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Abstract. Human interaction and support are key to students’ learning. 
In English as a second language (ESL) settings, peer scaffolding reinforces 
the traditional teacher–learner interaction. A lack of peer interaction 
among students, which is also a product of the COVID-19 pandemic, has 
resulted in young learners becoming overly reliant on teachers. This 
concern is a factor in hindering learners’ writing development. Inspired 
by the sociocultural perspective, this study employed a qualitative 
research design to explore the types of scaffolding behaviors among 
young learners. The analysis is based on the Taxonomy of Language 
Functions and what triggers these behaviors among primary ESL learners 
during classroom writing tasks. Data from 10 recordings of audiovisual 
materials and interviews were collected from 30 Year 6 primary school 
students and were analyzed using thematic analysis. The data analysis 
showed that scaffolding behaviors occurred continuously throughout 
each writing stage. The findings revealed that the preferred scaffolding 
behavior among learners was questioning. Eliciting questions was the 
most frequent type of inquiry that was applied during peer scaffolding. 
Results highlight the triggering factors that influenced scaffolding 
behaviors, which were learners’ level of competency, personalities, and 
accessibility to L1. This approach can be used as an alternate strategy for 
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teaching writing because of its substantial impact on the writing ability of 
ESL students. The findings would provide a clear direction for ESL 
practitioners and learners to acknowledge the significance of learners’ 
behaviors and factors during peer scaffolding in assisting their 
development in writing attainment. 

  
Keywords: sociocultural theory; peer scaffolding; ESL writing; 
scaffolding factors; scaffolding behaviors 

 
 

1. Introduction 
Writing is regarded as crucial in the study of a second language (Veramuthu & 
Shah, 2020). Writing is one of the language skills that play a crucial role in the 
language development of learners of English as a second language (ESL) or 
English as a foreign language (EFL). Moreover, every young learner should 
master the basics of good writing skills (Lim & Tan, 2022). However, over the 
years, studies focusing on learners’ writing skills in the English language have 
shown that their writing performances are still below expectations, particularly in 
the Malaysian ESL context. Malaysian students, in general, do not perform well 
in English language exams, particularly in the writing section (Azman, 2016; Xin-
Li et al., 2022). Writing is seen as a cooperative effort rather than a solitary 
accomplishment (Gholami Pasand & Tahriri, 2017). Unfortunately, several 
concerns have arisen regarding students’ writing development, despite the 
numerous approaches and strategies implemented by teachers in the ESL writing 
classroom. One of the difficulties students encounter while writing is that they 
lack certain abilities, including the use of grammar, syntax, punctuation, 
capitalization, and spelling, which are connected with the mechanics of writing 
(Ramasamy & Aziz, 2018; Idris et al., 2020). According to Selvaraj and Aziz (2019), 
demotivation toward writing assignments is a prevalent problem that students – 
particularly those with poor skill levels – have to face. Another issue that has 
become a subject of concern for researchers is students’ attitudes toward being 
overly dependent on their teachers when completing their writing tasks. 
Dependence in teacher–child relationships could suggest a child’s incapacity to 
use the instructor as a safe platform for autonomous inquiry. Thus, learners who 
tend to rely heavily on their teachers could have fewer opportunities to connect 
and engage with their peers, eventually losing out on opportunities to socialize 
and learn basic social skills. If the dependency between teachers and students is 
not resolved, then it will most certainly disrupt students’ learning.  
 
One strategy teachers use to help students accomplish their writing tasks is peer 
scaffolding. Many studies have explored aspects of learners’ written attainment, 
internal and external factors affecting their writing and the interventions 
implemented to address concerns related to writing. Researchers have often 
looked at various strategies for teaching writing, including the practice of peer 
scaffolding, but they have not always sufficiently explored the learners’ roles and 
the triggers behind their roles during peer interaction, especially primary school 
students. Hence, this study strives to explore the behaviors of primary pupils in 
peer scaffolding during writing, as well as the pattern of their behaviors, so that 
this pedagogical practice can act as an alternative for teacher-pupil scaffolding 
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which will benefit learners’ writing development. The study also focuses on the 
possible triggering factors which can influence their behaviors in peer scaffolding. 
Scaffolding is a “process that enables a child or novice to solve a problem, carry 
out a task or achieve a goal which would be beyond his unassisted efforts” (Wood, 
Bruner & Ross, 1976, p. 90). Peer scaffolding, which theoretically originated from 
the sociocultural theory of mind by Vygotsky (1978), implies that second language 
learners who are scaffolded and assisted in their Zone of Proximal Development 
(ZPD) are more likely to develop competencies in the target language. The concept 
of Vygotsky’s sociocultural theory that scaffolding is the support offered in the 
ZPD, which is the gap between what a learner can achieve independently and 
what he or she can do with the help of a more competent person, was extended 
by van de Pol, Mercer, and Volman (2019). Shin et al. (2020) highlighted numerous 
types of peer scaffolding: hinting, demonstrating, explaining, confirming, 
procedural assistance, providing feedback, posting, and clarifying. Furthermore, 
Dong and Liu (2020) identified several variables that affect the way in which 
students interact in group activities, including grouping arrangements, 
conversation issues, and English language proficiency. Previous research related 
to peer scaffolding has discovered that scaffolding is also known as peer 
collaboration and has a positive impact on students’ writing (Sari et al., 2018). 
 
The current study examines the type of scaffolding behaviors portrayed by 
students in peer scaffolding, ascertains the preferred scaffolding behavior 
adopted by students during writing tasks and explores how peer scaffolding 
behaviors are triggered among students. To achieve these goals, the following 
research questions were proposed: 
1. What are the types of scaffolding behaviors portrayed by students in peer 

scaffolding during writing tasks? 
2. What is the preferred scaffolding behavior adopted by students during 

writing tasks? 
3. How are peer scaffolding behaviors triggered among students during writing 

tasks? 
 

2. Literature Review 
2.1. Theoretical Perspective of The Teaching of Writing 
The theories outlined by previous researchers have inspired educators and 
contributed to the variety of pedagogical approaches employed by ESL 
practitioners. There are several theories related to the teaching of writing, as 
outlined by Hodges (2017). The four theories include the Cognitive Process theory 
of writing, Sociocultural theory of writing and Social Cognitive theory and self-
efficacy in writing. In Cognitive Process theory, students are engaged in lots of 
mental activities because writing is apparently a thinking process. The theory, 
which Flower and Hayes (1981) developed after examining students’ work, 
placed an emphasis on the cognitive activities in writing and laid the groundwork 
for a future study that would investigate the writing thought processes in greater 
detail.  The next theory of teaching writing is Social Cognitive theory and self-
efficacy, which originated from Bandura (1993). In contrast to cognitive processes, 
Bandura prioritized the affective and social aspects of motivation among the 
learners in supporting their writing. Self-efficacy is writers' belief in their own 
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ability to finish a particular writing project and to overcome any obstacles. 
Additionally, Cooper (1986) established an ecological theory of writing, which is 
defined as a writing ecology that extends far beyond the authors and their 
immediate environment. The students communicate with one another to 
construct systems that control and are controlled by other students' writing in 
their own settings. This study puts a great emphasis on the next theory regarding 
the teaching of writing, which is the Sociocultural theory by Vygotsky (1978). In 
other words, it explains how social processes such as active learning shape human 
intelligence and how society influences both. A more detailed description of the 
theory that underpins this study is provided below. 
 
2.2. The Practice of Peer Scaffolding 
In an effort to answer the research questions, the study adapted Vygotsky’s (1978) 
peer scaffolding theory, which states that students’ learning occurs when they are 
entangled in the situational context around them, and interact, communicate, and 
collaborate with one another, collectively contributing to building individual 
knowledge (Hanjani, 2019). 
 

 
Figure 1. Zone of proximal development 

 
Vygotsky (1978) established the concept of the Zone of Proximal Development 
(ZPD) as illustrated in Figure 1, which speaks to the distinction between the level 
of growth currently achieved through individual problem-solving and the level 
of development that will be achieved through problem-solving under adult 
supervision or in collaboration with a more experienced peer. The underlying 
framework of Vygotsky was then applied to academic settings. This study 
determines the roles of the expert and novice, and examines the exchanges 
between these during their interaction. With the use of scaffolding, novices are 
assisted by experts in the form of instructors, parents, other advisors, or even 
friends. This brief yet crucial component of collaborative interaction is called 
scaffolding (Saienko & Nazarenko, 2021). The term "scaffolding" describes the 
supporting strategies employed by the more proficient partner in tandem with the 
less proficient learner to assist the L2 learner in advancing to a higher level of 
linguistic competency. Nevertheless, scaffolding isn't merely one-way assistance 
from an expert to a novice; it can also transpire between novices, including both 
learners performing as experts and simultaneously and continuously helping 
each other through speech exchanges. Previous studies have generally focused on 
peer scaffolding among secondary school students (Maksić & Jošić, 2021) and 
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undergraduates in the tertiary level of education (To & Panadero, 2019). 
Furthermore, past studies by researchers such as Chen and Law (2016) and Wu, 
Petit, and Chen (2015) have also revealed the downside of peer scaffolding or peer 
feedback, including the student’s propensity to emphasize local concerns of texts 
such as failing to consider global issues in writing, lack of comments towards their 
peers’ written work, and feelings of doubt and discomfort when giving feedback. 
 

3. Methodology 
3.1. Research Design 
This study employs a qualitative case study design in order to investigate the 
scaffolding behaviors portrayed by students throughout peer scaffolding during 
descriptive writing, students’ preferred scaffolding behavior, and factors 
influencing their scaffolding behaviors. Instrumental case study is applied to fully 
comprehend a case, such as an occurrence of an incident, behavior, or procedure 
(Creswell & Creswell, 2018). In this case study, participants were asked about 
their preferred scaffolding behavior and the factors contributing to it, as well as 
behavioral patterns that emerged during group interactions.  
 

 
Figure 2. Flow chart of the research methodology 

 
3.2. Participants 
The study was carried out at five primary schools in Sarawak. The schools are 
situated in both rural and urban areas; two schools are located in the urban area, 
whereas three schools are located in the rural area around Sarawak. The target 
participants were selected through purposive sampling that included 
snowballing methods to recruit a heterogeneous group of participants with mixed 
language abilities and proficiencies. The participants of this study are 30 students 
from Year 6 (15 females and 15 males). Their English language proficiencies range 
from low to moderate and high levels. Participants were informed of the 
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objectives of the study, and that their participation was voluntary; all gave their 
consent to take part in the study. 
 
3.3. Instrument of Data Collection 
The instrument of written worksheets was designed based on the topics in the 
recent syllabus from the new Academy Stars Textbook for Year 6, which was Unit 
2 In the Past (see Appendix 1). Academy Stars Textbook refers to the textbook-
based lessons designed by the Ministry of Education and starts from the Welcome 
Unit to Unit 10. Besides, the textbook covers sufficient material for four language 
skills (Reading, Writing, Listening, and Speaking) as well as Language Arts and 
Language Awareness. In addition to the application of written assignments, the 
use of interviews was implemented as an instrument for this study. The 
participants were selected to engage in semi-structured interviews, which 
comprise three main questions (see Appendix 2) that have been constructed 
according to proficiency level to capture participants’ preferred scaffolding 
behaviors and the reasons behind their choices. Scaffolding roles, such as student 
expert and student novice, will also be determined by their level of proficiencies. 
A student who is more proficient tends to take the role of an expert, while a 
student who is less proficient will be more likely to receive scaffolding as a novice. 
In terms of the writing assignment, the participants had learned the topics 
beforehand to enable them to activate their background knowledge on the topic, 
which would help them in completing the writing task. First, the participants 
completed a flow map to help them brainstorm during the pre-writing stage. 
Finally, in post-writing, the participants revised their drafts after exchanging 
feedback on each other’s writing. 
 
3.4. Data Collection 
The study applied various forms of data collection, including the use of document, 
questionnaire, observation and audiovisual materials. First, information on 
participants’ performance levels was gathered from the written document, which 
contained the result of their School-Based Assessment. The participants’ 
personality data was collected using a questionnaire called Eysenck’s 
Extroversion-Introversion scale (Eysenck & Eysenck, 1987) (see Appendix 3). 
Then, the participants’ interaction was observed during the writing task and the 
types of scaffolding behaviors displayed were recorded. All interactions were 
videotaped, and the participants’ dialogues were transcribed. Semi-structured 
interviews with 30 participants were conducted to obtain their opinions on how 
they preferred to scaffold and the reasons behind their preference.  
 
3.5. Data Analysis 
The findings of the study were examined and analyzed in light of the research 
questions, using the Taxonomy of Language Functions, which is adopted from Li 
and Kim (2016), to determine types of scaffolding behaviors among the 
participants, such as Eliciting, Greeting, Justifying, Questioning, Requesting, Stating, 
Suggesting, Acknowledging, Agreeing, Disagreeing, and Elaborating. For the second 
research question, all participants were involved in the interview session, and 
they were encouraged to elaborate on their points of view. Data gathered from the 
interviews were analyzed and coded thematically using thematic analysis. Their 
final writing products were then assessed based on the scoring system for writing 
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presented by Nasr and Namaziandost (2019). Next, an English teacher with more 
than 10 years of experience validated their scores in order to increase reliability. 
The study also employed member checking, whereby results from the interview 
and writing were shared with the participants in order to maintain the validity. 
   

4. Findings and Discussion 
RQ1: What are the types of scaffolding behaviors portrayed by students in peer 
scaffolding during the writing task? 
Table 1 shows the analysis of audio transcription which was transcribed from the 
videotape and types of scaffolding behaviors portrayed by the ten participants 
during each stage of their writing task. 

Table 1. Audio transcription in peer scaffolding during writing stages 

Pre-writing stage 

Scenario  Scaffolding behaviors  Transcription 

1 Acknowledging  Student Expert B: Good..good. We can write the 
special performance. 

2 Acknowledging Student Novice D: I like that one (idea).  

3 Acknowledging Student Expert C: Nda ngawa enti salah [It’s okay 
to make mistakes].  

4 Questioning & Eliciting Student Expert B: You know the past tense for go? 
It starts with W.  

5 Questioning  Student Novice B: What is ‘persembahan’ in 
English? 

6 Stating  Student Expert B: ‘Persembahan’ is performance. 
P-E-R-F-O-R-M-A-N-C-E. 

While-writing stage 

Scenario  Scaffolding behaviors  Transcription 

7 Questioning  Student Novice D: Betul tu? [Is this correct?] 

8 Questioning & Eliciting  Student Expert A: I look…. Nuan ba museum 
meda apa? History? [What can you see in the 
museum?] 

9 Questioning & 
Elaborating 

Student Expert A: Ya. Friends lah. Ya nyebut we 
went on a school trip tu. Ba school kan ada 
kawan…dengan kawan. With friends. I go to the 
museum with friends. What did you do? [Yes. It’s 
friends. There are friends in school….with friends. 
I go to the museum with friends. What did you 
do?] 

10 Questioning & Eliciting Student Expert B: How do you feel about the 
special performance? 

11 Questioning & Requesting Student Novice B: Ulih ku meda enggi nuan? [May 
I see your work?] 

12 Disagreeing  Student Expert D : Enda. Lain-lain nuan. [No. You 
have to write about another place]. 

13 Disagreeing  Student Expert D: Tak bolehlah macam itu. [You 
can’t write it like that].  

14 Agreeing  Student Expert C: Yes, yes. You can add that. Write 
“I went there with my teachers and friends”. 

15 Justifying  Student Novice E: Tulis ‘were’ laban udah berlaku. 
There were many water activities. [Write ‘were’ 
since it has happened] 
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Post-writing stage 

Scenario  Scaffolding behaviors  Transcription 

16 Questioning  Student Novice B: Bakatu deh? [How about this?] 

17 Questioning & 
Requesting 

Student Novice A: Betul kah? Ulih check ke aku? 
[Is this correct? Can you check for me?] 
 

18 Questioning & Suggesting  Student Expert A: How about you write ‘Wow!!!’? 

19 Justifying  Student Expert E: Nadai ‘polar bears’ ba Thailand, 
deh. ‘Polar bears’ ba tempat sejuk lah. [There’s no 
polar bears in Thailand. Polar bears live in cold 
region]. 

 
The participants were required to brainstorm in pairs during the pre-writing stage 
by filling out the flow map on the topic before they carried out the writing of their 
diary entries. As can be seen in the table, the most used scaffolding behavior in 
the pre-writing stage was acknowledging, followed by questioning and stating. 
According to the table, Expert B and Novice D acknowledged their partners by 
complimenting their ideas as they were brainstorming. In scenario 3, Expert C 
acknowledged his partner’s contribution of ideas by reassuring them that the fear 
of making mistakes in their sentences should not have stopped them from writing. 
Next, Expert B asked if Novice B knew the past tense for “go” and gave him a hint 
to elicit the answer. Novice B asked him a question (scenario 5), and Expert B 
stated the correct spelling.  
 
The participants continued to write and revise their draft during the while-writing 
stage. Observation showed that participants tended to discuss the mechanics of 
writing, such as grammar, punctuation, capitalization, and spelling. As the 
following dialogues illustrate, most participants exhibited scaffolding behaviors, 
such as questioning, followed by disagreeing, eliciting, elaborating, requesting, 
agreeing, and justifying. As shown in the table, Novice D asked her partner if her 
sentences were correct. Expert A asked a question to draw out information from 
his partner about activities that could be done in the museum (scenario 8). Expert 
A continued to elaborate on the supporting sentences for Novice A. Expert B 
asked a question to elicit his partner’s feelings about the activity. Then, Novice B 
asked to look at his partner’s writing. Expert D showed disagreement twice as he 
reacted with negative responses, such as “No” and “You can’t write it like that” 
when Novice D wanted to write about the same place as his. Expert C agreed with 
the novice’s suggestion to write about teachers and friends in his sentence. Novice 
E justified the reason for using past tense in the expert’s sentence. 
 
As the participants moved to the post-writing stage, they worked together to 
respond, edit, and evaluate each other’s work. As can be seen in the table, the most 
frequently used scaffolding behaviors during the post-writing stage were 
questioning, followed by requesting, suggesting, and justifying. The findings 
showed that Novice B questioned his partner on his spelling (scenario 16), 
whereas Novice A asked her partner to check her work. Expert A then suggested 
that her partner add an expression to the diary. Expert E explained why his peer’s 
choice of animal was not suitable, providing justification. In summary, the 
findings indicate that primary ESL learners demonstrated a range of scaffolding 
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behaviors throughout the entire writing activity. The questioning technique was 
the most frequently used scaffolding behavior and served different purposes, 
depending on the scaffolders’ needs and intentions. 
 
RQ2: What is the preferred scaffolding behavior adopted by students during 
the writing task? 
 
For the second research question, semi-structured interviews were conducted 
with a total of 30 participants. The participants stated their preferred scaffolding 
behavior when completing the writing task and were also encouraged to elaborate 
on the reasons behind their choice of behaviors. Most participants (n = 28) 
preferred to apply the behavior of questioning when engaging in peer interaction 
with their classmates. In addition, the two remaining participants selected the 
stating strategy as their ideal scaffolding behavior. The data from the interview 
session were analyzed and four primary themes were generated, as depicted in 
Table 2. 

Table 2. Structured interview excerpts 

Participant  Dialogues  Themes  

2 I asked question because I wanted to know 
about the activities in the museum. 

Questioning to initiate 
ideas 

6 I asked question to generate points for 
supporting details. 

10 I asked question because I was not sure 
about the correct spelling. 

Questioning to clarify 

12 I asked question because I did not know 
how to say ‘persembahan’ (performance) 
in English. 

17 I asked question to see if my friend knew 
the right word before I decided to help 
him. 

Questioning to confirm 

19 I asked question to see whether he wanted 
to follow my idea or write about a 
different place. 

21 I asked to see my friend’s work as a polite 
gesture. 

Questioning to ask 
permission 

25 I asked my friend first to see if he can help 
me because I needed his help to check my 
work. 

 
RQ3: How are peer scaffolding behaviors triggered among students during the 
writing task? 
The results of this study further extend the body of research on peer scaffolding 
by supplementing the data on existing types of scaffolding behavior with data 
about the factors triggering these learner behaviors. The findings also indicate that 
three key variables – namely, the student’s performance level in the second 
language, their personality, and their accessibility to the first language – have the 
potential to trigger a range of scaffolding behaviors. The data were gathered based 
on their performance level in English, personality assessment, and audio 
transcription during the writing stages. As can be seen, most of the participants 
are introverts; they range from low to high-performance levels in English. By 
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allowing the usage of L1, the participants were encouraged to produce a high 
number of utterances, which then contributed to the frequency of scaffolding 
behaviors. 
Table 3. Participants’ results including performance level, personality assessment, and 

number of utterances 

Student Performance 
level 

Frequency of 
scaffolding behavior 

Number of utterances 

L1 L2 

Novice  

A 
(Introvert) 

2 1 5 1 

B 
(Extrovert) 

2 3 8 4 

C 
(Introvert) 

2 1 1 0 

D 
(Introvert) 

2 2 2 4 

E 
(Extrovert) 

3 1 4 6 

Expert  

A 
(Extrovert) 

5 3 15 30 

B 
(Extrovert) 

5 4 0 26 

C 
(Introvert) 

4 2 4 15 

D 
(Introvert) 

4 2 7 0 

E 
(Introvert) 

4 1 7 4 

 
5. Discussion 
5.1. Dynamic Patterns of Scaffolding Behaviors in ESL Writing Activities 
Referring to the first objective of the research, which is related to the type of 
scaffolding behaviors, the findings reveal that the students showcased a wide 
range of behaviors, including acknowledging, questioning, eliciting, stating, 
elaborating, requesting, disagreeing, agreeing, justifying, and suggesting. The 
students were already acquainted with one another; hence, the greeting behavior 
was not shown throughout the writing task. In the same vein, Chairinkam and 
Yawiloeng (2021) noted that greetings between participants as they discuss 
writing tasks in a classroom setting are not essential. As the types of behaviors 
differed at each level of the writing activity, the scaffolding behavior pattern was 
notably dynamic and flexible. Next, the findings reveal that the student experts’ 
usage of scaffolding behaviors was higher than that of the student novices (12 vs. 
7). These data show that the student experts applied more scaffolding behaviors 
compared with their peers, although each partnership mutually formed 
scaffolding. This finding corroborates the findings of Gholami Pasand and Tahriri 
(2017), who suggested that the less experienced students can also serve as scaffold 
providers, in addition to mediators, particularly regarding writing activities. 
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The findings reveal that most of the participants employed the questioning 
technique when they were engaged in dyadic interaction, particularly during the 
while-writing stage. This result differs from the results of Chairinkam and 
Yawiloeng (2021), who found that Thai EFL students applied various scaffolding 
behaviors during the pre-writing stage. Moreover, as they went into the while-
writing and post-writing stages, the number of scaffolding behaviors gradually 
declined. The students resorted to the questioning technique when they wanted 
to overcome writer’s block. Through question-and-answer sessions, the students 
were able to alleviate their writing anxiety, which included feelings of hesitancy 
or confusion about how to proceed with their writing, allowing ideas to flow more 
smoothly. This finding is consistent with that of Abdollahzadeh and Behroozizad 
(2015) and Herayati (2019), who found that the use of questioning helped most 
students to generate creative ideas, as it jogged their memory or prior knowledge 
of the subject, which can help to enrich their writing with details. These findings 
may help us to understand the various scaffolding behaviors in ESL writing 
classes, enabling us to better utilize their potential for peer scaffolding.  
 
5.2. Key Features of Questioning in Peer Scaffolding 
Concerning the second research objective, the results show that the scaffolding 
behavior of questioning is the most preferred strategy used by students during 
the writing task. One method of scaffolding that can aid in learning, the 
development of thinking abilities, and the guiding of learners towards 
appropriate learning objectives includes the provision of question prompts. These 
prompts can help students to focus on the material at hand and model the kinds 
of questions they will need to learn (Mahtari et al., 2020). As with the revised 
Bloom’s Taxonomy, there are lower-order questions that correspond to the levels 
of remembering and understanding and higher-order questions that relate to the 
levels of applying, analyzing, evaluating, and creating (Gul et al., 2020). The 
students, who are primary school learners, tend to pose lower-order questions in 
their interaction, based on the analysis of the audio transcription. These findings 
further support the findings of Namasivayam et al. (2017), who concluded that 
lower-order questions are frequently used by learners with novice or basic 
language skills because they make it easier for them to retain and associate 
background experience with the situation. In addition, student experts also fully 
utilize lower-order questions to gauge their level of understanding and how well 
they are learning.  
 
The study discovered that this scaffolding behavior serves different purposes 
depending on the learners’ intentions and goals to achieve certain pre-determined 
goals when using the questioning technique. The five underlying themes that 
emerged from the students’ responses are referred to as pre-determined goals. 
Dös et al. (2016) believed that a question’s outcome may be disorganized, 
unpredictable, and ultimately incapable of facilitating learning if its goal is not 
determined. Questioning is generally intended for initiating ideas. The findings 
show that there are three key features of questioning used to spark thoughts and 
concepts, which are questioning-eliciting, questioning-elaborating, and 
questioning-suggesting. The student expert acts as an elicitor who asks questions 
rather than presenting the information firsthand to the novice. Next is questioning 



202 

 

http://ijlter.org/index.php/ijlter 

elaborating. Based on the observation, experts helped their partners to elaborate 
on their texts by asking Wh-questions. Thus, student writers were able to add 
more supporting details and explanations to their text construction. Asking Wh-
questions, for instance, helps students get ready for writing by helping them to 
organize their thoughts and, as a result, generate a clear focus for their text. 
Another scenario demonstrates the utilization of the questioning-suggesting 
strategy by having an expert offer a recommendation in the form of an inquiry 
rather than a statement. 
 
The next type of questioning intention utilized by the students is clarifying ideas 
to remove uncertainty and develop comprehension. Novices asked questions 
when they needed clarification on certain areas of which they had very little 
knowledge. This result aligns with Shin et al.’s (2020) findings, which emphasized 
clarifying as one of the nine types of peer scaffolding in group tasks. On the other 
hand, the experts’ questions were usually posed as confirmation to their partners. 
Questioning requesting was employed when students sought a desired action 
from their partners and thus expressed their needs through questioning. In 
essence, the whole range of questioning types works toward the same goal, which 
is to enhance one’s writing development through peer interaction. Nevertheless, 
Jamali et al. (2021) adopted a broader perspective, arguing that interactions 
between peers do not always result in grammatically and academically accurate 
meaning. Student experts can assist their peers as far as their expertise and 
abilities allow them to because peers typically possess only a fraction of the 
available expertise. The study also revealed that despite receiving assistance from 
the student experts, the participants were still susceptible to grammatical 
mistakes in their sentences. Consequently, there are varying views among 
academics on the efficacy of peer scaffolding as a student learning strategy. 
 
5.3. Triggering Factors Underlying Peer Scaffolding Behaviors 
There are several factors, including both internal and external, that contribute to 
the interaction system among students. The data from the participants’ 
performance level, questionnaire and audio transcription were analyzed and the 
study summarizes that the learners’ performance in English, learners’ 
personalities, and their access to the use of their first language may influence the 
pattern of their behaviors in a peer-scaffolded environment. First, learners’ 
proficiency levels in the second language are reflected in their performance levels. 
Students who are more proficient in L2 tend to produce better writing with higher 
scores. The findings observed in this study mirror those of the previous studies 
that examined the significance of a learner’s proficiency level on the development 
of their interaction when using a second language (Dong & Liu, 2020; Valadi et 
al., 2015). Learners who have attained higher proficiency levels are more capable 
of providing scaffolding as they possess adequate background knowledge to 
facilitate writing tasks. This finding confirms those of Aliyu and Yakubu (2019), 
who found that interactions with peers and more competent experts help students 
acquire new information. For instance, Expert B frequently portrayed numerous 
scaffolding behaviors during peer interaction, owing to his high proficiency level. 
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In addition to language proficiency, learners’ personalities will also predict the 
outcome of an interaction system. There are two types of personality that can 
impact participation during peer scaffolding; that is, the extroversion or 
introversion of the learners. The audio transcription results revealed that Experts 
A and B demonstrated high language production in terms of word contribution 
during the interaction and therefore were considered active participators, owing 
to their extroverted personalities. Conversely, Novice C was deemed to be the 
most passive, owing to his introverted nature. As a result, this student performed 
the least scaffolding behavior due to his minimal oral production. However, 
Experts C, D and E, who were quite proficient, also displayed the least scaffolding 
behavior and produced few words during peer interaction. A similar situation can 
be found in Chew and Ng’s (2021) study, which found that although learners may 
be fluent in English, their introverted nature can prevent them from wanting to 
participate in face-to-face conversations. This present finding contradicts that of 
Baraketi (2019), who revealed that there is no clear link between extroversion- 
introversion and the oral performance of ELL. Allowing access to L1 has proven 
that peer scaffolding is adaptive and flexible. The students were too timid to 
converse in English, and the fact that their discussion was being videotaped 
seemed to impede the conversation. In order to make sure that students feel 
comfortable participating in a conversation, a conducive learning atmosphere 
must be provided. Hence, the students were encouraged to rely on their first 
language to make the interaction more productive. These results are consistent 
with the findings of Graham and Dooly (2018), who stated that, with the aid of 
their L1 resources, students were able to co-create their L2 production and finish 
the assigned job through peer-scaffolded writing. This finding has important 
implications for teachers in creating a safe space for promoting scaffolded 
learning, wherein learners feel important, relaxed, and unrestricted to share their 
thoughts in peer interaction, by considering their performance levels, 
personalities, and accessibility to students’ first language without any judgment. 
Moreover, there is abundant room for further progress in determining other 
variables which can maximize the utilization of scaffolded assistance to help 
learners attain higher levels of proficiency. 
 

6. Conclusion  
Given the scarcity of research on scaffolding among primary ESL learners, this 
research strived to address a gap in the literature by discovering the scaffolding 
types, the preferred scaffolding behaviors, and the triggering factors. First, based 
on the students’ learning goals, scaffolding behaviors such as questioning, 
eliciting, acknowledging, elaborating, justifying, and stating were observed 
during the study. ESL learners, whether experts or beginners, consistently used 
different scaffolding behaviors at every writing level, which clarified the dynamic 
patterns for scaffolding behaviors. Second, this study confirmed that the primary 
students preferred the questioning technique in a scaffolded learning 
environment. This study contributes to the current understanding of how 
scaffolding behaviors, such as questioning, can have different purposes 
depending on students’ intentions. Furthermore, the background of the learners, 
including their performance level, personality, and access to L1, also had a 
significant impact on the success of their interactions. An implication of these 
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findings for pedagogy is that English teachers should emphasize the questioning 
technique, particularly questioning eliciting, as an alternative learning strategy in 
the ESL writing classroom, so that students can generate ideas for their written 
work independently. In addition, students will develop not only their writing 
skills but also their ability to solve other learning problems when they are 
acquainted with questioning scaffolding. However, the current study has only 
examined the findings qualitatively. Therefore, future studies employing 
quantitative analysis and involving a greater number of participants would yield 
more perspectives on the peer scaffolding framework. Further research should 
also investigate the scaffolding types used among higher-level students at the 
secondary or tertiary level, which may influence the learners’ scaffolding 
behaviors from the aspects of learning motivation, learners’ age, or writing topics, 
including the development of other language skills, such as reading, listening, and 
speaking. 
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Appendix 1  
 
Writing worksheet 
 

Name :  

Class :  

  

Work in pairs and answer the questions. Then, fill in the flow 

map.  

  

Name :  

Class :  

  

Write a diary entry together about your trip. Use some informal 

learning features such as :  

 

exclamation marks  

 

 

sounds/noises  
 

 

block capital letters  

 
informal words or 
expressions  

 

  

[Date] _______________________  

Yesterday was awesome. We went on a school trip to  

______________________________________________________________ 
______________________________________________________________ 
______________________________________________________________ 
______________________________________________________________ 
______________________________________________________________ 
______________________________________________________________ 

______________________________________________________________  
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Appendix 2  

Semi-structured questions 

No.  Question  

1 Which scaffolding behavior do you prefer in a pair 
interaction? 

2 How do you use that scaffolding behavior? Can you explain 
more? 

3 Why do you like to use (scaffolding behavior)? 

 
 
 
Appendix 3 
Eysenck’s Extroversion-Introversion scale (1987) 

 

 


