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Abstract

This study aims to explore and compare the impacts of scaffolded and explicit feedback on Iranian EFL
learners' correct use of articles in oral productions. To this end, 45 intermediate female EFL learners in
three intact classes in a language institute in Behbahan, Iran were selected through convenience sampling
and randomly assigned to two experimental groups of scaffolded and explicit and one control group. The
research used a quantitative approach with a quasi-experimental design in the form of a pretest, treatment,
posttest, and delayed posttest. While the two experimental groups received either scaffolded or explicit
feedback treatment, the control group received no feedback on their errors in the use of articles. The find-
ings revealed that the EFL learners in the scaffolded CF and explicit groups outperformed those of the
control group concerning the accurate use of both definite and indefinite articles in their oral productions.
The implications of the results are also explicated.
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INTRODUCTION
In recent years, there has been a growing tenden-
cy on the part of researchers to explore oral cor-
rective feedback (henceforth, CF) from the cogni-
tive/interactionist and social interactionist pers-
pectives (Althobaiti, 2014; Ellis, 2009; Wass,
Timmermans, Harland, & McLean, 2018). This
tendency is not toward the necessity of error cor-
rection but toward the efficacy of the type of CF
delivered (Li, 2010). Nevertheless, there are in-
conclusive and mixed results as to which type of
CF is more efficacious to learners (Bitchener,
2012).

From a theoretical perspective, the discussion
for the role of feedback in L2 development is
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closely associated with whether or not negative
evidence is required in the process of language
learning. Negative evidence, otherwise known as
corrective feedback (Ellis, 2009), is the informa-
tion that signals to the learner that he or she has
produced an incorrect utterance ( Nassaji, 2020).
Explicit and scaffolded feedback are two
forms of CF addressed in the present study.
While in the former, the teacher's provi-
sion of direct assistance indicates that the learner
has produced an incorrect utterance (Ellis, 2017;
Li, 2010), in the latter, the teacher's assistance is
provided incrementally to meet learners’ different
corrective needs (Aljaafreh & Lantolf, 1994).
Despite the clear preponderance of research
studies delving into the impacts of various CF
types, i.e. implicit and explicit (e.g., Lyster &
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Izquierdo, 2009; Rassaei, 2013, 2015, 2019;
Sheen, 2007) within a cognitive/interactionist
approach, scarce specific studies have addressed
the effects of CF operationalized within a soci-
ocultural theory. Particularly, the possible effects
of the feedback in question on language learners’
accurate use of definite as well as indefinite articles
have not yet been explored. More specifically, to
the best of our knowledge, no studies have ex-
amined the extent to which these feedback types
affect language development in terms of the indefi-
nite and definite articles.

Thus, to gain a thorough understanding of CF,
a multiple-perspective approach taking both cog-
nitive/ interactionist and sociocultural approaches
into consideration seems essential (Ellis, 2010).
To fill these gaps in the literature, we attempted
to address the impacts of scaffolded and explicit
CF on the use of articles in language learners'
oral productions from the cognitive as well as
socio-cultural perspectives. More precisely, the
following research question guided our study:

1. Do scaffolded and explicit CF have sig-
nificant effects on enhancing Iranian EFL
learners’ accurate use of the English de-
finite article in oral tests? If yes, which
type of CF is more effective?

2. Do scaffolded and explicit CF have sig-
nificant effects on enhancing Iranian EFL
learners’ accurate use of the English in-
definite article in oral tests? If yes, which
type of CF is more effective?

The results of this research may redound to
the theory and pedagogy of language education.
It may also spur language teachers on to expend
collaborative effort as a form-based error correc-
tion culture that goes beyond a mere communica-
tion strategy within both sociocultural and cogni-
tive/interactionist perspectives.

Corrective feedback

The role of CF in second language instruction has
received much attention in recent years (Chen &
Nassaji, 2018). Li (2010) viewed CF as the
teacher’s responses to a learner’s ill-formed lan-
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guage utterances. That is, CF refers to any indica-
tion that the learner produced incorrect target
language utterance and to the provision of the
targeted form and some explanations concerning
the error (Ellis, Loewen, & Erlam, 2006). Due to
the complicated nature of CF, scholars hold dif-
fering views about CF and even some researchers
question the necessity of feedback (e.g., Truscott,
1996, 1999) while others advocate it (e.g., Sheen,
2004).

Different scholars have endeavored to cate-
gorize CF in different ways. For example, Lyster
and Ranta (1997) classified CF into six types in-
cluding recasts, repetition, elicitation, clarifica-
tion request, explicit correction, and metalinguis-
tic feedback. Likewise, Carroll and Swain (1993)
classified explicit correction and metalinguistic
feedback as explicit CF. Ellis (2009) also classi-
fied oral CF into input-providing in which the
learner is provided with the correct structure and
output-prompting in which the learner is moti-
vated to self-correct.

Explicit CF and cognitive interactionist pers-
pective

Although researchers have offered different defi-
nitions of explicit CF, they are unanimous in de-
fining explicit CF as an overtly immediate cor-
rection of learners’ ungrammatical structures
(Carroll & Swain, 1993; Housen & Pierrard,
2005).

From a cognitive/interactionist perspective,
CF plays a leading role in interactions and con-
tributes to L2 learning either implicitly or expli-
citly (Gass, 2003; Long, 1996). CF within this
perspective  provokes  learners’  cognitive
processes including attention and noticing, re-
gardless of continual dialogues engaged in inte-
raction (Rassaei, 2014). Despite the wide recog-
nition of the superiority of explicit CF over im-
plicit CF in L2 development within cogni-
tive/interactionist's view (Lantolf & Poehner,
2011), CF suffers from the disadvantage of treat-
ing learners’ demands and capabilities as identic-
al (Rassaei, 2019).
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Scaffolded CF and sociocultural theory

Within this perspective, CF hinges on social rela-
tionship involved in the teacher-student interac-
tion, and more emphasis is laid on how assistance
through collaboration with a tutor or a more
knowledgeable partner can assist language learn-
ers to carry out the tasks that they are not able to
do independently (Nassaji & Swain, 2000). Ac-
cordingly, CF is visualized as feedback by which
teachers help learners solve their language prob-
lems by providing scaffolds in a collaborative
fashion (Rassaei, 2014). This assistance happens
in what is recognized as the zone of proximal
development or ZPD.

In Aljaafreh and Lantolf's (1994) regulatory
scale, graduated, contingent, and dialogic assis-
tance are three specific mechanisms of effective
CF tailored to learners’ ZPD. Similarly, Ellis
(2003) shares the view that CF is a dialogic activ-
ity in which a more capable individual scaffolds a
less capable one by providing appropriate help to
solve problems.

Empirical studies

Despite a relatively huge amount of oral CF lite-
rature from the cognitive/ interactionist perspec-
tive, little research has been done on explicit and
scaffolded oral CF operationalized within both
cognitive/ interactionist and the sociocultural
perspectives simultaneously. Nonetheless, several
studies (e.g., Aljaafreh & Lantolf, 1994;
Amirghassemi, Azabdaftari, & Saeidi, 2013;
Banaruee, Khatin-Zadeh, & Ruegg, 2018; Erlam,
Ellis, & Batstone, 2013; Nassaji & Swain, 2000;
Sheen, 2007) were performed on CF types from
the two perspectives.

Among these researchers, Aljaafreh and Lan-
tolf (1994) examined the effects of negotiated
feedback on written errors of adult L2 learners by
using a twelve-level ‘Regulatory Scale in the
English language institute of Delaware Universi-
ty. In this study, out of nine pre-intermediate
adult learners, only three who were in the group
of ZPD were selected. The help in this scale was
tailored to the individual student's needs from the
most implicit in each interactive move to the

most explicit. They concluded that the level of
the teacher’s scaffolding was gradually dimi-
nished as learners became more independent.

In the same vein, the same regulatory scale
was utilized by Nasaji and Swain (2000) in a uni-
versity in Canada to appraise the effects of scaf-
folded CF on the incorrect use of English articles
in writing. The participants were two Korean
adult female intermediate language learners.
Their findings suggested the positive effects of
feedback provided in the area of ZPD.

According to an investigation conducted by
Erlam, Ellis, and Batstone (2013), 15 adult L2
writers in New Zealand were assigned into two
experimental groups, i.e. scaffolded CF group (n
=7) and explicit CF group (n = 8). In this study,
some learners received scaffolded feedback based
on sociocultural theory and some others were
provided with direct feedback based on the cog-
nitive approach with the two structures of past
tense verb forms and English articles as target
forms. The results revealed the effectiveness of
scaffolded CF in promoting self-correction. Nev-
ertheless, they concluded that there was no evi-
dence of a reduction in the amount of assistance
provided over time. Contrariwise, the explicit CF
resulted in lower self-correction.

In a quasi-experimental survey, Amirghasse-
mi, Azabdaftari, and Saeidi (2013) assessed the
effectiveness of direct, indirect, and scaffolded
CF in improving Iranian EFL learners’ written
accuracy using English articles as the target struc-
ture. Participants of the study were 115 low inter-
mediate to intermediate language learners including
males and females majoring in the English lan-
guage. Their findings indicated that there was not
much difference between the learners’ performance
in the experimental and control groups.

Evidently, the majority of the studies relied on
the cognitive/ interactionist framework. What
makes a clear distinction between the current
study and the ones reviewed in this study is that
little research has been performed into the im-
pacts of explicit CF as a feedback type operatio-
nalized within the cognitive/interactionist frame-
work compared to CF which is a type of feedback
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associated with the socio-cultural paradigm.

METHODS

Design

The study adopted a quasi-experimental design in
the form of a pretest, treatment, posttest, and de-
layed posttest entailing three intact classes ran-
domly assigned to explicit, scaffolded, and con-
trol groups.

Participants

Forty-five intermediate Iranian female EFL
learners selected through convenience sampling
from three intact classes at a language institute in
Behbahan, Iran took part in this study. They were
assigned to three groups including two experi-
mental (scaffolded and explicit) groups and one
control group. The participants were all junior
and senior high school students enjoying the
same sociocultural background with Persian as
their L1 and the age ranges of 15 to 20. They vo-
luntarily opted in to the study.

Noteworthy to mention is that the consent of
all the participants was obtained. Moreover, for
the subjects under the age of 18, their assent and
the permission of their parents were obtained for
participation in the study.

Target structure

The target forms consisted of the English articles,
i.e. 'the' and 'a’ selected for the current study. The
selection of articles was made for several rea-
sons. Firstly, it is easy to extract these forms in
meaning-centered tasks as well as communicative
activities. Next, studies show that many language
learners even advanced learners of English expe-
rience considerable difficulties wusing these
forms in oral production tasks (Sheen, 2007).
Moreover, due to the lack of the article system in
the Persian language, Iranian EFL learners en-
counter some problems learning them. Besides,
recent research has revealed mixed results con-
cerning the effects of CF on diverse target forms.

Treatment materials
In the current study, eight short story tasks with a
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maximum of 750 words taken from language ma-
terials designed for EFL learners were utilized to
tap learners’ oral accuracy for treatment as well
as testing sessions. The short stories were re-
viewed and confirmed by a panel of three experts
in the field of language teaching. Three out of
eight story tasks were employed for the pretest,
posttest, and delayed posttest. It is worth men-
tioning that enormous care was taken to provide
the learners with tasks of the same level of diffi-
culty for the three testing occasions. During
treatment sessions, five storytelling tasks were
applied to elicit learners’ desired responses to
provide them with CF on their erroneous produc-
tion of target structures. Noteworthy to mention
is that the tasks in the instructional treatments
were the same for the three groups and each ses-
sion lasted about 90 minutes. The study took
about two months starting from April 2019 and
ending in June 2019.

Testing instrument

An oral production test (OPT) was adopted in the
current study. It was administered as pre, post,
and delayed post-tests to measure learning gains
of the participants as a result of treatment ses-
sions. The OPT is comprised of three distinctive
short stories. The teacher asked the participants
to retell stories in the pre, post, and delayed post-
tests. The short stories provided the participants
with appropriate settings to apply articles because
of instructional treatments in their oral activities.
The participants gave their written consent to
audio record their oral utterances in pre, post, and
delayed posttests for further consideration.

In terms of validity, an effort was made to se-
lect three language tasks of identical complexity
level. The level of complexity was controlled by
keeping the length of the stories at a maximum of
750 words. Furthermore, to ensure that the tasks
were clear and intelligible to the participants and
to lower task complexity, they were provided
with a Farsi narration of the stories before per-
forming the task. The lead researcher endeavored
to cover a range of topics that were familiar to
the learners. Moreover, test-retest reliability was
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measured only for the control group. The correla-
tion coefficients between pre and posttest and
also between post and delayed posttest scores
turned out to be 0.82 and 0.88, respectively.

Treatment procedures

Initially, the three classes were assigned to three
conditions including two experimental (scaf-
folded and explicit) groups and one control
group. For each of the five treatment sessions, the
participants in each group were assigned into
three groups of five. Then, each one of the partic-
ipants of the three groups was provided with the
short story to be equally involved in story retel-
ling. Before retelling the story to the whole class,
they were asked to read the story and discuss it
within 15 minutes as a class. The participants
were allowed to ask the instructor about the
meanings of any words whose meanings were not
clear to them. Having checked the participants’
comprehension of the story, the instructor col-
lected the stories and then read them aloud. As he
read them, the learners jotted down keywords to
retell the story. Having finished doing the story-
telling in groups, the learners of each group re-
told the story for the whole class. The instructor
asked each of the participants to make a short
presentation by retelling two sentences of the
story successively until the whole story was cov-
ered thoroughly. Upon making an error by the
learners while using target structures, the instruc-
tor corrected it by providing feedback based on
the participants' CF.

Data collection procedure

At the outset of the study and prior to the treat-
ment, all the participants were provided with a
pretest to investigate the differences between the
three groups regarding their prior knowledge of
the target items. In the pretest, the instructor dis-
tributed a short story to every single participant
of the three groups to equally involve them in
retelling the story. The participants practiced the
task for 15 minutes. Then, the instructor collected
the stories. Preparing to retell the story, all the
participants narrated them to the instructor. The

participants' utterances were audio-recorded and
transcribed for further analysis.

Following the last treatment session, an im-
mediate post-test similar to the pretest was admi-
nistered with a different short story to assess the
immediate effects of treatment sessions on learn-
ers' language development. After a fortnight, a
delayed posttest similar to the pre and posttest
with a distinctive short story was also adminis-
tered to assess the time lapse effects of CF on
their target form knowledge.

The procedure for scoring the OPT tests fol-
lows two steps. Firstly, all the contexts in which
the participants were needed to produce articles,
as well as their correct use of articles in the man-
datory contexts, were first discerned. Second, the
ratio of participants' correct use of articles to the
sum of the contexts required for the use of ar-
ticles plus the inaccurate cases of the articles
were used as participants' scores.

Operationalization
Scaffolded CF group
Aljaafreh and Lantolf’s (1994) graduat-
ed regulatory scale for effective mediation within
ZPD was employed to operationalize scaffolded
feedback. In this condition, the researcher en-
gaged in the ongoing conversation with the lan-
guage learners and corrected their errors using
scaffolded CF through several negotiation moves.
These moves embark on the least assistance with
most implicit or inductive prompts to stimulate
self-regulation and end with correct forms pro-
vided by teachers with increasingly more explicit
and informative clues. The following short ex-
cerpt from our data formulates the operationaliza-
tion of scaffolded feedback.

(1) L (learner): He planted a peach tree
in backyard.

(2) T (teacher): Sorry — could you repeat
that? — clarification requests

(3) L: He planted a um... a peach tree in
backyard.

(4) T: No, the definite article. Think
about the definite article. — metalinguistic in-

formation
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He planted a peach tree in ...? — elici-
tation

(5) L: Um, yeah, in the backyard, yes, he
planted a peach tree in the backyard.

As the example illustrates, the instructor em-
barked on minimal assistance via implicit feed-
back following the learner's error. In case the
learner was not able to cope with her errors, scaf-
folding levels were gradually increased. These
small incremental moves assisted the learner in
finding ways to cope with her linguistic er-
rors. Receiving just two hints, she reconstructed
her inaccurate items and made the correct re-
sponse. This implies that after the learner re-
ceived mediation tailored to her ZPD, she be-
came an independent self-reliant learner and no
longer needed explicit feedback.

Explicit CF group
Following a learner's error, the teacher provided
the learner with overt error correction. The fol-
lowing is a typical example of explicit CF:
Learner: | saw him left a few minutes ago.
Teacher: No, we say, “I saw him leave”,
not saw him left. The rule is "see
somebody do something".

Control CF group
The participants in this group performed the same
tasks without receiving any feedback.

DATA ANALYSIS

The one-sample Kolmogorov-Smirnov test was
used to assess if the datawere normal-
ly distributed. Moreover, to ensure whether the
three groups were homogeneous in terms of their
knowledge of the target items before the treat-
ment sessions, one-way ANOVA was run on the
OPT pretest scores. The data obtained from the
three testing occasions, i.e. pre-, post, and de-
layed posttest were descriptively analyzed in
terms of mean scores and standard deviation. A
mixed between-within-group ANOVA was run to
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examine the effects of scaffolded and explicit CF
conditions over time in which time, CF, and
mean scores were regarded as a within-group
independent variable, a between-group indepen-
dent variable, and dependent variable, respective-
ly. Post hoc analysis was also undertaken to pin-
point the precise location of the significant dif-
ference. The data were analyzed using SPSS 26
and an alpha level of 0.05 was set.

RESULTS

Test of normality

To assess the normality of the distributed data,
the one-sample Kolmogorov-Smirnov test was
used. Table 1 shows the results of the normality
of the distributed data for two variables.

Table 1.
Normality Test for Distribution of the Definite and Indefi-
nite Articles

Kolmogorov-Smirnov

Statistic Df Sig.
Definite 0.103 135 0.200
article
Indefinite 0.117 135 0.181
article

Based on Table 1, one-sample Kolmogorov-
Smirnov test on the mean scores of the definite
article revealed that the data distribution was
normal, D (135) =0.103, P=0.2 > 0.05. As for the
indefinite article, the one-sample Kolmogorov-
Smirnov test also showed that the data were nor-
mally distributed, D (135) = 0.117, P = 0.181 >
0.05.

Test of homogeneity

To ensure homogeneity of the three groups re-
garding accurate use of the definite and indefinite
articles in the pretest, we performed two one-way
ANOVAs whose results are displayed in Tables 2
and 3, respectively.
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Table 2.

One-way ANOVA for the Three Groups' Performances in the Pretest Concerning the Definite Article
Sum of Squares DF Mean Square F Sig
Between Groups 45.316 2 22.658 1.896 0.163
Within Groups 502.000 42 11.952
Total 547.316 44
Based on Table 2, oral pretest scores revealed concerning accurate use of the definite article.
no significant differences among the three Table 3 also shows the results of one-way
groups, F (2, 42) = 1.896, P=0.163 > 0.05 indi- ANOVA for the performances of the three groups
cating that the participants were homogeneous in terms of the indefinite article.
Table 3.
One-way ANOVA for the Three Groups' Performances in the Pretest in Terms of the Indefinite Article
Sum of Squares DF Mean Square F Sig
Between Groups 38.259 2 19.129 1.138 0.330
Within Groups 705.960 42 16.809
Total 744.219 44
According to Table 3, the oral pretest scores also hancing Iranian EFL learners’ accurate use
revealed no significant differences among the of the English definite article in oral tests? If yes,

groups, F (2, 42) =1.138, P=0.330>0.05 demon-
strating that the homogeneity of the groups re-
garding accurate use of the indefinite article was

which type of CF is more effective?”
Table 4 shows the descriptive statistics in-
cluding mean, SD, minimum, and maximum for

met.

learners' performance in the OPT for the pre,
Results of the first research question post, and delayed posttests in terms of the defi-
The first research question read “Do scaffolded nite article.

and explicit CF have significant effects on en-

Table 4.
Descriptive Statistics on OPT in Pre, Post and Delayed Posttest of the Three Groups in Terms of Definite Article
Groups N Minimum Maximum Mean SD
Pretest 15 64.80 75.50 69.30 3.665
Scaffolded Posttest 15 76.80 80.40 78.80 1.309
Delayed Posttest 15 74.80 80.90 77.90 1.690
Pretest 15 64.25 75.68 70.04 3.359
- Posttest 15 70.80 80.48 75.83 3.273
Explicit
Delayed Posttest 15 71.24 77.78 74.95 2.535
Pretest 15 65.60 76.55 71.70 3.338
Posttest 15 69.75 75.50 72.50 2.035
Control
Delayed Posttest 15 67.95 73.90 70.95 1.964
As shown in Table 4, there were some im- Figure 1 graphically displays the comparison of
provements for the two experimental groups in groups’ performances in the pre, post, and delayed
the transition from the pretest to the posttest. posttests on the OPT regarding the definite article.
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Figurel. Comparison of Groups’ Performances in
Pre, Post and Delayed Posttest on the OPT in Terms
of Definite Article.

The effects of treatment sessions on learners'
performance over time was examined by apply-
ing a mixed between—within-group ANOVA. As
displayed in Table 5, the within-group and the
between-group independent variables were time
and CF, respectively. The mean scores were con-
sidered as the dependent variable.

According to Table 5, the values for time, F

(2, 84) = 52.762, p < 0.001, (n° = 0.557), correc-

tive feedback, F (2, 42) = 14.864, p < 0.001, (r12
= 0.414) , and their interaction, F (4, 84) =

17.717, p < 0.001, (n° = 0.458) turned out to be
statistically significant. This points to a signifi-
cant change as time passed. Further, CF was ef-
fective and the groups differentially performed
over time in terms of the definite article. The ef-

. . 2
fect size values using eta squared (n ) were large
for all the variables i.e. time, CF, and their inte-
raction (Cohen, 1988).

Table 5.

Analysis of variance (ANOVA) on learners'
posttest scores illustrated significant differences
among the groups in terms of using the definite
article, P-value=Sig<0.001, and F (2, 42) =
24.273. Tukey’s post hoc comparisons on the
posttest scores showed the outperformance of the
scaffolded group over the other two groups (p-
value=sig < 0.05). The ANOVA showed signifi-
cant differences among the groups on delayed
posttests as well, F (2, 42) = 41.660, P < 0.001.
Moreover, Tukey’s post hoc comparisons on the
delayed posttest scores also revealed the outper-
formance of the scaffolded group over the expli-
cit and control groups.

Moreover, the effects of treatment on each
group were determined using a one-way within-
group ANOVA with Tukey post hoc tests. The
OPT mean scores were considered as the depen-
dent variable and time as a within-group inde-
pendent variable. The within-group ANOVA was
significant for scaffolded group, F (2, 42) =
68.758, p <0.001; and the explicit group, F (2,
42) = 15.409, p <0.001 in terms of the definite
article. Post hoc comparisons for the two experi-
mental groups indicated significant differences
between the mean scores of pretest and posttest
as well as between the pretest and delayed post-
test mean scores. However, post hoc comparisons
did not show any significant difference between
the posttest and delayed posttest mean scores for
the two experimental conditions. Regarding the
control group, no significant difference existed in
all three occasions, F (2, 42) = 1.752, p = 0.186 >
0.05.

Mixed between-within Group ANOVA for the OPT Scores in Terms of the Definite Article

Source DF Error F Sig Effect size (n?)
Time (within subjects) 2 84 52.762 0.000 0.557
Corrective Feedback (between subjects) 2 42 14.864 0.000 0.414
Time * Corrective Feedback 4 84 17.717 0.000 0.458

Results of the second research question
To identify whether scaffolded and explicit CF
have significant effects on enhancing Iranian EFL
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learners’ accurate use of the English indefinite
articles, we used the descriptive statistics analysis
comprising mean, SD, minimum, and maximum
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for the learners' performance in the OPT for the
pre, post, and delayed posttests. Table 6 depicts
the pertaining results.

As evident in Table 6, some improvements
were observed for the two experimental groups
from the pretest to the posttest.

Figure 2 graphically depicts the comparison of
groups’ performances in pre, post, and delayed
posttests on the OPT regarding the indefinite ar-
ticle. A mixed between-within-group ANOVA
was performed to examine the effects of treat-
ment sessions on learners' performance from the
pre to the delayed posttest.

As depicted in Table 7, the within-group and
the between-group independent variables were
time and CF, respectively and the mean scores
were viewed as the dependent variable.

Based on Table 7, the values for time, F (2,

84) = 42.189, p < 0.001, (1" = 0.501), corrective

feedback, F (2, 42) = 19.208, p < 0.001, (112 =
0.478), and their interaction, F (4, 84) = 12.150, p

< 0.001, (r12 = 0.367) were all statistically signif-
icant. This indicates a significant change as time
passed. Further, CF turned out to be effective and
the groups differentially performed over time in
terms of the indefinite article.

The effect size values using eta squared (rlz)
were large for all the variables including time,
CF, and their interaction (Cohen, 1988).

92,00 groups
——scaffolded
explict

control
90.004

86.00

86.00

Mean Score

84004

82.00

B0.004

T T T
Pretest Posttest delayedPosttest

Time
Figure2. Comparison of Groups’ Performances in
Pre-, Post- and Delayed Posttest on OPT in Terms of
Indefinite Article.

Analysis of variance (ANOVA) on learners'
posttest scores illustrated significant differences
among the groups in terms of using the indefinite
article, P-value=Sig<0.001, and F (2, 42) =
23.920. Tukey’s post hoc comparisons on the
posttest scores showed the outperformance of the
scaffolded and explicit groups over the control
group. However, there was not any significant
difference between the scaffolded and explicit
group (p=0.906>0.05). The ANOVA showed
significant differences among the groups on de-
layed posttests as well, F (2, 42) = 32.741, P <
0.001. Moreover, Tukey’s post hoc comparisons
on the delayed posttest scores showed that there
existed no significant difference between the
scaffolded and explicit group (p=0.978). Howev-
er, these groups outperformed the control group
(p<0.001).

Furthermore, the effects of treatment on
each group were ascertained using a one-way
within-group ANOVA with Tukey post hoc tests
in which the OPT mean scores were considered
as dependent variable and time as a within-group
independent variable. The within-group ANOVA
was significant for scaffolded group, F (2, 42) =
45.786, p <0.001; and the explicit group, F (2,
42) = 28.643, p <0.001 in terms of the indefinite
article. Post hoc comparisons for the two experi-
mental groups indicated a significant difference
between the mean scores of the pretest and post-
test as well as between the pretest and delayed
posttest mean scores. Nonetheless, post hoc com-
parisons did not show any significant difference
between the posttest and delayed posttest mean
scores for the two experimental conditions. Re-
garding control group, no significant difference
was observed in all three occasions, F (2, 42) =
0.861, p =0.430 > 0.05.
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Table 6.
Descriptive Statistics for OPT in Pre, Post and Delayed Posttest of the Three Groups in Terms of Indefinite Article
Groups N Minimum Maximum Mean SD
Pretest 15 77.20 85.40 81.03 3.381
Scaffolded Posttest 15 86.35 94.20 90.10 2.928
Delayed Posttest 15 85.85 91.90 88.90 1.964
Pretest 15 75.00 86.40 80.70 4.855
- Posttest 15 85.60 93.55 89.60 2.699
Explicit
Delayed Posttest 15 84.70 92.10 88.70 2.619
Pretest 15 76.80 88.40 82.80 3.928
Posttest 15 78.80 88.60 83.70 4.226
Control
Delayed Posttest 15 77.55 85.85 81.85 3.381
Table 7.
Mixed between-within Group ANOVA for the OPT in Terms of the Indefinite Article
Source DF Error F Sig Effect size (n?)
Time (within subjects) 2 84 42.189 0.000 0.501
Corrective Feedback (between subjects) 2 42 19.208 0.000 0.478
Time * Corrective Feedback 4 84 12.150 0.000 0.367

DISCUSSION
This study examined the effects of two forms of
CF i.e. explicit and scaffolded in enhancing Ira-
nian EFL learners' accurate use of the definite
and indefinite articles in their oral Productions.
The findings demonstrated that the EFL learners
in the scaffolded CF and explicit groups were
significantly different from those of the control
group concerning the accurate use of both defi-
nite and indefinite articles in their oral produc-
tions. This result is in accord with the findings of
Ellis et al. (2006) and Rassaei (2012) who re-
ported that the explicit feedback results in L2
development. According to Rassaei (2014), scaf-
folded CF stands at an implicit-explicit conti-
nuum that explicitly engages language learners in
correcting their

language errors. In this regard, scaffolded CF
can be viewed as reflecting some degrees of ex-
plicitness that can account for the outperfor-
mance of the scaffolded CF group over the con-
trol group.

Furthermore, the study examined which forms
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of CF i.e. explicit or scaffolded was more effec-
tive in enhancing Iranian EFL learners' accurate
use of the definite and indefinite articles in their
oral Productions. The results revealed that the
EFL learners in the scaffolded group significantly
outperformed those of the explicit and control
groups in the post and delayed posttests in terms
of using the definite article. This superiority can
be ascribed to the role of awareness in SLA and
Schmidt (1994) Noticing Hypothesis based on
which learners will not be able to learn grammat-
ical features of a language unless they are no-
ticed. In essence, the two levels of awareness,
namely noticing and understanding or metalin-
guistic awareness visualized in Schmidt (1994)
Noticing Hypothesis can account for the signifi-
cant difference between the scaffolded CF group
and the explicit group. While noticing focuses on
the surface structure of the sentence level, under-
standing draws learners' attention to the deep
structure. Building on this, it could be argued that
explicit CF raises learners' awareness just at the
noticing level, while scaffolded CF
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enhances learners' awareness at both noticing and
metalinguistic levels thereby affording a higher
level of awareness that enhances the learning of
grammatical forms. The results can also be justi-
fied on grounds of the consciousness-raising
view of language learning that suggests language
learning effectively takes place when language
learners’ attention is directed to linguistic forms
(Rutherford, 1987). The primacy of scaffolded
CF over explicit feedback can be substantiated by
the fact that it makes language learners produce
modified output by self-correcting their ill-
formed utterances (DeKeyser, 2007). This is ad-
vocated by Swain’s (1985) Output Hypothesis
based on which comprehensible output is integral
to L2 development. The metalinguistic function
of output makes language learners reflect upon
their target language forms which helps internal-
ize them (Swain, 1985). This finding is in line
with the results reported by Aljaafreh and Lantolf
(1994) who also found the positive impacts of
scaffolded CF presented within learners’ ZPD.
Consistent with our findings, Erlam et al. (2013)
confirmed the effectiveness of scaffolded CF in
promoting self-correction. In a similar vein, Na-
saji and Swain (2000) demonstrated the positive
effects of the ZPD corrective feedback. This find-
ing, on the other hand, stands in contrast to the
results of Amirghassemi, Azabdaftari, and Saei-
di’s (2013) study which revealed that the perfor-
mance of learners in the scaffolded group was not
different from those of the direct and indirect
groups. The discrepancy of their results with
those of ours can be explained in terms of the
type of linguistic structures investigated in their
study (articles and past tenses). Another line of
explanation might be that the target structures in
their study were examined through written CF
rather than oral CF as investigated in our study.
Furthermore, the other results of the present
study revealed that the two experimental groups
were not significantly different in the post and
delayed posttests in terms of using the indefinite
article. One line of explanation might be that the
indefinite article in the EFL learners' first lan-
guage (Persian) resembles the target language

form which assists them to use it more conve-
niently. This resemblance is seen as the candidate
for the positive transfer of the linguistic form in
guestion.

CONCLUSION

The current  study investigated the effective-
ness of two forms of CF i.e. explicit and scaf-
folded in enhancing Iranian EFL learners' accu-
rate use of the definite and indefinite articles in
their oral Productions. The findings provided
clear evidence of the effectiveness of scaffolded
and explicit CF in promoting learners’ accurate
use of the definite and indefinite articles in the
OPT. Nonetheless, scaffolded CF was found to
be more effective than explicit feedback in en-
hancing EFL learners’ use of the definite article
but not the indefinite article. Consistent with
Schmidt (1994) Noticing Hypothesis, we can ar-
gue that scaffolded and explicit CF make lan-
guage learners better attend to linguistic forms.
Scaffolded CF, however, seems equally as effec-
tive as explicit feedback in cases where positive
language transfer takes place.

In light of Swain’s Output Hypothesis and the
results of this study, EFL teachers need to be
more appreciative of CF types in their instruc-
tion. In particular, scaffolded CF should be inte-
grated into teachers’ ongoing learning-oriented
assessment in the classroom setting. Further, it
can be concluded that teachers should deliver CF
aligned with language learners’ ZPD to favor the
development of language learning. This ZPD-
based scaffolded feedback assists language learn-
ers to be motivated, autonomous, and self-
regulated.

Scaffolded CF highlights the negotiation of
meaning and assisted performance within the
cognitive/interactionist and sociocultural perspec-
tives, respectively (Rassaei, 2014). Consequently,
it seems plausible to integrate form-focused in-
struction and focus on meaning as an effective
means of promoting L2 development in class-
room settings. Given the saliency of CF in lan-
guage teaching settings, it is suggested that EFL
teachers encourage language learners to capitalize
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on various CF types in the form of self-assessment,
peer-evaluation, and error logs to help them reflect
on and attend to their own errors.

CONTRIBUTION TO NEW KNOWLEDGE
The present study carries significant contribu-
tions and insights for EFL teachers and syllabus
designers. An understanding of the value of scaf-
folded CF might help language teachers to effec-
tively employ CF practices based on EFL learn-
ers” learning needs in the classroom. Syllabus
and curriculum designers can also explore ave-
nues towards designing and incorporating gram-
mar-based tasks into language learning materials.
Such tasks can heighten learners' awareness of
L2 grammatical structures and enable them to
become actively involved in communicative inte-
raction where EFL teachers can deliv-
er interactional scaffolded feedback. The re-
sults may also play a crucial part in the existing
CF literature by endorsing the effectiveness of
scaffolded CF and open new directions for future
research. The full potential realization
of different types of CF might assist language
teachers and curriculum designers to tailor their
corrective steps to language learners’ needs with-
in their ZPD.
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There are several limitations to this research
that should be redressed in future studies. First,
the study involved a relatively small number of
participants; partly due to their reluctance to par-
ticipate in the study. Furthermore, all the partici-
pants of the study were female intermediate lan-
guage learners. One reason for this was the in-
adequacy of the intermediate male EFL learners
in the institute where the experiment was con-
ducted. The second reason concerned the impos-
sibility of holding mixed-gender language class-
rooms due to the cultural restrictions. Thus, the
research findings may not be generalizable to a
wider population, language learners of other pro-
ficiency levels, and male language learners. Thus,
future research should consider a greater number
of male and female language learners at different
proficiency levels. Similarly, since the study was
made up of 5 two-hour sessions, a small number
of CF delivered to the language learners. By in-
creasing the number of treatment sessions, differ-
ent results might have been obtained. Likewise,
given administrative constraints, a random sam-
pling of participants was not plausible and the
research was conducted with three intact groups
which may lead to set limits on the generaliza-
bility of the results.



Journal of language and translation, Volume 11, Number 1, 2021

13

References

Aljaafreh, A., & Lantolf, J. P. (1994). Negative
feedback as regulation and second
language learning in the zone of
proximal development. The modern
language journal, 78(4), 465-483.

Althobaiti, N. (2014). Corrective feedback: A
bridge between cognitive interactionist
and social interactionist perspectives.
American  Journal of Educational
Research, 2(10), 950-954.
doi:10.12691/education-2-10-15

Amirghassemi, A., Azabdaftari, B., & Saeidi, M.
(2013). The effect of scaffolded vs. non-
scaffolded written corrective feedback on
EFL learners’ written accuracy. World
Applied Sciences, 22(2), 256-263.

Banaruee, H., Khatin-Zadeh, O., & Ruegg, R.
(2018). Recasts vs. direct corrective
feedback on writing performance of high
school EFL learners. Cogent Education,
5(1), 1455333.

Bitchener, J. (2012). A reflection on ‘the
language learning potential’ of written
CF. Journal of  Second Language
Writing, 21(4), 348-363. doi:
10.1016/j.jslw.2012.09.006

Carroll, S., & Swain, M. (1993). Explicit and
implicit negative feedback: An empirical
study of the learning of linguistic
generalizations.  Studies in  second
language acquisition, 15(3), 357-386.

Chen, S., & Nassaji, H. (2018). Focus on form
and corrective feedback research at the
University of  Victoria, Canada.
Language Teaching, 51(2), 278-283.

Cohen, J. (1988). Statistical power analysis for
the behavioral sciences. Hillsdale, New
Jersey: Lawrence Erlbaum Associates:
Academic press.

DeKeyser, R. (2007). Practice in a second
language: Perspectives from applied
linguistics and cognitive psychology:
Cambridge University Press.

Ellis, R. (2003). Task-based language learning
and teaching: Oxford University Press.

Ellis, R. (2009). Corrective feedback and teacher
development. L2 Journal, 52(1), 3-18.
doi:10.5070/12.v1i1.9054

Ellis, R. (2010). Epilogue: A framework for
investigating oral and written corrective
feedback. Studies in second language
acquisition, 32(2), 335-349.

Ellis, R. (2017). Oral corrective feedback in language
teaching: A historical perspective. Avances
en Educacion y Humanidades, 2(2), 7-22.

Ellis, R., Loewen, S., & Erlam, R. (2006). Implicit and
explicit corrective feedback and the
acquisition of L2 grammar. Studies in second
language acquisition, 28(2), 339-368.

Erlam, R., Ellis, R., & Batstone, R. (2013). Oral
corrective feedback on L2 writing: Two
approaches compared. System, 41(2), 257-
268.

Gass, S. M. (2003). Input and interaction. In C. J.
Doughty & M. H. Long (Eds.), The
handbook of second language acquisition
(Vol. 2, pp. 224-256).

Housen, A., & Pierrard, M. (2005). Investigations
in instructed  second language
acquisition (Vol. 25). Berlin: Mouton de
Gruyter: Walter de Gruyter.

Lantolf, J. P., & Poehner, M. E. (2011). Dynamic
assessment in the classroom: Vygotskian
praxis for second language development.
Language teaching research, 15(1), 11-
33.

Li, S. (2010). The effectiveness of corrective
feedback in SLA: A meta-analysis.
Language Learning, 60(2), 309-365.
d0i:10.1111/j.1467-9922.2010.00561.x

Long, M. (1996). The role of the linguistic
environment in  second language
acquisition. In W. C. Ritchie & T. K.
Bhatia (Eds.), Handbook of second
language acquisition (pp. 413-468). San
Diego, CA: Academic Press.

Lyster, R., & lzquierdo, J. (2009). Prompts
versus recasts in dyadic interaction.
Language learning, 59(2), 453-498.

Lyster, R., & Ranta, L. (1997). Corrective
feedback and learner uptake: Negotiation

hr



14 Effects of Scaffolded and Explicit Feedback on Iranian EFL Learners' Use of...

of form in communicative classrooms.
Studies in second language acquisition,
19, 37-66.

Nassaji, H. (2020). Assessing the effectiveness of
interactional feedback for L2 acquisition:
Issues and challenges. Language
Teaching, 53, 3-28.

Nassaji, H., & Swain, M. (2000). A Vygotskian
perspective on corrective feedback in L2:
The effect of random versus negotiated
help on the learning of English articles.
Language awareness, 9(1), 34-51.

Rassaei, E. (2013). Corrective feedback, learners'
perceptions, and second language
development. System, 41(2), 472-483.

Rassaei, E. (2014). Scaffolded feedback, recasts,
and L2 development: A sociocultural
perspective. The modern language
journal, 98(1), 417-431.

Rassaei, E. (2015). Oral corrective feedback,
foreign language anxiety and L2
development. System, 49, 98-109.

Rassaei, E. (2019). Tailoring mediation to
learners’ ZPD: Effects of dynamic and
non-dynamic corrective feedback on L2
development. The Language Learning
Journal, 47(5), 591-607.

Rutherford, W. E. (1987). Second language
grammar: Learning and teaching. New
York: Routledge.

Schmidt, R. (1994).
consciousness in
definitions  for
Consciousness in
learning, 11, 237-326.

Sheen, Y. (2004). Corrective feedback and learner
uptake in communicative classrooms
across instructional settings. Language
teaching research, 8(3), 263-300.

Sheen, Y. (2007). The effects of corrective
feedback, language aptitude, and learner
attitudes on the acquisition of English
articles.  In A, Mackey (Ed.),
Conversational interaction in second
language acquisition: A collection of

Deconstructing
search of useful
applied  linguistics.
second language

bt

empirical studies (Vol. 301, pp. 322):
Oxford University Press.

Swain, M. (1985). Communicative competence:
Some roles of comprehensible input and

comprehensible output in its
development. In S. Gass & C. Madden
(Eds.), Input in second language

acquisition (Vol. 15, pp. 235-253).
Rowley, MA: Newbury House.

Truscott, J. (1996). The case against grammar
correction in L2 writing classes.
Language learning, 46(2), 327-369.

Truscott, J. (1999). What's wrong with oral
grammar correction. Canadian Modern
Language Review, 55(4), 437-456.

Wass, R., Timmermans, J., Harland, T., &
McLean, A. (2018). Annoyance and
frustration: Emotional responses to being
assessed in higher education. Active
Learning in Higher Education, 52, 152-
180. d0i:10.1177/1469787418762462

Biodata

Mr Lotfollah Samaee is a PhD candidate of
TEFL at Islamic Azad University Shiraz branch,
Iran. His research areas include feedback studies,
teacher education, and psycholinguistics.

Email: Isamaee@gmail.com

Dr Ehsan Rassaei is an associate professor of ap-
plied linguistics. He obtained his Ph.D from the
University of Isfahan, Iran. His research interests
include Technology-Assisted Language Learning,
corrective feedback, and dynamic assessment. He is
also a member of editorial board of several scholar-
ly journals such as System (Elsevier) and English
Teaching and Learning (Springer).

Email: ehsanrassaei@yahoo.com

Dr Mohammad Bavali is an assistant professor
of TEFL at Islamic Azad University, Shiraz
Branch, Iran. His areas of research include psy-
cholinguistics, critical pedagogy, and dynamic
assessment.

Email: MbvI57@gmail.com


mailto:lsamaee@gmail.com
mailto:ehsanrassaei@yahoo.com
mailto:Mbvl57@gmail.com

