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ABSTRACT

The purposes of the present study were 1) to investigate peer scaffolding behaviors occurring
during EFL writing activities and 2) to investigate the effects of scaffolding strategies on L2 writing development
of Thai EFL learners. Ten first-year students who enrolled in the Progressive Reading and Writing course at the
University of Phayao were selected by purposive sampling and classified into five expert students and five
novice students according to their writing proficiency. These ten participants were observed for peer scaffolding
strategies, and their written products were analyzed for writing development as the whole class was introduced
to writing activities. Moreover, the semi-structured interview examined the effects of scaffolding strategies in
the EFL writing classroom. This study revealed two significant findings as follows. First, ten EFL learners applied
various types of peer scaffolding behaviors to pre-writing activity while they hardly utilized peer scaffolding in
post-writing activity. It is noteworthy that the Thai EFL learners, both expert and novice, were able to be
scaffolders for their peers by supplementing each other’s knowledge and skills because they may be expert
writers in different areas. Second, the scaffolding strategies encourage the EFL students to develop their English
paragraph writing during pre-writing, while-writing, and post-writing. Learning to write in English with the
teacher and peers could provide the EFL students guidance and encouragement from peers, also fostering

positive perceptions, and self-confidence during the writing activities.
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CHAPTER |

INTRODUCTION

Background of the Study
1. The contexts of EFL writing classrooms in Thailand

In the 21 century, the significance of English has been on the rise ever since it
is defined as an international or global language that most people use to communicate. As
Thailand entered the ASEAN Economic Community, the government used much effort to
promote and expand the country to the international market; this created more significant
demands for the workforce to develop high-level English skills (Pawapatcharaudom, 2007).
Therefore, the demand for English competence has become the most required skill to develop
the country in every way (Chatreepinyo, 2012; Seensangworn & Chaya, 2017).

Among four English skills, writing is crucial, especially for college and university
students. According to Walsh (2013), writing is used extensively in higher education and
the workplace. Students must learn to express themselves in writing to communicate well
with professors, employers, peers, or anyone else. Professional communication is done in
writing including proposals, memos, reports, applications, preliminary interviews, e-mails,
and more, which are part of a college student's or successful graduate's daily life (as cited
in Sararit, Chumpavan & Al-Bataineh, 2020). Like Seensangworn and Chaya (2017),
the researchers pointed out that writing is essential, especially at the academic or tertiary
level. Writing is a means of communication that enables individuals to share ideas, defend
opinions, and express emotions. The development of their writing skills and an increase in
their confidence in expressing themselves in written English may lead to professional
opportunities in the future, as well as empowering students to take on new roles as citizens
within the community.

Likewise, Sattayathom and Ratanapinyowong (2008) proposed three ways
writing helps students learn. First, writing reinforces the grammatical structures, idioms,
and vocabulary that they were taught to students. Second, when students write, they also
have a chance to be adventurous with the language, to go beyond what they have just

learned to say, and to take risks. Third, when students write English, they necessarily



become involved with the new language; therefore, the effort to express ideas and the
constant use of eyes, hands, and brain is a unique way to reinforce learning. As students
struggle with what to put down next or how to put it on paper, they often discover something
new to write, a new way of expressing their ideas, and a real need to find the right word
and sentence.

Notably, writing is an increasingly essential skill which is widely used as a method
to facilitate and present students’ educational knowledge and occupational opportunities,
so Thai universities include many English writing courses in the curriculum for their
students to develop their writing skills and support them to receive better educational and
occupational opportunities (Promsupa, Varasarin, & Brudhiprabha, 2017; Sararit, et al., 2020).
However, writing is one of the most challenging skills for English as foreign language (EFL)
learners since Thai EFL students cannot yet master this skill because they have produced
ambiguous written communication due to their inability to apply English grammar appropriately
in their writing (Promsupa, Varasarin, & Brudhiprabha, 2017; Watcharapunyawong & Usaha,
2013; Wichapricha, 2020). Thus, the significance of writing skills should not be neglected
and should be emphasized in EFL classrooms.

For EFL learners, writing in English is a complex process because the EFL
writers have to undergo a complicated process, which requires linguistic competence and
the content to transfer the message clearly (Chatreepinyo, 2012). Meanwhile, the nature
of writing itself is uninteresting enough to motivate EFL learners to practice regularly;
unsurprisingly, errors are found unavoidably in Thai EFL students’ writing (Chatreepinyo,
2012; Kaweera, 2013). From this aspect, the factors influencing EFL writing classrooms in
Thailand are explained below.

1.1 Difficulties of Thai EFL writers in English composition

Most Thai EFL students have been faced with difficulties in writing in English.
Most Thai EFL writers still need to improve in writing in English, even though universities
provide writing courses for them. However, these Thai students’ writing ability is still
unsatisfied (Dawilai, Kamyod, & Prasad, 2021; Promsupa, et al., 2017; Seensangworn &
Chaya, 2017; Watcharapunyawong & Usaha, 2013). Considering these writing difficulties,

many obstacles lead to ineffective writing for Thai EFL students. The first difficulty is



grammatical elements, which is the most serious writing problem that Thai EFL writers face
(Boonyarattanasoontorn, 2017; Harris, Ansyar, & Radjab, 2014; Hinnon, 2015;
Pawapatcharaudom, 2007; Thongchalerm & Jarunthawatchai, 2020). Thai EFL writers should
consider many aspects of English grammar when writing sentences in the correct structure,
such as choice of article, pronoun, verb tense, sentence agreement, and so on.

Vocabulary is the second difficulty writers face in writing because vocabulary
is a necessary tool to complete the task. If Thai EFL writers have enough English vocabulary
knowledge in their repertoire, they can choose the right words to convey the meanings
and their ideas in writing (Boonkongsaen & Intaraprasert, 2014). Without mastering English
vocabulary, Thai EFL writers will have fewer opportunities to use their language in writing.
These writers will find it hard to present what is in their mind, and if they use incorrect
words and are ambiguous, it will make readers feel confused to understand the content of
their writing (Harris, et al., 2014). According to these two difficulties, most of these writers
can only write simple sentences by copying the given sentence samples, but they cannot
create and transfer their thoughts into sentences by themselves without the teacher’s
assistance (Inkaew & Yawiloeng, 2015; Thoung, Phusawisut, & Praphan, 2020).

The third difficulty is that EFL writers do not know how to express their
feelings and thoughts in words because they lack ideas about what to write, and when
they write, the complete paragraph consists of many errors and is not well organized in
terms of unity and coherence (Chaisiri, 2011; Cox, 2004; Harris, et al., 2014). Similarly,
Salem (2007) and Al-Khasawneh (2010) claimed that these writers needed to learn how
to start, develop their ideas, and conclude the paragraph. They are also confronted with
problems organizing their ideas such as repeating them, reporting few if any valid points,
and making serious mistakes in grammar and punctuation including irrelevant information,
because they rarely write in English and rarely get EFL writing practice. Myles (2002) and
Hyland (2003) claimed that practice is required to improve writing skills. However, not only
practice can allow writers to produce effective writing compositions, but experiences and
the communicative approaches used in writing are also essential (as cited in Hinnon, 2015).

Therefore, these EFL writers find it challenging to write a paragraph in English

without the assistance of teachers or peers of the academic community that they belong



to (Seensangworn & Chaya, 2017). Furthermore, to become effective writers, Thai EFL
writers have to devote a great deal of time and effort to practice writing, which makes
them feel depressed continuously. Moreover, when these writers who lack experience in
writing need to compose a piece of writing, they are likely to be led to anxieties, be
overwhelmed, and confused within the context of writing an English paper, and finally give
up on writing accomplishment (Boonyarattanasoontorn, 2017; Watcharapunyawong & Usaha,
2013). Thus, these obstacles lead Thai EFL writers to be less successful in writing in English,
have negative attitudes towards EFL writing, and have less confidence to think creatively
and eventually transfer their thoughts into their written products.
1.2 Obstacles of Thai EFL teachers in writing classrooms

Regarding EFL writing pedagogy, writing in English has been perceived as
the most challenging teaching for EFL teachers in Thailand. Thai EFL teachers have to
devote considerably more time, energy, and expertise to help Thai EFL students effectively
develop their writing skills. It can be said that teaching writing is not a simple task because
of a variety of writing competencies, comprising grammatical structures, organization,
vocabulary, and the ability to give feedback and appropriate assessment of students’
written works (Watcharapunyawong & Usaha, 2013). Similar to White and Arndt (1991),
who concluded that writing is considered a difficult skill to teach because it includes several
components such as using correct grammar, grasping spelling and punctuation, using
appropriate vocabulary, choosing a suitable style that meets the expectations of the readers,
and having organizational skills (as cited in Seensangworn & Chaya, 2017). In addition, EFL
teachers do not have enough knowledge of creative teaching techniques, so they have not
considered developing or supporting creative writing teaching (Cox, 2004). Another obstacle
to EFL writing in Thailand is the teaching approach. Many EFL teachers in Thailand follow
the traditional method of teaching composition, concentrating on recitation and imitation
(Pansue, 2008).

As a result, EFL students rarely have an opportunity to give opinions and
subsequently experience a lack of social interactions with their teachers and classmates. In
writing classes, EFL teachers tend to emphasize students’ final written products rather

than focus on their writing processes. In addition, these traditional EFL teachers highlight



mechanics, spelling, punctuation, grammar, sentence structure, and so on, with little attention
to development or style (Dawilai, et al.,2021; Ibnian, 2011; Inkaew & Yawiloeng, 2015).
This follows Pansue (2008), who also stated that EFL teachers pay more attention to
written products rather than the writing process. The written product is evaluated on format,
grammar, accuracy, and presentation, whereas the writing development is overlooked.
Due to the use of traditional teaching by EFL teachers, Thai EFL students have been assisted
insufficiently; consequently, they cannot express their thoughts, knowledge, understanding,
and experience through writing perfectly. Therefore, Thai EFL teachers are in charge of
constructing Thai EFL students’ learning environment, which can stimulate their imagination
and help them express those thoughts in their writing.
1.3 Learning environment in EFL writing classrooms in Thailand

To understand the learning context of EFL writing classrooms that leads to
ineffective writing in Thailand, many researchers pointed out that English language teaching
in Thailand relies heavily on teachers; that is, Thai traditional classrooms focus on teacher-
centered leads Thai EFL students to become passive students (Chatreepinyo, 2012; Ka-
Kan-Dee & Kaur, 2014; Mackenzie, 2002; Pansue, 2008; Seensangworn & Chaya, 2017;
Sitthifong, 2012; Tonboon, 2010). These researchers view English learning as emphasizing
rote memorization of sentence structures for daily communication. Moreover, grammar
accuracy and vocabulary teaching are the core of the teaching. These problems indicate
that the English teaching atmosphere in Thailand needs to pay more attention to meaningful
lessons and authenticity in learning. Furthermore, teaching students in the large size of EFL
writing classes, it is time-consuming for a teacher to read papers, provide feedback, and
ask for revision, so it is impossible for a teacher to notice the errors and assist all students
while social interaction with classmates rarely occurred (Dokchandra, 2018; Hatfield, 2010;
Seensangworn & Chaya, 2017). Therefore, the English teaching approach in Thailand
needs to be improved to a learner-centered approach emphasizing a meaningful and

authentic classroom situation (Khamkien, 2010), together with promoting classroom interaction.



2. The teaching approach of EFL writing in Thai universities

According to the importance of writing, many Thai universities provide various
writing courses for their learners, as writing in English is often required in higher education
and academic contexts (Yawiloeng, 2013). However, Thai EFL students have several writing
difficulties that need to be assisted. For these reasons, several teaching approaches to
writing have emerged to support the development of EFL students’ writing skills. A practical
writing approach that EFL writing teachers in Thailand have adopted to develop students’
skills in constructing written EFL texts is the product approach. Using this teaching
approach, students usually write a paragraph imitating a given pattern, and grammar,
syntax, or mechanics are mostly stressed (Abdollahzadeh & Behroozizad, 2015). Based on
learning activities in textbooks, many EFL writing teachers emphasize vocabulary and
grammar knowledge with little attention to writing development, so teaching writing is
viewed as an assessment or another way of grammar evaluation by teachers. This leads
Thai EFL students to consider only the grade they received and ignore the composing
processes they go through (lbnian, 2015; Sutikno, 2008; Yawiloeng, 2013). As a result,
many Thai EFL students can write only short sentences and have few opportunities to
represent their ideas and knowledge through written works (Kongpetch, 2006).
The writing approach used in Thai universities seems to apply rote learning and memorization
to EFL writing classrooms and focus on coherent, error-free final drafts; these do not
support students in composing their written texts independently. Thus, Thai EFL writing
teachers should prepare writing instructions that can stimulate students’ creativity and help
them transfer those thoughts into their writing independently and automatically.

As mentioned above, writing in English is very difficult for Thai EFL students
because their vocabulary and topic are insufficient, their opportunities for interaction in
class are limited, and their understanding of writing organization needs to be improved
(Yawiloeng, 2013). To solve these obstacles to EFL writing, the approach that can help
Thai EFL students in terms of the writing process and enhance the potential of writing skill
development should be applied because the product approach cannot meet today’s writing
class requirement. Using a new approach with step-by-step instruction, the process

approach of writing helps learners develop their ideas and individualizes their



competence (Sutikno, 2008). Moreover, applying the steps of the process approach, such as
generating ideas, structuring, drafting, revising, and editing, into writing courses is better
at enhancing learners’ independent writing ability than the traditional approach since the
approach has, to a certain degree, encouraged students to write with confidence and to
feel committed to their work. Hence, they are not worried about their writing being judged
as right or wrong (Laksmi, 2006). As mentioned in Sutikno (2008), Richards (1992) and Brown
(2011) also emphasized the significant advantages of applying a process approach to writing
pedagogy. The first advantage is that by having the writing process, learners will have
more opportunities for meaningful writing and become independent writers. The second
advantage is that the process approach gives chances for learners to be more creative in using
language, and they still focus on content and message, leading learners to have more
opportunities to think when they write. To sum up, using the process approach in an EFL
writing classroom can enhance EFL learners’ creativity and independence in writing.
3. The use of scaffolding strategies and writing process in EFL writing

As mentioned, the writing process is a suitable teaching approach for developing
and supporting students' writing proficiency. The writing process allows students to organize
ideas and incorporate them into drafts. It offers students a process to follow, in which the
teacher can assist students by providing the appropriate strategies. As Martinez, Lopez-
Diaz, and Perez (2020) observed, the L2 writing process frequently shows that skilled L2
writers demonstrate a writing process similar to that of L1 writers. Thus, when addressing
writing in the EFL classroom, teachers need to scaffold writing instructions to build on the
underlying assumptions in writing and develop more complex texts because teachers can
better understand students’ realities and struggles throughout the writing practice.
The nature of the writing process allows teachers to guide students’ understanding of the
expected outcome of their writing as they work on it, and one helpful strategy for supporting
EFL students in their learning and using a form of writing language is scaffolding.

The concept of scaffolding is based on the work of Vygotsky’s (1978) Sociocultural
Theory (SCT), which involves the interaction between a novice and an expert. It is
highlighted as a direction for developing a higher level of competency. Harris and Hodges

(1996, as cited in Shooshtari & Mir, 2014) defined scaffolding in learning as the gradual



withdrawal of adult (e.g. teacher) support via instructing, modeling, questioning, and feedback
for a child’s (or learners’) performance across successive engagements. Thus transferring
more autonomy to the child (or learner) with the assumption that with the teacher's
assistance, learners could accomplish tasks that they ordinarily couldn’t perform
independently. The central to SCT is the idea that a higher form of thinking and acquiring
specific skills are shaped by social interaction among participants involved in the learning
task through scaffolding assistance (Abdollahzadeh & Behroozizad, 2015; Raizi & Rezaii, 2011).
A scaffolded learning environment can enhance EFL learners’ current skills and knowledge
to a higher level of competence through interaction. In the scaffolding learning context, it is
what the teacher (scaffolder) does when collaborating with learners to solve a problem,
perform a task, achieve a goal, or acquire a skill that would be beyond learmners’ unassisted
efforts (Abdollahzadeh & Behroozizad, 2015). Therefore, using scaffolding techniques
in the process of EFL writing learners is a tool for instructors to help learners transition from
assisted tasks to independent performances. At the same time, the teacher provides
learners with enough guidance until they can learn the process. After that, teachers gradually
give up learners’ support to transfer the responsibility to learners for completing the task
(Faraj, 2015). Underpinning the SCT perspective, this is possible through social interactions
and scaffolding strategies among novice writers, peers, and teachers. Finally, L2 writing
development can emerge after learners are assisted by their peers and teachers.

To meet English classroom requirements, scaffolding as an interactional process
is considered to be applied together with the writing process in EFL writing classrooms to
develop EFL students’ writing ability. Abdollahzadeh and Behroozizad (2015) employed
teacher scaffolding strategies and writing processes for their EFL students. The findings
from their observation field notes and the students' interview transcripts indicated that the
teacher utilized different types of scaffolding strategies as support, resulting in students'
development in writing. With gaining support and feedback, students had enough time to think,
write, reassess, and produce the final written work with step-by-step supervision in every
stage (Abdollahzadeh & Behroozizad, 2015). Therefore, using the writing process with teacher
scaffolding techniques in teaching writing provides a better basis for enhancing students' ability

to write an excellent academic piece in English (Faraj, 2015).



The studies on scaffolding are mainly concentrated on teacher and learner
interactions. Scaffolding can also occur in peer interactions when learners work in small
groups or pairs, so peer scaffolding that encourages interaction during the writing process
has been increasingly implemented in EFL writing classrooms (Hartani & Sulindra, 2017;
Lee, 2011; Li & Kim, 2016; Ranjbar & Ghonsooly, 2017).

Since peer scaffolding is a vital means for internalization and progress, Ranjoar
and Ghonsooly (2017) claimed that internal development processes will be awakened when
learners interact with their peers. It is worth mentioning that since learners take action as
both novices and experts, they can positively influence each other’s growth. In classrooms,
peers can model learning, questioning, and thinking and thus assist other learners in
developing their learning skills, as well as a teacher who acts as a facilitator and offers
guidance and supervision in assisting learners to engage in the process of writing. They
were supported by the study of Sabet, Tahriri, and Pasand (2013), which showed the analysis
of writing fluency in argumentative essays through a process approach while learners
participated in writing activities in pairs. As a result, a competent writer provided scaffolding
to a less competent one, and the result revealed that using scaffolding through a process
approach can improve learners’ academic writing fluency. Ranjbar and Ghonsooly (2017)
also examined the effects of peer scaffolding on EFL writing ability, and they mentioned
that teachers should enhance the quality of the collaborative writing process by helping
learners to work together and take into account joint efforts in writing tasks. Being assisted
by peers and teachers in classrooms also plays a crucial role in learning development;
therefore, this current study focuses on both peer scaffolding and teacher scaffolding in an EFL
writing classroom.

According to traditional pedagogy and obstacles to EFL writing in Thai universities,
the writing process approach has yet to be implemented in Thai EFL classroom instructions.
In addition, the learning product (e.g. scores and grades) is often more emphasized than
the learning process (e.g. learning activity and classroom participation) (Puengpipattrakul,
2014). Consequently, Thai EFL students still need to be more successful in EFL writing due to
the teaching approach with less support from their peers and teachers within their social

contexts. However, few studies on EFL writing focus on using scaffolding strategies in EFL
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writing classrooms among peers and teachers. In addition, the effects of scaffolding strategies
on L2 writing development are investigated in a few studies. Thus, this current study is aimed

at fulfilling the mentioned gaps.

Purpose of the Study
1. To investigate peer scaffolding behaviors occurring during EFL writing activities.
2. To investigate the effects of scaffolding strategies on L2 writing development

of Thai EFL learners.

Research Questions

1. What are the kinds of peer scaffolding behaviors occurring during EFL writing
activities?

2. What are the effects of scaffolding strategies on L2 writing development of

Thai EFL learners?

The Scope of the Study

This study is grounded in Vygotsky's sociocultural theory (SCT), which directly
emphasizes the interaction between social context and human cognitive development. In
the educational context, SCT is applied to classroom setting, and learning is considered the
product of shared activity through a teacher-learner relationship that leads to collaborative
learning (Behroozizad, Nambiar, & Amir, 2014). Learners can construct knowledge and
understanding through sharing problem-solving tasks when they engage socially in any
activities, so novice learners can solve problems after receiving guidance from
knowledgeable persons, enhancing their abilities to solve problems individually. An opportunity
to learn with/from others is mentioned as the zone of proximal development (ZPD). Lantolf
(2000) stated that the human mind is always and everywhere socially and semiotically
mediated within the ZPD or “the domain of knowledge or skill where the learner is not yet
capable of independent functioning, but can achieve the desired outcome given relevant

scaffolded help” (as cited in Rahimi & Noroozisiam, 2013).
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In this study, the participants consisted of ten first-year English majors at the
University of Phayao who were registered for an EFL writing course with different levels of
English proficiency for the academic year 2022 in semester two by purposive sampling. To
collect the data, the researcher applied a writing process adapted from Faraj (2015) combined
with peer scaffolding (Li & Kim, 2016) and teacher scaffolding (Ellis & Lakin, 1988 as cited
in Northern lllinois University, 2015) to develop L2 writing of EFL students through writing
activities.

The writing activities were conducted continuously over five sessions, ten hours.
The writing activities consisted of three stages of the writing process: pre-writing, while-
writing, and post-writing. In the pre-writing stage, the participants plan what they will
write by brainstorming in groups to generate ideas and list the vocabulary. To assist the
participants in brainstorming ideas, they are asked to plan and organize the paragraph
using an outline worksheet adapted from Daise and Noroff (2015). The next step is to start
drafting. Thai EFL students use an outline worksheet to write the first draft. Although this is
individual work, students can get suggestions from both peers and teachers. Before the
participants write the final draft, they are asked to work in pairs to review their partner’s
paragraph using a peer review worksheet adapted from Daise and Noroff (2015) to edit
and give feedback on peers’ written work. After the participants read their partner’s
paragraph, they had to complete the worksheet to give each other feedback on the ideas,
organization, and language. Then, the participants edit their mechanical errors such as
capitalization, punctuation, spelling, and grammar changes. Finally, the written products
from the first and the fifth sessions and their behaviors are analyzed to investigate the writing

progress.
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Terms of Definition

Teacher Scaffolding refers to scaffolding strategies in which the teacher provides
a supportive learning environment when the class is doing writing activities such as modeling,
working together, providing some samples, and discussing.

Peer Scaffolding refers to any part of a dialogue where learners talk about the
language they are producing, question their language use, or correct themselves or others
to solve grammatical and lexical problems by cooperating.

Writing Development refers to learners’ writing performance from being assisted
to self-regulated performance within a given task in which they write the first paragraph
until the fifth paragraph in terms of topic sentence, supporting detail, concluding sentence
paragraph organization, and mechanics.

Sociocultural Theory (SCT) refers to the theory from Vygotsky, emphasizing
the interaction between social context and human cognitive development. SCT assumes
that by engaging in social interactions with adults, children can learn from adults’ assistance,
and finally, they can develop cognitive development individually.

The Zone of Proximal Development (ZPD) refers to the distance between the
actual development level (of the learner) determined by independent problem-solving and
the level of potential development determined through problem-solving under adult
guidance or in collaboration with more capable peers.

Scaffolding Processes refer to the process by which the individual learns how
to do the given tasks with assistance from more capable others such as a teacher or more
advanced peers, Later, this assistance is gradually reduced until the individual can perform
the tasks with their ability. By the end of the scaffolding process, the individual will be an

independent learner who can communicate in the target language confidently and effectively.

Significance of the Study

The findings obtained from this study may provide EFL students with clearer
views of classroom interaction and scaffolding with peers and teachers, which can assist
them in overcoming any struggles they may encounter while writing English. Furthermore,

the findings could also provide EFL teachers with clearer views of their scaffolding roles in



13

the writing classrooms to assist EFL students in writing paragraphs in English. The findings
of this study may be beneficial for EFL pedagogy because it will provide EFL teachers with
scaffolding strategies in their EFL writing classrooms to enhance their students’ writing
development and provide useful EFL writing pedagogy by emphasizing the writing process

approach and social interactions to promote L2 writing development.



CHAPTER Il

REVIEW OF RELATED LITERATURE AND RESEARCH

This study investigates peer scaffolding behaviors occurring during EFL writing
activities and the effects of scaffolding strategies on the L2 writing development of EFL
learners. Therefore, this chapter examines the relationship between sociocultural perspective
and second language writing and reviews the current research literature on scaffolding

strategies to enhance L2 writing development.

An Overview of Sociocultural Theory (SCT)

This study is grounded in Vygotsky's sociocultural theory (SCT), which directly
emphasizes the interaction between social context and human cognitive development. SCT
assumes that while accomplishing an activity in its social setting, all human actions are
mediated by its surroundings including historical, institutional, and cultural settings (Bhowmik,
2012). For Vygotsky, the term ‘development’ relates to the mental and behavioral
development of the individual (Yawiloeng, 2013) and can be divided into three major
themes: (1) individual development, including higher mental functioning originating from
social processes, (2) human actions, on both social and individual planes, are mediated by
tools and signs, and (3) genetic or developmental analysis which is used to examine
psychological development (Wertsch, 1991).

According to Vygotsky’s belief, human mental functioning occurs at both intra-
mental and inter-mental. Bhowmik (2012) elaborated on these themes that to fully understand
human mental functioning, researchers must look at it over time in its historical context
through development or genetic analysis. To confirm this SCT viewpoint, Santoso (2010)
explained that to understand an individual’s activities, his historical development should be
investigated too. Since the activities are framed around a community and are mediated by
language and other symbolic tools, they play a central role in the process of meaning among
the community members. Thus, how the individual perceives the knowledge is influenced by
the others within the social context, including adults, more knowledgeable others, and the

culture and language around him/her. Furthermore, it is necessary to understand social
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relations in which the individual exists because mental functioning derives from social
life. Thereby, enhancing human learning to use physical and symbolic tools gets mediated
as he grows up in social and cultural settings; these tools have to be considered, too
(Bhowmik, 2012). Underlying sociocultural perspective; therefore, individuals gain knowledge
through social interactions with adults or more knowledgeable people in their social contexts.

Regarding a perspective of the interdependence of social and individual processes,
Vygotsky (1978) pointed out that physical skills and mental abilities have origin in social
interaction between the child and parent and between the child, peers, and others,
including teachers that assist the child grows into the intellectual life with those around him
(Walqui, 2006). This principle describes a process situated in social interaction: at the
beginning of an activity, the child depends on more skillful people; afterward, he takes on
increasing responsibility for his learning and participation in the activity. The interaction
between the child and the people around him provides the opportunities to observe and
participate in the skilled activities of his culture. Finally, through repeated and varied
experience in supported and challenging situations, the child becomes a skilled practitioner
in specific cognitive development (Steiner & Mahn, 1996). Therefore, individual learners
gain opportunities to engage in cognitive development during social interactions with other
people like parents, teachers, and peers in the social context, eventually enhancing them
to be more skillful learners.

According to Vygotsky (1978), cognitive development is the initial stage of social
interaction from the beginning of a child’s life. The child develops socially from the early
day when he interacts with adult interlocutors verbally or nonverbally to acquire the tool based
on which he can express his thoughts (Amerian, Ahmadian, & Mehri, 2014). Vygotsky
(1978) asserted that every function in the child’s cultural development appears on two
levels. First, on the social between people at an inter-psychological level, and then inside
the child at an intra-psychological level. Vygotsky stressed that any higher mental function
goes through an external social stage before becoming an internal function. Similarly, Yang
(2013) also mentioned that mental function is socially distributed and moving beyond people;
it depends on interaction and negotiation with others. Thus, the function is initially social,

and the process becomes an internal or mental function (Verenikina, 2003). By engaging in
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social interactions with adults, learners can learn from adults’ assistance, and finally, they
can develop cognitive development individually.

In the educational context, SCT is applied to classroom settings. Social interactions
and cultural institutions, such as schools and classrooms, have essential roles to play in an
individual’s cognitive development through social activities such as books, textbooks, dialogues,
interactions, instruction, and questions (Amerian, et al., 2014). This view is supported by
Behroozizad, Nambiar, and Amir (2014), who state that learning is the product of shared
activity through a teacher-learner relationship that leads to collaborative learning. Hammond
and Gibbons (2005) also added that teachers and learners actively negotiate meaning in a
collaborative learning process. Thus, in classroom contexts, learners are enhanced to construct
and extend understanding by themselves through help from social interactions along with
support from their teacher.

In addition, learners can construct knowledge and understanding by sharing
problem-solving tasks when engaging socially in any activities. The solutions to the
learner’s problems are gained through the involved participants’ or members’ behaviors in
a shared context, and individual development relies on the transmission of experiences
from others in the community (Santoso, 2010). In the learning process, a learner who
needs help is assisted by expert members or knowledgeable peers; this guidance is stopped
when he/she can act independently. As a result of this guidance, a novice learner gradually
becomes an influential community member (Behroozizad, et al., 2014). Engaging in
problem-solving activities, novice learners can solve problems after receiving guidance
from knowledgeable persons, thereby enhancing these novice learners’ ability to solve
problems individually.

Based on SCT, Jaworski (2003, as cited in Santoso, 2010) proposed five
characteristics of the relationships between the individual construction and social mediation
of knowledge within a community of practice, including:

1. Knowing is an action in which learner participants,

2. Learning is a process of comparing current knowledge with previously

constructed experiences, which results in the knowledge being reinforced or adapted,
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3. Within a learning environment, social interactions play an important part in this
experience and contribute fundamentally to individual knowledge construction,

4. Shared meanings through negotiation in the learning environment lead to the
development of common knowledge and

5. Learning occurs within a sociocultural setting or a community of practice in
which learners are immersed in social interactions.

According to language learning from the SCT perspective, learners must change
their learning status to independent self-regulation (Behroozizad, et al., 2014). In other words,
by engaging in social interactions within a classroom, language learners whom a more
knowledgeable teacher and peers assist can learn from others and eventually learn by
themselves. In addition, learning will be helpful if it is ahead of development to challenge
learners to think and act in advance of their actual level of learning development (Walqui,

2006).

Sociocultural Theory and Language Learning

From a sociocultural perspective, learning is considered social; meaning is derived
through language use within the social context (Behroozizad, et al., 2014). Vygotsky described
learning as embedded within social contexts and occurring when a learner interacts with
people, objects, and events in a collaborative environment (Shooshtari & Mir, 2014). In both
Vygotsky’s and Bruner’s views (Shooshtari & Mir, 2014), learing primarily occurs when novice
learners interact with more experienced quides who can support the actions by using language
as a ‘symbolic tool’ to clarify and make sense of new knowledge. Depending on the
discussions with the expert, the more learners use language to present and comment on what
they have learned, the more the new knowledge is internalized. So, cognitive development
is realized when an individual’s mental processing turns away from the external context
and learning moves from between people at an inter—psychological level to inside the child at
an intra—psychological level (Sabet, et al., 2013; Walqui, 2006). In brief, learning a language
in a sociocultural context can enhance learners' language after gaining understanding and
knowledge from more knowledgeable people; thereby, they learn by themselves after

receiving guidance and help.
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Regarding Vygotsky, language is an essential bridge between social and individual
mental functioning. The opportunity to interact with other learners in sharing, constructing,
and negotiating leads to knowledge construction (Santoso, 2010). Wells (2007) also supported
the idea that knowledge building takes place by exchanging information through language
as a communication medium. This is an essential contribution to helping learners make sense
of the world. Similarly, Hammond and Gibbons (2005) argued that language is integral to
the learning process, and with external dialogues, learners gradually internalize to construct
knowledge. When learners talk to others, information and ideas can be shared, points of
view explored, and new ways of thinking and understanding may be constructed.
Furthermore, Vygotsky maintained that learning is not an individual activity but a social
interaction through dialogue with others in goal-directed and meaningful contexts
(Amerian, et al., 2014).

Thus, learning is a developmental process of learners’ interaction through language
as a tool to meditate higher mental processes such as memory, concept development, and
creativity (Yawiloeng, 2013). When learners interact with various resources (printed materials,
dictionaries, internet) or mediators (teacher, peers), they also participate in the language
learning process and its associated way of thinking (Lee, 2011). Therefore, language
learning processes are enhanced through language as a thinking tool, leading individuals to
gain knowledge of the world within their social context.

1. Sociocultural approach to writing activities

Regarding the sociocultural approach, writing activity can be seen as an interaction
between the human mind and the writing context, and this interconnectedness can be
transmitted to the production of texts (Bhowmik, 2012). Xiao (2012) supported the idea
that writing is an internal cognitive process in which the writer uses a variety of cognitive
strategies such as planning, reviewing, monitoring, generating ideas, and revising. Thus, Xiao
(2012) suggested that writing should be understood as a literate activity mediated
by and situated in a sociocultural context. The relationship between context and cognitions
in writing activity should be considered. In a sociocultural context, learners engage in writing

activities to learn to write through social interactions.
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From a sociocultural perspective, although writing activity seems to be an
individual writing activity, it is mediated not only by tools such as paper, pen, language,
dictionary, or the computer but also by collaborating among people in social action (Xiao,
2012) involves distributed, mediated, and dialogic processes of the invention that Rish,
Bylen, Vreeland, and Wimberley (2015) categorized conceptualization of SCT of writing to
four tenets namely social act, collaborative form, mediated process, and dialogic view.
The first tenet defines writing as a social act affected by social relationships, institutional
belongings, community membership, and so on. Therefore, this tenet views how a writer
and the writing content are shaped by social context. The second tenet assumes that
authorship is distributed. During processes of invention and transcription, a writer interacts
with other people; as a result, this interaction affects the content and style of writing; that
is to say, all writing is collaborative and involves forms of co-authorship. The third tenet
proposes that writing is a mediated process of invention. A writer draws on tools such as
languages, conventions, genres, mentor texts, guidelines, and rubrics during the invention
process. Conceptualizing and inventing the writing then takes up additional materials and
tools such as a pencil, paper, or keyboard that assist in the processes of inscription and
distribution to make the writing available to others. The fourth tenet views writing as
dialogic. When a writer writes, he borrows such ideas, linguistic structures, and lexical
material from complex networks of other writers, texts, and discourses he has heard and
read before to assemble the words he wants to use. In other words, writing from
a sociocultural view, a writer engages in writing activity through social interactions with
other people, and he/she is assisted in learning to write by using language and other tools
in the social context of writing.

In writing activity, writers are active participants in constructing learning
processes, and as a result, the interaction between individuals is fundamentally linked to
cognitive functions (Leijen, 2016; Prior, 2006). These cognitive functions are situated in
particular social places, both in the immediate setting and ongoing activity, aiming to fulfill
short-term and long-term goals (Engestrom, 1999, as cited in Xiao, 2012). Thus, writing is
a social activity in which a writer is mediated through interactions with other people during

writing.
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2. Learning to write through a mediation

Underpinning the sociocultural perspective, humans’ learning processes
emerge through mediation tools such as language. According to Vygotsky (1978), humans
can make indirect connections between incoming stimulation and their responses through
various links. Vygotsky also referred to indirect connections as ‘mediation’, which is associated
with two means: physical tools or tools (e.qg., pen, book, and computer) and psychological
tools or signs (e.g., language) (Lei, 2008). Baleghizadeh, Memae, and Memar (2011) also
defined mediation as an indirect activity that is not limited to assistance by other human
beings but may come in the form of socially constructed semiotic artifacts such as books,
maps, and diagrams. Meanwhile, Shresthaa and Coffinb (2012) viewed mediation as a
process that humans employ to regulate the material world, others, or their own social and
mental activity by using culturally constructed artifacts, concepts, and activities. Vygotsky
again distinguished between the mediating functions of tools and signs. Vygotsky explained
that tools are externally oriented and serve as the conductor of humans' influence on the
activity's objective, while signs are internally oriented and aimed at mastering oneself
(Thompson, 2013). Lei (2008) supported that through tools, humans can control their behavior
from the outside, and using signs, they can regulate their minds from the inside. Similarly,
Moll (2000) summarized that when humans interact with their worlds, mediational means,
cultural artifacts, tools, and symbols, including language, play crucial roles in formatting
their intellectual capacities. Thus, mediation is the process that encourages higher forms
of mental development in humans through the use of physical and psychological tools.

Within the SCT perspective, writing is a kind of higher mental function; it is
also mediated actions that are consciously taken to facilitate writers’ community practices
(Lei, 2008). Vygotsky (1986) mentioned that writing can be seen as a socially mediated
activity through which a learner develops the ability to deploy the psychological function,
and the zone of proximal development (ZPD) is a tool used for instructing the activity
system of writing (Thompson, 2013). Thompson (2013) also suggested three elements that
teachers should pay close attention to in the writing process: the ZPDs of learners, the
mediational tools provided to scaffold their learning development, and the range of social

interaction and activities involved in composing a written text. In a sociocultural context,
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a writer is mediated through social contexts within the zone of proximal development,
providing him/her opportunities to learn to write with others in the communities.
3. Second language (L2) writing in a sociocultural perspective

Within SCT, second language (L2) writing is primarily cognitive or social. It is
no longer considered a nonlinear process and an individual practice because the cognitive
paradigm of writing is too narrow in its understanding of the context, so the writing task is
approached within SCT (Prior, 2006). L2 writing can be examined as a social practice that
L2 learners are active participants in constructing learning processes underlying the assumption
that human cognitive development is highly dependent upon the social context, which taking
place and interaction has widely been acknowledged as an essential component of learning
(Rahimi & Noroozisiam, 2013; Rezaei & Shokrpour, 2011).

According to the SCT perspective, L2 learners are focused on the use of
mediational means and their mediated activities, the communities they interacted with,
and the writing strategies they adopted based on the observations and accounts of learners
(Lee, 2011). Since the SCT perspective considers writing as internal cognitive processing
within the confines of the brain, which interacts with the outside context (Lei, 2008), it can
describe not only the tendencies running across learners in a particular learning context but
also the different strategies they used in order to associate with their unique learning
histories and goals (Lee, 2011). Moreover, L2 writing has shifted its focus from the final
product to the process of writing because it is found to be effective in learner’s learning to
write well and to use writing as a tool for learning. Thus, L2 writing studies have been
reconceptualized within the SCT framework to discover the actions and the behaviors of L2
writers while producing written texts (Bhowmik, 2012; Lee, 2011; Lei, 2008; Rahimi &
Noroozisiam, 2013; Rezaei & Shokrpour, 2011). For the reasons mentioned above, SCT to
L2 writing is important since L2 writers come from different social, cultural, and linguistic
backgrounds. Therefore, preparing appropriate interactions between mind and contexts to

fulfill writers” goals should be considered.
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Zone of Proximal Development (ZPD)

The zone of proximal development is considered significant from a sociocultural
perspective. It is believed that learning can activate a variety of internal developmental
performances when a learner interacts with peers or adults in a social environment. In other
words, the ZPD provides an opportunity to learn with/from others (Sabet, et al., 2013).
Vygotsky (1978) mentioned that the ZPD is a critical element of the learning process, and it
is defined as the distance between the actual development level (of the learner) as
determined by independent problem-solving and the level of potential development as
determined through problem-solving under adult guidance or in collaboration with more
capable peers. Lantolf (2000) also stated that the human mind is always and everywhere
socially and semiotically mediated within the ZPD or the domain of knowledge or skill
where the learner is not yet capable of independent functioning but can achieve the desired
outcome given relevant scaffolded help (as cited in Rahimi & Noroozisiam, 2013). Concerning
the concept of the ZPD, social factors such as assistance from others or different forms
such as modeling and giving feedback are highlighted and involved in the ZPD, which are
considered a distance or domain of abilities or skills that learners still need to learn before
reaching a state of being more capable and self-requlated (Simeon, 2014). In brief, learning
in the zone of proximal development, learners engage in opportunities to gain experience
together with others and to gain support from more knowledgeable peers, thereby leading
them to learn by themselves.

Vygotsky viewed learners as the active constructors of knowledge, and to construct
knowledge, learners have to interact with other learners to negotiate meaning and exchange
information. In this process, language as a communication medium is an important tool that
mediates interpersonal and intrapersonal activity within the ZPD (Obeian & Bataineh, 2015;
Santoso, 2010; Shooshtari & Mir, 2014). Thus, to encourage the ZPD for learning, negotiation
between an expert and a novice is required so that the learner may engage in cognitive
restructuring or elaboration for cognitive growth (Lin, 2015). The basic idea is that a more
knowledgeable learner or expert facilitates the learning development of a novice learner
within the appropriate zone of his/her ability (Schwieter, 2010). Bodrova and Leong (1998)

supported the idea that fully developed abilities exist at the level of independent performance,
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and those abilities that are on the edge of emergence can be enhanced by various

degrees of assistance within the ZPD (see Figure 1).

k Level of assisted performance

Difficulty of the task

Level of independent performance

Figure 1 Zone of Proximal Development (ZPD)

Source: Bodrova & Leong, 1998

The zone of proximal development is shaped by a specific cultural environment
which specifies that learning is best developed when a novice learner is assisted by another
learner who has special training and advanced skills through a stage of the novice’s ZPD
when he/she has built upon what he/she has learned in prior sessions to enhance subsequent
tasks (Schwieter, 2010). Schweitzer (2010) also explained that learning development could
occur over time within several ZPDs. Each stage of learning consists of assisted scaffolding
techniques that lift learners from their performance level to subsequent performance at the
same level without assistance. That is, the upper limits of the ZPD may change as the
task unfolds. In other words, effective scaffolding can extend the upper limit of the ZPD,
perhaps making it possible for learners to reach beyond what they are thought to be
capable of (Hammond & Gibbons, 2005). Thus, one ZPD’s level of assisted learning is the

next ZPD’s level of unassisted learning (see Figure 2).
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Level of assisted performance

Level of assisted performance

Level of independent performance

Level of assisted performance

Difficulty of the Task

Level of independent performance

Level of independent performance

Figure 2 Learning development within learner’s ZPD through scaffolding

techniques

Source: Schwieter, 2010

In the ZPD, learning development can emerge from the external stage and then
move to the internal stage (Gillani, 2003, as cited in Santoso, 2010). The first two phases
start from the external stage: reliance on others and collaboration with others. Knowledge
is constructed when learners learn with people in their learning community, and adults or
more capable peers scaffold them. Then, this learning moves on to two remaining phases
of the internal stage, namely self-reliance, where learners learn individually until they reach
the internalization phase, where they have experienced these three phases and successfully
constructed their knowledge. As Vygotsky (1978) mentioned, what a learner can do today
only with assistance, he/she will do independently tomorrow. Thus, learning is created by
participating with more capable partners and promotes the learning of novice learners by
scaffolding within which the learner can progress from the present ability to a higher

potential level.
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Figure 3 The phases of the ZPD

Source: Santoso, 2010

In the L2 writing context, providing appropriate ZPD can enhance the writing
ability of a novice writer. If a novice learner can only write isolated or elementary-level
sentences by him/herself, assisted learning through scaffolding strategies from both teacher
and peers will allow him/her to subsequently perform at the same level without assistance
(Schwieter, 2010). For L2 writers, the ZPD is the distance between the actual developmental
level determined by individual linguistic production and the level of potential development
as determined through language produced collaboratively with peers or teachers (Behroozizad,
et al., 2014). Although ZPD is usually one-dimensional and vertical, it is better understood
as planes on different levels where different zones interweave (Hoel, 2000). Because L2
writing includes knowledge of theme, genre, text organization, syntax, and so on spelling,
the support the writer needs will vary within these zones, and the support the writer can
give will also vary (Hoel, 2000). Thus, one learner will perform various roles to complete
the written task according to what field he/she is an expert in. Regarding written performance,

Thompson (2013) explained four phrases in the learner’s ZPD as follows:
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Table 1 Four phrases in the learner’s ZPD (Thompson, 2013)

Phase Performance

1 Assisted Performance: The written performance is assisted by more capable
others, such as a teacher or more advanced peer.
2 Self-Assisted Performance: The written performance is assisted by the self

through self-directed speech.

3 Developed Performance: The written performance is developed and becomes
automatic.

4 Recursion through ZPD: A change in context leads to recursion back through
the ZPD.

The ZPD represents the stage of a learner’s development where he/she can
carry out a task through mediation provided by peers and teachers. It is the role of the
teacher to assist learners within their ZPDs by mediating in all possible ways to ensure
that learners become self-regulated. In this current study, the research will apply the ZPD
stages from Lee (2011) as a theoretical frame to track learners’ writing performance from

being assisted to self-regulated performance through the writing process and peer scaffolding.

Table 2 Five ZPD stages (Lee, 2011)

Stage Performance

Assisted Level 1: The learner is unaware of the errors or does not know how to correct
Performance them, even with intervention.
Level 2: The learner notices the error but cannot correct it.
Level 3: The learner only notices and corrects the error with the expert’s help.
Level 4: The learner notices the error and corrects it with minimal help.
Self- Level 5: The learner notices and corrects errors without the expert’s help.
regulated

Performance
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Scaffolding within the Zone of Proximal Development (ZPD) in Second Language
(L2) Writing Classroom

The widely acceptable term for how guidance supports learning development,
which is linked to the ZPD, is the notion of scaffolding. The term ‘scaffolding’ was proposed
by Wood, Bruner, and Ross. (1976), described how an expert can facilitate a learner’s
transition from assisted to independent performance. Wood, et al. (1976) described
the process of scaffolding as the adult’s controlling those elements of the task that are initially
beyond the learner’s capacity. In order to elevate learners' performance to a higher potential
level, the maximum amount of teacher assistance is needed initially. Then, the level of
assistance decreases gradually while the learner can do more independently. Finally, the
responsibility for the performance is transferred to the learner, and scaffolding is removed.
At this point, the learner can perform independently at the same high level at which
he/she was previously able to perform only with assistance or scaffolds (Wood, et al., 1976).

In a pedagogical setting, scaffolding is not to make the task easier for learners
but to make the task possible to complete via support by using different strategies such as
explaining, instructing modeling, and hints in order to trigger the thinking process and
knowledge-building of the learners in the interaction process (Amerian, et al., 2014). Vygotsky

(1987) argued the importance of this interaction that

“Instruction is only useful when it moves ahead of development.
When it does, it impels or wakens a whole series of functions in a stage
of maturation in the ZPD. This is the major role of instruction in
development...instruction would be completely unnecessary if it merely
utilized what had already matured in the developmental process if it

were not a source of development.” (as cited in Schwieter, 2010, p. 32).

For successful scaffolding, Bodrova and Leong (1998) suggested that the teacher
should provide the task that the learner can complete with the support that he/she can
apply to solve problems he/she will encounter, not just answers to specific questions.

Similarly, Hammond and Gibbons (2005) recommended the upper and lower limits, or the



28

‘zone’ within which new learning will occur. If the instruction is too difficult or pitched too
high, the learner will likely either be frustrated or tune out. If it is too low, the learner is
presented with no challenge and does not learn anything. To construct the ZPD, Simeon
(2014) specified that the development will not occur in learners if they are given too much
assistance to make the task too easy and if assistance is not withdrawn as learners develop
their ability to work independently. The point here is that learning will occur when learners
work within their ZPD and teachers, through their mediating support role, can assist learners
in extending their current understandings and knowledge.

Scaffolding is divided into many phases such as modeling, support, and fading.
At first, the learner’s behavior is modeled, then the support is given through the learner’s
performance, and finally, the support is reduced in order to make self-reliance of learner
(Amerian, et al., 2014). In addition, Lier (2004 cited in Amerian, et al., 2014) notes six features
of scaffolding as follows: (1) Continuity: the support for performing the task is maintained;
(2) Contextual support: a safe but challenging environment is provided, errors are expected
and accepted as part of the learning process; (3) Intersubjectivity: mutual engagement and
support, the interaction and involvement of two minds thinking are realized; (4) Contingency:
the scaffolding support depends on learners’ reactions, elements can be added, changed,
deleted, repeated, etc.; (5) Handover/Takeover: there is an increasing role for the learner
when skills and confidence increase, and he/she can do the task without help; and
6.) Flow: Communication between participants is not forced but flows naturally.

For effective learning development, Lidz (1991 as cited in Schwieter, 2010) also
provided a criterion by characterizing the most elements of scaffolding as follows:

1. Influence learner’s actions through interaction, engagement of attention, and goals.

2. Highlight important aspects, mark relevant differences, and elaborate detailed
information.

3. Draw on the learner’s past experiences and potential future ones.

4. Visualize the learner’s work through his/her eyes.

5. Share experiences that may stimulate new ideas.

6. Manipulate the task to facilitate problem-solving and induce strategic thinking.

7. Encourage the learner that he/she has done something good to boost self-esteem.
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8. Challenge learner within but not beyond his/her ZPD.

9. Remember that the learning experience is for learners, not the experts, to avoid
competition.

10. Be familiar with the learner’s behavior and respond to it appropriately.

11. Give learners a sense of caring and enjoyment in the task.

12. Find areas of improvement and communicate them to the learner.

Therefore, scaffolding is generally considered assistance provided through
interactions between a competent other and a learner. However, scaffolding may not only
be found in teacher-learner interactions but also in peer interactions. The potential role of
the two kinds of interaction, teacher and peer scaffolding, will be described.

1. Teacher scaffolding

In classrooms, teacher scaffolding makes it possible to provide academically
challenging instructions for language learners, so several practical strategies and tasks can
provide rigorous, deep, challenging, and responsible education to learners who need to
develop conceptually, academically, and linguistically. To do this, teachers need to be
well-versed in the subject matter to provide learners with as many scaffolds as needed to
assist their learning. Teachers also need to become involved in professional growth and
form partnerships to discuss, peer-coach, and advance theoretical understandings of the
practice (Walqui, 2006). To achieve the functions of scaffolding within the ZPD, Aljaafreh
and Lantolf (1994, as cited in Karimi & Jalilvand, 2014) illustrated three mechanisms that
teachers should consider applying effective intervention within the ZPD of learners, including
(1) Graduated: an appropriate level of help given to learners while considering their ZPD;
(2) Contingent: offered only when needed and stopped when learners show self-regulation);
and (3) Dialogic: collaborative interaction or negotiation achieved through the medium of
dialogue.

Because of widespread interest in teacher scaffolding strategies, two important
scaffolding classifications are considered, namely goals or functions of scaffolding (what is
scaffolded) and tools or means for scaffolding (how is scaffolding taking place) (Pol, Volman,
& Beishuizen, 2010). Wood, et al. (1976) hypothesized six functions in scaffolding that

experts apply to help learners develop a higher level of learning skills: (1) Recruitment:
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drawing learners’ attention to and engaging their interest in the task; (2) Reduction in
degrees of freedom: simplifying the task by reducing the number of constituent acts required;
(3) Direction maintenance: maintaining pursuit of the goal; (4) Marking critical features:
marking critical features and discrepancies between what has been produced and the
ideal solution; and (5) Frustration control: controlling frustration during problem-solving;
and (6) Demonstration: modeling solutions to the task, including an idealization of the act
to be performed.

In L2 writing classrooms, Walqui (2006) suggested six types of instructional
scaffolding to assist learners’ performance namely (1) Modeling: giving clear examples of
what is requested of learners for imitation; (2) Bridging: asking learners to share personal
experiences related to the theme that will be introduced in the lesson or assigned tasks;
(3) Contextualizing: providing verbal contextualization by creating analogies based on
learners’ experiences in order to bring complex ideas closer to learners’ world experience;
(4) Schema building: having a general knowledge of the broad picture before studying the
details; () Representing text: engaging learners in activities that require the transformation
of linguistic constructions they found modeled in one genre into forms used in another
genre; and (6) Developing metacognition: including four aspects including consciously
applying learned strategies while engaging in activity; knowledge and awareness of strategic
options a learner has and the ability to choose the most effective one for the particular
activity at hand; monitoring, evaluating and adjusting performance during activity; and
planning for future performance based on evaluation of past performance.

To support the learning activities of L2 learners, Tharp and Gallimore (1988)
stated six scaffolding means, including (1) Feeding back involves the provision of information
regarding learners’ performance to him/herself; (2) Giving hints entails the provision of clues
or suggestions by the teacher to help learners go forward; (3) Instructing involves the
teacher telling learners what to do or explaining how something must be done and why;
(4) Explaining refers to the provision of more detailed information or clarification by the
teacher; (5) Modeling refers to the process of offering behavior for imitation including the
demonstration of particular skills; and (6) Questioning involves asking learners questions

that require an active linguistic and cognitive answer.
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As can be seen, many scholars divided scaffolding into various types. In this
study, instructional scaffolding (Ellis & Larkin, 1998) is applied as teacher scaffolding,
including (1) The teacher does it: teacher models how to perform a new or difficult task;
(2) The class does it: teacher and learners work together to perform the task; (3) The
group does it: learners work with a partner or a small cooperative group to complete the
task, and (4) The individual does it: the individual learner demonstrates the task mastery.
In a scaffolded learning environment, the teacher becomes more of a mentor and facilitator
of knowledge rather than the dominant content expert. This technique provides
the incentive for learners to take a more active role in their learning. Learners share the
responsibility of teaching and learning through scaffolding that requires them to move
beyond their current skill and knowledge levels. Through this interaction, learners are able
to take ownership of the learning event (cited in Northern lllinois University, 2015) as
Abdollahzadeh and Behroozizad (2015) claimed that if learners can perceive appropriate
strategies, it is effective in improving their writing ability and led them to know how to
write at every stage. Thus, teachers should provide learners with high levels of support to
encourage them to build their self-confidence and abilities.

2. Peer scaffolding

Peers scaffolding is a form of collaborative learning which has advantages in
many ways, especially in terms of providing and receiving explanations that can help
learners engage in deeper cognitive processing, such as clarifying thinking, reorganizing
information, correcting misconceptions, and developing new understanding (Ge & Land,
2004). From the interaction process, Ge and Land (2004) also pointed out that the process
of co-constructing ideas can also lead to improved learning that can later be internalized
and used to solve problems independently. Finally, when learners work together, they
may experience cognitive conflicts that prompt them to explain and justify their positions,
recognize uncertainties about beliefs, seek new information to resolve disagreements, and
recognize alternative points of view.

In reality, peer scaffolding often is a mutual, dynamic process. Learners’
collaborating can function as scaffolders for each other by assuming complementary roles

and supplementing each other’s knowledge and skills because they may be experts in



32

different areas (Hoel, 2000). During the learning process, more capable peers are not the
only sources of help, as Lier (1996) explained that such interactions between learners of
similar levels of achievement encourage the creation of different kinds of contingencies and
discourse management strategies (as cited in Simeon, 2014). Moreover, less capable
peers can predictably and sensitively provide assistance to more capable peers within the
ZPD. As Danli (2009) noted, scaffolding between learners of different proficiency levels
can enhance fluency, and the more capable partners become more aware of their knowledge
status. Thus, engaging in peer scaffolding enables learners to learn collaboratively and
receive assistance from more capable or knowledgeable learners, consequently helping
them gain knowledge by themselves.

The idea of peer scaffolding has been expanded to include an expert-novice
relationship and a relationship of equal knowledge, such as working in a group on a shared
task (Walqui, 2006). Liar (2004 as cited in Amerian, et al., 2014) mentioned that in
participation contexts, the learner has opportunities to learn but of different kinds, and the
learner has at least four sources of scaffolding available. Firstly, when assisted by an
expert or a more capable other, a learner can experience successful learning models or
participate in more complex social activities. Secondly, when collaborating with other
learners, learning is constructed together; when working together with other learners,
discovery and joint construction occur; when one learner discovers something new, the
partner will experience this discovery, too. Thirdly, assisting a lower-level learner has
opportunities to learn; when teaching a less accomplished peer, a learner needs to organize
his/her thoughts and actions and achieve maximum clarity of expression. Finally, working
alone, when internalized practices and strategies, inner speech, inner resources, and
experimentation are used, a learner can internalize teaching and learning strategies, rely
on inner resources, and experiment in a self-directed way.

Furthermore, in terms of the agency of scaffolding, Holton and Clarke (2006,
as cited in Santoso, 2010) pointed out three kinds of scaffolding: (1) Expert scaffolding, the
teacher (scaffolder) as an expert provides scaffolding to learners (scaffoldees). Modeling
and providing examples can be effective techniques because learners may imitate what

the teacher has done in the classroom; (2) Reciprocal scaffolding will occur when two
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(or more) learners work collaboratively on a standard task. Within this process, they exchange
information to search for knowledge; and (3) Self-scaffolding is a situation in which
an individual can provide scaffolding for him/herself when any problem or concept new to
the individual is being tackled. That is to say, learners are scaffolding themselves in their
search for knowledge by finding other resources and adjusting the knowledge they have
acquired.

In L2 writing, peer scaffolding is viewed as an effective way to foster L2
learners’ development. De-Guerrero and Villamil (2000, as cited in Nguyen, 2013)
observed a pair of ESL learners revising a written text and found evidence of development
in both the writer and the reader. The writer showed emerging self-regulation and grew
into a more independent writer and reviser, while the reader developed aspects of L2
writing, revision, strategic assistance, and collaboration. They found that while two ESL
learners worked jointly in revising a written text, the reader displayed scaffolding
behaviors that facilitated development, namely recruiting and maintaining the writer’s interest,
marking critical aspects or discrepancies in the writer’s text, explicitly instructing the writer
on issues of grammar and mechanics, and modeling. In addition, the reader also showed
(a) willingness to influence the partner’s actions, to keep the interaction going, and to
accomplish godls; (b) efforts at making the task manageable for both and inducing solutions
to textual problems; (c) promotion of understanding by focusing on what was not clear or
discrepant and eliciting clarification or correction; and (d) ability to read his partner’s cues
and respond accordingly.

Recently, some studies have focused on peer scaffolding, which has emerged
in writing activity because collaborative writing ability can stimulate learners to ponder on
language, discuss the language they are utilizing, and help each other to find solutions to
linquistic problems (Hartani & Sulindra, 2017; Li & Kim, 2016; Ranjbar & Ghonsooly, 2017).
For these reasons, peer collaboration is compatible with the writing process (Ranjbar &
Ghonsooly, 2017). To observe peer scaffolding behaviors that occurred during EFL writing
activities and to explore their effects on the L2 writing development of EFL learners, some
functions of language adapted from Li and Kim (2016) are applied. The functions consist of

acknowledging, agreeing, disagreeing, elaborating, eliciting, greeting, justifying, questioning,
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requesting, stating, and suggesting. In conclusion, the role of interaction in peer scaffolding
behaviors can improve the level of learners’ writing ability since they can utilize scaffolded
assistance while working together and then reach a level of performance beyond their
level as well.
3. Scaffolding in the writing process

Writing skills are one of the fundamental skills for language learning, and they
have been recognized as a process of creating and extending meaning rather than
conveying pre-conceived information (Barnard & Campbell, 2005). For this reason, the
approach used in teaching writing was changed to a new methodology. For traditional
method practice, the finished work is focused on, while in new methodology, learners are
given the experience of going through the processes of writing as writers, and the
development in learners of the recursive strategies and techniques that writers use when
composing are emphasized (Barnard & Campbell, 2005; Faraj, 2015). So, instead of analysis
and correction of the final written product given by the teacher, there comes the process
of writing in several activities, processes, or stages (Laksmi, 2006). As Bhowmik (2012)
added that the task of writing should not be identified with tasks may be accomplished by
a single attempt because no piece of writing is perfect at the first attempt and that writing
involves recursive processes. To encourage learners to write with confidence and also
learn to communicate their ideas in written forms,

Graves (1983, as cited in Laksmi, 2006) suggested the features of the five-stage
process as implemented in writing classrooms, including prewriting, drafting, revising, editing,

and publishing, which are presented in Table 3.
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Table 3 Five stages of the writing process

Stage Writing activities
Stage 1 1. Learners choose a topic.
Prewriting . Learners gather and organize ideas.

2
3. Learners define a topic sentence.
4

. Learners write an outline for their writing.

—

Stage 2 Drafting 1. Learners write a rough draft.
2. Learners emphasize content rather than mechanics.

Stage 3 1. Learners reread their writings.

Revising 2. Learners share their writings with teachers or in writing groups.
3. Learners participate constructively in discussions about their writing
with teacher or classmates.
4. Learners make changes in their compositions to reflect the reactions
and comments of both teacher and classmates. Learners make
substantive rather than only minor changes between the first and
final drafts.

Stage 4 Editing 1. Learners proofread their own or classmates’ writings.

2. Learners increasingly identify and correct their mechanical errors.
Stage 5 1. Learners make the final copy of their writings.

Publishing 2. Learners publish their writings in appropriate forms.

3. Learners share their finished writings with the teacher.

Source: Graves, 1983, as cited in Laksmi, 2006

According to teaching the writing process in an EFL classroom, five stages of the
writing process are illustrated as follows (Faraj, 2015; Laksmi, 2006):

Stage 1: Prewriting, the learner focuses on the subject of his/her writing, spots,
and audience due to having a complete thought and plan about what they are going to
write before starting their writing. The activities in this stage include:

1. Choosing a topic: According to Bachman (1990, as cited in Laksmi, 2006),

knowledge of the world determines one’s communicative language ability, and that interest
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is an important aspect that can drive someone to learn something. The writing process
allows learners to choose the writing topics they have experienced. So, the more learners
are interested in their topic, the more their communicative language ability increases, and
the more ideas are expressed fluently. Choosing their topic assists learners in feeling confident
about what they have to write down. However, some learners have difficulties in selecting
topics for their writing and cannot decide what to write about; brainstorming can be used
to make a list of topics and then decide to choose the one that they are more interested in
and have enough knowledge about.

2. Gathering and Organizing ldeas: It is difficult for some learners to gather
ideas for their writing; therefore, different techniques are introduced to guide and stimulate
them to gather ideas for their writing.

a.) Brainstorming: It provides time for learners to consider their subject and
put in writing any ideas they think it promises because many writers will forget their earlier
ideas as they think of new ones. In addition, seeing listed ideas together on paper will aid
learners in making connections and looking at their topics again from a new perspective.
ldeas, word lists, sort of writing, audience, and purpose for their writing are developed
from diagrams or listing ideas made by learners when brainstorming.

b.) Reading: When learners are not familiar with a topic they will write about,
reading can help them collect information and interesting vocabulary about their topic.
They can gather ideas for their topic by jotting down ideas from what they have read and
making lists of interesting ideas they might want for their topic.

c.) Interviewing: The way to gather more interesting and up-to-date information
is by interviewing. Learners can talk to someone who is an expert or has experience with
the writing topic that learners are going to write about and to avoid plagiarism, and learners
must give credit to the interviewee as well.

After gathering ideas, learners have to organize their ideas by following these
steps:

1. Go through the ideas and cross out the irrelevant information or the information
that no longer seems relevant to the topic, but do not erase it; maybe it will turn out to be

useful later on.
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2. Put the ideas that are most closely related together in the group without
concern about the order of the ideas.

3. Look at the ideas, put them in groups critically, and identify the ideas lacking
sufficient support for the topic.

2. Defining a topic sentence: A clear sentence can guide the readers to get
the writer’s ideas. It not only helps the writers to organize the main ideas of the essay but
also helps the readers anticipate what will come based on what they have already seen.
At this point, grammatical mistakes are not taken into account in order to build up learners’
confidence as an initial stage of the writing process.

3. Outlining: A writing has three parts: introduction, body paragraph, and
conclusion. In the introduction part, learners must introduce their topic with a general
statement to grab readers’ attention. Then, starting with a thesis statement, which should
be in a concise and meaningful sentence to lead the readers to know where the writers
are going. In the body paragraph part, learners have to write a topic sentence to make
the paragraph's main idea clear without being wordy and hard to comprehend; it should
also relate to the thesis statement mentioned in the introduction part. Then, write the
example as the supporting details to support what is mentioned in the topic sentence.
In the conclusion part, learners have to summarize their ideas and re-assess the thesis
statement using fresh language. Also, they need to remind their readers how their presented
evidence has contributed to the thesis statement. The concluding paragraph can end with
giving some closing thoughts about the implication of the writer's argument or end with
a sentence that leaves readers with something to think about and so on.

Stage 2: Drafting: The first draft of learners’ writing may contain many errors,
such as incomplete ideas and mechanical mistakes because they begin their rough,
tentative ideas via writing and refining drafts. So, they do not worry about correcting
the errors because the aim of putting their ideas into sentences is greater than correcting
the errors. Learners’ drafts should be written in double-space in order to give space for
self-revising or teacher’s comments.

Stage 3: Revising: While learners are reading their writing, they have to refine

it by adding, substituting, deleting, and rearranging material. They are not required
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to correct minor grammar mistakes, but they should pay particular attention to the content
and organization of their writing. Thus, the revision from an experienced writer, who is
concerned with developing content and organization of ideas, is recommended in the revision
stage. In the case of self-revision, learners reread their writing themselves and make changes
in their writing by adding, removing moving words, and any other changes that their work
needs to be completed. However, teachers should be aware of learners’ writing organization
and that they should write in an appropriate format according to the purpose of their writing.

Stage 4: Editing: In this stage, learners have to make their writing ‘optimally
readable’ by correcting capitalization, punctuation, spelling, and grammar. Teachers only
indicate mechanical errors and then let learners correct them by themselves. Also,
teachers can suggest further transitional words and word choices to make learners’ writing
coherence and clarity better or improve. Finally, the teacher should recommend and remind
learners to record their errors so they will not repeat the same types of errors.

Stage 5: Publishing: In this final stage, learners publish their writing to the
teacher; however, they can share their writing with other audiences, such as friends or
family. This sharing can promote learners' real communication with their readers during
the writing process; moreover, the real audiences enable them meaningful respond to their
writing and increase or develop their confidence as authors (Tompkins, 1990, as cited in
Fargj, 2015).

In order to make a clear purpose that learners will understand and follow the
procedures easily, the writing process in this study will be organized into three stages: the
pre-writing stage, the while-writing stage, and the post-writing stage. In the pre-writing
stage, the activities include brainstorming and outlining. Learners can brainstorm in groups
to generate ideas and list the vocabulary for their essays. Brainstorming allows learners to
share ideas, learn from others, and produce new ideas (Wang, 2014). Then, learners use
the ideas from brainstorming to outline their essays. In the while-writing stage, learners
use the outline to write the first draft with peers and the teacher’s suggestions. The last
stage, post-writing, includes revising and editing. After learners write the first draft, they
are required to work in pairs and use a peer review worksheet to review their partner’s

essay. Then, they revise and improve their essay based on their partner’s review. They
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are not required to correct minor grammar mistakes, but they should pay attention to the
content and organization of their essay. Next, they write the final draft. Before they publish
their essay, they have to edit their mechanical errors such as capitalization, punctuation,
spelling, and grammar changes by using an editing checklist to let them focus more on
specific points.

Writing is a skill which demands the writer to plan and organize their imagination
clearly and in sequential order to fulfill the essence of writing. It is also an extremely complex
cognitive activity in which the writer must simultaneously demonstrate control of many
variables. That is to say. The writer must plan the content, format, sentence structure,
vocabulary, punctuation, spelling, and formation of ideas (Kolade, 2012). According to the
process approach of writing, the notion of scaffolding emerged from Vygotsky’s concept.
ZPD can be applied to L2 writing, where learners engage with teachers and peers in a
social setting to develop academic thought and analysis. Since writing is deemed cognitively
complex, communicating through writing is an active process of skill development and
gradual elimination of errors as learners internalize the language (Giridharan, 2012).
Scaffolding is indispensable in L2 writing because learners do not acquire an L2 as they
did in their L1. They need coaching and explicit instruction in order to appropriate
the fundamental skills of L2 (Simeon, 2014). Therefore, the teacher, as a scaffolder, needs
to play a role in helping learners acquire knowledge and understanding in order to assist
learners in moving their writing ability from their present level to the higher one.

In the area of L2 writing, there have been some studies with positive results of
scaffolding and L2 writing development. Veerappan (2011) designed the study to examine
how L2 learners have required the use of the English language through journal writing and
how they have improved within a short time frame (five weeks). He scaffolded three
undergraduate university learners by using several interactive writing techniques and
instructions in journal writing, which showed their progress, daily activities, and new
experiences. At the end of the fifth week, all of the learners were at an improved level
where they constructed more grammatical sentences, seldom made grey errors, wrote a
complete and structured sentence, made less frequent repetitions of the same vocabulary,

made fewer errors in punctuation, make little spelling mistakes, and able to relate the ideas
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and form a coherency in writing in comparison to their journal written on week one. Veerappan
(2011) also concluded that scaffolding is necessary because learners need to be guided
step by step to write the journal to represent their experiences.

Shooshrari and Mir (2014) investigated how scaffolding can improve L2 learners’
writing strategy application and writing quality with their peers' help and with total or
random mediation from their instructors. The results of the post-test writing task and the
analysis of strategy application records during the treatment and in the post-test revealed
that the participants (G1) who received peer-peer interaction with total instructor’s mediation
significantly improved their writing quality more than the participants (G2) with peer-peer
interaction and random instructor’s mediation. Moreover, G1 individually used more strategies
they had been engaged with while interacting with their group peers and instructor in the
classroom than G2. Thus, the participants of G1 were able to apply the strategies
independently. As their marks showed, they were more capable of applying practical
strategies, which led to their higher writing quality.

By using a semi-structured interview to investigate how L2 learners perceive the
use of blended scaffolding strategies through Facebook for learning and improving the
writing process and writing performance. Majid, Stapa, and Keong (2015) revealed that
after fourteen weeks, ten participants were scaffolded with three types of scaffolding: expert,
reciprocal, and self-scaffolding, together with the use of technology such as internet,
Facebook, and other ICT tools can generate ideas, edit their work, and improve their
vocabulary and spelling. Not only that, they were also able to get help with the use of
idioms and grammar. They agreed that using blended scaffolding in learning can enhance
social interaction among learners, facilitate the L2 writing process, and later improve writing.
Consequently, scaffolding can be incorporated into the writing process to improve EFL

writing performance.
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The Teaching Approaches of Writing
There is no doubt that writing is the most challenging skill for second language
(L2) learners to master. The difficulty lies not only in generating and organizing ideas but
also in translating these ideas into readable texts (Sarhady, 2015). The significance of
being able to write in a second (L2) or foreign language (FL) has become clearer nowadays,
involving the development of an idea, the capture of mental representations of knowledge,
and the experience with subjects (Pasand & Haghi, 2013). For these reasons, teachers
and educators use several approaches to teaching writing. Even though learners might
reach an advanced level of language communication, one of the significant concerns echoed
by language teachers is that their level of writing competency seems to be lower than
expected (Rusinovci, 2015). Accordingly, different approaches to writing, such as the
product and process approaches, came into existence, and they have been the concern of
L2/FL researchers (Pasand & Haghi, 2013).
1. Product approach to writing pedagogy
The product approach is one of the earliest approaches used for teaching writing.
This approach emphasizes raising learners’ awareness, especially in grammatical structures,
so learners’ writing performance is usually evaluated based on how accurate they are in
grammar, spelling, and punctuation (Pasand & Haghi, 2013). In addition, the product approach
also focuses on the final product, which should be a coherent and error-free text, rather than
on how learners should approach or see the process of writing (Nunan, 1999, as cited in
Pasand & Haghi, 2013; Rusinovci, 2015). In this approach, learners will write a paragraph
by imitating after analyzing the main components of a sample text in order to copy the
text’s organizational characteristics (Pasand & Haghi, 2013). Badger and White (2000)
considered this approach as teacher—centered, in which writing is mainly concerned with the
knowledge about the structure of language, and writing development is mainly the result of
the imitation of texts provided by the teacher who becomes the arbiter of the models used
(Rusinovci, 2015). To this view, Murray (1980, as cited in Pasand & Haghi, 2013) mentioned
that using model texts in L2 writing classes can prevent L2 learners’ creativity. Furthermore,
encouraging learners to use the same plan in different settings and apply the same forms

regardless of content can cause learners to be inhibited rather than empowered or liberated
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(Pasand & Haghi, 2013). Finally, most learners are more likely to memorize and imitate,
and they fail to integrate critical thinking into their creative writings (Hasan & Akhand, 2010).
As can be seen, focusing on the product approach in writing classrooms can enhance learners’
awareness of grammatical structures; however, the writing process and skills that learners
bring to the classroom seem to be overlooked. As Khoii (2011) claimed, writing is a long and
often painful process in which the final product emerges through successive drafts. Therefore,
instead of looking at complete texts, teachers should become more interested in the processes
learners go through in composing texts.
2. Process approach to writing pedagogy

Since research on how learners learn to write and develop their writing within
their social contexts has been focused, the process approach has begun broadly in writing
classrooms. This process approach has shifted the traditional practice, which focuses on
the final written products, to the writing processes. Thus, instead of concentrating on the
correctness of the final written product, there comes the writing process in several activities,
processes, or stages such as planning, translating, and reviewing (Flower & Hayes, 1980,
as cited in Laksmi, 2006). In the process approach, the teacher primarily facilitates
learners’ writing as Laksmi (2006) commented that writing does not merely mean applying
grammatical rules. However, it is more learners’ learning to communicate their ideas in
written forms. This is supported by Richards (2005 cited in Wang, 2014). He said that
communicative language teaching requires teachers to be a “facilitator or monitor” rather
than purely knowledge-givers, and learners should become autonomous and responsible
in their learning. Moreover, most of the researchers in this area, such as Abdollahzadeh
and Behroozizad (2015), Barnard and Cambell (2005), and Kolade (2012) consider the
process approach as a sociocultural orientation in which the interaction among community
members in creating meaning is focused. In the cooperative learning of writing context,
individuals are engaged in social practice to produce an appropriate text through the
supervision of peers or teachers. This encourages the sharing and distribution of mental
activity among learners and leads them to the co-construction of texts by working together
(Barnard & Cambell, 2005). Rusinovci (2015) also mentioned that the process approach is

characterized as learner—centered, so the teacher’s task is only to facilitate and give feedback



43

to learners. By allowing learners to receive feedback, this process approach allows
learners time to reflect and seek input as they reshape their plans, ideas, and language;
moreover, it also allows learners to explore and develop a personal approach to writing
(Myles, 2002; Sutikno, 2008). Therefore, the process approach is applied in this study
because it is seen that this approach has been considered more effective in helping learners
to be active in discovering and understanding a target language, improving writing attitudes,

and achieving learning outcomes (Puengpipattrakul, 2014).

Current Research Related to Scaffolding and Writing Process
1. Previous studies in the EFL context

Recently, interesting studies have been on the use of scaffolding strategies in
the writing process. A study by Riazi and Rezaii (2011) examined the writing process focused
on how the writer writes, where ideas come from, how development, and what various
stages of composing involve; teachers become more and more interested in how they can
support their learners in learning to write academically. One helpful strategy for this support
is scaffolding because it is a highly flexible and adaptable model of instruction that supports
learners as they acquire essential skills and higher—order processes. This strategy allows
for explicit instruction within authentic contexts of writing and enables teachers to differentiate
instruction for learners of diverse needs (Riazi & Rezaii, 2011).

Baradaran and Sacfarazi (2011) studied how a group of university learners
was guided through the process of scaffolding to produce their academic essays, taught
thirty learners in the experimental group about how to generate ideas, structure, draft,
and edit their essays within the scaffolding principles such as contextualizing, modeling,
negotiating, contingency, constructing and handover in order to solve the problem of academic
writing, but the other thirty learners in the control group did not include in the treatment.
After receiving seven instruction sessions in writing, the result from the post-test mean
scores on the TOEFL test showed that the application of scaffolding could significantly improve
learners’ writing performance in the experimental group compared to the control group.

Sabet, et al. (2013examined the impact of peer scaffolding through the process

approach on the writing fluency of EFL learners; twenty learners in the experimental
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group practiced essay writing through the process writing approach, while a competent
writer provided scaffolding to a less competent one. The essays produced in the pre-
and post-test were analyzed regarding writing fluency. The result revealed that both
competent and less competent writers in the experimental group have improved their
writing fluency, such as the average number of words, Terminable Units (T-units),
and clauses. Consequently, Sabet, et al. (2013) concluded that peer scaffolding through
the writing process significantly affects the writing fluency of competent writers. Writers
can produce more words per minute, and the average number of words they produced
was more significant than the pre-test. They also wrote more clauses and more T-units.
Furthermore, less competent writers have benefited from peer scaffolding through the
writing process approach as they wrote more fluently after the experiment. They produced
more words per minute. Also, the average number of words, clauses, and T -units has
increased in the writing performance of those learners.

Faraj (2015) studied the effect of teacher’s scaffolding on improving learners’
writing skills in the teaching writing process. Thirty learners started with a writing process
approach, such as pre-writing, drafting, revising, and editing, and ended with publishing;
they were provided with the teacher’s scaffolding from the beginning until the end of the
writing process. The learners’ achievement in the post-test compared to the pre-test revealed
that using the writing process with the teacher’s scaffolding techniques in teaching writing
skills provides a better basis for enhancing learners to write a good academic piece of writing
in English compared to learners that only get knowledge about writing process without
practically practicing it and without teacher’s scaffolding. Moreover, the scaffolding technique
presented in this study has helped learners find out their weaknesses and strengths and how
to work on and improve their weaknesses.

Recently, Hartani and Sulindra (2017) investigated how modeling and peer
reviewing as types of scaffoldings in learning, practical expansion of the Constructivism
approach could assist EFL learners in improving their writing skills in English Business
Correspondence class. The data was collected by interviewing, taking learning activity log
(field notes), and giving pre-test and post-test to the participants. The result described

that the two scaffolding tools, modeling, and peer reviewing, were able to impact the
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improvement of students’ English Business Correspondence skills. The modeling action
gave initial pictures of the message structure of the business letters, commonly used phrases,
writing styles, vocabulary, content/ideas for writing, grammar, and sentence structure. In
contrast, the peer reviewing action contributed feedback on students’ work.

The evidence of peer scaffolding towards writing development also coincided
with Ranjbar and Ghonsooly (2017) applied the concept of ZPD and scaffolding to examine
the effects of peer-scaffolding on EFL writing ability and finding out how revising techniques
are constructed and expanded when two learners are working in their ZPDs. Two intermediate
EFL university students (a “reader” and a “writer”) collaboratively revised a cause-and-
effect composition written by one of them. A microgenetic approach was applied to analyze
the interactions. Results showed that both the reader and writer actively took part in
revising the text with assistance transferring mutually between them at the end of the session.
Results also indicated that peer scaffolding could be reciprocal rather than unidirectional.
They also concluded that teachers could enhance the quality of collaborative writing processes
by helping learners work together and consider joint efforts in the writing tasks. Learners
can also take more participation, learn evaluative feedback strategies, and benefit from
their co-mediators.

Recent studies have highlighted the significance of scaffolding techniques in L2
writing processes for enhancing writing skills. Sidky's (2019) study aimed to examine how
scaffolding methods affected students' writing abilities in a workshop environment. According
to Sidky's (2019) study, scaffolding techniques significantly improved students' writing abilities,
specifically in genre, register, discourse, grammar, and graphic features. These aspects
are considered the primary evaluation criteria.

To better understand how teacher and peer scaffolding affect EFL students'
ability to write persuasively, Bhatti, Asif, Akbar, Ismail, and Najam (2020) examined the
impact of peer scaffolding through a process approach from 49 EFL learners studying at a
university. The participants were randomly assigned to two groups: the control group and
the experimental group. They concluded the general results, after using SPSS 16, that peer
scaffolding and process approach can enhance words per minute average words in some

essential areas of writing fluency.
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In addition, Taheri and Nazmi (2021) undertook a study of EFL writing enhanced
by scaffolding instructions. The findings indicate that the writing proficiency of EFL learners
experienced a noteworthy enhancement after the provision of scaffolding intervention.
Improvements in overall organization and linguistic precision characterized the enhanced
argumentative writing proficiency. The study results indicate that the group that received
teacher scaffolding achieved higher mean scores than the group that received peer
scaffolding. Taheri and Nazmi (2021) posited that this phenomenon could be attributed to
the students' greater reliance on the teacher's expertise than their peers.

In their present study, Sundari and Febriyanti (2023) explored how collective
scaffolding in virtual collaborative writing can enhance learners' ability to complete writing
tasks. Furthermore, the study examined the responses of undergraduate students who
were learning English as a foreign language to this instructional activity. The study employed
a qualitative case study design framework involving 43 EFL university students who
willingly took part in an academic writing course. The results indicate that the collaborative
writing process involved collective scaffolding in the co-construction of the written text.
Moreover, collaborative writing facilitated enhancements in second language proficiency,
reciprocal assistance, and participation. Furthermore, the teacher's involvement in aiding
and overseeing the group's discussions and written composition remained subs tantial.
Despite the potential feasibility and cost-effectiveness of technology-assisted collaborative
writing, some students expressed dissatisfaction due to technological limitations and
unanticipated group dynamics. Certain groups could easily accomplish their tasks and
establish social cohesion, whereas others required a more extended period to attain group
development and textual productivity.

2. Previous studies in the Thai context

According to the context of Thai EFL writing classrooms, the research on
scaffolding and the writing process was also emphasized by Monphonsri (2012), who
investigated whether the instructional model designed effectively reduced learners' writing
apprehension after using scaffolding techniques. The researcher designed four lesson plans
using five stages of writing processes of scaffolding techniques: bridging, schema building,

modeling, metacognitive development, contextualization, and text representation. After
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eight weeks of teaching, thirty high school learners could write descriptive paragraphs
better than before. Moreover, the questionnaire on the level of learners’ satisfaction with
the instructional model designed was higher than the criterion set, and learners were very
satisfied with their paragraph writing products; that is, their writing apprehension also
decreased.

Moreover, Inkaew and Yawiloeng (2015) investigated strategies and types of
peer scaffolding through writing processes in three learners. The research procedures
were conducted under three stages of the writing process: pre-writing, while-writing, and
post-writing using six instructional plans. After four weeks of receiving scaffolding from
peers, learners used peer scaffolding strategies during the pre-and the while-writing stages
to support vocabulary brainstorming, vocabulary meaning checking, and idea generation of
unfamiliar vocabulary by talking to the self. During the post-writing stage, learners engaged
in peer scaffolding strategies for checking grammar, asking for help with transitions, and
checking their understanding of writing processes. That is to say, learners could use the
vocabulary and the English transitions learned from their peers to apply in their writing
appropriately. Importantly, there was evidence that self-scaffolding occurred when the
good, competent learner talked to himself to write an unfamiliar vocabulary. In the same
year, Inkaew and Yawiloeng (2015) investigated strategies and types of peer scaffolding
through writing processes in three low, intermediate, and well-competent learners. The
research procedures were conducted based on three stages of the writing process: pre-
writing, while-writing, and post-writing using six instructional plans. After four weeks of
receiving scaffolding from peers, learners used peer scaffolding strategies during the pre-
and the while-writing stages to support vocabulary brainstorming, vocabulary meaning
checking, and idea generation of unfamiliar vocabulary by talking to the self. During the
post-writing stage, learners engaged in peer scaffolding strategies for checking grammar,
asking for help with transitions, and checking their understanding of writing processes.
That is to say, learners could use the vocabulary and the English transitions learned from
their peers to apply in their writing appropriately. Importantly, evidence of self-scaffolding
occurred during the good competent learner talked to himself to write an unfamiliar

vocabulary.
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Thongmak and Thepsiri (2017) designed the study to explore the scaffolding
types and procedures and their effectiveness in the target IELTS self -access material.
The instruments were checklists for identifying the scaffolding types and procedures. Then,
quantitative frequency count analysis was utilized to gather the numbers of each scaffolding
type. Qualitative analysis was additionally employed to determine the effectiveness of the
scaffolding types and procedures. The results revealed that giving feedback and explanations
were used more than other types of scaffolding in the section describing a chart or graph,
while in the essay-writing section, questioning and giving feedback were employed most
often. In both sections, the same series of scaffolding procedures was provided more in the
initial tasks of every unit, and the supports gradually reduced while increasing self-reliance,
thereby leading to a satisfactory degree of effectiveness of the scaffolding found in the
self-access learning materials.

In a recent study, Kitjaroonchai and Phutikettrkit (2022) conducted a case analysis
to examine the scaffolding techniques employed by twelve Asian EFL learners while
utilizing Google Docs as a writing platform. The study's findings showed that participants
used scaffolding and non-scaffolding dialogues to help them develop their online collaborative
writing (OCW) projects while working in small groups. This writing activity was achieved
through providing guidance, recommendations, responses to inquiries or appeals, posing
questions, or elucidating concepts. The study's findings indicate that individuals who engaged
in more scaffolding negotiations while undergoing the OCW procedures were more likely to
generate a superior writing standard in their subsequent evaluation. Significantly, the results
of this study suggest that individuals within small groups derived advantages from scaffolded

and unscaffolded negotiations, as these processes facilitated task revisions.

The Research Gap

Although these previous studies in scaffolding and writing process approach abound,
there is a gap which is specifically evident in the Thai EFL context. According to previous
studies, the writing process approach and teacher scaffolding are applied to many Thai
EFL writing classrooms while using peer scaffolding is not widespread. For more effective

EFL writing classrooms, both teacher and peer scaffolding can be used together because
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both of them have different usefulness if there are a great number of learners in the class
and only one teacher cannot be responsive to all their needs, the application and use of
peer scaffolding can be a valuable asset for EFL teachers while assistance from teacher
scaffolding can regulate a task by manipulating or simplifying it and offering principles of
solution, that is to say, peer scaffolding may help learners to complete tasks, but if it is not
enough to provide a deep explanation, teacher scaffolding can be fulfilled (Riazi & Rezai,
2011; Samana, 2013). Therefore, this study is designed to investigate peer scaffolding
behaviors that occurred during EFL writing activities and the effects of scaffolding strategies
on the L2 writing development of EFL learners.

In conclusion, Writing is an important means of communicating one’s ideas, feelings,
and thoughts. However, the complex process and writing requirements make students
reluctant to write. To solve these problems, scaffolding can be used to give students
temporary support to complete the tasks and apply their experience to complete the following
tasks without assistance. Since the goal of scaffolding is the gradual release of responsibility
from teachers to students, the strategy can be applied in writing activities by integrating
the writing process. This process can give a step-by-step guide for students to be
independent writers, and it can be applied at all levels of students’ proficiency, but it will
be more helpful for beginner or novice learners. Finally, the nature of learning is a scaffolded
process that enables students to move from one ZPD to another while learning the language

and acquiring new knowledge.
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RESEARCH METHODOLOGY

Methodological Framework: Sociocultural Approach

To answer two research questions of this study: (1) What are the kinds of peer
scaffolding behaviors occurring during EFL writing activities? and (2) What are the effects
of scaffolding strategies on L2 writing development of Thai EFL learners? sociocultural
theory was used as a methodological framework. In the SCT, learning first occurs at the
social or inter-individual level. Thus, the role of social interactions as crucial to cognitive
development is emphasized (Vygotsky, 1978). The research underlying the SCT perspective
highlights the interaction between a novice and an expert, which is a direction for developing a
higher level of competency. In SCT, both Vygotsky (1978) and Bruner (1983) (as cited in
Shooshtari & Mir, 2014) view the learning process occurs through interaction with more
experienced guides who can support the actions of novice learners. The more the new
knowledge is internalized, the more learners use language to present and comment on what
they have learned (Shooshtari & Mir, 2014). This process uses language as a ‘symbolic tool’
to clarify and make sense of new knowledge. Therefore, this study also aims to investigate
peer scaffolding behaviors occurring during EFL writing activities.

The methodology of this study is underpinned by the SCT perspective that
learners’ current skills and knowledge can be extended to a higher level of competence in
a scaffolded learning situation. Under the various supports of teachers and peers, learners
can perform the tasks appropriately and independently (Abdollahzadeh & Behroozizad,
2015). Specifically, this study investigated learners' peer scaffolding behaviors during
EFL writing activities. In this case, scaffolding is ‘the dialogic’ process in which one speaker
assists another in performing a task that they cannot perform alone (Samana, 2013). Finally,
the notion of scaffolding merged from Vygotsky’s concept of the ‘zone of proximal
development’, which refers to the distance between learners’ achievements through their
efforts and what they can achieve through assisted interactions (Giridharan, 2012). Thus,

this study explored the effects of scaffolding strategies on the L2 writing development of
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EFL learners. For this reason, the SCT framework can be applied to the EFL writing classroom,

where learners interact with teachers and peers in the social setting to develop their writing.

The Research Approach: Qualitative Methods

Researchers can use qualitative research, an interpretive technique, to gain an
in—depth understanding of a particular event in its natural environment to gather
comprehensive data (such as participant comments and field observation notes) (Denzin &
Lincoln, 2011). Such in-depth explorations can provide essential insights. However, it is
important to realize that qualitative research is not designed to establish causality
or generalizable truths but to explore specific cases and issues in depth (Leko, Cook, &
Cook, 2021).

Qualitative methods aim to gain in-depth information, leading to a greater
understanding of social phenomena (Creswell & Poth, 2016). To provide detailed descriptions
and narratives about a phenomenon, qualitative research methodology requires detailed
observation of the phenomenon in its natural settings to generate comprehensive descriptions
and narratives about the phenomenon (Denzin & Lincoln, 2011). Similar to Trainor and
Graue (2014), who mention that qualitative research allows researchers to (a) describe the
experiences and perspectives of individuals, (b) explore the meaning and processes underlying
various occurrences, and (c) understand how and why phenomena take place in specific
contexts.

As mentioned above, a qualitative methods research design is suitable for this
study as the main focus of the study is to investigate peer scaffolding behaviors occurring
during EFL writing activities and discover the effects of scaffolding strategies on L2 writing
development within their natural environment over a short period.

Three research instruments are utilized to gain valuable data, including
an observation form, semi-structured interviews, and documentary data. Three experts
verified all of these instruments before using them in the study. Ten participants were
selected as a case study to provide in-depth information on individual perspectives for this
study. Microgenetic analysis was employed to analyze the data from the observation and

interviews with the audio recording while participants talked together while doing writing
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activities. Moreover, the documentary data was analyzed using content analysis. Therefore,

the qualitative method is the most appropriate for this study of scaffolding strategies and

peer scaffolding behaviors in an EFL writing classroom.

Table 4 Research instruments used in this study

Research Questions Research Instruments Data Collection

1. What kinds of peer scaffolding behaviors ~ Observation form Peer scaffolding behaviors

occur during EFL writing activities?

2. What are the effects of scaffolding 1. Semi-structured 1. Transcriptions
strategies on the L2 writing development interview 2. Final written products
of EFL learners? 2. Documentary data

The Research Strategies
1. The research participants

The participants in this study were ten first-year students enrolled in the
Progressive Reading and Writing course at the University of Phayao during the second
semester of 2022. For qualitative data, purposive sampling was used to select ten participants
as case studies. According to their paragraph writing scores before participating in the
study using the writing rubric (see Appendix A), five learners who gained 15-20 scores
were classified as expert writers, and five learners with scores 1-7 were considered
novices. Then, these ten participants were observed for peer scaffolding strategies, and
their written products were analyzed for writing development as the whole class was
introduced to writing activities. Moreover, the semi-structured interview examined the effects
of using scaffolding strategies in the EFL writing classroom. In addition, all participants who
agreed to participate in this study were informed to sign the consent form before participating
in the data collection, and to consider ethical issues, participants’ pseudonyms were used
in the transcription of data collected from audio and video recordings. In addition, this study
received ethical approval from the University of Phayao. The ethics number of this study is

UP-HEC 2.1/008/66.
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2. The writing activities
The writing activities were conducted continuously over five sessions, ten hours.
Data was collected from the writing activities that EFL learners participate in. There were
five lesson plans (see Appendix B) verified by the experts (I0C = 1.00) and tried out with
the other section with the same characteristic to assess the appropriate content and time
before using them with the participants.
2.1 The writing instructions
The writing instructions designed for this study are to assist EFL learners in
improving their writing performance through scaffolding strategies. To encourage EFL
learners to write a paragraph, the writing instructions were focused on the writing process,
which concentrated on the writing process rather than the final written product. In addition,
in the process of writing, how learners write well rather than what they have written is
zoomed (Abdollahzadeh & Behroozizad, 2015). Learning to write by focusing on the writing
process can assist learners in developing academic writing skills since it allows them to
explore and develop their voice, and they become more self-directed (Giridharan, 2012;
Pasand & Haghi, 2013). Although there will never be a perfect text, individual learners can
get closer to perfection by producing, reflecting on, discussing, and reworking successive
drafts of a text (Nunan, 1999, as cited in Sarhady, 2015). In conducting research, the writing
process is based on the assumption that language is socially constituted. Through interaction
with peers or the teacher's supervision, learners can practice producing an appropriate
text while engaging in social practice (Abdollahzadeh & Behroozizad, 2015). However, this
approach is divided into different stages and named with different labels. The writing process
of this current study comprised three stages: pre-writing, while-writing, and post-writing,
which were adapted from Faraj (2015) and Laksmi (2006). Therefore, the writing instructions
used in this study focused on scaffolding strategies through the writing process to enhance
the L2 writing development of EFL learners.
To collect the research data, the participants engaged in a writing activity
consisting of three writing processes: pre-writing, while-writing, and post-writing. In the
pre-writing stage. The participants focused on the writing topics and the audience to

complete their thoughts. In addition, they planned what they would write by brainstorming
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in groups to generate ideas, listed the vocabulary, decided on the sort of writing and audience,
and determined the purpose of their writing (Spivey, 2006). To assist the participants in
brainstorming ideas, the participants were asked to plan and organize the paragraph using
an outline worksheet adapted from Daise and Noroff (2015). A writing outline could help
learners to make connections and look at their topics again from a new perspective when
they see listed ideas together on paper (Faraj, 2015). The next step was to start drafting.
The participants used an outline worksheet to write the first draft. Although this was individual
work, the participants could get suggestions from both peers and teachers.

Before writing the final draft, the participants were asked to work in pairs
to review their partner’s paragraph using a peer review worksheet adapted from Daise
and Noroff (2015) to edit and give feedback on each other’s written work. After reading
their peer’s paragraph, the participants had to complete the worksheet to offer each other
feedback on the ideas, organization, and language. Finally, the participants edited their
mechanical errors such as capitalization, punctuation, spelling, and grammar changes.

2.2 The scaffolding writing procedures

The three stages of the writing process adapted from Laksmi (2006) and
Faraj (2015) were combined with teacher scaffolding strategies adapted from Ellis and
Larkin (1988 cited in Northern lllinois University, 2015) to assist the participants in building
up their paragraph writing skills. As the participants had few writing experiences in English,
using scaffolding strategies with the writing process could help learners transition from assisted
tasks to independent performances (Faraj, 2015).

In the pre-writing stage, after the participants attended a lecture about
each component of paragraph writing and participated in the activities to prepare for writing,
the teacher assigned them to write a paragraph with the given topic. Then, the participants
brainstormed in groups to generate ideas and listed the vocabulary for their paragraph
writing. Brainstorming allows learners to consider their subject and put any ideas in their
writing; moreover, it can help learners remember their earlier ideas as they think of new
ones (Faraj, 2015). In this stage, the participants had to complete an outline worksheet to
show the organization of the paragraph. While the participants produced their written tasks,

the teacher scaffolded the participants by modeling how to generate ideas through
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brainstorming techniques. Then, the participants collaborated with their peers and
the teacher to complete an outline worksheet.

In the while-writing stage, after the participants planned and organized
their ideas, they wrote the first draft individually using the information from the outline
worksheet and suggestions from their peers and the teacher. In this stage, the teacher
informed learners that they should focus on putting their ideas into sentences and not
worry about correcting the errors. Therefore, the first draft of their writing may need more
complete ideas and mechanical mistakes. Still, via writing activities, their rough and tentative
ideas will be refined in the next stage (Faraj, 2015). The scaffolding strategy which
the teacher used in this stage was ‘modeling’. The teacher provided some samples of
drafting paragraphs and encouraged the students to discuss structural features and the
quality of the samples. This can assist learners to understand better and to be aware of
their errors based on the given samples (Abdollahzadeh & Behroozizad, 2015).

In the post-writing stage, the participants were asked to work in pairs.
The participants had to read their peer’s paragraphs and complete a peer review worksheet
to give each other feedback on the ideas, organization, and language. Next, the participants
revised their paragraphs based on their peer’s review. In this stage, the participants were
encouraged to pay attention to the content and organization, not grammar mistakes.
This was an excellent opportunity for learners to refine their writing because they could
add, substitute, delete, and rearrange material (Faraj, 2015). Finally, the teacher allowed
the participants to write the final draft. Before the participants submitted the written
productions to the teacher, the students edited their mechanical errors such as capitalization,
punctuation, spelling, and grammar changes. In this process, the learners were reminded

to record their errors so they did not keep making the same type of errors (Faraj, 2015).
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Table 5 The scaffolding writing procedures used in this study

Writing Writing Activities Instructional Scaffolding
Processes (Laksmi, 2006; Faraj, 2015) (Ellis & Larkin, 1988)
1. Pre- Stage 1: Brainstorming and 1. The teacher modeled how to
writing Planning Ideas generate ideas through
process 1. Students brainstormed in brainstorming techniques.
(45 minutes: groups to generate ideas and 2. The teacher and learners

group work)

2. While-
writing
process
(45 minutes:
individual
work)

3. Post-
writing
process

(30 minutes:

pair work and

individual

work)

listed the vocabulary for their
paragraphs.

2. Students completed an outline
worksheet to show the
organization of the paragraph.

Stage 2: Writing

3. Students wrote the first draft
individually with the information
from the outline worksheet and
the suggestions from peers and

the teacher.

Stage 3: Revising and Editing

4. Students read their peer’s
paragraphs and completed a peer
review worksheet to give each
other feedback on the ideas,
organization, and language.

5. Students revised their
paragraph again based on their

partner’s review.

worked together to complete an

outline worksheet.

1. The teacher provided some
samples of drafting paragraphs.
2. The peers discussed structural
features and the quality of the

samples.

1. Peers worked in a group to
complete a peer review
worksheet.

2. Peers revised their paragraphs
and wrote the final draft
themselves.

3. The teacher allowed students
to write the final draft. Students
edit their mechanic's errors before
handing the paragraphs to the

teacher.

Source: Adapted from Ellis & Larkin, 1988; Faraj, 2015; Laksmi, 2006
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3. Data collection strategies
Data collection procedures began after obtaining ethics approval from the
University of Phayao. The process of selecting participants for the study takes one week.
The participants signed the consent form to participate in five study sessions. Three data
collection techniques were used to elicit the participants' writing performance and scaffolding
strategies during real-life contexts, including participant observation and documentary data.
3.1 Observation
In this study, participant observation was used as a data collection technique
to understand the context and develop thick descriptions of settings and activities (Rossman
& Rallis, 2017; Yin, 2014). Moreover, observation in natural settings assists researchers in
understanding the complexity of participants’ behaviors and interrelationships among groups
(Lichtman, 2014). Observation is fundamental to all qualitative inquiry, and it is used when
the researcher needs to observe an activity, event, or situation firsthand, when the researcher
desires a fresh perspective, and when participants are not able or willing to discuss the topic
under study as the researcher can note body language and participant’s words. (Merriam,
2009, as cited in Yawiloeng, 2013; Rossman & Rallis, 2017). Therefore, the observation
strategy was used in this study to observe EFL learners’ behaviors during writing activities
within their real-life classroom contexts.
3.1.1 Participant observation

Participant observation is a mode in which an observer may assume
various roles within a fieldwork situation and participate in the actions being studied (Yin,
2014). In this study, the participant observation technique was used. Participant observation
can provide two distinctive opportunities for collecting data: the ability to gain access to
events or groups that are otherwise inaccessible to a study and the ability to perceive reality
from the viewpoint of someone ‘inside’ a case rather than external to it (Yin, 2014).

The participants’ scaffolding behaviors during writing activities were
the main focus of this observation. In the EFL classroom, the researcher had two roles: the
teacher and the participant observer. These roles enabled the researcher to observe
verbal and non-verbal EFL learners’ behaviors in the EFL writing classroom. In each stage

of the writing process in every session, the researcher observed ten EFL learners using
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audio and video recordings and an observation form (see Appendix C) to observe the peer
scaffolding behaviors occurring during EFL writing activities. In addition, playing a role as
the participant observer allowed the researcher to take notes of some significant behaviors
which can provide partial supplementary data in the final stage of data analysis.
3.1.2 Audio and video recordings

To conduct participant observation and interviews, it is vital to elicit
data on peer scaffolding behaviors and scaffolding strategies through audio and video
recordings. Although audio recorders and cameras cannot capture all the relevant aspects
of social processes, both can be useful to researchers (Babbie, 2010). Because the statements
made can be listened to several times, the accuracy of information will be greater (Bell,
1999, as cited in Yawiloeng, 2013). The researcher recorded spoken language (Thai) data
and writing behaviors of ten EFL learners participating in writing activities over five sessions.
To confirm that ten EFL learners knew that their behaviors and spoken language were
recorded, the participants had to sign a consent form before participating in this research.
Spoken language in this study included talking to the teacher and peers and talking to the
self in Thai. It was recorded and utilized to understand what EFL learners were talking
about while doing writing activities and how the talk assisted their writing performance.

Audio recordings were used as an observational tool to originate
data on spoken language produced by ten EFL learners while participating in the writing
activities. To elicit qualitative data during their writing activities, participants recorded their
conversations using an MP3 on their desks from the beginning to the end. Using the MP3
could help record the participants separately, allowing the researcher to save the audio
files for each participant (Yawiloeng, 2013). Therefore, the audio recordings provide data
from participants’ talks to reveal what peer scaffolding behaviors occurred during EFL
writing activities. Moreover, the audio recordings also provided data to show how
participants’ talks to the teacher and their peers assisted their writing.

Video recordings captured the natural interactions among
participants, the teacher, and their peers in the EFL writing classroom. These video

recordings were also used as supplementary data to understand how the participants used
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spoken language to interact with their teacher and peers while doing writing activities,
from the beginning to the end.
3.2 Interview

The interview is one of the most important sources of evidence (Yin, 2014).
When the researcher gathered in-depth data from participants about the writing topic,
the researcher as the interviewer also set up a situation in which the individual being
interviewed revealed their feelings, intentions, meanings, sub-contexts, or thoughts on a topic,
situation, or idea (Lichtman, 2014). The interview was used as a data collection strategy in
this study because it allows the researcher to gather insights into participants’ thinking and
deepen their understanding of events and experiences (Rossman & Rallis, 2017). The data
was obtained from ten EFL participants when they talked to clarify their writing behaviors
while participating in the writing activities, especially what they did when confronted with
writing problems. In this study, semi-structured interviews were used to elicit qualitative
data on peer scaffolding during the writing activities by recording the participants’ talks.

Semi-structured interviews

Semi-structured interviews are typically used in qualitative studies because
interviewing allows the researcher to ‘probe’ for more detailed responses and to clarify
what respondents have said (Gray, 2004, as cited in Yawiloeng, 2013). Conducting semi-
structured interviews, although a limited number of questions was prepared in advance,
the primary purpose of these interviews was to elicit participants’ worldviews so
the researcher could pose follow-up questions to help uncover participants’ meanings
or perspectives (Rossman & Rallis, 2017; Rubin & Rubin, 2012). Using semi-structured
interviews enabled the researcher to explore EFL learners’ thoughts and behaviors related to
their writing performances.

These semi-structured interviews consisted of four sections (see Appendix
D). The first section was a general ice-breaking question to help the participants to feel
relaxed during the interview. The second section consisted of questions for asking the
participants about their background knowledge of learning English as a foreign language.
The third section was composed of questions for gathering the effects of peer scaffolding

on the L2 writing development of EFL learners. The last section included questions to gain
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data about scaffolding strategies affecting the L2 writing development of EFL learners. To
collect qualitative data, ten participants were interviewed individually after the fifth session
in Thai for 15-20 minutes. To prepare the audio data, an MP3 was used to record each
interview and save the participants’ talk in a separate file for transcribing. The researcher
could take notes during the recordings to collect important information or participant comments.
To ensure reliability and trustworthiness, the experts assessed the interview questions
(I0C = 1) before using them in the semi-structured interviews.
3.3 Documentary data

In order to examine the effects of scaffolding strategies on the L2 writing
development of the participants, the final written products that ten participants produced in
the 1 and the 5" sessions, a total of 20 written products of paragraph writing, were collected
(see Appendix E). The researcher used the writing rubric (see Appendix A) to evaluate topic
sentences, supporting details, paragraph organization, and mechanical errors in the written
productions. The final written products were assessed for the learners’ L2 writing development
as they were introduced to the writing process and scaffolding strategies by three people,
including the researcher and two English teachers (a Thai teacher and a native speaker
teacher).

3.4 The researcher's roles

The researcher of this study had three essential roles: teacher, participant
observer, and interviewer. The first role was as a teacher. The EFL classroom used to gather
the data was the Progressive Reading and Writing class. The writing part was divided into
three stages, namely pre-writing, while-writing, and post-writing. During writing activities,
the researcher assigned the students to write a paragraph with a given topic in each session.
The researcher played the role of a facilitator and a scaffolder to enhance learners’ L2 writing
development through the use of scaffolding strategies. Being a teacher also allowed the
researcher to know what learners were doing and gave opportunities for the researcher
to apply writing experiences to facilitate them.

The second role was participant observation, which allowed the researcher
to gain the opportunity to record what was seen and heard meticulously and then analyze

the patterns of action and behavior later (Rubin & Rubin, 2012). While the participants did
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writing activities, the researcher was an insider who could observe the participants’ behaviors
within their real learning context of EFL writing. From the participant observation,
the researcher could understand the participants’ scaffolding behaviors while engaging in
each process of writing activity.

The third role of the researcher was as an interviewer. Playing a role as
an interview allowed the researcher to gather insights into participants’ thinking (Rossman
& Rallis, 2017). In this study, the researcher used the semi-structured interview in which
the researcher had a specific topic to learn about and prepared a limited number of questions
in advance. However, the questions can be adapted or added to lead the interview flows

and get more vivid details (Rubin & Rubin).

Data Analysis

This study investigates peer scaffolding behaviors occurring during EFL writing
activities and the effects of scaffolding strategies on the L2 writing development of EFL
learners. Data analysis of this study focused on peer scaffolding behaviors which were
defined as any part of a dialogue where ten EFL learners talked about the language they
were producing, questioned their language use, or corrected themselves or others to solve
grammatical and lexical problems by cooperating (Swain & Lapkin, 1998). The language
functions adapted from Li and Kim (2016) were employed to analyze peer scaffolding
behaviors during EFL writing activities. The functions consist of acknowledging, agreeing,
disagreeing, elaborating, eliciting, greeting, justifying, questioning, requesting, stating, and
suggesting. Moreover, the data from observation and audio recording are analyzed through
microgenetic analysis to examine moment-to—-moment behavioral changes that may indicate
the development of writing skills through scaffolding (Ranjbar & Ghonsooly, 2017). As Belz
and Kinginger (2003) mentioned, the microgenetic method is observing skill acquisition during

a learning event, enabling the researcher to examine specific development instances.



62

Table 6 Peer scaffolding behaviors

Peer Scaffolding
Definitions
Behaviors

1. Acknowledging 1. Recognizing or praising others’ ideas, comments, helpfulness,
(Ac.) and capabilities.

2. Agreeing (Ag.) 2. Expressing agreement with others’ viewpoints.

3. Disagreeing 3. Expressing disagreement with others’ viewpoints.

(Di.) 4. Extending and elaborating on self or others’ ideas about writing.
4. Elaborating (EI.) 5. Inviting or eliciting group partners' opinions, comments, etc.

5. Eliciting (Eli.) 6. Greeting group members.

6. Greeting (Gr.) 7. Defending one’s ideas/comments by giving reasons.

7. Justifying (Ju.) 8. Asking questions that one is not clear about.

8. Questioning 9. Making direct requirements or requests.

(Qu.) 10. Stating one’s ideas and the ideas groups have discussed
9. Requesting earlier, posting writing content, or sharing information.

(Re.) 11. Offering suggestions/recommendations about writing contents,

10. Stating (St.) structure, format, etc.
11. Suggesting
(Su.)

Source: Adapted from Li & Kim, 2016

In this study, the teacher scaffolded the students by applying the instructional
scaffolding from Ellis and Larkin (1998) as scaffolding strategies to explore the effects of
scaffolding strategies on the L2 writing development of EFL learners. The researcher used
percentages to analyze the quantitative data from the final written products by comparing
the gain scores from the 1% and the 5™ written products to evaluate the EFL students’
writing development. For the qualitative data, the researcher used content analysis to analyze
the EFL students’ written production using criteria adapted from Servati (2012). The criteria
assessed students’ writing abilities in five aspects of writing competence: topic sentence,

supporting details, conclusion, organization, and mechanics.



063

Transcripts of the Data

Ten hours of audio recording were transcribed to analyze peer scaffolding and L2
writing development of EFL learners during writing activities. After that, the researcher
transcribed the data and verified it again by two experts fluent in Thai and English (one is

a Thai teacher, and the other is a native speaker).

Trustworthiness of the Data

A study's aim is its conduct, and its findings are sufficiently believable that others
will use those findings to improve social circumstances (Rossman & Rallis, 2017). Thus, it is
essential to ensure reliability and validity ethically. Reliability is whether a particular technique,
applied repeatedly to the same object, yields the same result each time (Babbie, 2010).
To enhance data reliability, the data in this study was collected from the EFL students
repeatedly and continually for five weeks as they participated in writing activities. Moreover,
this study used multiple triangulation methods, including participant observations,
semi-structured interviews, and documentary data, to ensure consistency and reliability.
Yin (2014) claimed that any finding or conclusion is likely more convincing and accurate if it
is based on several different sources of information.

External validity is the extent to which the result can be generalized to the relevant
populations, settings, treatments, or outcomes (Edmonds & Kennedy, 2017). In this study,
the data was analyzed under the underlying theoretical and methodological framework of

sociocultural theory to confirm validity.



CHAPTER IV

RESULTS

This study investigated the kinds of peer scaffolding behaviors occurring during
EFL writing activities through three steps of the writing process. Moreover, this study
aimed to examine how scaffolding techniques can affect the writing skills of Thai EFL students.
The findings from the two research questions are presented in this chapter, divided into
two main sections. First, section 1 presents the use of peer scaffolding behaviors by ten
EFL learners who enrolled in an EFL writing classroom, and section 2 reveals Thai EFL
students” written products before and after using the scaffolding strategy. The findings
from these analyses have been presented in light of the following research questions.
Research Question 1is “What kinds of peer scaffolding behaviors occur during EFL writing
activities?” Research Question 2 is “What are the effects of scaffolding strategies on the
L2 writing development of EFL learners?”

To answer the research questions, this chapter presents the quantitative data
and qualitative data as follows:

The Results of Research Question 1: What kinds of peer scaffolding
behaviors occur during EFL writing activities?

Quantitative data:

1. Peer scaffolding behaviors used by ten EFL learners during EFL pre —writing
activity

2. Peer scaffolding behaviors used by ten EFL learners during EFL while writing
activity

3. Peer scaffolding behaviors used by ten EFL learners during EFL post-writing
activity

Qualitative data:

4. Peer scaffolding behaviors between the expert and the novice EFL learners
during the pre-writing activity

5. Peer scaffolding behaviors between the expert and the novice EFL learners

during the while-writing activity
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6. Peer scaffolding behaviors between the expert and the novice EFL learners
during the post-writing activity

The Results of Research Question 2: What are the effects of scaffolding
strategies on the L2 writing development of EFL learners?

Quantitative data:

The EFL students’ written products after engaging the scaffolding strategy

Qualitative data:

1. The EFL students’ written products after engaging the scaffolding strategy

2. The EFL students’ perceptions of scaffolding strategies on L2 writing development

The Results of Research Question 1: What kinds of peer scaffolding behaviors
occurring during EFL writing activities?

The following tables present the frequency of peer scaffolding behaviors by ten
EFL learners (5 experts and five novices) who enrolled in an EFL writing classroom at the
University of Phayao during each stage of the writing process identified through participant
observation. In this study, peer scaffolding behaviors are defined as any part of a dialogue
where ten EFL learners talked about the language they were producing, questioned their
language use, or corrected themselves or others to solve grammatical and lexical problems
by cooperating (Swain & Lapkin, 1998 as cited in Li & Kim, 2016). The language functions
adapted from Li and Kim (2016) were employed to analyze peer scaffolding behaviors.
The functions consist of acknowledging, agreeing, disagreeing, elaborating, eliciting, greeting,
justifying, questioning, requesting, stating, and suggesting. Moreover, the results of qualitative
data are illustrated based on the researcher’s observation through audio and video recordings
and their final written products in which ten EFL learners utilized the different peer scaffolding
in their writing tasks.

The pre-writing activity in Table 7 includes brainstorming and outlining. After
engaging in the writing activities, the Thai EFL learners were able to brainstorm in groups
to generate ideas and list the vocabulary. Then, these Thai EFL learners used the ideas

from brainstorming to outline their paragraphs.
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Table 7 Peer scaffolding behaviors used by five expert learners during EFL

pre-writing activity

Peer scaffolding Coding Expert Expert Expert Expert Expert Total Rank

behaviors 1 2 3 4 5
Acknowledging Ac. 3 4 1 1 1 10 8
Agreeing Ag. 4 5 5 3 2 19 5
Disagreeing Di. - - - 2 1 3 10
Elaborating El. 7 9 9 5 4 34 3¢
Eliciting Eli. 1 4 2 3 2 12 7
Greeting Gr. e = 3 = - 0 11
Justifying Ju. 2 4 2 3 2 13 6
Questioning Qu. 12 14 9 10 9 54 1%t
Requesting Re. 1 2 - 2 - 5 9
Stating St. 6 9 4 5 5 29 4
Suggesting Su. 7 12 5 11 7 42 2"
Total 43 63 37 45 33 221

The data presented in Table 7 shows that the expert learners mostly used
‘Questioning’ as their peer scaffolding behaviors. As can be seen, Expert 2 was the learner
who mostly used peer scaffolding strategies (63), while Expert 5 was the learner who
least used peer scaffolding strategies (33). The most peer scaffolding behaviors used by
the expert EFL learners were ‘Questioning’ (54), followed by ‘Suggesting’ (42) and

‘Elaborating’ (34), respectively, while ‘Greeting’ did not occur in this stage.
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Table 8 Peer scaffolding behaviors used by five novice learners during EFL

pre-writing activity

Peer Coding Novice Novice Novice Novice Novice Total Rank
scaffolding 1 2 3 4 5
behaviors
Acknowledging Ac. 1 4 2 - - 7 8
Agreeing Ag. 4 4 2 3 3 16 4
Disagreeing Di. 1 - - - 1 2 10
Elaborating El. 6 5 4 1 2 18 2™
Eliciting Eli. 2 5 1 1 1 8 7
Greeting Gr. N - - = - 0 11
Justifying Ju. - 5 - 3 2 10 6
Questioning Qu. 11 11 11 12 11 56 15t
Requesting Re. 1 2 1 - - 4 9
Stating St. 8 6 2 1 1 18 2™
Suggesting Su. 1 4 4 1 1 1 5
Total 35 44 27 36 22 164

According to Table 8, it can be seen that most novice students used ‘Questioning’
as their peer scaffolding behavior. Novice 2 was the learner who mostly used peer scaffolding
strategies (44), while Novice 5 was the learner who least used peer scaffolding strategies
(22). “Questioning’ (56) was the most peer scaffolding behavior used by novice EFL learners,
followed by ‘Elaborating’ (18) and ‘Stating” (18), respectively. However, ‘Greeting’ did not

occur in this stage, the same as the expert learners.
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Table 9 Samples of peer scaffolding behaviors between the expert

and the novice EFL learners during brainstorming and planning ideas

for writing

Move

Dialogues Peer

Scaffolding

Coding

Sample of Written Product

Expert 1: “The topic that Stating

the teacher gives us today Eliciting
is how we use the Internet
to make our study easier”.
(Stating) “How do you
think about that?”
(Eliciting)

Novice 1: “| used to serf Stating
tutorial videos and use the
application to search
vocabulary or new
knowledge”. (Stating)
Expert 1: “Does it look like Questioning
the benefits of telephone?”
(Questioning)

Novice 1: “| mean using Elaborating
the Internet to connect the

information.” (Elaborating)

Expert 1: “| see”. o
Novice 1: “How about Eliciting
you?” (Eliciting)
Expert 1: “| use Cloud Stating
service to store
information”. (Stating)
Novice 1: “It’s cool”. Acknowledging

(Acknowledging)

E1St.
E1EIi.

N1St.

E1Qu.

N1TEI.

N1TEIi.

E1St.

N1AC.

Video
tutorials

Mobile
application

Internet makes my
study easier.

4




69

According to Table 9, the expert and novice writers used various peer scaffolding
behaviors while planning what they would write by brainstorming ideas in groups to
generate ideas. Expert 1 began to help Novice 1 using ‘Stating” (E1St); the expert posted
the topic given by the teacher, followed by ‘Eliciting” (E1EIli). After the novice used ‘Stating’
(N1St) to share his ideq, the expert asked him using ‘Questioning’ (E1Qu), so the novice
tried to answer by ‘Elaborating” (N1El) his idea to make it clearer. Alternating, the novice
asked for “Eliciting’ (N1El) from the expert to share ideas and used ‘Acknowledging’ (N1Ac)
from his expert peer. Consequently, these expert and novice peers revealed three ideas
on how they used the Internet to make their study easier, including video tutorials (move
2), mobile applications (move 2), and cloud service (move 7). Therefore, the learners could

note the ideas down on a brainstorming worksheet.

Table 10 Samples of peer scaffolding behaviors between the expert

and the novice EFL learners during while-writing activities

Move Dialogues Peer Coding Examples of Written
Scaffolding Products
1 Novice 3: “Tell me how to write the ~ Requesting ~ N3Re. Requesting
topic sentence from these words”. *

(Requesting)
2 Expert 3: “... Just write it after our Elaborating E3EI. Elaborating
ideas and write the topic here when *
you want to finish the sentence”.
(Elaborating)
3 Novice 3: “Like this?” Requesting N3Re.  “Watching movie, listen
(Questioning) to music, find a
foreigner friend and
writing exercise are
ways to make my
English learning
better”.

(Novice 3)
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Table 10 (cont.)

Move Dialogues Peer Coding Examples of Written
Scaffolding Products
4 Expert 3: “That’s not right Disagreeing E3Di. Elaborating
(Disagreeing) because this is the Suggesting E3Su. v

sentence and all nouns here should

be the subject.” (Suggesting).

5 Novice 3: “Er...nouns, so | have to Elaborating N3EI “Watching movie,
add-ing to these words”. listening to music,
(Elaborating) finding a foreigner friend

and writing exercise are

ways to make my English

learning better”.
(Novice 3)
6 Expert 3: “Yes, you can do it.” Acknowledging  E3Ac.
(Acknowledging) “And then, we
have to describe our ideas in the

supporting details.”

According to Table 10, the novice writer attempted to use peer scaffolding strategies,
including ‘Requesting’ and ‘Elaborating’, to gain the expert writer's help in writing the topic
sentence. For writing a topic sentence in English, Novice 3 used peer scaffolding strategies
by ‘Requesting’ (N3Re) so that Expert 3 could explain to her how to write the topic sentence.
Then Novice 3 wrote the topic sentence in English by herself “Watching movie, listen to music,
find a foreigner friend and writing exercise are ways to make my English learning better”.
When Expert 3 looked at the novice’s topic sentence, the expert showed ‘Disagreeing’ (E3Di)
the novice’s topic sentence and provided ‘Suggesting’ (E3Su) how to write a good topic
sentence. Consequently, Novice 3 used a peer scaffolding strategy for ‘Elaborating’ (N3EI)
the topic sentence by talking to himself and writing the topic sentence that “Watching movie,
listen to music, find a foreigner friend and writing exercise are ways to make my English
learning better”. Finally, Expert 3 scaffolded Novice 3 by providing ‘Acknowledging’ (E3Ac)

as the novice could write the topic sentence by herself.
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Table 11 Peer scaffolding behaviors used by five expert learners during EFL

while-writing activities

Peer scaffolding Coding Expert Expert Expert Expert Expert Total Rank

behaviors 1 2 3 4 5
Acknowledging Ac. - - - - - 0 7
Agreeing Ag. = = - - - 0 7
Disagreeing Di. - 1 - - - 1 6
Elaborating El. 2 1 1 1 1 6 2
Eliciting Eli. - - 2 1 - 3 4
Greeting Gr. = = = = - 0 7
Justifying Ju. = 1 1 - - 2 5
Questioning Qu. 2 1 1 - - 4 3
Requesting Re. - - 1 = - 1 6
Stating St. - - - 5 - 0 7
Suggesting Su. 3 1 1 1 1 7 1
Total 7 5 7 3 4 26

According to Table 11, five expert EFL writers deployed various peer scaffolding
behaviors during the while-writing activity. To complete the first draft of paragraph writing,
the expert writers mostly employed ‘Suggesting’ (7), followed by ‘Elaborating’ (6), and
‘Questioning’ (4), respectively. However, these EFL expert writers did not use the following
peer scaffolding strategies, namely ‘Acknowledging’, ‘Agreeing’, ‘Greeting’, and ‘Stating’
while they engaged in the while writing activity. Among these expert EFL writers, Expert 1
and Expert 3 mostly revealed peer scaffolding behaviors; however, Expert 4 used the

least peer scaffolding strategies.
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Table 12 Peer scaffolding behaviors used by five novice learners during EFL

while-writing activities

Peer scaffolding Coding Novice Novice Novice Novice Novice Total Rank

behaviors 1 2 3 4 5
Acknowledging Ac. - - - - - 0 4
Agreeing Ag. 1 2 - - - 3 3
Disagreeing Di. = = = - - 0 4
Elaborating El. - 1 2 1 - 4 2
Eliciting Eli. 1 - - 2 - 3 3
Greeting Gr. = = 3 = - 0 4
Justifying Ju. 3 2 1 - 1 4 2
Questioning Qu. 2 3 1 1 1 8 1
Requesting Re. - - 1 2 - 3 3
Stating St. - - - = - 0 4
Suggesting Su. - 1 2 1 - 4 2
Total 4 9 7 7 2 29

Table 12 reveals many peer scaffolding behaviors used by novice learners at the
while-writing stage. While writing the first draft individually, the novice EFL writers tried to
overcome this while-writing stage and mostly used peer scaffolding strategies, namely
‘Questioning’ (8) as the first rank of peer scaffolding. In addition, other scaffolding strategies
were also employed as the second rank by the novice EFL writers, including ‘Elaborating’
(4), ‘Justifying’ (4), and ‘Suggesting’ (4). However, the novice writers did not use peer
scaffolding strategies, namely ‘Acknowledging’, ‘Disagreeing’, ‘Greeting’, and ‘Stating’,
while they participated in the while-writing activity. Among these EFL novice writers,
Novice 2 revealed the highest use (9) of peer scaffolding strategies, followed by Novice 3
(7) and Novice 4 (7). Nonetheless, Novice 5 uncovered the least frequent use (2) of peer

scaffolding.
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Table 13 Samples of peer scaffolding behaviors between the novice and expert

EFL learners during while-writing activity.

Move Dialogues Peer Coding Examples of Written
Scaffolding Product

1 Novice 2: “Writing the first draft is Questioning  N2Qu.
just writing everything from the
outline again, isn’t it?”
(Questioning)

2 Expert 2: “Not really.” Disagreeing E2Di.
(Disagreeing) “Because you have Justifying E2Ju.
to add some words like first, second,
third to show their connection.”
(Justifying)

3 Novice 2: “OK.” Agreeing N2Ag.  “There are three ways

... First, | watch ...
Second, | always ...
Third, | can ...”

(see Appendix E)

According to Table 13, Novice 2 uncovered peer scaffolding strategies, namely

questioning and justifying, used with Expert 2 to ensure how to write the first draft. Novice

2 started to ask for help from Expert 2 by ‘Questioning’ (N2Qu) about writing the first draft.

Then, Expert 2 did not agree, ‘Disagreeing (E2Di)’, with the Novice 2’s way to write the

first draft. Expert 2 also provided ‘Justifying” (E2Ju) as a peer scaffolding strategy to help

Novice 2. After gaining peer scaffolding from Expert 2, Novice 2 used ‘Agreeing’ (N2Ag) to

accept the justification from the expert. Consequently, Novice 2 could write the first draft

by himself that “There are three ways ... First, | watch ... Second, | always ... Third, | can ...”.
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Table 14 Samples of peer scaffolding behaviors between the novice and expert

EFL learners during while-writing activity

Move Dialogues Peer Scaffolding  Coding Examples of Written

product

1 Novice 2: “Why do you Questioning N2Qu.
use the word “office
device”?”
(Questioning)
2 Expert 2: “l mean Elaborating E2EI.
electric things that we
use at the office. If | use
“appliances”, it looks like
electric things at your

house”. (Elaborating)

3 Novice 2: “So, use “an” Suggesting N2Su.
not “a” here”.
(Suggesting)
4 Expert 2: “Oh, | forget”. “Finally, when you do not

use g office device ...”

7

“Finally, when you do not

use an office device ...”

Table 14 shows how Novice 2 used peer scaffolding strategies, namely questioning
and suggesting, to help Expert 2 use an appropriate English vocabulary and article during
the while-writing activity. While learning to write a paragraph, Novice 2 wondered about
the English vocabulary choice of Expert 2 and used ‘Questioning’ (N2Qu) to elicit the reason.
After that, Expert 2 attempted to explain and used ‘Elaborating’ (E2EI) to inform a reason
for choosing the vocabulary choice. In this writing situation, the novice EFL learner could
play a role as a scaffolder at a lexical level by ‘Suggesting’ (N2Su) the expert how to use
a correct article. Finally, Expert 2 could write an English sentence with a correct article

(Move 4).
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Table 15 Peer scaffolding behaviors used by five expert learners during EFL

post-writing activity.

Peer scaffolding Coding Expert Expert Expert Expert Expert Total Rank

behaviors 1 2 3 4 5
Acknowledging Ac. - - - - - 0
Agreeing Ag. = = - - - 0
Disagreeing Di. = = = - - 0
Elaborating El. = = = = - 0
Eliciting Eli. = - - S - 0
Greeting Gr. = = 3 = - 0
Justifying Ju. - - 3 = - 0]
Questioning Qu. [ 2 5 1 - 3 2"
Requesting Re. - - - = - 0
Stating St. - - - - - 0
Suggesting Su. 3 1 2 1 - 7 1
Total 3 3 2 2 0

According to Table 15, the expert EFL writers revealed their peer scaffolding
behaviors during the post-writing activity. After gaining enough scaffolding from both the
teacher and peers, five expert writers used fewer scaffolding strategies. There were only
two types of peer scaffolding strategies that the expert writers used, namely ‘Suggesting’

(7) and ‘Questioning’ (3)



Table 16 Peer scaffolding behaviors used by five novice learners during EFL

post-writing activity.
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Peer scaffolding Coding Novie Novice Novice Novice Novice Total Rank
behaviors 1 2 3 4 5

Acknowledging Ac. - ~ - - - 0

Agreeing Ag. = = - - - 0

Disagreeing Di. - - = - - 0

Elaborating El. - 7 - = - 0

Eliciting Eli. - < - = - 0

Greeting Gr. - - 3 = - 0

Justifying Ju. - - - = - 0]

Questioning Qu. A - < - 1 1 2"

Requesting Re. - - - = - 0

Stating St. - - - - - 0]

Suggesting Su. 1 1 1 1 1 5 1%t

Total 1 1 1 1 2

Table 16 shows fewer uses of peer scaffolding by five novice EFL learners during

the post-writing activity. Interestingly, ‘Suggesting’ (5) and ‘Questioning’ (2) were only

two kinds of peer scaffolding revealed in this stage. In addition, Novice 5 was the learner

who mostly used two peer scaffolding while other EFL novices used only one time of peer

scaffolding in this stage.
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Table 17 Samples of peer scaffolding behaviors between the novice

and the expert EFL learners during post-writing activity

Move

Dialogues

Peer Scaffolding Coding

Novice 1: “In order to”
here, “i” should be a small
letter and put a full stop
here.” (Suggesting)
Expert 1: “Er... How do you
know that.” (Questioning)?
Novice 1: “| see in the book

here ha ha ha.”

Suggesting N1Su.

Questioning E1Qu.

“... use the smart phone

as favor, In order to ...”

2

“... use the smart phone

as favor, In order to ...”

According to Table 17, Novice 1 and Expert 1 revealed how to use peer scaffolding
strategies during the post-writing activity to revise and edit their final written productions.
While engaging in the post-writing activity, Novice 2 used a peer scaffolding strategy in
the form of ‘Suggesting” (N1Su) to suggest to Expert 1 how to use a capitalization of the
phrase ‘in order to’. After receiving peer scaffolding from the novice, Expert 1 employed
the ‘Questioning” (E1Qu) strategy to check his understanding before revising his spelling.
Therefore, this evidence revealed that the novice EFL writer could scaffold the expert EFL
writer at a lexical level.

In conclusion, these significant results show that the EFL learners applied various
types of peer scaffolding behaviors to pre-writing activity while they hardly utilized peer
scaffolding in post-writing activity. It is noteworthy that the Thai EFL learners, both expert
and novice, were able to be scaffolders for their peers by supplementing each other’s
knowledge and skills because they may be expert writers in different areas. That is to say,
peer scaffolding may help learners complete tasks by providing more practical and beneficial

instructions to learners at all levels of English proficiency.
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The Results of Research Question 2: What are the effects of scaffolding strategies
on the L2 writing development of EFL learners?
1. The EFL students' written productions after engaging in the scaffolding
strategies
This study examines the scores of ten EFL students, consisting of expert and
novice learners, enrolled in the EFL writing course at the University of Phayao. The tables
presented below display the respective scores of these students. Three English teachers
(the researcher, the Thai teacher, and the native-speaker teacher) evaluated the average
scores. The qualitative data's findings were presented through the written work of ten EFL
students, who used the scaffolding approach and writing process to improve their EFL

writing abilities.

Table 18 The L2 writing development of the expert EFL learners before and after

gaining scaffolding from the teacher and peers

EFL 1% written product 5™ written product Gain scores

Students (Total 60 scores) (Total 60 scores)

Scores Percentage Scores Percentage Scores Percentages Rank

(%) (%) (%)
Expert 1 (ET) 36 60% 51 85% 15 25% 2n
Expert 2(E2) 21 35% 37 62% 16 27% 15t
Expert 3(E3) 30 50% 44 73% 14 23% 3rd
Expert 4(E4) 33 55% 43 72% 10 17% 5th
Expert 5(ED) 26 43% 39 65% 13 22% 4

As shown in Table 18, five expert EFL students tended to improve their written
products after gaining both teacher scaffolding and peer scaffolding during the writing
activities. As can be seen, Expert 2 received the highest gain score (16 scores, 27%).
However, Expert 4 gained the lowest scores from the written production (10 scores, 17%).
Regarding the first written product, Expert 1 gained the highest score (36 scores, 60%).

However, Expert 2 gained the lowest scores (21 scores, 35%). After engaging in using
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scaffolding strategies, Expert 1 gained the highest scores (51 scores, 85%), and Expert 2
gained the lowest scores (37 scores, 62%). In summary, the EFL students could improve
their writing abilities after engaging in English writing activities and gaining scaffolding from

the teacher and peers.

Table 19 The L2 writing development of the novice EFL learners before and after

gaining scaffolding from the teacher and peers

EFL 1% written product 5™ written product Gain scores

Students (Total 60 scores) (Total 60 scores)

Scores Percentage Scores Percentage Scores Percentages Rank

(%) (%) (%)
Novice 1 32 53% 48 80% 16 27% 2"
(N1)
Novice 2 21 35% 36 60% 15 25% 3
(N2)
Novice 3 25 42% 42 70% 17 28% 1%t
(N3)
Novice 4 25 42% 40 67% 15 25% 3™
(N4)
Novice 5 28 47% 40 67% 12 20% 4"
(N5)

Table 19 shows the L2 writing development of five novice EFL learners before
and after receiving scaffolding from both the teacher and the peers. Novice 3 received the
highest gain score (17 scores, 28%), while Novice 5 gained the lowest scores in the written
productions (12 scores, 20%). Considering the first written product, Novice 1 gained
the highest score (32 scores, 53%), while Novice 2 gained the lowest score (21 scores, 35%).
After engaging in using scaffolding strategies, Novice 1 gained the highest scores (48 scores,
80%), whereas Novice 2 gained the lowest scores (36 scores, 60%). In conclusion, EFL
students could develop their L2 writing skills by participating in English writing activities

and utilizing scaffolding strategies with peers and the teacher.



80

Table 20 The EFL expert writers' language use in written productions after

engaging in the scaffolding strategies

Writing criterion Expert Expert Expert Expert Expert  Total Rank

1 2 3 4 5
1. Topic sentence 2 2 2 2 1 9 4
(12 scores) (3.33%) (3.33%) (3.33%) (3.33%) (1.67%) (15%)
2. Supporting details 3 3 5 2 3 16 18
(12 scores) (5%) (5%) (8.33%) (3.33%) (5%) (27%)
3. Conclusion 5 3 2 1 2 13 3
(12 scores) (8.33%)  (5%) (3.33%) (1.67%) (3.33%) (22%)
3. Organization 1 5 2 3 5 16 18
(12 scores) (1.67%) (8.33%) (3.33%)  (5%)  (8.33%) (27%)
4. Mechanics 4 3 3 2 2 14 2nd
(12 scores) (6.67%) (5%) (5%) (3.33%) (3.33%) (23%)
Total 15 16 14 10 13
(60 scores) (25%) (27%) (23%) (17%) (22%)

Table 20 shows that expert EFL students could improve their English paragraph
writing performance after using scaffolding strategies. As can be seen, five EFL students
gained the highest scores of ‘organization” (16 scores, 27%) and ‘supporting details’
(16 scores, 27%), followed by ‘mechanics’ scores (14 scores, 23%). However, these EFL
students gained the lowest scores of ‘topic sentence’ (9 scores, 15%).

When considering the L2 writing development of individual students, the results
showed that Expert 2 (E2) could improve writing performance by gaining the highest scores
(16 scores, 27%). This E2 student gained ‘organization” scores (5 scores, 8.33%); however,
the E2 student gained a ‘topic sentence’ and ‘conclusion’ score only 1 score (1.67%).
Unexpectedly, Expert 4 revealed the least gain scores (10 scores, 17%). In sum, these EFL
students could develop their L2 writing performance in English paragraph writing after

receiving scaffolding from their peers and the teacher during the writing activities.
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Table 21 The EFL novice writers' language use in written productions after

engaging in the scaffolding strategies

Writing criterion Novice  Novice  Novice Novice  Novice Total Rank
1 2 3 4 5
1. Topic sentence 3 3 4 3 1 14 4
(12 scores) (5%) (5%) (6.67%) (5%) (1.67%)  (23%)
2. Supporting details 1 1 4 1 3 10 5
(12 scores) (1.67%) (1.67%) (6.67%) (1.67%)  (B%)  (17%)
3. Conclusion 5 2 1 4 4 16 3"
(12 scores) (8.33%) (3.33%) (1.67%) (6.67%) (6.67%) (27%)
4. Organization 5 5 & 4 1 18 1°
(12 scores) (8.33%) (8.33%)  (5%)  (6.67%) (1.67%) (30%)
5. Mechanics 2 4 5 3 3 17 ond
(12 scores) (3.33%) (6.67%) (8.33%) (5%) (5%) (28%)
Total 16 15 17 15 12
(60 scores) (27%) (25%) (28%) (25%) (20%)

Table 21 demonstrates how the use of scaffolding strategies could help EFL
students write English paragraphs more effectively. The greatest results for ‘organization’
(18 scores, 30%) were obtained by five novice EFL students, and ‘mechanics’ (17 scores,
28%) was the second rank. These novice EFL students, however, gained the lowest scores
(10 scores, 17%) for ‘supporting details’.

Regarding the individual novice students, the results indicated that Novice 3 (N3)
could develop writing performance by obtaining the highest scores (17 scores, 28%) after
gaining scaffolding from the teacher and peers. This N3 student received 5 scores (8.33%)
for ‘mechanics’ but only 1 score (1.67%) for ‘conclusion’. It was surprising to see that Novice 5
had the lowest gain scores (12 scores, 20%). In brief, with peer and teacher scaffolding during
the writing activities, these EFL students could improve their L2 writing performances.

In summary, questioning and suggesting are the first two scaffolding behaviors
that EFL students apply while engaging in writing activities, and in terms of writing criteria,

organization and mechanics are the first two criteria that students show writing improvement.
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2. The EFL students' written productions before and after using the
scaffolding strategies

The writing exercise used five lesson plans and three stages of the writing
process in this study, each of which concentrated on a different aspect of
writing an English paragraph, and the expert-novice EFL participants completed writing.

For qualitative data, the final written products that ten participants produced
in the first and fifth weeks were assessed by the same rubric for the EFL writing development,
as shown in Figures 4-7. In addition, the topics given to the students in the first and
the fifth weeks were ‘The Way to Make My English Better.” and ‘What are the Advantages
of Using a Smartphone in English?’

In the pre-writing stage, the teacher gave 45 minutes to the EFL students
to do an assignment where they were to create a paragraph on the given topic.
After being provided with instructions on the various parts of paragraph composition,
the participants participated in brainstorming sessions in groups to generate ideas and gather
vocabulary for their paragraph writing. At this point, the students need to complete an outline
worksheet that shows the paragraph's structural structure. As the students worked on
their written assignments, the teacher gave them a scaffolding strategy by showing them
how to use brainstorming approaches to generate ideas. Following that, the teacher and
the students collaborated to finish an outline worksheet.

During the while-writing stage, the EFL students had 45 minutes to use
the material from the outline worksheet to write their first drafts on an individual.
They also gave considerable thought to the remarks made by the teacher and their peers.
During this phase, the teacher used scaffolding as a teaching strategy, specifically writing
modeling. The instructor provided a series of models for writing paragraphs and encouraged
the whole class to discuss the compositional features and quality of the models.

In the post-writing stage, the EFL students were urged to collaborate with
their peers during the writing exercise within 30 minutes. The students were expected to
read the written work that their classmates had produced and complete a peer review
worksheet so that their classmates could provide helpful feedback on the concepts,

organization, and language use. The students then revised their written pieces more while
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taking their classmates' feedback. At last, the teacher gave the students to complete
the final draft of their written assignments. The students self-edited their written tasks to fix
mechanical problems, such as capitalization, punctuation, spelling, and grammar, before
turning them into their teacher.

2.1 Expert EFL students' written productions before and after using

the scaffolding strategies (see Table 22 to Table 26)

ETPI{ Practice can_make my English ]eanma betten. Firsh, T walch

Emlush soundirack movies every eekend yith ﬁ‘lehd gewnd
ESDI ] almus listen to upiversal music Thi nds, L G faarn Enc.hSh form
them \earnmcj English and make e spake el So e can learh Enqhsh
Prom _the sorroomnj Beuond classl‘oom and books.

N\
-

ECS1

Figure 4 Sample of Expert 5’s final written product in the 1°* week.

(Topic: The Ways to Make My English Better.)
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Figure 5 Sample of Expert 5’s final written product in the 5™ week.
(Topic: What are the Advantages of Using a Smartphone

in English?)
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Table 22 Sample of L2 writing development of Expert 5: Writing topic sentences

Expert 5’s written product
in the 1% week

(see Figure 4)

Expert 5’s written product
in the 5™ week

(see Figure 5)

L2 writing development

(see Figure 4 and Figure b)

Topic: The Way to Make My  Topic: What are the

English Learning Better

Topic sentence

®'Practice can make my
English leaning better."

(ETPT)

Advantages of Using Smart
Phone on English Learning?

Topic sentence

®'These days, smart phone
become a part in the
student’s life. There are a
lot of advantages to learn
English. They also present
us with amazing
opportunities to re-design
the way we learn English."

(ETP5)

Before using scaffolding

» The topic sentence is
unclear/unrelated to the

topic. (Figure 4: ETP1)

7

After using scaffolding

> A topic sentence is fairly
well-developed but does
not introduce the topic.

(Figure b: ETP5)

According to Table 22, Expert 5 seemed to be able to develop the English writing

performance of the topic sentence, which was fairly well developed. Regarding writing topic

sentence before using the scaffolding strategy, the expert student wrote a topic sentence

that was unclear and unrelated to the given topic: “Practice can make my English leaning

better.” (ETP1). After using a scaffolding strategy during writing, this expert student could

write a clear and well-developed topic sentence: “These days, smart phone become a part

in the student’s life. There are a lot of advantages to learn English. They also present us

with amazing opportunities to re-design the way we learn English.” (ETP5).
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Table 23 Sample of L2 writing development of Expert 5: Writing supporting

details

Expert 5’s written product
in the 1% week

(see Figure 4)

Expert 5’s written product
in the 5™ week

(see Figure 5)

L2 writing development

(see Figure 4 and Figure 5)

Topic: The Way to Make My
English Learning Better

Supporting details

®'First, | watch English
soundtrack movies every
weekend with my friend.
Second | always listen to
universal music. Thirds, | can
learn English form them."

(ESD1)

Topic: What are the
Advantages of Using Smart
Phone on English Learning?

Supporting details

®'Firstly, Student can use the
application for test. For
example, they can do the
English test to thow their
English skill on smart phone.
Secondly, student...They can
use... Finally, Student...The
right pronunciation..." (ESD5)

Before using scaffolding

» There are details, but they
are either unclear or unrelated

to the topic. (Figure 4: ESD1)

7

After using scaffolding

» There are enough details
to analyze the topic clearly,
and each cause or effect has
sufficient details. (Figure 5:

ESD5)

According to Table 23, the expert student provided supporting details in the first

written product, they lacked clarity and failed to establish a clear connection to the topic:

“First, | watch English soundtrack movies every weekend with my friend. Second | always

listen to universal music. Thirds, | can learn English form them.” (ESD1). After using

a scaffolding strategy, this expert student demonstrated the ability to write adequate

supporting details to allow for precise analysis, and there are enough details to analyze

the topic: “Firstly, Student can use the application for test. For example, they can do the

English test to tnow their English skill on smart phone. Secondly, student...They can use...

Finally, Student...The right pronunciation...”

(ESD5). After using the scaffolding strategy,

both students can compose sufficient details to support their paragraph writing.
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Table 24 Sample of L2 writing development of Expert 5: Writing concluding

sentences

Expert 5’s written product
in the 1% week

(see Figure 4)

Expert 5’s written product
in the 5™ week

(see Figure 5)

L2 writing development

(see Figure 4 and Figure 5)

Topic: The Way to Make My
English Learning Better

Concluding sentence
®"So we can learn English
from the surrouning. Beyond

classrooms and books." (ECS1)

Topic: What are the
Advantages of Using Smart
Phone on English Learning?

Concluding sentence

®"|n conclusion, a growing
number of schools in the
world are turning to the
smartphone as a learning too.
Technology is one of the ways
for children to success in the

future." (ECSH)

Before using scaffolding

» There is no concluding
sentence, or it does not

summarize or restate the
topic sentence. (Figure 4:

ECST)

7

After using scaffolding

> The concluding sentence
summarizes or restates the
topic sentence but does little
to unify the whole

paragraph. (Figure 5: ECSH)

Regarding Table 24, the expert students did not summarize the topic sentence:

“So we can learn English from the surrouning. Beyond classrooms and books.” (ECST).

After using a scaffolding strategy during writing, the expert student learned to use
‘In conclusion” as an introductory word in the concluding sentence. However, it does little
to unify the whole paragraph: “/n conclusion, a growing number of schools in the world
are turning to the smartphone as a learning too. Technology is one of the ways for children
to success in the future.” (ECS5). In the context of the first written product, the concluding
sentence of the novice student summarized the topic sentence. In brief, scaffolding can

enhance students’ writing ability to write more precise concluding sentences.
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Table 25 Sample of L2 writing development of Expert 5: Paragraph organization

Expert 5°s written product in the 15 week Expert 5’s written product in the 5 week
(see Figure 4) (see Figure 5)
L2 writing development: Organization L2 writing development: Organization
Before using scaffolding After using scaffolding

> The sentences may lack variety. Linking words are > Sentences are strong and expressive with varied

present, but they do not add to the overall structure. Linking words is appropriate and adds to
effectiveness of the paragraph. (Figure 4: EOGT1) the effectiveness of the paragraph. (Figure 5:
EOG5)

According to Table 25, there might not be much variation in the sentences.
Although they are used, the paragraph's overall efficiency was not increased by the presence
of linking words in the first written product of the expert (EOG1T). However, the expert
seemed to have improved the paragraph structure in the fifth written product by using a

variety of sentence patterns and skillfully employing linking words to direct the reader (EOGH).

Table 26 Sample of L2 writing development of Expert 5: Mechanics

Expert 5°s written product in the 15t week Expert 5°s written product in the 5" week
(see Figure 4) (see Figure 5)
L2 writing development: Mechanics L2 writing development: Mechanics
Before using scaffolding After using scaffolding

» There are errors in punctuation, grammar, spelling, > There are a few minor errors in punctuation,
and capitalization that distracting, the meaning of the  spelling, grammar, or capitalization, but they do not
paragraph can still be discerned. (Figure 4: EMCT) detract from the overall meaning and effectiveness

of the paragraph. (Figure 5: EMC5)

According to Table 26, grammatical, spelling, and capitalization problems,
the paragraph's message from the first written product was still clear (EMC1). The expert
appeared to develop the fifth written work with a few minor errors in punctuation, spelling,
grammatical, and capitalization issues, but they didn't take away from the paragraph's
meaning (EMC5H). In summary, the expert's writing skills could be enhanced by using

scaffolding techniques from peers and the teacher.
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2.2 Novice EFL students' written productions before and after using

the scaffolding strategies (see Table 27-Table 31)
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Figure 6 Sample of Novice 4’s final written product in the 1** week

(Topic: The Ways to Make My English Better.)
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Figure 7 Sample of Novice 4’s final written product in the 5™ week
(Topic: What are the Advantages of Using a Smartphone

in English?)
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Table 27 Sample of L2 writing development of Novice 4: Writing topic sentences

Novice 4’s written product in  Novice 4’s written product in

the 1% week the 5™ week

(see Figure ©6) (see Figure 7)

L2 writing development

(see Figure 6 and Figure 7)

Topic: The Way to Make My  Topic: What are the

English Learning Better Advantages of Using Smart

Phone on English Learning?

Topic sentence Topic sentence

“I'learn English every days  “There are different ways
but my English not good, so  about advantages of using
| have to practice it.” (NTS1)  smartphone on English

learning.” (NTSH)

Before using scaffolding

» There is no topic
sentence in the paragraph.

(NTST)

7

After using scaffolding

> A topic sentence is fairly
well developed but does not

introduce the topic. (NTS)

According to Table 27, Novice 4 seemed to be able to develop the English writing

performance of the topic sentence. The novice seemed to improve writing the topic sentence

from lacking topic sentence to clear topic sentence: “There are different ways about

advantages of using smartphone on English learning.” (NTS5). Therefore, it appeared that

the scaffolding strategy could enhance the EFL students in writing topic sentences

in a paragraph.
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Table 28 Sample of L2 writing development of Novice 4: Writing topic sentences

Novice 4’s written product in  Novice 4’s written product in L2 writing development
the 1" week the 5 week (see Figure 6 and Figure 7)
(see Figure ©6) (see Figure 7)

Topic: The Way to Make My  Topic: What are the
English Learning Better Advantages of Using Smart

Phone on English Learning?

Supporting details Supporting details Before using scaffolding
‘I like to watch movie ‘First, | can get answers » Details are either wrong
soundtrack and watch quickly from searching the o |4cking, or they are not
English language movie. | internet. Second, many related to the topic
listening English language video tutorials... Thirds, I can  contence. (NSD1)

song and | like to talk with learn the unique @

foreigner.” (NSD1) pronunciation...” (NSD5) After using scaffolding

> There are sufficient
details for the topic
sentence, but they could be

more apparent. (NSD5)

According to Table 28, the novice student may encounter difficulties when
attempting to introduce supporting details. The sentences presented in the first written
product lacked coherence with the topic sentence: “/ like to watch movie soundtrack and
watch English language movie. | listening English language song and | like to talk with
foreigner.” (NSD1). However, the analysis of the final written product revealed that the
paragraph exhibited a notable level of development. To enhance the adequacy of the topic
sentence, the novice student employed a sequential approach by incorporating transitional
phrases such as ‘First,” ‘Second,” and so on to indicate the subsequent details: “First, | can get
answers quickly from searching the internet. Second, many video tutorials... Thirds, | can
learn the unique pronunciation...” (NSDD). After using the scaffolding strategy, both students

can compose sufficient details to support.
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Table 29 Sample of L2 writing development of Novice 4: Writing concluding

sentence

Novice 4’s written product in

the 1°* week (see Figure 6)

Novice 4’s written product in

the 5" week (see Figure 7)

L2 writing development

(see Figure 6 and Figure 7)

Topic: The Way to Make My
English Learning Better

Concluding sentence
“So, | should follow the three
topic in order to make my

English better.” (NCST)

Topic: What are the
Advantages of Using Smart
Phone on English Learning?
Concluding sentence

“In conclusion, advantages of
using smartphone on English
learning can be in various
ways, for example, get
answer quickly, video
tutorials and help with

pronunciation.” (NCS5)

Before using scaffolding

» The concluding sentence
summarizes or restates the
topic sentence but does little
to unify the whole

paragraph. (NCS1)

v

After using scaffolding

» The concluding
paragraph unifies the whole
paragraph. The reason for
the analysis is evident, and
the results are presented as

valid. (NCShH)

According to Table 29, Novice 4 indicated the concluding sentence; however, it

offered little to tie the paragraph together: “So, I should follow the three topic in order to

make my English better.” (NCS1). After employing a scaffolding approach, it was observed

that the novice student demonstrated an ability to formulate a concluding sentence that

clearly articulated the purpose of the analysis and presented the results as valid and reliable:

“In conclusion, advantages of using smartphone on English learning can be in various

ways, for example, get answer quickly, video tutorials and help with pronunciation.” (NCS5).

In brief, scaffolding can enhance students’ writing ability to write more precise concluding

sentences.
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Table 30 Sample of L2 writing development of Novice 4: Paragraph organization

Novice 4’s written product in the 1% week Novice 4’s written product in the 5" week

(see Figure 6) (see Figure 7)
L2 writing development: Organization L2 writing development: Organization
Before using scaffolding After using scaffolding
> Writing is confusing and hard to follow. > Writing is clear and sentences have
Linking words are missing. (NOGT) varied structure. There is a fairly good use

of linking words to guide the reader. (NOG5)

According to Table 30, the first written product of novice student was difficult to
read and understand moreover there were no connecting words (NOGT). After using the
scaffolding strategy, clear writing and a variety of sentence structures were present.
Linking words were used rather effectively to direct the reader in the fifth written product

(NOGb).

Table 31 Sample of L2 writing development of Novice 4: Mechanics

Novice 4’s written product in the 1% week  Novice 4’s written product in the 5" week

(see Figure 6) (see Figure 7)

L2 writing development: Mechanics L2 writing development: Mechanics
Before using scaffolding After using scaffolding

» There are errors in punctuation, » There are a few minor errors in

grammar, spelling, and capitalization that  punctuation, spelling, grammar, or
distracting, the meaning of the paragraph  capitalization, but they do not detract from the
can still be discerned. (NMC1) overall meaning and effectiveness of the

paragraph. (NMC5)

Regarding Table 31, the sentences were still understandable despite distracting
punctuation, grammar, spelling, and capitalization errors (NMC1). Then, it seemed that the
novice developed the fifth written piece with a few small capitalization, punctuation, spelling,

and grammar mistakes that didn't detract from the meaning of the paragraph (NMC5).
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In conclusion, the novice’s writing ability could be improved after engaging in scaffolding
strategies from both the teacher and classmates.

2.3 The EFL students’ perceptions of scaffolding strategies on L2 writing
development.

To answer the second research question, “What are the effects of scaffolding
strategies on the L2 writing development of EFL learners?”, qualitative data from the
semi-structured interview was transcribed and analyzed in terms of the benefits of writing
activities in each stage with the teacher and peers. The research interviewed 5 expert
students and 5 novice students in the 5" week after they engaged in the writing activities.
The students’ pseudonym codes for the expert students were E1-E5 and for the novice
students were N1-N5. The findings revealed that students with different levels of English
proficiency had different attitudes toward scaffolding strategies on L2 writing development.
The following is an overview of the EFL students' responses and study findings based
on data from the interview.

2.3.1 Brainstorming and planning ideas in the pre-writing stage

After the teacher modeled how to generate ideas through
brainstorming techniques, students brainstormed in groups to generate ideas and list the
vocabulary for their paragraphs. Then, the teacher and learners work together to complete
an outline worksheet to show the organization of the paragraph. Students E1, E2, E5, N2,
N3, N4, and N5 reflected on the use of brainstorming and planning ideas to generate their

ideas and organize their paragraphs in the semi-structured interview.
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Table 32 The EFL students’ perceptions of scaffolding strategies

on brainstorming and planning ideas in the pre-writing stage

Thai EFL

students

Statements

Coding

Perceptions

Expert

students

Novice

students

1. “I like brainstorming with my friends because
we can share the ideas and find the important
vocabulary we will use.” (Expert 1)

2. “l have never done like this before, but it can
help me to think about what | am going to
write”. (Expert 2)

3. “The modeling from the teacher makes this
activity easier because | don’t know how to start,
but after we talked in the group, the ideas
arose”. (Expert b)

4. “| don’t like writing because | don’t know how
to write. However when | write an outline to
organize ideas with my friends, | feel easier
than | write by myself”. (Novice 2)

5. “When the teacher suggests to me what to
write and how to write it, | feel more confident
to write. Because she told me not to worry
about the mistakes, just write the vocabulary
related to the topic and expand to the short
sentences”. (Novice 3)

6. “I get new words from brainstorming; these
words help me to begin the sentences.” (Novice
4)

7. “I like working with my friends because if |
don’t know something, | can ask them and | ask

the teacher too.” (Novice 5)

E1

E2

EB

N2

N3

N4

N5

Sharing ideas about

vocabulary

Generate ideas

Generate ideas

Organizing ideas

Enhancing self-

confidence

Sharing ideas

Sharing ideas
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According to Table 32, both novice and expert EFL writers reflected their positive
perceptions towards scaffolding strategies during the pre-writing stage. The expert novices
mentioned that scaffolding strategies during brainstorming and planning ideas before writing
helped them generate ideas (E2, EB) and share ideas about vocabulary (ET). Similarly,
novice writers also revealed that using scaffolding strategies during the pre-writing stage
could help them share ideas for writing (N4, N5), organize ideas before writing (N2), and
increase their self-confidence (N3) in writing in English. Therefore, engaging in the writing
activities and gaining scaffolding from the teacher and peers could contribute to positive
perceptions towards English writing activities among EFL learners.

2.3.2 Writing the first draft in the while-writing stage
The teacher provides some samples of drafting paragraphs and lets
students discuss structural features and the quality of the samples. After that, students
start to write the first draft individually with the information from the outline worksheet
and the suggestions from both peers and the teacher. The opinions of E1, E4, E5, N1, and

N3 are expressed below.

Table 33 The EFL students’ perceptions of scaffolding strategies in the while-

writing stage

Thai EFL Statements Coding Perceptions
students
Expert 1. “I feel writing the first draft is easier. E1 1. Gaining ideas for
students  When | look at the writing models, | gain writing
ideas for writing. Previously, | could write 2. Writing longer
only short sentences, but now | can write sentences

longer”. (Expert 1)

2. “l ask the teacher when | don’t E4 Receiving useful
understand and don’t know whether | am suggestions from
writing correctly or not. The teacher helped the teacher

me with some beneficial advice”. (Expert

4)
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Thai EFL
Statements Coding Perceptions
students
Expert 3. “In my group, my friends usually ask each EB Gaining ideas for
students  other whether they are writing correctly or writing from peers’
not, or what to write next. Sometimes, this talks
bothers me, but | get some ideas from
their talks”. (Expert 5)
Novice 4. “Actually, this is my first time writing an N1 1. Reducing anxiety
students  English paragraph. | feel very anxious. 2. Writing longer
However, the teacher and my friends gave sentences
me some suggestions, so | feel relaxed and
can write longer sentences”. (Novice 1)
5. “This is my first writing too. | wouldn’t say N3 1. Assisting writing

| like writing in English because | don’t know
what to write. However, writing an outline
makes writing easier. And when I’'m not
sure how to write, I can ask the teacher

and my friends all the time.” (Novice 3)

more easier when
using a writing
outline

2. Gaining help from
the teacher and

peers

According to Table 33, the EFL learners viewed that using scaffolding strategies

during the while-writing activities could provide many benefits for English paragraph writing.

For the EFL expert learners, being scaffolded by the teacher and peers could assist them

in gaining ideas for writing (E1, EB), writing longer sentences (E1), and receiving useful

suggestions from the teacher and peers (E4). Regarding novice EFL learners, gaining

scaffolding during writing from the teacher and peers could help reduce anxiety (N1), write

longer sentences (N1), write more easily (N3), and gain help from the teacher and peers (N3).

In brief, engaging in writing activities using scaffolding strategies could enhance the EFL
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learners' L2 writing development and motivate their positive perceptions toward English
writing.
2.3.3 Revising and editing in the post-writing stage
During the post-writing stage, the EFL students worked in pairs,
read their peer’s paragraphs, and completed a peer review worksheet to give each other
feedback on the ideas, organization, and language. Then, students revise their paragraphs
again as a final draft based on their partner’s review before submitting the paragraphs to

the teacher. The perceptions of ten students are revealed below.

Table 34 The EFL students’ perceptions of scaffolding strategies to revise

and edit in the post-writing stage

Thai EFL Statements Coding Perceptions
students

Expert 1. “I think a review from friend is very good E1 Revising writing
students  because it can show me where | write before submitting

incorrectly, and | have to revise them

before submitting to the teacher”.

(Expert 1)

2. “I'm not sure how to correct grammar, so E3 Asking for help
asking my friend who is good in English from peers to

to help me”. (Expert 3) correct grammar
3. “A peer review is very useful for E4 Correcting errors
correcting errors. Because sometimes in writing

we don’t know that we wrote something
incorrectly, and because of this we can’t
correct the mistakes for friends too”.

(Expert 4)
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Table 34 (cont.)

Thai EFL Statements Coding Perceptions
students
Novice 5. “For me, | can see some easy mistakes. N2 Reviewing writing
students  As | said, | don’t like writing because my from peers was
English is not good. However, a review from helpful

my friend can help me a lot”. (Novice 2)
6. “A review is useful for my writing. | think N4 Recognizing
| will remember the mistakes and be careful writing mistakes

next time”. (Novice 4)

According to Table 34, both expert and novice EFL learners perceived
the advantages of scaffolding strategies at the post-writing stage. The expert EFL learners
mentioned that using scaffolding strategies while revising and editing writing could help
them to revise writing before submitting (E1), ask for help from peers to correct grammar
(E3), and correct errors for peers (E4). In addition, the novice EFL learners also informed
that using scaffolding strategies during the post-writing activities could assist them gain
help from peers to review their writing (N2) and recognize writing mistakes (N4). Therefore,
using scaffolding strategies at the post-writing stage is useful and provides benefits for
expert and novice EFL learners.

In conclusion, the scaffolding strategies could encourage the EFL students to develop
their English paragraph writing during pre-writing, while-writing, and post-writing.
The EFL students could generate their ideas for writing through brainstorming and writing
modeling. These EFL students could also organize their paragraphs by completing an outline
worksheet. Learning to write in English with the teacher and peers could provide the EFL
students guidance and encouragement from peers, also fostering positive perceptions,
and self-confidence during the writing activities. In addition, these EFL students gained
benefits from outline worksheets and writing models for writing their first drafts. Consequently,
these EFL learners could complete writing assignments more easily if they received help

from their peers and the teacher. Interestingly, after gaining enough help from the teacher
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and peers, these EFL students used fewer scaffolding strategies at the final stage of writing,

finally they could complete English paragraph writing by themselves.



CHAPTER V

CONCLUSION

This chapter aims to summarize the main findings of this study based on the
research questions, including (1) “What kinds of peer scaffolding behaviors occur during
EFL writing activities?” and (2) “What are the effects of scaffolding strategies on the L2
writing development of EFL learners?” Lastly, recommendations for a future research study

are presented.

Conclusion of Research Question 1: “ What kinds of peer scaffolding behaviors
occur during EFL writing activities?”
1. Peer scaffolding behaviors occurred during the EFL writing activities

The findings of this study revealed that peer scaffolding emerged when the
Thai EFL learners engaged in writing process activities and participated in group work, pair
work, and then individual work. In the pre-writing activity, the EFL learners could
brainstorm in groups to generate ideas and list the vocabulary for their paragraphs, and
then they completed an outline worksheet to show the organization of the paragraph. Thus,
these EFL learners engaged in productive discussions to create new ideas and effective
planning. These findings support the findings of Zeki and Kuter (2018) who revealed that
responses to one another during the writing process can help the learners understand the
task. As the EFL learners plan, create, and share ideas and opinions with their peers, they
should be aware of the mutual interactions and take on complementary roles as part of
pre-writing activities. One reason for these findings may be that students would actively
listen to one another to gain different perspectives and explore alternative ways of
thinking (Young, Noonan, & Bonanno-Sotiropoulos, 2018 cited in Zulfikar & Aulia, 2020).
In addition, these findings also support the findings of Martinez, Lopez-Diaz, and Perez
(2020) who uncovered the results of pre-writing activities that being able to organize
what would be written in the first stage also decreased the amount of time students had

initially taken to produce a well-written paragraph. These findings are also in accord
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with Dewi (2021) who confirmed that planning was a valudble stage of the writing process
because the students decided the topic and purpose of writing by collecting ideas and
sharing viewpoints related to the topic. In brief, the results of peer scaffolding behaviors
emerged during the pre-writing activities could be due to the EFL learners gaining
opportunities to work with their peers in choosing the topics, brainstorming, and organizing
ideas involving that the given topics, consequently these EFL learners could overcome
writer's block and utilized it for writing the first draft too.

In the while-writing activity, the EFL learners started to write the first draft
individually with the information from the outline worksheet and the suggestions from both
peers and the teacher. By incorporating the writing process into EFL writing classes, students
can work together to complete tasks, communicate, discuss writing styles, and provide support
for one another until they can create their products themselves (Zulfikar & Aulia, 2020).
When learners were working in groups, they had an opportunity to talk, share, and plan
what they would write freely. Zulfikar and Aulia (2020) also mentioned the advantages of
pairs and small groups that allowed language learners to engage in cooperative learning
situations where two or more students worked together to complete specific tasks. To facilitate
collaborative learning, learners should possess similar expertise and work together to develop
and uphold a common understanding of a topic. It has been suggested that, as opposed to
individual and competitive learning environments, students can learn more effectively in
more learner-centered, collaborative learning contexts, which can support one another in
developing their language skills. These results are supported by Guo, Bai, and Song’s research
(2021), which indicated that the teachers' instruction in the while-writing stage impacted
the students' use of self-initiating, self-monitoring, management, and revising strategies.
In summary, the interaction with peers and the teacher in the while-writing activity can
support students to write the first version of a piece of writing as a draft themselves.

Finally, the post-writing activity, learners read their partner's paragraph
and completed a peer review worksheet to give each other feedback on the ideas,
organization, and language. Then, the learners themselves revised their paragraphs again
based on their partner's review. As Sangeetha (2020) pointed out post-writing activities

such as revising and editing are essential stages, and self-editing or peer-editing of writing
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errors is encouraged upon teacher—based error correction as they facilitate proficiency in their
writing skills as well as encourage independent learning. These findings are highlighted by
Guo, et al. (2021). They revealed that these activities promote students' awareness of their
problems and prompt them to focus on the organization and content of their passages. Before
writing the final draft, the students can work together with classmates to give suggestions
or comments on their first drafts. After getting the peer reviews, they can sometimes add
some ideas and change the sentences in revising the paragraphs. In the post-writing activities,
the students should focus on the correctness of their writing; they need a different approach
to see their writing from different perspectives so they can see the mistakes or inappropriate
parts of their writing. Revising and editing help the students to identify their writing level
as individual writers to improve their writing skills (Dewi, 2021; Setyawan, Ratminingsih, &
Suwastini, 2020). Therefore, students can improve their writing abilities by offering and
accepting help as they interact with others while working together in each stage of the writing
process to achieve the task goal themselves.
2. Peer scaffolding used by expert-novice writers

According to the three stages of the writing process, the finding showed that
'‘Questioning’ was ranked first by the total frequency of peer scaffolding that expert and
novice learners used, especially during the pre-writing activity. This evidence may be because
‘Questioning” was how the learners asked their partners something when they were doubtful,
unclear, or unsure when they were sharing ideas or something they were going to write.
This was a chance for the EFL learners to elaborate their ideas to make their understanding
clear as Abdollahzadeh and Behroozizad (2015) supported that the application of 'Questioning'
in the planning stage as observable in the results of observation field note pawed the way
for most of the learners to express their ideas and to think creatively. These findings were
similar to Tinggie, Tan, Muslim, & Keng (2023). They mentioned that the use of 'Questioning’
helped students to generate creative ideas, as it jogged their memory or prior knowledge
of the subject, which can help to enrich their writing with details. In addition, through
guestion-and-answer sessions, the students were able to reduce their writing anxiety,
which included feelings of hesitancy or confusion about how to proceed with their writing,

allowing ideas to flow more smoothly as Saminen, Muhonen, Cadima, Pegani, and Lerkkanen
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(2021) pointed that 'Questioning' is the concrete ways use to support learner's language,
learning, and joint understanding during dialogic exchanges. In conclusion, 'Questioning'
can be useful for writers by providing time for exploration and generative thinking, and
progresses to new levels of knowing and acquisition that can stimulate the learners to think
and analyze (Maryam, Soren, & Gunilla, 2019; Pacheco, et al., 2021).

3. Peer scaffolding during pre-writing, while-writing, and post-writing
Activity

It was evident that ten EFL writers mostly applied various types of peer
scaffolding such as ‘Questioning’, ‘Suggesting’, and ‘Elaborating’ to the pre-writing activity,
especially in a brainstorming activity. This may be because the brainstorming activity
encouraged the EFL learners to consider their writing topic and put in writing any ideas
they thought were promising. After all, many writers would forget their earlier ideas as
they brainstormed new ones. In addition, seeing listed ideas together on paper may aid
the learners in making connections and looking at their topics again from a new perspective.
ldeas, word lists, sort of writing, audience, and purpose for their writing were developed
from diagrams or listing ideas made by the learners when brainstorming (Faraj, 2015).
This result agreed with a previous study (Voon, 2010) that brainstorming is the pre-writing
activity that assists participants in generating ideas for the content of their writing,
enabling them to write more developed pieces.

In the while-writing activity, ten EFL writers applied peer scaffolding such
as ‘Questioning’, ‘Suggesting’, ‘Elaborating’, and ‘Justifying’ to create the first draft.
As an individual work, the learners composed all information from the outline work sheet
into a paragraph, so they employed peer scaffolding to check grammar and vocabulary.
This finding is similar to Inkaew (2015), who revealed that Thai EFL learners used peer
scaffolding strategies during the while-writing stage to support vocabulary brainstorming,
vocabulary checking, and idea generation of unfamiliar vocabulary.

In this present study, however, the EFL learners rarely employed peer scaffolding
in the post-writing activity to write the final draft. One possible reason why the use of

peer scaffolding was decreased may be because the EFL learners were not aware of the
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errors or did not know how to correct them, so they had no ideas to write on the peer
review worksheet, and they just copied from the first draft to final draft.

Interestingly, the Thai EFL learners were able to be scaffolders for their peers
by supplementing each other's knowledge and writing skills. This is because the learners
can be expert writers in different EFL writing contexts. This finding was in line with the
previous study of Zulfikar and Aulia (2020). They mentioned that the members learned
different writing styles from one another. They also learned how to construct sentences,
generate, support, and organize their ideas. The participants benefited from the writing
strengths of their writing partners as they served as a source of knowledge for one another.
This experience resulted in learning and knowledge building in idea generation, which they
later applied in their individual writing. During the learning process, more capable peers
(expert writers) were not the only sources of help as Van Lier (1996 as cited in Simeon,
2014) explained that such interactions between learners of similar levels of achievement
encouraged the creation of different kinds of contingencies and discourse management
strategies. Moreover, less capable peers (novice writers) could help more capable peers
predictably and sensitively within the ZPD. As Li. (2009) noted, scaffolding between learners
of different proficiency levels could enhance fluency, and the more capable partners became
more aware of their knowledge status. This is similar to Sabet, et al. (2013) whose research
result revealed that both competent and less competent writers in the experimental group
have improved in their writing fluency. Because of the individual differences among the
students, scaffolding allowed students to contribute their strengths to others. On the other
hand, learners were different in their language proficiency, background experiences,
knowledge, and the like, and by writing collaboratively, they could tutor, learn, and transform
knowledge from each other (Zulfikar & Aulia, 2020). This allowed the conclusion that the
role of interaction in peer scaffolding behaviors could improve the level of learners' writing
ability since they could utilize scaffolded assistance while working together and then reach

a level of performance beyond their level as well.
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Conclusion Research Question 2: "What are the effects of scaffolding strategies
on the L2 writing development of EFL learners?"

In the context of this current study, it was observed that novice writers demonstrated
an enhanced problem-solving capacity through engagement in writing activities that involved
problem-solving. This improvement was attributed to the valuable guidance provided by
experienced writers, which enabled the novices to address the challenges they encountered
effectively. Consequently, the novices exhibited an enhanced aptitude for independent
problem-solving. In conclusion, it could be assumed that the scaffolding writing process
reduced learners' writing anxiety because they participated in a supportive environment,
were motivated to learn, and encountered fewer situations of frustration when completing
the writing task (Hasan & Karim, 2019; Hashem, 2021). Therefore, the individual growth
of learners was contingent upon the exchange and sharing of experiences among community
members in a supportive learning environment (Hashem, 2021).

1. The effects of scaffolding strategies on paragraph organization

This study found that EFL students could improve their paragraph organization
after they engaged in the writing activities and gained scaffolding from their peers and the
teacher. The evidences showed that these EFL students’ paragraph organizations contained
various sentence structures and appropriate linking words in the final written products. This
result further supports the findings of Zulfikar and Aulia (2020), which revealed that their
students wrote more effectively especially in the essay organization when they worked in
pairs and small groups, This result was also similar to Martinez, Lopez-Diaz, and Perez,
(2020)’s study which showed that after engaging with writing process, students' written
products had improvement in the texts' organization structure. Moreover, gaining scaffolding
strategies during the writing process could enhance the writing organization by exposing
learners to model texts and giving feedback (Piamsai, 2020). Scaffolding strategies allowed
the students to be supported in cognitive and metacognitive aspects all through the stages
of writing. In addition, scaffolding strategies could offer students opportunities to enhance
their knowledge and comprehension through collaborative problem-solving activities with
peers and teachers. The findings of this current study are also in line with Dewi, et al.

(2023)’s view that during the learning process, learners who needed assistance were
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helped by knowledgeable peers or experts, and this assistance ended once the learners
could learn independently. In summary, scaffolding strategies can enhance EFL learners
progressively develop their writing in terms of paragraph organization after they participated
in the writing activities with scaffolding strategies. Consequently, these scaffolding strategies
can lead to L2 writing development among EFL learners regarding clear and various sentence
structures and appropriate linking words.
2. The effects of scaffolding strategies on writing mechanics

The findings of this study demonstrated that scaffolding could be a highly
effective strategy for improving the development of EFL students' writing mechanics.
After engaging in writing activities with scaffolding strategies, the EFL students’ final
written productions revealed fewer errors in punctuation, spelling, grammar, and capitalization
use. These findings suggested that using scaffolding strategies to assist EFL learners during
writing processes allowed them to gain sufficient help from the teachers and peers;
consequently, these students could develop their writing performance, particularly writing
mechanics. These findings aligned with the research conducted by Nourazar, et al. (2022),
which suggested that providing scaffolding to students throughout the writing process
could help teachers organize writing activities systematically that adapted to students'
individual needs. The research results of Wonglakorn and Deerajviset (2023) supported that
after collaborating in the writing process, the mistakes of the student's written products
were minimized, which led to more organized and complete paragraphs. The findings of this
study could be due to the scaffolding strategies may help reduce students’ writing difficulties,
and frustration of making errors while writing a paragraph (Gashaye & Muchie, 2021).
Consequently, the EFL students were enabled to write English paragraph with fewer errors
of writing mechanics.

3. The effects of scaffolding strategies on the L2 writing development of

EFL learners

The findings of this study demonstrate how scaffolding techniques could
improve L2 writing development of EFL writers in paragraph writing, including writing topic
sentences, supporting sentences, concluding sentences, paragraph organization, and

mechanics. These findings correlated with a study conducted by Sidky in 2019. The study
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demonstrated that supporting students while writing their papers improved their writing
abilities, specifically in grammar and structure. These improvements were evident in the
second and third draughts of the students' papers. In addition, the findings further confirm
the study conducted by Piamsai (2020), which highlighted the advantages of using scaffolding
in writing instruction to enhance student's writing skills in different primary areas, including
task completion, organization, lexical variety, structural variety, correctness, and affective
scaffolding. Similarly, Hashem's (2021) study verified that scaffolding positively impacted
students' writing development and reduced writing errors. The researcher explained that
the teacher's interaction with students was crucial in guiding and supporting their learning.
Additionally, the teacher provided valuable support and encouragement to the students
throughout the writing process. Another critical factor was the students' understanding of
each step involved in the strategy and their ability to implement these steps effectively.
Lastly, the teacher's gradual decrease in assistance allowed the students to develop
independence in their writing.

According to the results of the semi-structured interview, the EFL students
had a positive point of view toward the implementation of scaffolding strategies in the writing
classroom. These EFL students mentioned that scaffolding strategies through brainstorming
and planning activities during the pre-writing stage could help them to discuss and generate
ideas before production is written, and brainstorming was better done in groups because it
made it easier to get ideas or suggestions (Algasham & Al-Ahdal, 2021; Mualida & Yulianto,
2021). The results of this study found clear support by Beiki, Gharagozloo and Raissi (2020).
The researchers mentioned that the brainstorming method expected that students could
have high motivation to learn. Thus, it would not only have an effect on writing skills but also
improve English learning as an effective factor that possibly helped students' interaction in
generating good ideas. In the while-writing stage, the EFL students viewed that using
scaffolding strategies could provide many benefits for writing paragraphs. This process allowed
these EFL students to convert their thoughts and ideas into language. At this stage, the EFL
students would verify other aspects, such as content, organization, grammar, and mechanics

(Aripin & Rahmat, 2021).
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In addition, the EFL students perceived the advantages of scaffolding strategies
through revising and editing in the post-writing stage, and they agreed that peer review
worksheets helped them improve their writing ability. This was directly in line with the study
of Ruru and Sulistyo (2020). The researchers found that receiving and giving feedback to
their peers possibly decreased students’ anxiety in writing. The learners know that making
mistakes is a part of learning, and they make some common mistakes. Receiving and giving
feedback to their classmates may increase the students’ confidence in writing so that they
feel less anxious and stressed while writing something in English. Some studies revealed
that the students considered peer review techniques as educational and supportive. Most
students had a positive attitude towards the peer review worksheet in writing class. Students
appreciated their peers’ corrections on their writing, and they enjoyed the process of writing
because they liked to collaborate to make their writing better. Furthermore, revising
and editing activities could make the condition of the classroom less anxious and

stressful (Dewi, 2021; Iswandari & Jiang, 2020; Meletiadou, 2021; Sun, 2020).

Recommendations

This study aimed to discover how scaffolding strategies during the writing processes
affected the L2 writing development of EFL learners. The results showed that using
a scaffolding strategy seemed to be effective for the teacher in establishing a supportive
and motivating learning atmosphere for EFL students while they were writing in a foreign
language. The writing processes were divided into group activities that offered various
experiences and individual activities that could help EFL learners become autonomous learners.
It could be concluded that scaffolding in the writing processes was effective in enhancing
the L2 writing development of EFL students.

This study confirmed Vygotsky’s (1978) theoretical predictions about the advantages
of scaffolding according to its theoretical conclusion. This study’s potential pedagogical
implications included the suggestions for educators to use scaffolding carefully. To improve
the writing skills of novice writers and promote effective teaching methods for EFL writing,
it is suggested that educators prioritize the use of the writing process approach and encourage

social interactions to enhance proficiency in writing. This can be achieved by incorporating
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more group work activities and dedicating substantial class time to teacher and peer
scaffolding.

Thus, it can be suggested that further research is necessary to investigate the impact
of the scaffolding strategy on various dimensions of writing proficiency, including writing
accuracy and complexity. Additional investigation can be carried out to explore the possible
impacts of utilizing the scaffolding strategy on enhancing English skills, including speaking,

listening, and reading.



BIBLIOGRAPHY

Abdollahzadeh, M. and Behroozizad, S. (2015). On the importance of a socio-culturally
designed teaching model in an EFL writing classroom. International
Journal of Applied Linguistics & English Literature. Retrieved September 28,
2016, doi: https://journals.aiac.org.au/index.php/IJALEL/article/view/1455.

Al-Khasawneh, F., M. S. (2010). Writing for Academic Purposes: Problems faced by
Arab postgraduate students of the college of business. UUM. ESP World.
Retrieved March 10, 2014, doi: http://www.esp-world.info/articles_28/writing.pdf.

Algasham, F. H., and Al-Ahdal, A. A. M. H. (2021). Effectiveness of Mind-Mapping as a
Digital Brainstorming Technique in Enhancing Attitudes of Saudi EFL
Learners to Writing Skills. Journal of Language and Linguistic Studies.
Retrieved January 19, 2024, doi: http://www.jlls.org/index.php/jlis/article/view/3819.

Amerian, M., Ahmadian, M., and Mehri, E. (2014). Sociocultural Theory in Practice: The
Effect of Teacher, Class, and Peer Scaffolding on the Writing Development
of EFL Learners. International Journal of Applied Linguistics and English
Literature. Retrieved August 7, 2017, doi:
http://www.journals.aiac.org.au/index.php/IJALEL/article/view/1120/1190.

Aripin, N., and Rahmat, N. H. (2021). Metacognitive Writing Strategies Model Used by
ESL Writers in the Writing Process: A Study across Gender. International
Journal of Asian Social Science. Retrieved February 8, 2024, doi:
10.18488/journal.1.2021.111.1.9

Babbie, E. (2010). The Practice of Social Research (12" ed.). The United State of
America: Wadsworth, Cengage Learning.

Badger, R. and White, G. (2000). A Process Genre Approach to Teaching Writing.
EFL Journal. Retrieved June 14, 2017, doi:
file:///C:/Users/Administrator/Downloads/V+PROCESS+WRITING.PDF.



112

Baleghizadeh, S., Memar, A. T., and Memar, H. T. (2011). A Sociocultural Perspective on
Second Language Acquisition: The Effect of High-Structured Scaffolding
versus Low-Structured Scaffolding on the Writing Ability of EFL Learners.
Reflections on English Language Teaching. Retrieved September 1, 2017, doi:
https://www.nus.edu.sg/celc/research/books/relt/vol10/43to54-baleghizadeh.pdf.

Baradaran, A., and Sarfarazi, B. (2011). The Impact of Scaffolding on the Iranian EFL
Learners’ English Academic Writing. Australian Journal of Basic and Applied
Sciences. Retrieved November 3, 2017, doi:
http://ajoasweb.com/old/ajbas/2011/December-2011/2265-2273.pdf.

Barnard, R. and Campbell, L. (2005). Sociocultural Theory and the Teaching of Process
Writing: the Scaffolding of Learning in a University Context. The TESOLANZ
Journal. Retrieved November 14, 2015, doi:
http://researchcommons.waikato.ac.nz/bitstream/handle/10289/433/content.pdf ?seq
uence=1&isAllowed=yhttp://.

Behroozizad, S., Nambiar, R. M. K., and Amir, Z. (2014). Sociocultural Theory as an
Approach to Aid EFL Learners. The Reading Matrix. Retrieved August 7, 2017,
doi: https://www.readingmatrix.com/files/11-09507mh3.pdf.

Belki, M., Gharagozloo, N., and Raissi, R. (2020). The Effect of Structured Versus
Unstructured Collaborative Pre-Writing Task on Writing Skills of the Iranian EFL
Students. Asian-Pacific Journal of Second and Foreign Language
Education. Retrieved February 7, 2024, doi:
https://link.springer.com/article/10.1186/s40862-020-00092-0

Belz, J. and Kinginger, C. (2003). Discourse options and the development of
pragmatic competence by classroom learners of German: The case of
address forms. Language Learning. Retrieved November 21, 2017, doi:
https://www.researchgate.net/publication/227965700_Discourse_Options_and_the_
Development_of_Pragmatic_Competence_by_Classroom_Learners_of_German_The_

Case_of _Address_Forms.



113

Bhatti, Z. I., Asif, S., Akbar, A., Ismail, N., and Najam, K. (2020). The impact of peer
scaffolding through process approach on EFL learners’ academic writing
fluency. Epistemology, Retrieved December 3, 2022, doi: http://epistemology.pk/

Bhowmik, S. K. (2012). A Sociocultural Approach to the Study of L2 Writing: Activity
System Analyses of the Writing Processes of ESL Learners. Doctoral
dissertation, Ph.D., Arizana State University, United States of America. Retrieved
August 28, 2017, doi:
https://keep.lib.asu.edu/_flysystem/fedora/c7/60661/tmp/package-
GfNHMZ/Bhowmik_asu_OO10E_11452.pdf

Bodrova, E. and Leong, D. J. (1998). Scaffolding Emergent Writing in the Zone of
Proximal Development. Literacy Teaching and Learning. Retrieved January 3,
2014, doi: https://speakeasydesigns.com/SDSU/student/640/scaffolding.pdf.

Boonkongsaen, N. and Intaraprasert, C. (2014). English Vocabulary Learning Strategies
Employed byThai Tertiary Levels Students with Different Gender and Levels of
Vocabulary Proficiency. International Journal of Scientific and Research
Publications. Retrieved February 14, 2018, doi: http://www.ijsrp.org/research-
paper-0314/ijsrp-p2704.pdf

Boonyarattanasoontorn, P. (2017). An Investigation of Thai Students’ English Language
Writing Difficulties and Their Use of Writing Strategies. Journal of Advanced
Research in Social Sciences and Humanities. Retrieved February 14, 2018,
doi: http://jarssh.com/papers/volume2-issue2/JARSSH-02-2017-0205.pdf.

Chaisiri, T. (2011). Teaching writing in a Thai university context: Considerations for
introducing a genre-based approach. Doctoral dissertation, Ph.D., University of
South Australia, Australia. Retrieved November 25, 2017, doi:
http://search.ror.unisa.edu.au/media/researcharchive/open/9915951821301831/5311
1918750001831.



114

Chatreepinyo, P. (2012). Integration of Task-Based Language Teaching and
Metacognitive Strategies to Promote English Writing Ability and Learner
Autonomy among Mathayom Suksa 4 Students. Master’s thesis. Graduate sch
Chiang Mai University, Chiang Mai.

Cox, S. (2004). Applying the melodic approach to enhancement of English creative
writing ability and positive attitudes towards classroom atmosphere.
Master’s thesis. Graduate school Chiang Mai University, Chiang Mai. Retrieved
November 25, 2017, doi: http://cmuir.cmu.ac.th/handle/6653943832/25328.

Creswell, J. W. (2015). A concise introduction to mixed methods research. The United
State of America: SAGE Publications, Inc.

Daise, D. and Norloff, C. (2015). Q: Skills for Success Reading and Writing 4 (2" ed.).
London: Oxford University Press.

Danli, L. (2009). Is There a Role for Tutor in Group Work: Peer Interaction in a Hong
Kong EFL Classroom. Applied Language Studies. Retrieved December 21,
2014, doi: https://Ic.hkbu.edu.hk/book/pdf/v13_02.pdf.

Dawilai, S., Kamyod, C., and Prasad, R. (2021). Effectiveness comparison of the
traditional problem-based learning and the proposed problem-based
blended learning in creative writing: A case study in Thailand. Wireless
Personal Communications. Retrieved December 8, 2023, doi:
https://link.springer.com/article/10.1007/s11277-019-06638-x.

Dewi, M. S. N., Saking, R., Kulsum, E. M., Uyun, A. S., and Arifin, R. A. (2023). Scaffolding
in teaching writing news item text, its benefits and challenges. English Review:
Journal of English Education. Retrieved December
15, 2023, doi: https://doi.org/10.25134/erjee.v11i1.6563.

Dokchandra, D. (2018). The Effects of Process Writing Approach on Performance of
an Overcrowded EFL Writing Class at a University in Thailand. AICLL The
1st Annual International Conference on Language and Literature. Retrieved March
10, 2021, doi: https://www.knepublishing.com/index.php/Kne-

Social/article/view/1931.



115

Edmonds, W. A. and Kennedy, T. D. (2017). An Applied Guide to Research Designs:
Quantitative, Qualitative, and Mixed Methods (2" ed.). The United State of
America: SAGE Publications, Inc.

Faraj, A. K. A. (2015). Scaffolding EFL Students’ Writing through the Writing Process
Approach. Journal of Education and Practice. Retrieved 12 March, 2016, doi:
https:/ffiles.eric.ed.gov/fulltext/EJ1080494.pdf.

Gashaye, S., and Muchie, B. (2021). The Effect of Teacher Scaffolding on Students’
Paragraph Writing Skills in EFL Classroom: The Case of Grade Nine Students in
Meneguzer Secondary School, Amhara Regional State, Ethiopia. Journal of
language Teaching and Research. Retrieved January 12, 2024, doi:
https://doi.org/10.17507/jltr.1206.05.

GE, X. and Land, S. M. (2004). A Conceptual Framework for Scaffolding Ill-Structured
Problem-Solving Processes Using Question Prompts and Peer Interactions.
Educational Technology Research and Education. Retrieved October 4, 2014,
doi: https://link.springer.com/article/10.1007/BF02504836.

Giridharan, B. (2012). Identifying Gaps in Academic Writing of ESL Students. US-
China Education Review. Retrieved January 15, 2017, doi:
https://eric.ed.qov/?id=ED535491.

Guo, W., Bai, B., and Song, H. (2021). Influences of process-Based Instruction on
Students’ Use of Self-Regulated Learning Strategies in EFL Writing.
ScienceDirect. Retrieved January 30, 2024, doi:
https://www.sciencedirect.com/science/article/abs/pii/S0346251X21001329.

Hammond, J. and Gibbons, P. (2005). Teachers’ Voices 8: Explicitly Supporting
Reading and Writing in the Classroom (2™ ed.). Sydney: National Centre for
English Language Teaching and Research.

Harris, A., Ansyar. M, and Radjab, D. (2014). An Analysis of Students’ Difficulties in Writing
Recount Text at Tenth Grade of SMA N 1 Sungai Limau. Journal English
Language Teaching. Retrieved February 14, 2018, doi:
http://ejournal.unp.ac.id/index.php/elt/article/viewFile/4567/3609.



116

Hartani, T. and Sulindra, E. (2017). Modelling and Peer Reviewing as Scaffolding in EFL
Students’ English Business Correspondence Writing. VOCATIO. Retrieved December
27, 2017, doi: http://journal.wima.ac.id/index.php/VOCATIO/index.

Hasan, K. and Akhand, M. (2010). Approaches to Writing in EFL/ESL Context: Balancing
Product and Process in Writing Class at Tertiary Level. Journal of NELTA.
Retrieved September 2, 2016, doi: file:///C:/Users/Administrator/Downloads/4612 -
16051-1-PB.pdf.

Hasan, M., and Karim, M. R. (2019). Scaffolding effects on writing acquisition skills in EFL
context. Arab World English Journal. Retrieved March 19, 2021, doi:
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=3512625

Hashem, L. I. (2021). A strategy based on scaffolding to develop EFL essay writing and
reduce writing anxiety levels among secondary stage students. Faculty of
Education: Journal of Education. Retrieved January 30, 2021, doi:
https://edusohag.journals.ekb.eg/article_168278_740eb799bae45931a9a4{c8f57bb
4908.pdf?lang=en

Hatfield, R. G. (2010). Effects of metacognitive strategies on English research report
writing and motivation of EFL undergraduate medical science students.
Master’s thesis. Graduate school Chiang Mai University, Chiang Mai. Retrieved
November 25, 2017, doi: http://cmuir.cmu.ac.th/handle/6653943832/25923.

Hinnon, A. (2015). Common Errors in English Writing and Suggested Solutions of
Thai University Students. Retrieved February 14, 2018, doi: https://so01.tci-
thaijo.org/index.php/HUSO/article/view/32281/27570.

Hoel, T. L. (2000). Students Cooperating in Writing: Teaching, Learning, and Research Based
on Theories from Vygotsky and Bakhlin. Paper presented at the European
Conference on Educational Research. Lahti, Finland 22-25 September 1999.
Retrieved August 28, 2017, doi:
https://www.leeds.ac.uk/educol/documents/00001347.htm.

lbnian, S. S. K. (2011). Brainstorming and Essay Writing in EFL Class. Theory and
Practice in Language Studies. Retrieved February 11, 2014, doi:
http://www.ojs.academypublisher.com/index.php/tpls/article/viewFile/0103263272/26



117

Inkaew, S. (2015). Peer Scaffolding during Writing Processes of Lower Secondary
School Students in Chaing Rai province. Independent Study, M.A. (English),
University of Phayao.

Inkaew, S. and Yawiloeng, R. (2015). Peer Scaffolding during Writing Processes of
Lower Secondary School Students in Chiang Rai Province. Phayao:

The academic meeting of graduate school, University of Phayao.

Iswandari, Y. A., and Jiang, Y. (2020). Peer Feedback in College EFL Writing: A Review of
Empirical Research. LLT Journal: A Journal on language and Language
Teaching. Retrieved February 5, 2024, doi: http://e-journal.usd.ac.id/index.php/LLT.

Ka-kan-dee, M. and Kaur, S. (2014). Argumentative Writing Difficulties of Thai English major
Students. The 2014 WEI International Academic Conference Proceedings.
Retrieved February 14, 2018, doi: https://www.westeastinstitute.com/wp-
content/uploads/2014/06/Maleerat-Ka-kan-dee.pdf.

Karimi, L. and Jalilvand, M. (2014). The Effect of Peer and Teacher Scaffolding on the Readinc
Comprehension of EFL Learners in Asymmetrical and Symmetrical Groups. The
Journal of Teaching language Skills. Retrieved August 25, 2017, doi:
http://jtls.shirazu.ac.ir/article_1860_7d531b852ed5560e80d9ed4d2db4c077.pdf.

Kaweera, C. (2013). Writing Error: A Review of Interlingual and Intralingual
Interference in EFL Context. English Language Teaching. Retrieved August 23,
2014, doi: https://www.ccsenet.org/journal/index.php/elt/article/view/27999.

Khamkien, A. (2010). Teaching English Speaking and English Speaking Tests in the
Thai Context: a Reflection from Thai Perspective. English Language Teaching.
Retrieved May 20, 2014, doi
https://www.ccsenet.org/journal/index.php/elt/article/view/5253/4351.

Khoii, R. (2011). A solution to the dilemma of writing in a foreign language: adaptive
mentorship. International Journal for cross-disciplinary subjects in
education. Retrieved November 26, 2017, doi:
https://www.researchgate.net/publication/266892522_A_Solution_to_the_Dilemma_
of_Writing_in_a_Foreign_Language_Adaptive_Mentorship.



118

Kitjaroonchai, N. and Phutikettrkit. (2022). Online scaffolding strategies: A case study
of Asian EFL learners in an academic writing course. Theory and Practice in
Language Studies. Retrieved December 20, 2022, doi:
https://doi.org/10.17507/tpls.1210.10.

Kolade, T. (2012). The Influence of Process Approach on English as Second
Language Students’ Performances in Essay Writing. English Language
Teaching. Retrieved June 19, 2017, doi:
https://files.eric.ed.gov/fulltext/EJ1078985.pdf.

Kongpetch, S. (2006). Using a Genre-Based Approach to Teach Writing to Thai
Students: A Case Study. Prospect. Retrieved June 26, 2017, doi:
http://www.ameprc.mq.edu.au/docs/prospect_journal/volume_21_no_2/21_2_1_Kong
petch.pdf.

Laksmi, E.D. (2006). “Scaffolding” Students” Writing in EFL Class: Implementing Process
Approach. TEFLIN Journal. Retrieved May 2, 2014, doi:
file:///C:/Users/Administrator/Downloads/66 -194-1-PB.pdf.

Lee, E. J. (2011). Exploring L2 Writing Strategies from a Socio-Perspective: Mediatec
Actions, Goals, and Setting in L2 Writing. Doctoral dissertation, Ph.D., The Ohic
State University, United States of America. Retrieved August 28, 2017, doi:
https://etd.ohiolink.edu/!etd.send_file?accession=0su1306898143&disposition=inline.

Lei, X. (2008). Exploring a Sociocultural Approach to Writing Strategy Research: Mediated
Actions in Writing Activities. Science Direct. Retrieved August 25, 2017, doi:
http://ac.elscdn.com/S1060374308000131/1s2.0S106037430800013 Tmain.pdf?_tid
=913a102283df11e7bd5500000aab0f02&acdnat=1503038369_8ee95f265104ca
edfébb7eeb6116112d.

Leijen, D. A. J. (2016). Advancing Writing Research: An Investigation of the Effects of
Web-Based Peer Review on Second Language Writing. Doctoral dissertation,
Ph.D., University of Tartu, Estonia. Retrieved August 28, 2017, doi:
https://dspace.ut.ee/server/api/core/bitstreams/6172ca99-23ad-4d97-bbc1-
a0c957040f28/content.



119

Li, D. (2009). Is there a role for tutor in group work: Peer interaction in a Hong Kong
EFL classroom. HKBU Paper in Applied Language Studies. Retrieved May 20, 2011,
doi: https://www.semanticscholar.org/paper/Is-There—a-Role—for-Tutor-in-Group-
Work%3A-Peer-in-a-Danli/34fd8590066282113860360526119b0f1185f17c.

Li, M. and Kim, D. (2016). One wiki, two groups: Dynamic interactions across ESL
collaborative writing tasks. Journal of Second Language Writing. Retrieved
November 20, 2017, doi: https://ac.els-cdn.com/S1060374316300029/1-s2.0-
$1060374316300029-main.pdf?_tid=5f40bc96-e54d-11e7-b116-
00000aabOfeb&acdnat=1513750793_56156b32e1e7echbabce9da08433aa05e.

Lichtman, M. (2014). Qualitative Research for the Social Sciences. The United State of
America: SAGE Publications, Inc.

Lin, M.D. (2015). Collaborative Writing in a Computer-Supported Classroom:
Mediation, and Self-Assessed Beliefs and Attitudes about Writing.
Doctoral dissertation, Ph.D., University of Toronto, Canada. Retrieved August 29,
2017, doi: https://www.proquest.com/docview/17354908167?pg-origsite=gscholar.

Mackenzie, A.S. (2002). EFL Curriculum Reform in Thailand. Curriculum Innovation Testing
and Education. Proceedings of the 1°' Annual JALT Pan-SIG Conference.
Retrieved March 25, 2014, doi:
https://pansig.org/publications/pansig/2002/HTML/Mackenzie1.htm.

Majid, A. H. A., Stapa, S. H., and Keong, Y. C. (2015). Blended Scaffolding Strategies
through Facebook for Learning and Improving the Writing process and Writing
Performance. Journal of Social Sciences and Humanities. Retrieved October
30, 2017, doi:
http://journalarticle.ukm.my/9346/1/031039_SCAFFOLDING_%20STRATEGIES_THRO
UGH_FACEBOOK-_AbdulHameed.pdf.

Martinez, J., Lopez-Diaz, A., and Perez, E. (2020). Using process Writing in the
Teaching of English as a Foreign language. Revista Caribena delnvestigacion

Educativa. Retrieved January 28, 2024, doi: https://eric.ed.gov/?id=ED603410.



120

Maryam, B., Soren, H., and Gunilla, L. (2019). Putting Scaffolding Into Action: Preschool
Teachers’” Actions Using Interactive Whiteboard. Early Childhood Education Journal.
Retrieved January 29, 2024, doi: https://doi.org/10.1007/s10643-019-00971-3.

Maulida, 1., and Yulianto, S. W. (2021). The Effect of Students’ Writing Ability through
Brainstorming Methods towards English Learning Achievement in 2013 Curriculum.
Jurnal ilmiah fakultas keguruan dan ilmu Pendidikan. Retrieved February 2,
2024, doi: https://doi.org/10.35569/biormatika.v7i1.931.

Meletiadou, E. (2021). Exploring the Impact of Peer Assessment on EFL Students’ Writing
Performance. IAFOR Journal of Education. Retrieved January 11, 2024, doi:
https://eric.ed.gov/?id=EJ1302975.

Monphonsri, S. (2012). An Instructional Model to Reduce Thai High School students’
Foreign Language Writing Apprehension Using Vygotsky’s Scaffolding
Techniques. Master’s thesis, Mahasarakham University. Retrieved November 7,
2017, doi:
http://tdc.thailis.or.th/tdc/dccheck.php?int_code=55&Recld=21084&obj_id=270343&
showmenu=no&userid=0.

Moll, L. (2000). Inspired by Vygotsky:Ethnographic Experiments in Education.
Vygotskian Perspectives on Literacy Research: Constructing Meaning
through Collaborative Inquiry. Cambridge: Cambridge University Press.

Myles, J. (2002). Second Language Writing and Research: the Writing process and
Error Analysis in Students Texts. Teaching English as a Second or Foreign
Language. Retrieved June 19, 2017, doi: http://tesl-ej.org/ej22/al.html.

Nguyen, M. H. (2013). EFL Students’ Reflections on Peer Scaffolding in Making a
Collaborative Oral Presentation. English Language Teaching. Retrieved
September 13, 2017, doi: https://eric.ed.gov/?id=EJ1076895.

Nguyen, T. T. L. (2018). The effect of combined peer-teacher feedback on Thai students’
writing accuracy. Iranian Journal of Language Teaching Research. Retrieved

August 18, 2020, doi: https://eric.ed.gov/?id=EJ1183796.



121

Northern lllinois University. (2015). Instructional Scaffolding to Improve Learning.
Retrieved February 14, 2018, doi:
https://www.niu.edu/facdev/_pdf/guide/strategies/instructional_scaffolding_to_improv
e_learning.pdf.

Nourazar, S., Kakvand, R., and Aliasin, S. H. (2022). The impact of scaffolding metacognitive
writing strategy instruction on Iranian intermediate EFL learners’ IELTS writing task
2. Education Research International. Retrieved September 5, 2023, doi:
https://doi.org/10.1155/2022/6297895.

Obeiah, S. F. and Bataineh, R. F. (2015). Does Scaffolding-Based Instruction Improve
Writing Performance? The Case of Jordanian EFL Learners. Lublin Studies in
Modern language and Literature. Retrieved March 24, 2017, doi:
https://journals.umcs.pl/lsmll/article/view/2712/1937.

Pacheco, M. B., Smith, B. E., Deig, A., and Amgott, N. A. (2021). Scaffolding Multimodal
Composition With Emergent Bilingual Students. Journal of Literacy Research.
Retrieved January 16, 2024, doi: https://doi.org/10.1177/1086296X211010888.

Pansue, S. (2008). Use of Scaffolding Strategies to Promote Writing Ability and
Decrease Writing Anxiety of Expanding Level Students. Master’s thesis.
Graduate school Chiang Mai University, Chiang Mai.

Pasand, P. G. and Haghi, E. B. (2013). Process—Product Approach to Writing: the Effect of
Model Essays on EFL Learners’ Writing Accuracy. International Journal of
Applied Linguistics & English Literature. Retrieved January 15, 2017, doi:
http://www.journals.aiac.org.au/index.php/lIJALEL/article/view/878.

Pawapatcharaudom, R. (2007). An Investigation of Thai Students’ English Language
Problems and Their Learning Strategies in the International Program at
Mahidol University. Master’s thesis. Graduate Collage King Mongkut’s Institute of
Technology North Bangkok. Retrieved February 14, 2018, doi:
http://www.gits.kmutnb.ac.th/ethesis/data/4880181542.pdf.



122

Piamsai, C. (2020). The Effect of Scaffolding on Non-proficient EFL Learners’ Performance in
an Academic Writing Class. LEARN Journal: Language Education and
Acquisition Research Network Journal. Retrieved March 10, 2021, doi:
https://so04.tci-thaijo.org/index.php/LEARN/article/view/243714.

Pol, J., Volman, M., and Beishuizen, J. (2010). Scaffolding in Teacher-Student Interaction: A
Decade of Research. Educational Psychologist. Retrieve May 1, 2015, doi:
https://www.researchgate.net/publication/225487532_Scaffolding_in_Teacher—
Student_Interaction_A_Decade_of_Research.

Prior, P. (2006). A Sociocultural Theory of Writing. New York: Guilford.

Promsupa, P., Varasarin, P., and Brudhiprabha, P. (2017). An Analysis of Grammatical Errors i
English Writing of Thai University Students. HRD Journal. Retrieved February 14,
2018, doi:
http://www.hrdjournal.buu.ac.th/public/oackend/upload/onlinejournal/file/06082017_1:
200931018169800.pdf.

Puengpipattrakul, W. (2014). A process approach to writing to develop Thai EFL students’
socio—cognitive skills. Electronic journal of foreign language teaching.
Retrieved November, 26, 2017, doi: https://e-
flt.nus.edu.sg/v11n22014/puengpipattrakul.pdf.

Rahimi, M. and Noroozisiam, E. (2013). The Effect of Strategies-Based Instruction on
the Improvement of EFL Learners’ Writing Quality: A Sociocultural
Approach. SAGE Open. Retrieved August 18, 2017, doi:
https://journals.sagepub.com/doi/pdf/10.1177/2158244013494222.

Raizi, M. and Rezaii, M. (2011). Teacher- and Peer- Scaffolding Behaviors: Effects on EFL
Students’” Writing Improvement. CLESOL 2010 Conference Proceedings.
Retrieved July 2, 2017, doi: https://www.researchgate.net/profile/Mehdi-Riazi-
2/publication/235982661_Teacher-_and_peer-
scaffolding_behaviors_Effects_on_EFL_students%27_writing_improvement/links/Odee
c5152e667b349b000000/Teacher-and-peer-scaffolding-behaviors-Effects-on-

EFL-students-writing-improvement.pdf.



123

Ranjbar, N. and Ghonsooly, B. (2017). Peer scaffolding behaviors emerging in revising a
written task: A microgenetic analysis. Iranian Journal of Language Teaching
Research. Retrieved November 20, 2017, doi:
https://files.eric.ed.gov/fulltext/EJ1150973.pdf.

Rezaei, M. and Shokrpour, N. (2011). Teacher vs. Peer Scaffolding Modes in L2 Writing
Classes: A Consideration of Genre Approach to Writing. Indonesian Journal of
English Teaching. Retrieved November 10, 2017, doi:
http://ojs.atmajaya.ac.id/index.php/ijelt/article/view/179.

Rish, R. M., Bylen, K., Vreeland, H., and Wimberley, C. C. (2015). Using Google Drive to
Write Dialogically with Teachers. Handbook of Research on Teacher Education
in the Digital Age. Retrieved September 18, 2017, doi:
www.researchgate.net/publication/283311112_Using_Google_Drive_to_Write_Dialogi
cally_with_Teachers.

Rossman, G. B. and Rallis, S. F. (2017). An Introduction to Qualitative Research: Learning
in the Field (4™ ed.). The United State of America: SAGE Publications, Inc.

Rubin, H. J. and Rubin, I. S. (2012). Qualitative Interviewing: The Art of Hearing Data
(3 ed.). The United State of America: SAGE Publications, Inc.

Ruru, T. A. N., and Sulistyo, T. (2020). Peer Review in Writing Activities: Outcomes and
perceptions of EFL Students. Journal of Research on English and language
Learning. Retrieved February 18, 2024, doi: http://dx.doi.org/10.33474/j-
reall.v1i2.6845.

Rusinovci, X. (2015). Teaching Writing through Process—Genre Based Approach. US-China
Education Review. Retrieved September 2, 2016, doi:
http://www.davidpublisher.com/Public/uploads/Contribute/564943e786db7.pdf.



124

Sabet, M. K., Tahriri, A., and Pasand, P. G. (2013). The Impact of Peer Scaffolding through
Process Approach on EFL Learners’ Academic Writing Fluency. Theory and
Practice in Language Studies. Retrieved January 20, 2014, doi:
https://www.researchgate.net/profile/Parastou—Gholami-
Pasand/publication/274661826_The_Impact_of_Peer_Scaffolding_through_Process_A
pproach_on_EFL_Learners%27_Academic_Writing_Fluency/links/57e2bbbe08aecd01
98dd8002/The-Impact-of-Peer-Scaffolding-through-Process-Approach-on-EFL-
Learners-Academic-Writing—Fluency.pdf.

Salem, M. S. A. S. (2007). The Effect of Journal Writing on Written Performance,
Writing Apprehension, and Attitudes of Egyptian English Majors. Ph.D
Dissertation, The Pennsylvania State University. Retrieved March 12, 2014, doi:
https://etda.libraries.psu.edu/catalog/7894.

Salminen, J., Muhonen, H., Cadima, J., Pagani, V., and Lerkkanen, L. M. (2021). Scaffolding
patterns of dialogic exchange in toddler classrooms. Learning, Culture and
Social Interaction. Retrieved January 23, 2024, doi:
https://www.sciencedirect.com/science/article/abs/pii/S2210656120301604.

Samana, W. (2013). Teacher’s and Students’ Scaffolding in an EFL Classroom. Academic
Journal of Interdisciplinary Studies. Retrieved February 21, 2015, doi:
http://www.mcser.org/journal/index.php/ajis/article/viewFile/743/774.

Sangeetha, V. (2020). Inculcating Self-Editing Skills for Enhancing Writing Skills of the EFL
Students. International Journal of Instruction. Retrieved February 14, 2024,
doi: https://eric.ed.gov/?id=EJ1239277.

Santoso, A. (2010). Scaffolding and EFL (English as a Foreign Language) ‘Effective
Writing’ Class in Hybrid Learning Community. Doctoral dissertation, Ph.D.,
Queensland University of Technology, Australia. Retrieved February 12, 2015, doi:
https://eprints.qut.edu.au/31811/1/Agus_Santoso%27s_Thesis.pdf.

Sararit, J., Chumpavan, S., and Al-Bataineh, A. (2020). Collocation Instruction in English
writing classrooms at the University level in Thailand. Rajapark Journal. Retrieved
February 22, 2021, doi: https://so05.tci-
thaijo.org/index.php/RJPJ/article/view/241830.



125

Sarhady, T. (2015). The Effect of Product/Process-oriented Approach to Teaching and
Learning Writing Skill on University Student Performances. International Journal
of language and Applied Linguistics. Retrieved June 8, 2017, doi:
https://www.khatesefid.com/journal/wp-content/uploads/2015/06/7-12.pdf.

Sattayathom, A., and Ratanapinyowong, P. (2008) Analysis of Errors in Paragraph Writing in
English by First Year Medical Students from the Four Medical Schools at Mahidol
University. Silpakorn University International Journal. Retrieved February 14,
2018, doi: https://www.thaiscience.info/Journals/Article/SUIJ/10499015.pdf.

Schwieter, J. W. (2010). Developing Second Language Writing Through Scaffolding In The
ZPD: A Magazine Project For An Authentic Audience. Journal of College
Teaching and Learning. Retrieved February 20, 2015, doi:
https://scholars.wlu.ca/cgi/viewcontent.cgi?referer=&httpsredir=1&article=1006&cont
ext=lang_faculty.

Seensangworn, P., and Chaya, W. (2017). Writing Problems and Writing Strategies of English
Major and Non-English major Students in a Thai University. MANUTSAT PARITAT:
Journal of Humanities. Retrieved February 14, 2018, doi:
https://ideas.repec.org/p/sek/iacpro/4607901.html.

Servati, K. (2012). Prewriting Strategies and their Effect on Student Writing. Master’s
thesis. St. John Fisher College, United States of America. Retrieved March 19,
2018, doi:
https://fisherpub.sjf.edu/cgi/viewcontent.cgi?article=1243&context=education_ETD_m
asters.

Setyawan, I. K. Y., Ratminingsih, N. M., and Suwastini, N. K. A. (2020). Process Approach in the
Teaching of Writing for Undergraduate EFL Students. CRIPT Journal. Retrieved
February 14, 2024. doi: https://doi.org/10.24903/sj.v5i2.520.

Shooshtari, Z. G. and Mir, F. (2014). ZPD, Tutor; Peer Scaffolding: Sociocultural Theory in
Writing Strategies Application. ScienceDirect. Retrieved April 29, 2015, doi:
https://www.sciencedirect.com/science/article/pii/S1877042814026962.



126

Shresthaa, P., and Coffinb, C. (2012). Dynamic Assessment, Tutor Mediation and
Academic Writing Development. Assessing Writing. Retrieved September 1,
2017, doi: http://ac.els—cdn.com/S107529351100050X/1-52.0-
S107529351100050X-main.pdf?_tid=33c3d884-8ed9-11e7-96c4-
00000aab0f02&acdnat=1504245098_a55f11cb10337ee5a0af1445d6f89768.

Sidky, G. (2019). Developing students” writing through scaffolding techniques in a workshop
forum. Journal of Language Teaching and Research, 10(5). Retrieved October
12, 2020, doi: http://dx.doi.org/10.17507/jltr.1005.07.

Simeon, J. C. (2014). Language Learning Strategies: An Action Research Study from
Sociocultural Perspective of Practices in Secondary School English Classes
in the Seychelles. Doctoral dissertation, Ph.D., Victoria University of Wellington,
New Zealand. Retrieved September 8, 2017, doi:
http://researcharchive.vuw.ac.nz/xmlui/bitstream/handle/10063/3142/thesis.pdf ?seq
uence=2.

Sitthifong, C. (2012). Using Metacognitive Strategies to Promote English Reading
and Writing Abilities among Undergraduate Students. Master’s thesis.
Graduate school Chiang Mai University, Chiang Mai.

Spivey, B. L. (2006). What is the Writing Process?. Retrieved March 28, 2017, doi:
https://www.superduperinc.com/handouts/pdf/112_writing_process.pdf.

Steiner, V. J. and Mahn, H. (1996). Sociocultural Approaches to Learning and
Development: A Vygotsky Framework. Educational Psychologist. Retrieved
August 15, 2017, doi:
http://webpages.charter.net/schmolze1/vygotsky/johnsteiner.html.

Sun, H. (2020). The Learning Method of Peer Review in College English Writing Course.
International Journal of Emerging Technologies in Learning. Retrieved
January 12, 2024, doi: 10.3991/ijet.v15i05.13775.

Sundari, H. and Febriyanti, R. H. (2023). Collective scaffolding in virtual collaborative
writing: A study during emergency remote teaching in Indonesia. Retrieved

January 8, 2024, doi: https://garuda.kemdikbud.go.id/documents/detail/3303389.



127

Sutikno, M. K. (2008). Responding to Students’ Writing. (Teaching Writing or Assessing it).
Journal Pendidikan Penabur. Retrieved June 19, 2017, doi:
http://opkpenabur.or.id/wp-content/uploads/2015/10/jurnal-No10-Thn7-
Juni2008.pdf#page=58.

Swain, M. and Lapkin, S. (1998). Interaction and second language learning: Two adolescent
French immersion students working together. The Modern Language Journal.
Retrieved November 20, 2017, doi:
https://www.researchgate.net/publication/263588348 _Interaction_and_Second_Lan
guage_Learning_Two_Adolescent_French_lmmersion_Students_Working_Together.

Taheri, P. & Nazmi, R. (2021). Improving EFL learners’ argumentative writing ability: Teacher
vs. peer scaffolding. Teaching English Language Journal. Retrieved November
30, 2022, doi: https://dx.doi.org/10.22132/tel.2021.143348.

Tharp, R. G., and Gallimore, R. (1988). Rousing Minds to Life: Teaching, Learning, and
Schooling in Social Context. Cambridge: Cambridge University Press.

Thompson, I. (2013). The Mediation of Learning in the Zone of Proximal
Development through a Co-constructed Writing Activity. Research in the
Teaching of English. Retrieve August 18, 2017, doi:
https://pdfs.semanticscholar.org/7c49/2782bd7c6f99e6c41806cf28daca25f0c693.pdf.

Thongchalerm, S., and Jarunthawatchai, W. (2020). The impact of genre based instruction on
EFL learners’ writing development. International Journal of Instruction.
Retrieved November 30, 2022, doi: https://eric.ed.gov/?id=EJ1239196.

Thongmak, K. and Thepsiri, K. (2017). An Analysis of Scaffolding in [ELTS Self-Access
Material for Writing Skill. THAITESOL Jounal, 30(1), 58-83.

Thoung, T., Phusawisut, P., and Praphan, P. (2020). An action research on the integration of
process writing and genre-based approach in enhancing narrative writing ability.
Journal of Curriculum and Instruction Sakon Nakhon Rajabhat University.
Retrieved December 30, 2021, doi:
http://202.28.34.124/dspace/handle123456789/1268.



128

Tinggie, T. L. G., Tan, K. H., Muslim, N., and Keng, L. K. (2023). Peer Scaffolding among
Primary ESL Learners’ Writing Task: Learners’ Behaviors and Triggering Factors.
International Journal of Learning, Teaching and Educational Research.
Retrieved February 14, 2024, doi:
https://www.ijlter.myres.net/index.phpl/ijlter/article/view/1553.

Tonboon, N. (2010). Using STIM to Develop English Creative Writing and Create
Problem-Solving Abilities of Mathayom Suksa 5 Students. Master’s thesis.
Graduate school Chiang Mai University, Chiang Mai.

Veerappan, V. (2011). The Effect of Scaffolding Technique in Journal Writing among the
Second Language Learners. Journal of Language teaching and Research.
Retrieved October 30, 2017, doi:
http://www.academypublication.com/issues/past/jltr/vol02/04/28.pdf.

Verenikina, I. (2003). Understanding Scaffolding and the ZPD in Educational
Research. University of Wollongong: Research Online. Retrieved May 4,
2014, doi:
http://ro.uow.edu.au/cgi/viewcontent.cgi?article=1695&context=edupapers.

Voon, H. F. (2010). The use of brainstorming and roleplaying as a pre-writing
strategy. The International Journal of Learning Annual Review. Retrieved
July 26, 2012, doi: http://dx.doi.org/10.18848/1447-9494/CGP/v17i03/46959.

Vygotsky, L. S. (1978). Mind in Society: The Development of Higher Psychological
Processes. Cambridge, MA: Harvard University Press.

Vygotsky, L. S. (1986). Thought and language (2™ ed.). Cambridge, MA: MIT Press.

Walqui, A. (2006). Scaffolding Instruction for English language Learners: A Conceptual
Framework. The International Journal of Bilingual Education and
Bilingualism. Retrieved April 18, 2014, doi:
https://pdfs.semanticscholar.org/eeaf/a59d9a254ac843f9d8fb94aebd017dae6b76.pdf.

Wang, Z. (2014). The Application of Process Writing in Chinese EFL Classrooms in Higher
Education. International Journal of English Linguistics. Retrieved July 3, 2017,

doi: http://www.ccsenet.org/journal/index.php/ijel/article/view/37372.



129

Watcharapunyawong, S. and Usaha, S. (2013). Thai EFL Students’ Writing Errors in
Different Text Types: The Interference of the First Language. English
Language Teaching. Retrieved October 16, 2014, doi:
http://www.ccsenet.org/journal/index.php/elt/article/view/23044.

Wells, G. (2007). Semiotic Mediation, Dialogue and the Construction of Knowledge.
Human Development. Retrieved September 8, 2017, doi:
http://citeseerx.ist.psu.edu/viewdoc/download;jsessionid=24ED06545B4C70253649
BF297BFB88487doi=10.1.1.506.7763&rep=rep1&type=pdf.

Wertsch, J. V. (1991). Voices of the mind: A sociocultural approach to mediated
action. Cambridge, MA: Harvard University Press.

Wonglakorn, P., and Deerajviset, P. (2023). The effects of collaborative process writing
approach on Thai EFL secondary school students’ writing skills. LEARN Journal:
Language Education and Acquisition Research Network Journal. Retrieved
December 30, 2023, doi: https://s004.tci-
thaijo.org/index.php/LEARN/article/view/263454.

Wood, D., Bruner, J. S., and Ross, G. (1976). The Role of Tutoring in Problem Solving.

The Journal of Child Psychology and Psychiatry. Retrieved September 8,
2016, doi: http://onlinelibrary.wiley.com/doi/10.1111/j.1469-
7610.1976.tb00381.x/epdf.

Xioo, L. (2012). Understanding Good Language Learners’ Writing Strategies Use in the
Chinese EFL Context: A Sociocultural Perspective. Chinese Journal of Applied
Linguistics. Retrieved August 18, 2017, doi: http://www.celea.org.cn/teic/100/3.pdf.

Yang, G. (2013). Incorporating Sociocultural Theory into English Reading Instruction:
A Unit Plan for Chinese EFL Learners. US-China Foreign Language.
Retrieved August 7, 2017, doi:
https://www.researchgate.net/profile/Yang_Gao25/publication/261099405_Incorpora
ting_Sociocultural_Theory_Into_English_Reading_Instruction_A_Unit_Plan_for_Chinese

_EFL_Learners/links/00b49533366097590f000000.pdf.



130

Yawiloeng, R. (2013). Self-Regulation in EFL Writing Composition: From Private
Speech to the Triadic System. Doctoral dissertation, Ph.D., University of
New South Wales, Australia.

Yawiloeng, R. (2021). Peer Scaffolding during EFL Reading Activities: A Sociocultural
Perspective. English Language Teaching. Retrieved May 30, 2022, doi:
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=4122420.

Yin, R. K. (2014). Case Study Research: Design and Method (5" ed.). The United State
of America: SAGE Publications, Inc.

Zeki, N. T. and Kuter, S. (2018). Impact of Collaborative and Reflective Writing
Activities on Students’ Autonomy in Writing. Quality and Quantity.
Retrieved January 31, 2024, doi: https://link.springer.com/article/10.1007/s11135 -
017-0615-3.

Zulfikar and Aulia. (2020). Exploring Acehnese EFL Collage Students’ Perceptions on
Collaborative Writing. Wanastra: Jurnal Bahasa dan Sastra. Retrieved
January 23, 2024, doi:

https://ejournal.bsi.ac.id/ejurnal/index.php/wanastra/article/view/8579.



APPENDIX




APPENDIX A Writing rubric

Adapted from Servati (2012)

Criteria 4 3 2 1

Topic A topic sentence is | A topic sentence is | A topic sentence is | There is no topic

Sentence clear and well- fairly well- unclear/unrelated to | sentence in the
developed. It also developed, but it the topic. paragraph.
introduces the does not introduce
topic. the topic.

Supporting | There are enough | There are sufficient | There are details, Details are either

Details details to analysis details for the topic | but they are either | wrong or lacking,
the topic clearly, sentence, but they | unclear or or they are not
and each cause or | could be clearer. unrelated to the related to the topic
effect has sufficient topic. sentence.
details.

Conclusion The concluding The concluding The concluding There is no
paragraph paragraph unifies sentence concluding

effectively unifies
the whole
paragraph. The
reason for the
analysis is clearly
restated and the
results are
effectively

summarized.

the whole
paragraph.

The reason for the
analysis is evident
and results are
presented as

valid.

summarizes or
restates the topic
sentence, but it
does little to unify
the whole

paragraph.

sentence, or it does
not summarize or
restate the topic

sentence.

Organization

Writing is smooth,
skillful, and
coherent.
Sentences are
strong and
expressive with
varied structure.

Linking words are

Writing is clear and
sentences have
varied structure.
There is fairly good
use of linking
words to guide the

reader.

Writing is clear, but
sentences may lack
variety. Linking
words are present,
but they do not add
to the overall
effectiveness of the

paragraph.

Writing is confusing
and hard to follow.
Linking words are
either missing or

inappropriate.
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Criteria 4 3 2 1
appropriate and
add to the
effectiveness of the
paragraph.
Mechanics No errors in A few minor errors | A few errors in Distracting and
punctuation, in punctuation, punctuation, major errors in

spelling, grammar,

or capitalization.

spelling, grammar,
or capitalization,
but they do not
detract from the
overall meaning
and effectiveness

of the paragraph.

grammar, spelling,
and capitalization
that distracting, the
meaning and intent
of the paragraph
can still be

discerned.

grammar,
punctuation,
spelling, and

capitalization.




APPENDIX B Sample of the lesson plan

Class: Progressive Reading and Writing section

Date:

Topic: The Way to Make My English Learning Better
Objects: 1. The students will be able to write a paragraph which consists of topic sentence,
supporting details and conclusion.

2. The students will be able to write a paragraph with a good organization and

mechanics.

Writing Activities (2 hours)
Adapted from Laksmi (2006), Faraj (2015), and Ellis and Larkin (1988)

1. Teacher assigns students to write a paragraph with the given topic in following

steps:
Writing Writing Activities Instructional Scaffolding
Process Laksmi (2006) and Farqj (2015) Ellis and Larkin (1988)

1. Pre-writing
process
(45 minutes:

group work)

Stage 1: Brainstorming and

Planning Ideas

1. Students brainstorm in group to
generate ideas and list the vocabulary
for their paragraphs

2. Students complete an outline
worksheet to show the organization of

the paragraph.

1. Teacher models how to generate ideas
through brainstorming techniques.
2. Teacher and learners work together to

complete an outline worksheet.

2. While-
writing process
(45 minutes:

individual work)

Stage 2: Writing

3. Students start to write the first draft
individually with the information from
the outline worksheet and the
suggestion from both peers and

teacher.

1. Teacher provides some samples of
drafting paragraph.
2. The peers discuss structural features

and the quality of the samples.

3. Post-writing
process

(30 minutes: pair

Stage 3: Revising and Editing

4. Students read their peer’s

paragraphs and complete a peer

1. The teacher lets students write the
final draft. Students edit their mechanics

errors before handing the paragraphs to
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Writing Writing Activities Instructional Scaffolding
Process Laksmi (2006) and Faraj (2015) Ellis and Larkin (1988)
work and review worksheet to give each other the teacher.

individual work)

feedback on the ideas, organization,
and language.
5. Students revise their paragraph

again based on their partner’s review.

2. The peers work in a group with their
peers to complete a peer review
worksheet.

3. The peers revise their paragraphs and

write the final draft themselves.

2. Teacher evaluate student’s paragraph by using a writing rubric adapted from

Servati (2012).

Materials:

1. Brainstorming worksheet

2. Outline worksheet

3. First draft

4. Peer review worksheet

5. Final draft

6. Sample of drafting paragraph
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1. Brainstorming

The Ways to Make My English Learning Better
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2. Outline Worksheet
Topic: The Way to Make My English Learning Better

|. Topic sentence:

. Supporting detail 1:

Supporting detail 2:

Supporting detail 3:

[Il. Conclusion:
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3. First Draft

The Ways to Make My English Learning Better




139

Peer Review Worksheet

Date:

Writer:

Peer Editor:

Topic: The Way to Make My English Learning Better
1. Does the paragraph begin with a topic sentence?

Yes No
2. Is the topic sentence introduced clearly?

Yes No If not, how should it be revised?

3. Does the writer explain each cause and/or effect clearly and convincingly?

Yes No Are more examples or details needed to help readers understand?

4. Does the supporting details support the topic sentence sufficiently?
Yes No

Are more examples or details needed to support the topic sentence?

5. Does the paragraph have a concluding sentence?
Yes No

6. Does the concluding sentence summarize the ideas and/or restate the topic sentence?
Yes No

If not, how should it be revised?
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7. Are the sentences in the paragraph connected correctly with linking words?
Yes No

If you find any mistakes or any linking words are needed, give some examples.

8. Does the paragraph include the words/phrases from ‘Grammar for writing’ part?
Yes No

9. Mark all errors in sentence structure, grammar, spelling, capitalization, and punctuation.



141

4. Final Draft

The Ways to Make My English Learning Better




APPENDIX C Observation form

Adapted from Li and Kim, 2016

Date:

Purpose: 1. To investigate kinds of peer scaffolding behaviors occurred during EFL writing
activities
2. To investigate the effects of peer scaffolding on L2 writing development of

EFL learner

Writing Process: Pre—writing

Peer Expert 1 (E1) Novice 1 (N1) Note
scaffolding (Frequency) (Frequency)
behaviors

1 Acknowledging

2 Agreeing

3 Disagreeing

4 Elaborating

5 Eliciting

6 Greeting

7. Justifying

8. Questioning

9. Requesting

10. Stating

11. Suggesting




Writing Process: While-writing
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Peer
scaffolding

behaviors

Expert 1 (E1)

(Frequency)

Novice 1 (N1)

(Frequency)

Note

1 Acknowledging

2 Agreeing

3 Disagreeing

4 Elaborating

5 Eliciting

6 Greeting

7. Justifying

8. Questioning

9. Requesting

10. Stating

11. Suggesting

Writing Process: Post-writing

Peer
scaffolding

behaviors

Expert 1 (E1)

(Frequency)

Novice 1 (N1)

(Frequency)

Note

1 Acknowledging

2 Agreeing

3 Disagreeing

4 Elaborating

5 Eliciting

6 Greeting

7. Justifying

8. Questioning

9. Requesting

10. Stating

11. Suggesting




Appendix D Semi-structured interview

1* section: General ice-breaking questions

1.
2.

How was your final week of this semester?

Do you prepare for your final examination next week? How?

2" section: Background Knowledge of Learning English as a Foreign Language

1.
2.
3.
4.

When did you start learning English?
How were your English classes in your high school?
What techniques do you use when studying English?

How was your experience in writing in English?

3™ section: The Effects of Peer Scaffolding on L2 Writing Development of EFL

Learners

1.
2.

3
4
5.
6

What do you think about the brainstorming activity?

How does the brainstorming in groups help you to generate the ideas and organize
the outline?

How does the outline worksheet help you to organize the paragraph?

How do you feel about working with peers in writing activities?

Did you revise your paragraph according to the peer review worksheet?

How does the peer review worksheet help you to revise and edit your paragraph?

4" section: The Effects of Scaffolding Strategies on L2 Development of EFL Learners

1.
2.
3.

How does the modeling from the teacher help you to do the activities?
How do you feel about the suggestion from the teacher?

How do the samples help you to write the first draft?

4. Were the suggestions from peers and the teacher useful or not for your writing? How?

Did you find any changes or developments in your writing after engaging in the writing

activities?



Appendix E Written Productions produced by ten EFL learners

Expert 1’s final written product in the 1% week

(Topic: The Ways to Make My English Learning Better)
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Expert 1’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)
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Expert 2’s final written product in the 1°t week

(Topic: The Ways to Make My English Learning Better)
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Expert 2’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)
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Expert 3’s final written product in the 1°t week

(Topic: The Ways to Make My English Learning Better)
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Expert 3’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)
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Expert 4’s final written product in the 1°t week

(Topic: The Ways to Make My English Learning Better)
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Expert 4’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)
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Expert 5’s final written product in the 1°' week

(Topic: The Ways to Make My English Learning Better)
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i = .
Prom the (:T)\*wbnmq Beuond chssroom and books.
S
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Expert 5’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

These days ,_smart phone become a part in the student>s life.
There are 2 ok of advanhqes fo learn English. They also present
Vo with amaning oooor*umhes to re- desfqn the way ne learn
Emhsh

FirsHi, (‘Studen} can use the application for fest. For exampk.,
They can do ’rh/go.hsh fest \‘ofm their Evgl‘sh skill on smar‘Jr phbne

Secondlu,, m can pse smgv* phone ’ro listen Emlnsh
conversahon in Jrhe; uou’rube or other application. They Qh use It
everyday for better hsfemnq skill.

F| na\lu /ﬂv‘\rﬂ can use smm phone to practice how fo pronovNce
word cormcﬂu The bight pronomahon 5 very_important in EnqllSh
amvae

In conclysion,, a quHma npm ber of schools in the or|d ave
turning to the smar+ phone 25 3 learan TechnolOG.u (5 one of
the wags for children 4o soccess in the Mure.
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Novice 1’s final written product in the 1%t week

(Topic: The Ways to Make My English Learning Better)

There ore three HOYS o_woks my English learning better.

\:l‘rsk | votcl, abodt Eng{li‘sh ?Mgvmgc &mm\g\t \“Sfenthj b music

p 4= e y ’ .
\AO\WM? wovie ond  youtube abogt Eng“s‘n . Second ;fc) date s0meone

who is foreigner for @roctice speaking skils . ﬂ""dS, read 0 bookc

.\XEO(A’ tralish lanayaae exomele NeNspaper pavels , and grammar ghglﬁ”\
< \ J 1 { “ .

In conclusion , we  shold be aware . |\ wank to learn Ehﬁ':s%

languaae, by mecl'\Mcy YQ(ACJI'V'?, and "o date someone
T f :

e 1S ‘Fow\‘zmv,r.
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Novice 1’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

There are_Hhres,_odvantags o (;.sm\g smart phone, O
{naleh leoming Fingt, trandate S0 use, smart phore for_tronslate:
SCCOY‘A &HMWQ OV“me o | tan learn] 1na onling on wgmﬁ abowe
t\/ex\MW\c TWdJ t@q‘S{/l ot ek ) freeiime ond | Wil \J\ow
Enqhg\« aame. . \nere fore | | think. there are & \mrwh of nays
ko Velo €V\q\lg\4 learning from the, above three advmﬂﬁqcs of

US[nq emairk pnom on Enq\[s\n \emrmﬁa}
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Novice 2’s final written product in the 1%t week

(Topic: The Ways to Make My English Learning Better)

| )
There ove  thvat wous  to wmoke wu Elish leannivm bedt,, .
7 1 1

Bish, T sowmdimes  walon  Evalich  Sovand}rpek

Mth oy  sisher al hows o

v )
vy
i

Jecomd . T Slwayy Nstew  }o  wnivexy) <o
7 T ’

W3 ting 3 sovg  with  lurie
1 v L]

Thind, T Sl Govelaner fuemde - do hlk

life

4‘70\1* th h)}' n éav“’:

50, we ey leayy  Bong ligh ngm the SUYYOURJ vy -
!

Be yow il C‘mgvomﬁ wmi  beo £S .
i
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Novice 2’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

\ \ t A 2
(\r\ue N2 l\Mve s\{}\mhw S o\f Ve omvany ghoye on
- o 2

T

BJ “‘lf \mw{y*rfj .

¥\(&*} jv',’} +\m« am A\“{ %mﬁ 9)\0%& M hr\-}mhe]l

belove e Y.

Jetord;  wow. o ok vp Yhe phove o 1€ wow ward do v
T T V f

'&mww}wd o
|

ﬂ’xh;L F(A/Wr‘._ the ™eoning O\C WoYég n cljlo)r{%gm
] 7 ' }

Oline, «

&ml\\b st phwq /m e ar‘Aﬂcr.—».g . 8w ke it
T s y 1 '

In a VSLM ws i\ m‘i; w q,wﬂcl ch ugw -
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Novice 3’s final written product in the 1°t week

(Topic: The Ways to Make My English Learning Better)

Theve ave three NOYS to make ™ ‘EM\'S% \em{m'm
beldey . Fivst , T ol aboud Em\xsk anguage emnm\ Lﬁenmq T
usic V\;aJTC\) m movieg (ﬂﬂlﬁ EYW\\ISL &“Q‘W\C Secon& JYO A{ﬁe
someone w\no is ]PomomeY foy Dmceﬂce S\)eakma skills . Thivd |
?\ead\m . books ovboﬁ Emm% angudge emmv\e 3 Newspapey,

novels, omA e may Emus%
Xn conﬁus\on we 5%0%\5 b@ awaw 1\4\1&5‘ TO eam Enq\isk

]MW‘W\@ b\, wﬂchmq yeaz\\y\o\ and To da*e Somesne who 5

{CJY etqm{
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Novice 3’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

- Thexe o thyee aAVC‘nJTaﬂes 0( using smaﬂL p\whc
On Em\\\s\n \C’E\W\ma Fms)( I {’o\\ow 'Hne Coun¥m6 news 1%1
examn\ cdscdon, 1 ASEAN. Second T we The smait
Dhone JFO seavch For mfof mahom Such as vOcabulaw C!Yammaf,
do. Thid T use the swart phene a5 medism fo devefOD
m\) E“‘%\S}n \SM _Such qg Dmn”Y‘C\GJﬂOH Sklns WQAIVH 31“
Wcﬂc\\ma Movies awcl ['51Lem|m fo music From abyead”

L\ COV\C[uslon ne 51’){\MH use JV\’)@ SW)aﬂL ?L’Ohe as
a8 fovor. In OYAPA en%ance Hne Glxnns.ﬁ aso CY@GTES

Prdish lanauase skl i speaking , seadina, neiting . ete.
J v J Y / J

K.
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1St

Novice 4’s final written product in the 17 week

(Topic: The Ways to Make My English Learning Better)

\ \

N \ \ %— - | S i '
1 1‘37“’\ E‘fa S pvery ?\?73 OW Wy pvaivs vol good,
Y .

~ T ——
\ ‘( ) /!" \ [" (
so + Wove 1o pvactice e 10 waleh wowie

e p \ i
< { |
A _\. 1 Y"‘O\/'-f, s
Y . o | O \ (;/ Q A 1. \
{\ ot i ‘/-7 ~ l\sn J A A s Wal 4 "“,‘-.‘ ).‘i | ¢ p -
9 E’V\!Y\G AL Wy & 1 4 8 a ¥ O
1y ———T" A \ / \ / % e
- ‘11 0 o ' d ¢ 7 . \ ’\J
ale. Wil Toregwer, 20 = | Showld on " pe Three
R \ \ A \ v 1) 1 1
opic  n order 0 widkke  wy rvgisn DElker,

——
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Novice 4’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

i Pt a0 J
P NL - T Yais -
.]l\g,e Ve ;A{‘Tf(rcv L wWawys  R0ow|  A\\EW'AjeS 0] Wswm

4
*\‘ v“ .\, “ ) \ / ;" % T \ 7 ‘0,/‘
Sworipnone  on Zvighshh  1EAMVg , TivgT L cow GEL angwers eliny |y
T (T \ \ / o 4 =4 ‘
coe
’ N

( ! LR S J o 4 ! Y !

ipow  S20 yen\ivy The ileyndl |, Jccod , Moy Vdeo [igrialg Trow

n N \ \ \ A a A1

TAMOWS ",\f\g{‘.\gp N A0 \oc }orm Oaj(ey ot ,'. Con WAlolh “Themy
9

N bl \ s '
o\v(l \Qoml\ Trom  theW) W A yevy "CUSY wWov ‘\'f\\{ﬂl‘; v earv
Ne  UMmoue  Propunclaiom  Tov pdy  IMqlish  Mord . Thev, o (0w
| | ad

3 ) \ , \ 4 |\ -
Dmé\,\cc provOuncivig  pioys “\\r\ ﬂmev\?aw accen'\ .]vx covel UQow
. 7

\ f\ \ / \ LI \ \ ) \
Jd X 1 \
ao\Venlipges 0 pave Smariphovie on tvehsh €Y pWit faw 9€
\ Dor e prmer Wby e hetorid
YOrI0Ws wWoys , Tor example, 4¢ avowey  aWCLlv , VIoo Tulonalg
A A | [’

'f\v‘oQ Wlp wila  pronun cIA how
l \




1St

Novice 5’s final written product in the 1°° week

(Topic: The Ways to Make My English Learning Better)

Evdt T waleh  Fnglich  sondtradk movie¢ every witekend wib

{riond,

Secand T ':\M/ii liston 1o nivevssd wmgsic.

Thide Tewm lean  eglich  form Yhem. lowrping english ond

Make e Spoke w5/ we con learn Fnglish  frgp

J‘W SUtYgynhng . 93,‘/5‘1«5 Clase reems ond  botks,
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Novice 5’s final written product in the 5" week

(Topic: What are the Advantages of Using a Smartphone in English)

= 1., + A ) W o
| Neve It l‘lt\. ol \voh | 2Y¢s ( Wy M3y
Phe ¢ Gy F“,"\Q ?g / V / "‘r'}
kixe I | Us 1 /y N on :, ) SW1a (_l, Jr‘/“:' rl L’ 2 Na
\ g.‘n»*s bt 10 oL iT
5%.‘ na, /0 4 itk UJ +,"(’ N @ j Yol - wWin!
To g5 any whert
(Yo \ i A ( ovds I H oo
J (g e R ifd (d ) 1Y
oline
£ | 1 .. j il f
MY, S Mgy ) héine Cgpn _af  uynM g, you
/S T T J (T i ,,”‘t;] (y

yea .
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