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What students ĚŽŶ͛ƚ make of feedback in higher education: an illustrative 

study 

 

Dr. Simon Green  

University of Leeds 

 

Abstract 

This paper investigates the way a postgraduate student on an MA TESOL programme at a UK 

university constructed summative and formative messages from the written feedback she received 

on her first assignment, and the extent to which those messages corresponded with marker 

intentions. The study concludes that the participant was able to construct appropriate summative 

and formative messages with regard to aspects of her written expression such as lexical choice but 

showed limited ability to construct summative or formative messages from feedback concerned with 

argument, analysis or task achievement. The study highlights the importance of shared 

understandings; of making explicit the formative messages embedded within summative feedback; 

of the need to embrace a conception of feedback as dialogue rather than monologic telling; of issues 

of power, and of the need to empower students to seek out and negotiate rather than passively 

receive feedback; and of the need to understand the production and consumption of feedback 

within a wider context of affordances and constraints. 
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Highlights 

 Formative messages must be dis-embedded from within summative messages. 

 A dialogic assessment feedback practice is needed. 

 Issues of power in assessment feedback must be made explicit and challenged 

 Feedback practices must be understood within contexts of affordance and constraint. 
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Introduction 

Over the last fifteen years written feedback in higher education has emerged as a major focus for 

critical attention ( the collections edited by Boud & Molloy, 2013b; Burke & Pieterick, 2010;  and 

Evans, 2013;  and the systematic reviews by Li & De Luca, 2014;  and Merry, Price, Carless, & Taras, 

2013; see for example Wingate, 2010). This attention reflects the growing understanding that 

feedback on performance has a critical role to play in scaffolding the emergence of situated, 

disciplinary writing expertise (Jolly & Boud, 2013; Sadler, 2013).  However, these publications, 

especially Li and De Luca (2014), and Evans (2013) do  suggest a strong concentration of research in 

specific areas.  

Chief amongst these is a diverse body of studies exploring the diversŝƚǇ ŽĨ ƚĞĂĐŚĞƌƐ͛  feedback 

practices and tĞĂĐŚĞƌƐ͛ perceptions and understandings of them (Bailey & Garner, 2010; Carless, 

Salter, Yang, & Lam, 2011; Guillen Solano, 2016; Li & Barnard, 2011; Tuck, 2012);  their impact on 

student learning (Court, 2014; Phillips & Wolcott, 2014; Wingate, 2010); the impact of institutional 

contexts on feedback practices (Bailey & Garner, 2010; Seror, 2009); and ways of enhancing the 

effectiveness of feedback through complementary measures of various kinds ( or the mediation of 

written feedback through face-to-face tutorials, Cramp, 2011;  the use of audio files alongside 

written feedback, Knauf, 2016; for example, the use of exemplars and detailed assessment criteria, 

Lipnevich, McCallen, Miles, & Smith, 2014).   

Students feature extensively in the literature on feedback in higher education, offering their 

experiences (Hounsell, McCune, Hounsell, & Litjens, 2008); their assessments of the usefulness of 

feedback practices of various kinds (Chang, 2014; Knauf, 2016); and their preferences (Bols & 

Wicklow, 2013; Zacharias, 2007). There have also been studies which look at students as active, 

purposeful and motivated  constructors of meaning and point to the dissonance between student 

interpretations of feedback and the messages their teachers intended:  Guillen Solano (2016) points 

to the disprivileged position of international students in the UK, lacking the situated, cultural 

understandings necessary to interpret feedback; Torres and Anguiano (2016), point to different 

understandings of purpose and consider the impact of feedback on student identities; and  Zhao 

(2010) highlights the fact that the uses students make of feedback rest on the constructions they 

make of its purpose and meaning.  

Such studies however represent a fraction of the work in the field, a fact highlighted by Evans (2013) 

who identifies seven areas requiring further research. Five of these, in different ways, foreground 

the role of the student as a self-regulating subject, seeking, interpreting and appropriating feedback, 

and working within feedback networks, and through dynamic interactions with feedback-givers.  

Such research would serve to further underpin contemporary notions of feedback as dialogic process 

(Boud & Molloy, 2013a; Sadler, 2013).  The present study addresses these concerns by reporting one 

element of a larger project looking at the construction of academic literacies by a group of 

international and home postgraduates on a MA TESOL course at a UK university. The paper focuses 

in detail on one of these participants and considers how she constructed summative and formative 

messages from the written feedback she received on her first (non-assessed) assignment on the 

programme, and how those messages might match those intended by the marker. The choice to 

concentrate on a single participant reflects the need to offer a granular picture in which comment 

and interpretation can be set side by side.  
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The study is illustrative of the need to see feedback as a dialogic process, to see feedback-recipients 

as active constructors of meaning both empowered and constrained by the understandings they 

bring to the process, and to understand the interaction of feedback-giver and recipient within a 

ǁŝĚĞƌ ͚ĞŶĂďůŝŶŐ ĐŽŶƚĞǆƚ͛ (Freedman, 1987) of interweaving factors.  The study lends support to 

feedback practices which offer students opportunities to negotiate feedback (Boud & Molloy, 2013a; 

Carless et al., 2011; Sadler, 2013), for example through text-based discussion (Lillis, 2006); which 

rebalance power relations by enabling students to seek rather than simply receive feedback; and 

which enable students to draw on a range of affordances within their learning context to make sense 

of and to appropriate feedback for their own purposes.  

 

Methods 

The study was guided by two questions: 

1. What summative and formative messages did the participant construct from the written 

feedback she received? 

2. How did those interpretations compare with marker intentions as understood by ͚ŝŶĨŽƌŵĞĚ 
ŝŶƐŝĚĞƌƐ͛? 

The participant, ͚LŽǀĞůǇ͛ ;Ă ƉƐĞƵĚŽŶǇŵͿ͕ an Indonesian woman in her 30s at the time of the 

research, was part of a group of eight home and international students on a MA TESOL programme, 

who had volunteered to participate in a longitudinal study investigating the construction of 

academic literacies, funded and ethically approved by a UK university.  The participants were not 

purposefully selected in any way but, fortuitously, they were representative of the wider MA TESOL 

cohort in terms of nationality (Indonesian, Japanese, Chinese, Vietnamese, British, Chilean and 

Slovenian), linguistic abilities, professional experience and academic qualifications.        

The data used for this paper relates to the early stages of this project and a collaborative academic 

literacy intervention which required the students to write a 1500-word practice assignment designed 

to afford them practice in engaging with sources and developing arguments. The assignment (see 

Appendix A) was set and marked, and the feedback written, by members of the MA TESOL team. 

HŽǁĞǀĞƌ ƚŚĞ ǁƌŝƚŝŶŐ ŽĨ ŝƚ ǁĂƐ ƐĐĂĨĨŽůĚĞĚ ďǇ ĂĐĂĚĞŵŝĐ ůŝƚĞƌĂĐǇ ƚƵƚŽƌƐ ĨƌŽŵ ƚŚĞ ƵŶŝǀĞƌƐŝƚǇ͛Ɛ LĂŶŐƵĂŐĞ 
Centre who taught a 16-hour (eight-week) in-sessional course. This course supported the writing of 

the assignment by both enacting  a writing process, beginning with  unpacking the question, and by 

providing input on relevant topics such as argumentation,  use of sources and register.   

The data came from two sources. The first was marker feedbĂĐŬ ŽŶ LŽǀĞůǇ͛Ɛ ĨŝƌƐƚ ;ŶŽŶ-assessed) 

assignment.  This feedback consisted of three elements:  Ă ŐƌŝĚ ƐŚŽǁŝŶŐ ƚŚĞ SĐŚŽŽů͛Ɛ ĂƐƐĞƐƐŵĞŶƚ 
criteria͕ ǁŝƚŚ ƚŚĞ ĐŽŵŵĞŶƚƐ ĂƉƉůŝĐĂďůĞ ƚŽ ƚŚĞ ƐƚƵĚĞŶƚƐ͛ ǁŽƌŬ ŚŝŐŚůŝŐŚƚĞĚ; a set of summary 

comments drawn from the assessment criteria but with specific application to the student͛Ɛ ƚĞǆƚ; 
and a set of marginal notes commenting on specific sections of text.  This feedback is presented in 

Appendix B.  

For coding purposes these comments were broken down into discrete feedback chunks, though care 

was taken to preserve their sequential, textual coherence. Each chunk was first assigned one of the 

categories used in the ƐĐŚŽŽů͛Ɛ ƚĂƵŐŚƚ ƉŽƐƚŐƌĂĚƵĂƚĞ assessment criteria. These were relevance, the 
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extent to which a question has been answered; analysis, the extent to which ideas have been 

understood and critiqued, and arguments constructed; support, the extent to which evidence from 

the literature or from personal enquiry has been used to support claims; structure, the extent to 

which the assignment text is organised cohesively to ensure coherence; and presentation, the extent 

to which the assignment meets word-limits, observes format conventions, follows citation and 

referencing conventions and is written in accurate, appropriate English. Each chunk was then 

categorised as either explicitly summative (affording an explicit comment on the assignment in 

question) or explicitly formative (affording an explicit suggestion/recommendation for improving 

subsequent written work). The great majority of comments were categorised as summative. The 

categorisation was then checked with two separate academics, both involved in teaching on the 

TESOL programme and in the marking of the practice assignment, who concurred fully with the 

categorisations.  

I and the two other TESOL academics then, independently, provided our own interpretations of each 

of the chunks in the following manner: where the chunks were adjudged summative, we first offered 

our paraphrase of the comment, that is to say, we gave our own individual understanding of what 

the marker had meant to convey about the assignment. We then offered, again individually, our own 

inferences as to formative messages that might legitimately be drawn from the summative 

comments. That is to say, on the basis of what the marker had said about the assignment, we tried 

to infer an appropriate message for the student for their next assignment.  Where the chunk was 

adjudged explicitly formative, we offered our paraphrases of the recommendations.  This stage also 

produced a very high level of agreement. There were differences in the level of detail but the 

substance of both paraphrases and inferences was deemed by all three of the academics to be the 

same in all but one instance.   

The second data-source was a semi-structured, text-based interview.  In this interview, Lovely was 

first presented with both the highlighted assessment grid and the summary comments, as they 

appear in Appendix B, and asked to read them through until she was satisfied she understood them 

as well as she could. The interviewer then took the discrete, categorised comments, and asked 

Lovely to give her own understanding of each one with regard to (a) a summative message i.e. a 

message about the submitted text and (b) a formative message, i.e. a point of guidance for future 

ǁƌŝƚŝŶŐ͘ TŚĞ ŝŶƚĞƌǀŝĞǁ ǁĂƐ ƌĞĐŽƌĚĞĚ ǁŝƚŚ LŽǀĞůǇ͛Ɛ ƉĞƌŵŝƐƐŝŽŶ͕ ĂŶĚ ƚƌĂŶƐĐƌŝďĞĚ͘ These interviews 

were transcribed and checked for accuracy. This data is presented in Appendix C. 

 

Findings 

This section presents the interpretation data organised according to the criteria of the assessment 

grid.  

1. Relevance 

MĂƌŬĞƌ ĐŽŵŵĞŶƚƐ ƵŶĚĞƌ ƚŚĞ ŚĞĂĚŝŶŐ ŽĨ ͚ƌĞůĞǀĂŶĐĞ͛ ǁĞƌĞ͗ 

You have addressed most of the required components of the assignment task. 

You have thought about this in great depth and include the summary of positions in the papers to an 

ĞǆƚĞŶƚ͕ ĂŶĚ ƉůĞŶƚǇ ĂďŽƵƚ ǇŽƵƌ ŽǁŶ ĐŽŶƚĞǆƚ͘ YŽƵ ĚŽŶ͛ƚ ƌĞĂůůǇ ƐĞƚ ŽƵƚ SŽǁĚĞŶ ĂŶĚ LŝƵ͛Ɛ ƉŽƐŝƚŝŽŶƐ 
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against each other very clearly however: they have a contrasting stance, and this contrast is not 

obvious in your writing.  

 

The former sets out a general assessment that the assignment has partially addressed the question. 

The second offers some detail of what has been done (some summary of the key positions advanced 

ďǇ ƚŚĞ ƚǁŽ ǁƌŝƚĞƌƐ͕ ĂŶĚ ĂŶ ŝŶĚŝĐĂƚŝŽŶ ŽĨ ƚŚĞ ƐƚƵĚĞŶƚ͛Ɛ ŽǁŶ ĐŽŶƚĞǆƚͿ ĂŶĚ ǁŚĂƚ ŚĂƐ ŶŽƚ͗ ƚŚĞ ƚǁŽ 
writers have not been presented as opposed participants in a debate. There is no indication of a 

ĨŽƌŵĂƚŝǀĞ ƉŽŝŶƚ ƌĞůĂƚŝŶŐ ƚŽ ƚŚŝƐ͘ LŽǀĞůǇ͛Ɛ ĐŽŶƐƚƌƵĐƚŝŽŶ ŽĨ ƚŚe summative points was as follows: 

TŚĞ ĨŝƌƐƚ ŽŶĞ ŝŶ ƚĞƌŵƐ ŽĨ ƌĞůĞǀĂŶĐĞ͕ ǇĞĂŚ͕ ůŝŬĞ ǁŚĂƚ I͛ǀĞ ƐĂŝĚ ďĞĨŽƌĞ͕ I ƚŚŝŶŬ ŚĞ ƚŚŝŶŬƐ ƚŚĂƚ I 
ŚĂǀĞ ĂĚĚƌĞƐƐĞĚ ƐŽŵĞ ŽĨ ƚŚĞ ƌĞƋƵŝƌĞ͙ƐŽŵĞ ŽĨ ƚŚĞ ƌĞƋƵŝƌĞĚ ĂƐƉĞĐƚƐ ƚŚĂƚ I ŚĂǀĞ ƚŽ ĚŽ ƚŽ 
address the required aspects from the practice assignment 

What he said.  I think I was not really addressing the task.  The task was not entirely 

addressing all of these that he expect me to do so.   

These two comments show an awareness of the partial nature of the task completion but little 

attention to the detail, that what was deficient in the assignment was a failure to set up a debate 

through the two protagonists. Pushed to infer a formative point from these comments, Lovely 

suggested the following: 

I think do more like present, no, I mean to criticise, maybe criticise more deeply about what 

the actually assignment asks to do, because somehow when I like first read the assignment, 

ĂŶĚ ƚŚĞŶ I ƵŶĚĞƌƐƚĂŶĚ͕ I ƵŶĚĞƌƐƚŽŽĚ ƚŚĂƚ ƚŚŝƐ͙ƚŚĂƚ ƚŚĞǇ ǁĂŶƚ ƵƐ͙ǁŚĂƚ ƚŚĞ ĂƐƐŝŐŶŵĞŶƚ ǁĂŶƚ 
us to do, but in the reality when I start to write, and I write everything, and sometimes it will 

just not in the right way.  

TŚŝƐ ƐƵŐŐĞƐƚƐ ĂǁĂƌĞŶĞƐƐ ƚŚĂƚ ǁŚĂƚ ŝƐ ĂŵŝƐƐ ŝƐ ͚ĐƌŝƚŝĐĂůŝƚǇ͕͛ ďƵƚ ƚŚĞƌĞ ŝƐ ůŝƚƚůĞ ŝŶĚŝĐĂƚŝŽŶ ŽĨ ǁŚĂƚ ƚŚĂƚ 
might mean in this case, nor how criticality might be instantiated in future writing. What it mainly 

suggests is a recognition that a task Lovely initially thought she had understood and could carry out 

turned out to be more complex and less manageable when she actually started writing.  Overall, the 

data suggest a general summative understanding of the feedback, though little understanding of the 

detail, but very little in the way of formative inference. This is in very marked contrast to the 

͚ŝŶƐŝĚĞƌƐ͛ ǁŚŽ ǁĞƌĞ ĂďůĞ ƚŽ ŽĨĨĞƌ͕ ĨŽƌ ĞǆĂŵƉůĞ͗ 

Next assignment you must ensure you do all of the things the question asks you to do and 

fully (by adopting a range of writing strategies to make sure you understand the question, its 

ĚĞŵĂŶĚƐ ĂŶĚ ŚŽǁ ƚŽ ĂĚĚƌĞƐƐ ĞĂĐŚ ŽĨ ƚŚĞŵͿ͘ ΀͙΁ YŽƵ ŶĞĞĚ ƚŽ ƐƵŵŵĂƌŝƐĞ ĂƌŐƵŵĞŶƚƐ ŵŽƌĞ 
fully. You need to show how different writers disagree about issues. 

TŚŝƐ ŝŶĚŝĐĂƚĞƐ ĂŶ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ŽĨ ŶŽƚ ŽŶůǇ ǁŚĂƚ ŶĞĞĚƐ ƚŽ ďĞ ĚŽŶĞ ;͚Ăůů ŽĨ ƚŚĞ ƚŚŝŶŐƐ ƚŚĞ ƋƵĞƐƚŝŽŶ 
ĂƐŬƐ ǇŽƵ ƚŽ ĚŽ͛ ĂŶĚ ͚ƐƵŵŵĂƌŝƐĞ ĂƌŐƵŵĞŶƚƐ ΀͙΁ ƐŚŽǁ ŚŽǁ ĚŝĨĨĞƌĞŶƚ ǁƌŝƚĞƌƐ ĚŝƐĂŐƌĞĞ͛Ϳ ďƵƚ ĂůƐŽ some 

ŝŶƐŝŐŚƚ ŝŶƚŽ ŚŽǁ ƚŽ ĚŽ ŝƚ ;͚ĂĚŽƉƚŝŶŐ ΀͙΁writing strategies to make sure you understand the question, 

its demands and how to address each of them͛Ϳ͘  

2. Analysis 

MĂƌŬĞƌ ĐŽŵŵĞŶƚƐ ƵŶĚĞƌ ƚŚĞ ŚĞĂĚŝŶŐ ŽĨ ͚ĂŶĂůǇƐŝƐ͛ ǁĞƌĞ ĂƐ ĨŽůůŽǁƐ͗ 
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There is some understanding of the main ideas with an attempt to relate ideas and experience 

(where relevant). There is criticality but limited synthesis in the discussion. 

Some criticality is evident though, and you have engaged with some central ideas on the topic.  

 

These ŝŶĚŝĐĂƚĞ ƚŚĂƚ LŽǀĞůǇ͛Ɛ ĂƐƐŝŐŶŵĞŶƚ ƐŚŽǁĞĚ ƐŽŵĞ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ŽĨ ĂŶĚ ĞŶŐĂŐĞŵĞŶƚ ǁŝƚŚ 
relevant concepts (in this case plagiarism and cultural constructions of it), some attempt to connect 

ŝĚĞĂƐ ĂŶĚ ĞǆƉĞƌŝĞŶĐĞ ;ƚŚƌŽƵŐŚ ĐŽŶƐŝĚĞƌŝŶŐ ƚŚĞ ƐƚƵĚĞŶƚ͛Ɛ ŽǁŶ IŶĚŽŶĞƐŝĂŶ context) and some 

indication of criticality and synthesis, though these are not explicitly exemplified. The comments 

ǁĞƌĞ ƐƵƉƉŽƌƚĞĚ ďǇ Ɛŝǆ ŵĂƌŐŝŶĂů ŶŽƚĞƐ͕ ĨŝǀĞ ƉŽŝŶƚŝŶŐ ƚŽ ĂŶĂůǇƚŝĐĂů ĚĞĨŝĐŝĞŶĐŝĞƐ ;͚I ĚŽŶΖƚ ƚŚŝŶŬ ƚŚĞƌĞ͛Ɛ 
anything particularly recent about půĂŐŝĂƌŝƐŵ͖͛ ͚YŽƵ ĂƌĞ ĂůŝŐŶŝŶŐ ǁŝƚŚ SŽǁĚĞŶ͛Ɛ ƉŽƐŝƚŝŽŶ ŚĞƌĞ ǁŝƚŚŽƵƚ 
ĨŝƌƐƚ ĐƌŝƚŝĐĂůůǇ ĞǆĂŵŝŶŝŶŐ ŝƚ͕ ǁŚŝĐŚ ǇŽƵ ŶĞĞĚ ƚŽ ĚŽ͖͛ ͚TŽŽ ͚ĞĂƐǇ͛ Ă ĐŽŶĐůƵƐŝŽŶ͖͛ ͚SŽǁĚĞŶ ǁĂƐ ŶŽƚ ƚĂůŬŝŶŐ 
ĂďŽƵƚ IŶĚŽŶĞƐŝĂ͕ ĂƐ ǇŽƵ ĂƌĞ͕ ƐŽ ƚŚŝƐ ŝƐ ŶŽƚ ͚ĂĐĐŽƌĚŝŶŐ ƚŽ SŽǁĚĞŶ͛Ϳ͖ ŽŶĞ ƉŽŝŶƚŝŶŐ ŽƵƚ a coherence 

ƉƌŽďůĞŵ ;͚I ĚŽŶΖƚ ƵŶĚĞƌƐƚĂŶĚ ƚŚŝƐ ĐŽŶĐůƵƐŝŽŶ͛͘Ϳ; ĂŶĚ ŽŶĞ ĐŽŵŵĞŶĚĂƚŝŽŶ ;͚TŚŝƐ ŝƐ Ă ŚŝŐŚĞƌ ƋƵĂůŝty of 

argumentation ʹ well done͛Ϳ.  

LŽǀĞůǇ ŝŶƚĞƌƉƌĞƚĞĚ ƚŚĞ ĨŝƌƐƚ ƐĞŶƚĞŶĐĞ ;͚TŚĞƌĞ ŝƐ ΀͙΁ ƌĞůĞǀĂŶƚͿ͛͘Ϳ ĂƐ ŵĞĂŶŝŶŐ͗ 

and then I actually attempt to elaboƌĂƚĞ ƐŽŵĞ͙Ĩŝůů ƐŽŵĞ ŝĚĞĂƐ ďƵƚ͙ĂŶĚ ƚŚĞŶ ƚƌǇ ƚŽ ĚĞǀĞůŽƉ 
ŵǇ ŝĚĞĂƐ ǁŝƚŚ ŵǇ ĞǆƉĞƌŝĞŶĐĞ͕ ďƵƚ ŝƚ͛Ɛ ŶŽƚ ƚŚĂƚ ŵƵĐŚ͕ ŝƚ͛Ɛ ũƵƐƚ Ă ĨĞǁ ŽĨ ƚŚĞŵ͕ ǇĞĂŚ͕ ĂŶĚ 
ƚŚĞŶ͙ƚŚĂƚ͛Ɛ ŝŶ ƚĞƌŵƐ ŽĨ ĂŶĂůǇƐŝƐ. 

SŚĞ ŝŶƚĞƌƉƌĞƚĞĚ ƚŚĞ ƐĞĐŽŶĚ ƐĞŶƚĞŶĐĞ ;͚ƚŚĞƌĞ ŝƐ ĐƌŝƚŝĐĂůŝƚǇ ΀͙΁ ĚŝƐĐƵƐƐŝŽŶ͛Ϳ ĂƐ͗ 

 ƐŽ ŝƚ͛Ɛ ũƵƐƚ ůŝŬĞ͕ I ĚŽŶ͛ƚ ƌĞĂůůǇ ůŝŬĞ ĐƌŝƚŝĐŝƐĞ͙I ĚŝĚŶ͛ƚ ƌĞĂůŝƐĞ͙I ƌĞĂůůǇ ĐƌŝƚŝĐŝƐĞ ƚŚĞ ŽƚŚĞƌ ĂƵƚŚŽƌƐ 
΀͙΁  I ǁĂƐ ĂǁĂƌĞ ĂůƐŽ ĂƐ ǁĞůů ĂďŽƵƚ ĐƌŝƚŝĐŝƐŝŶŐ ĂŶĚ͙ĐƌŝƚŝĐŝƐŝŶŐ ƚŚĞ ŽƚŚĞƌ ĂƵƚŚŽƌƐ͕ ŝƚ͛Ɛ 
ŶŽƚ͙ǇĞĂŚ͕ I ĨŽƵŶĚ ƚŚŝƐ ĚŝĨĨŝĐƵůƚ͕ ĂŶĚ ĂůƐŽ ŵĂǇďĞ I͙ŶŽƚ ŵĂǇďĞ͕ ďƵt, there was limited 

ƐǇŶƚŚĞƐŝƐ ŝŶ ŵǇ͙ SǇŶƚŚĞƐŝƐĞ ŝƐ ĨŽƌ ƉƵƚƚŝŶŐ Ăůů ŽĨ ƚŚĞ ŝĚĞĂƐ ŽĨ ƐŽŵĞ ĞǆƉĞƌƚƐ͕ ĂŶĚ ƚŚĞŶ ĐŽŵďŝŶĞ 
ǁŝƚŚ ŵŝŶĞ͕ ƚŚĂƚ͛Ɛ ůŝŬĞ ƚŚĂƚ͘  

These suggest an awareness of deficiencies in understanding or at least of the articulation 

;͚ĞůĂďŽƌĂƚŝŽŶ͛Ϳ ŽĨ ideas and some understanding of criticality and synthesis. It is notable though that 

LŽǀĞůǇ͛Ɛ ĐŽŶƐƚƌƵĐƚŝŽŶ ŽĨ ĐƌŝƚŝĐĂůŝƚǇ ĞƋƵĂƚĞƐ ŝƚ ǁŝƚŚ ͚ĐƌŝƚŝĐŝƐŵ͛͘ AƐŬĞĚ ƚŽ ĚĞĨŝŶĞ ͚ĐƌŝƚŝĐĂůŝƚǇ͛ LŽǀĞůǇ 
replied: 

Lovely  Criticality is it to do with criticise? 

Interviewer  WĞůů͕ ŝƚ͛Ɛ ĐĞƌƚĂŝŶůǇ ĐŽŶŶĞĐƚĞĚ ŝƐŶ͛ƚ ŝƚ͍   
Lovely  Criticise an argument and then tell in some extent why?  To some extent 

ǁŚǇ͘  I ĚŝƐĂŐƌĞĞ͕ ĨŽƌ ĞǆĂŵƉůĞ͕ Žƌ ǁŚǇ͙͘ 
Interviewer  OK͕ ĚŽĞƐ ŝƚ ŚĂǀĞ ƚŽ ďĞ ĚŝƐĂŐƌĞĞŝŶŐ ǁŝƚŚ ƉĞŽƉůĞ͕ ŝĨ ǇŽƵ͛ƌĞ ďĞŝŶŐ Đritical in the 

scientific sense? 

Lovely  Yeah. 

 

This strongly suggests that Lovely thought that what was wrong with her writing was that she had 

not disagreed more explicitly with her sources, an altogether partial view. The interviewer pursued 

this point in the following lines: 
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Interviewer  I ƚĞŶĚ ƚŽ ĐƌŝƚŝĐŝƐĞ ŵǇ ĚĂƵŐŚƚĞƌ͛Ɛ ĐŚŽŝĐĞ ŽĨ ĐůŽƚŚŝŶŐ ŽŶ ŽĐĐĂƐŝŽŶ͕ Žƌ ƚŚĂƚ ƐŚĞ ΀͙΁ 
ĚŽĞƐŶ͛ƚ ǁĂŶƚ ƚŽ ŐŽ ƚŽ ďĞĚ Ăƚ ƚŚĞ ĂƉƉƌŽƉƌŝĂƚĞ ƚŝŵĞ͕ ďƵƚ ŝŶ Ă ƐĐŝĞŶƚŝĨŝĐ ƐĞŶƐĞ 
ĐƌŝƚŝƋƵŝŶŐ ĚŽĞƐŶ͛ƚ ũƵƐƚ ŵĞĂŶ ƐĂǇŝŶŐ ƚŚŝŶŐƐ ĂƌĞ ŶŽƚ ŐŽŽĚ Žƌ things are bad. 

Lovely  Ok  

Interviewer  What would you understand by critiquing rather than criticising in a scientific 

sense? 

Lovely  What would I understand was critiquing ʹ ŝƚ͛Ɛ ůŝŬĞ I ĚŝƐĂŐƌĞĞ͕ ŽŶ ĂŶ ŝĚĞĂ Žƌ ƐŽŵĞ 
ideas of some authors, and then tell why I disagree, in the relevance, with the 

other relevant sources, or I can use with the other author resources, and then 

can also support ŽŶ ŵǇ ŽǁŶ ĞǆƉĞƌŝĞŶĐĞƐ͕ ďƵƚ ŝƚ͛Ɛ 

Interviewer  OK, OK, right can we just have a look in the assignment ʹ if we say take what will 

be an important one? OK͕ ǁĞůů ůĞƚ͛Ɛ ƚĂŬĞ ƚŚŝƐ ƉĂƌƚ ĂďŽƵƚ ĐƌŝƚŝĐĂůŝƚǇ ʹ can you find 

anywhere in here where you think you are being critical? 

Lovely  Critical.  (Long pause as reads through paper).  This one. 

Interviewer  Ok  

Lovely  Like the first thing I do, it͛s like I compare two arguments from this expert and 

then this one, and then after that I decide whether to follow the first author or 

the second and then explain why and add some explanations. 

Interviewer  OK͕ ƐŽ ƚŚĂƚ͛Ɛ ƚŚĞ͙Žn page three then, this bit at the top here on page 3, and at 

the very bottom of page 2, OK.  You would say the criticality there is taking 

different views, comparing them 

Lovely  Yeah  

Interviewer  and showing your own view? 

 

In the end Lovely appeared to be reaching some understanding that criticality is about more than 

disagreement but it is notable that this understanding only emerged through a process of question 

and answer that was actually extraneous to the research interview and more akin to a tutorial.  

LŽǀĞůǇ͛Ɛ ŝŶĨĞƌĞŶĐĞ ŽĨ Ă ĨŽƌŵĂƚŝǀĞ ƉŽŝŶƚ ŝƐ ĂůƐŽ ŶŽƚĂďůǇ ǀĂŐƵĞ͗ 

And then in terms of analysis, I think I will just like read more, read more, some of the 

ƐŽƵƌĐĞƐ͕ ĂŶĚ ƚŚĞŶ ƚŽ ƵŶĚĞƌƐƚĂŶĚ ďĞƚƚĞƌ ƚŚĂŶ ďĞĨŽƌĞ͕ ĂŶĚ ƚŚĞŶ ŝƚ͛Ɛ ĂůƐŽ ĂďŽƵƚ ŵǇ͙ 

Her inference is that simply reading more will resolve the problem of criticality in her writing. Again 

ƚŚŝƐ ŝƐ ŝŶ ŵĂƌŬĞĚ ĐŽŶƚƌĂƐƚ ƚŽ ƚŚĞ ͚ŝŶƐŝĚĞƌƐ͛ ǁŚŽ ƐƵŐŐĞƐƚĞĚ͗ 

 You need to show a clearer understanding of the ideas in your next assignment. [..] You 

need to critique more fully. You need to try to critique arguments i.e. to discuss and show 

the strengths and weaknesses of the arguments. 

Overall this suggests a partial understanding of the problem as it relates to her assignment but very 

little detailed, practical understanding of key summative and formative messages.   

3. Support 

The marker comment concerning support was: 

There is some use of relevant sources to support your discussion. 
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Lovely interpreted this as follows: 

ĂŶĚ ƚŚĞŶ ĨƌŽŵ ƚŚĞ ƐƵƉƉŽƌƚ͕ ǇĞĂŚ͕ I ĂůƐŽ ƉƵƚ ƐŽŵĞ ƐƵƉƉŽƌƚ͙ƌĞůĞǀĂŶƚ ƐƵƉƉŽƌƚ ŝƚ͛Ɛ ůŝŬĞ ĨƌŽŵ ƚŚĞ 
ideas from other expert to support my experience, and I put them together in my 

ĂƐƐŝŐŶŵĞŶƚ͕ ĂŶĚ ĂŐĂŝŶ ŝƚ͛Ɛ ũƵƐƚ Ă ĨĞǁ ŽĨ ƚŚĞŵ͕ ƚŚĂƚ͛Ɛ͙ŚĞ ĞǆƉĞĐƚ ŵĞ ŵĂǇďĞ ƚŽ ŐŝǀĞ ŵŽre than 

that.   

SŚĞ ŝŶƚĞƌƉƌĞƚĞĚ ƚŚĞ ƚĞƌŵ ƐƵƉƉŽƌƚ ĞǆĐůƵƐŝǀĞůǇ ŝŶ ƚĞƌŵƐ ŽĨ ŽƚŚĞƌ ǁƌŝƚĞƌƐ͛ ǁŽƌŬ ďƵƚ ĨŽƌ ƚŚĞ ƉƵƌƉŽƐĞƐ ŽĨ 
ƚŚŝƐ ĂƐƐŝŐŶŵĞŶƚ ƚŚĂƚ ǁĂƐ Ă ĨĂŝƌ ƵŶĚĞƌƐƚĂŶĚŝŶŐ͘ SŚĞ ĂůƐŽ ƉŝĐŬĞĚ ƵƉ ƚŚĂƚ ƚŚĞ ͚ƐŽŵĞ ƵƐĞ͛ ƐƵŐŐĞƐƚĞĚ ƚŚĂƚ 
the writer would have liked to see more. She did not in fact offer an explicit formative inference but 

her recognition that the marker was expecting wider reference, a suggestion noted by the insiders,  

suggests she could correctly infer a formative message. She was also able to offer an accurate 

ŝŶƚĞƌƉƌĞƚĂƚŝŽŶ ŽĨ ƚŚĞ ŬĞǇ ƚĞƌŵ ͚ƌĞůĞǀĂŶƚ ƐŽƵƌĐĞƐ͛͗ 

Interviewer  the relevant sources then, what does that mean? 

Lovely   YĞĂŚ ŝƚƐ͙ǁŚĂƚ ǇŽƵ ĐĂůů ŝƚ͕ ŝƚ͛Ɛ͙ƚŚĞ ǁŽƌĚƐ͙ƚŚĞ ƌŝŐŚƚ͕ ŶŽ͕ ǇĞĂŚ͕ ƚŚĞ ĂƉƉƌŽƉƌŝĂƚĞ 
sources that I use to support my own views, its ůŝŬĞ ƵƐĞ ŽƚŚĞƌ ŝĚĞĂƐ͙ŽƚŚĞƌ 
ĂƵƚŚŽƌƐ ĞǆƉĞƌƚ ƚŽ ƐƵƉƉŽƌƚ ŵŝŶĞ͘ Iƚ͛Ɛ ůŝŬĞ ǁŝƚŚ ƚŚĞǇ ƋƵŽƚĂƚŝŽŶ͕ ŝƐ ŝƚ͍ 

 

4. Structure 

UŶĚĞƌ ƐƚƌƵĐƚƵƌĞ͕ ƚŚĞ ŵĂƌŬĞƌ͛Ɛ ĐŽŵŵĞŶƚƐ ǁĞƌĞ ĂƐ ĨŽůůŽǁƐ͖ 

The text of your assignment has some structure and you have begun to develop the argument  

but gaps and inconsistencies make it difficult to follow your thinking. 

 

This comment was supported by three marginal notes, all commenting on lapses in textual 

ĐŽŚĞƌĞŶĐĞ ĂŶĚ ĐŽŚĞƐŝŽŶ  ;͚AƐ ĂŶ ŝŶƚƌŽĚƵĐƚŽƌǇ ƉĂƌĂŐƌĂƉŚ ƚŚŝƐ ŝƐŶ͛ƚ ďĂĚ͕ ďƵƚ ĐŽƵůĚ ďĞ ŵŽƌĞ ĐŽŶĐŝƐĞ͖͛ 
͚CŽŚĞƐŝŽŶ ďĞƚǁĞĞŶ ƚŚĞ ƚǁŽ ƉĂƌƚƐ ŽĨ ƚŚŝƐ ƐĞŶƚĞŶĐĞ ŝƐ ŶŽƚ ƐƚƌŽŶŐ ʹ you need to start a proper new 

ƉĂƌĂŐƌĂƉŚ ŚĞƌĞ͖͛ ͚SĞĞŵƐ ƌĞƉĞƚŝƚŝǀĞ ƚŽ ŵĞ͛Ϳ͘ The insiders glossed this as: 

At an overall text level there is a discernible structure (of introduction, main body, 

conclusion). You offer elements of an argument. The argument has missing steps and 

contradictions which confuse the reader.  

Their formative inference was as follows: 

Structure your text more clearly through developing a sustained step-by-step argument over 

the course of your assignment. You need to develop your arguments so there are no missing 

steps or contradictions.   

LŽǀĞůǇ͛Ɛ ŝŶƚĞƌƉƌĞƚĂƚŝŽŶ ǁĂƐ ĂƐ ĨŽůůŽǁƐ͗ 

And then ƚŚĞ ůĂƐƚ ŽŶĞ͕ ŝƚ ŶŽƚ ŚĂƐŶ͛ƚ ƚŚĞ ƐƚƌƵĐƚƵƌĞ͕ ŝŶ ƚĞƌŵƐ ŽĨ ƐƚƌƵĐƚƵƌĞ͕ ǇĞĂŚ͘  I ŵĞĂŶ ŚĞ ƐĂǁ 
ƋƵŝƚĞ͕ ŚĞ ƐĂǁ ƚŚĞ ƐƚƌƵĐƚƵƌĞ͕ ďƵƚ ŝƚ͛Ɛ ŶŽƚ ƌĞĂůůǇ ǁĞůů ŽƌŐĂŶŝƐĞĚ͘ AŶĚ ƐŽŵĞ͙ĂŶĚ ƚŚĞŶ ŚĞ ĨŽƵŶĚ 
some of the inconsistencies of my argument maybe. 
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Although lacking in detail, this shows awareness of the issue of organisation and a sense of 

ĚĞĨŝĐŝĞŶĐǇ͘ PƌĞƐƐĞĚ ŽŶ ƚŚĞ ƚĞƌŵ ͚ŐĂƉƐ ĂŶĚ ŝŶĐŽŶƐŝƐƚĞŶĐŝĞƐ͛ ƐŚĞ ƌĞƐƉŽŶĚĞĚ ǁŝƚŚ Ă ƉĂƌƚŝĂů ĂŶƐǁĞƌ 
which led into the following exchange: 

Interviewer  WŚĂƚ͛Ɛ Ă ŐĂƉ ŝŶ ƚŚĞ ĂƌŐƵŵĞŶƚ͕ Žƌ ŝŶĐŽŶƐŝƐƚency? 

Lovely  

 

 

Interviewer 

 

 

Lovely  

Interviewer 

 

Lovely  

 

 

interviewer 

Inconsistency ʹ maybe because sometimes I support one idea, and then in the 

middle I ƐƵƉƉŽƌƚ ƚŚĞ ŽƚŚĞƌ ŝĚĞĂ͕ ŵĂǇďĞ ΀͙΁YĞĂŚ I ƚŚŝŶŬ ƚŚĂƚ͛Ɛ͙ŵĂǇďĞ ƚŚĞ 
ŝŶĐŽŶƐŝƐƚĞŶĐǇ ƚŚĂƚ ŚĞ ŵĞĂŶ͕ ŝƚ͛Ɛ about support one idea and then 

Iƚ ĐŽƵůĚ ďĞ͕ I ŵĞĂŶ͕ ŝƚ ƐĂǇƐ ͚ŐĂƉƐ ĂŶĚ ŝŶĐŽŶƐŝƐƚĞŶĐŝĞƐ͕͛ I ŵĞĂŶ ŐĂƉƐ ĂƌĞ ƵƐƵĂůůǇ 
ƚŚŝŶŐƐ ǁŚĞƌĞ ƚŚĞƌĞ͛Ɛ ĂŶ ĂƌŐƵŵĞŶƚ͕ ďƵƚ ƐŽŵĞŚŽǁ ƚŚĞƌĞ ĂƌĞ ƐƚĞƉƐ ƚŚĂƚ ĂƌĞ ŵŝƐƐŝŶŐ 
in the argument. 

Ah yeah 

AŶĚ ƐŽ ǇŽƵ ĚŽŶ͛ƚ ƋƵŝƚĞ ŬŶŽǁ ŚŽǁ ǇŽƵ ŐĞƚ from here to here, because some of 

ƚŚŽƐĞ ƐƚĞƉƐ ĂƌĞ ŵŝƐƐŝŶŐ͕ ďƵƚ ƚŚĂƚ͛Ɛ ŶŽƌŵĂůůǇ ǁŚĂƚ ŝƚ ŵĞĂŶƐ ĂŶǇǁĂǇ͘ 
Oh yeah, I remember when one of his comments is about I outlined one of 

ĂƵƚŚŽƌ͛Ɛ ĂƌŐƵŵĞŶƚ ďƵƚ I ĚŝĚŶ͛ƚ ĨŝƌƐƚ ĐƌŝƚŝĐĂůůǇ͙ĐƌŝƚŝĐŝƐĞ ŚŝƐ ŝĚĞĂ ĨŝƌƐƚ͕ I ĚŽŶ͛ƚ know 

if this mean the gap? 

Iƚ ĐŽƵůĚ ďĞ͕ ŝƚ ĐĞƌƚĂŝŶůǇ ĐŽƵůĚ ďĞ͘  Iƚ ĐŽƵůĚ ďĞ ƚŚĂƚ ǇŽƵ ĂƌŐƵĞ Ă ƉŽŝŶƚ ďƵƚ ǇŽƵ ĚŽŶ͛ƚ 
say why you argue a point, and that would be a gap ďĞĐĂƵƐĞ ƚŚĞƌĞ͛Ɛ ŶŽ ƐƵƉƉŽƌƚ͘  
   

Again this showed Lovely negotiating an understanding through dialogue in a manner akin to a 

tutorial rather than a research interview.  

5. Presentation 

TŚĞ ŵĂƌŬĞƌ͛Ɛ ĐŽŵŵĞŶƚƐ ŽŶ ƉƌĞƐĞŶƚĂƚŝŽŶ ǁĞƌĞ ĂƐ ĨŽůůŽǁƐ͗ 

You have observed most of the presentation conventions, but language errors seriously affect 

comprehensibility. 

Your writing is often inaccurate, and you must work to address this. I have made corrections to 

surface accuracy (articles; verb agreements etc) and have suggested re-phrasing where possible. I 

have also indicated where your written expression remains unclear to me. I suggest you work with 

the Language Centre colleagues to address these issues, and pay particular attention to these in 

your assessed work.  

 

These general comments were supported by no less than 39 marginal notes, the majority of which 

ŝŶĚŝĐĂƚĞ ĚŝĨĨŝĐƵůƚŝĞƐ ŝŶ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ;͛ƵŶĐůĞĂƌ͖͛ ͚ǀĂŐƵĞ͛Ϳ͕ ƐŽŵĞ ůĂƉƐĞƐ ŝŶ ƌĞŐŝƐƚĞƌ ;͚Inappropriately 

informal͖͛ ͚Not precise or in appropriate stylĞ͛Ϳ ĂŶĚ ƐŽŵĞ ůĂƉƐĞƐ ŝŶ ǁŽƌĚ-ĐŚŽŝĐĞ ;͚ǁƌŽŶŐ ǁŽƌĚ͗ 
ƚĞŶĚĞŶĐŝĞƐ͍͛Ϳ͘  

Lovely showed a clear understanding of these comments: 

And then when I saw the feedback, there are some words that he feels is unclear, like the 

use of reference in terms of accuracy, and then honestly I always do that, I mean, in practice, 

ƉƌĞƐĞŶƚĂƚŝŽŶ͕ ŝƚ͛Ɛ ĂďŽƵƚ͙ƌĞĂůůǇ ĂďŽƵƚ ƚŚĞ ůĂŶŐƵĂŐes and word-ĐŚŽŝĐĞ ǀŽĐĂďƵůĂƌǇ ΀͙΁I mean, 

ĨŽƌ ƚŚĞ ůĂŶŐƵĂŐĞ ŵĂǇďĞ I ŬŶŽǁ ƚŚĂƚ ǁŚĞŶ I ƌĞĂĚ ĂŐĂŝŶ I ŬŶŽǁ ŝƚ͛Ɛ͙ƚŚĂƚ ŝƚ ǁĂƐ ŝŶĐŽƌƌĞĐƚ͕ ďƵƚ 
ŵĂǇďĞ ďĞĐĂƵƐĞ I ĚŝĚŶ͛ƚ ƌeally check.  So, and then the other difficulties is about the 

vocabulary, the languages.  I sometimes integrate the words, the words that I can use for 

ŵǇ͕ ǇĞĂŚ͕ ĨŽƌ ŵǇ ĂƐƐŝŐŶŵĞŶƚ͘ I ƚŚŝŶŬ ŝƚƐ͙I ƚŚŝŶŬ ŝƚƐ ŐŽŽĚ ǀŽĐĂďƵůĂƌǇ͕ I ŵĞĂŶ ƚŚĞ ŚŝŐŚ͕ ŶŽƚ 
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high, but acĂĚĞŵŝĐ ǁŽƌĚƐ͕ ĂĐĂĚĞŵŝĐ ǀŽĐĂďƵůĂƌǇ ƚŽ ƵƐĞ͕ ďƵƚ ŵĞ͕ ďƵƚ I ĚŝĚŶ͛ƚ ƌĞĂůůǇ͙ŝƚ͛Ɛ 
ŝŶĂƉƉƌŽƉƌŝĂƚĞ ƚŽ ƵƐĞ ŝŶ ƚŚĂƚ ĐŽŶƚĞǆƚ͕ ƚŚĂƚ͛Ɛ ǁŚĂƚ ŝƚ ŝƐ͕ ƚŚĂƚ͛Ɛ ǁŚǇ ŝƚƐ͙I ŚĂǀĞ ƌĞĂůůǇ ůŽǁ ƐĐŽƌĞ 
for that presentation. 

She was also aware of the gravity of the errors and the way they obstructed comprehensibility: 

I ŚĂǀĞ ƐŽ ŵĂŶǇ ƵŶĐůĞĂƌ͘ I ŵĞĂŶ ŚĞ ŵĂƌŬ ƵŶĐůĞĂƌ͕ ƵŶĐůĞĂƌ  ΀͙΁ VĂŐƵĞ͕ ǀĂŐƵĞ ŵĞĂŶŝŶŐ ΀͙΁ 
ĞƐƉĞĐŝĂůůǇ ŝƚ͛Ɛ ĂďŽƵƚ ƚŚĞ ƌĞĨĞƌĞŶĐĞ͕ ƐŽŵĞƚŝŵĞƐ ŚĞ ĨŽƵŶĚ ŝƚ͛Ɛ ƌĞĂůůǇ ƵŶĐůĞĂƌ͕ ůŝŬĞ ƚŚŝƐ - what 

mean by this ʹ what do you mean by they, anĚ I ŵĞĂŶ ŝ͙ŵĂǇďĞ ďĞĐĂƵƐĞ ŝŶ ƉĞƌƐƉĞĐƚŝǀĞ ŽĨ 
the writer, I understand which one they, but as tŚĞ ƌĞĂĚĞƌ ŚĞ ĐŽƵůĚŶ͛ƚ ĨŽůůŽǁ 

In contrast to the other comments under the other criteria Lovely had much to say about the 

reasons for the lapses and what she could do in future to avoid making them.  

The first one in terms of like presentation, the one about my language that I did my language 

errors, and it consider like simple thing, like verb, no, subject verb agreement, say that I 

really have to be really careful when I write that, so I like to check and recheck before.  And 

ƚŚĞŶ ǇĞĂŚ͕ ĂŶĚ ŝƚ͛Ɛ ĂďŽƵƚ ĂƐ ǁĞůů͕ ŝƚ͛Ɛ ŝŶ ƚĞƌŵ ŽĨ͙Ɛƚŝůů ŝŶ ƉƌĞƐĞŶƚĂƚŝŽŶ ĂƐ ǁĞůů͕ ŝƚ͛Ɛ ĂďŽƵƚ ŵǇ 
ĚŝĐƚŝŽŶ͕ ŝƚ͛Ɛ ůŝŬĞ ƚŽ ĐŚŽŽƐĞ ƚŚĞ ĂƉƉƌŽƉƌŝĂƚĞ ǁŽƌĚƐ͘  I ǁŝůů ŶŽƚ ůŝŬĞ ƚƌǇ ƚŽ ĨŝŶĚ͕ I ŵĞĂŶ͕ ǁŚĂƚ͛Ɛ ŝt 
called, what they call the high level of vocabulary, but I will just use my, that I mean, I am 

ƐƵƌĞ ƚŚĂƚ ŝƚ͛Ɛ ƌŝŐŚƚ ŝŶ ŚŽǁ ŝƚ ŝƐ ƵƐĞĚ ŝŶ ƚŚĞ ƐĞŶƚĞŶĐĞ͕ I ŵĞĂŶ I ǁŝůů ŶŽƚ ƚƌǇ ƚŽ ƚƌĂƉ ŵǇƐĞůĨ ĂŐĂŝŶ͘  

This last comment refers back to something Lovely mentioned in an earlier interview in which she 

ƐĂŝĚ ƚŚĂƚ ƐŚĞ ĐŽŶƐĐŝŽƵƐůǇ ƐŽƵŐŚƚ ŽƵƚ ͚ĂĐĂĚĞŵŝĐ ǀŽĐĂďƵůĂƌǇ͛ ŝŶ ƚŚĞ ƚĞǆƚƐ ƐŚĞ ƌĞĂĚ ĂŶĚ ƚƌŝĞĚ ƚŽ ĚĞƉůŽǇ 
them. The experience of this assignment showed that that strategy was ill-advised unless she was 

absolutely sure of the meanings of the terms, hence her decision to stick with simpler words, but 

ones of which she was sure.  

 

Discussion 

The overall picture of comprehension of feedback illustrated in this study is far from reassuring. 

Although the participant demonstrated a general understanding of the summative comments on the 

focus of her essay (relevance), her understanding and engagement with ideas (analysis), her use of 

sources (support), her organisation of her text and argument (structure) and the quality of her 

expression and observance of academic convention (presentation), only in the last does she display a 

ĐŽŶǀŝŶĐŝŶŐ ĂŶĚ ĚĞƚĂŝůĞĚ ƵŶĚĞƌƐƚĂŶĚŝŶŐ͘ IŶ ŽƚŚĞƌ ĂƌĞĂƐ͕ ĞƐƉĞĐŝĂůůǇ ͚ĂŶĂůǇƐŝƐ͕͛ ŚĞƌ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ŽĨ 
what is deficient is partial at best, as shown clearly by the misapprehension she displays concerning 

the nature of criticality in writing. These limitations of understanding are accentuated sharply when 

we consider her inferences of formative messages. She appears to have a fairly clear understanding 

of the need for wider reading, and has some concrete strategies in mind for tackling the linguistic 

problems pointed out by the marker, but beyond that she appears to have only a vague sense of 

how to improve her writing.  

This is worrying because the feedback Lovely received was not reflective of a careless, tokenistic 

practice. The marker made careful reference to standardised assessment criteria (Bloxham, 2013), 

fleshed these out with summative comments specific to the assignment and exemplified the points 
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through copious marginal notes all the way through the assignment (Burke & Pieterick, 2010), and 

did so in the context of an exercise that was purposely designed to foster understandings of the 

situated literacy practices of the school and discipline (Green, 2016). It exemplified many of the 

qualities students are said to value in feedback (Bols & Wicklow, 2013). The marker did so, we may 

assume, in the expectation that the feedback would afford Lovely insight into standards for quality 

writing in the discipline, and/or foster the ability to apply those standards to examples of written 

work, and/or help Lovely develop a strategic repertoire for writing, and so scaffold the emergence of 

expertise and self-regulation (Carless et al., 2011; Sadler, 2013). Regrettably, the data collected in 

this study provide little evidence that Lovely gained any specific insight into standards, or developed 

the ability to evaluate her own work, or learnt new strategies for improving her work. As a 

contribution to emergent writing expertise, the feedback appears to have been of quite limited 

value.  

This feedback event, and its apparent relative failure, illustrate a number of critical issues to do with 

the conceptualisation and enactment of assessment feedback, and speak to many of the research 

concerns identified by Evans (2013).   

The first issue, and one that is fundamental to all the others, is that, as with every other act of 

communication, feedback events depend on shared understandings. For feedback on an academic 

assignment to be interpreted by the recipient in at least roughly the way the assessor intended, both 

persons must share a set of cognitive-rhetorical schemata about quality academic writing, about the 

assignment task at hand, and about the purpose and scope of feedback (Boud & Molloy, 2013a; Jolly 

& Boud, 2013; Sadler, 2013).  Iƚ ŝƐ ŶŽƚĂďůĞ ƚŚĂƚ ƚŚĞ ƚŚƌĞĞ ͚ŝŶƐŝĚĞƌƐ͛ ǁŚŽ ŽĨĨĞƌĞĚ ƐƵŵŵĂƚŝǀĞ ĂŶĚ 
formative interpretations of the feedback agreed with each other in every respect. They did so 

because they shared understandings accumulated over time and through shared professional 

experience, of the assessment criteria, the nature of the assignment, and of the intention of the 

feedback.  Lovely, however, was not in their position: her construction of summative and formative 

messages from the feedback was mediated (Evans, 2013) by the assumptions and understandings 

she had brought with her from her university in Indonesia, what she had gleaned from induction 

briefings, and some ideas picked up on the academic literacy programme of which the practice 

assignment formed the culmination.  WhĂƚ ĐŚĂƌĂĐƚĞƌŝƐĞĚ LŽǀĞůǇ͛Ɛ ƉŽƐŝƚŝŽŶ ĂƐ ĂŶ ŝŶterpreter and 

appropriator of feedback was an inversion of SĂĚůĞƌ͛Ɛ (2013) notion of writing expertise: her lack of 

insight into standards, inability to judge her own work and lack of a strategic writing repertoire. That 

this will be the case for the great majority of students, as novice writers, is obvious: those most in 

need of feedback on their work will also be those least equipped to interpret and appropriate it.  

A number of things follow from this. The first concerns the nature of the feedback. The 

ŽǀĞƌǁŚĞůŵŝŶŐ ďƵůŬ ŽĨ ƚŚĞ ĐŽŵŵĞŶƚƐ ŽŶ LŽǀĞůǇ͛Ɛ ĞƐƐĂǇ ǁĞƌe summative, rather than formative. They 

were designed to explain how the assignment had been assessed against a set of standardised 

criteria, and this meant Lovely had to infer how she was supposed to improve her writing in 

subsequent assignments. As the data show Lovely found this very difficult: while she was able to 

offer a vague interpretation of the summative messages she was largely unable to construct 

appropriate formative messages from the feedback. It is possible that if some of these comments 

had been systematically reformulated as formative messages, with appropriate procedural detail, 

Lovely might have had a better chance of understanding what she needed to do  (Burke & Pieterick, 
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2010). Clearly, the tendency to embed formative messages in summative messages adds a wholly 

unnecessary layer of obscurity to feedback. 

However, the study also suggests thĞ ůŝŵŝƚƐ ŽĨ ĂƉƉƌŽĂĐŚĞƐ ƚŽ ĨĞĞĚďĂĐŬ ďĂƐĞĚ ŽŶ ŵŽŶŽůŽŐŝĐ ͚ƚĞůůŝŶŐ͕͛ 
however carefully comments are worded and exemplified. LŽǀĞůǇ͛Ɛ ĐĂƐĞ ŽĨĨĞƌƐ ǀĞƌǇ ĐůĞĂƌ ƐƵƉƉŽƌƚ ĨŽƌ 
the need to move away from thinking about feedback as product, towards thinking about feedback 

as a dialogic, communicative interaction (Boud & Molloy, 2013a; Sadler, 2013). Lovely received well-

intentioned, conscientiously-written, detailed feedback made as transparent as the marker was able 

to achieve but was still unable from the comments alone to construct clear summative or formative 

messages. As is shown by the interview data quoted above in which Lovely and the interviewer 

ŶĞŐŽƚŝĂƚĞĚ ƚŚĞ ŵĞĂŶŝŶŐ ŽĨ ƚŚĞ ƚĞƌŵ ͚ĐƌŝƚŝĐĂůŝƚǇ͕͛ ŝt was actually only through this oral interaction that 

Lovely was able to begin to construct more appropriate interpretations of some of the comments. 

This clearly shows a need to go beyond the notion of feedback as a one-way, one-off transmission: if 

feedback is to be constructed in appropriate summative and formative ways, students need to be 

able to negotiate the meaning of comments, ask questions and so to reconstruct the feedback in 

their own terms. One way of doing this is through face-to-face interaction in tutorials (Cramp, 2011), 

in which feedback can be interpreted and the implications adduced, or through the kinds of 

͚ĐŽůůĂďŽƌĂƚŝǀĞ͛ ĂŶĚ ͚ƚĂůŬďĂĐŬ͛ ĚŝĂůŽŐƵĞƐ Lillis (2006) advocates, which ŵŽǀĞ ďĞǇŽŶĚ ͚ƚƵƚŽƌ-ĚŝƌĞĐƚŝǀĞ͛ 
talk to afford students a space in which to critique the institutional conventions and practices 

underlying feedback.  

The ŶŽƚŝŽŶ ŽĨ ĚŝĂůŽŐƵĞ͕ ĞƐƉĞĐŝĂůůǇ ƚŚĞ ŵŽǀĞ ĨƌŽŵ ͚ƚƵƚŽƌ-ĚŝƌĞĐƚŝǀĞ͛ ƚŽ ͚ƚĂůŬďĂĐŬ͛ ĚŝĂůŽŐƵĞ ĨŽƌĞŐƌŽƵŶĚƐ 
the issue of power (Gaventa, 2003), something that has hitherto remained implicit. What is notable 

about the study, when considered with regard to power, is how at each stage of the process Lovely 

was positioned as an object, someone to whom things were done, not as a subject. She had no 

choice over participation in the academic literacy programme leading up to the writing of the 

assignment, no choice of the focus or nature of the assignment, no say in the time-frames leading to 

submission, no say in the criteria against which her assignment would be marked, no say in the kind 

of feedback she would receive, and finally, having received her feedback, she was afforded no 

ŽƉƉŽƌƚƵŶŝƚǇ ĨŽƌ ŶĞŐŽƚŝĂƚŝŽŶ Žƌ ͚ƚĂůŬďĂĐŬ͛  ŽƚŚĞƌ ƚŚĂŶ ƚŚĞ ĞŶƚŝƌĞůǇ ŝŶĐŝĚĞŶƚĂů ƌĞƐĞĂƌĐŚ ŝŶƚĞƌǀŝĞǁƐ 
conducted for this paper. The feedback was not something therefore ƚŚĂƚ LŽǀĞůǇ ͚ƐŽƵŐŚƚ͛ ĂŶĚ ŝƚ ǁĂƐ 
not something she expected to be able to negotiate. This all suggests a suppression of agency and 

considered from a socio-cultural perspective and with regard to the role of feedback in fostering 

emergent self-regulation (Paul, Gilbert, & Remedios, 2013), deeply problematic. It is difficult to see 

how self-regulation can really be fostered unless students are engaged much more fully as 

collaborators, as co-decision-makers, and so invested with greater power in the writing-assessment-

feedback process.  This speaks to the need to see and enact feedback as a process that is both 

dialogic and empowering: students need to see themselves as feedback-seekers and to see their 

need to negotiate meaning though dialogue as a legitimate and necessary educational practice, one 

that a university should strive to foster.  

The notion of power ĂƐ ĂŶ ŽǀĞƌĂƌĐŚŝŶŐ ƚŚĞŵĞ ŝŶ ƚŚĞ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ŽĨ ͚ƚŚĞ ĨĞĞĚďĂĐŬ ůĂŶĚƐĐĂƉĞ͛  
ĂůŽŶŐ ǁŝƚŚ ͚ĂǁĂƌĞŶĞƐƐ͕͛ ͚ĐŽŵŵƵŶŝƚǇ͕͛ ͚ƚŽŽůƐ ĂŶĚ ͚ƉƌŽĐĞƐƐ͛ (Evans, 2013: 97) points to the need to 

understand the experience of interpreting feedback in a wider context of affordances and 

constraints, a layered institutional context of actors (lecturers, administrators, students), academic 

and administrative structures and systems, technological resources and tools and organisations of 
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time and space.  AƐ LŽǀĞůǇ͛Ɛ ĐĂƐĞ ƐŚŽǁƐ͕ ƐƚƵĚĞŶƚƐ͛ ƐƚƌƵŐŐůĞƐ ƚŽ ĐŽŶƐƚƌƵĐƚ ŵĞƐƐĂŐĞƐ ĨƌŽŵ ƚŚĞŝƌ 
feedback can only be understood by an uncovering of, for example, the way assignment tasks relate 

to teaching programmes; the way preparation for assignments is interwoven in the teaching; the 

attention paid to explaining and demonstrating assessment criteria; the access students have to 

exemplars and the facilitation of their interactions with these; the opportunities students have to 

negotiate their understandings of the assignment as a set of cognitive-rhetorical problems (Green, 

2013); guidance about writing standards provided by induction programmes, briefings, handbooks 

and so forth.  

 

Conclusions 

The study reported here is very small-scale but I believe it serves to illustrate the difficulties novice 

writers  in higher education have with interpreting and appropriating even carefully constructed 

assessment feedback, and it points to a number of theoretical and practical issues within the field.  

Firstly it places the student as a subject at the heart of the feedback process: it is the student who 

makes sense of feedback and gives it value and purpose.  This must be one direction for future 

research into assessment feedback: if we are to assess the utility of feedback practices we need to 

know how students interpret feedback and what they then do or do not do with it, and why.  It also 

means that institutional feedback practices need to be enacted in such a way that assessors take 

into account not just what they wish to say about a submitted piece of work but also how the 

recipient of the feedback will interpret what they say and how the student might be supported in 

constructing appropriate summative and formative messages.  

This refocusing of attention on the student as interpreter of feedback leads to the second concern 

arising from the study:  the need for models of feedback, which are both dialogic and situated. 

Feedback should be understood as both a communicative process in which assessor and student 

writer negotiate meaning through multi-modal exchanges, and as a process embedded in specific 

teaching and learning contexts and so forming part of specific institutional configurations of 

affordances.   It follows that institutional feedback practices should  be  constructed so as to 

facilitate dialogue and negotiation of meaning, through post-feedback tutorials for example, and 

that thought be given to the ways different affordances such as assignment briefings, discussions of 

assessment criteria, discussions of sample work, discussions of examples of feedback might all work 

together to prepare students to seek, interpret and negotiate feedback, construct appropriate 

summative and formative messages, and so learn about standards, acquire the capacity to judge 

their own work, and develop a repertoire of writing strategies.  

Finally, the study foregrounds the issue of power and the effects of institutional power relations on 

student education. Feedback practices are one of many ways through which higher education 

institutions may empower or disempower their students, and they represent a site of potential 

contest.  If the effects of power can be made explicit, and feedback practices understood as 

expressions of institutional power relations, it becomes possible for both institutions and their 

students to begin to consider ways in which empowerment and so self-regulation may be fostered. 
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Appendix A: Practice assignment 

Discuss a current controversy in the field of TESOL, the causes and prevention of plagiarism, taking 

into account the academic debate and your own experience as a teacher/learner, and giving your 

own views. In your discussion you should refer to the articles indicated below and two other sources 

you identify for yourself.  

 Sowden, C. (2005a) Plagiarism and the culture of multilingual students in higher education 

abroad. ELT Journal, 59(3), 226-233. 

 Liu, D. (2005) Plagiarism in ESOL students: is cultural conditioning truly the major culprit? ELT 

Journal, 59(3), 234-241. 

 Sowden, C. (2005b) Reply to Dilin Liu. ELT Journal, 59(3), 242-3. 

Word length: 1500 words +/- 10%, excluding appendices and references. 
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Appendix B: Marker feedback 

B.1 Summary comments and marginal notes 

You have thought about this in great depth and include the summary of positions in the papers to an extent, and plenty about your own 

ĐŽŶƚĞǆƚ͘ YŽƵ ĚŽŶ͛ƚ ƌĞĂůůǇ ƐĞƚ ŽƵƚ SŽǁĚĞŶ ĂŶĚ LŝƵ͛Ɛ ƉŽƐŝƚŝŽŶƐ ĂŐĂŝŶƐƚ ĞĂĐŚ ŽƚŚĞƌ ǀĞƌǇ ĐůĞĂƌůǇ ŚŽǁĞǀĞƌ͗ ƚŚĞǇ ŚĂǀĞ Ă ĐŽŶƚƌĂƐƚŝŶŐ stance, 

and this contrast is not obvious in your writing. Some criticality is evident though, and you have engaged with some central ideas on the 

topic.  

 

Your writing is often inaccurate, and you must work to address this. I have made corrections to surface accuracy (articles; verb 

agreements etc) and have suggested re-phrasing where possible. I have also indicated where your written expression remains unclear 

to me. I suggest you work with the Language Centre colleagues to address these issues, and pay particular attention to these in your 

assessed work.  

 

This work would receive a mark of around 45 if presented for assessment (see attached assessment criteria) 

 
Relevance  

Analysis 1. I ĚŽŶΖƚ ƚŚŝŶŬ ƚŚĞƌĞ͛Ɛ ĂŶǇƚŚŝŶŐ ƉĂƌƚŝĐƵůĂƌůǇ ƌĞĐĞŶƚ ĂďŽƵƚ ƉůĂŐŝĂƌŝƐŵ 

2. YŽƵ ĂƌĞ ĂůŝŐŶŝŶŐ ǁŝƚŚ SŽǁĚĞŶ͛Ɛ ƉŽƐŝƚŝŽŶ ŚĞƌĞ ǁŝƚŚŽƵƚ ĨŝƌƐƚ ĐƌŝƚŝĐĂůůǇ ĞǆĂŵŝŶŝŶŐ ŝƚ͕ which you need to do. 

3. TŽŽ ͚ĞĂƐǇ͛ Ă ĐŽŶĐůƵƐŝŽŶ͘ 
4. SŽǁĚĞŶ ǁĂƐ ŶŽƚ ƚĂůŬŝŶŐ ĂďŽƵƚ IŶĚŽŶĞƐŝĂ͕ ĂƐ ǇŽƵ ĂƌĞ͕ ƐŽ ƚŚŝƐ ŝƐ ŶŽƚ ͚ĂĐĐŽƌĚŝŶŐ ƚŽ SŽǁĚĞŶ͛͘ 
5. I don't understand this conclusion. 

6. This is a higher quality of argumentation ʹ well done. 

Support  

Structure  7. As an ŝŶƚƌŽĚƵĐƚŽƌǇ ƉĂƌĂŐƌĂƉŚ ƚŚŝƐ ŝƐŶ͛ƚ ďĂĚ͕ ďƵƚ ĐŽƵůĚ ďĞ ŵŽƌĞ ĐŽŶĐŝƐĞ͘ 
8. Cohesion between the two parts of this sentence is not strong ʹ you need to start a proper new paragraph 

here. 

9. Seems repetitive to me 

Presentation  10. WŚĂƚ ŝƐ ͚ƚŚŝƐ͍͛ AŶĚ ƚŚĞ ŝĚĞĂ ŽĨ ƐŽŵĞƚŚŝŶŐ ďĞŝŶŐ ͚ĐŽŵƉůĞƚĞůǇ ƚƌƵĞ͛ ŝƐ ƉƌŽďůĞŵĂƚŝĐ͘ AǀŽŝĚ ŽǀĞƌƐƚĂƚŝŶŐ ǇŽƵƌ 
position using language like this. 

11. Wrong word 

12. This is rather vague. 

13. The sentiment is correct but the wording is rather vague 

14. This is unclear to me, and needs rephrasing precisely. 

15. OK ʹ by whom? Liu? Be specific. 

16. WŚǇ ͚ƚŚĞƌĞĨŽƌĞ͍͛ 

17. Unclear to me. 

18. Tend to plagiarize? 

19. Unclear 

20. What is the referent? Exam-based learning? 

21. Wrong word. Argues would be better. 

22. I understand this, but it needs rephrasing for precision and clarity 

23. Not the place for belief! Arguesࢱ Maintainsࢱ would be better 

24. Not precise or in appropriate style. 

25. Even more than whatࢱ 

26. Referent ʹ cultural background? 

27. WŚŽ ĂƌĞ ͚ƚŚĞǇ͍͛ 

28. This type of emphasis is not necessary 

29. Unclear 

30. Wrong word. Tendencies? 

31. Wrong word 

32. Good to include this block quote. It is a direct quote so you need to include a page number with the citation 

33. This type of emphasis is not necessary ʹ ŝƚ͛Ɛ ƚŽŽ ƐƚƌŽŶŐ ͘ 
34. Unclear 

35. a very well-expressed sentence. 

36. Inappropriately informal 

37. Ditto: Inappropriately informal 

38. unclear. Who are ͚ƚŚĞǇ͍͛ 

39. wrong word 

40. unclear 

41. unclear 

42. unclear 

43. Inappropriately informal and vague 

44. Unclear meaning 

45. Unclear 

46. Unclear what you mean here 

47. wrong phrase. Cultural difference? 

48. good accurate referencing here. 
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B.2 Assessment grid 

 

 

 

 

 

 

 

 

 

 

  

Level 5 20 - 39 40 ʹ 49 50 -59  

Relevance 

Have you addressed the 

assignment task? 

You have not addressed the 

assignment task.  

You have addressed some of the 

required components of the 

assignment task.  

You have addressed most of the 

required components of the 

assignment task.  

Analysis 

Have you shown that you 

can evaluate critique and 

synthesise ideas? 

This is largely descriptive, with 

little evidence of understanding 

of the basic ideas, and without 

discussion or critical analysis.  

There is some understanding of 

the main ideas with an attempt to 

relate ideas and experience 

(where relevant).  

The assignment is mainly 

descriptive with limited 

discussion. 

There is a clear understanding of 

the main ideas linked with your 

own views and experience. 

There is criticality but limited 

synthesis in the discussion. 

Support 

Have you shown you have 

used a range of appropriate 

sources (including 

experience where relevant)? 

There is little or no evidence of 

reading in the area to support 

your discussion.  

There is limited reading in the 

area and the sources are too few 

or insufficiently relevant to 

support your discussion  

There is some use of relevant 

sources to support your 

discussion.  

Structure 

Is your assignment and the 

development of your 

argument clearly structured? 

The text does not have a clear 

structure and it is hard to see 

how the argument develops.  

The text of your assignment has 

some structure and you have 

begun to develop the argument 

but gaps and inconsistencies 

make it difficult to follow your 

thinking  

Your assignment has a clear 

structure and the development of 

the argument is sufficiently 

sustained but there are still 

specific gaps and inconsistencies.  

Presentation 

Have you followed the 

conventions related to 

length, layout, language use 

and referencing? 

You have not observed the 

presentation conventions and 

language errors seriously affect 

comprehensibility.  

You have observed some of the 

presentation conventions, 

language errors occasionally 

affect comprehensibility.  

You have observed most of the 

presentation conventions, there 

are some language errors but 

these do not affect 

comprehensibility.  
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AƉƉĞŶĚŝǆ C͗ IŶƐŝĚĞƌ ŝŶƚĞƌƉƌĞƚĂƚŝŽŶƐ ǀĞƌƐƵƐ LŽǀĞůǇ͛Ɛ ŝŶƚĞƌƉƌĞƚĂƚŝŽŶƐ 

 

C.1 Assessment grid sample: Analysis criterion 

 

Comment Insider understanding LŽǀĞůǇ͛Ɛ understanding 

Summative  Formative  Summative  Formative  

There is some 

understanding of the 

main ideas with an 

attempt to relate ideas 

and experience (where 

relevant). 

You have thought about 

ideas to do with 

plagiarism and you have 

tried to connect your 

understanding with 

your own experience. 

You need to show a 

clearer understanding 

of the ideas in your next 

assignment. 

and then I actually 

attempt to elaborate 

ƐŽŵĞ͙Ĩŝůů ƐŽŵĞ ŝĚĞĂƐ 
ďƵƚ͙ĂŶĚ ƚŚĞŶ ƚƌǇ ƚŽ 
develop my ideas with 

ŵǇ ĞǆƉĞƌŝĞŶĐĞ͕ ďƵƚ ŝƚ͛Ɛ 
not ƚŚĂƚ ŵƵĐŚ͕ ŝƚ͛Ɛ ũƵƐƚ Ă 
few of them, yeah, and 

ƚŚĞŶ͙ƚŚĂƚ͛Ɛ ŝŶ ƚĞƌŵƐ ŽĨ 
analysis 

And then in terms of 

analysis, I think I will 

just like read more, 

read more, some of the 

sources, and then to 

understand better than 

ďĞĨŽƌĞ͕ ĂŶĚ ƚŚĞŶ ŝƚ͛Ɛ 
ĂůƐŽ ĂďŽƵƚ ŵǇ͙ 

There is criticality  You critique some ideas  You need to critique 

ideas more fully: to 

show the strengths and 

weaknesses of 

arguments 

ƐŽ ŝƚ͛Ɛ ũƵƐƚ ůŝŬĞ͕ I ĚŽŶ͛ƚ 
ƌĞĂůůǇ ůŝŬĞ ĐƌŝƚŝĐŝƐĞ͙I 
ĚŝĚŶ͛ƚ ƌĞĂůŝƐĞ͙I ƌĞĂůůǇ 
criticise the other 

ĂƵƚŚŽƌƐ ΀͙΁  I ǁĂƐ ĂǁĂƌĞ 
also as well about 

criticising 

ĂŶĚ͙ĐƌŝƚŝĐŝƐŝŶŐ ƚŚĞ 
ŽƚŚĞƌ ĂƵƚŚŽƌƐ͕ ŝƚ͛Ɛ 
ŶŽƚ͙ǇĞĂŚ͕ I ĨŽƵŶĚ ƚŚŝƐ 
difficult, 

 

but limited synthesis in 

the discussion. 

but you do not 

integrate different 

points or different 

authors. 

You need to bring 

together different 

viewpoints or different 

sources 

ĂŶĚ ĂůƐŽ ŵĂǇďĞ I͙ŶŽƚ 
maybe, but, there was 

limited synthesis in 

ŵǇ͙ SǇŶƚŚĞƐŝƐĞ ŝƐ ĨŽƌ 
putting all of the ideas 

of some experts, and 

then combine with 

ŵŝŶĞ͕ ƚŚĂƚ͛Ɛ ůŝŬĞ ƚŚĂƚ͘ 
 

 

Some criticality is 

evident though, and you 

have engaged with some 

central ideas on the 

topic.  

 

You discuss ideas to 

some extent i.e. you 

consider the strengths 

and weaknesses of 

arguments to some 

degree. You have 

thought about the issue 

of plagiarism.  

You need to critique 

more fully. You need to 

try to critique 

arguments i.e. to 

discuss and show the 

strengths and 

weaknesses of the 

arguments. 

AŶĚ͙I ƚŚŝŶŬ ŚĞ ƐĂǇ͕ ŚĞ 
said, I actually arise a 

ŬŝŶĚ ŽĨ ŝĚĞĂƐ͕ ďƵƚ ŝƚ͛Ɛ 
ŶŽƚ͙ĂŶĚ ďĂƐĞĚ ŽŶ ŵǇ 
ĞǆƉĞƌŝĞŶĐĞ͕ ŝƚ͛Ɛ ŶŽƚ͙ŝƚ ŝƐ 
just a few of ideas, a 

ĨĞǁ ŽĨ ĂƐƉĞĐƚƐ ƚŚĂƚ͛Ɛ 
maybe he expect me to 

write as many as 

possible.   
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C.2  Summary comments sample: Presentation criterion 

 

 Insider Lovely 

Comment Summative 

understanding  

Formative 

understanding   

Summative Formative 

Your writing is often 

inaccurate, and you must 

work to address this. I have 

made corrections to surface 

accuracy (articles; verb 

agreements etc) and have 

suggested re-phrasing where 

possible. I have also 

indicated where your written 

expression remains unclear 

to me. I suggest you work 

with the Language Centre 

colleagues to address these 

issues, and pay particular 

attention to these in your 

assessed work.  

 

There are many 

language errors. Some 

of these affect 

comprehensibility.  

You should look at the 

errors pointed out in the 

marginal notes and try 

to correct these.  

 

Seek help from the 

Language Centre. 

and then for the surface 

structure, I guess I had 

mistakes and errors in 

the accuracy, so 

accuracy, and then the 

vocabulary, how I 

selected the appropriate 

words, so yeah, there is 

some reason that I 

ĂĐƚƵĂůůǇ͙ŝƚ͛Ɛ ĂĐƚƵĂůůǇ 
inappropriate, or in 

grammatical, sorry, 

incorrect in 

grammatical, yeah, I 

think that. 

The first one in terms 

of like presentation, 

the one about my 

language that I did my 

language errors, and it 

consider like simple 

thing, like verb, no, 

subject verb 

agreement, say that I 

really have to be really 

careful when I write 

that, so I like to check 

and recheck before.  

And then yeah, and 

ŝƚ͛Ɛ ĂďŽƵƚ ĂƐ ǁĞůů͕ ŝƚ͛Ɛ 
in term ŽĨ͙Ɛƚŝůů ŝŶ 
presentation as well, 

ŝƚ͛Ɛ ĂďŽƵƚ ŵǇ ĚŝĐƚŝŽŶ͕ 
ŝƚ͛Ɛ ůŝŬĞ ƚŽ ĐŚŽŽƐĞ ƚŚĞ 
appropriate words.  I 

will not like try to find, 

I ŵĞĂŶ͕ ǁŚĂƚ͛Ɛ ŝƚ 
called, what they call 

the high level of 

vocabulary, but I will 

just use my, that I 

mean, I am sure that 

it͛Ɛ ƌŝŐŚƚ ŝŶ ŚŽǁ ŝƚ ŝƐ 
used in the sentence, I 

mean I will not try to 

ƚƌĂƉ ŵǇƐĞůĨ ĂŐĂŝŶ͘ ΀͙΁ 
ƚŚĞŶ ŝƚ͛Ɛ ĂůƐŽ ĂďŽƵƚ 
ŵǇ͙ƚŚĞ ƵŶĐůĞĂƌ ŽŶĞ͕ 
some unclear 

statement and unclear 

words, that I will try to 

look for, to look at it 

ĐůŽƐĞůǇ͕ ĂďŽƵƚ͙ŽŚ 
ǇĞĂŚ͕ ĞƐƉĞĐŝĂůůǇ ŝƚ͛s 

about the reference, 

sometimes he found 

ŝƚ͛Ɛ ƌĞĂůůǇ ƵŶĐůĞĂƌ͕ ůŝŬĞ 
this - what mean by 

this ʹ what do you 

mean by they, and I 

ŵĞĂŶ ŝ͙ŵĂǇďĞ 
because in perspective 

of the writer, I 

understand which one 

they, but as the reader 

ŚĞ ĐŽƵůĚŶ͛ƚ ĨŽůůŽǁ 
ŵǇ͙ 


