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This study explored how two novice transborder teachers in mainland China’s public secondary schools devel-
oped their written corrective feedback (WCF) beliefs and applied them in practice. Utilising WCF samples, in-
terviews, teachers’ voice memos, and documents, it was found that teachers’ prior learning experiences with
WCF and contextual factors significantly influenced their WCF beliefs. Notable belief-practice inconsistencies
were observed in the provision of direct or indirect WCF, highlighting the adjustments these teachers made in

response to contextual factors. The study offers insights for enhancing second language (L2) writing pedagogy
training in language teacher education.

1. Introduction

Teachers’ written corrective feedback (WCF) is defined as a written
response aimed at correcting inaccurate usage or providing information
on where errors have occurred, the cause of the error, and how it may be
corrected (Bitchener & Storch, 2016). WCF has been widely accepted as
an important method that contributes to the improvement of students’
second language (L2) writing accuracy and writing skills (Ferris, 2011;
Lee, 2017). Although WCF remains a contentious topic in the literature,
recent research has shifted the focus from assessing its effectiveness to
investigating the specific type(s) of WCF that can generate the best
pedagogical results (Brown et al., 2023; Thi & Nikolov, 2021).

Despite previous research on various approaches to WCF, there has
been limited scholarly attention given to a critical factor—the teachers
themselves (Ferris & Kurzer, 2019). Little has been known about the
beliefs that guide teachers’ provision of WCF and how these beliefs
shape their practices in authentic work contexts (Riazi et al., 2018; Yu,
2021; Zheng et al.,, 2022). As active agents in the pedagogical
decision-making process, teachers exert a profound influence on their
students’ learning experience (Borg, 2006/2015; L. Li, 2020). Incorpo-
rating teachers’ perspectives into existing research can contribute to the
development of more effective WCF pedagogy to support L2 writing
instruction (Ferris & Kurzer, 2019).

Within the limited body of research examining WCF from teachers’
perspectives, novice transborder teachers have been an understudied
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group of teachers, despite their growing numbers in the field of English
language teaching (ELT) over the years. In specific, in English-dominant
contexts, formal language teacher education programmes, especially
those offered at a postgraduate level (MATESOL), are characterised by a
large number of English L2 speakers coming from the world (Henne-
bry-Leung et al., 2019). These student teachers, upon graduating and
returning to their home countries to teach English, are known as
transborder teachers (Kamhi-Stein, 2009). During their initial three years
of teaching (Farrell, 2012), they are referred to as novice transborder
teachers.

Generally speaking, this group of teachers face two main challenges,
adding layers to their teaching complexities. First, they encounter
common difficulties experienced by novice teachers transitioning from
student teachers to real-world teachers (Farrell, 2019; Yu et al., 2020).
Second, they also confront the intricacies of adapting what they have
learnt in one pedagogical context to another (Hennebry-Leung et al.,
2019; Trent, 2020). However, little is known about the real-life situa-
tions they encounter at work and how they manage their beliefs and
practices in those situations. This could result in a limited grasp of the
current ELT practices, which may further hinder teacher educators in
their efforts to prepare student teachers from similar backgrounds (L. Li,
2020).

In order to bridge the identified gaps, the present study was designed
to draw on the language teacher cognition framework (Borg,
2006/2015) to investigate two novice transborder teachers’ beliefs and
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practices of WCF in secondary school settings in mainland China. It aims
to (a) understand how novice transborder teachers develop their beliefs
of WCF, (b) explore how they apply their beliefs into practice, and (c)
examine the factors influencing the implementation of their WCF beliefs
in their professional contexts. It is important to note that this research
did not intend to generalise findings to this group of teachers or the
complex teaching realities in mainland China. Instead, its goal is to
provide rich details for readers to evaluate the relevance of this research
to their situations and potentially benefit from the research findings.

2. Literature review
2.1. Novice transborder teachers

Novice transborder teachers have two features that distinguish them
from others. First, they are English L2 speakers, which means their lin-
guistic repertoire includes at least one other language besides English
(Mahboob, 2017). Although teachers who are English L2 speakers play
an important role in the field of ELT across the world (Kamhi-Stein,
2009), there is a notable paucity of studies examining their beliefs and
practices in their professional settings, especially in EFL contexts where
English is learnt “both for linguistic and functional reasons” (L. Li, 2017,
p. 5).

Second, transborder teachers are distinguished by their educational
backgrounds, which involve acquiring MATESOL education from uni-
versities in ESL contexts, such as the United States, or in regions where
English holds official status and the teacher education is significantly
influenced by ESL contexts, exemplified by Hong Kong. These teachers’
educational experiences are characterised by a transition across
“geographical, educational and societal boundaries” (Trent, 2020, p.
316), which may starkly contrast with their own schooling experiences
and their future teaching settings (Hennebry-Leung et al., 2019; Liyan-
age & Bartlett, 2008; Nguyen & Walkinshaw, 2018). Despite the
growing presence of those teachers, the literature remains scant on how
their unique educational backgrounds shape their pedagogical beliefs
and practices in real-world teaching contexts. This study was designed to
bridge this research gap and empower this important yet underrepre-
sented group of teachers, with the aim of advancing the development of
language teacher education.

2.2. Teachers’ written corrective feedback

WCF provides teachers with a high degree of flexibility, allowing
them to give students “individualized attention that is otherwise rarely
possible under normal classroom conditions” (K. Hyland, 2003, p. 177).
In general, WCF can be divided into three categories: WCF strategy, WCF
focus, and WCF scope.

WCEF strategy can be broadly divided into direct WCF and indirect
WCF (Lee, 2017). In direct WCF, a teacher not only locates students’
errors but also gives correct answers. In indirect WCF, a teacher points
out the presence of errors without providing answers. Besides, Ellis
(2009) proposed a third WCF strategy, metalinguistic explanation (ME),
which involves providing metalinguistic clues to explain the nature of an
error, including brief descriptions of grammatical rules, and the use of
code. Despite its value in organising WCF categories, a survey of the
literature indicates that there is no consistency in how ME was con-
ceptualised and operationalised in previous studies (see Bitchener &
Knoch, 2010; Cheng et al., 2021, for example), which is likely due to the
ambiguity of the concept of ME (Mao & Crosthwaite, 2019). In view of
the purpose of this research, this study followed Cheng et al. (2021) and
Mao and Crosthwaite (2019) by only adopting direct and indirect WCF
as two WCF strategies.

WCEF focus refers to error types a teacher decides to address in stu-
dents” writing (Ferris, 2011). It can be divided into two types. One is
global issues, defined as “those that interfere with the overall message of
the text” (Ferris, 2011, p. 87), including errors related to ideas (i.e.,

Teaching and Teacher Education 142 (2024) 104519

personal views or intentions), content (i.e., the conveyed information),
and organisation (i.e., the overall structure, paragraphs, or passages;
Mao & Crosthwaite, 2019). The other is local issues, defined as those that
“do not inhibit a reader’s comprehension” (Ferris, 2011, p. 87),
including errors relating to grammar (i.e., morphological or syntactic
errors), language expression (i.e., lexical errors), and mechanics (i.e.,
spelling, punctuation, or capitalisation; Mao & Crosthwaite, 2019).

WCF scope refers to the extent to which a teacher gives WCF on
students’ writing (Lee, 2017). It can be classified into comprehensi-
ve/unfocused and selective/focused based on “the number of error
categories or target structures” (S. Li & Vuono, 2019, p. 100). In specific,
comprehensive/unfocused feedback refers to feedback that targets a wide
range of errors, while selective/focused feedback refers to feedback that
targets limited types of errors (Cheng et al., 2021). It is worth noting that
the terms “a range of”” and “limited” are not precisely defined. The extent
can vary, ranging from feedback that focuses only on a specific error or
linguistic structure to feedback that addresses all linguistic features (S.
Li & Vuono, 2019). Thus, in this study, unfocused/comprehensive WCF
refers to feedback that targets both global and local issues, while focu-
sed/selective WCF refers to feedback that targets either global or local
issues, or specific subcategories within each error type.

2.3. L2 teachers’ beliefs and practices of WCF

Teachers’ beliefs refer to “what teachers know, believe and think”
(Borg, 2003, p. 81). Previous research on language teacher cognition has
shown that teachers’ beliefs and practices are under the influence of
teachers’ schooling experiences, professional coursework, classroom
practice, and relevant contextual factors (Borg, 2006/2015). Although
EFL teachers account for approximately three-quarters of ELT teachers
across the world (Zhang & Zhang, 2021), little is known about their
beliefs and practices of WCF in EFL contexts, where the majority of
learners of English are located globally (Mao & Crosthwaite, 2019;
Zheng et al., 2022). Moreover, most of the available research was carried
out in EFL higher education settings, resulting in a lack of understanding
about the beliefs and practices of WCF among secondary school EFL
teachers (Lee, 2017).

Within the limited body of research concerning secondary school EFL
teachers, Lee’s (2004, 2008) research offered valuable insights on the
relationship between teachers’ WCF beliefs and practices. Drawing on
the data from questionnaires, interviews, documents, and WCF samples,
Lee found that teachers’ WCF practices were not always in line with
their beliefs or even official guidance due to contextual factors such as
local institutional cultures, the exam-oriented culture, and expectations
from other stakeholders.

Research in mainland China has predominantly examined university
teachers’ beliefs and practices. For example, Cheng et al. (2021) iden-
tified congruences and disparities in novice university teachers’ ap-
proaches to WCF. These disparities were attributed to various contextual
factors such as teachers’ prior learning experiences, their limited work
experience, Chinese traditional culture, students’ proficiency levels, and
examination stress. Similarly, Mao and Crosthwaite (2019) adminis-
tered questionnaires and conducted interviews with five university
teachers with teaching experience ranging from seven to 26 years. They
discovered inconsistencies between the participants’ beliefs and prac-
tices concerning WCF focus and strategy, primarily due to contextual
factors such as time constraints, heavy workloads, and teachers’ per-
ceptions of students’ attitudes. Additionally, a comparison of these two
studies offers insights into the possible impact of teaching experience on
teachers’ WCF beliefs and practices.

Despite the insights from the existing research, there is a notable
variation in the educational backgrounds and/or teaching experience of
the participants. The specific development and application of WCF be-
liefs by novice transborder teachers in mainland China’s secondary
schools remain underexplored. This study aims to address this research
gap by focusing on two such teachers to gain deeper insights. The
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research questions are as follows.

RQ1. What are novice transborder teachers’ beliefs of WCF, and how
do they develop such beliefs?

RQ2. How do teachers provide WCF, and to what extent are their
practices aligned with their beliefs of WCF?

RQ3. How do teachers interpret their practices of WCF, and what are
the factors that lead to any modifications in their implementation
process?

3. Methodology
3.1. Participants and context

A purposeful sampling strategy (Patton, 2015) was used to select
participants that can provide rich information for in-depth study. The
selection criteria included: (a) Chinese L1 speakers completing MATE-
SOL education in ESL contexts, (b) teachers taught English in mainland
China’s public secondary schools within three years of graduation, and
(c) those who agreed to take part in the study.

Nina and Daniel (pseudonyms) volunteered to participate in this
study. Both earned undergraduate degrees in English-related majors
from top-tiered universities in mainland China before pursuing MATE-
SOL education in the United States. As L2 writers who were educated in
the same pedagogical context, their experiences with writing in English
began in elementary school. However, Nina mentioned that it was not
until high school, particularly senior high school, that she had many
opportunities to “actually write something in English,” such as journal
writing and completing writing tasks for official tests. Nina noticed
significant improvement in her English writing skills when she was in
college. She attributed this progress to the design of her major, which
required most assignments to be done in English, and her commitment to
practising writing in English for further education abroad. After
completing a 2-year MATESOL programme and writing “numerous
course papers,” Nina expressed confidence in her L2 writing ability.

As for Daniel, he noted that it was not until college that he had
sufficient chances to practise L2 writing: “English writing was a some-
what neglected aspect during my time in elementary school and even in
high school.” During college, by completing assignments in English and
preparing for further education abroad, Daniel commented that his L2
writing skills improved significantly. Like Nina, Daniel also remarked
that after completing his MATESOL learning, he felt confident in writing
in English.

The MATESOL education Nina and Daniel completed was a 2-year
programme in the United States. This programme provided mandatory
courses covering both the theoretical and practical aspects of ELT,
including ELT methodology, assessment, curriculum design, and second
language acquisition. It also offered the flexibility to choose elective
courses as per individual interests. However, at that time, it did not
provide courses for teaching L2 writing. Additionally, the programme
included a one-semester teaching practicum at local educational in-
stitutions, providing valuable hands-on experience. During their prac-
ticums, Nina assisted with teaching material preparation and classroom
management at a local high school, while Daniel taught public speaking
skills at an English language centre. Neither participated in L2 writing
instruction.

During the data collection period, despite being in her second year of
teaching, Nina taught at an EFL public secondary school for the first
time. Before that, she taught the speaking section for the Test of English
as a Foreign Language (TOEFL) at a private educational institution. The
school Nina worked in was an experimental high school admitting high-
performing students based on their High School Entrance Exam (HSEE)
scores. In mainland China, the HSEE is a requisite for junior high school
(Grades 7-9) students to advance to senior high school (Grades 10-12),
with English being a core subject of assessment. The writing section
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generally requires students to compose a brief essay, typically 60-80
words, in response to a prompt that often involves persuasive or letter
writing tasks.

Nina taught two Grade 10 classes, preparing students to take the
College Entrance Exam (CEE) to pursue higher education in mainland
China. She described most of her students as “beginner-level L2 writers,”
who had gained their writing experience primarily through preparation
for the HSEE. Given that the CEE demands a higher level of L2 writing
skills compared to the HSEE, it was no surprise to Nina that her students
faced difficulties with the L2 writing tasks at this stage, which were
derived from previous mock CEE papers. Specific to this study, the
second writing task Nina assigned posed a greater challenge than the
first.

Daniel was also in the second year of teaching. He taught two Grade
10 classes at the international division of a public high school, where
students intended to pursue higher education overseas. He was
responsible for preparing students for the International English Lan-
guage Test System (IELTS) and had a demanding schedule, teaching at
least one writing class per day. Daniel similarly noted that his students’
earlier exposure to L2 writing stemmed from their preparation for the
HSEE. As the IELTS writing requires advanced proficiency in academic
writing, Daniel said that, as anticipated, most students found it
“extremely challenging and difficult.” Like Nina, Daniel assigned a more
demanding writing task in the second set, sourced from mock IELTS
papers. Appendix A shows the writing tasks assigned by the participants.

3.2. Data collection and data analysis

After obtaining the participants’ consent, the data collection
commenced. Due to the global pandemic, all data were collected online,
following the guidance of the author’s institution. Data were collected
over one semester from three sources: teachers’ WCF samples, two
rounds of interviews, and teachers’ voice memos. The interviews and
voice memos were the primary data sources, yielding detailed insights
into the participants’ interpretations of their WCF beliefs and practices.
Some documents pertinent to this study were also collected as comple-
mentary data, including local and school-level educational policies,
participants’ teaching plans, assessment rubrics, and writing prompts.
By cross-referencing information gathered from other sources, this hel-
ped to create a more comprehensive understanding of the participants’
professional contexts, which also informed the tailored development of
interview questions for each individual. Overall, gathering data from
various sources served two main purposes: (a) triangulating data to
ensure the trustworthiness of this research (Duff, 2008) and (b) offering
comprehensive contextual details for each case (Rossman & Rallis,
2017). Prior to the main study, a pilot study was conducted to revise and
refine the interview questions (Appendix B). Table 1 presents a summary
of the dataset used in this study.

In detail, two sets of WCF samples (10 samples per set) were collected
from each participant, with the first set collected before midterm and the
second one collected before the end of the semester. The samples were
coded based on feedback points, defined as all writing interventions

Table 1
Summary of the dataset.

Research question Data source

RQ1: What are novice transborder teachers’ beliefs of WCF, elnterview 1
and how do they develop such beliefs?

RQ2: How do teachers provide WCF, and to what extent are eTeachers’ WCF

their practices aligned with their beliefs of WCF? samples
elnterview 1

RQ3: How do teachers interpret their practices of WCF, and eRelevant

what are the factors that lead to any modifications in their documents

implementation process? eTeachers’ voice
memos

elnterview 1 & 2
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conducted by the teacher (F. Hyland, 2003). Feedback points were first
categorised based on their strategy and focus (Table 2). Then, each
sample was coded according to its WCF scope. To ensure coding reli-
ability, one university EFL teacher was invited to check the coding. She
and the author randomly selected 12 samples from the 20 samples
collected from two participants in the first set. A high level of agreement
was achieved (WCF strategy: 96.72%; WCF focus: 97.01%; WCF scope:
100%). After resolving any disagreements through discussion, the
author then coded the samples independently.

When the coding results of the first set of WCF samples were ready,
the first round of in-depth semi-structured interviews (Duff, 2008) was
arranged at the convenience of each participant. This was to make sure
that they could explain their beliefs in a contextualised way. Interviews
were conducted in Chinese and audio-recorded with the participants’
permission using Microsoft Teams. During each interview, the partici-
pants had access to their WCF samples if they wanted to provide ex-
amples to support their points. The same procedure was followed in the
second interview. The recordings were transcribed and translated
verbatim by the author and sent to the participants for member check-
ing. Pseudonyms were used to protect privacy in all transcriptions.

Drawing on Borg’s (2006/2015) language teacher cognition frame-
work, the first interview (3 h) was designed to gather information about
each participant’s language learning experiences, professional course-
work, classroom practices, and their professional contexts. The guiding
interview questions consisted of two sections, with the first section
exploring the participants’ beliefs and practices regarding ELT in gen-
eral and the second one focusing on WCF in specific.

The second interview (1.5 h) was conducted at the end of the se-
mester. Following the scheme adopted by Junqueira and Payant (2015),
personalised follow-up questions were asked to (a) capture any insights
that the participants may have developed over the semester and (b)
explore any new topics that may be found from other data sources.

In addition, during the interval between the two rounds of in-
terviews, the participants were suggested to record at least one voice
memo and send it to the author before the second interview. The content
of voice memo could be anything that they thought was relevant to this
research. This aimed to capture any insights that might have been
overlooked during the time between interviews (Creswell & Creswell,
2018). Also, any new topics that were found from the voice memos could
be discussed during the second interview. Nina recorded two voice
memos while Daniel recorded one, each lasting 2-3 min. The voice
memos were transcribed and translated verbatim by the author and sent
to each participant for member checking.

Collectively, the transcriptions of interviews and voice memos were
analysed via reflexive thematic analysis (Braun & Clarke, 2022), which
involves “familiarisation,” “coding,” “generating initial themes,”
“reviewing and developing themes,” “refining, defining and naming
themes,” and “writing up” (p. 40). The current study employed this
analysis approach initially with a deductive orientation according to the

Table 2
Coding schemes for WCF strategy and WCF focus.
Example WCF WCF focus
strategy
Please using use the website you are Direct WCF  Local issue: grammar
familiar A with.
In the end. , Don’t don’t use public Direct WCF  Local issue: mechanics
computers.
The swan’s leg was cut hurt. Direct WCF Local issue: language
expression
You missed a point mentioned in the Indirect Global issue: content
writing prompt. WCF
Pay attention to the cohesion of this Indirect Global issue: organisation
paragraph. WCF
What you wrote is irrelevant to your main  Indirect Global issue: ideas
point. WCF

Note. Teachers’ WCF is italicised.
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predetermined WCF categories and language teacher cognition frame-
work (Borg, 2006/2015). Meanwhile, the coding process also remained
open to new themes. Table 3 shows examples of temporary code labels
used when analysing teachers’ interpretations of their beliefs and
practices.

3.3. Researcher positioning

It is important for researchers to be self-aware of their perspectives
and potential biases that could influence the research process. I shared
the same L1 and some parallel educational experiences with the par-
ticipants in this study. These included our schooling in mainland China
and professional learning in a MATESOL programme in an ESL context.
The shared aspects could help us establish rapport and trust, as the
participants may view me as a “peer” (Duff, 2008, p. 120) rather than an
outsider. This can lead to more effective data collection.

That said, I also recognised the importance of maintaining a pro-
fessional relationship with the participants to ensure the trustworthiness
of this study. This is because our relationship and mutual knowledge
may influence the co-construction of data during interviews and other
interactions (Macalister, 2023; Talmy, 2011). To mitigate these effects,
several strategies were employed: data triangulation, member checking,
and provision of the guiding interview questions (Appendix B). Addi-
tionally, quotations from the participants were used to ensure accurate
representation of their perspectives. These steps were taken to offer
transparency, allowing readers to assess my involvement and the
trustworthiness of this qualitative research.

4. Results
4.1. Teachers’ WCF beliefs and sources of their beliefs

The participants’ WCF beliefs can be categorised into four aspects,
namely, the necessity and effectiveness of WCF, WCF focus, WCF strat-
egy, and WCF scope. The sources of their beliefs are discussed below
each subheading.

4.1.1. The necessity and effectiveness of WCF

Both participants strongly believed that it was necessary to provide
WCF to students. They saw this as one of the key roles of a teacher—to
inform students of any errors they were unable to identify on their own.
As in Nina’s words, “Students make errors because most of the time they
do not know those are errors. Otherwise, they will not write in that way.
If I don’t give WCF, I'll worry that they might become stuck in their
errors.” Similarly, Daniel believed that teachers remained a reliable
source of learning for students, despite the abundance of learning re-
sources available, which highlighted the necessity of providing WCF on
students’ writing.

However, Nina and Daniel showed different levels of confidence in
the effectiveness of WCF. Nina believed that WCF was effective in
helping students improve L2 writing skills. Such a belief came from her
own positive learning experiences with it, as she noted that some of her
teachers’ WCF “did help me understand what L2 writing should be.” She
also ascribed this belief to her observations on the progress her students
made, which reinforced her confidence in the effectiveness of WCF.

Regarding Daniel, he was sceptical about the effectiveness of WCF,
which stemmed from his negative learning experiences with it: “I had

Table 3
Examples of temporary code labels for teachers’ interpretations.

Concepts Temporary codes

Schooling e Positive prior learning experiences about education in general
e Criticism on grammar teaching

e Unpleasant learning experience with L2 writing
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many questions about how to improve my English writing skills, but I
don’t think any of them was answered by my teachers’ feedback.” While
Daniel personally did not find WCF to be effective, he considered the
experiences of his classmates when evaluating its effectiveness: “But I
guess maybe it was just in my case. As far as I can remember, at least
some of my classmates benefited from my teachers’ feedback.” This
insight contributed to his belief in providing WCF instead of abandoning
it.

4.1.2. WCF focus

Both Nina and Daniel believed that global and local issues deserved
equal attention. One reason for their belief was the emphasis on exams.
Although their students took different exams, both global and local is-
sues were measured in the correspondent assessment rubric. Therefore,
they preferred to provide WCF on both global and local issues.

Another reason was their personal learning experiences with WCF.
Specifically, Nina viewed it as “very beneficial,” as it helped her “know
how to write in English.” Her positive learning experiences motivated
her to continue using this approach as a teacher. By contrast, Daniel used
this approach due to his negative learning experiences with receiving
WCEF that mainly addressed local issues, especially grammatical errors.
Since Daniel was good with grammar, he seldom received WCF. None-
theless, achieving a satisfying test score remained a challenging task for
him:

1 did not receive much WCF from my teachers. However, this did not
mean that I nailed it. ... I was eager to know what kind of rubrics they
used when grading our writing. ... and what aspects were measured
in the exam, so that I could work on them. But no one gave me an
answer.

Motivated by his negative learning experiences, Daniel opted to take
the opposite approach. That is, he focused on giving WCF on both local
and global issues.

4.1.3. WCF strategy

Nina and Daniel proposed that the WCF strategy should vary ac-
cording to error types. Specifically, they agreed that direct WCF was
appropriate for local errors, while indirect WCF was better suited for
global errors.

Despite the same belief they had, their sources of belief differed.
Regarding Nina, her belief was influenced by her students’ current En-
glish language proficiency levels and her personal language learning
experiences. Specifically, Nina mentioned that many of her students had
relatively limited English language skills, which made it challenging for
them to self-identify local issues such as “misspellings, problematic word
choices, or misuse of punctuation.” Considering this, Nina believed that
providing direct WCF on local issues was beneficial for her students.
Regarding global issues, Nina referred to her own negative learning
experiences where her teachers “poured what they thought was right on
me without thinking about what I was trying to express.” Influenced by
such unpleasant learning experiences, Nina decided to give indirect WCF
on global issues.

Regarding Daniel, his belief in providing direct WCF on local issues
came from his personal learning experiences. As mentioned before,
Daniel’s teachers were mainly concerned with local issues, particularly
grammatical errors, and gave direct WCF on those errors. Daniel com-
mented that “Although this method did not work for me, it worked for
other students.” Regarding addressing global issues, Daniel’s support of
indirect WCF was influenced by his student-centred teaching philoso-
phy, which was developed during MATESOL education. Daniel trans-
lated this teaching philosophy to his provision of WCF by giving indirect
WCF on global issues, with the aim to “give students the directions”
rather than the answers.

4.1.4. WCF scope
Both Nina and Daniel expressed their strong preference for
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unfocused WCF. They believed that it was meaningful to focus on every
error they could identify rather than selectively focusing on certain error
types. Nina and Daniel presented different reasons. As for Nina, she
attributed this belief to her understanding of the responsibility of being a
teacher. She also mentioned that the progress her students made further
solidified her conviction in delivering unfocused WCF.

Daniel’s belief in unfocused WCF originated from his negative
learning experiences, which made him question the value of focused
WCEF. He expressed concern that focused WCF, which was employed by
his own teachers, might inadvertently lead students to believe that
“writing assessment is subjective.” It was Daniel’s intention to enlighten
his students about the existence of a defined rubric for assessing written
work, rather than it being subject to the personal views or biases of
teachers. Another factor shaping Daniel’s belief was exam pressure. He
believed that giving unfocused WCF could better help students get
higher test scores.

4.2. Teachers’ WCF practices and their relationship to teachers’ WCF
beliefs

Both participants provided WCF in practice, which was in line with
their belief in the necessity and effectiveness of WCF. Thus, the
following sections focus on the participants’ beliefs and practices
regarding WCF focus, WCF strategy, and WCF scope.

4.2.1. WCF focus

A close examination of the WCF samples suggested that the partici-
pants’ practices of WCF focus reflected their beliefs in general. Three
findings are worth mentioning here. First, as shown in Table 4, in each
set, Nina and Daniel tackled both local and global issues, with a greater
emphasis on the former (Nina: 82.05% in S1 and 89.27% in S2; Daniel:
80% in S1 and 72.48% in S2). Second, the amount of WCF provided
increased from the first set to the second set, primarily due to the
increased amount of local WCF. Third, within each error type, the issue
that received most WCF changed from one set to another.

4.2.2. WCF strategy

As mentioned earlier, Nina and Daniel expressed their preference for
providing direct WCF on local issues and indirect WCF on global issues.
When examining their practices of WCF strategy (Table 5) in relation to
their beliefs, both consistencies and inconsistencies were found.

Regarding Nina, consistencies were found when she addressed local
issues in both sets, where she primarily employed direct WCF (S1: 100%;
S2: 98.10%). Also, when addressing global issues in the second set, her
practice aligned with her belief in employing indirect WCF (57.89%).
However, when tackling global issues in the first set, she primarily used
direct WCF (90.48%), which contradicted her belief.

Regarding Daniel, consistencies were found when he addressed
global issues in both sets, where he primarily employed indirect WCF
(S1: 100%; S2: 96.67%). Consistency was also found when he addressed
local issues predominantly with direct WCF in the first set (93.75%).
However, in the second set, he mainly used indirect WCF (58.23%),
which contradicted his belief.

4.2.3. WCF scope

As indicated in Table 6, both Nina and Daniel primarily utilised
unfocused WCF (Nina: 80% in S1 and 100% in S2; Daniel: 70% in S1 and
80% in S2). Such practices were consistent with their beliefs, despite
only a few samples being coded as focused WCF.

4.3. Teachers’ interpretations of WCF practices and factors leading to
modifications in their implementation process

As mentioned before, both participants exhibited consistencies and
inconsistencies between their beliefs and practices of WCF strategy and
WCF scope. An analysis of their interviews and voice memos revealed a
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Table 4
Teachers’ practices of WCF focus.
Local issues Global issues Total
Grammar Language expression Mechanics Content Ideas Organization
Nina S1 30 33 33 3 17 117
S2 66 51 41 5 13 1 177
Daniel S1 27 12 9 8 2 2 60
S2 35 39 5 20 7 3 109
Note. S1: The first set of WCF samples. S2: The second set of WCF samples.
Table 5
Teachers’ practices of WCF strategy.
Local issues Global issues Total
Direct Indirect Total Direct Indirect Total
Nina S1 96 0 96 19 2 21 117
S2 155 3 158 8 11 19 177
Daniel S1 45 3 48 0 12 12 60
S2 33 46 79 1 29 30 109

Table 6
Teachers’ practices of WCF scope.

Focused WCF Unfocused WCF

Nina S1 2 8
S2 0 10

Daniel S1 3 7
S2 2 8

complex set of factors that influenced their decisions on whether to
enact their beliefs or adopt alternative methods in their authentic work
contexts. This section first explores the factors that influence both par-
ticipants, and then examines the unique variables impacting each
individual.

The participants considered students’ actual writing performance as
a significant influencing factor. Furthermore, they delved deeper into
the factors affecting students’ writing and tailored their WCF methods
accordingly. The underlying factors mentioned by them included stu-
dents’ proficiency in L2 writing, the complexity of the writing task,
students’ familiarity with the task type, and students’ learning attitudes
and needs.

Regarding Nina, even though she preferred to give indirect WCF on
global issues, these factors accounted for the inconsistencies in her
approach. This was especially noticeable in the first set, where she
offered more direct WCF on global issues. More specifically, after the
first writing task, Nina observed challenges among students with the use
of conjunctions and idea organisation. She was concerned that the sec-
ond task would make those issues more noticeable. This was because the
second task, with its higher word count and less content and language
support, would demand more advanced writing and comprehension
skills. This was also due to the students’ lack of familiarity with the type
of the second writing task. Considering this, she provided more direct
WCF on global issues in the first set to help students “build a solid
foundation of English.” This approach was intended to equip them better
for the complexity of the second assignment.

The belief-practice inconsistencies identified in Daniel’s case could
also be explained by these factors. Daniel’s second writing task was a
step up in complexity, offering less content and language support and
requiring a higher word count than the first. Despite this, Daniel was
confident, noting that “Task 2 shouldn’t be a challenge, as we’ve prac-
tised similar tasks multiple times and students are very familiar with this
type of task.” However, he did observe that some students demonstrated
negative attitudes towards English writing, leading to a higher occur-
rence of errors, particularly grammatical ones, in the second task.

Moreover, as a transborder teacher with learning experience from
overseas universities, Daniel was acutely aware of the potential chal-
lenges his students might face with L2 writing in international academic
settings. He compared the IELTS writing tasks to the more demanding
essays students would face in college, questioning, “If they can’t handle
the IELTS, how will they complete future assignments?” Disappointed by
his students, Daniel resolved to become “stricter” by using indirect WCF
more extensively. He believed this approach could motivate students to
correct their own local errors more actively and pay closer attention to
their writing. This was evident in the higher amount of indirect WCF he
gave on local issues in the second set.

Another influencing factor was heavy workload, which was identi-
fied in Daniel’s case. It influenced how he prioritised addressing global
and local issues. Although Daniel believed that both issues deserved
equal attention, he prioritised checking for global issues, especially
content and ideas, in practice. Specifically, he only provided local WCF
on essays where content and ideas were appropriate for the assigned
topic. Although this sequence was not explicitly stated by Daniel, it
could be inferred from his emphasis on the importance of staying on
topic in writing: “If it [an essay] is off topic, it will be meaningless.”
Rather than continuing to point out individual errors in an off-topic
essay, Daniel expressed his preference for other feedback forms such
as a face-to-face meeting, considering his busy schedule.

5. Discussion

This section discusses the research findings in relation to the research
questions. The first subsection explores the participants’ beliefs and the
sources of those beliefs (RQ1). The following section addresses RQ2 and
RQ3 concurrently, as the analysis of the relationship between the par-
ticipants’ WCF beliefs and practices (RQ2) establishes a foundation for
and is logically connected to the examination of the potential factors
influencing the participants’ implementation of their beliefs into prac-
tice (RQ3).

5.1. Novice transborder teachers’ WCF beliefs and the sources of their
beliefs

This research explored the participants’ WCF beliefs from four as-
pects. Regarding the necessity and effectiveness of WCF, while the
participants had varying levels of confidence in its effectiveness, they
both strongly agreed on the necessity of providing WCF. They believed
that it was an important responsibility of a teacher to bring to students’
attention any errors they might have missed. This sense of responsibility
to provide WCF was also reported in previous research (e.g., Bitchener,
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2012; Cheng et al., 2021; Mao & Crosthwaite, 2019) and was associated
with the goal of preventing the fossilization of errors (Ferris, 2011).
Also, this finding echoes Bitchener and Storch’s (2016) observation that
although some teachers are sceptical of the value of WCF, most teachers
agree that some students can benefit from some of the feedback and that
“some improvement is better than no improvement or no opportunity
for improvement” (p. 3).

Regarding the specific approaches to WCF provision, the participants
expressed similar belief in addressing both global and local issues (i.e.,
WCF focus). They also agreed on providing direct WCF for local issues
and indirect WCF for global issues (i.e., WCF strategy). These findings
are different from previous research where most participants preferred
to prioritise global issues (e.g., Cheng et al., 2021; Junqueira & Payant,
2015) and favoured direct WCF (e.g., Mao & Crosthwaite, 2019) or in-
direct WCF (e.g., Saeli & Cheng, 2021).

Additionally, echoing prior research (e.g., Alshahrani & Storch,
2014; Cheng et al., 2021), the participants in this study were also found
to prefer unfocused WCF. This finding corroborates Lee’s (2013)
observation that in many EFL settings, unfocused WCF “persists at
almost all levels” (p. 110).

Moreover, it is worth noting that the purpose of this qualitative study
is not to generalise how teachers provide WCF. Instead, it places greater
value on examining the development of teachers’ corresponding beliefs,
with a focus that extends beyond the specific WCF approaches that they
adopt. Drawing on the data from interviews and teachers’ voice memos,
two important factors were found to significantly influence the devel-
opment of the participants’ WCF beliefs.

First, it was found that the participants’ L2 writing learning experi-
ences with WCF had a considerable influence, with positive and negative
experiences playing distinct roles. The influence of positive learning
experiences was identified in the case of Nina. It contributed to her
beliefs in and applications of the WCF approaches that enhanced her
learning experiences. This finding aligns with broader language teach-
ing research that suggests teachers often model their classroom teaching
after their own positive learning experiences (e.g., Channa, 2020; Davin
et al., 2018; Rabbidge, 2017).

Regarding negative learning experiences, it was found that the par-
ticipants critically examined their prior learning experiences and
generally opted for different approaches than the ones that had led to
their negative learning experiences. Specifically, Daniel’s uncertainty
about the effectiveness of WCF, preferences for providing WCF on global
and local issues, and support for unfocused WCF were all influenced by
his negative learning experiences. Similarly, due to her negative
learning experiences with receiving WCF on her ideas, Nina opted for
giving indirect WCF on students’ global errors. Moreover, the partici-
pants seemed to evaluate their learning experiences as either positive or
negative based on their personal feelings and perceptions. This is
consistent with prior research (e.g., Davin et al., 2018; Rahman et al.,
2020), which suggested that teachers’ evaluation process was
subjective.

Collectively, the findings contribute to the limited research on the
schooling experience of L2 teachers (Yigitoglu & Belcher, 2014) by
illustrating how the “apprenticeship of observation” (Lortie, 1975)
influenced novice transborder teachers’ decision-making process
regarding WCF. The findings also corroborate Moodie’s (2016) argu-
ment that language teachers were motivated to diverge from the
teaching models that resulted in their own negative learning experiences
as students.

Moreover, it was observed in Daniel’s case that, in addition to per-
sonal preferences, he also factored in his classmates’ learning achieve-
ments when deciding whether to adopt the WCF approaches used by his
teachers. That is, even if a WCF approach resulted in negative learning
experiences or outcomes for him, he would still be willing to utilise it if it
benefited his classmates’ learning. This finding provides a novel
perspective on the factors influencing novice teachers’ choice of tradi-
tional teaching methods. The existing literature has highlighted a
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tendency among novice teachers to conform to conventional teaching
approaches, often as a response to practical limitations (e.g., Cheng
et al., 2021; Kang & Cheng, 2014; Urmston & Pennington, 2008). This
study, while acknowledging these patterns, suggests that the pedagog-
ical choices of novice teachers might also be shaped by their critical
assessment of the outcomes of traditional teaching methods. They likely
chose the ones they deemed effective, either for themselves or for most
students.

Another identified influencing factor was contextual variables,
including exam pressure and students’ English language proficiency
levels. Similar reasons were also reported in previous research (e.g.,
Cheng et al., 2021; Mao & Crosthwaite, 2019). However, instead of
referring to those contextual factors as constraints, the participants
interpreted how they developed their beliefs based on those factors. For
example, they mentioned that they favoured providing WCF on local
and global issues, as these were evaluated in the official writing rubrics.
They also referred to their students’ current limited English proficiency
levels when interpreting their WCF beliefs. They displayed an under-
standing of the challenges their students grappled with in L2 writing,
suggesting their awareness of what they can expect from students at this
stage of English learning.

Additionally, in Daniel’s case, he mentioned that the student-centred
teaching philosophy he developed in the MATESOL programme influ-
enced his preference for providing indirect WCF on global issues.
Corroborating previous research in general language teaching (e.g., D. Li
& Edwards, 2013; L. Li, 2012), this finding provides specific evidence on
how teachers’ professional education could positively influence their
WCF beliefs. However, compared to the influence of teachers’ prior
learning experiences with WCF, this study suggests that the influence of
teacher education was limited. One potential explanation may be the
insufficient training provided for teaching and assessing L2 writing, an
issue that persists in current language teacher education and has been
warranted by many L2 writing researchers (Bhowmik & Kim, 2021;
Crusan et al., 2016; Lee, 2021; Yu et al., 2022). Such a finding offers
important insights for teacher educators, which will be discussed in the
Conclusion section.

5.2. Teachers’ application of their WCF beliefs and factors influencing
this process

Different from previous research where many tensions between
teachers’ beliefs and practices were reported (e.g., Cheng et al., 2021;
Junqueira & Payant, 2015; Mao & Crosthwaite, 2019), this study found
that the participants’ practices generally reflected their beliefs. A po-
tential factor contributing to this finding may stem from the partici-
pants’ adeptness at contextualising their beliefs, which was noted in the
study conducted by Sanchez and Borg (2014) on experienced teachers.

In specific, rather than stating their ideal beliefs in a decontextual-
ised way, the participants in this study described their beliefs and how
they formed those beliefs in relation to their authentic work contexts,
even though they were still novice teachers. Moreover, it is relevant to
point out that while this study refers to novice teachers as those with less
than three years of teaching experience after graduation, the partici-
pants were in their second year of teaching. This suggests that the po-
tential influence of their initial year of teaching could be considered.
However, this influence was not observed in their decision-making
process regarding WCF. Instead, it was seen to affect their overall
teaching, such as classroom management, which is beyond the scope of
this study.

The identified belief-practice consistencies could also be explained
by how teachers’ practices were interpreted in this study. For example,
in this study, both participants provided more local WCF than global
WCF, despite their belief in the equal importance of global and local
issues. However, these practices were not viewed as inconsistent with
their beliefs, as some previous research indicated. In some earlier
studies, the number of feedback points given on a particular type of error
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was often linked to the level of importance a teacher placed on it (e.g.,
Cheng et al., 2021; Junqueira & Payant, 2015; Lee, 2008; Mao &
Crosthwaite, 2019). By contrast, this study offers a new perspective. It
suggests that when teachers value global and local issues equally and
support unfocused WCF, the feedback points assigned for different error
types are mainly determined by students’ writing performance. In such
cases, it might be inadequate to evaluate the alignment between
teachers’ beliefs and practices solely based on the number of global and
local WCF they provided.

Additionally, as noted by Junqueira and Payant (2015), a single
feedback point may be sufficient to address multiple global issues,
whereas this is not always the case for local issues. This also accounts for
the higher frequency of local WCF compared to global WCF in teachers’
WCEF practices. Taken together, this study suggests that the quantity of
feedback points given on a specific error type may not precisely reflect
or fully encapsulate teachers’ beliefs, particularly if teachers emphasise
the equal importance of addressing global and local errors in their
beliefs.

Apart from the consistencies, this study also found certain belief-
practice inconsistencies and explored possible reasons. The identified
inconsistencies were mainly related to how the participants adapted
their WCF strategies in response to contextual factors such as students’
writing performance and exam pressure. While similar contextual fac-
tors were reported in earlier research (e.g., Ferris, 2014; Lee, 2008; Zhao
& Zhang, 2022), this study provided additional analysis on the under-
lying reasons for students’ writing performance, suggesting that it was
further influenced by students’ English language proficiency levels, the
complexity of the writing task, students’ familiarity with the task type,
and students’ learning attitudes and needs. This study also discussed
how the participants adapted their WCF strategies in response to
changes in those factors as the students’ learning progressed. For
instance, even though Nina advocated for providing indirect WCF on
global issues, she gave more direct WCF on global issues in the first set,
intending to equip students for more difficult and demanding writing
assignments.

In addition to these factors, in Daniel’s case, his workload and stu-
dents’ future use of English were also found to have an impact. For
example, due to his heavy workload, he prioritised addressing global
issues especially content rather than local issues. Additionally, while
Daniel preferred addressing local issues with direct WCF, he recognised
the impending challenges his students might face with the intensive use
of L2 writing in international educational settings. This led him to
provide more indirect WCF in the second set to more actively engage his
students in the learning process. Furthermore, it seems plausible to infer
that Nina’s awareness of her students’ progression to higher education
within mainland China—a context where advanced English writing
skills are not universally requisite across all majors—might also influ-
ence her WCF approaches, as Nina appeared to focus primarily on pre-
paring students for the writing tasks of the CEE, although no explicit
evidence was found. Overall, the participants’ practices of WCF strategy
coincide with researchers’ suggestions that teachers should consider
students’ individual needs and characteristics when providing feedback
(Bitchener & Storch, 2016; Ferris, 2011; McLellan, 2021).

Moreover, the inconsistencies found in this study align with previous
research indicating that novice teachers may possess beliefs that are not
yet fully established and can be influenced by external factors, such as
classroom dynamics (Cheng et al., 2021; Huang et al., 2021; Yu et al.,
2020). One possible explanation is that novice teachers may not have
enough teaching experience to effectively handle unexpected demands
or changes that may arise in their work context, as compared to their
more experienced colleagues (Borg, 2006/2015; Farrell, 2019; Tsui,
2009; Yu et al., 2020). This finding points to the significance of moti-
vating novice transborder teachers to reflect on their beliefs and prac-
tices, which can increase their understanding of how context can shape
their beliefs and impact their decision-making process. Any
belief-practice mismatches that surface can serve as a springboard for
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novice transborder teachers to dive into professional development,
which can equip them to tackle potential obstacles arising from a lack of
teaching experience. Moreover, this kind of reflection can bolster the
confidence of novice transborder teachers, encouraging them to apply
the knowledge gained from their teacher education in ESL settings into
their everyday EFL teaching. The importance of reflective practice is
well-established in language teacher education (Farrell, 2019; L. Li,
2020), while this study highlights its value particularly for novice
transborder teachers.

6. Conclusion

Drawing on the language teacher cognition framework (Borg,
2006/2015), this study sheds light on the often-overlooked WCF beliefs
and practices of novice transborder teachers transitioning from MATE-
SOL programmes in ESL contexts to EFL secondary school settings. The
findings suggest the intricacies of their professional contexts and the
adaptation of their WCF practices to these contexts. The implications of
this research extend to enabling teachers with similar educational
backgrounds to critically reflect on their beliefs and practices. Moreover,
it offers insights for teacher education and recommendations for prac-
titioners in the field of ELT.

Different from previous studies, this study found that, in general, the
participants’ WCF practices echoed their beliefs, which were attributed
to their abilities to shape the beliefs not only through critical reflections
on their prior L2 learning experiences but also in response to their
current teaching contexts. However, a main belief-practice inconsis-
tency was identified regarding WCF strategy, suggesting the strong in-
fluence of contextual factors such as students’ writing performance and
teachers’ workload on teachers’ implementation of their WCF beliefs. By
comparison, the impact of MATESOL education was implicit, which
highlights the concern that L2 writing may not be adequately addressed
in language teacher education. Consistent with prior research (e.g.,
Carless & Winstone, 2020; Crusan et al., 2016; Lee, 2017, 2021; Yu et al.,
2022), this study stresses the urgent need for teacher educators to
further enhance their curriculum design. A practical way to achieve this
is by incorporating more L2 writing pedagogy. Doing so allows teacher
educators to better equip their student teachers for professional success.

Teachers at different career stages can also draw on these research
findings as a starting point for self-reflection, especially on how
authentic teaching contexts can influence teachers’ beliefs and practice
(Farrell, 2019). Student teachers might want to consider how the
teaching context where they are learning might differ from their future
professional context, and what challenges these differences could pose
for their classroom teaching. It would also be beneficial to critically
assess how relevant the theories and methods taught in their teacher
education programmes are to their future work context. In-Service
teachers, particularly novice teachers, are encouraged to contemplate
their beliefs and practices, utilising any inconsistencies as catalysts for
professional advancement (Borg, 2009; Mao & Crosthwaite, 2019).
School leaders and administrators can also collaborate with teacher
educators to support the transition of novice transborder teachers from
ESL training settings to their subsequent roles as EFL teachers.

However, it is important to acknowledge that this study has limita-
tions due to its small sample size. To further our understanding of this
group of teachers, future research could include more novice teachers
teaching on different educational levels as informants. Additionally,
inviting both novice and experienced teachers to explore the similarities
and differences between them could shed light on the influence of
teaching experience on teachers’ WCF beliefs and practices.

Funding

This research did not receive any specific grant from funding
agencies in the public, commercial, or not-for-profit sectors.



X. Liu Teaching and Teacher Education 142 (2024) 104519

CRediT authorship contribution statement of interest.
Xiaohan Liu: Writing — review & editing, Writing — original draft, Data availability
Validation, Resources, Project administration, Methodology, Investiga-
tion, Formal analysis, Data curation, Conceptualization. The data that has been used is confidential.

Declaration of competing interest

The author declares that there is no competing interests or conflicts

Appendix A

Participants’ Writing Prompts

Nina’s Writing Prompts
The two writing prompts, initially in Chinese, have been translated by the author for readability.

Practical writing task Suppose you are Li Hua. Your classmate recently encountered an online fraud while shopping online, because the password was deciphered. He was
defrauded of RMB 500 by the scammer, and he has reported the case. Please write a blog on the topic of online shopping security and share it with netizens.
You should include the following points in your blog:
1 Only go shopping on the trusted websites;
2 Do not use simple passwords;
3 Do not use public computers.
Note:
1 Do not translate each point. You can add details when necessary to make your writing coherent;
2 The word limit is 80 words.

Continuation writing “I'm going to miss you so much, Poppy,” said the tall, thin teenager. He bent down to hug his old friend goodbye. He stood up, hugged his parents, and

task smiled, trying not to let his emotions get the better of him.

His parents were not quite able to keep theirs under control. They had driven their son several hours out of town to the university where he would soon be
living and studying. It was time to say goodbye for now at least. The family hugged and smiled through misty eyes and then laughed.
The boy lifted the last bag onto his shoulder and flashed a bright smile. “I guess this is it,” he said. “I'll see you back home in a month, okay?” His parents
nodded, and they watched as he walked out of sight into the crowds of hundreds of students and parents. The boy’s mother turned to the dog, “Okay,
Poppy, time to go back home.”
The house seemed quiet as a tomb without the boy living there. All that week, Poppy didn’t seem interested in her dinner, her favorite toy, or even in her
daily walk. Her owners were sad, too, but they knew their son would be back to visit. Poppy didn’t.
They offered the dog some of her favorite peanut butter treats. They even let her sit on the sofa, but the old girl just wasn’t her usual cheerful self. Her
owners started to get worried. “What should we do to cheer Poppy up?” asked Dad. “We’ve tried everything.”
“IT'have an idea, but it might be a little crazy,” smiled Mom. “Without anybody left in the house but us, this place could use a bit of fun. Let’s get a little dog
for Poppy.”
It didn’t take long before they walked through the front door carrying a big box. Poppy welcomed them home as usual but when she saw the box, she
stopped. She put her nose on it. Her tail began wagging ever so slowly, then faster as she caught the smell.
Note:
Read the story given above and continue the story. The opening sentence of each paragraph is giving below, based on which you are supposed to write at
least 150 words and involve at least five bold words in the given passage.
Para 1. Dad opened the box and a sweet little dog appeared.
Para 2. A few weeks later, the boy arrived home from university.

Daniel’s Writing Prompts

Task1  Complete the body section (at least 60 words)
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(continued on next page)
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Paragraph 1: The two maps show the town of Lakeside developed over a ten-year period from 2000 to 2009.
Paraphrase 3: To conclude, the town became more urbanised during this period with the losing of some original features.
Task 2 Advertising aimed at children is increasing. Some people think this has negative effects and should be banned. To what extent do you agree or disagree? (at least 250 words)

Appendix B
Guiding Interview Questions

These interview questions are subject to modification.

Interview 1 Section A

e How did you learn English? Any impressive learning experiences?

e What were your expectations of your MATESOL learning experiences? How did your actual experiences compare?
e How do you enact your learning in your teaching now?

e Do your school have any requirements on teaching? How do you think about them?

Section B

Interview 2

What are your L2 writing learning experiences? Anything you like or dislike?

How do you approach feedback now as a teacher?

Is there any school policy regarding the provision of WCF?

What is your thought on WCF? Do you think it helps you achieve your teaching goal?
Have you changed how you responded to students’ writing in any way? Why or why not?
What is your evaluation of your students’ writing throughout the semester?

Any challenges you face in your teaching?

Is there anything that you wish you had done differently?
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