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RESUMEN

En este articulo, mediante una metodologia mixta, analizamos la
retroalimentacion del docente en la produccién de un capitulo que los estudiantes
elaboran como cierre de un taller virtual orientado a la escritura de la tesis de
posgrado, asi como los cambios que efectian a partir de esa retroalimentacién.
Ademas, ponderamos si nuestra aproximacién al perfil del alumno, resultado del
diagnostico, se asocia al feedforward o disposicion para actuar sobre la
informacion recibida y emplearla para modificar el texto. El analisis de los datos
ha mostrado que el foco mas frecuente de los comentarios del docente es el modelo
textual, en particular la redaccion del escrito; también, que esta funcion se plasma
en dos categorias: sugerir correcciones u ofrecer directamente la reformulacion.
El cambio més usual que realizaron los cursantes es reformular fragmentos del
escrito. Por altimo, verificamos asociacién entre el perfil del estudiante y el
feedforward. En las conclusiones, destacamos aspectos importantes del estudio,
asaber: laincidencia positiva de la retroalimentacién del docente en la produccion
de un capitulo de tesis de posgrado en un taller virtual y la asociacién entre
ocurrencia de la mejoray el perfil aproximado del alumno.

ABSTRACT

In this article, by means of a mixed methodology, we analyze teacher’s feedback
in the production of a chapter that the students carry out as the final activity of
a virtual workshop oriented to the postgraduate thesis writing, as well as the
changes they make in their texts based on this feedback. In addition, we assess
whether our approximation to the student’s profile, derivative of diagnosis, is
associated with the feedforward or willingness to act on the received
information and to use it to modify the text. The data analysis has shown that
the most frequent focus of the teacher's comments is the textual model,
particularly the text writing. It has also shown that this function falls into two
categories: suggest corrections or offer reformulation. The most frequent change
that students made is writing reformulations. Finally, it seems to be an
association between student profile and feedforward. In the conclusions,
important issues are highlighted: the positive impact of teacher feedback in the
production of a graduate thesis chapter in a virtual workshop and the
association between improvement occurrence and student profile.
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INTRODUCTION

Since postgraduate research has been acknowledged as a vital area of
innovation and development, a growing interest in the need to increase its
quality and efficiency before a high rate of desertion is being felt in first-
world universities as well as those of developing countries such as ours.
Among the relevant factors that hamper the production of partial or final
assessment of research papers are the difficulty of the students to write
(Caffarlla & Barnett, 2000; Carlino, 2005; D’Andrea, 2002) and the single-
handedly completion of the task, without or with scare didactic orientation
(Delamont, 2005; Di Stefano & Pereira, 2004, 2007).

Firstly,

postgraduate essays demand an extension, an original conceptualization
level, a higher degree of knowledge integration, a self-organizing capacity
and an autonomous work regulation that can be communicated solely by
mastering writing which is obtained with difficulty in the earlier stages
(Arnoux et al, 2004, p.3).

Secondly, at that level, pedagogy must overcome the erroneous
assumption that candidates “in the past and at present” are autonomous
academicians from the moment they apply (Johnson, Lee & Green, 2000);
they are once again students that need to incorporate new knowledge,
skills, intellectual habits on a specific field of studies (Gardner, 2009) in a
process that allows them to do research on a relevant topic from the
highest professional competence level.

In this regard it is necessary to question oneself on the expert feedback of
a professor or supervisor on his/her incidence in improving students
writing at the level of postgraduate studies. Said feedback is especially
important for learning experiences of the master’s and doctorate degrees
students since the comments of the supervisors usually constitute the main
form of instruction. On the other hand, as Padilla Carmona and Gil Flores
(2008) expound, feedback may foster learning provided it integrates the
assessment of the student’s work and an explanation of the criteria used
for said evaluation as well the action of the student based on what he/she
has learned. Orienting feedback for future execution is possible only by
considering these three components, i.e., the student’s disposition to act
upon the information received and use it to modify the text (feedforward).

Several studies approach feedback in a specific manner generated by the
teacher or the peers in writing assignments carried out in e-training
courses at higher level (Tuzi, 2004; Yang, 2016, even at postgraduate level
(Alvarez et al, 2011; Guasch, Esparsa & Alvarez, 2010; Wolsey, 2008).
These three last papers are particularly relevant since they concentrate on
the teacher’s feedback.

Wolsey (2008) proposes determining types and forms of teacher’s
feedback in an e-master’s, as well as the perception of the students on said
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feedback. To do so, he works with four groups: the first two groups have
completed the second subject of the master’'s degree; the others have
completed the sixth subject. In all the subjects, the students were asked to
write an expository essay and, during this assignment, they received
electronic feedback from the teacher. The data are gathered by means of
surveys, interviews and comments on the development of the assignment.
The students prefer feedback supported by the writing assignment that
transmits a comment or a question of the teacher that can be carried out
by the use of digital tools.

Alvarez et al. (2011) and Guasch et al. (2010) carried out an exploratory
study to analyze teacher feedback during the collaborative writing
assignment carried out by postgraduate students in a virtual and
asynchronous setting, as well as its possible effects on the text revisions.
The data are gathered from three editions of an e-master’s course on
virtual teaching during which, in two weeks, the students (n=83), divided
in groups of 16 students, write an essay with digital tools on the in-depth
case-study. With the object of studying feedback, Alvarez et al. (2011) and
Guasch et al. (2010) distinguish, on the one hand, if the orientation should
be on the content (for example: information relevance, problem clarity), to
the structure of the text or style; and on the other hand, they identify its
function: clarify, affirm or negate, increase, give an opinion, correct, ask,
suggest. To ponder the modifications in the text, they consider the changes
in style and add information, interpretation, abstraction and idea
contextualization. The main results indicate that when the teacher
feedback includes suggestions and questions instead of direct corrections,
the students respond more constructively: they do not only discuss the
content of the work but they also produce meaningful changes in the
arguments of the texts they are writing.

Regardless of the researches referred to and, in spite of having registered
an important series of publications on scientific writing in different
academic search engines (e.g.: EBSCO and Google Academics), we have
not found any research on teacher feedback on virtual accompaniment of
the writing of the postgraduate thesis; however, there are papers on on-
site contexts which focus on the type of feedback or on the students’
perceptions (Basturkmen, East & Bitchener, 2014; Can & Walker, 2010; Li
& Seale, 2007).

Basturkmen et al. (2014)’s study is relevant to the purposes of our
research, more specifically for those who have examined the feedback
comments that supervisors make on the thesis drafts of different
disciplines, in particular, they ask themselves what is the focus of the
comments and the way these are formulated. In order to respond to these
questions, they use different data collection procedures: questionnaires,
interviews and thesis observations. In regard to the focus, they establish
four categories: content, formal requirements, cohesion and coherence,
accuracy and linguistic adequacy.
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In regard to the pragmatic function, they distinguish among the
referential, directive or expressive comment. Referential comments
provide information, correction or include a reformulation. Directive
comments suggest or determine future actions, seek generating
information or connections between ideas. Expressive comments consist
of positive or negative assessments in regard to the writing. According to
the basis of these categorizations, they show that content is the comment
most frequent focus in different disciplines or the linguistic accuracy. On
the other hand, comments on the linguistic accuracy-adequacy or the
formal requirements are presented through information or corrections
(referential function), while comments on the content and the cohesion-
coherence are formulated as questions or suggestions (direct function).

According to the foregoing, we consider that this article is relevant while
we analyze the teacher feedback on the academic production (in particular,
the thesis chapter) that students carry out as an online workshop closure
oriented to the development of conceptual strategies and writing at the
level of postgraduate studies, as well as the changes applied affectively as
of this feedback. Lastly, we ponder if our approach to the student’s profile,
derived from the diagnosis, is associated to the feedforward (Padilla & Gil,
2008) or willingness to act on the information received and use it to
modify the text.

METHODOLOGICAL FRAMEWORK

The online workshop aimed at the development of conceptual strategies
and writing in the postgraduate level to which we will refer was designed
as an action-research (Hernandez, Ferndndez & Baptista, 2014), a
methodological approach which purpose is to modify the problems that
are diagnosed in specific contexts. In this study and in a cyclical way, we
have identified difficulties in the academic production and, with the
purpose of contributing to overcome them we have designed,
implemented, evaluated and adjusted an online workshop oriented to the
production of a chapter of the thesis. In this article, we report the results
of two cycles, 2015 and 2016, respectively.

Two researchers and a group of doctoral students of Educational Sciences
and other social and humanistic disciplines of different university
institutions of Argentina intervened in these cycles. The first cycle
consisted of 11 students (2 men and 9 women), and the second, of 14 (2
men and 12 women).

In the diagnostic instance we implemented: a cloze text,[] that allows us
to weigh the reading competence (Dastjerdi & Talebinezhad, 2006;
Difabio de Anglat, 2008); the "inventory of academic writing at the
postgraduate level" (Difabio de Anglat, 2012); an inventory of learning /
knowledge conceptions, in which the questionnaire Learning Conceptions
-Conapre- (Martinez-Fernandez, 2007) is articulated with some items of
the Learning Mental Models subscale from the Inventory Learning Style -
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ILS, English acronym - (Vermunt, 1994); and a questionnaire on the use
of technologies, especially those used for writing.[1]

The workshop was designed based on a series of didactic and technological
assumptions:

First, it has been understood that writing is fundamental in the intellectual
exercise of a higher order (Bereiter & Scardamalia, 1987, Flower, 1979,
Flower & Hayes, 1996).

Second, it has been considered that academic writing in undergraduate
and postgraduate studies (for example, seminars final works, research
projects and theses) requires that the writer have the ability to address the
issues of content as well as rhetorical aspects; thus, it is necessary to
master both the disciplinary contents and the academic genres and their
expository mechanisms (Di Stefano & Pereira, 2004).

Based on the above, we have helped the students reconstruct three models:
the situation and communicative interaction model, the event and the
textual models (Cubo, Puiatti & Lacon, 2011). The communicative
situation model expresses the intentions, motivations and author’s
knowledge and potential readers, their social and emotional conditions,
the role of the interlocutors in the scientific community, their expression
according to the type of text and its function, the circumstances of space
and time.

The event model accounts for the research process and its stages as well as
the content and the object of research (individuals, facts, properties and
relations between those individuals and facts); the text model refers to the
particularities that writing acquires based on a certain discursive tradition,
the different dimensions of linguistic communication and its variants.

In this sense we have proposed, on the one hand, to determine the general
structure of the thesis, as well as the movements and steps of each of its
sections. The term movement - move - "captures the communicative
purpose of a text segment at a more general level; step - step - more
explicitly explains the rhetorical medium of the realization of the move. A
move can be made by a single rhetorical step or by the combination of
several steps" (Jara, 2013, p.77). On the other hand, we promoted the
recognition of the resources and verbalization strategies used to express in
writing the meanings to be communicated (linguistic characteristics and
content of each paragraph and sentence).

It is important to emphasize that from the analytical point of view only,
the three models can be considered separately; however, in the real
production process, while the writer plans, writes and reviews the thesis,
he simultaneously constructs these three mental
representations. Furthermore, it has been understood that the
reconstructions of the models made during the reading and understanding
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of different theses would contribute to the development of text production
processes, and vice versa (Hernandez, 2005, Parodi, 1999, 2001).

Third, the recursive processes carried out to produce the thesis (planning,
textualizing and revising) were thought from the psycho-pedagogical
standpoint of self-regulation (Zimmerman & Risemberg, 1997) regarding
the deliberate control of different dimensions, among which we can
highlight the performance itself and the consultation with the teacher and
the working group.

Fourth, we have postulated that conceptions of knowledge / learning,
research and the writing process articulate a concept-system (or "personal
epistemology" in Hofer's terms, (2001), and that these conceptions
influence research and the written production.

Lastly, we have assumed that digital technologies have a positive impact
on the process of writing and peer review, as it has been shown at different
educational levels (Alvarez & Bassa, 2013; Passig & Swartz, 2007).

In regard to digital technologies, in the first design cycle, we resorted to a
variety of applications: electronic mail for sending and receiving work
documents (bibliography, activity guide, their solution); entries of a blog
for discussion and exchange among the participants; Googledocs to
develop group activities. In the second cycle, instead, we use the Moodle
platform and some of its resources and fundamental tools: tags, files,
forums, wikis.

According to the tasks instructions, the students had to search and analyze
paratexts and different sections of the thesis. This type of activity consisted
reconstructing the representations of the three cognitive models: the
communicative situation model, the event and the text model. In some
cases, the students performed the tasks individually; in others, in small
groups or with the whole group. As final assignment, we ask them to write
a chapter of the thesis, a section of some of the chapters or, even, a
fragment of some section. We offered a virtual space (in the first cycle, a
Googledocs, in the second, a wiki) so they could share their draft and
receive teaching feedback before submitting it. In the first cycle, the
exchange between students and teachers was made through Word
comments function, and in the second, the exchange was underlined with
different colors throughout the text.

At the end of the workshop, we asked the students not only to submit the
chapter (or section), but also to complete three questionnaires: one about
the research conceptions, the second application of the "academic writing
inventory at postgraduate studies”, and one on the students’ perspective
about the strengths and weaknesses of the tasks undertaken individually
and in groups.
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Lastly, we evaluated the complete intervention based on the data collected
at the different stages.

In this article, we analyzed the comments of the teacher feedback in the
production of the workshop final work and the text segment to which each
comment refers in its initial and final version (modified). We also
considered, should have it arisen, the exchange generated as a result of the
feedback.

In regard to the teacher feedback, we analyzed the nature or focus of the
comments and their function (Alvarez et al., 2011; Basturkmen et al.,
2014). We established the first from the contents seen in the workshop; in
this sense, we distinguished between comments oriented to the
communicative situation model, event model or textual model. Regarding
the latter, we made the distinction between comments regarding
movements and steps (lack or change of order) and those related to the
conceptual and written production (information of each paragraph and
sentence, linguistic aspects, punctuation and spelling). Regarding the
function, we applied the categorization proposed by Basturkmen et
al. (2014), i.e., referential, directive or expressive commentary.

In the analysis of the texts, we identified the following modifications: add
movement, change order of movement or step, add information, suppress
information, reformulate textual segment, changes in grammar,
punctuation, spelling, formal changes (bold, bibliography edition, etc.)
and without changes.

The analysis was conducted manually from a qualitative and quantitative
perspective, in that order, and the anticipated model was applied, that is,
from a corpus-based approach as it is used to exemplify predetermined
categories (Parodi, 2005). Coding was a laborious task: at first, a
researcher examined the texts and feedbacks, and codified them according
to the established categories; after the first analysis, he reexamined each
text and comment two or more times in light of the results of the
whole. After this first stage, a second researcher reviewed the analysis
confirming or questioning the established coding. Lastly, in a process of
inter-judicial validation, they deliberated on the few cases (about 2%) in
which they differed until reaching a sound decision.

The quantitative aspect of the study focused, first, on calculating two
descriptive statistics — the absolute frequency and the percentage - and on
graphing the second ones. Then, a statistical inference test - difference of
proportions - was applied, which is calculated by means of the STATS
program that accompanies Hernandez et al. (2014)’s work. The critical
value to be overcome for statistical significance in the comparison of
proportions is z = 1.96 at a confidence level of a = 0.05.

Lastly, we consider whether our approach to the student's profile, resulting
from the diagnosis, is associated with the feedforward (Padilla & Gil,
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2008) or willingness to act on the information received and use it to
modify the text. To do so, we compared, using the Cramer’s V, the
dichotomous grouping of the profile with the frequency of the category
"without changes" in the final document of each student (see Table 4).

In accordance with the purposes of this analysis, we have considered the
final assignments of those students who initially shared a complete
chapter of the thesis (or an exhaustive draft of a chapter) and discarded
those that only presented a section of the chapter. We took into
consideration that the same functionalities have been reproduced in the
digital tools used (namely, Googledocs and Moodle wikis). We will analyze
six assignments in total, three of each edition of the course of which three
correspond to chapters of the theoretical framework of the thesis (which
we will identify as E1, that is, student 1-, E2 and E6) and three of the
methodological chapter (E3, E4 and E5).

RESULTS

In order to present the results of the four analytical perspectives, first, we
will include the corresponding graph and table; then, we will refer to the
value obtained from the difference of proportions test. It is important to
highlight that, in the presentation of the results, we present different
examples in italics: sometimes, the text initially prepared by the student is
included and then, between parentheses, the  teacher's
comment; sometimes, on the other hand, only the teacher's comment is
included. In all cases, this comment is highlighted in blue. On the other
hand, if the comment represents the offer of a reformulation by the
teacher, the deletions and additions are reproduced.

Table 1. Frequency of focus types in the teacher's comments
to the work of each student

Foco El | E2 | E3 | E4 | E5 | E6 | Total | Porcentaje

Modelo de situacion 3 1 - - 1 2 7 4
comunicativa

Modelo del evento 5 7 5 3 10 7 37 23

Modelo | Movimientos - - - - - - - -
textual | y pasos
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Redaccion 32 15 26 22 22 3 120 73

Totales 40 | 23 | 31 25 | 38 12 164 100

Source: developed by the author.

Tipos de foco en los comentarios del docente

m Modelo de situacion
comunicativa

= Modelo de evento

® Modelo textual -
redaccion

Graph 1. Percentage of focus types in the teacher's
comments to the work of each student.

These differences are statistically significant from the comparison
standpoint between the closest values: event and textual models (z = 6.23,
p = 0.01); that is, the most frequent teacher’s comments (73%) on the work
of each student are focused on the textual model, more specifically on
aspects related to the writing (markers of speech, lexical repetition,
concordance, verbs conjugation and spelling), as seen in example 1.

Example 1

The object of this chapter is to present the methodology used to carry
out the research development (you could simply say: "to carry out the
research" or "to conduct the research").

Comments regarding the event model are presented less frequently (23%)
(Example 2).

Example 2

In regard to the studies of the research article in English in our
environment ... in the UNCuyo ... (I would try to verify if there are no
other universities or research centers in Argentina that deal with this
topic and, if affirmative, | would include them. , "In our milieu" would be
an equivalent to "Argentina" .)
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It is important to point out that, although from the quantitative
standpoint, the comments inherent to the event model are less significant,
this type of comments are particularly relevant because they indicate
issues that, if considered, affect global levels of the chapter of the
elaborated thesis or even of the complete thesis. In this sense, they differ
in their operative potential from most of the comments made on the
textual model recorded in this case which focus, largely, on different
aspects of a phrase or sentence (for example: concordance) and therefore,
if considered, they would affect solely the lexicon or aspects of the text
sentence level.

Table 2. Frequency of the types of functions in the teacher’s
comments on every student’s work

Funcioén El | E2 | E3 | E4 | E5 | E6 | Total Porcentaje
Referencial Proporcionar - 1 - - - - 1 1
informacion
Sugerir 10 4 3 16 13 - 46 28
correccion
Ofrecer 14 5 17 5 12 - 53 32
reformulacion

Total 100

Directiva Sugerir accion 14 9 9 4 7 8 51 31
Elicitar - - - - 1 1 2
informacion 1
Elicitar 1 4 - - - - 5
conexion entre 3
ideas
Total 58

Expresiva Positiva 1 - 2 - - 2 5 3
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Negativa - - - - - 1 1 1

Total 6

Totales 40 | 23 | 31 | 25 | 33 | 12 164 100

Source: developed by the author.

Tipos de funciones en los comentarios del docente

‘

® Funcion referencial
1%

u Funcién directiva

m Funcion expresiva

Graph 2. Percentage of the types of functions in the comments of
the teacher on every student’s work.

These discrepancies also reach statistical significance when comparing the
closest values: referential and directive functions (z = 3.27, p = 0.01); that
is, comments with a referential function predominate (61%) generally
from Word's change control functionality, as shown in example 3.

Example 3
It is necessary to make some clarifications to make-a-clarification before
proceeding.

To a lesser extent (35%), comments are made with a directive function
(Graph 2 and Table 2), as shown in example 4.

Example 4

Would it not be convenient to make a brief connection between the
general theme of the thesis and the specific theme of the chapter? You
could highlight in what sense it is important for your thesis to know the
kinds of words.
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On the other hand, there is a very small percentage (4%) of comments with
an expressive function that, as we observed in example 5, include positive
or negative opinions about the writing.

Example 5
Excellent. The gap in the research is very clear.

The percentage that each category represents in the respective function
(see Graph 3) is an interesting additional graphic in regard to this
variable; the expressive function is not included due to its low frequency
in regard to the others (as shown in Graph 2, only 4%).

Categorias de las funciones referencial y directiva

1% [3%] 9%
A

= c c c c <
S8 S S S S S
o Q _ QO [8) o [%2]
3 8 g o g < g
5E £ o3 R £ &5
a5 S = £ = S (S
o= o (@] S [ “E =5
&= = < =4 = P
o) = ) 5 S o
> =4 _
> o L
@ O
Referencial Directiva

Figure 3. Percentage of the categories of referential and directive functions in the
teacher's comments on every student’s work.

While the referential function has two categories with considerable
percentage, the directive function by antonomasia is to "suggest
action". Therefore, the referential function presents comments suggesting
corrections (example 6) or directly offering reformulation (example 7).

Example 6
I would eliminate this adjective.

Example 7

On the other hand, the interjections are non-transferable, since their
function is exclusively sentence or sub-sentence, and they do

not constitute part of a sentence.
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Most comments with managerial function, on the other hand, suggest an
action, as in example 8.

Example 8
What if you put this information in a simple and explanatory table?

Table 3. Frequency of interaction between student and teacher,
according to their origin

INTERACCIO E|E|E | E| E| E | Tota | Porcentaj
N 112 |3 |4|5)|6 | e

A partir de| 1 - - 3 - 4 17
pregunta inicial

del alumno

A partir de| 1 1|6 - 3|8 19 83
comentario del

docente

Total 2|11 6 - 6 | 8 23 100

Source: developed by the author.

Interaccion entre estudiante y docente a partir de...

=Pregunta inicial del
alumno

m Comentario del docente

Graph 4. Percentage of interaction between student and teacher
according to their origin

According to Graph 4 (Table 3), it is evident that the interaction prevails
from the teacher's comment (z = 3.19, p <0.05). In this regard, it should
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be noted that the three exchanges that are established from a student’s
initial question refer to an (E5) student who had already been pondering
on his chapter with one of the workshop teachers. The questions, then,
derive from this previous interaction.

Graph 5 and Table 4 show that the most frequent change (52%) is the
reformulation of fragments of the writing. It also highlights that the data
analysis revealed an analytical category not considered in our previous
classification: "commitment to future changes".

Table 4. Frequency of the types of changes generated
in the document by each student

Tipo de cambio El E2 E3 E4 E5 E6 Total Porcentaje
Agregar - - - - - - - -
movimiento
Cambiar orden de - - - - - - - -
movimiento
Afadir informacion 6 8 - 2 7 6 29
18
Suprimir - 1 1 6 3 1 12
informacion 7
Cambiar orden de - - - - 3 1 4
informacion 25
Reformulacién de 19 11 21 17 16 2 86
segmento textual 52
Sin cambios 15 3 6 - 4 1 29 18
Compromiso a 3 1 4
futuros cambios 2.5
Total 40 23 31 25 33 12 164 100

Source: developed by the author.

Apertura, vol. 10, no. 1 (2018) | April-September 2018
| elssN 2007-1094 | Universidad de Guadalajara 14

einpede



Tipos de cambios generados por los estudiantes

Graph 5. Percentage of the types of changes generated in the document by students.

The comparison of the closest values (reformulation of the text segment
versus adding information or without changes) reports once more a
statistically significant index (z = 3.80, p = 0.01).

Lastly, the association between our approach to the profile of each student
regarding their availability to act on the information received and the
frequency of the category "no changes" in their final document (which is
classified dichotomously according to the -3.5 points- median) also
reaches statistical significance (V = 1,000, p = 0.014); that is, the three
students who show the least number of changes belong to the group that
obtains lower scores in the variable composed of writing and regulation
strategies, self-efficacy, conception of the writing task as elaboration and
knowledge / learning as interpretation-construction. And conversely,
those who show the greatest number of changes correspond to the group
that achieves the highest scores in the variable composed of writing and
regulation strategies, self-efficacy, conception of the writing task as
elaboration and knowledge / learning as interpretation-construction.

CONCLUSIONS

In this article we have analyzed the teacher feedback in the academic
production of students in a virtual postgraduate thesis writing workshop,
as well as the changes they effectively make based on said
feedback. Furthermore, we have pondered whether our approach to the
student's profile, derived from the diagnosis, is associated with
the feedforward.

The data analysis has shown that the most frequent focus of the teacher's
comments is the textual model, particularly the writing of the paper
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(speech markers, lexical repetition, concordance, verbs conjugation,
spelling): 73% of the 164 comments analyzed focus on these aspects. This
result is compatible with the findings of Basturkmen et al. (2014), who
indicate that linguistic accuracy is the most frequent aspect in the teacher's
comments.

However, according to the data of our study, we have also noticed that the
comments corresponding to the event model, even though they are less
important from the quantitative standpoint, are significant in qualitative
terms because they point out with detailed explanations and justified
guestions that, if considered, they affect the chapter in a global way or even
the framework of the thesis. This finding seems to be in accordance with
that of Alvarez et al. (2011) and Guasch et al. (2010), who emphasize that
when the teacher's feedback includes suggestions and questions instead of
direct corrections, the students respond more constructively; they not only
discuss the content of the work but they also produce significant changes
in the arguments of the texts on which they are working.

Regarding the role of the teacher's comments, we not only have shown that
the referentials reach greater frequency, but also that this function is
reflected in two categories: suggest corrections or offer direct
reformulation. In this sense, we also agree with Basturkmen et al. (2014),
who have indicated that comments on accuracy-linguistic adequacy or
formal requirements are presented through information or corrections
(referential function). Furthermore, we have noticed that the comments
with directive function are less frequent and they instead materialize in a
single category: suggest action.

The interactions between the teacher and the students are usually
generated from a comment from the former. Cases in which this exchange
arises from a question or observation of the student have occurred mainly
in the chapter prepared by a student who has already reflected on his text
with one of the workshop teachers. In a very preliminary way, we could
suggest that the teaching intervention in the students’ conceptual-
linguistic production process fosters in them a more active reflection about
their writing.

The most frequent change made by the students is the reformulation of
fragments of the writing, which seems to correspond to the pre-eminence
of comments with referential function through which the teacher suggests
correction or offers the reformulation - highlighted with the control of
Word changes -. In this sense, we can infer that students in general accept
the reformulations proposed by teachers.

Lastly, our approach to the profile of each student regarding their
willingness to feedforward is associated with the index of changes in their
final document: those who plan and revise their text, value the importance
and usefulness of writing, monitor their own performance, seek help
selectively with experts or with colleagues, develop feelings of self-efficacy
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as a writer and, according to an interpretative-constructive conception of
knowledge / learning, conceive the scriptural work as elaboration (that is,
as a deep personal enterprise and commitment to conceptualization), are
those that show the greatest number of changes. And conversely, a
decreased performance in those variables corresponds to the higher
frequency in the "no change" category. In order to modify this association,
it is necessary to implement a more active follow-up specially designed for
students with low diagnostic scores.

Finally, we believe that, although we have been able to highlight valuable
aspects of the positive impact of the teacher feedback in the production of
a thesis chapter in a virtual writing workshop in the postgraduate course
and the association between the occurrence of change and the approximate
profile of the student, the study of these dimensions should be
deepened. Among other purposes, it would be necessary to delve into the
relationships between the teacher's comments and the changes actually
made by the student, as well as to expand the sample of students. In the
development of our research, we will retake and expand the aspects we
consider fundamental to virtual training in postgraduate writing.
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[1] El término cloze parece ser un neologismo, pues no figura en los diccionarios (Cairney,
1996, p. 95. Nota del traductor).

[2] A partir de algunas subescalas de los instrumentos segundo y tercero, nos acercamos
al perfil de los cursantes respecto de su disposicion para actuar sobre la informacion
recibida. En concreto, combinamos: planificacion, revision, valor de la tarea, control,
busqueda de asistencia, concepcion de la escritura como elaboracion y autoeficacia
positiva (del “inventario de escritura académica™) con dos de las tres concepciones de
aprendizaje/conocimiento (interpretativa y constructiva). Obtuvimos dos agrupaciones
que se distinguen con claridad: 1) el mejor desempefio en todas las variables (n = 13)
frente a 2) puntuaciones inferiores (n = 12).
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