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Resumen

El presente estudio investiga la aplicacion de estrategias de scaffolding o andamiaje en la
ensefianza del inglés como lengua extranjera para mejorar las habilidades de escritura en
estudiantes de nivel A2 en dos instituciones educativas (una publica y una privada) en
Cuenca, Ecuador. Utilizando un enfoque de métodos mixtos, se recolectaron datos a través
de encuestas y observaciones en el aula. Se exploraron diversas estrategias de andamiaje,
incluyendo retroalimentacion, conocimientos previos, aprendizaje cooperativo, explicar y
clarificar tareas, etc. Los resultados revelan que la implementacion de estas estrategias varia
segun el tipo de institucion y la percepciéon de los docentes sobre su efectividad. Se
identificaron tanto beneficios como desafios en la aplicacién de estas estrategias, destacando
la necesidad de implementacién de recursos tecnologicos en el ambito publico. Este estudio
contribuye a la comprension de cédmo las estrategias de andamiaje pueden ser optimizadas
para la produccion de una escritura mas efectiva en el contexto de inglés como lengua
extranjera, ofreciendo recomendaciones para su aplicacion practica en diversos entornos

educativos.

Palabras clave del autor: scaffolding, andamiaje, inglés como lengua extranjera,

habilidades de escritura, estrategias educativas
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Abstract
This study investigates the application of scaffolding strategies in teaching English as a foreign
language (EFL) to enhance writing skills in A2-level students at two educational institutions
(one public and one private) in Cuenca, Ecuador. Utilizing a mixed-methods approach, data
were collected through surveys and classroom observations. Various scaffolding strategies
were explored, including feedback, prior knowledge, learning cooperatively, explaining and
clarifying assignments, etc. The results reveal that the implementation of these strategies
varies depending on the type of institution and teachers' perceptions regarding their
effectiveness. Both benefits and challenges were identified in the application of these
strategies, highlighting the need for implementing technological resources in the public area.
This study contributes to understanding how scaffolding strategies can be optimized to
produce more effective writing in the EFL classrooms, offering recommendations for their
practical application in diverse educational settings.

Author Keywords: Scaffolding, English as a foreign language, writing skills, educational

strategies
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Introduction

The role of scaffolding in the classroom has gained considerable attention in educational
research, particularly in the context of teaching English as a foreign language (EFL).
Scaffolding, as conceptualized by Vygotsky (1978), refers to the supportive strategies
employed by educators to assist students in achieving a higher level of understanding and
skill acquisition than they would manage independently. This pedagogical approach is
adequate for EFL settings where learners often face significant challenges in mastering
language skills.

In Ecuador, English is a mandatory part of the curriculum from primary school through the end
of high school. Despite this extensive exposure, many students struggle to develop
proficiency, particularly in writing, which is often considered the most complex language skill.
Hence, this descriptive research aims to investigate the use of scaffolding strategies in
developing writing skills among EFL students in Cuenca, Ecuador. By examining two distinct
educational settings: a public and a private high school, this research study seeks to
understand how these strategies are implemented and perceived by teachers. The mixed
methods approach employed in this study combines quantitative data from surveys with

gualitative insights from classroom observations.

The findings of this research contribute to the little existing body of knowledge on scaffolding
in language education in our context, offering recommendations for educators to enhance their
teaching practices. Ultimately, this study aims to support the development of more effective
EFL strategies that can better meet the needs of students and help them achieve greater

proficiency in English writing.

This descriptive research is divided into five chapters. The first and second chapters concern
the description of the research and its theoretical framework. The third chapter addresses the
methodology applied and the fourth chapter discusses results and major findings. Finally, the

fifth chapter provides conclusions and recommendation for further research on this topic.

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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CHAPTER 1
Description of the Research
Background

In the English as a foreign language (EFL) classroom, writing skills are crucial for learners
who wish to achieve academic and professional success. Writing plays a significant role in
communication and is considered one of the primary skills in the process of learning the

English language (lkawati, 2020).

The Merriam-Webster dictionary (2023) defines scaffolding as a system or framework of
support that an educator provides to help a student reach a higher level of learning. In addition,
scaffolding is the term used to describe a temporary and encouraging framework created by
a teacher to assist pupils in completing a task that they otherwise might not have been able to
do easily or entirely (Sabig, 2021). In 1978, Bruner introduced the idea of scaffolding and
stated that “scaffolding is a process of setting up the situation to make the child’s entry easy
and successful and then gradually pulling back and handing the role to the child as she
becomes skilled enough to manage it” (p. 60). Bruner based his scaffolding concept on the
constructivist theory, which holds that students build their knowledge and understanding of
the world by experimenting and reflecting on those experiences that support students (Hein,
1991). In other words, Bruner's scaffolding concept aligns with constructivism, emphasizing
the gradual progression of tasks, student support, skill development and a positive learning

environment.

EFL teachers can use a variety of scaffolding strategies, such as pre-writing, peer
collaboration, and technology to help their students improve their writing skills. Poorahmadi
(2009) explained that “scaffolding should provide opportunities for students to learn how to
solve problems and do the tasks (to transform the information) and not just to memorize some

actions” (p. 89).

Teachers can assist students in developing their skills and achieving academic and
professional success by providing the necessary support and guidance. This assistance can
be unintentional or planned. Sometimes EFL teachers employ scaffolding techniques without
even being aware of their existence. Nevertheless, a pre-planned educational scaffolding
approach encourages student engagement and responsiveness (Salem, 2016). Also, as
explained by Hasan and Rezaul-Karim (2019), scaffolding is beneficial for language learning
because it assists students in correcting their own mistakes; that is, when the instructor

scaffolds through suggestions and prompts, she draws students' attention to the solution.

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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However, using scaffolding techniques in the classroom can be time-consuming. As Van-Der-
Stuyf (2002) pointed out, constructing the supports and scaffolded lessons to match each
student's needs can be challenging. Teachers may not have enough time to finish an entire
scaffolding lesson, and the teacher may shorten the time allotted to each student on occasion,
leading to students’ frustration, and resulting in their desire to learn gradually fading.

Meanwhile, the teacher fails to accommodate all students in the classroom.
Problem Statement

Several studies, including Hasan and Rezaul-Karim (2019), Ikawati (2020), Padmadewi and
Artini (2019), Sabiq (2021), Salem (2016), and Vonna et al. (2015), analyzed scaffolding and
its direct influence on the process of learning English as a foreign language. These studies
have proven scaffolding to be effective in supporting the development of writing skills in
English language learners.

According to Vonna et al. (2015), implementing scaffolding techniques into writing instruction
decreases the students’ writing apprehension level. Additionally, according to Padmadewi and
Artini (2019), “the success of the scaffolding was also determined by how the teacher
managed the support given to the student” (p. 159). However, even though there is a growing
body of research on scaffolding in EFL classrooms, it is focused on looking for benefits or
disadvantages for students and educators rather than trying to find ways to use scaffolding in
EFL classrooms. Therefore, there is still a need for research on specific and helpful scaffolding
techniques that can better support the development of these skills.

Educators in Ecuador can use a variety of scaffolding strategies to promote student learning.
Teachers can apply different scaffolding strategies consciously or unconsciously (Salem,
2016). In Ecuadorian schools, research studies have reported on the importance of these
instructional strategies. For instance, Flores (2021) discovered that teachers used scaffolding
approaches, such as providing explicit explanations, employing visual aids, and engaging
students in cooperative learning activities. These strategies facilitated students'
understanding, encouraged active participation, and fostered a positive learning environment
for developing writing skills. The results of this study show that teachers in Ecuador, whether

intentionally or unintentionally, use scaffolding strategies.

Therefore, this descriptive study aims to find out what scaffolding strategies teachers use in
the EFL classroom, consciously or unconsciously, to support the development of writing skills.
Additionally, the study describes if there are differences when using scaffolding strategies in

two different contexts: private and public high schools. By identifying and exploring scaffolding

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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strategies for EFL learners, this descriptive research contributes to further develop more
effective teaching practices that can better support the needs of EFL learners in their writing
development.

Rationale

According to Van-Der-Stuyf (2002), scaffolding instruction originated as a teaching approach
in Lev Vygotsky's sociocultural theory and his concept of the zone of proximal development
(ZPD). Understanding the ZPD is essential for determining the most appropriate level of
support needed to improve language learning and encourage independent language usage
among learners. In 1978, Vygotsky defined The Zone of Proximal Development (ZPD) as the
gap between learners’ current abilities, which they can develop through independent problem-
solving, and their potential abilities, which they can obtain through the assistance of adults or
more skilled peers. In contrast, insufficient scaffolding strategies may cause a lack of teacher-
student interaction (Sabiq, 2021), resulting in students being unable to increase their writing
skills. For this reason, scaffolding techniques must be continuously analyzed in the public and
private high school contexts of foreign language teaching.

Research on scaffolding strategies in the EFL classroom to develop writing skills is almost
nonexistent in Ecuador. Therefore, it is essential to carry out an analysis that allows us to
access data showing the diverse types of scaffolding used in our context when teaching a
foreign language. Consequently, this descriptive research study provides valuable information
about the use of scaffolding strategies and their impact on the development of students’ writing

skills in EFL classrooms in Cuenca, Ecuador.
Research Questions

e What are the scaffolding strategies that EFL teachers use in public and private

institutions to develop writing skills in their students?

o What are EFL teachers' perceptions regarding the use of scaffolding strategies to

develop writing skills?

o What challenges do teachers face in implementing scaffolding strategies to develop

writing skills in the EFL classroom?
Objectives

General:

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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e To identify which scaffolding strategies EFL teachers use in public and private

institutions to develop writing skills in their students.
Specific:

e To analyze EFL teachers' perceptions about the use of scaffolding strategies to

develop writing skills in their students.

e To examine the challenges EFL teachers face when implementing scaffolding

strategies to develop writing skills in their students.

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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CHAPTER 2
Theoretical Framework

This section involves multiple definitions, views, and theories developed and employed by
some scholars through extensive research on scaffolding theory and its use in language
learning. Similarly, this theoretical framework defines the types of scaffolding and their
characteristics. Furthermore, it covers the various features of scaffolding that arise within

different EFL classrooms, spanning variations between public and private institutions.
Scaffolding theory and its application in language learning

Language learning is a complex process that encompasses the development of a variety of
language abilities such as speaking, listening, reading, and writing. Scaffolding theory,
developed by Wood, Bruner, and Ross (1976), provides a useful framework for understanding
scaffolding's use in language learning environments. Educators help students through
increasingly difficult language activities by breaking complex language tasks into more
manageable and easy-to-understand parts (Gallimore & Tharp, 1998). The interactive nature
of scaffolding promotes cognitive engagement, as learners actively participate in language

activities, thus strengthening their language skills through authentic communication.

In the case of writing, Vernon (2001) states that scaffolding enables educators to plan a writing
assignment methodically and accommodate each student's needs. First, learners require a lot
of assistance to finish each step. Some students will want minimal help as they work through
multiple writing assignments, while others might require the most help possible. Therefore, the
scaffolding approach's consistency and repetition help to solidify the writing principles in

students' minds.

The use of scaffolding techniques for the writing process of EFL learners serves instructors
as a tool to help learners move from assisted tasks to independent performance (Faraj, 2015).
This aligns with the study conducted by Laksmi (2006) where writing exercises were split into
two categories: collaborative activities and individual activities that involved support and

assistance to become independent writers.

Scaffolding as a pedagogical strategy for enhancing writing in different EFL

classrooms

Scaffolding as a pedagogical method involves providing students with temporary help and

direction when they engage in learning tasks beyond their current ability level (Ikawati, 2020).

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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Based on Vygotsky's Zone of Proximal Development (ZPD), scaffolding emphasizes the need
to push students to perform activities just above their current ability while providing them with
the assistance necessary to succeed. The purpose of scaffolding is to assist students' learning
and skill development, which leads to their autonomy and success in the given activity or
subject area. Vygotsky's sociocultural theory may be used differently in EFL classes
depending on the setting addressed—public or private educational institutions. These two
educational contexts present distinct characteristics that may influence the nature of

scaffolding.

One important scaffolding technique involves providing EFL learners with timely and useful
feedback. Applied to a real-life situation, it can be difficult for teachers to provide personalized
feedback in public EFL schools with a larger number of students. In contrast, private EFL
schools with fewer classrooms may allow more personalized supervision (Gallimore & Tharp,
1998).

The availability of resources has a significant impact on the efficiency of scaffolding in EFL
classrooms (Brimijoin, 2002). The availability of critical resources such as textbooks,
instructional materials, and technological tools has a substantial impact on a teacher's ability
to construct scaffolded learning environments. Private schools have an advantage in this
regard, as they have more comprehensive resources at their disposal. However, "much does
not imply all, and it is irresponsible not to consider balance when taking stock” (Alexander,
1997, p. 17). Also, Gibbons (2002) states that effective writing education can be carried out to
create satisfactory results where the more challenging the materials, the more scaffolding a

teacher should provide.

The success of scaffolding strategies in EFL classrooms is strongly influenced by the quality
of teacher preparation (Ingersoll & Strong, 2011). Public EFL instructors typically have a
variety of training levels; some gain considerable professional development opportunities,
while others may have more limited access (Gutiérrez & Rogoff, 2003). Private EFL
institutions, on the other hand, often prioritize investing in the continuing professional
development of their teaching staff. This dedication to teacher education provides educators
with the information and skills necessary for successful scaffolding, enabling them to adopt
pedagogical practices that correspond to students' varying levels of language proficiency and

learning requirements (Gallimore & Tharp, 1998).

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo
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Types of scaffolding to enhance writing skills

In the broad landscape of English as a foreign language (EFL) teaching, scaffolding strategies
serve as indispensable tools for both educators and learners. Authors from different studies
have mentioned a variety of types of scaffolding. First, according to Simeon (2015), bridging
involves acknowledging and valuing students' everyday knowledge in the classroom. This can
be achieved by activating their prior knowledge and helping them establish a personal
connection between themselves and the subject matter, demonstrating the relevance of new
materials. Another approach to bridging is encouraging students to share personal
experiences related to the lesson's theme. As we navigate through Simeon's research paper,
we find it pertinent to explore the perspectives and ideas of two noteworthy authors, Van-Lier
(1996) and Walqui (2006). Van-Lier emphasized the importance of linking personal
experiences with conceptual understanding for effective learning. Additionally, Walqui
suggested that it is crucial to focus on helping students recognize their existing knowledge
about a topic, even if it contains some errors, addressing misinformation and incorrect

connections if they might pose obstacles to learning in the future.

On the other hand, modeling involves providing students with clear examples to guide their
qualitative imitation (Simeon, 2015). For instance, teachers can display samples of students'
work to demonstrate expectations. These examples can establish performance benchmarks
and motivate students by highlighting the progress of previous students in similar tasks.
Alongside modeling tasks and sharing student work, educators exemplify proper language
usage for academic purposes, including description, comparison, summarization, and

evaluation.

In the same way, Dewi (2013) included these two types of scaffolding plus five other concepts:
contextualizing, inviting participation, schema building, offering an explanation, and verifying
and clarifying students' understanding. Starting with contextualizing, this scaffolding type aims
to connect students' everyday with academic language through relevant illustrations or
metaphors while schema building helps students connect prior knowledge with new
information by organizing their understanding (Walqui, 2006). Roehler and Cantlon (1997)
advocated for an instructional approach that centers on inviting student participation, offering
explanations, and verifying and clarifying students' understanding. These scaffolding types not
only provide students with opportunities to complete post-instruction tasks but also involve
explicit teaching to foster comprehension of declarative (knowing what), conditional (knowing
when and why), and procedural knowledge (knowing how) while ensuring that teachers

continually check students' emerging comprehension.
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Literature Review

Scaffolding is the developmental support that individuals get from more knowledgeable peers.
This term indicates a method in which instructors provide developmental support to learners
as they learn and acquire new knowledge or abilities. This literature review focuses on how
the application of scaffolding strategies influences the development of students' writing skills
in the EFL classroom.

Scaffolding theory aligns with the Zone of Proximal Development (ZPD), emphasizing that
students thrive in a supportive environment where they engage in tasks beyond their current
abilities with expert guidance (Vygotsky, 1978). ZPD is a concept introduced in 1978 by
Vygotsky. He refers to the gap between what a learner can achieve independently and what
can be achieved with the guidance of a more informed person. According to Jaramillo (1996),
“Teachers activate this zone when they teach students concepts that are just above their
current skills and knowledge level, which motivates them to excel beyond their current skills
level” (p. 138). In other words, if topics are too simple, students may lose interest, and if they
are too difficult, students may get confused. The sweet spot is that perfect range where there

is a challenge, but success is possible with the correct support.

The link between ZPD and scaffolding lies in the idea that effective teaching involves
recognizing the student's current level of understanding and providing the right support to
propel them toward their ZPD. Following the scaffolding theory, teachers can offer students
temporary support and guidance while gradually reducing them as students become more
capable and independent (Wood et al.,, 1976). Learners can reach their potential through

interaction with others with more expertise in the target domain (Vygotsky, 1978).

Scaffolding is like building a ladder for students to climb higher in their learning process while
being guided by an instructor. Applying scaffolding strategies in the EFL classroom reflects a
fundamental understanding of ZPD and its integration into effective teaching practices.
Scaffolding, defined as interim developmental support provided by more knowledgeable
peers, aligns perfectly with the ZPD, emphasizing the importance of creating a learning

environment where students tackle tasks beyond their current abilities with expert guidance.
Effects on learning English as a Foreigh Language

Learning a new language is a challenging task, especially when it comes to studying English
as a foreign language (EFL). This part of the literature review addresses the effects of

scaffolding strategies in learning English as a foreign language.
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Scaffolding allows teachers to identify and address weaknesses in individual learners, giving
specific instructions to help them improve their writing knowledge and abilities (Khanza &
Nufus, 2019). This specific teaching aids in the improvement of writing outcomes. Another
effect is that scaffolded writing not only improves students' writing skills, but also makes it
possible for them to develop other skills such as reading, speaking, and listening, and it helps
students identify their limitations and strengths, as well as to work on and improve their

deficiencies (Faraj, 2015).

Another study focused on developing writing skills indicated that scaffolding has the potential
to both motivate and demotivate EFL learners. Positive feedback acts as an incentive and
encourages learners, but negative feedback can be dangerous and damage students'
receptivity to learning; also, this study mentioned that using scaffolding strategies in the
teaching process can provide teachers with more possibilities for professional growth as
focusing on scaffolding strategies as a language intervention can help them improve their

language skills (Hasan & Rezaul-Karim, 2019).

Samana (2013) and Hasan and Rezaul-Karim (2019) explored the support provided by both
teachers and peers in the form of scaffolding among EFL students with low English proficiency.
The studies described distinctions between teacher and student scaffolding, revealing that
teachers were able to manage the type and timing of assistance provided, while some
students who were more knowledgeable in certain things shared everything they knew with
their peers. However, in a research study conducted by Kayi-Aydar (2013), the results
indicated a contradiction with the previous study that showed that peer scaffolding was useful.
This is because the findings showed that teacher-constructed scaffolding has positive effects
on student engagement; nevertheless, it suggests that scaffolding does not occur during small
group tasks or student-led conversations, because there are incidences of power struggles

among students, resulting in a lack of reaction from some students toward their peers.

Overall, the use of scaffolding strategies in the teaching of writing can have either positive or
negative impacts on students. In addition, the use of these techniques can contribute

significantly to the improvement of teacher skills.
Common scaffolding strategies for teaching English as a Foreign Language

Wu’s (2010) research outlined that there exist four distinct scaffolding strategies aimed at
enhancing the writing process. Firstly, there is the application of rhetorical scaffolding, which
serves the purpose of assisting students in grasping the conventions of English writing.

Secondly, prior knowledge scaffolding is utilized to remind students of what they have learned,
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aiding in the establishment of new foundations for the construction of new knowledge. Thirdly,
contextual scaffolding comes into play by providing instructional aids like charts, maps, and
graphic organizers; in this way, making abstract concepts more tangible and comprehensible.
Lastly, language development scaffolding is used to facilitate the growth of student's

vocabulary and to enhance their grammatical precision.

Singh et al. (2020) conducted a research study to confirm the effectiveness of the scaffolding
models and modules designed for instructing writing skills, especially targeting students with
low proficiency in English. They mentioned that some students need more support than others
since the application of scaffolding strategies depends on students' necessities and capacities.
Based on the analysis of different studies regarding scaffolding strategies, the following can

be regarded as the most important for developing writing skills.

Benko (2012) proposed “setting the direction of the lesson” as the very first scaffolding
strategy. In this strategy, teachers aim to communicate learning objectives to students, often
by writing those objectives on the board to ensure that students understand their tasks. The
next two strategies are proposed by Ovando et al. (2003); first, the authors mentioned
“explaining and clarifying the assignment” which involves the use of language that is
accessible and familiar to students, particularly when dealing with challenging vocabulary in
the text. The other strategy that they consider is frequently used is called “learning
cooperatively”. Here, students learn cooperatively when they work in pairs or small groups to
complete the tasks. Additionally, Read (2010) established “questioning” as another important
strategy; this strategy serves multiple purposes, including prompting students to answer task-
related questions and providing clarity when needed. Feedback to monitor progress is the next
strategy since effective feedback is necessary for students to track their progress. Regular
teacher involvement, as seen in activities such as group writing and comprehension sessions,
allows students to judge their own progress (Hogan and Pressley, 1997). They advocate this
type of feedback strategy and stress its importance in organizing lessons to improve learning

outcomes

Another strategy, “teacher modeling”, as outlined by Calkins (1994), is a pedagogical strategy
that includes vocalizing contextually pertinent demonstrations to explicitly instruct students in
the skills and mechanics of writing. The last strategy proposed is “using verbal prompts”,
where rather than giving the students the answer right away, the teacher encourages them to
think about the basic ideas behind the task (Singh et al., 2020). The teacher attempts to

indirectly elicit the right response by directing the student through questions.
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To conclude this section, writing skills in an EFL classroom can be improved through a variety
of common scaffolding strategies. Together, these strategies have highlighted the complexity
of scaffolding in the EFL context and the value of specialized teaching methods to meet the
various demands of language learners. The use of these scaffolding strategies may provide
educators with a comprehensive framework for promoting proficient writing in EFL students

as they acquire the target language.
Teachers’ perceptions about the use of scaffolding in EFL classrooms

In this section, we analyze studies that provide essential information about the attitudes,
experiences and ideas of teachers who have used scaffolding in the classroom. We will gain
a better understanding of the different viewpoints held by educators about the efficiency,
difficulties, and overall effects of scaffolding on students' writing development by examining
these research studies. By doing this examination, we will uncover recurring themes, patterns,
and points of agreement or disagreement in the academic discourse, which will expand our
understanding of the role and importance of scaffolding techniques in the context of EFL

instruction.

According to teachers' perceptions, scaffolding is an effective technique for acquiring writing
skills in English as a foreign language context because teachers who use scaffolding
techniques in their classrooms tend to be more collaborative and interactive with their
students; in addition, scaffolding can be used to create a more student-centered learning
environment where students are active participants in their own writing process (Hasan &
Rezaul-Karim, 2019).

Padmadewi and Artini (2019) and Ikawati (2020) discussed teachers’ perspectives of using
scaffolding strategies such as in process-based writing activities. Teachers found this activity
powerful as it guided students through the writing process including exploring ideas, deciding
on topics, drafting, revising, editing, and publishing. They also pointed out problem-based
instruction, emphasizing that teachers found this activity important and beneficial as it trained
students to understand contextual problems through reading and associated strategies to
solve real problems. Finally, “sight words,” an exercise that consists of students recognizing
words just by seeing them instead of hearing them was perceived by teachers as important
and necessary for students because it led to improvements in students' vocabulary and

literacy skills.

Another study showed that teachers have positive opinions on scaffolding; therefore, they may

scaffold students frequently. However, a deeper analysis revealed that, in contrast to their

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA 24

apparent strong trust in their understanding of the concepts and procedures behind
scaffolding, they lack sufficient appropriate knowledge. Also, this study suggested that, in the
case of inexperienced EFL teachers, they may need extensive training to recognize, select,
and apply scaffolding tactics and procedures, especially considering the tendency of modern
teachers to match their work with the paradigm and competencies of the 21st-century
education (Awadelkarim, 2021).

This section has provided a comprehensive exploration of teachers' perspectives on the use
of scaffolding in EFL classrooms. The analysis of various studies has revealed a broad
spectrum of attitudes and experiences, shedding light on the perceived efficacy, challenges,
and overall impact of scaffolding on students' writing development. The consensus among
educators suggests a positive association between scaffolding techniques and collaborative
interactions and student-centered learning environments. However, a closer examination has
uncovered potential gaps in teachers' knowledge, particularly among those less experienced
in EFL instruction. These perspectives have contributed valuable insights and considerations

for future effective implementations of scaffolding strategies in EFL contexts.
Implementing scaffolding strategies in EFL classrooms: challenges and limitations

While scaffolding strategies offer valuable support to learners, it is essential to critically
examine their implementation in EFL classrooms, considering the challenges and limitations
that educators encounter. This section describes the complexities surrounding the integration
of scaffolding strategies in EFL settings. By addressing the challenges and limitations
associated with the application of scaffolding techniques, we aim to foster a deeper
understanding of the dynamics involved in guiding language learners through their writing

process.

First, lack of vocabulary is one of the biggest challenges that teachers face in the classroom.
According to Widiana and Sabiq (2021), a restricted range of words impedes students'
cognitive processes, leading to feelings of monotony and frustration. Educators are in
unanimous agreement that there exists a clear connection between thinking abilities and
students' proficiency in English. Individuals with a strong command of the language
demonstrate their cognitive skills more prominently compared to those with lesser proficiency
in English. In the study, teachers encouraged students to utilize dictionaries for deciphering
the meanings of challenging words; however, in the absence of dictionaries, students
neglected to seek word meanings and demonstrated reluctance to engage in translation

efforts. In the same way, Gunawardena et al. (2017) reported that the challenge faced by the
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teachers while not only instructing writing, but all the other literacy skills, stemmed from the
students' limited vocabulary.

Dewi (2013) reported that the number of students inside the classroom may be another
challenge for teachers. The author states that many children in the class may make it
challenging for the instructor to apply scaffolding in an equitable manner. For instance, in this
study, the instructor foregrounded the difficulties that the number of students can cause for
effective communication and scaffolding of the writing process. In the same study, time
constraints presented another challenge. The instructor had to make sure that each student

understood the prior content before moving on to new material.
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Chapter 3
Methodology
Research Approach and Design

In this descriptive research, we used a mixed methods approach. Yin (2006) defined mixed
methods research as an approach that focuses on designing and implementing strategies for

gathering, analyzing, and interpreting various quantitative and qualitative data forms.

According to Neuman (2014), descriptive research is a study method that includes watching
and describing a person's behavior without affecting it in any manner. Similarly, McCombes
(2022) stated that a descriptive research design can use a wide range of research methods to
study one or more variables. In contrast to experimental research, the researcher does not
control or change any of the variables but instead simply observes and measures them. Also,
Creswell (2014) described descriptive research as a beneficial strategy for getting an
understanding of a certain event or group, and it can serve as a foundation for future more in-
depth research. As previously stated, this study aimed to identify which scaffolding strategies
are used by EFL teachers in public and private institutions to develop writing skills in their

students.
Participants and Context

This research was carried out in Cuenca, Ecuador, at two high schools, a public and a private
institution. In Ecuador, English is included in the curriculum from the first grade of General
Basic Education (EGB for its acronym in Spanish) until the last grade of General Unified
Baccalaureate (BGU for its acronym in Spanish).

The participants were EFL teachers from both public and private institutions. There were six
EFL teachers (3 from each institution) who voluntarily decided to participate in this study and
signed the informed consent. The six teachers possessed bachelor's degrees in English

teaching and they were teaching 10" EGB grade and 1t BGU grade levels.
Data Collection Instruments

This study utilized a mixed methods research approach, incorporating qualitative and
guantitative data collection and analysis techniques. The quantitative section of the study
involved an online survey administered to the teachers. This research method aimed at
eliciting information on the types of scaffolding strategies employed in the classroom to

develop writing skills. This survey featured questions using a Likert scale to measure teachers'
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perceptions. A Likert scale is widely favored in research due to its efficiency in gathering large
amounts of data and its ability to produce reliable and valid measurements of subjective
characteristics (Nemoto & Beglar, 2014).

To analyze the quantitative data gathered from the survey, we used descriptive statistics. We
organized the data to create graphics based on the survey responses. We calculated the
frequencies and percentages of each question in the Likert scale. This gave us an overview
of the perceptions that the participants had. The data allowed us to see patterns in terms of
similarities and differences in how participants perceive and prefer different scaffolding
strategies in the classroom.

To collect qualitative data, we carried out observations in each educational institution, utilizing
observational forms as a guide, as observations constitute a wealthy source of information
about the characteristics and behaviors of a group or phenomenon that may not be captured
by other research methods (Neuman, 2014). To analyze this collected data, thematic analysis
was employed as the chosen technique. According to Villegas (2023), thematic analysis is a
technique that entails examining a collection of data and seeking out patterns in the meaning
of the data to identify themes. We utilized a predetermined set of criteria to assess various
aspects of scaffolding strategies used by teachers in the classroom, such as providing
feedback, promoting student collaboration, etc. All these criteria were organized in tables for
their better reading and understanding. Therefore, these established criteria guaranteed data

to be collected consistently and comprehensively across all observed conditions.
Ethical Considerations

This descriptive research and data collection procedure did not involve any physical or
psychological risks for participants. We informed the participants that they had the choice to
participate voluntarily and that they could withdraw from the study at any point. To prevent any
potential issues from associating responses with specific individuals, we have not disclosed
their personal information, keeping the confidentiality of their names, e-mail addressed and

physical or academic characteristics (Walford, 2006).
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CHAPTER 4
Results and Discussion
Findings
Qualitative Data
Data from public school

The results presented in these tables are based on the data collected during classroom

observations in public schools.
Table 1

Rhetorical strategy

Formative indicators Applied % Non- % Total %
Applied

Stating specific learning goals at the 2 66.67 1 33.33 3 100

beginning of the class.

Encouraging students to analyze 3 100 0 0 3 100

and evaluate ideas during class

discussions.

Utilizing visual aids such as slidesor 0O 0 3 100 3 100

diagrams to support explanations.

Connecting lesson content to real- 3 100 0 0 3 100
life situations.

Using persuasive language to 3 100 0 0 3 100
emphasize key points.

Incorporating appropriate humor to 3 100 0 0 3 100
create a positive and engaging

learning environment.

Table 1 presents the data corresponding to the first scaffolding strategy. The first formative
indicator reveals that only 66.67% of the observed teachers communicate class objectives at
the beginning of the class. In addition, it is observed that 100% of the teachers apply four
formative indicators, which include encouraging students to analyze and evaluate ideas during

class discussions, relating lesson content to real-life situations, using persuasive language to
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highlight key points, and incorporating appropriate humor to create a positive and engaging
learning environment. However, none of the teachers employed visual resources, such as
slides or diagrams, to support their explanations. It is important to mention that teachers
belong to a public educational institution, and therefore, the use of this type of supporting

materials is restricted to accomplish this formative indicator.
Table 2

Prior knowledge

Formative indicators Applied % Non- % Total %
Applied

Connecting new concepts with 2 66.67 1 33.33 3 100

previously learned material.

Asking students to provide relevant 2 66.67 1 33.33 3 100

information from previous classes.

Using familiar examples to introduce 3 100 0 0 3 100
new vocabulary in English.

Encouraging the use of previously 3 100 0 0 3 100
learned grammar rules and

vocabulary in their written texts.

Using students' prior knowledge to 2 66.67 1 33.33 3 100

solve language-related problems.

The scaffolding strategy detailed in this table is about the use of prior knowledge. This includes
connecting new concepts to previously learned material, asking learners to contribute with
relevant information from previous lessons, and using learners' prior knowledge to solve
language-related problems. Additionally, it can be observed that 100% of teachers employ
these two indicators comprehensibly: 1) using familiar examples to introduce new English
vocabulary; and 2) encouraging the use of previously learned grammatical rules and
vocabulary in their written texts. These results hence reveal that the scaffolding strategy based

on prior knowledge is one of the most frequently used by teachers.
Table 3

Contextual scaffolding
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Formative indicators Applied % Non- % Total %

Applied

Effectively integrating technology to 0 0 3 100 3 100
enhance the writing experience.

Facilitating students' ability to apply 2 66.67 1 33.33 3 100
independently learned concepts in

different contexts or settings.

Employing various teaching 3 100 0 0 3 100
strategies to adapt to students'

writing preferences.

Providing instructional aids such as 0 0 3 100 3 100
charts, maps, and  graphic

organizers to write about specific

topics.

Encouraging students to relate 2 66.67 1 33.33 3 100
abstract concepts to real-world

examples or experiences through

writing.

Contextual scaffolding is another strategy analyzed in this study and it shows variations in its
use. It was observed that the formative indicators 1) integrating technology to enhance the
writing experience and 2) providing teaching aids such as charts, maps, and graphic
organizers for writing about specific topics are not fully applied by teachers in the public
context. This may be due to a need for more access to adequate technological resources or
due to limited training for the use of these tools. It could also have to do with the prioritization
of other aspects of the curriculum or a need for knowledge of the pedagogical advantages of

these strategies.

In addition, itwas observed that contextual scaffolding facilitates students' ability to
independently apply new concepts to different contexts or environments while encouraging
them to relate abstract concepts to real-world examples or experiences through writing.
However, as expressed in table 3, not all strategies are fully or consistently applied in the EFL

classroom.
Table 4

Language development
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Formative indicators Applied % Non- % Total %
Applied

Introducing unfamiliar words and 3 100 0 0 3 100
encouraging students to use them in
sentences.
Providing clear instructions and 3 100 0 0 3 100
explanations for a written task.
Using visual aids such as graphics 0 0 3 100 3 100
or pictures to support written
language development.
Having students demonstrate the 2 66.67 1 33.33 3 100
correct pronunciation of words
during the reading of a written text.
Giving constant feedback to 3 100 0 0 3 100

students when they use written

language.

The results described in Table 4 show that three formative indicators are implemented at

100%: 1) introducing unfamiliar words and encouraging students to use them in sentences; 2)

providing clear instructions and explanations for written tasks; and 3) constant feedback given

to students when using written language. Due to their comprehensive implementation, these

strategies have contributed to the advancement of students’ text-writing development.

Considering that 66.33% of teachers encourage their students to correctly pronounce words

when reading a text, it is evident that skills other than writing are equally emphasized. Lastly,

it was observed that the use of visual aids such as graphics or images to enhance the

development of written language is restricted in the public setting.
Table 5

Setting the direction of the lesson

Formative indicators Applied % Non- % Total

Applied

%

Communicating learning objectives 0 0 3 100 3
to students at the beginning of a

writing lesson.

100
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Ensuring learning objectives are 2 66.67 1 33.33 3 100
prominently displayed in the

classroom to accomplish writing

goals.

Regularly referring to the learning 1 33.33 2 66.67 3 100
objectives during instruction to keep

students focused and on track in

their writing.

Adjusting instruction or pacing as 2 66.67 1 33.33 3 100
needed to ensure alignment with

established writing objectives.

Relating how each activity in the 3 100 0 0 3 100
writing task aligns with overall

learning objectives.

Table 5 illustrates varying levels regarding the establishment of learning objectives in the
classroom. For example, while none of the teachers in the sample communicated learning
objectives at the beginning of the writing lesson, 33.33% periodically referred to these
objectives during instruction. This suggests a gap in the initial communication of objectives

but some effort to keep students focused during the lesson.

In addition, 66.67% of teachers ensured that learning objectives were prominently displayed
in the classroom, indicating a greater commitment for achieving writing objectives. Similarly,
two-thirds of the teachers observed in the classroom adjusted their instruction to align with the
established objectives, showing a proactive approach to achieving learning goals. All teachers
in the sample related each writing activity to the overall learning objectives, demonstrating a
comprehensive understanding of how individual tasks contribute to broader learning

outcomes.
Table 6

Explaining and clarifying assignments

Formative indicators Applied % Non- % Total %
Applied
Explaining the main objectives of 2 66.67 1 33.33 3 100

written assignments.
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Explaining the homework 3 100 0 0 3 100

instructions to students.

Providing examples to illustrate 3 100 0 0 3 100
key concepts in the written

assignment.

Allowing  students to ask 3 100 0 0 3 100
guestions to clarify the written

task.

Motivating students to participate 3 100 0 0 3 100

in discussions related to the topic

of the written assignment.

Checking  understanding by 3 100 0 0 3 100
asking students about the task

instructions.

Providing guidelines for students 2 66.67 1 33.33 3 100
to develop written assignments

independently.

Describing the main objectives of written assignments and providing guidelines for
independent development shows an implementation rate of 66.67%; explaining assignment
instructions, providing examples, clarifying questions, motivating discussions, and checking
comprehension, on the other hand, indicates an implementation rate of 100%. These results
indicate that instructional strategies are widely applied, especially to promote student
understanding and participation. The variation in percentages could result from differences in

teaching styles, teaching experience or available resources.
Table 7

Learning cooperatively

Formative indicators Applied % Non- % Total %

Applied

Promoting student engagement in 2 66.67 1 33.33 3 100
collaborative tasks.
Assigning tasks promoting student 3 100 0 0 3 100

cooperation and communication.
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Facilitating discussions about the 2 66.67 1 33.33 3 100
benefits of collaborative learning for

writing.

In Table 7, we analyze the scaffolding strategy of collaborative work. According to the results,
most teachers promote students' participation in collaborative tasks. Equivalent results were
shown using the formative indicator of facilitating discussions on the benefits of cooperative
learning for writing. In contrast, all teachers assign tasks that foster students’ cooperation and

communication.

Table 8

Questioning

Formative indicators Applied % Non- % Total %
Applied

Students participate by answering 2 66.67 1 33.33 3 100

guestions based on written texts.

Promoting  students’ use of 3 100 0 0 3 100

evidence or examples in

responses.

Adapting the difficulty of the 3 100 0 0 3 100

guestions to match students'

comprehension of a text.

Giving students time to think before 3 100 0 0 3 100

answering.

Asking open-ended questions, 3 100 0 0 3 100

promoting discussion and critical

thinking.

Questioning is a key strategy in the EFL classroom, as it has been observed to be highly used.
Its formative indicators include asking open-ended questions, encouraging discussion and
critical thinking, allowing students to reflect before answering, adjusting the difficulty of
guestions according to students' understanding of a text, and using evidence or examples in
answers. However, individually asking and answering questions based on written texts is not

an easy task, due to the considerable number of students in public school classrooms. Indeed,
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it is almost impossible for all of them to participate by answering questions during these writing

activities.

Table 9

Feedback

Formative indicators Applied % Non- % Total %
Applied

Providing specific feedback on 2 66.67 1 33.33 3 100

students' writing progress.

Identifying students’ writing 2 66.67 1 33.33 3 100

strengths and weaknesses to

enhance improvement.

Employing diverse feedback 2 66.67 1 33.33 3 100

methods, including writing

comments, praising verbally, and

evaluating peers

Encouraging self-assessment and 3 100 0 0 3 100

reflection among students.
Monitoring students' writing 3 100 0 0 3 100
progress by using feedback.

Feedback is a tool that significantly contributes to the development of written skills; 66.67% of
teachers use three of the five formative indicators described in the table, which include 1)
providing specific feedback on students' writing progress; 2) identifying strengths and
weaknesses; and 3) employing various feedback methods such as written comments, verbal
praise, and peer evaluation. However, these indicators are not fully applied in the classroom
due to time constraints during each class session. Conversely, self-assessment and reflection
among students are highly encouraged as well as continuous monitoring due to their flexibility

and adaptability in the classroom.
Table 10

Teacher modeling

Formative indicators Applied % Non- % Total %

Applied
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Modeling proper grammar structures 2 66.67 1 33.33 3 100
for the writing process.

Encouraging the application of new 3 100 0 0 3 100
concepts.

Applying various writing styles (e.g., 0 0 3 100 3 100

narrative, descriptive, etc.) that
students follow as a model.
Breaking down complex concepts in 1 33.33 2 66.67 3 100

writing.

Table 10 shows some discrepancies regarding teaching modelling. On the one hand, it was
evidenced that teachers encourage the application of new concepts comprehensively.
However, not all of them use the modeling of appropriate grammatical structures for writing,
suggesting that this strategy still needs to be fully implemented in the EFL classroom.

On the other hand, the breakdown of complex concepts in writing was applied by a single
teacher. Since it is implemented in a low proportion, it raises the possibility that students are
not receiving adequate attention and guidance to understand and address complex concepts
in their writing. Finally, there is a lack of teacher's explanation of various writing styles (e.qg.,
narrative, descriptive, etc.) which could result in this limitation in exposure that may influence
the diversity and quality of students' writing, as they are not being exposed to different styles

and forms of writing that could enrich their literary writing skills.
Table 11

Using verbal prompts

Formative indicators Applied % Non- % Total %
Applied
Encouraging open-ended 2 66.67 1 33.33 3 100

guestioning to prompt student

thinking and discussion during a

collaborative writing task.

Supporting and clarifying as needed 3 100 0 0 3 100
based on student responses.
Demonstrating the use of new 2 66.67 1 33.33 3 100

vocabulary in writing through verbal

prompts.
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The data presented indicates the effectiveness of using verbal prompts during writing skill
development. Encouraging open-ended questions to stimulate student thinking and discussion
demonstrates a prominent level of implementation (66.67%), as does demonstrating the use
of new vocabulary in writing through verbal prompts. These results indicate a general
application of these instructional strategies, with some variation in implementation among the
teachers surveyed, suggesting that although most teachers use these techniques, there is still
a minority who do not. Finally, support and clarification based on student responses showed
a full implementation rate (100%), reflecting the effectiveness and success of the instructional

approach employed.
Data from private school

The results presented in these tables are based on the data collected during classroom

observations in private schools.
Table 12

Rhetorical strategy

Formative indicators Applied % Non- % Total %

Applied

Stating specific learning goals at 3 100 0 0 3 100
the beginning of the class.

Encouraging students to analyze 2 66.67 1 33.33 3 100
and evaluate ideas during class

discussions.

Utilizing visual aids such as slides 3 100 0 0 3 100
or diagrams to support

explanations.

Connecting lesson content to real- 2 66.67 1 33.33 3 100
life situations.

Using persuasive language to 0 0 3 100 3 100
emphasize key points.

Incorporating appropriate humor to 3 100 0 0 3 100
create a positive and engaging

learning environment.
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The implementation of rhetorical scaffolding for improving writing skills was assessed across
various indicators. Specific learning goals were consistently stated at the beginning of classes;
in the same way, appropriate humor was employed by all teachers. Also, visual aids, such as
slides or diagrams, supported the explanations, indicating a 100% implementation rate in
these aspects. This shows a high utilization rate because the private high school analyzed in
this study has many technological tools that facilitate using these aids, especially Canva
slides.

Regarding in-class discussions and connecting lesson content to real-life situations, 66.67%
of instructors encouraged students to analyze and evaluate ideas and make connections.
There were moments during the class when the teacher wanted students to discuss, but they
did not participate. Finally, none of the instructors used persuasive language to emphasize
key points. The language used during the classes was simple but did not persuade students

to perform better writing.
Table 13

Prior knowledge

Formative indicators Applied % Non- % Total %
Applied

Connecting new concepts with 2 66.67 1 33.33 3 100

previously learned material

Asking students to provide relevant 2 66.67 1 33.33 3 100

information from previous classes.

Using familiar examples to introduce 3 100 0 0 3 100
new vocabulary in English.

Encouraging the use of previously 3 100 0 0 3 100
learned  grammar rules and

vocabulary in their written texts.

Using students' prior knowledge to 3 100 0 0 3 100

solve language-related problems.

Concerning prior knowledge, most teachers effectively encouraged students to connect new
concepts with previously learned material to provide relevant information from previous
classes. Additionally, all teachers effectively used students' prior knowledge to insert familiar

examples when needed to introduce new English vocabulary. Moreover, the instructors

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA a9

encouraged students to apply previously learned vocabulary and especially use grammar
rules in their written production. They also fostered the solving of language-related problems.

Table 14

Contextual scaffolding

Formative indicators Applied % Non- % Total %
Applied

Effectively integrating technology to 3 100 0 0 3 100

enhance the writing experience.

Facilitating students' ability to apply 2 66.67 1 33.33 3 100

independently learned concepts in

different contexts or settings.

Employing various teaching 0 0 3 100 3 100

strategies to adapt to students'

writing preferences.

Providing instructional aids such as 1 33.33 2 66.67 3 100
charts, maps, and  graphic

organizers to write about specific

topics.

Encouraging students to relateO 0 3 100 3 100
abstract concepts to real-world

examples or experiences through

writing.

Table 14 presents various formative indicators of contextual scaffolding for enhancing writing
skills. Firstly, and most importantly, contrary to what was observed in the public institution, all
teachers effectively integrated technology to enhance the writing experience, demonstrating
a comprehensive application of available resources. However, despite the great amount of
technology, none of the educators employed teaching strategies to adapt to students' writing
preferences nor encouraged them to relate abstract concepts to real-world examples or
experiences through writing, highlighting a notable gap in these practices. Additionally, only
33.33% of teachers provided instructional aids, such as charts, maps, and graphic organizers,
indicating potential room for improvement. According to these results, while certain strategies,

like technology integration, were effectively implemented, others showed less utilization,
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underscoring the importance of employing a variety of contextual scaffolding techniques to
support students' writing development.

Table 15

Language development

Formative indicators Applied % Non- % Total %
Applied

Introducing unfamiliar words and 2 66.67 1 33.33 3 100

encouraging students to use them in

sentences.

Providing clear instructions and 3 100 0 0 3 100

explanations for a written task.

Using visual aids, such as graphics 3 100 0 0 3 100
or pictures, to support written

language development.

Having students demonstrate the 0 0 3 100 3 100
correct pronunciation of words

during the reading of a written text.

N

Giving constant feedback to 66.67 1 33.33 3 100
students when they use written

language.

Regarding language development, various strategies were assessed through the formative
indicators contained in the table. Most teachers introduced unfamiliar words to encourage their
use in sentences and gave constant feedback when students used written language. There
were instances where feedback was not consistently provided (feedback will be discussed in
more detail later in this chapter in Table 19). Clear instructions, explanations, and visual aids,
such as graphics or pictures for written tasks, were consistently provided by all teachers
(100%), ensuring comprehension and clarity to support written language development,
enhancing understanding and engagement. We can infer that this is because the private
institution has a variety of technological resources that are used for showing material.
However, none of the teachers had students demonstrate the correct pronunciation of words

while reading a written text, representing a missed opportunity for language development.

Table 16
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Formative indicators

Applied

%

Applied

%

%

Communicating learning objectives
to students at the beginning of a
writing lesson.

Ensuring learning objectives are
prominently displayed in the
classroom to accomplish writing
goals.

Regularly referring to the learning
objectives during instruction to keep
students focused and on track in
their writing.

Adjusting instruction or pacing as
needed to ensure alignment with
established writing objectives.
Relating how each activity in the
writing task aligns with overall

learning objectives.

3

100

66.67

66.67

100

100

0

1

1

33.33

33.33

100

100

100

100

100

In the process of setting the direction of a writing lesson, three formative indicators showed

100% of its application. First, learning objectives were clearly communicated to students at

the beginning of writing lessons, ensuring clarity and focus on their tasks. Second, teachers

demonstrated the ability to adjust instruction or pacing as needed to ensure alignment with

established writing objectives, highlighting flexibility and responsiveness to students' needs.

Furthermore, all teachers successfully related how each activity in the writing task aligned with

overall learning objectives, fostering understanding of the purpose behind writing activities.

However, most instructors ensured that learning objectives were prominently displayed in the

classroom. Additionally, although most teachers regularly referred to learning objectives

during instruction to keep students focused, there were instances where this practice was not

consistently applied.

Table 17

Explaining and clarifying assignments

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA 0

Formative indicators Applied % Non- % Total %

Applied

Explaining the main objectives of 3 100 0 0 3 100
written assignments.

Explaining the homework 2 66.67 1 33.33 3 100
instructions to students.

Providing examples to illustrate key 3 100 0 0 3 100
concepts in the written assignment.

Allowing students to ask questions 3 100 0 0 3 100
to clarify the written task.

Motivating students to participate in 3 100 0 0 3 100
discussions related to the topic of

the written assignment.

Checking understanding by asking 3 100 0 0 3 100
students about the task

instructions.

Providing guidelines for students to 2 66.67 1 33.33 3 100
develop written assignments

independently.

In the process of explaining and clarifying writing assignments, five formative indicators
showed 100% effectiveness. All teachers effectively communicated the main objectives of
written assignments, ensuring that students understood the purpose and expectations of the
task. Additionally, they provided examples to illustrate key concepts in the written assignment,
aiding students' understanding and comprehension. Also, they allowed learners to ask
guestions to clarify the written task, promoting clarity and understanding throughout this
process. In the same way, they successfully motivated students to participate in discussions
related to the topic of the written assignment, fostering engagement while checking
understanding by asking pupils about the task instructions, ensuring clarity and
comprehension. However, teachers did not fully apply these two formative indicators. First,
homework instructions were not consistently given to students; in some cases, the teachers
asked students to develop book activities, but they did not explain what to do in each exercise.
Similarly, while most teachers provided guidelines for independent development of the written

assignment, there were occasions where this practice was not consistently applied.

Table 18
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Learning cooperatively
Formative indicators Applied % % Total %

Applied
Promoting student engagement in 0 0 3 100 3 100
collaborative tasks.
Assigning tasks promoting student 0 0 3 100 3 100
cooperation and communication.
Facilitating discussions about the 0 0 3 100 3 100

benefits of collaborative learning for

writing.

Table 18 shows that none of the formative indicators were applied in the classroom. It was

observed that teachers did not promote student engagement in collaborative tasks, indicating

a missed opportunity to foster cooperative learning environments. Furthermore, none of the

instructors assigned tasks promoting student cooperation and communication, highlighting a

gap in applying cooperative learning activities. Moreover, teachers never facilitated

discussions about the benefits of collaborative learning for writing, representing a need for

more emphasis on the advantages of cooperative approaches in the writing process. Overall,

the findings suggest a significant absence of cooperative learning strategies in the assessed

teaching practices.

Table 19

Questioning

Formative indicators Applied % % Total %
Applied

Students participate by answering 2 66.67 1 33.33 3 100

guestions based on written texts.

Promoting students' use of evidence 3 100 0 0 3 100

or examples in responses.

Adapting the difficulty of the 3 100 0 0 3 100

questions to match students'

comprehension of a text.

Giving students time to think before 3 100 0 0 3 100

answering.
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Asking open-ended questions, 2 66.67 1 33.33 3 100
promoting discussion and critical
thinking.

Regarding questioning, two formative indicators were evidently applied. Most teachers asked
open-ended questions, and even though students participated by answering questions based
on texts, there were situations where participation could have been improved. However, three
formative indicators were fully applied (100%). All teachers effectively promoted students' use
of evidence or examples in responses, fostering critical thinking and analytical skills.
Additionally, they adeptly adapted question difficulty to match students' comprehension levels.
Ensuring appropriate challenge and engagement provided students with sufficient time to think
before answering, allowing learners thoughtful responses and deeper interaction with the

text.

Table 20

Feedback

Formative indicators Applied % Non- % Total %
Applied

Providing specific feedback on 1 33.33 2 66.67 3 100

students' writing progress.

Identifying students’ writing 1 33.33 2 66.67 3 100

strengths and weaknesses to

enhance improvement.

Employing diverse feedback 1 33.33 2 66.67 3 100

methods, including writing

comments, praising verbally, and

evaluating peers

Encouraging self-assessment and 3 100 0 0 3 100

reflection among students.
Monitoring students' writing 0 0 3 100 3 100

progress by using feedback.

Concerning feedback, several indicators were considered to gauge their effectiveness. There
was a notable absence for monitoring students' writing progress through feedback, suggesting

a need for more comprehensive assessment practices. In addition, efforts made to provide
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feedback on students' writing progress to identify their strengths and weaknesses were
applied in 33,33%. In an equivalent manner, various feedback methods were employed, but it
was observed that teachers still need to prioritize diverse approaches. Despite the previously
mentioned, all instructors effectively encouraged self-assessment and reflection among

students, promoting autonomy and learning ownership.
Table 21

Teacher modeling

Formative indicators Applied % Non- % Total %
Applied

Modeling proper grammar 3 100 0 0 3 100

structures for the writing process.

Encouraging the application of new 3 100 0 0 3 100

concepts.

Applying various writing styles (e.g., 0 0 3 100 3 100

narrative, descriptive, etc.), that
students follow as a model.
Breaking down complex concepts in 1 33.33 2 66.67 3 100

writing

In evaluating teacher modeling strategies, several formative indicators were examined to
assess their effectiveness. Two of them showed 100% of application. Each educator modeled
proper grammar structures for the writing process, providing students with clear examples to
emulate and consistently encourage the application of learned concepts. These aspects
reinforce the relevance and importance of grammar structures in writing tasks. Moreover, while
efforts were made to break down complex concepts in writing, there were opportunities for
improvement by providing clear explanations and scaffolding. On the contrary, there was a
notable omission of demonstrating various writing styles (0%), such as narrative or descriptive,
which could serve as valuable models for students. Overall, while certain aspects of teacher
modeling were appropriately implemented, such as grammar instruction and concept
application, other formative indicators were barely used, particularly those concerning learners
demonstrating diverse writing styles and simplifying complex concepts for their

understanding.

Table 22
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Using verbal prompts
Formative indicators Applied % Non- % Total %

Applied

Encouraging open-ended 2 66.67 1 33.33 3 100
guestioning to prompt student
thinking and discussion during a
collaborative writing task.
Supporting and clarifying as needed 3 100 0 0 3 100
based on student responses.
Demonstrating the use of new 2 66.67 1 33.33 3 100

vocabulary in writing through verbal
prompts.

In assessing the use of verbal prompts, three formative indicators were considered to evaluate

their effectiveness. Two of them showed 66.67% of applications. While most teachers

encouraged open-ended questioning to prompt student thinking and discussion during

collaborative writing tasks, there were cases where this practice could have been further

emphasized. In the same way, demonstrating the use of new vocabulary in writing through

verbal prompts showed a need for more intentional vocabulary instruction. However, all

instructors effectively supported and clarified learners’ doubts based on students’ own

responses, ensuring understanding and engagement in the writing process.
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Quantitative Data
Results from the public setting

The results displayed in these graphs are based on the data collected from the surveys
completed by the public-school teachers who voluntarily participated in this study.

Figure 1

Rhetorical strategy

B Always [l Usually Sometimes

| provide specific learning goals at the beginning of the class

| use visual aids such as slides or diagrams to support
explanations

| connect lesson content to real-life situations

| use persuasive language to emphasize key points

| use appropriate humor to create a positive and engaging
learning environment

Figure 1 shows that teachers consistently set specific learning objectives at the beginning of
their classes. Furthermore, they usually apply visual aids such as slides or diagrams to support
their explanations, which helps to clarify complex concepts. In addition, teachers consciously
connect lesson content to real-life situations, making the material more relevant and engaging.
Additionally, all the participants mentioned that they use appropriate humor to create a positive
and engaging learning environment.

Figure 2

Prior knowledge
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B Aways [l Usually Sometimes

| connect new concepts with previously learned material

| suggest students to use previously learned grammar rules
in their written texts

Students should use previously learned vocabulary in their
written texts

Figure 2 refers to the integration of prior knowledge into the writing process. Most teachers
indicated that they always connect new concepts with previously learned material. Conversely,
all teachers indicated that they usually apply previously learned grammatical rules to enhance
the writing experience. In addition, the survey highlighted different perspectives regarding the
last formative indicator. That is, while most teachers mentioned that they usually encourage
the application of previously learned vocabulary in written texts, only one teacher indicated

that she always does so.
Figure 3

Contextual scaffolding

B Aways [l Usually Sometimes [l Rarely

| effectively integrate technology to enhance the writing
experience

| provide instructional aids such as charts, maps, and
graphic organizers to write about specific topics

| encourage students to relate abstract concepts to
real-world examples or experiences through writing

o
-
N
w

Figure 3 indicates that most teachers occasionally use technology to enrich the writing
experience and provide didactic resources such as charts, maps, and graphic organizers to
address specific topics in context. Nevertheless, only a minority mentioned that students are
usually encouraged to relate abstract concepts to real-world examples or experiences through
writing. In contrast, most of the respondents indicated that their students are sometimes or
rarely willing to do this relation.

Figure 4
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Language development

B Aways [l Usually Sometimes

l'introduce new words and encourage students to use them
in sentences

| provide clear instructions and explanations for a written
task

| use visual aids, such as graphics or pictures, to support
written language development

o
=y
[N}
w

Figure 4 illustrates that, when examining language development techniques, teachers
generally introduce new words and encourage students to use them in their sentences.
Similarly, they usually provide clear instructions and explanations for written assignments.
However, when it comes to supporting written language development with visual aids such as
graphics or pictures, teachers' responses vary as they affirm that they sometimes use this

strategy.
Figure 5

Setting the direction of the lesson

B Always [l Usually Sometimes

| communicate learning objectives to students at the
beginning of a writing lesson

| am able to relate each activity in the writing task with
overall learning objectives

Figure 5 evidences different practices regarding lesson direction. For instance, at the
beginning of a writing lesson, teachers agree that they usually establish learning objectives.
However, their responses vary in relation to their own abilities to connect learning objectives

and writing activities as seen in the graph.
Figure 6

Explaining and clarifying assignments
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B Aways [l Usually Sometimes

| clearly explain the main objectives of written assignments
| provide examples to illustrate key concepts in the written assignment
| allow students to ask questions to clarify the written task

| check understanding by asking students about the task instructions

| provide guidelines for students to develop the written assignment
independently

o
-
N
w

Figure 6 synthesizes teachers’ perceptions regarding five formative indicators for
assignments. Concerning explanation and clarification, only one educator reported that she
usually gives straightforward explanations about the main objectives of written assignments,
while the other teachers mentioned that they sometimes do so. With regards to providing
examples to illustrate key concepts, most teachers mentioned that they usually or constantly
align concepts with appropriate examples. Regarding clarification through questions and
checking for understanding, most respondents mentioned that they apply these strategies on
a regular basis. Similarly, guiding independent task development shows a constant application

in the classroom.
Figure 7

Learning cooperatively

B Always [l Usually

| assign tasks that require cooperation and communication between
students

| encourage my students to participate in collaborative activities or
tasks with their classmates

| facilitate discussions or reflections on the benefits of collaborative
learning for writing purposes.

o
-
IS}
w

Figure 7 suggests a deep commitment to foster collaboration among students. Most teachers
perceive themselves as constantly assigning tasks that require cooperation and
communication among students as well as encouraging students to participate in group
activities. In addition, most teachers stated that they facilitate discussions or reflections on the
benefits of cooperative learning for writing purposes.

Figure 8
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Questioning
B Aways [l Usually
| encourage my students to infer the answer by providing clues.

| adjust the level of questions based on my students' understanding of
a text.

| ask open-ended questions to promote discussion and critical
thinking based on the texts my students have written.

In Figure 8, all teachers indicated that they usually encourage students to infer answers by
providing contextual clues. However, when adjusting the level of questioning based on
students' understanding of a text or asking open-ended questions to promote critical thinking,
responses differed as illustrated in the graph.

Figure 9

Feedback
B Always
| give students specific feedback about their writing progress

| utilize various feedback methods in my teaching practice, including
written comments, verbal praise, or peer evaluation.

| use feedback to monitor my students' writing progress.

Figure 9 shows a consistent commitment to provide comprehensive feedback in the
classroom. Teachers consider that they always provide specific comments regarding students’
writing progress. Also, they use various feedback methods to monitor students' writing,
highlighting their dedication for improving student learning.

Figure 10

Teacher modeling
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B Aways [l Usually Sometimes

| provide examples of different writing styles (e.g., narrative,
descriptive, etc.) and ask students to follow these models

| model appropriate grammatical structures for my students' writing
process.

o
-
[*]
w

Figure 10 illustrates the results concerning teacher modeling for writing. When asked if they
provided examples for different writing styles, most teachers manifested that they sometimes
do so. Nevertheless, as the graph indicates, responses vary when modeling grammatical

structures.
Figure 11

Using verbal prompts

B Aways [l Usually Sometimes

| provide additional support or clarification based on students’
responses to verbal prompts.

My students demonstrate the use of new vocabulary in their writing
as a result of engaging in verbal prompts.

Figure 11 shows that most teachers use verbal prompts in the classroom. Most educators
indicated that they generally provide additional help or clarification based on learners'
responses to verbal prompts. However, as the graphic shows, there are variations in teachers'

answers concerning the use of new vocabulary in their writing.
Results from the private setting

The results displayed in these graphs are based on the data collected from the surveys
answered by the private school teachers.

Figure 12

Rhetorical strategy
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B Aways [ Usually Sometimes

| provide specific learning goals at the beginning of the class

| use visual aids such as slides or diagrams to support
explanations

| connect lesson content to real-life situations

| use persuasive language to emphasize key points

| use appropriate humor to create a positive and engaging
learning environment

Figure 12 evidences that all educators perceive themselves as having diverse ways of
incorporating suitable humor to create a positive and interactive learning atmosphere.
Furthermore, most teachers deliberately relate lesson content to real-world scenarios. Also,
teachers reported that they typically employ visual aids such as slides or diagrams to support
explanations. Only one teacher mentioned that she always establishes clear learning goals at

the beginning of her class.
Figure 13

Prior knowledge
B Aways [l Usually Sometimes
| connect new concepts with previously learned material

| suggest students to use previously learned grammar rules in
their written texts

Students should use previously learned vocabulary in their
written texts

Figure 13 addresses teachers’ perceptions regarding the incorporation of prior knowledge. It
can be observed that most teachers consistently link new concepts with previously acquired
information. In the same way, most teachers reported that they always apply previously
learned grammatical rules in students' writing. Finally, just one teacher affirmed that she
sometimes applies previously acquired vocabulary in written texts.

Figure 14

Contextual scaffolding
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B Aways [l Usually Sometimes

| effectively integrate technology to enhance the writing
experience

| provide instructional aids such as charts, maps, and graphic
organizers to write about specific topics

| encourage students to relate abstract concepts to real-world
examples or experiences through writing

In Figure 14, most teachers point out the occasional utilization of technology to enhance the
writing process while offering didactic resources like charts, maps, and graphic organizers.
Regarding the last formative indicator, just one teacher perceives herself as encouraging
students to connect abstract concepts with real-world examples or experiences through

writing.
Figure 15

Language development

B Aways [l Usually

| introduce new words and encourage students to use them
in sentences

| provide clear instructions and explanations for a written
task

| use visual aids, such as graphics or pictures, to support
written language development

Figure 15 illustrates that most teachers regularly apply different strategies for language
development. Two out of three educators mention that they always use visual aids, provide
clear instructions, and introduce new words to encourage their students towards language

development.
Figure 16

Setting the direction of the lesson
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B Aways [l Usually

| communicate learning objectives to students at the beginning of
a writing lesson

| am able to relate each activity in the writing task with overall
learning objectives

Figure 16 indicates that, in general, teachers set the direction of the writing lesson. Most of
the time, teachers communicate learning objectives to their students at the beginning of a

writing lesson.
Figure 17

Explaining and clarifying assignments

B Aways [ Usually

| clearly explain the main objectives of written assignments

| provide examples to illustrate key concepts in the written
assignment

| allow students to ask questions to clarify the written task

| check understanding by asking students about the task
instructions

| provide guidelines for students to develop the written assignment
independently

Figure 17 shows participants' perceptions regarding the explanation and clarification of
assignments. Concerning the first two formative indicators, teachers stated that they regularly
provide guidelines and check students' understanding of written tasks. For the third indicator,
all participants mentioned that they allow students to ask questions to clarify the written task.
Finally, two instructors expressed they usually provide examples and explain the main
objectives of a written assignment.

Figure 18

Learning cooperatively
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B Aways [l Usually Sometimes

| assign tasks that require cooperation and communication
between students

| encourage my students to participate in collaborative activities or
tasks with their classmates

| facilitate discussions or reflections on the benefits of collaborative
learning for writing purposes.

Figure 18 shows different perceptions regarding learning cooperatively. Each teacher
performs the formative indicators differently. One teacher always facilitates discussions,
encourages collaborative activities, and assigns tasks that require cooperation while the

others indicate that they usually or sometimes employ them in the classroom.
Figure 19

Questioning
B Aways [l Usually
| encourage my students to infer the answer by providing clues.

| adjust the level of questions based on my students’
understanding of a text.

| ask open-ended questions to promote discussion and critical
thinking based on the texts my students have written.

Figure 19 illustrates teachers' perceptions about questioning. In this case, the three formative
indicators show identical results. Most teachers consider that they always ask open-ended
guestions to promote discussions and critical thinking based on students' written texts. In the
same way, most teachers typically adjust the level of question complexity according to
students' comprehension of a text. Lastly, most teachers prompt students to deduce answers
by offering hints.

Figure 20

Feedback

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA 57

B Aways [l Usually
| give students specific feedback about their writing progress

| utilize various feedback methods in my teaching practice, including
written comments, verbal praise, or peer evaluation.

| use feedback to monitor my students' writing progress.

Figure 20 evidences how teachers respond to the use of feedback in their classes. The graph
shows that just one teacher monitors her students' writing progress and offers specific
feedback on their writing advancement. On the other hand, two teachers usually employ these
formative indicators. Lastly, two of the three participants regard themselves as always using

diverse feedback techniques.
Figure 21

Teacher modeling

B Aways [l Usually Sometimes

| provide examples of different writing styles (e.g., narrative,
descriptive, etc.) and ask students to follow these models

| model appropriate grammatical structures for my students'
writing process.

o
-
[N}
w

Figure 21 shows the next scaffolding strategy which is teacher modeling. We used two
formative indicators to ask the participants about the implementation of this strategy in the
EFL classroom. Regarding modeling grammatical structures, two teachers indicated that they
always utilize this strategy. Providing examples of diverse writing styles shows different levels
of application.

Figure 22

Using verbal prompts
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B Aways [l Usually Sometimes

| provide additional support or clarification based on students'
responses to verbal prompts.

My students demonstrate the use of new vocabulary in their
writing as a result of engaging in verbal prompts.

Figure 22 shows participants' perceptions of their use of verbal prompts. Two of the three
instructors responded that they usually perceive that their students use new vocabulary after
they apply verbal prompts. For the second formative indicator, one teacher responded that
she sometimes provides additional support or clarification based on the responses that she

receives after the implementation of verbal prompts.
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Discussion

The analysis of scaffolding strategies in a public and a private high school setting has revealed
significant insights into the effectiveness and variability of teaching practices aimed at
improving EFL writing skills. The following section synthesizes what we consider the most
important findings, highlighting both similarities and differences in the application of specific
scaffolding strategies based on researchers’ observations during this study. Regarding the
first research question that aimed to determine teachers’ use of scaffolding strategies in public
and private institutions to develop writing skills in their students, the following discussion has
emerged.

First, one consistent strategy observed in both institutions is rhetorical scaffolding. Among the
formative indicators belonging to this strategy is the use of appropriate humor to create a
positive and engaging learning environment. This aligns with Wanzer et al.’s findings (2010),
which highlight the role of humor for reducing students’ anxiety and fostering a conducive
learning atmosphere. Despite the similar use of humor in both educational settings, a notable
divergence appears in the utilization of visual aids and technology in general. There is a
significant difference between the contexts analyzed; for example, the private institution
effectively integrates slides and diagrams to support explanations. In contrast, the public

school's lack of technological resources impedes the use of visual support.

Regarding contextual scaffolding, teachers in both institutions encourage the application of
learned concepts to real-life situations. Similarly, the study conducted by Herrington and Oliver
(2000) foregrounds that this practice enhances the retention of new information. In the same
way, both institutions demonstrate a robust connection between new concepts and prior
knowledge, frequently asking students to recall information from previous lessons and using
familiar examples to introduce new vocabulary. This practice is consistent with Vygotsky’s
(1978) theory of the Zone of Proximal Development, which emphasizes the importance of

building on existing knowledge.

Another important strategy observed was setting the direction of the lesson. We observed
teachers prominently displaying learning objectives and aligning activities with goals in both
institutions. These findings align with a study conducted by Marzano (2007) in which setting
the direction of the lesson helped students understand the purpose of their tasks and how they
fit into the general topic. However, it is worth mentioning that teachers in the private school
setting show better communication strategies as they establish and share learning objectives
at the beginning of lessons, providing students clear instructions, a practice less evident in the

public-school setting.
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A significant difference was observed in cooperative learning. The private school does not
apply strategies to promote student engagement in collaborative tasks or discussions that
include the benefits of this type of learning. In contrast, the public school emphasizes these
aspects, a practice that according to Johnson and Johnson (1999) has a positive impact in

cooperative learning.

Questioning techniques were similarly employed in both schools, engaging students with
guestions based on the content of written texts, allowing thinking time, and adapting question
difficulty to student comprehension. Therefore, it can be inferred that this approach is vital for
developing critical thinking and a deeper understanding in the classroom (Chin, 2007). Finally,
specific feedback on writing progress as well as identifying strengths and weaknesses were
observed. The private school shows greater consistency in monitoring writing progress and
employing diverse feedback methods. This systematic approach has been proven to be crucial

for continuous improvement in writing skills (Hattie & Timperley, 2007; Shute, 2008).

After analyzing the data collected through the surveys provided by the public and private
institution teachers, we have obtained a range of results regarding the application and use of
specific scaffolding strategies for developing writing skills. Hence, this section answers our
second research question which is related to the perceptions of EFL teachers regarding the

use of scaffolding strategies to develop writing skills.

Rhetorical scaffolding, as perceived by educators, is commonly used as a strategy for teaching
writing in both public and private EFL settings. The findings have revealed several key
similarities regarding this type of scaffolding and its indicators. Teachers in both institutions
perceived themselves as sharing the practice of setting specific learning objectives at the
beginning of the class, connecting lesson content to real-life situations and using persuasive
language to emphasize key points. On the other hand, there is a considerable difference
between two formative indicators. The first is the utilization of visual aids to support
explanations, which gained prominence in the private sector. At this point, it is pivotal to
mention that, as the information becomes more comprehensible to the students, they will
reduce their affective filter when they see a picture of what the teacher is talking about or the
keywords she is explaining (Singh et al., 2020). In other words, the way the student perceives
the teaching process will have a positive or negative impact on the quality of the information.
The second formative indicator of rhetorical scaffolding is humor. The appropriate use of
humor has been perceived as a strategy that is implemented more frequently in both
institutions, either on a regular or irregular basis. This may be because teachers hope to create

a positive atmosphere in the classroom and improve student participation. Humor as a
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pedagogical tool has a dual purpose; it can improve or be detrimental to the learning
environment in the classroom depending on how the teacher uses this rhetorical source
(Askildson, 2005).

Regarding prior knowledge, the results highlight a considerable difference between teachers'
perceptions in both institutions in relation to integrating new concepts with previous knowledge
and encouraging the use of vocabulary. Educators in the private setting perceive themselves
as using these two formative indicators, prior knowledge and vocabulary, at a higher scale,
while teachers in public schools state that the application of these indicators is less frequent;
however, as Utthavudhikorn and Soontornwipast (2024) have mentioned, prior knowledge
enhances students' memories of previous lessons and connects to the current topic. It is
notorious that not all teachers consider the frequent use of this strategy. On the other hand,
based on teachers' answers, there are similarities in integrating the use of previously
examined grammatical rules, as writing is a complex skill that requires much more than precise
grammar and vocabulary (Gabrielatos, 2002). That is why teachers at both institutions

perceive themselves as using this strategy more frequently.

In this study, we notice a considerable gap in the use of technology and its integration to EFL
settings as regarded from teachers' points of view. Although both institutions show a certain
level of technological integration, the frequency of its use is what varies in the results because,
in the private institution, each classroom is equipped with technological devices, while the
reality is different in the public institution. These results align with a study conducted in a public
school in Ecuador. The same problems were observed; for instance, many teachers
complained about having small classrooms for too many students and the lack of technological
resources such as projectors, screens and internet access (Sevy-Biloon et al., 2020). When
connecting abstract concepts with real-world examples, teachers in both institutions state they
often encourage their students to connect both, but in the private sector, teachers regard

themselves as always using this strategy, i.e., they have a more consistent perspective.

Concerning the application of clear instructions and the introduction of new vocabulary, the
institutions do not differ that much. With regard to visuals, teachers in the private institution
use visual aids more frequently. It is worth mentioning that visual aids can attract students'
attention and bring complex concepts closer to their environment (Tajeddin et al., 2020). A
possible reason why visual aids are not often used in public institutions is due to the lack of
educational resources, whether technological or infrastructural. Sevy-Biloon et al. (2020)
mentioned that many teachers consider the infrastructure available in public schools to be

inadequate; also, educators do not focus on what they have available but on what is not there.
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In terms of following the direction of the lesson, according to teachers' answers, there is not
any significant difference between public and private institutions. This may be because
teachers in both settings use it constantly because keeping the direction of the lesson

promotes and facilitates students' understanding. (Tajeddin et al., 2020).

With regard to explaining and clarifying tasks, it is noticeable that this strategy is used less
frequently in public institutions, a common problem in public schools in Ecuador. Due to the
number of students, teachers find it challenging to organize and manage their classrooms, as
it has been shown that having many students makes learning and teaching more difficult
(Sevy-Biloon et al., 2020).

Cooperative learning is a term known by teachers at both institutions. Based on their
responses, teachers at the public institution frequently use this strategy as compared to
teachers in the private institution. In 2020, Sevy-Biloon et al. mentioned that the organization
of students in pairs or groups largely determines their ability to communicate in foreign
languages. Creating a cooperative atmosphere in which students use feedback from their
classmates and take advantage of their strengths to compensate for their weaknesses

improves their ability to self-review their skills (Memari-Hanjani,2019).

Questioning is the next scaffolding strategy analyzed in this research study. Based on the
responses provided, teachers in private institutions use this strategy more frequently. One
reason could be that questioning techniques employed in English classes help students
participate more in classroom activities (Al-Zahrani and Al-Bargi, 2017). However, public
school teachers do not frequently apply this strategy due to different constraints that may
influence the teaching process, and one of the most common is the number of students in

each EFL classroom.

The results also indicate that there is hot much variation in teacher modeling as this strategy
is implemented in each EFL classroom. This aligns with Walqui’s (2006) assertion that the
objective of modeling is for students to understand the content and be able to modify the tasks
for their personal use. Therefore, one common purpose in both public and private settings is

to develop learners' autonomy.

Teachers at the private institution consider that they use verbal prompts more often due to
different factors influencing teacher-student interaction. As Luh (2020) mentioned, an effective
combination of verbal prompts and feedback will have a positive outcome in learners.
However, in private institutions, the use of feedback is not frequent, showing that although

teachers provide guidance during the learning process, they regularly evaluate students
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individually after a task. On the other hand, the teachers of the public institution showed that
they always use feedback. According to Utthavudhikorn and Soontornwipast (2024), students
feel comfortable answering questions, and they will trust that, even if they get the answers
wrong, educators will help them without judging them, thanks to praise and positive feedback
from their teachers, which may increase their confidence to take part in the learning process.

This statement may be one of the reasons why, in public institutions, this strategy is the widely
used.
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CHAPTER 5
Conclusions and Recommendations
Conclusions

Both public and private schools employ various scaffolding strategies to support EFL students.
The effectiveness and frequency of these strategies are significantly influenced by the
resources available and the level of institutional support. The findings suggest that it is
essential to address resource disparities to understand the implementation of scaffolding

strategies in public and private high schools.

Moreover, teachers face a variety of challenges. Teachers in public schools have to deal with
limited technological resources, making it harder to use visual aids to support the learning of
the target language. Another problem is the big number of students in each classroom which
prevents teachers from providing individualized feedback consistently. On the other hand,
teachers in private high schools benefit from better resources, allowing them to use visual aids
more frequently, communicate lesson objectives more clearly, and provide systematic
feedback more regularly. However, not everything is perfect in private institutions. Even with
more resources than the public setting, a lack of cooperative work is evident. Concerning the
use of questioning, a crucial strategy for developing critical thinking, its employment is similar
in both settings. However, public school teachers often struggle with implementing this

technique effectively due to classroom management challenges.

In conclusion, both public and private schools have effective scaffolding strategies as well as
disparities in resource availability and classroom management, factors that may significantly
influence the implementation and effectiveness of these strategies. Public school teachers
face considerable challenges that may impact their ability to fully utilize scaffolding techniques.
Addressing these challenges, especially in public schools, may improve the overall efficacy of
EFL teaching practices, ultimately improving students' writing skills. Despite these
complications, teachers remain committed to their students' success, continuously seeking

ways to improve their teaching practices to provide the best education possible.
Limitations and Recommendations

There were some limitations during the development of this descriptive study. First, there was
limited literature regarding scaffolding strategies to develop writing skills. Many articles
referred to scaffolding in general or the use of scaffolding in other areas unrelated to EFL

classrooms. In addition, for data collection, the public institution was found to have fewer

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA s

teachers in comparison to the private setting. Therefore, we had to reduce the number of
participants.

Although the present study provides insights into current practices and beliefs regarding
scaffolding strategies for improving writing skills, it is limited to a very small sample of public
and private high school contexts in Cuenca, Ecuador. Consequently, the findings cannot be
generalized or transferred to other educational settings, such as primary schools, universities,
or language institutes. Furthermore, relying only on observations and surveys may not fully
capture teachers' perceptions and knowledge about scaffolding. Therefore, future research is
necessary for a more comprehensive understanding of the use of scaffolding in EFL

classrooms to develop writing skills in the Ecuadorian context.
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Annexes

Annex A: Consentimiento Informado
Titulo del Estudio: Scaffolding Strategies in the EFL Classroom to Develop Writing Skills.

Investigadores: Martin Andrade y Priscila Valladares, Universidad de Cuenca, bajo la
direccién de la doctora Sandra Cabrera.

Propésito del Estudio: El propdésito de esta investigacion es identificar qué estrategias de
"scaffolding” utilizan los profesores de Inglés como Lengua Extranjera en instituciones

publicas y privadas para desarrollar habilidades de escritura en sus estudiantes.

Procedimiento: Como parte de este estudio, realizaremos encuestas y observaciones en
aulas, tanto en instituciones publicas como privadas para recopilar informacién sobre las
estrategias de andamiaje empleadas por los profesores para apoyar el desarrollo de
habilidades de escritura de los estudiantes. La participacién en las encuestas y observaciones
es voluntaria y anénima. Los participantes tienen la libertad de declinar su participaciéon o

retirarse en cualquier momento sin penalizacion.

Confidencialidad: Toda la informacion proporcionada por los participantes se mantendra
estrictamente confidencial. La identidad de los participantes serd anonimizada en cualquier
informe o publicacién de los hallazgos de la investigacién. Por lo tanto, ningun nombre de los

participantes o institucion sera revelado.

Participacién Voluntaria: La participacion en este estudio es completamente voluntaria. Los
participantes tienen el derecho de negarse a participar o retirarse del estudio en cualquier

momento Sin consecuencias.

Informacién de Contacto: Si tiene alguna pregunta o inquietud sobre el estudio, puede

ponerse en contacto con los investigadores:

- Martin Andrade: martin.andrade@ucuenca.edu.ec

- Priscila Valladares: priscila.valladaresp@ucuenca.edu.ec

- Sandra Cabera: sandra.cabreram09@ucuenca.edu.ec

Consentimiento: Al firmar a continuacion, reconozco que he leido y comprendido la
informacion proporcionada en este formulario de consentimiento. Acepto participar

voluntariamente en el estudio descrito anteriormente.
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Firma del Participante:

Firma de los Investigadores:

Priscila Valladares Martin Andrade

Gracias por su participacion. Su contribucion a este estudio es muy apreciada.
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Annex B: Questionnaire Questions
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PRIOR KNOWLEDGE *
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LANGUAGE DEVELOPMENT *
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EXPLAINING AMD CLARIFYING THE ASSIGMMENT ~
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LEARNING COOPERATIVELY *
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FEEDBACK *
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USING VERBAL PROMPTS ®
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Annex C: Classroom Observation Instrument

Scaffolding strategy

Formative Indicators

M

T

w

T

Yes/No

Yes/No

Yes/No

Yes/No

Yes/No

Observations

Rhetorical

It is a guided strategy that assists
students in mastering the rhetorical
conventions of English writing.

The teacher states specific
learning goals at the beginning
of the class.

Students are asked to analyze
and evaluate ideas during class
discussions.

Visual aids such as slides or
diagrams are used to support
explanations.

The teacher connects lesson
content to real-life situations.

The teacher uses persuasive
language to emphasize key
points.

The teacher uses appropriate
humor to create a positive and
engaging learning environment.

Prior knowledge

The teacher connects new
concepts with previously
learned material.
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It relates to the understanding and skills
that individuals already have before they
are faced with new learning experiences.

The teacher asks students to
provide relevant information
from previous classes

The teacher uses familiar
examples to introduce new
vocabulary in English.

The teacher mentions that
students should use the
previously learned grammar
rules in their written texts.

The teacher mentions that
students should use the
previously learned vocabulary
in their written texts.

The teacher uses students’
prior knowledge to solve
language-related problems.

Contextual scaffolding

Contextual scaffolding simplifies complex
concepts by providing supportive aids,
making learning more accessible and
understandable.

The teacher effectively
integrates technology to

enhance the writing experience.

Teachers facilitate students'
ability to independently apply
learned concepts in different
contexts or settings.

The teacher employs various
teaching strategies to adapt to
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the student's different writing
preferences.

The teacher provides
instructional aids such as
charts, maps, and graphic
organizers to write about
specific topics.

The teacher encourages
students to relate abstract
concepts to real-world
examples or experiences
through writing.

Language development

It refers to the gradual process through
which individuals acquire and improve
their language skills with the support and
guidance of more competent people or
peers.

The teacher introduces new
words and encourages students
to use them in sentences.

The teacher provides clear
instructions and explanations
for a written task.

The teacher uses visual aids,
such as graphics or pictures, to
support written language
development.

Students demonstrate the
correct pronunciation of words
during the reading of a written
text.
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The teacher gives constant
feedback to students when they
use written language.

Setting the direction of the lesson

It involves clearly communicating learning
objectives to students, ensuring they
understand what they need to achieve
during the lesson.

The teacher clearly
communicates learning
objectives to students at the
beginning of a writing lesson.

Learning objectives are
prominently displayed in the
classroom to accomplish writing
goals.

The teacher regularly refers
back to the learning objectives
during instruction to keep
students focused and on track
in their writing.

The teacher adjusts instruction
or pacing as needed to ensure
alignment with established
writing objectives.

Teachers are able to relate how
each activity in the writing task
with overall learning objectives.

Explaining and clarifying the
assignment

The teacher clearly explains the
main objectives of written
assigments.
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It consists of breaking the task into
manageable parts, providing clear
instructions and examples, offering
support and guidance when needed, and
gradually reducing this support as
learners develop their comprehension and
abilities.

Teachers explain the homework
instructions to his/her students

The teacher provides examples
to illustrate key concepts in the
written assignment.

The teacher allows students to
ask questions to clarify the
written task.

Teacher motivates to students
to participate in discussions
related to the topic of the
written assignment.

The teacher checks
understanding by asking
students about the task
instructions.

The teacher provides guidelines
for Students to develop the
written assignment
independently.

Learning cooperatively

This approach emphasizes mutual
support, shared responsibility, and
collective learning, fostering deeper

The teacher encourages
students to actively participate
in collaborative activities or
tasks with their classmates.

The teacher assigns tasks that
require cooperation and
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understanding through social interaction
and peer-to-peer teaching.

communication among
students.

The teacher facilitates
discussions or reflections on
the benefits of collaborative
learning for writing purposes.

Questioning

It involves the use of questions to support
students' learning, gradually increasing
the complexity of the questions to help
them build on their existing knowledge
and skills.

Students actively participate by
answering questions based on
written texts.

The teacher encourages
students to provide evidence or
examples when answering
guestions.

The teacher adjusts the level of
guestions based on the
students' understanding of a
text.

The teacher provides an
appropriate time after asking a
guestion to allow students to
think carefully before
responding.

The teacher consistently asks
open-ended questions to
promote discussion and critical
thinking based on the texts that
students have written.
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Feedback

Involves providing students with regular
input to help them monitor their progress
and improve their learning outcomes.

The teacher provides students
with specific feedback on their
writing progress.

The teacher tries to identify
students writing strengths and
weaknesses to enhance
improvement

The teacher uses a variety of
feedback methods, such as
written comments, verbal
praise, or peer evaluation.

The teacher encourages self-
assessment and reflection
among students

The teacher actively uses
feedback to monitor students'
writing progress

Teacher modeling

It consists of educators demonstrating a
skill or concept while providing support
and guidance to learners as they
gradually develop their comprehension
and proficiency in the written task.

The teacher constantly models
proper grammar structures for
the writing process.

The teacher encourages
students to apply the different
concepts they have learned

Teacher gives examples of
different writing styles (e.g.,
narrative, descriptive, etc) and

Martin Ismael Andrade Tacuri - Priscila Alexandra Valladares Pugo



UCUENCA

89

asks students to follow this
model

Teacher provides a step-by-
step breakdown of complex
concepts during the writing
process.

Using verbal prompts

It involves guiding students with questions
to help them grasp fundamental concepts,
promoting critical thinking instead of
giving direct answers.

The teacher encourages open-
ended questioning to prompt
student thinking and discussion
during a collaborative writing
task.

The teacher provides additional
support or clarification as
needed based on student
responses to verbal prompts.

Students demonstrate the use
of new vocabulary in their
writing as a result of engaging
with verbal prompts.
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Annex D: Permisos en las Instituciones Educativas
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