial for students who are especially at the beginner level because these students cannot write as required without seeing a sample of the topic. Therefore, using the process genre approach may be more effective than using the two approaches separately. 
2.5 
Ways of Assessing Students’ Writing Skills and Outcomes
Assessing the performance of students in language learning is very important although it needs to be prepared well because testing cannot always be very easy. For instance, Alderson and Banerjee (2002) state that for testing writing, as for testing speaking, some problems may occur because teachers need to decide the criteria that is going to be used to assess the writing performance of learners.
There are also two scoring schemes; analytic and holistic. It is claimed by Alderson and Banerjee (2002) that “some raters focus on errors in the text, others on the essay topic and presentation of ideas and yet others simply assign a score depending on their personal reaction to the text” (p. 96) so as it is stated by the writers, the main focus can differ from teacher to teacher. It means that the importance that they give on specific parts or the content of the writing will change according to the syllabus being followed. However, the issue at stake here is the way the performance of the language learners is assessed and making assessment as reliable as possible.
It could be suggested that language teachers can use different ways to assess the written work of students. For instance, giving homework, doing quizzes, exams, portfolio assessment, and so on can be used to assess writing. Each of them has its own importance. For instance, as Alderson and Banerjee (2002) indicate, “…portfolio approach is more valid and also more accurately reflects the writing abilities of learners” (p. 98). Portfolio assessment is one of the most effective and useful assessments because it enables the learners to create and improve their writing skills. 

Moreover, it could be suggested that assessment is necessary for learning a language effectively because without assessment both the teacher and the learners may not understand the level of their language progress. Assessment has a very significant role in language learning because it gives both the students and the teacher a chance to see whether the teaching points have been understood or not. Thus, the teacher can see whether the students have learned the topics taught to them or not. The students have the same advantage as the teacher does because the students get the chance to understand which points they are good at or where they have some problems that need to be supported. Due to the listed reasons, assessment is necessary in language learning. Moreover, assessment should also be done in writing because it is crucial for the learners to know both their strong and weak sides in order to improve their writing. 
2.6
 Problems of Language Learners in Writing

In learning a foreign language, language learners face some problems and difficulties. In particular, learning writing in a foreign language is not very easy for the learners because most of the students have some problems at writing. They cannot write as they speak. As Nunan (1999) states, “…it is very important to be aware of the differences between the spoken and written modes” (p. 274). For instance, Boughey (1997) explains that in writing, a writer cannot use body language, intonation, tone, eye contact and other features to convey meaning when something is written. However, in speaking, a speaker and a learner can help each other by using such features. Therefore, some of the students have some problems or difficulties in writing.

Another important difference between spoken and written language is that in speaking, learners speak spontaneously and so organization is not very important whereas in writing, learners need to organize their writing. As Ur (1996) states, organization is necessary and important in writing. Moreover, in writing, it is necessary that the learners should revise their written work and check their errors, but in speaking, the learners do not always go back and correct their grammatical or lexical errors because in speaking, errors are not as important as in writing. 

One major problem the learners face is writing in their mother tongue, which tends to become difficult for them, so these learners may also have some difficulties while they are writing in a foreign language. Additionally, mastering writing takes a long time, which, according to the students, is one of the problems. 

Moreover, some learners do not have enough knowledge about grammar and lexis, so they cannot write what they want and cannot express themselves easily as they need to have some grammatical and lexical knowledge. Besides, lack of motivation is an important factor that affects the students’ learning because when the students are not motivated, effective teaching and learning will not take place. In addition, if the lesson is not enjoyable, the students may get bored and become reluctant to write. It is common for students to think that writing is a dull exercise and some of them do not like spending the effort.
According to Santangelo & Harris & Graham (2007) “Many students find writing extremely difficult and frustrating because they are not able to learn and apply the strategies used by skilled writers” (p. 1). Most of the students believe that writing is too difficult even though the reasons differ from one student to another.
2.7 
Writing Anxiety
Learning a new language is not easy. Therefore, most learners develop problems regarding learning a new language. In particular, most learners have writing anxiety which hinders them from the feeling of success. As it is also pointed out by different researches such as Dickson (1978); Faigley, Daly & Witte (1981) and Fowler & Ross (1982), writing anxiety is associated with the students’ writing performance and their willingness to write. 
Schweiker-Marra and Marra (2000) point out that “Writing anxiety leads to difficulties in producing effective and coherent writing pieces. Students having writing anxiety face problems in writing anything from simple letters to complex reports” (p. 99). As it is also stated, writing is a skill that causes anxiety because students need to make decisions about their work while they are writing. In addition, many educators such as Tompkins (1990), Graves (1994) and Routman (1991) believe that the pre-writing stage of a writing lesson is one of the most important stages because in this stage (pre-writing), encouraging the students to plan and organize their writing takes place and, to motivate the students, some pre-writing activities should be used by the teacher. As Schweiker-Marra and Marra (2000) suggest, “Since writing anxiety is caused by a writer’s lack of writing skills, improving those skills should reduce writer’s anxiety. An accepted method of improving student’s writing skills, is through the writing process, in particular, the pre-writing stage” (p. 100). Therefore, as it is also put forth by the writers, pre-writing activities are very effective in improving the students’ writing skills and reducing their writing anxiety. 

It could be suggested that it is not very easy for the students to develop their proficiency in writing so long as they believe that they cannot write in a foreign language and causing the “I cannot write syndrome” (p. 12), according to Thomas (1993). In addition, students who have writing anxiety do not want their writing to be evaluated by others because these learners may see this as a confirmation of their self-judgment of deficiency in the second language. These students also believe that there is always something wrong with their second language. As a result, as Shaughnessy (1988) also states, these students refuse to take risks in writing.

In brief, most language learners have anxiety about language learning lead in to some problems during their learning progress. Besides this, most students also have writing anxiety. For instance, some of the students cannot create their sentences easily, so this results in de-motivation. Also, it could be suggested that these students cannot write easily because of negative attitude. For instance, most of them think that they cannot write. Therefore, they cannot be very successful.
2.8 
Suggestions to Help Learners Overcome Their Writing Anxiety

Writing is one of the most difficult skills and most learners have problems with writing. Therefore, it is at this point that language teachers have an essential role. In other words, the role of the teachers has a great importance for learners to help them overcome their writing anxiety (Tompkins, 1990; Graves, 1994; Routman, 1991).

In order to help the students become good writers and improve their writings, it is necessary that first of all, a teacher should understand the students and the writing process well (Brown, 2001). According to most students, writing is a disliked and avoided skill because these students believe that writing is boring and frustrating (Santangelo & Harris & Graham, 2007). Therefore, it is important and necessary for language teachers to encourage and help learners like writing. As an instance, to do this, the teacher can choose activities that are interesting and suitable for the level of the students. Free writing activities are particularly effective for helping the students to feel relaxed and as a result of using free writing activities; there will not be frustration about writing because these activities force the students to think in English. Moreover, the errors made by students are not given much importance in free writing activities, so the students will be free of worry and will try to create their sentences as best as they can (Tompkins, 1990; Graves, 1994; Routman, 1991). In addition, the teacher should also give students the chance to work as a group, peer or individually because the students also improve their knowledge by working with others and so they may start to build the confidence that they can write and improve their writing skill by sharing their ideas with both the teacher and their friends. Besides, giving feedback to the students about their performances and, also, having conferences or workshops about their progress are very important and effective to help the students overcome the writing anxiety they are facing (Mahili, 1994). In brief, using a variety of activities, especially free writing and creative activities, is very effective. For instance, the teacher should not follow the same plan every day, as this makes the lesson monotonous and leads to boredom. Different teaching techniques and a variety of activities should be used as well as integrated lessons in writing classes. 
It is also very important to create and maintain an environment which encourages the students to improve their writing skill. The teacher should assign importance to the needs of the students and try to meet the needs of the students by giving them feedback about their writing progress (Hyland & Hyland, 2006).
Focusing solely on only the errors of the students is not a very effective way it causes the students to feel frustrated and de-motivated. If the teacher focuses only on the student’s errors, the student may lose his or her interest and confidence towards writing. Therefore, the teacher should be very careful while paying attention to the students and their writing performances. In addition, the teacher should explain to the students that making errors is not very important and that they can learn from their errors. In other words, people cannot learn new things without making errors, so it should be shown and explained to the students that errors are not very important. Of greatest importance is whether they can learn things from their errors or not (Ur, 1996).    

It is also very important that a teacher have an individual conference with the students where he or she gives positive feedback to the students as well as informing them of their weak sides because the teacher plays a great role in helping the students develop self-esteem so that they can write effectively (Mahili, 1994). 
Guiding and encouraging the students when they are ready to give up is also very important because most students prefer to give up writing when they feel challenged. Therefore, the teacher should always be willing to monitor and observe the students and encourage them. 

In brief, the role of the teacher is very important to help the students be successful in writing and the teachers should maintain different roles such as being a motivator, a resource person and a feedback provider.
2.9 
Methods and Importance of Correcting Students’ Written Work 

In order to teach and learn writing effectively, error correction should be done because language learners can acquire new knowledge from their errors. 

Charles (1990) puts forth that responding to the students’ writing is very useful and effective because as it is pointed out, this helps the students to improve their writing. Harmer (2004) also points out the difference between responding and correcting. According to Harmer (2004), responding involves giving comments on the students’ work and providing recommendations about the accuracy of the students’ writing performance. Here, the teacher discusses the writing rather than judging it because it is necessary for the teachers to provide comments and recommendations for the students’ work without judging them.

On the other hand, Harmer (2004) claims that “Correcting is the stage at which we indicate when something is not right” (p. 108). The teacher teaching writing corrects the errors made by the students in their work by focusing on some important issues such as syntax and concord. 

There are different ways of correcting and responding to students’ work. First of all, according to Harmer (2004), there are a number of effective ways to correct a positive and a useful exercise. These are Selective Correction, Using Marking Scales, and Using Correction Symbols. 

According to Harmer (2004), Selective Correction is a method during which the teacher does not correct everything. As suggested by different writers, some of the learners may be affected negatively if all the errors are corrected in their work. Therefore, the teachers should try to use a technique that does not affect the students negatively and cause boredom. 

Harmer (2004) also claims that discussing with the students regarding what they should focus on is necessary because, it is very important that the students are informed about the procedure the teacher uses to correct their written work.

Another way of correcting the written work of the learners is using Marking Scales. Teachers can use different marking scales to correct their students’ work including teachers’ giving marks out of ten for each category such as grammar, vocabulary, coherence, cohesion, and so on. Therefore, the students can understand which areas they need to focus on and what they need to work on more. 

Using Correction Symbols is also one way of correcting the learners’ written work. Harmer (2004) states the importance of using correction symbols as follows:
“In order to avoid an overabundance of red ink, many teachers use correction symbols. These have the advantage of encouraging students to think about what the mistake is, so that they can correct it themselves” (p. 111).
To adopt this method of correction, giving students information about the used error correction codes is essential because without the explanation of each correction symbol, when the students get their papers back, they will not be able to correct their errors unless they know the meaning of the symbols that have been written down by the teacher. Therefore, training the students is necessary before using this method so that they can correct the errors. 

In brief, as it is mentioned by Harmer (2004), “In order for students to benefit from the use of symbols such as these, they need to be trained in their use …” (p. 111) because this correction gives the students a chance to make the necessary adjustment to their writing. Therefore, the students learn to find their own errors with the help of the symbols used by the teacher.

Although most writers claim the importance and effectiveness of correction, there are also some writers who suggest that error correction is not useful. For instance, there are some writers disagreeing with Harmer (2004) because they believe that error correction is harmful. Truscott (1996) suggests that correcting the students’ written work should be abandoned in writing classes because it causes negative effects on the students. As it could be understood, some of the writers believe that language teachers should not give more importance to correcting the students’ errors because they believe that giving importance on what the students can do is more important than what they cannot do. 

There are two main ways of correction. One of them is direct correction and the other one is indirect correction. As stated before, indirect correction is adopted to selectively correct errors using error codes. On the other hand, in direct correction, the teachers correct all the errors one by one. 

As it has been experienced for lower level learners direct correction is more beneficial rather than indirect correction in which symbols are used or the place of error is indicated. Therefore, direct correction, or in other words, correcting all errors is more beneficial for the students whose levels are very low and unable to detect their errors without assistance. In brief, the teachers should try to find a way that is suitable for the level of the students to correct their errors.  

According to Harmer (2004), there are also some ways of responding to the students’ work such as responding to work-in-progress, responding by written comment, post-task statements, taped comments and electronic comments. 

Responding to Work-in-Progress is the way of responding to the students while they are doing a task in the class. The teacher gets the chance to comment on the students’ work by walking around them. In addition, while giving suggestions or advice to the students as Harmer (2004) states, teachers should be more careful and try to choose a way that will not de-motivate the learner. According to Harmer (2004), asking some questions such as ‘why have you done it this way?’ or ‘what do you want the reader to understand here?’ is necessary because these questions make the students benefit from the exercise. 

Responding by Written Comment is another way and here, written response is taken. As it is suggested, encouraging the students is very important at this stage. Therefore, positive comments should be written without judging the students.  The teachers should make encouraging comments and motivate the students about their work. This kind of advice deters students from making errors in the final version of their work. Subsequently, this method is also a useful device. 
Post-task Statement is the third way of responding to the students’ written work. This is the way of responding by which the teacher gives the final comments at the end of the writing sequence. Some of the teachers prefer to comment on their students’ written work at the end of the writing process rather than commenting during the process of writing.

Another way of responding to the students’ work is through Taped Comments. If the teacher cannot give face to face feedback, the teacher can tape the comments. This is one of the better ways because as Harmer (2004) suggests, it has an advantage that the students may like the way that they get feedback in this format “since it is both more personal and more immediate than written comments at the end of a paper” (p. 114).
Today, most of the teachers prefer to use, Electronic Comments to respond to the students’ written work. As Harmer (2004) points out, writing feedback has started to be given either via e-mail or through text editing programmes. However, the teacher who with the intention of using this way to respond to the students’ work should give the students a guideline about this way as well as setting some rules. Giving rules is very important because in their absence, some of the students may send too many e-mails to the teacher about different topics. Therefore, to prevent such kinds of problems along the way, setting some rules is necessary and very important.
2.10 
Methods and Importance of Giving Feedback

Feedback is one of the most important aspects of language learning because it gives the students a chance to improve their learning. As for all skills and elements of language learning, feedback has a very significant role. In writing, feedback is necessary because the learners need to get feedback in order to improve their writing. The importance of providing feedback is also pointed out by Hyland and Hyland (2006) as follows: 

“Feedback has long been regarded as essential for the development of second language (L2) writing skills, both for its potential for learning and for student motivation” (p. 83).
It is known that giving feedback is also a kind of teaching. Feedback is very important and necessary in language learning because the students have a chance to learn new things and to improve their writings because of the feedback that they get. Moreover, it could be suggested that teachers should not judge anyone while they are providing feedback. Their sole mission should be to help the learners improve their writing by guiding and encouraging them.
The teachers should know why they give feedback and what they hope to achieve. In other words, it is necessary that the teachers should decide what their aims are in giving feedback. Ur (1996) puts forward that it is important for the teacher to show the students that “mistakes are a natural and useful part of language learning” (p. 243) because if the students are afraid of making mistakes, they may not want to write or participate in the lesson at all. Therefore, it should be explained to the learners that they can learn better by correcting their mistakes and that they cannot learn well without making any mistakes or errors. 
According to Hyland and Hyland (2006), there is a significant connection between Summative Feedback and Formative Feedback. Summative feedback focuses on the product and the development of the learners’ future writing process. On the other hand, formative feedback focuses on helping the students to improve their writing by providing guidance as well as motivating them. 

Feedback is categorized as teacher written feedback, oral feedback, peer feedback and self-evaluation by Hyland and Hyland (2006).

Teacher Written Feedback has an important influence on the students because as Hyland, K. (2003) claims, all teachers feel that they must write their comments about the students’ writing. As it has been experienced, most of the language teachers share the view. Hence, they try to write their comments. On the other hand, as it is pointed out (Hyland & Hyland, 2006), it does not mean that all the students may understand the written feedback because there are some students who may not understand anything from the teacher’ s written feedback if the level of the students is too low. 
Chandler (2003) points out that the writing accuracy of the students will be better on the condition the students correct their errors when they get their papers back from the teacher. This is very important because teachers should give the students a chance to find and correct their errors. Therefore, teaching students to correct their errors is more effective than giving their papers back, with all the errors corrected. 

Self-correction or self-evaluation is one of the useful and effective ways that helps the students improve their writing and writing abilities. According to Makino (1993), “Those learners who are able to correct their own errors can activate their own linguistic competence” (p. 338). Harmer (2004) asserts that training the students to do self-editing and self-correction is necessary because without training and explaining to the students how they are going to correct their errors, students are unable to do it themselves. First of all, they need somebody to teach and guide them for the task. As it could be understood, the role of the teacher becomes very significant yet once again because the teacher should explain to the students what they are going to do. For instance, if it is the first time that the students are going to do self-correction, the teacher should train them about what they are going to do and what they should do to be able to correct their errors themselves. 

Direct Feedback and Indirect Feedback are the other ways of giving feedback. According to some teachers, direct feedback is more useful than indirect feedback in that direct feedback involves the students only copying the teachers’ suggestions. Besides, for some of the students whose level is really low, it is particularly difficult to understand and find their errors without assistance. Therefore, the teachers who feel the need to correct all types of students’ errors in written work believe that the students are unable to do self-correction. Subsequently, these teachers correct every single point they think should be corrected. 

Teacher Conferencing and Oral Feedback are as necessary as written feedback. In writing, oral interaction has an important role in the students’ learning in the same way that written feedback does. For instance, there can be the case of not understanding the feedback the teacher has written. Therefore, they need verbal explanation. In addition, Zamel (1985) asserts that giving verbal feedback after the written feedback is necessary in order to encourage the students to revise their papers. 

Having a conference, or in other words, a workshop with a group of students or individually has a very significant role in the students’ learning progress as well. Individual conferences are very effective. According to Mahili (1994), conferencing should take place during the entire class time because the students need to get both the strong and weak points of their papers verbally. However, although Mahili (1994) states that the teachers should have individual conferences during the entire class time; individual conferences are not possible due to time limitations in many teaching situations. Therefore, the teachers who do not have enough time to have a workshop with an individual student can alternatively have a workshop with a group of students. In brief, having a workshop either individually or as a group is necessary because it is very effective for the students to improve their writing.

Peer Feedback is also one of the important support mechanisms because as it is stated by Zamel (1985) & Mittan (1989), the learners sometimes need to see their friends’ work and where students have the opportunity to edit friends’ papers, students can improve their knowledge through the practice. Moreover, peer feedback helps the learners develop self-esteem as writers. Thus, peer feedback should be done in language classrooms, too.

According to Guerrero & Villamil (1994), peer feedback also provides the students with social and effective support. Despite there being more positive effects of peer editing, there are also some negative sides. An instance is the fact that some students prefer to get feedback only from their teachers. In addition, when the level of the students is too low, it reflects on the students’ ability to find the errors of their peers, so the practice will be of little meaning for these students. Due to these reasons, if a teacher wants to use peer feedback, it is necessary that the teacher trains the students about what they should do and how they should correct their colleagues’ papers. For instance, it could be suggested that if it is the first time, the teacher and students go through the exercise while discussing it. The students can have a model for this method. In brief, the students need the help of the teacher in order to do peer-feedback. 

Consequently, similar to other methods of giving feedback, peer feedback is useful because the students may enjoy giving feedback to their peers after peer feedback; however, the teacher should recollect the papers to be checked one more time.
Effective feedback should be timely and positive, should provide insight into misunderstandings, errors, etc, and it should provide guidance about how the students may improve their writing. Besides, while correcting and giving feedback on students’ written work, the students’ previous learning experience, cultural background, attitudes to writing and re-drafting and correction should be taken into consideration.
In conclusion, the writing skill is one of the important skills and helping the language learners improve their writing is one of the important roles of the teachers. Correcting and giving feedback are also two necessary aspects of language teaching and learning.
 In order to correct the students’ writing, teachers must decide between correcting or not correcting student errors, identifying or not identifying error types, or locating the errors directly or indirectly. As it is stated above, there are a variety of ways of correcting and giving feedback to the students’ written work. Therefore, the teachers should try to use different methods in order to see which one best suits for their students. For instance, using error codes is one of the most useful methods because the students have a chance to find their errors with the help of codes used by the teacher. When the teacher corrects the students’ work, writing comments or writing an end comment about the students’ work is also beneficial for the students. 

Moreover, (Harmer, 2004) teachers should inform their students about the method they use to correct their work and to give feedback to the students. While the teachers are giving feedback to the learners or correcting their work, they should try to show them both their weaknesses and strengths. Especially, while they are giving feedback about the students’ areas of weakness, they should try to motivate and encourage them to improve their writing with utmost care because if they are not careful in doing so, the students will be de-motivated and they may hate writing and they may come to despise writing. Consequently, the ways the teachers use to edit the students’ written work and provide them feedback are very important. In brief, to prevent such kinds of problems, the teachers should get to know their learners well and according to their students (e.g. their level, interests, etc.) and their students’ needs, they should try to choose more effective and useful methods for their students in order to help them to be more successful. 

CHAPTER III
METHODOLOGY
3.0 Presentation

This chapter focuses on the study as a process. It gives detailed information about the participants of the study, the research design, materials used to collect data, data collection procedures and data analysis. 

3.1 
Research Design

This is a quasi-experimental study. The study was conducted to find out the effects of using error correction codes and the attitudes of the students towards the use of error correction codes. In addition, the methods teachers use to correct the written work of students and how often feedback is provided to students about their written work and how the achievement of the students changes when their teacher uses codes to correct their written work were investigated. Finding out whether there was any difference between the experimental group and the control group was another important purpose of this study. 
Qualitative and quantitative methods were used to collect data. The qualitative data was collected through observing and editing the written work of the students in the experimental group by using error correction codes and the quantitative data was collected through questionnaires. One questionnaire was administered to the English Language Preparatory School teachers and the other one was administered to the students in the experimental group.
3.2
Participants
Both teachers and students were the participants of this study. In this survey, thirty-two (32) English Preparatory School teachers and one hundred twenty-eight (128) preparatory school students were involved. 

Thirty-five questionnaires were handed out to the teaching staff of the English Preparatory School of a university in North Cyprus, but only thirty-two teachers responded to the questionnaire. Data about participants’ gender, age and years of experience were collected through the questionnaire.

The participants were put into two groups according to their gender and from the figure below, it can be easily understood that most of the participants (87.5%) were female and only 12.5% was represented by males. 

[image: image1]
The age of the participants varied from 23 to 36. Participants showed variations in terms of teaching experience as well. 
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According to figure 2 above, 71.9% of the participants had a teaching experience of between one to five years. 21.9% had a teaching experience of between six and ten years and only 6.2% had been teaching for eleven to fifteen years.

Fifty questionnaires were handed out to the students in the experimental group of the English Preparatory School, but only thirty-seven students responded to the questionnaire. The students who did not participate did not come to class regularly and some of them did not participate in the lessons even though they attended. The level of the participants was Elementary and their age varied from 17 to 28. According to figure 3 below, most of the students (78.4%) are males and only 21.6% of them are females. 
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The department of each participant was also different. Participants came from 12 different departments such as Electric and Electronic Engineering, Architecture, Business, Radio TV and Cinema and International Relations. 
3.3
Materials
In this study, questionnaires and exam papers were used as main materials. First of all, there were two main questionnaires. One of the questionnaires (See Appendix A) was administered to the teachers and the other questionnaire (See Appendix B) was administered to the students. 

The aim of the questionnaire that was administrated to the teachers was to investigate which method or methods the teachers used to correct the written work of the students and how often they provided them with feedback about their written work. There were five main parts in this questionnaire (See Appendix A), but under each part, there were some statements. Therefore, in total, there were twenty-eight items. The items offered choices to be ticked or had a scoring scale. Each main item had the same scoring scale. In other words, the statements had a scale (Likert scale) given as follows. The scale given was used to find the attitudes of teachers and each number refers to a degree of frequency:

5 = Always

4 = Often

3 = Sometimes

2 = Rarely

1 = Never

The aim of the second questionnaire was to find out the ideas of the students about the method(s) the researcher had used to correct their written work and to provide them with feedback. Also, this questionnaire was used to investigate the factors that affected the writing achievement of the students. Therefore, this questionnaire was handed out at the end of the fall semester. In this questionnaire, there were forty-one items (See Appendix B). All the items had a scoring scale (Likert scale), but only item 35 had a different scoring scale. The scale given as follows was used to find the attitudes of students and each number refers to a degree of agreement with the statements:

5 = Strongly Agree

4 = Agree

3 = Neutral

2 = Disagree

1 = Strongly Disagree

Statement 35 had a different scoring scale given as follows and each number refers to a degree of frequency:

 5 = Always

4 = Often

3 = Sometimes

2 = Rarely

1 = Never

The second main material of this study was the students’ exam papers, which were used to find out the common writing errors of the students. To find out the writing errors of the experimental group, final exam papers were collected and to find out the writing errors of the control group, eighty final exam papers were collected. To do so, random sampling was used. Therefore, the common errors of both the experimental group and the control group could be compared and, so, the effectiveness of using error correction symbols pointed out.
3.3.1 Reliability and Validity

The Scale Reliability Analysis was used to find out the reliability of the questionnaire that was administered to the teachers. Gliem and Gliem (2003) state that Cronbach’s alpha reliability coefficient normally ranges between 0 and 1. However, there is actually no lower limit to the coefficient. The closer to Cronbach’s alpha coefficient which is 1.0 the greater the internal consistency of the items in the scale is. 

Gliem and Gliem (2003) present George and Mallery (2003)’s rules of thumb for interpreting the Cronbach’s alpha coefficient as the following:

α > .9 – Excellent

α > .8 – Good

α > .7 – Acceptable

α > .6 – Questionable

α > .5 – Poor

α < .5 – Unacceptable
For reliability and internal consistency, Cronbach alpha was calculated as 0.838. This value is considered as “good” reliability. Therefore, the material used for data collection was considered reliable.
For validity, descriptive and expert rating were used. Therefore, the questionnaires that were administrated both to teachers and students were confirmed as valid instruments. In addition, for content analysis of the exam papers Inter-rater reliability was used.
3.4
Procedures
To collect data, two main questionnaires were constructed and after getting the permission from the director of the English Preparatory School, the questionnaires were administrated to the participants of the study (both teachers and students). The opinions of both the teachers and the students were asked to obtain sufficient data about the research topic. From the beginning of the semester till the end of it, the written work of the students in the experimental group was edited by using error correction codes (See Appendix C) and at the end of the semester, the questionnaire was administered to these students. There were both the experimental (forty-eight students) and the control (forty-nine students) groups. All the writing final exam papers of the experimental group were collected to gather more and sufficient data. However, the final exam papers of the other students, who studied at the English Preparatory School, were randomly collected because of the number of the students.
Having been collected, the data was entered into the computer on a Statistical Package for Social Sciences (SPSS) spreadsheet to be analyzed.
3.5
Data Analysis
This section focuses on the analysis of the qualitative & quantitative data obtained through the questionnaires administrated both to teachers and students, the exam results of the students and the common errors of both the experimental and control groups.
This is a quasi-experimental study and both qualitative and quantitative methods were used to analyze the results of this study during the evaluation process. Moreover, the percentages for each response were analyzed and comments for each result were made accordingly. In order to display figures, tables and graphs were used.

The quantitative analysis of data was conducted by using SPSS and the data obtained was analyzed in several stages. The Descriptive Statistics Test was used to calculate the percentages and the frequencies among the participants within each variable. The first stage was the evaluation of the questionnaire administrated to the teachers and the second stage was the evaluation of the questionnaire administrated to the experimental group of the students of the study. These two stages were followed by the analysis of the exam results (Mid-Term Exam, Quiz, and Final Exam) of the Preparatory School students. Independent Samples T-test was conducted to find the mean values and the significant differences between results of the writing tests of the groups (the experimental and the control groups). The last stage was the evaluation of the common written errors of the experimental group and the control group. In this part again, Independent Samples T-test was used to find the mean values and the significant differences of the groups. 
The qualitative analysis was also done by observing the students while the researcher was teaching them.
CHAPTER IV

FINDINGS AND DISCUSSION
4.0
Presentation
This chapter focuses on the presentation of the research findings obtained by the analysis of the data collected in several ways from both the teachers and the students. This chapter also includes findings about significant differences found by data analysis.
The main purpose of this study was to find out the effectiveness of using error correction symbols, or in other words, the effectiveness of the way that the researcher had used to correct the students’ written work and to provide feedback. 

4.1 Error Feedback Techniques 
In this part of the study, the outcomes obtained from the teachers throughout the questionnaire were processed, analyzed and interpreted. The statements in table 1 were designed to find out the methods that the teachers used to edit the students’ written work. Statements were investigated one by one by performing necessary analyses and the results were recorded (See Table 1, page 39).

The first statement investigated how often teachers highlighted (underline/circle) and corrected errors. According to the outcomes, a majority of the respondents (50.0%) always highlighted (underline/circle) and corrected errors (Mean= 3.92). Two teachers often highlighted errors and corrected them.12.5% of them sometimes highlighted errors and corrected them and, similarly, 12.5% of the respondents rarely highlighted errors and corrected them. In addition, only two teachers did not highlight or correct errors. Four participants did not respond to this statement. The outcomes indicate that most of the teachers always highlighted (underline/circle) and corrected errors. The main reason of this might be because of the belief that the students could not correct their errors themselves, so the teachers preferred to highlight and correct errors of their students.
Table 1.Error Feedback Techniques 
	Stat. 

No
	Statement
	1-Never

2-Rarely

3-Sometimes

4-Often

5-Always
	Frequency
	Percentage
	N
	Mean
	Std. D

	1
	I highlight (underline/circle) errors and correct them.
	1

2

3

4

5
	2

4

4

2

16
	6.3

12.5

12.5

6.3

50.00
	28
	3.92
	1.412

	2
	I highlight (underline/circle) errors, correct them and categorize them (with    the help of a marking code).             
	1

2

3

4

5
	6

2

13

4

3
	18.8

6.3

40.6

12.5

9.4
	28
	2.85
	1.238

	3
	I highlight (underline/circle) errors, but I do not correct them.
	1

2

3

4

5
	7

8

6

2

5
	21.9

25.0

18.8

6.3

15.6
	28
	2.64
	1.419

	4
	I highlight (underline/circle) errors and categorize them (with the help of a marking code), but I do not correct them.
	1

2

3

4

5


	8

10

3

1

3


	25.0

31.3

9.4

3.1

9.4
	25
	2.24
	1.300

	5
	I hint at the location of errors e.g. by putting a mark in the margin to indicate an error on a specific line.
	1

2

3

4

5


	6

6

7

5

1


	18.8

18.8

21.9

15.6

3.1
	25
	2.56
	1.193

	6
	I hint at the location of errors and categorize them (with the help of a

marking code), e.g. , by writing ‘Prep.’ in the margin to indicate a preposition error on a specific line.
	1

2

3

4

5
	6

6

8

2

2
	18.8

18.8

25.0

6.3

6.3
	24
	2.50
	1.215


The second statement dealt with how often teachers highlighted (underline/circle), corrected and categorized errors (with the help of a marking code). The outcomes of the question pointed out that 40.6% of the respondents (Mean= 2.85) sometimes highlighted, corrected and categorized errors with the help of a marking code. 12.5% of them often and 9.4% of them always highlighted errors, corrected them and categorized them by using a marking code. Two teachers stated that they rarely used this technique. On the other hand, 18.8% of the respondents never used this technique.  There were also four participants who did not respond to this statement, as in the first statement. The majority of the respondents sometimes used this technique. This might be because as Alderson and Banerjee (2002) states, the main focus can differ teacher to teacher and so, they might not always prefer to use this technique.
The third statement focused on how often teachers highlighted errors (underline/circle) but did not correct them. The findings of the third statement were close because 25% of the respondents (Mean= 2.64) rarely highlighted errors and did not correct them, and 21.9% of them never used this technique.  In addition, 18.8% of the respondents sometimes highlighted errors but did not correct them. 15.6% of them always and 6.3% of them often used this technique. Four participants did not respond to the statement. The outcomes of the third statement showed that 25% of the respondents rarely used this technique. This might be because most of them usually preferred to correct errors.
The fourth statement aimed to investigate how often teachers highlighted (underline/circle) and categorized errors with the help of a marking code, but did not correct them. According to the outcomes of this statement, most of the respondents (31.3%) rarely and 25% of the respondents never used this technique (Mean= 2.24). Only a few of the respondents pointed out that they used this technique. 9.4% sometimes, 3.1% often and again 9.4% always highlighted errors and categorized them, but they did not correct them. Seven respondents (21.9%) refrained from stating their ideas. The majority of the respondents did not prefer to use this technique. This might be because they might not have enough knowledge about using this technique or they might think that the students could not correct their errors with the help of a marking code.
The fifth statement investigated how often teachers hinted at the location of errors by putting a mark in the margin to indicate an error on a specific line. The outcomes revealed that 21.9% of the respondents sometimes hinted at the location of errors by putting a mark in the margin to indicate an error on a specific line (Mean= 2.56). 18.8% of the respondents rarely did so and similarly, 18.8% never used this technique. In addition, 15.6% often used this error feedback technique whereas only one teacher stated doing so at a frequency of sometimes. Seven teachers did not express their ideas about this statement. 21.9% of them sometimes used this technique. This might be because they might sometimes prefer not to correct all errors, so they might prefer to hint at the location of errors by putting a mark in the margin to indicate an error on a specific line.
The last statement sought the answer to the question of how often teachers hinted at the location of errors and categorize them with the help of a marking code in the margin to indicate an error on a specific line. The outcomes of the statement indicated that most of the respondents (25%) sometimes used this error feedback technique (Mean= 2.50). 6.3% of the respondents often and, another, 6.3% always used this technique. In addition, a percentage of 18 rarely and again, another 18.8% never used this method to indicate student errors. 25% of the respondents did not state their ideas about this statement. As in the fourth statement, again most of the respondents sometimes preferred to use this technique. This might be because they might not always prefer to use it.
The overall outcomes indicated that half of the teachers (50%) preferred to highlight errors and correct them. Even though the benefits of using marking codes are pointed out by linguists such as Harmer (2004), most of the respondents did not use this technique. Only a few of the respondents used correction symbols to correct errors in students’ written work. The main reason of this might be that the teachers might not have enough knowledge about the benefits of using error correction codes to edit the students’ written work.
4.1.1 Marking Policy on Students’ Writing

The aim of the third part of the questionnaire administered to the teachers was to investigate the marking policy of the teachers for students’ writing. The number of participants and the percentages of responses given for each question are shown in table 2. 

According to the outcomes obtained from the first statement of part 3, only three teachers rarely attempted to correct their students’ errors and most of them (68.8%) pointed out that when correcting the errors of their students, they could never refrain from correcting the errors (Mean= 1.12). Seven participants did not state their ideas about this statement, so the other options of the statement were not stated. 
\

Table 2.Marking Policy on Students’ Writing
	Stat. 

No
	Statement
	1-Never

2-Rarely

3-Sometimes

4-Often

5-Always
	Frequency
	Percentage
	N
	Mean
	Std. D

	1
	I do not do anything.
	1

2

3

4

5
	22

3

0

0

0
	68.8

9.4
	25
	1.12
	. 331

	2
	I hold one to one conference with each student.             
	1

2

3

4

5
	4

6

13

3

0
	12.5

18.8

40.6

9.4
	26
	2.57
	 .902

	3
	I hold a workshop with the group of all students.
	1

2

3

4

5
	6

7

8

3

1
	18.8

21.9

25.0

9.4

3.1
	25
	2.44
	1.121

	4
	I make students correct their errors in the classroom, under my guidance.
	1

2

3

4

5


	1

4

7

11

8
	3.1

12.5

21.9

34.4

25.0
	31
	3.67
	1.107

	5
	I make students correct their errors/mistakes outside the classroom, on their own.
	1

2

3

4

5


	6

5

12

3

2
	18.8

15.6

37.5

9.4

6.3


	28
	2.64
	1.161

	6
	I make students record their errors in an error log or error frequency chart.
	1

2

3

4

5


	13

2

9

2

2
	40.6

6.3

28.1

6.3

6.3
	28
	2.21
	1.31

	7
	I go through students’ common errors in class.
	1

2

3

4

5
	0

0

1

12

15
	0

0

3.1

37.5

46.9
	28
	4.50
	 .577


The second and third statements were concerned with holding one to one conference with the students or as a group and corresponding to the results of the second statement, 40.6% of the respondents sometimes held one to one conference with each student and 18.8% rarely held one to one conference with each student while 9.4 % often held one to one conference with each student (Mean= 2.57). On the other hand, four participants never held one to one conference with each student and six participants also did not state their ideas about the statement. Most of them sometimes held one to one conference with each student. The main reason of this might be the limited time and because of this, the teachers might not always hold one to one conference with each student. 
According to the outcomes of statement 3 shown in Table 2, most of the respondents (25%) sometimes held a workshop with all the students (Mean= 2.44). Only one of the respondents pointed out that he/she always held a workshop with all the students and 9.4% often held a workshop with all the students. 21.9% rarely held a workshop with all students. However, six participants (18.8%) stated that they never held a workshop with all students and again, seven participants did not state their ideas about this statement. Most of the respondents sometimes held a workshop with all the students. The main reason of this might be that there might not be enough time for having an individual workshop. Therefore, they sometimes held a workshop with the group of all students.
As Zamel (1985) explained, teacher conferencing or in other words, verbal feedback has a very significant role in encouraging the students to revise their papers and the results of both the statements 2 and 3 revealed that most teachers sometimes held a workshop with each student or a group of students in order to help them improve their writing skills.

The fourth and fifth statements dealt with the finding out of whether the teachers made the students correct their errors in the classroom or outside the class. The responses for statement 4 indicated that most of the participants (34.4%) often made their students correct their errors in class under their guidance and 25% of them always made the students correct their errors in the class (Mean= 3.67). On the other hand, there was only one teacher who never made students correct their errors in the class. Also, only four participants (12.5%) pointed out that they rarely made the students correct their errors in the class and one of the respondents did not state his or her idea about this statement.

The outcomes of statement 5 revealed that 37.5% of the respondents sometimes made their students correct their errors outside the classroom on their own (Mean= 2.64). 9.4% of them often and only 6.3% of them always made the students correct their errors outside the class. Five participants also rarely did this. In addition, according to the outcomes obtained from statement five, there were six participants who never made the students correct their errors themselves without guidance and four participants did not point out their ideas about this statement.

The overall results of both statement 4 and 5 indicated that most of the teachers preferred to encourage the students to correct their errors in the class under their guidance. Similarly, Brown (2001) states that there should be someone to help and teach the students to learn to write. On the other hand, there are also some teachers who preferred to make the students correct their own errors themselves outside the class. This might be because the participants might have different ideas about error correction. 

Statement 6 investigated whether the teachers made the students record their errors in an error log or error frequency chart. According to the outcomes, a great majority of the participants (40.6%) never, 7.1% of the respondents rarely and 28.1% of them sometimes made the students record their errors in an error log or chart (Mean= 2.21). In addition, two participants often made their students record their errors and, similarly, two participants always made their students record their errors. Four respondents did not state their ideas about this statement. The results of statement 6 revealed that recording the errors in an error log or a chart was not very common and significant according to most of the participants. This might be because of not having enough knowledge about using an error log or a chart. So, because of this reason, they might not prefer to use it.
Statement 7 sought the answer for the question whether the teachers go over students’ common errors in class. In total, twenty-eight teachers responded to this question and according to the outcomes, 46.9% of them always discussed the common errors of the students in class (Mean= 4.50). 37.5% of them often and only one of them sometimes went through the students’ common errors. On the other hand, 12.5% of the participants (four participants) did not respond to this question. As most of the participant stated, making a list of the common errors that the students had made and going through them in the class were very significant. This might be because of its benefits because these helped the students improve their writing skills and also motivated them.
4.1.2 Feedback Frequency

Part 2 focused on the frequency of teachers giving students feedback and the process of giving feedback. The results of the question are pointed out in table 3.
The responses for this part revealed that most of the teachers (84.37%) provided feedback to the students about their writing errors after each writing lesson and 37.5% of the respondents indicated that they found out common errors and then, gave the students feedback on their common errors twice a week. 28.12% of them found out common errors and then, gave students feedback on their common errors once a week. None of the respondents chose the fourth statement. 
Table 3.Feedback Frequency 
	Stat.

No
	Statement
	N
	Percentage

	1
	I provide feedback to students about their writing errors/mistakes after each writing lesson.
	27
	84.37

	2
	I find out common errors, and then I give students feedback on their common errors twice a week.
	12
	37.5

	3
	I find out common errors, and then I give students feedback on their common errors once a week.
	9
	28.12

	4
	I do not find out common errors and do not give students feedback on their common errors.
	0
	0


Hyland and Hyland (2006) state that providing feedback to the students is very significant and a majority of the respondents agree with this idea because they stated that after each writing lesson, they provided feedback to the students about their written work. This might be because finding the common errors of the students and providing them with feedback helped the learners to improve their writing skills.

In addition to above-listed findings, part 1 investigated how often each teacher gave homework to students (Homework Frequency) (See Table 4).
Table 4.Homework Frequency
	Stat.

No
	Statement
	N
	Percentage

	1
	I give homework to students after each writing lesson.
	21
	65.62

	2
	I give homework to students three times a week.
	4
	12.5

	3
	I give homework to students twice a week.
	6
	18.75

	4
	I give homework to students once a week.
	4
	12.5

	5
	I never give homework to students.
	0
	0


According to the outcomes, the majority of the respondents (65.62%) gave homework after each writing lesson and 18.75% of the respondents stated that they gave homework to the students twice a week. In addition, 12.5% of them gave the students homework three times a week and 12.5% of the teachers gave homework to the students once a week. There were no teachers who never gave homework to the students.
The results of part 1 indicated that most of the teachers preferred to give homework to their students after each lesson or two times a week. Looking at the results, it could be seen that giving homework to the students was very useful. The main reason of this might be its benefits because giving homework gave students the opportunity to practice what they had done in class and as Harmer (2004) points out, giving homework is very useful for the students because it helps them to improve their writing skills.
4.1.3
Error Correction Steps Taken 
Part 5 of the questionnaire was about error correction techniques and steps taken and there were thirteen statements under the part. The number of participants and the percentages of responses given for each question are shown in table 5.
Table 5.Error Correction Steps Taken 
	Stat. 

No
	Statement
	1-Never

2-Rarely

3-Sometimes

4-Often

5-Always
	Frequency
	Percentage
	N
	Mean
	Std. D

	1
	I ask my students to correct their own mistakes.
	1

2

3

4

5
	0

5

9

5

9
	0

15.6

28.1

15.6

28.1
	28
	3.64
	1.129

	2
	I ask my students to assess / review each other’s paper.        
	1

2

3

4

5
	2

4

17

4

0
	6.3

12.5

53.1

12.5

0
	27
	2.85
	  .769

	3
	I note down errors that are common to the group for my own use.
	1

2

3

4

5
	3

2

5

8

8
	9.4

6.3

15.6

25.0

25.0
	26
	3.61
	1.328

	4
	I prepare a remedial work to help them to improve their writing.
	1

2

3

4

5


	0

2

10

11

3
	0

6.3

31.3

34.4

9.4
	26
	3.57
	 .808

	5
	I make final review comment (comment which is written at the end of checking the paper).
	1

2

3

4

5


	0

2

6

9

11
	0

6.3

18.8

28.1

34.4
	28
	4.03
	 .961

	6
	I need to provide feedback on students’ errors in writing.
	1

2

3

4

5


	0

1

7

11

7
	0

3.1

21.9

34.4

21.9
	26
	3.92
	 .844

	7
	I alter my error feedback techniques according to the type of error.
	1

2

3

4

5
	0

3

8

9

5
	0

9.4

25.0

28.1

15.6
	25
	3.64
	  .952

	8
	I use a marking code for helping students to do self-correction on their errors.
	1

2

3

4

5


	4

6

7

3

6
	12.5

18.8

21.9

9.4

18.8
	26
	3.03
	1.399

	9
	I make the marking codes for students easy to follow and understand.
	1

2

3

4

5


	3

5

6

4

8
	9.4

15.6

18.8

12.5

25.0
	26
	3.34
	1.412

	10
	I pay equal attention to all errors and mistakes of students.
	1

2

3

4

5
	0

1

6

9

11
	0

3.1

18.8

28.1

34.4
	27
	4.11
	  .891

	11
	I teach them to locate their own errors.
	1

2

3

4

5
	1

4

5

10

4
	3.1

12.5

15.6

31.3

12.5
	24
	3.50
	 1.103

	12
	I teach them to locate and correct their own errors.
	1

2

3

4

5


	0

2

8

8

7
	0

6.3

25.0

25.0

21.9
	25
	3.80
	 .957

	13
	I teach them to learn from their own errors by doing the same or a similar task.
	1

2

3

4

5
	1

2

7

11

8
	3.1

6.3

21.9

34.4

25.0
	29
	3.79
	 1,048


The first statement aimed to find out whether teachers asked their students to correct their own mistakes. According to the outcomes, most of the respondents (28.1%) always asked their students to correct their own mistakes (Mean= 3.64). 28.1% of the respondents sometimes asked their students to correct their own mistakes. In addition, 15.6% of the respondents often and another 15.6% rarely did so. There were no teachers who never asked students to correct mistakes. There were four respondents who did not mention their ideas about the statement.
The second statement investigated how often teachers asked their students to assess or review each other’s paper. The outcomes of the question revealed that a majority of the respondents (53.1%) sometimes asked their students to assess each other’s paper and 12.5% of them often let their students assess each other’s papers (Mean= 2.85). Similarly, 12.5% of the respondents rarely used peer assessment, but there were also two teachers who never used peer assessment and there were no teachers who always used peer correction. Five respondents did not state their ideas about this statement.
The importance of peer feedback is pointed out by different linguists such as Zamel (1985) & Mittan (1989), Guerrero & Villamil (1994) who have stated that peer feedback provides learners with social and effective support because seeing each other’s written work is useful. Despite this, most of the respondents did not always ask their students to assess or review each other’s paper. This might be because of not having enough time to always do peer feedback, so these teachers sometimes asked their students to assess each other’s paper.
The third statement focused on whether teachers noted down common errors of the group for their own use. The outcomes of the statement indicated that most of the respondents (25%) always noted down common errors of students for their own use and, similarly, 25% of the respondents often noted down common errors of the students (Mean= 3.61). 15.6% of the participants sometimes, 6.3% rarely and 9.4% never noted down common errors. Six (18.8%) participants did not point out their ideas about this statement.
The outcomes of statement 3 revealed that most of the teachers noted down common errors of their students for their own use. This might be because noting down common errors of students’ written work might be useful for them.
Statement 4 investigated how often teachers prepared remedial work to help students improve their writing.
According to the outcomes, most of the respondents (34.4%) often prepared remedial work to help students to improve their writing (Mean= 3.57). 31.3% sometimes, 9.4% always and only 6.3% rarely prepared remedial work to help the students to improve their writing. None of the respondents chose the frequency of ‘never’. The overall results of the statement revealed that most teachers often prepared remedial work to help their students improve their writing. This might be because Harmer (2004) states that preparing remedial work is useful for students and helps them to improve their knowledge.
Statement 5 aimed to analyze how often teachers made a final review comment to be written at the end of checking the paper. The outcomes indicated that a great majority of the respondents (34.4%) always made a final review comment at the end of checking a paper (Mean= 4.03). 28.1% of the respondents often, 18.8% sometimes and 6.3% rarely made final review comments about their students’ written work. There were no teachers who never made final review comments and four teachers did not point out their ideas about this statement. According to the outcomes of statement 5, making a final review comment was also considered useful for the students. The main reason of this might be because some of the learners needed to see something written in order to understand or learn from their errors. In addition, Harmer (2004) points out that writing comments without judging the students motivates the students and helps them improve their written work.
Statement 6 attempted to answer whether teachers needed to provide feedback on students’ errors in writing. According to the outcomes of the question, a majority of the respondents (34.4%) often needed to provide feedback on the students’ errors in writing (Mean= 3.92). 21.9% of the respondents always needed to provide feedback on written errors of the students. Another, 21.9% sometimes needed to provide feedback. Only one respondent rarely needed to provide feedback on the students’ errors in writing. There were no respondents who never needed to provide feedback on the students’ errors in writing and six respondents (18.8%) did not state their ideas about this statement. A great majority of the respondents indicated that they needed to provide feedback to the students about their errors in writing. This might be because Hyland, K. (2003) claims that most English language teachers feel that they must provide feedback on students’ errors in writing and they try to write their comments about the students’ writing achievement.
Statement 7 focused on how often teachers altered their error feedback techniques according to the type of error. Findings were that a majority of the respondents (28.1%) often altered their error feedback techniques according to the type of error (Mean= 3.64). 25% of the respondents sometimes, 15.6% always and only 9.4% rarely altered their error feedback techniques. As in statement 6, there were no respondents who never altered their error feedback techniques. In addition, 21.9% of the participants did not point out their ideas. The majority of the respondents often altered their error feedback techniques. This might be because using the same techniques all the time might not be very useful for the students. Making some changes is necessary because each student has different learning style. Therefore, to meet the needs of each student, the teachers often varied their error feedback techniques.
Statement 8 analyzed how often teachers used a marking code to help students self-correct their errors. The outcomes revealed that most of the respondents (21.9%) sometimes used a marking code to help students to self-correct their errors (Mean= 3.03). 18.8% of the respondents always and similarly, 18.8% rarely used a marking code. 9.4% often did so to help students self-correct. On the other hand, four respondents (12.5%) never used a marking code to help students to self-correct and 18.8% of them did not state their ideas. The overall result of the statement showed that the teachers sometimes used a marking code to help students self-correct. This might be because they might also want their students to correct their own errors with the help of a marking code (Harmer, 2004).
Statement 9 aimed to find out whether the marking codes used by teachers were easy to follow and understand for the students. According to the outcomes of statement 9, a majority of the respondents (25%) always used marking codes easily followed and understood by students (Mean= 3.34). 12.5% often, 18.8% sometimes and 15.6% of them rarely made the marking codes easy and understandable for their students. However, there were three respondents who never made the marking codes for students easy to follow and understand. Also, 18.8% of the participants did not state their ideas about statement 9. Most of the teachers always made the marking codes for the students easy to follow and understand. They always did this because if they had not done this, the students would not have understood what they were going to do.
Statement 10 investigated whether or not teachers paid equal attention to all the errors and mistakes made by the students. The outcomes indicated that a majority of the respondents (34.4%) always paid equal attention to all errors and mistakes of students (Mean= 4.11). 28.1% of the respondents often, 18.8% sometimes and only 3.1% rarely paid equal attention to all errors of students. There were no teachers who never paid equal attention to all errors and mistakes of students. Five of the participants did not state their ideas. The overall results of the statement revealed that most of the teachers paid equal attention to all errors and mistakes of their students. This might be because paying equal attention to students’ errors or mistakes is necessary in order to help them to write better and correctly.
Statement 11 focused on whether teachers taught students to locate their own errors or not. According to the results, 31.3% of the respondents often and 12.5% of them always taught students to locate their own errors (Mean= 3.50). Similarly, 12.5% of the respondents rarely and 15.6% of them sometimes taught their students to locate their own errors. On the other hand, there was only one teacher who never taught his or her students to locate their own errors. Also, 25% of the participants did not state their ideas. The outcomes indicated that the teachers taught their students to locate their own errors. The main reason of this might be that the teachers might not be always able to correct their students’ errors, so teaching the students to locate their own errors is necessary and it might be also useful for students because there might not always be a person to locate their errors.
Statement 12 took the previous statement one step further and asked whether teachers taught students to locate and correct their own errors. The overall results revealed that 25% of the respondents often and another 25% sometimes taught their students to locate and correct their own errors (Mean= 3.80). In addition, 21.9% of the respondents always and only 6.3% rarely taught the students both to locate and correct their own errors. There were no teachers who never taught their students to locate and correct their own errors. 21.9% of them did not provide any answers.
The overall outcomes of both the statements 11 and 12 indicated that most of the teachers often taught their students either to locate their errors or both to locate and correct their own errors. The main reason of this might be the teachers’ opinions because some of them taught their students only to locate their errors and some of them taught their students both to locate and to correct their own errors. The outcomes of the statements 11 and 12 indicated that the teachers’ opinions varied. 
The last statement in part 5 focused on finding out how often teachers taught students to learn from their own errors by doing the same or a similar task. According to the outcomes, a majority of the respondents (34.4%) often taught students to learn from their own errors by doing the same or a similar task (Mean= 3.79). 25% of the respondents always, 21.9% of them sometimes and 6.3% of them rarely taught their students to learn from their own errors. However, there was one respondent who never taught his or her students to learn from their own errors by doing the same or a similar task. In addition, three respondents (9.4%) did not state their ideas. From the overall results, it could be understood that most of the teachers preferred to teach students to learn from their own errors by doing a similar or the same task. The main reason of this might be that the teachers might think, their students learned better from their errors by doing similar tasks.
4.2 Student Opinions
Student ideas and attitudes regarding the writing skill and the roles of teachers in writing classes and of using error correction codes were obtained through the questionnaire administered during the study. This part of the study includes the processed, analyzed and interpreted outcomes of the questionnaire obtained from the students in the experimental group. 
4.2.1 Student Opinions about the Writing Skill

The first statement aimed to investigate the significance and benefits of writing for students and the outcomes of the statements are shown in table 6. Almost all of the respondents (51.4%) agreed with the idea that the writing skill was very important and beneficial for them whereas 40.5% strongly agreed with this idea (Mean= 4.21). Only one of the respondents remained neutral. However, two respondents believed that the writing skill was neither important nor beneficial. There were no students who strongly disagreed that writing was important and beneficial. The overall results of the first statement indicated that writing skill was really important and beneficial for the students. This might be because for their future and career they had to learn to write well and correctly. Because of this reason, writing skill was really important for the students (Koc & Bamber, 1997).
The second statement asked whether writing in English was very difficult for students. The outcomes of the second statement indicated that the students thought writing in English was not very difficult (29.7%) while 27% agreed with the idea that writing skill was very difficult for them (Mean= 2.97). 21.6% of them strongly agreed with the idea that writing skill was too difficult for them, but there were also some students (21.6%) who strongly disagreed with this idea. None of the respondents remained neutral. The results indicated that according to some of the students writing in English was difficult while some others pointed out that writing was not very difficult for them. The main reason of this might be having different opinions about writing in English because some of them, especially who pointed out that writing was difficult, always believed that writing was difficult and they could not write well while others did. Also, some of them thought that they could not write because of having some difficulties at the first time of writing and they continued believing the idea that they could not write because it was too difficult.
Table 6.Student Opinions about the Writing Skill
	Stat. 

No
	Statement
	1-Strongly   Disagree
2-Disagree
3-Neutral
4-Agree
5-Strongly Agree
	Frequency
	Percentage
	N
	Mean
	Std. D

	1
	Writing skill is very important and beneficial for me.
	1

2

3

4

5
	2

0

1

19

15
	5.4

0

2.7

51.4

40.5
	37


	4.21
	 .946

	2
	Writing in English is very difficult for me. 
	1

2

3

4

5
	8

11

0

10

8
	21.6

29.7

0

27

21.6
	37
	2.97
	1.536

	3
	I never feel quite sure of myself when I am writing in English classes.
	1

2

3

4

5
	4

9

6

8

9
	10.8

24.3

16.2

21.6

24.3
	36
	3.25
	1.380

	4
	I feel confident when I write in English classes.
	1

2

3

4

5


	2

6

8

13

7
	5.4

16.2

21.6

35.1

18.9
	36
	3.47
	1.158

	5
	It is easy for me to write good compositions.
	1

2

3

4

5


	5

9

13

5

5
	13.5

24.3

35.1

13.5

13.5
	37
	2.89
	1.219

	6
	I can easily write down my ideas in English.
	1

2

3

4

5


	7

10

9

7

4
	18.9

27.0

24.3

18.9

10.8
	37
	2.75
	1.278

	7
	I enjoy writing in English.
	1

2

3

4

5
	7

1

10

12

7
	18.9

2.7

27.0

32.4

18.9
	37
	3.29
	1.351

	8
	I have some difficulties to write my ideas down in English.
	1

2

3

4

5


	0

5

6

17

9
	0

13.5

16.2

45.9

24.3
	37
	3.81
	 .967

	9
	I do not worry about making mistakes in writing classes.
	1

2

3

4

5


	1

5

6

14

11
	2.7

13.5

16.2

37.8

29.7
	37
	3.78
	1.108

	13
	I cannot write well because I do not have sufficient vocabulary to express my ideas.
	1

2

3

4

5
	4

6

10

8

9
	10.8

16.2

27.0

21.6

24.3
	37
	3.32
	1.313

	14
	I am eager to improve my writing in English.
	1

2

3

4

5
	0

1

3

8

25
	0

2.7

8.1

21.6

67.6
	37
	4.54
	 .767

	15
	Doing homework is useful to improve my written work.
	1

2

3

4

5
	3

1

5

8

20
	8.1

2.7

13.5

21.6

54.1
	37
	4.10
	1.242

	16
	Classroom activities that we have done during the lesson help me to improve my writing.
	1

2

3

4

5
	2

0

6

14

15
	5.4

0

16.2

37.8

40.5
	37
	4.08
	1.037

	17
	In the classroom, I do not like writing something because this makes me get bored.
	1

2

3

4

5
	8

8

8

5

8
	21.6

21.6

21.6

13.5

21.6
	37
	2.91
	1.460

	18
	In my mind, I always have the idea that I cannot write, so I am not productive in writing because of this belief.
	1

2

3

4

5
	12

4

11

7

3
	32.4

10.8

29.7

18.9

8.1
	37
	2.59
	1.342

	21
	Turkish language structure affects my writing in English.
	1

2

3

4

5
	3

1

7

10

16
	8.1

2.7

18.9

27.0

43.2
	37
	3.94
	1.223


The third statement focused on whether students felt competent when they wrote in English classes. Results asserted that there were two main opinions; 24.3% strongly agreed whereas another 24.3% disagreed with the idea that they never felt quite sure of themselves when they wrote in English classes (Mean= 3.25). 21.6% of them stated that they never felt quite sure of themselves, but 10.8% strongly disagreed with the idea. Also, 16.2% of them remained neutral and there was one student who did not state his or her idea about this statement. According to the results, it could be stated that competency depended on the students because as pointed out, some students did not feel confident while they wrote in English classes, thus showing that the atmosphere of the class might affect the students’ writing achievement. 

Statement 4 focused on students’ feelings and investigated whether they felt confident when they wrote in English classes. A majority of the respondents (35.1%) stated that they felt confident while they were writing in English classes (Mean= 3.47). 18.9% of them strongly agreed with this idea, but 16.2% of them disagreed and only 5.4% strongly disagreed with this idea. Therefore, it was observed that these students did not feel confident while they were writing in English classes. 21.6% also remained neutral and one of the respondents did not state his or her idea about this statement. Although in the third statement, 24.3% of the students pointed out that they never felt quite sure of themselves while they were writing in English classes and another 24.3% that they felt sure of themselves, in the fourth statement, most of them stated that they felt confident while they were writing in English classes. This showed that there was a conflict between the outcomes of the statements. The reason of this might be that some of the students might be confident even though they were not quite sure of themselves while they were writing. This showed that these students might not be afraid of making mistakes or errors.
Statement 5 aimed to find out whether writing good compositions was easy for students. The outcomes of the statement revealed that a majority of the respondents were not sure whether writing good compositions was easy for them as 35.1% of them remained neutral (Mean= 2.89). 24.3% of the respondents disagreed and 13.5% of them strongly disagreed with the idea that it was easy for them to write good compositions. On the other hand, 13.5% of the respondents agreed and another 13.5% strongly agreed with that writing good compositions was easy for them, but most of the respondents remained neutral. Therefore, this might be because the students were not sure of themselves whether they could write good compositions or not. 
Statement 6 sought the answer for the statement whether students could easily write down their ideas in English. According to the outcomes, a majority of the respondents (27%) disagreed with the statement that they could easily write down their ideas in English and 18.9% of them strongly disagreed with this statement (Mean= 2.75). Therefore, it could be suggested that most of the students encountered difficulties while they were writing down their ideas in English. On the other hand, 18.9% of them agreed and only 10.8% of them strongly agreed with the statement that they could easily write down their ideas in English. There were also some students (24.3%) who remained neutral. For most of the students, writing down their ideas in English was not very easy. This might be because of their mother tongue (Turkish). That is to say, for these students writing was difficult because they tried to write as they wrote in their mother tongue. Therefore, they faced some difficulties (Thomas, 1993).
Statement 7 focused on finding out whether students enjoyed writing in English. The responses for statement 7 revealed that a majority of the students (32.4%) enjoyed writing in English while 18.9% of them strongly disagreed with the idea that they enjoyed writing in English (Mean= 3.29). In addition, 18.9% of the respondents strongly agreed that they enjoyed writing in English and only 2.7% disagreed with this idea. 27% remained neutral. Most of the students enjoyed writing in English although some of them did not. This might be because of the way that their teacher taught them or because of the writing exercises that they had done before.
Statement 8 investigated whether students had some difficulties in writing down their ideas in English. A majority of the respondents (45.9%) stated that they did and 24.3% strongly agreed with this statement (Mean= 3.81). 13.5% of the respondents pointed out that they did not have difficulties in writing down their ideas in English. In addition, 16.2% of them remained neutral. There was nobody who strongly disagreed with this statement. The overall results of both statements 6 and 8 revealed that a great majority of students had some difficulties in writing down their ideas in English because writing in English was not very easy for these students.
Statement 9 dealt with the statement whether students worried about making mistakes in writing classes. According to the outcomes, a majority of the respondents (37.8%) did not worry about making mistakes in writing classes (Mean= 3.78). 29.7% strongly agreed with this idea, but some students (13.5%) worried about making mistakes in writing classes and one student strongly disagreed with the statement. 16.2% of the respondents also remained neutral. According to the overall results, most of the students did not worry about making mistakes in writing classes, which is a desirable turn-out as students could learn from making mistakes. This might be because the teacher always tried to teach the students not to afraid of making mistakes or errors. Therefore, most of them did not worry about making mistakes in writing classes. 
Statement 13 focused on the judgment that students could not write well because they did not have sufficient vocabulary to express their ideas. The outcome depicted that most of the students (27%) did not have any idea about this statement and they remained neutral (Mean= 3.32). 24.3% of the respondents strongly agreed and 21.6% of them agreed that they could not write well due to insufficient vocabulary in expressing their ideas. However, there were some students who disagreed (16.2%) and strongly disagreed (10.8%) with the statement. The overall outcomes indicated that most of the students were not sure while some of them were sure that lack of vocabulary knowledge affected their writing. The majority of the students did not have any idea about whether lack of vocabulary knowledge affected their writing. This might be because these students might not be sure of the things that affected their writing negatively.
Statement 14 investigated whether students were eager to improve their writing in English. The overall outcomes of the statement demonstrated that almost all students were eager to improve their writing in English in that 67.6% of the respondents strongly agreed and 21.6% agreed with the statement that they were eager to improve their writing in English (Mean= 4.54). In addition, 8.1% remained neutral and only one respondent disagreed with this statement, revealing he or she did not want to improve his or her writing in English. The outcomes revealed that most of the students were willing to improve their writing in English. This might be because of the attitudes of their teacher towards them. The teacher always tried to encourage them to be willing to learn new things as well as improving their writing in English.
Statement 15 aimed to find out whether doing homework was useful for improving students’ written work. The outcomes of the statement 15 indicated that most of the students (54.1%) believed that doing homework was useful for improving their written work (Mean= 4.10). 21.6% of them agreed with this statement while 2.7% disagreed and 8.1% strongly disagreed. 13.5% of the respondents remained neutral. The overall results indicated that as Harmer (2004) states, doing homework was useful for the students to improve their written work because it might help learners improve their writing. 
Statement 16 focused on whether classroom activities done during the lesson helped students improve their writing. A majority of the respondents (40.4%) thought that classroom activities they had done in lessons were useful for them in improving their writing and 37.8% of them agreed with this statement as well (Mean= 4.08). On the other hand, two students (5.4%) strongly disagreed with this statement and no student disagreed. 16.2% remained neutral. According to the majority of the students, classroom activities done during lessons were beneficial for them in improving their writing. This might be because the activities might help them improve their writing.
Statement 17 explored whether students liked writing something in the classroom. The outcomes obtained from the statement 17 consisted of the same percentages for different scales. In other words, 21.6% of the respondents strongly agreed that writing in the classroom was boring while 21.6% disagreed and another 21.6% strongly disagreed that they did not want to write something in the classroom as they felt bored (Mean= 2.91). Similarly, 21.6% of the respondents remained neutral. Only 13.5% of them agreed with the statement. The overall outcomes revealed that most of the students disagreed or strongly disagreed that writing in the classroom was boring, so even though for some of the students writing in the classroom was boring, most of them thought that it was otherwise. The outcomes varied because for some of the students writing was boring and for some of them was not. This might be because of having different interests or opinions about writing skill.
Statement 18 tried to find out whether the idea that students could not write was one of the reasons affecting their writing. According to the outcomes, a majority of the respondents (32.4%) pointed out that they strongly disagreed with the opinion that they could not write and 10.8% shared the idea with them (Mean= 2.59). In contrast, there were some students who agreed with this statement. 18.9% of the respondents agreed and 8.1% of them strongly agreed with the idea that, in their minds, having negative ideas affected them, and their writing was hindered by such beliefs. In addition, 29.7% of the students remained neutral. The overall results of the statement 18 indicated that most of the students did not have negative beliefs about their writing. This is really important for their writing achievement because as long as they thought negatively, they could not achieve their aims, so the students preferred to think positively in order to achieve their aims.
Statement 21 focused on whether the Turkish language structure affected students’ writing in English. A majority of the respondents (43.2%) stated that the structure of Turkish language affected their writing in English and they strongly agreed with this statement (Mean= 3.94). 27% of the respondents also agreed with it. On the other hand, there were some students (8.1% and 2.7%) who pointed out that the structure of Turkish language did not affect their writing in English. 18.9% remained neutral. According to the overall outcomes, most of the respondents put forward that the Turkish language structure affected their writing in English. The main reason of this might be the difficulties that they had faced with while they were writing in English because most of the students had some difficulties in writing in English because of their mother tongue. Because of the outcomes of the statement, it could be claimed that the Turkish language structure had a great role in learning the English language.
4.2.2  Student Opinions about the Roles of Teachers in Writing Classes
In the questionnaire administered to the students, there were also some statements about roles of teachers in writing classes and the responses obtained from each statement are presented in table 7.
Table 7.Student Opinions about Roles of Teachers in Writing Classes
	Stat. 

No
	Statement
	1-Strongly   Disagree
2-Disagree
3-Neutral
4-Agree
5-Strongly Agree
	Frequency
	Percentage
	N
	Mean
	Std. D

	10
	When my teacher says good (positive) things about my writing, I become happy and I want to write more.
	1

2

3

4

5
	1

2

5

4

25
	2.7

5.4

13.5

10.8

67.6
	37
	4.35
	1.085

	11
	I want my teacher to help me to find my errors.
	1

2

3

4

5
	0

0

4

6

27
	0

0

10.8

16.2

73.0
	37
	4.62
	 .681

	12
	The role of the teacher is important in writing classes.
	1

2

3

4

5
	0

2

2

13

20
	0

5.4

5.4

35.1

54.1
	37
	4.37
	 .828

	19
	The teacher does not encourage me to write.
	1

2

3

4

5


	17

7

9

2

1
	45.9

18.9

24.3

5.4

2.7
	36
	1.97
	1.108

	20
	The teacher helps me to trust myself so that I can write.
	1

2

3

4

5
	0

1

6

16

14
	0

2.7

16.2

43.2

37.8
	37
	4.16
	 .799

	22
	Teachers should correct all errors in writing.
	1

2

3

4

5
	1

2

4

4

26
	2.7

5.4

10.8

10.8

70.3
	37
	4.40
	1.066

	23
	Teachers should provide feedback on students’ errors.
	1

2

3

4

5
	1

1

3

9

23
	2.7

2.7

8.1

24.3

62.2
	37
	4.40
	 .956

	28
	Teachers should not correct all the errors.

	1

2

3

4

5
	20

6

5

3

2
	54.1

16.2

13.5

8.1

5.4
	36
	1.91
	1.250

	34
	I cannot improve my writing if the teacher does not correct all my errors.
	1

2

3

4

5
	2

0

5

11

19
	5.4

0

13.5

29.7

51.4
	37
	4.21
	1.057


Statement 10 investigated whether students felt encouraged and enthused to write more when their teacher gave good (positive) feedback about their writing. According to the outcomes, a great majority of the respondents (67.6%) strongly agreed that when their teacher gave good or positive feedback about their writing, they felt motivated and wanted to write more (Mean= 4.35). 10.8% of the respondents also agreed with this statement. However, 5.4% of them disagreed and 2.7% strongly disagreed with this statement. 13.5% of the respondents remained neutral. Most of the students pointed out that they felt encouraged when their teacher gave them positive feedback about their written work. The main reason of this might be because of their teacher’s behaviors towards them because the teacher always tried to provide positive comments on students’ written work to motivate them and tried to explain their errors or mistakes without offending the students. This is particularly important and necessary because negative comments on students’ written work may de-motivate and deter students from wanting to write more (Harmer, 2004). 

Statement 11 focused on whether students wanted their teacher to help them find their errors. The outcomes of the statement revealed that almost all students (73%) wanted their teachers to help them find their errors (Mean= 4.62). 16.2% of them agreed with this statement whereas 10.8% of them remained neutral. There were no students who disagreed or strongly disagreed with this statement. Therefore, this might be because the students needed someone to help them find their errors. This showed that the students could not find their errors without the help of their teacher, so most of them wanted their teacher to help them find their errors.
Statement 12 dealt with the importance of the teacher’s role in writing classes. The outcomes of the statement 12 indicated that a majority of the respondents (54.1%) strongly agreed and 35.1% agreed that the role of the teacher was very important in writing classes (Mean= 4.37). On the other hand, there were two students who disagreed with this statement and two students remained neutral. According to the outcomes, most of the students pointed out that the role of the teacher was very important in writing classes. This might be because they might think that without the help or the guidance of their teacher, they might not learn to write effectively.
Statement 19 focused on whether the teacher (the researcher) encouraged them to write. A majority of the respondents (45.9%) strongly disagreed with the statement that their teacher did not encourage them to write and 18.9% of them disagreed with the statement (Mean= 1.97). 24.3% of them remained neutral. On the other hand, there were two students who agreed and one student who strongly agreed that their teacher did not encourage them to write. According to the outcomes, most of the students pointed out that their teacher encouraged them to write. The main reason of this might be that encouraging students to be productive was very important and it might have a significant effect on the students.

Statement 20 scrutinized whether their teacher helped students trust themselves. According to the outcomes of statement 20, most of the students (37.8% of them strongly agreed and 43.2% of them agreed) stated that their teacher helped them develop self esteem to enable them to write (Mean= 4.16). However, there was one student who disagreed with this statement. 16.2% of the respondents remained neutral. According to the overall outcomes, the researcher helped the students trust themselves. 
Statement 22 investigated students’ attitudes whether their teachers should correct all errors in writing. The outcomes of statement 22 revealed that almost all students (70.3%) strongly agreed with the statement that teachers should correct all errors in writing and 10.8% of the respondents agreed with it as well (Mean= 4.40). In contrast, 5.4% of the respondents disagreed and 2.7% strongly disagreed with the statement, so these students thought that teachers should not correct all errors in writing. In addition, four respondents remained neutral. The outcomes indicated that most of the students preferred all their errors to be corrected by their teacher. This might be because they might think that they could not find their errors themselves and only by themselves, they could not correct all the errors. Because of this reason, the students wanted their teacher to correct all their errors and so, they could see all their errors.
Statement 23 evaluated the idea that teachers should provide feedback on students’ errors. According to the outcomes obtained from the statement 23, a majority of the respondents (62.2%) strongly agreed that teachers should provide feedback on students’ errors and 24.3% of them agreed with it, too (Mean= 4.40). In contrast, only two students thought that teachers should not provide feedback on students’ errors. 8.1% remained neutral. According to the outcomes, providing feedback on students’ errors was considered very important by most of the students. The main reason of this might be the benefits that they got from it because their teacher provided feedback on their errors.
Statement 28 investigated what students’ thoughts about the statement that teachers should not correct all errors were. A majority of the respondents (54.1%) strongly disagreed with the assertion and 16.2% disagreed that teachers should not correct all the errors (Mean= 1.91). On the other hand, 8.1% of the respondents agreed and 5.4% strongly agreed with the statement, so these students believed that teachers should not correct all the errors. 13.5% of them remained neutral and there was one respondent who did not state his or her idea. The overall outcomes of the statement revealed that most of the students wanted their errors to be corrected, as they also pointed out in statement 22.
Statement 34 intended to analyze whether students could improve their writing unless their teacher corrected all their errors. The outcomes indicated that a majority of the students believed that they could not improve their writing if their teacher did not correct all their errors. 51.4% of them strongly agreed and 29.7% agreed with the statement that they could not improve their writing in the absence of teacher correction (Mean= 4.21). However, only two students (5.4%) strongly disagreed with the statement. 13.5% remained neutral and there was nobody who disagreed. According to the outcomes, almost all students wanted their errors to be corrected in order to improve their writing. They also pointed it out in the statement 22 and 28 that they wanted their teacher to correct all their errors. This might be because these students might believe that if their errors had not been corrected, they would not have improved their writing.
4.2.3 Student Opinions about Using Error Correction Codes
Students’ attitudes towards using error correction codes were also obtained by analyzing the data. The statements and the responses obtained from each statement are presented one by one in table 8.
Table 8.Student Opinions about Using Error Correction Codes
	Stat. 

No
	Statement
	1-Strongly   Disagree
2-Disagree
3-Neutral
4-Agree
5-Strongly Agree
	Frequency
	Percentage
	N
	Mean
	Std. D

	24
	Coding errors with the help of a marking code is useful and effective.
	1

2

3

4

5
	3

1

4

9

19
	8.1

2.7

10.8

24.3

51.4
	36
	4.11
	1.237

	25
	Writing comments about the written work of the students is not useful.
	1

2

3

4

5
	19

12

3

2

1
	51.4

32.4

8.1

5.4

2.7
	37
	1.75
	1.011

	26
	Teachers should point out both strengths and weaknesses when they comment on the students’ papers.
	1

2

3

4

5
	0

0

2

9

26
	0

0

5.4

24.3

70.3
	37
	4.64
	 .587

	27
	Holding one to one conference with each student is necessary.
	1

2

3

4

5


	1

2

3

8

23
	2.7

5.4

8.1

21.6

62.2
	37
	4.35
	1.033

	29
	Using codes is a very effective technique to help the students learn to correct their errors.
	1

2

3

4

5
	4

1

5

11

16
	10.8

2.7

13.5

29.7

43.2
	37
	3.91
	1.299 

	30
	Using error codes is not a useful technique.
	1

2

3

4

5
	13

14

4

5

1
	35.1

37.8

10.8

13.5

2.7
	37
	2.10
	1.125

	31
	I do not like finding my errors with the help of the codes.
	1

2

3

4

5
	10

13

5

3

6
	27.0

35.1

13.5

8.1

16.2
	37
	2.51
	1.406

	32


	I do not like writing the second draft of my written work.
	1

2

3

4

5
	9

8

3

7

10
	24.3

21.6

8.1

18.9

27.0
	37
	3.02
	1.589

	33
	The teacher’s feedback and correction help me to improve my writing.


	1

2

3

4

5


	1

0

5

9

22
	2.7

0

13.5

24.3

59.5
	37
	4.378
	 .923



	Stat. 

No
	Statement
	1-Never
2-Rarely
3-Sometimes
4-Often
5-Always
	Frequency
	Percentage
	N
	Mean
	Std. D

	35
	I look at my written work to see and to learn my errors when I get it back.
	1

2

3

4

5
	2

0

11

10

11
	5.4

0

29.7

27.0

29.7
	34
	3.82
	1.086


Statement 24 dealt with finding out whether coding errors with the help of a marking code was useful and effective. According to the outcomes, most of the students (51.4%) strongly agreed with the statement that coding errors with the help of a marking code was useful and effective and 24.3% of the respondents also agreed with the statement (Mean= 4.11). However, 8.1% of the respondents strongly disagreed and 2.7% disagreed with the statement. In addition, 10.8% of the respondents remained neutral and one of the students did not state his or her ideas about the statement. The outcomes indicated that these students thought coding errors with the help of a marking code was useful for them. The reason for the students developing such ways of thinking stemmed from the fact that their teacher (the researcher) corrected their errors by using marking codes from the beginning until the end of the semester. Therefore, the students tried to correct their errors by writing their second drafts for the researcher to check their second drafts as well in order to see whether the students could correct their errors or not. Then, the researcher provided each student with feedback about his or her written work. Therefore, as most of the students pointed out, using marking codes to edit students’ written work might be a really useful and a beneficial technique.

Statement 25 aimed to investigate students’ attitudes regarding the statement that writing comments about the written work of the students was not useful. The outcomes of the statement indicated that most of the students (51.4%) strongly disagreed with the statement that writing comments about students’ written work was not useful (Mean= 1.75). 32.4% of the respondents also disagreed with the statement. On the other hand, 5.4% of the respondents agreed and 2.7% strongly agreed that writing comments about the written work of the students was not useful. Three respondents (8.1%) remained neutral. Therefore, as writing comments is pointed out by Harmer (2004), according to the responses of the respondents, writing comments about their written work was very useful, too. This might be because the students might also want to see something written about their writing. Therefore, they believed that writing comments about their written work was very useful for them.
Statement 26 investigated whether teachers should point out both strengths and weaknesses when they commented on the students’ papers. According to the outcomes, almost all students (70.3%) strongly agreed that teachers should point out both the weak and strong sides of their written work and 24.3% of them agreed with this idea, too (Mean= 4.64). Only two students remained neutral and there were no students who disagreed or strongly disagreed with this idea. Therefore, as the students stated, they wanted their teacher to point out both the weaknesses and the strengths of their written work. This might be because they might believe that learning the both sides of their written work would be more useful for them.
Statement 27 focused on the prospect of holding one to one conference with each student. A majority of the respondents (62.2%) strongly agreed and 21.6% of them agreed with the statement that holding one to one conference with each student was necessary (Mean= 4.35). On the other hand, 5.4% of the respondents disagreed and 2.7% strongly disagreed with the statement. Also, 8.1% of them remained neutral. In brief, even though there were a few students who thought that holding one to one conference was not, most of them thought that holding one to one conference with each student was necessary. The main reason of this might be that they might want to talk about their written work with the teacher individually. Therefore, they believed that holding one to one conference with each student was necessary.
Statement 29 focused on the statement that using codes was a very effective technique to help the students learn to correct their errors. According to the outcomes, 43.2% of the respondents strongly agreed and 29.7% agreed with the statement that using codes was a very effective technique for the students because it enabled the students to correct their errors themselves with the help of marking codes (Mean= 3.91). Similarly, in statement 24, the students also pointed out that coding errors was useful and effective. However, 10.8% of the respondents strongly disagreed and 2.7% disagreed with the statement that using codes was a very effective technique. Also, 13.5% of the respondents were not sure about it and they remained neutral. According to the outcomes of both statements 24 and 29, using codes to edit or to correct the students’ written work was a very useful and an effective technique. This might be because the students might get benefits of it and so, they improved their writing with the help of error correction codes.
Statement 30 was related with both statements 24 and 29 as it investigated what the students thought about the usefulness of using error codes. The outcomes obtained from the question revealed that most of the students believed using error codes was a useful technique because according to the outcomes, 37.8% of the respondents disagreed and 35.1% strongly disagreed with the statement that using error codes was not a useful technique (Mean= 2.10). In contrast, there were six students who agreed with this statement. In addition, 10.8% of the students remained neutral. From the outcomes of statements 24, 29 and 30, it could be understood that using error codes was a beneficial technique for the students. The main reason of this might be that the students had a chance to understand and to correct their errors with the help of error correction codes. Therefore, they improved their written work.
Statement 31 aimed to find out whether students were not in favor of finding their errors with the help of the codes. The outcomes showed that 35.1% of the respondents disagreed and 27% of them strongly disagreed with the statement that the students did not like finding their errors with the help of codes (Mean= 2.51). On the other hand, 16.2% of the students strongly agreed and 8.1% of them agreed that they did not like finding their errors by using codes. 13.5% remained neutral. The indication was that most of the students were in favor of finding their errors with the help of the codes even though there were few students who were not. This might be because the students might be used to using codes, so they liked finding their errors with the help of the codes.
Statement 32 investigated whether students liked writing a second draft of their written work. The outcomes obtained from the statement 32 revealed that 27% strongly agreed with writing second drafts and 18.9% agreed with the statement that they did not like writing second drafts (Mean= 3.02). However, 24.3% of the students strongly disagreed and 21.6% of them disagreed with the statement. In addition, 8.1% of them remained neutral. Even though most of the students did not like writing second drafts, there were also some students who liked writing second drafts. Chandler (2003) points out the benefits of writing a second draft, but although most of the students liked finding their errors with the help of codes as they pointed out in the statement 31, they did not like writing a second draft of their work.
Statement 33 aimed to find out whether or not the teacher’s feedback and correction helped students to improve their writing. According to the results, a majority of the respondents (59.5%) strongly agreed and 24.3% of them agreed with the statement that the teacher’s correction and feedback helped them to improve their writing (Mean= 4.37). In contrast, only one respondent strongly disagreed with it. 13.5% remained neutral and, there were no students who disagreed with the statement. In brief, the ways the teacher used to correct the written work of the students and to provide them with feedback were useful for them. The main reason of this might be the writing achievement of the students because most of the students improved their writing with the help of the technique that their teacher used.
Statement 35 investigated how often students looked at their written work to see and to learn from their errors when they received their work back. According to the outcomes of the statement 35, a majority of the respondents (29.7%) always looked at their written work to see and to learn from their errors and, similarly, 29.7% of them sometimes looked at their written work when their teacher gave it back (Mean= 3.82). In addition, 27% often looked at their written work corrected by the teacher, but there were two students who never looked at their written work to see and to learn from their errors. There was no student who rarely did so. The outcomes indicated that most of the students either always or sometimes looked at their written work to see and to learn from their errors. This might be because the students were eager to learn and improve their written work.
4.2.4 Factors Affecting Students’ Writing Achievement
In this part, factors affecting writing achievement of the students were processed, analyzed and interpreted because when the results of the students’ writing exams were compared, it could be easily seen that the writing achievement of the students decreased. Therefore, at the end of the semester, the factors that affected the students’ writing achievement were also investigated. The outcomes obtained from each statement are presented in table 9.
Table 9.Factors Affecting Students’ Writing Achievement
	Stat. 

No
	Statement
	1-Strongly   Disagree
2-Disagree
3-Neutral
4-Agree
5-Strongly Agree
	Frequency
	Percentage
	N
	Mean
	Std. D

	36
	Classroom atmosphere is an effective factor on my achievement.
	1

2

3

4

5
	7

1

3

5

20
	18.9

2.7

8.1

13.5

54.1
	36
	3.83
	1.594

	37
	I do not show sufficient attention to my course by the end of term.
	1

2

3

4

5
	2

7

6

14

7
	5.4

18.9

16.2

37.8

18.9
	36
	3.47
	1.182

	38
	Problems such as financial shortage, family issues, and friendship matters affect my achievement in my courses.
	1

2

3

4

5
	8

8

6

4

10
	21.6

21.6

16.2

10.8

27.0
	36
	3.00
	1.549

	39
	Obtaining high grades in the first tests (exams) makes me confident, and therefore, I do not pay sufficient attention to other tests as I know whatever I get will be sufficient to pass.
	1

2

3

4

5


	12

10

4

6

4


	32.4

27.0

10.8

16.2

10.8
	36
	2.44
	1.402

	40
	My teachers, in general, try to provide us with every sort of assistance, but I take as much as I need, not more.
	1

2

3

4

5
	13

8

3

7

5
	35.1

21.6

8.1

18.9

13.5
	36
	2.52
	1.502

	41
	Misunderstanding the writing topic(s) in the exam(s) affects my achievement/grade.
	1

2

3

4

5
	12

8

2

5

9
	32.4

21.6

5.4

13.5

24.3
	36
	2.75
	1.645


Statement 36 investigated whether classroom atmosphere was an effective factor on students’ achievement. According to the outcomes, a majority of the respondents (54.1%) strongly agreed and 13.5% agreed with the statement that classroom atmosphere was an effective factor on their achievement (Mean= 3.83). On the other hand, 18.9% and 2.7% of the respondents disagreed with it because they believed that classroom atmosphere was not an effective factor on their achievement. In addition, three students remained neutral and one of the participants did not state his or her idea about the statement. The overall results of the statement revealed that classroom atmosphere was an effective factor on students’ (writing) achievement. This might be because the students could be affected negatively from the atmosphere of the classroom.
Statement 37 aimed to find out whether the students had paid sufficient attention to their course by the end of the term. The outcomes of statement 37 indicated that a majority of the students (both 37.8% and 18.9%) had not shown sufficient attention to their course by the end of term whereas 18.9% of the students disagreed and 5.4% strongly disagreed that they had not shown sufficient attention to their course (Mean= 3.47). 16.2% of the respondents remained neutral and also, one of them did not state his or her idea about this statement. The overall outcomes indicated that most of the students had not shown sufficient attention to their course by the end of term, which affected their writing achievement. The main reason of this might be the problems that the students had had.
Statement 38 focused on whether problems such as financial shortage, family issues and friendship matters affected student achievement in their courses. According to the outcomes, most of the students (27%) strongly agreed that the problems affected their achievement in their writing course as well as other courses and 10.8% agreed with this as well. (Mean= 3.00). In contrast, 21.6% of the respondents strongly disagreed and, similarly, 21.6% disagreed. 16.2% remained neutral and again, one of the respondents did not state his or her idea about the statement. The outcomes indicated that personal problems were another important factor affecting the students’ achievement. This was also one of the important factors because when the students had some of these problems, they could not concentrate, so they could not write.
Statement 39 aimed to find out whether obtaining high grades on earlier tests (exams) made them confident and, therefore, they paid less attention to other tests knowing whatever mark they got from the exam would be sufficient to pass. The outcomes obtained from statement 39 indicated that most of the students (32.4%) strongly disagreed and 27% disagreed with the statement, meaning these students tried to pay sufficient attention to other tests even though they got high grades on the first test (Mean= 2.44). There were also some students who agreed (16.2%) and strongly agreed (10.8%) with the statement that they did not pay sufficient attention to the other tests because of getting high grades in the first test. 10.8% also remained neutral and there was one student who did not answer the statement 39. The overall outcomes of the statement indicated that most of the students tried to do their best despite getting high grades on earlier tests, so getting high grades did not affect the students’ achievement and attention in the other tests. This showed that the students were not affected negatively because of obtaining high grades on earlier tests and so, they continued studying to increase their grades more.
Statement 40 investigated whether students took in just as much as they needed to pass the course and no more although their teachers, in general, tried to provide them with every sort of assistance. According to the outcomes, a majority of the students (35.1%) strongly disagreed with the statement and 21.6% disagreed (Mean= 2.52). However, 18.9% of the students agreed and 13.5% strongly agreed with the statement that they did not take in any more than sufficient. 8.1% remained neutral and, also, one of the students did not state his or her idea about it. The outcomes revealed that most of the students desired to absorb all that their teacher tried to teach them. The main reason of this might be the students’ attitudes towards learning a new language because most of the students would use English language in their departments. Therefore, most of them were willing to learn and get every sort of assistance that their teacher provided them.
Statement 41 aimed to find out whether misunderstanding the writing topic(s) on the exam(s) affected their achievement /grade. According to the outcomes, a majority of the respondents (32.4%) strongly disagreed and 21.6% of them disagreed with the statement that misunderstanding the writing topics affected their achievement (Mean= 2.75). On the other hand, there were also some students who agreed (13.5%) and strongly agreed (24.3%) with the statement that misunderstanding the writing topics in the exams affected their writing achievement. Besides, two students remained neutral and one did not state his ideas. The overall outcomes indicated that although some of the students agreed that their writing achievement was affected because of misunderstanding the topics, there were more students who disagreed. This might be because some of the students became very nervous while they were taking their exam, so they forgot to read the writing topics or they understood it wrong.
4.3
Analysis of Results of the Writing Tests 

Analyzed in this part were three main tests; the Writing Mid-Term Exam (Test 1), Writing Quiz (Test 2) and the Writing Final Exam (Test 3). In total, three tests were administered to the groups involved in this study. There were experimental and control groups. In the experimental group, error codes and feedback techniques were used. On the other hand, in the control group, error codes and feedback techniques were not used. Exam papers were evaluated based on the same criteria for each group. 
Each achievement test had been administered to both the experimental group and the control group and there were some differences within the groups according to the outcomes. The interpretation of the results on three different test occasions (Mid-Term (Test 1), Quiz (Test2), and Final (Test 3)) and the writing achievement of the experimental group in particular were compared and discussed as follows in table 10: 
Table 10.Analysis of Results of the Writing Tests
	Tests
	Groups
	N
	Mean
	Std.

Deviation
	Mean Difference
	T-Score
	Sig.

	Mid-Term

(Test 1)
	Experimental

Control 
	48

49


	76.7292

59.6939
	21.76444

21.78226
	17.03529  
	3.853
	.001

	Quiz

(Test 2)
	Experimental

Control
	47

47


	72.5957

61.0851
	26.17471

23.78512
	11.51064
	2.231
	.028

	Final

(Test 3)
	Experimental

Control
	48

47


	60.4375

57.2553
	28.13411

19.57313
	3.18218
	          .639
	.525


The outcomes of writing Mid-Term (Test 1) for each group that was administered to both the experimental group and the control group are pointed out as follows:
According to the results of the Mid-Term Test, the experimental group was the most successful group. It obtained the highest mean score (Mean= 76.7292) while the control group obtained the lowest mean score (Mean= 59.6939). The results indicated that using error correction codes to edit the written work of the students became beneficial for the students and because of this; their writing achievement was higher than the control group. The statistical figures also suggested that the mean difference between the experimental group and the control group was significant (p= .001). 

The outcomes of Writing Quiz (Test 2) for each group that was administered to both the experimental and control groups are pointed out as follows (See Table 10):

The outcomes of Quiz (Test 2) indicated that, again, the experimental group obtained the highest mean score (Mean= 72.5957). Even though on Test 2, it decreased its mean score (from 76.7292 to 72.5957), on this test, again the control group obtained the lowest mean score (Mean= 61.0851). The main reason of this might be that Test 2  might be more difficult than Test 1 for the experimental group while it might not be difficult for the control group because on Test 2, the control group slightly improved its mean score (from 59.6939 to 61.0851). The data also indicated that the mean difference between the experimental and the control group was significant (p= .028) because their P value is below .050.
The outcomes of writing Final Test (Test 3) for each group that was administered to both groups are given as follows (See Table 10):

According to the outcomes of the final achievement (Test 3), the result revealed that the mean difference between the experimental and the control groups was not significant (p= .525) because the P value is above .050. 
The overall results of these three main tests indicated that on all tests, the experimental group was the most successful group even though it decreased its mean score by the end of the term due to the factors that affected the students. Comparing the mean values of both the experimental and control groups, it could be easily seen that the technique that was used to edit the written work of the students became useful. If the error correction codes had been used in the control group, the students in the control group might have been as successful as the students in the experimental group. 
4.4
Analysis of the Writing Errors of the Experimental and Control Groups
The writing skill was considered as one of the most difficult skills according to some students who responded to the questionnaire. They considered that writing skill was difficult because they were aware of the fact that they made some mistakes or errors when they wrote. Therefore, as it was pointed out earlier, the way or the method(s) used by teachers to edit or correct the written work of the students was very important. For instance, the researcher did not correct errors of the students’ written work herself. Error correction symbols were used as an alternative to correct all student errors one by one. The utmost aim of this part was to find out the common errors of the students in both the experimental and the control groups and to investigate how the method that the researcher used worked. 
The outcomes of both the experimental and the control groups from the final writing exam were analyzed to find out whether there were significant differences between the outcomes of the groups. In total, eighty final exam papers from the writing test of the control group were randomly chosen and forty-eight sample writing test papers from the experimental group were studied. Outcomes for all nine error types were also processed for this test. The findings are presented in table 11 below.
Table 11.Writing Errors of the Final Exam between the Experimental and Control Groups
	Groups
	N
	Error Type
	Mean
	Std. Deviation
	Mean Difference
	T-Score
	Sig.

	Experimental

Control 
	48

80
	Vocabulary

(Use of vocabulary)
	1.2083

1.2000
	.41041

.40252
	.00833
	.113
	.911

	Experimental

Control 
	48

80
	Punctuation &

Capitalization
	1.4792

1.7750
	.50485

.42022
	-.29583
	-3.572
	.001

	Experimental

Control 
	48

80
	Word

Classification
	1.6250

1.7500
	.48925

.43574
	-.12500
	-1.500
	.136

	Experimental

Control 
	48

80
	Sentence

Structure
	1.4792

1.6125
	.50485

.49025
	-.13333
	-1.473
	.143

	Experimental

Control 
	48

80
	Style
	1.5208

1.7250
	.50485

.44933
	-.20417
	-2.375
	.019

	Experimental

Control 
	48

80
	Tense
	1.5833

1.7875
	.49822

.41166
	-.20417
	-2.508
	.013

	Experimental

Control 
	48

80
	Articles
	1.5625

1.7625
	.50133

.42824
	-.20000
	-2.398
	.018

	Experimental

Control 
	48

80
	Conjunctions
	1.2083

1.5250
	.41041

.50253
	-.31667
	-3.688
	.001

	Experimental

Control 
	48

80
	Spelling
	1.3125

1.6625
	.46842

.47584
	-.35000
	-4.052
	.001


According to the findings regarding the use of vocabulary, there was no significant difference between the use of vocabulary in the experimental and the control groups, p = .911. The same syllabus was followed and the same vocabulary studied to a certain extent in both groups. So, using different vocabulary was, in fact, not a possibility. Yet, the aim of this study was to develop the writing skill and knowledge of rules rather than only teaching students’ vocabulary, but in order to write good compositions or paragraphs, helping the students to improve their vocabulary knowledge is necessary.
The outcomes regarding the use of punctuation and capitalization indicated that there was a significant difference between the experimental and the control groups, p= .001. The data revealed that the students in the experimental group made less error about the use of punctuation and capitalization as the students who were in the control group did. The teachers pointed out by answering the questionnaire (See 4.1) that most of them did not use error correction codes to edit the written work of the students, so in most of the control groups, error correction symbols were not used, so if their teachers had used error codes to correct the students’ written work, the writing of the students could have been more effective.
Regarding the use of adverbs, adjectives, nouns, verbs and prepositions (word classification), there was no significant difference between the experimental group and the control group (p=. 136). 
Using words correctly is really important in writing, so the researcher tried to correct the written work of the students by using error codes in order to help the students improve their writing skill, but in the control group, error codes were not used. 

In addition, syntactic organizations of sentences, appropriate use of clauses and phrases have a great role in writing and, the analysis of the results indicated that the mean difference between the experimental and the control groups was not significant (p=.143).
According to the findings, the written work of the experimental group was more effective than the written work of the control group because the mean value of the experimental group (Mean= 1.5208) was lower than the mean value of the control group (Mean= 1.7250). In addition, the data indicated that the mean difference between the style of the experimental and the control groups was significant (p= .019). One of the aims of the researcher was to teach the students how to write and how to organize their written work effectively, so the outcomes reveal that the researcher achieved her aim. 

Using appropriate and correct tenses also has a great importance in writing effectively and the outcomes obtained indicated that there was a significant difference between the use of tenses by the experimental and the control groups (p= .013). According to the findings, the experimental group was better than the control group with the use of tenses because the mean value of the experimental group (Mean= 1.5833) was lower than the mean value of the control group (Mean= 1.7875). 
The mean difference between the use of articles of the experimental and the control groups was significant, p= .018. Most of the students still had some problems about using articles. For instance, most of them forgot to use ‘a / an’ when they wrote. The data obtained indicated that the students in the experimental group were better than the control group at the use of articles because the researcher tried to help the students improve their own writing with the help of error codes.
Regarding the use of conjunctions, the mean difference between the experimental group and the control group was significant (p= .001). Similarly, there was also significant difference between the experimental group and the control group with spelling (p= .001). In both situations, the experimental group was better than the control group because the students in the experimental group made fewer errors with the use of conjunctions and spelling. 

The overall outcomes indicated that because of the technique that the researcher used during the semester, the writing achievement of the students in the experimental group increased and they improved their writing with the help of the error codes adopted by the researcher. They also learnt to find their own errors with the help of these codes. Therefore, their written work turned out more effective than others. 
CHAPTER V
CONCLUSION AND RECOMMENDATIONS
5.0
Presentation

This chapter presents the summary of the findings of the study and the conclusions and recommendations derived from these findings. 

5.1 Summary of the Study

This study was conducted to find out the effectiveness of using error codes to edit the written work of students, what other methods were used by other teachers, and how often they provided feedback to the students about their writing performances. The study also evaluated what students considered about the method the researcher used and how the performances of these students changed as a result of the treatment. Moreover, the common writing errors of the students were investigated in this study. 

Two questionnaires were constructed. One of the questionnaires was administered to the teachers and the other questionnaire was administered to the students. Moreover, the results of the tests the students had taken were analyzed and interpreted to see whether there were any differences between the results of the students who were in the experimental group and those in the control group. In addition, the final exam papers of the students from the experimental group were collected to find out the common writing errors. Also, the final exam papers of the control group were randomly collected to find out and compare their writing errors with the writing errors from the experimental group. 

In order to accomplish the main purpose of the study that was investigating the effectiveness of using error correction codes in correcting the written work of students, the research questions were asked and the conclusions derived from these results are presented below.

.
5.1.1 Error Feedback Techniques

From the results, it could be concluded that only some of the teacher respondents sometimes used error correction codes to correct the written work of their students. On the other hand, most of the respondents corrected errors of the students’ written work without providing the students opportunities to find errors via marking codes. In addition, the teachers preferred to correct the errors for their students instead of giving students a chance to correct their own errors. This showed that correcting all written errors became a kind of habit for most of the teachers. Even though the effectiveness of using marking codes is pointed out by different linguists such as Harmer (2004), the teachers did not always prefer to use marking codes to correct the written work of their students. 
5.1.1.1 Marking Policy on Students’ Writing

The overall outcomes indicated that most of the teachers tried to do things in order to help the students to improve their written work. For instance, most of the teacher respondents pointed out that after editing, they provided their students with feedback by having a workshop with them. As benefits of verbal feedback are pointed out by Zamel (1985) and Mahili (1994), some of them held a session with the students one by one while some others preferred a group session due to limited time. Moreover, according to the outcomes, most of the teachers often made their students correct their errors in the classroom under their guidance and they sometimes made their students to correct their errors outside the classroom. This indicted that as Brown (2001) states that if there is someone to teach writing, people can learn to write and similarly, the teachers preferred their students to do things under their guidance without letting them to do things on their own. This might be because teachers can encourage students to write. Besides, according to the majority of the respondents, making a list of the common errors that the students had made and going through them in the class were very significant and useful. Ur (1996) also points out that making mistakes or errors is natural and learners can learn new things by making mistakes or errors because these help the students improve their writing skills and also motivate them.
5.1.1.2 Feedback Frequency

According to the overall outcomes, most of the respondents provided feedback to their students about their written work. Also, they gave writing homework after each writing lesson. As the importance of homework is discussed by Harmer (2004), most of the teachers gave writing homework to their students. So, they helped their students improve their writing skills. In addition, Harmer (2004) states that talking about the benefits of homework with the students is necessary because the students need to know why doing homework is useful for them.
5.1.1.3 Error Correction Steps Taken

To conclude the overall outcomes, most of the respondents sometimes asked their students to assess each other’s paper. Even though the importance of peer feedback is pointed out by different linguists (Zamel, 1985; Mittan, 1989; Guerrero & Villamil, 1994), most of the teachers still did not always let their students to assess each other’s paper. Moreover, Harmer (2004) states that “When teachers read students’ written work and they come across mistakes which many people in the same class are making, remedial teaching will then be necessary” (p. 112) and most of the teachers agree with Harmer’s opinions because they always noted down common errors of their students for their own use and they often prepared remedial work to help them improve their writing because the students could improve their written work by learning from their errors. 
Hyland, K. (2003) states that teachers feel that they must write something about the students’ writing and similarly, a majority of the teacher respondents pointed out that they always made a final review comment at the end of each paper. This indicated that the teachers needed to provide written feedback on students’ errors in writing as well as providing verbal feedback. 
The different ways of correcting and responding to students’ written work are pointed out (Harmer, 2004) in the literature review and so, according to the type of error, the teachers often tried to alter their error feedback techniques. This is necessary because each student has different learning style and in order to meet the needs of each student the teachers needed to vary their error feedback techniques.
Some of the respondents also stated that they preferred to teach students only to locate their errors while some of them preferred to teach them both to locate and correct their own errors. The outcomes revealed that error correction steps taken changed from teacher to teacher.
5.1.2 Student Opinions

In order to gather the opinions of the students, the questionnaire was administered to the students and the conclusions deduced from the outcomes of the study are presented as follows. 

5.1.2.1 Student Opinions about the Writing Skill
According to Koc & Bamber (1997), writing skill is very important to become successful and the overall outcomes indicated that most of the students had the same idea because they stated that writing skill was very important and beneficial for them. They also stated that writing skill was not very difficult for them, but as Santangelo & Harris & Graham (2007) state, for some of the students, writing skill was difficult. Moreover, even though the students could not easily write down their ideas in English, they stated that they felt confident when they wrote in English classes. The students had some difficulties to write down their ideas in English, so they could not easily write in English. In addition, not worrying about making mistakes in writing classes has a very vital role on writing and the students pointed out that they did not worry about making mistakes in writing classes. This is very important for their achievement because as Thomas (1993) states, if a student believes that he / she cannot write, he / she will not easily improve his / her writing, but these students were eager to improve their writing in English and they stated that the activities that they did in writing classes and the homework became very useful and beneficial for them because they helped them to improve their writing skills. 
According to the data gathered, giving homework to students was one of the useful ways of encouraging the students to write something and, as Harmer (2004) points out, making homework successful is very important because if homework is not collected and corrected by the teacher, giving homework becomes a meaningless application. In such cases, the students failed to do their homework. To prevent such problems, teachers needed to be consistent in their decisions and aims and carefully adjust their teaching policy (Harmer, 2004). 
Different linguists such as Santangelo & Harris & Graham (2007) state that writing is very difficult for many students. The results of the study also indicated that most of the students had some difficulties writing in English because of their mother tongue (Turkish language). As they pointed out, the Turkish language structures affected their writing in English. Therefore, they did not easily write in English.
5.1.2.2 Student Opinions about the Roles of Teachers in Writing Classes

Brown (2001) points out that learners need someone to teach them how to write and similarly, the overall outcomes indicated that the students thought that the role of the teacher was very important in writing classes because they wanted their teacher to help them find their errors. This showed that the students needed someone to help them improve their writing. Providing positive feedback about their writing became very beneficial for the students and they stated that the researcher encouraged them to write in English by giving positive feedback about their writing and helped them trust themselves. Therefore, the students became happy and wanted to write more.  Most of the students also pointed out that they wanted their teacher to correct all their errors because they indicated that if their teacher had not corrected all their errors, they could not have improved their writing.
5.1.2.3 Student Opinions about Using Error Correction Codes

According to the overall outcomes, the majority of the respondents pointed out that coding errors with the help of a marking code was useful and effective because it helped them learn to correct their errors. In addition, as the students stated, when their teacher corrected their errors by using marking codes, they were able to find their errors via the codes and learn from them. As it is also discussed, there are different ways to correct the students’ written work and provide feedback. Using correction symbols is one of the effective ways to encourage students to think about their errors (Harmer, 2004) and as the students stated, their teacher (the researcher) had a very significant role in developing their writing skills because most of the students thought that the error codes that the teacher used to correct their written work helped them become aware of their errors. In addition, the students improved their skills and, gradually, they might start self-correction.
Even though the students enjoyed finding their errors via marking codes, they stated that they did not like writing second draft of their written work. Even though the importance of correcting their errors when they get it back from their teacher is stated by Chandler (2003), the results revealed that the students did not like writing second draft of their written work. In addition, some of the students always and some other sometimes looked at their written work to see and to learn their errors when they got it back, but they did not like writing a second draft. Besides, according to students, having workshops, individual workshops in particular was beneficial. They also emphasized that writing comments about both the weak and the strong side of their written work was considered beneficial.

To conclude, most of the students pointed out that the method the researcher used was beneficial and useful for them because the students started to find their errors with the help of the codes and they were able to improve their writing skills because of using error correction codes.
5.1.2.4 Factors Affecting Students’ Writing Achievement

The factors that affected the writing achievement of the students were also investigated and according to the outcomes, the writing achievement of some students decreased at the end of the semester because of some of the factors. According to the outcomes of the questionnaire that was administered to the students, these factors were classroom atmosphere, family issues, financial problems and friendship matters. The achievement of the students in their course could be affected negatively due to the listed factors, preventing them from attaining higher grades.
5.1.3 Analysis of Results of the Writing Tests
According to the results of each test administered to the students the experimental group was the most successful group while the control group was not as successful as the experimental group. In addition, although the achievement of the experimental group decreased in the last tests, it was still the most successful group. On the other hand, the control group increased its achievement only in test 2, but its achievement decreased in the last test. This might be because of the difficulty of the test or because of the factors that were stated above (See 5.1.2.4).
In conclusion, the overall outcomes indicated that using error codes to edit or to correct the students’ written work was very beneficial for the students because the students in the experimental group improved their writing skills with the help of the codes and they had significantly reduced their writing errors. In addition, when the outcomes of the experimental group were compared with the outcomes of the control group, the data indicated that the writing performance of the experimental group was higher than the students studying in the control group.
5.1.4 Analysis of the Writing Errors of the Experimental and Control Groups
The common writing errors of both the experimental and control groups were also compared. Outcomes for all nine error types such as, vocabulary, punctuation and capitalization, word classification, sentence structure, style, tense, articles, conjunctions and spelling were processed and according to the outcomes, the experimental group was better at writing than the control group because the students in the control group made more writing errors than the students in the experimental group did. In brief, as the outcomes showed, using error correction codes was very useful for the students in the experimental group because their written work was more effective than the written work of the students in the control group. To conclude, according to the overall results of the study, using error codes was evidently very effective and useful. The effects of the method were also highlighted in the students’ scores they obtained in the first semester and in their exam papers produced during the academic year. As thus far explained, the roles of the teachers were really significant for the students and using error correction codes to edit the written work of the students was very beneficial and useful for them.
5.2 Recommendations

In general, using error correction codes to edit students’ written work is very beneficial. Therefore, during the teaching and learning process of writing, this technique should be used because as it is stated by Ur (1996), if teachers use this technique to edit the written work of students, the students can find and correct their errors with the help of these codes. In addition, Harmer (2004) also stated that the teachers should explain the students the meaning of each code before they use this technique because if they start to use codes without explaining them one by one, the students will not understand anything and so they might think that this technique is very difficult for them. Therefore, making the codes easy and understandable for each student is really important and necessary. 
The outcomes that were obtained also indicated that the teachers should use a variety of methods to give students feedback and to help them improve their writing skills. Especially during in-service training, they can discuss about them and share their ideas because different linguists such as Harmer (2004), Hyland and Hyland (2006) also state that giving students feedback about their work has a very significant role on their achievement. Because of this, teachers should not always give written feedback, but they should provide verbal feedback as well. For instance, after writing comments on the students’ papers, they should hold a workshop with them because according to the students, as Mahili (1994) states, holding conferences, especially one to one conferences, is beneficial, so the teachers should have conferences with students to discuss their writing performance in a collaborative way. To do this, the teachers need to arrange time because conferences take time because as Harmer (2001) states, it is really difficult to do everything in one lesson, so the teachers need to arrange their time according to the teaching topic and the students in order to create effective teaching and learning. Besides, Harmer (2004) points out that the teachers have different roles such as audience, assistant, resource, editor, and etc. in order to help the students to improve their writing skills. In addition, the teachers should always keep in mind the need to motivate and encourage the students while correcting written work or giving students feedback about their writing performance. This is also really important because as Thomas (1993) points out, most of the students have the belief that they cannot write in a foreign language. Therefore, the teachers should always try to encourage the students and help them believe that they can write (Brown, 2001).
Moreover, the effects and the benefits of using error correction codes should be explained to the teachers by organizing workshops or conferences. This is really important because most of the teachers do not prefer to use this technique and they still continue correcting all errors of their students one by one, so the students get everything ready. Therefore, most of the students do not look at their written work to learn their errors, but if teachers use codes to edit their written work, the students correct their errors with the help of these codes and re-write their written work and gradually they self-correct their mistakes. 
5.3
Recommendations for Further Research
Correction and feedback are very broad terms in language learning. Therefore, for further research using each method of correction (that Harmer (2004) points out) and feedback techniques (that are pointed out by Hyland and Hyland (2006)) could be focused on one by one. Each method contributes to students’ development in different ways, so how these methods affect the achievement level of students should be investigated in a more detailed way and during the application of each method the progress of students should be monitored. 
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APPENDICES

Appendix A

Questionnaire

Dear teacher,

I am conducting a research on English language learning. Your cooperation will be much appreciated. There is no relationship between this study and your school, only your comments upon your experience are needed. 

The completion of this questionnaire takes around 10 minutes. Any information obtained in connection with this study will be kept confidential and disposed at the end of this study.

If the participant wishes, the results of the study can be shared at the time of its completion.

Please answer all questions.

Thank you for your cooperation in advance.

Halide SÖZÜÖZ

Telephone No: 05338663045
E-mail: halide_sozuoz@yahoo.com

· Gender: 
Male  

(
Female 
(
· Age: ___________________

· How long have you been teaching English? Please mark the suitable answer.

(1-5 years



(11-15years

(6-10 years



(over 15 years

This questionnaire aims to focus on the WRITING SKILLS, so, please answer the questions considering your WRITING COURSES.

1. Please choose your own preference and put only one (() tick 
	· I give homework to students after each writing lesson.
	

	· I give homework to students three times a week.
	

	· I give homework to students twice a week.
	

	· I give homework to students once a week.
	

	· I never give homework to students. 
	


2. Please choose your own preference and put only one (() tick 
	· I provide feedback to students about their writing errors/mistakes after each writing lesson.
	

	· I find out common errors, and then I give students feedback on their common errors twice a week.
	

	· I find out common errors, and then I give students feedback on their common errors once a week.
	

	· I don’t find out common errors and do not give students feedback on their common errors.
	


3. Please use the scale and state your preference(s). Put a (( ) tick for your preference and state how often you do it.
	
	(
	
	
	Frequency Scale
	
	

	Marking policy on students’ writing
	
	Always
	Often
	Sometimes
	Rarely
	Never

	·  I do not do anything.
	
	
	
	
	
	

	· I hold one to one conference with each student.
	
	
	
	
	
	

	· I hold a workshop with the group of all students.
	
	
	
	
	
	

	· I make students correct their errors in the classroom, under my guidance.
	
	
	
	
	
	

	·  I make students correct their errors/mistakes outside the classroom, on their 

    own.
	
	
	
	
	
	

	· I make students record their errors in an error log or error frequency chart.
	
	
	
	
	
	

	· I go through students’ common errors in class.
	
	
	
	
	
	


4. Please put a (() tick for your preference(s) and state how often you use it. 
	
	(
	
	
	Frequency Scale
	
	

	Error feedback techniques?
	
	Always
	Often
	Sometimes
	Rarely
	Never

	· I highlight (underline/circle) errors and correct them.
	
	
	
	
	
	

	· I highlight (underline/circle) errors, correct them and categorize them (with    

    the help of a marking code).             
	
	
	
	
	
	

	· I highlight (underline/circle) errors, but I do not correct them.
	
	
	
	
	
	

	· I highlight (underline/circle) errors and categorize them (with the help of a 

    marking code), but I do not correct them.
	
	
	
	
	
	

	· I hint at the location of errors e.g. by putting a mark in the margin to indicate 

    an error on a specific line.
	
	
	
	
	
	

	· I hint at the location of errors and categorize them (with the help of a 

    marking code), e.g. , by writing ‘Prep.’ in the margin to indicate a  

    preposition error on a specific line.
	
	
	
	
	
	


5. Please put a (() tick of your preference(s) and state how often you do it.
	
	(
	
	
	Frequency Scale
	
	

	Error correction techniques/steps taken.
	
	Always
	Often
	Sometimes
	Rarely
	Never

	· I ask my students to correct their own mistakes. 
	
	
	
	
	
	

	· I ask my students to assess / review each other’s paper.
	
	
	
	
	
	

	· I note down errors that are common to the group for my own use.
	
	
	
	
	
	

	· I prepare a remedial work to help them to improve their writing.
	
	
	
	
	
	

	· I make final review comment (comment which is written at the end of 

   checking the paper).
	
	
	
	
	
	

	· I need to provide feedback on students’ errors in writing.
	
	
	
	
	
	

	· I alter my error feedback techniques according to the type of error.
	
	
	
	
	
	

	· I use a marking code for helping students to do self-correction on their 

   errors.
	
	
	
	
	
	

	· I make the marking codes for students easy to follow and understand.
	
	
	
	
	
	

	· I pay equal attention to all errors and mistakes of students.
	
	
	
	
	
	

	· I teach them to locate their own errors.
	
	
	
	
	
	

	· I teach them to locate and correct their own errors.
	
	
	
	
	
	

	· I teach them to learn from their own errors by doing the same or a similar 

   task.
	
	
	
	
	
	


Appendix B

Questionnaire
Gender: Male / Female
Please put a tick (() for your own preference.

Age: 
a. 17-19: ___________

         
b. 20-22: ___________

         
c. 23-25: ___________

         
d. 26-28: ___________
Department: _______________________________________________

Please use the scale and state your preference(s). Put a tick (() for your preference(s).

	
	
	
	                             Frequency Scale
	

	
	Strongly Agree
	Agree
	Neutral
	Disagree
	Strongly Disagree

	1. Writing skill is very important and beneficial for me.
	
	
	
	
	

	2. Writing in English is very difficult for me.
	
	
	
	
	

	3. I never feel quite sure of myself when I am writing in English classes.
	
	
	
	
	

	4. I feel confident when I write in English classes.
	
	
	
	
	

	5. It is easy for me to write good compositions.
	
	
	
	
	

	6. I can easily write down my ideas in English.
	
	
	
	
	

	7. I enjoy writing in English. 
	
	
	
	
	

	8. I have some difficulties to write my ideas down in English.
	
	
	
	
	

	9. I do not worry about making mistakes in writing classes.
	
	
	
	
	

	10. When my teacher says good (positive) things about my writing, I become happy and I want to write more.
	
	
	
	
	

	11. I want my teacher to help me to find my errors.
	
	
	
	
	

	12. The role of the teacher is important in writing classes.
	
	
	
	
	

	13. I cannot write well because I do not have sufficient vocabulary to express my ideas.
	
	
	
	
	

	14. I am eager to improve my writing in English.
	
	
	
	
	

	15. Doing homework is useful to improve my written work.
	
	
	
	
	

	16. Classroom activities that we have done during the lesson help me to improve my writing.
	
	
	
	
	

	17. In the classroom, I do not like writing something because this makes me get bored.
	
	
	
	
	

	18. In my mind, I always have the idea that I cannot write, so I am not productive in writing because of this belief.
	
	
	
	
	

	19. The teacher does not encourage me to write. 
	
	
	
	
	

	20. The teacher helps me to trust myself so that I can write.
	
	
	
	
	

	21. Turkish language structure affects my writing in English.
	
	
	
	
	

	22. Teachers should correct all errors in writing.
	
	
	
	
	

	23. Teachers should provide feedback on students’ errors.
	
	
	
	
	

	24. Coding errors with the help of a marking code is useful and effective.
	
	
	
	
	

	25. Writing comments about the written work of the students is not useful.
	
	
	
	
	

	26. Teachers should point out both strengths and weaknesses when they comment on the students’ papers.
	
	
	
	
	

	27. Holding one to one conference with each student is necessary. 
	
	
	
	
	

	28. Teachers should not correct all the errors.
	
	
	
	
	

	29. Using codes is a very effective technique to help the students learn to correct their errors.
	
	
	
	
	

	30. Using error codes is not a useful technique.
	
	
	
	
	

	31. I do not like finding my errors with the help of the codes.
	
	
	
	
	

	32. I do not like writing the second draft of my written work.
	
	
	
	
	

	33. The teacher’s feedback and correction help me to improve my writing.
	
	
	
	
	

	34. I cannot improve my writing if the teacher does not correct all my errors.
	
	
	
	
	


Please use the scale and state your preference(s). Put a tick (() for your preference(s).
	
	
	
	
	 Frequency Scale
	

	
	Always
	Often
	Sometimes
	Rarely
	Never

	35. I look at my written work to see and to learn my errors when I get it back. 
	
	
	
	
	

	
	Strongly Agree
	Agree
	Neutral
	Disagree
	Strongly Disagree

	36. Classroom atmosphere is an effective factor on my achievement.
	
	
	
	
	

	37. I do not show sufficient attention to my course by the end of term.
	
	
	
	
	

	38. Problems such as financial shortage, family issues, and friendship matters affect my achievement in my courses.
	
	
	
	
	

	39. Obtaining high grades in the first tests (exams) makes me confident, and therefore, I do not pay sufficient attention to other tests as I know whatever I get will be sufficient to pass.
	
	
	
	
	

	40. My teachers, in general, try to provide us with every sort of assistance, but I take as much as I need, not more.
	
	
	
	
	

	41. Misunderstanding the writing topic(s) in the exam(s) affects my achievement/grade.
	
	
	
	
	


Appendix C

Error Correction Codes

Wo: Word order
e.g. Alice likes very much skiing.

       Alice likes skiing very much.

Λ: Add a word or words

e.g. I am planning to go Λ the cinema tonight.

       I am planning to go to the cinema tonight.

Ww: Wrong word

e.g. My brother will do a party next week.

       My brother will have a party next week.

/: Leave this word out
e.g. I am interested in with what you say.

       I am interested in what you say.

T: Tense

e.g. I have visited Eiffel Tower last year.

       I visited Eiffel Tower last year.

Prep.: Preposition

e.g. We might have a picnic. It depends in the weather.

       We might have a picnic. It depends on the weather.

Wf: Word form
e.g. My sister wants to be a civil engineering.

      My sister wants to be a civil engineer.

Vf: Verb form
e.g. I am talk on the phone at the moment.

       I am talking on the phone at the moment.

((: Noun / verb agreement

e.g. She love him very much.

       She loves him very much.

Pl: Plural

e.g. My uncle has three grandchild.

       My uncle has three grandchildren.

?: Rewrite this part
e.g. I cats like but are sometimes  danger.

      I like cats, but they are sometimes dangerous.

Sp: Spelling

e.g. Deniz is very atractive.
       Deniz is very attractive.

P: Punctuation

e.g. Have you ever eaten Indian food before.
       Have you ever eaten Indian food before?

C: Capitalization

e.g. I like eating an Apple.

      I like eating an apple.








































































Figure 1: Gender of the teacher participants
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Figure 2: Experience of the participants
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Figure 3: Gender of the student participants
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