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ABSTRACT
ARTICLE HISTORY The purpose of the present research was to investigate if the type of feedback significantly
affected EFL learners’ uptake. In addition, it aimed to search if feedback could lead to more
Received: 27 August 2022 learners’ attention in EFL classes. The participants were 60 EFL learners. The data were obtained

Revised: 297 October 2022 from classroom observations in addition to running a test. In order to investigate the effects of
) teachers’ CF on learners’ uptake, the current study employed Lyster and Mori’s (2006) taxonomy
Accepted: 24 December 2022 of CF types and learners’ immediate uptake moves. All episodes which included learner errors
. . were identified by the researchers. Then, instances with teacher feedback were extracted. In order
Published: 01 March 2023 to investigate the amount of uptake by the participants, an uptake sheet was utilized. The uptake
sheet was facile and easy to understand. Corrective feedback and uptake were coded and
tabulated. It was shown that recasts were the most highly frequent type of feedback followed by
explicit correction and prompts. In addition, the frequency of uptakes followed by recast was
higher than the uptakes followed by explicit correction and prompts. The results of ANOVA
CORRESPONDING AUTHOR revealed a significant difference among various amounts of uptake followed by different types
of feedback (p >.034).
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1. Introduction

As indicated by Nassaji (2016), uptake is the immediate student answers that happen after feedback. Chaudron (1977) was one
of the main specialists who emphasized the significance of student reactions following input. Lyster and Ranta (1997) later
utilized the term uptake to discuss such reactions. Lyster and Ranta (1997) also stated that uptake is any reaction following
input, the reactions might go from those that changed the student's original output to expressions which just admitted the receipt
of the criticism. In addition, Lyster and Ranta (1997) categorized uptake considering learner repair and stated that uptake shows
that learners attempt to accomplish something through feedback.

The idea of uptake has been explored in various studies. Nonetheless, there are contrasts among studies as to what sort
of student reactions ought to be considered as uptake. According to some scholars (e.g., Nassaji, 2011a), uptake isn't just a
student reaction, yet it is an endeavor including some level of change of the output following feedback. This comprehension of
uptake is by all accounts more significant in that the term uptake, connotes that students have to some degree benefitted from
the input, though reactions of affirmation don't really do as such.
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Uptake has been explored in various studies about interactional feedback. A few contrasts exist among these
investigations about the sort of student reactions which ought to be considered as uptake. A few researchers accept that uptake
isn't a straightforward reaction of students, yet it includes some level of changes of the first result following criticism (Nassaji,
2011b). Effective uptake conducts students to see the error between their non-target-like output and their target-like production
(Egi, 2010), which acts as an impetus for their interlanguage change (Gass, 1997). Real uptake incorporates students' alteration
of their structures which are mistaken. In this way, uptake is distinguished as a solid indicator of learning as shown by the
discoveries of common posttests (e.g., Loewen, 2005; Nassaji, 2011a).

Oral corrective feedback (CF) has been defined as providing information “about the success of their [learners’]
utterances and giving additional opportunities to focus on production and comprehension” (Gass & Selinker, 2008, p. 329).
Feedback in language classes promotes students' awareness. "Teacher can use feedback in a motivating way to reduce the gap
between the student’s understandings and also how the teacher wants him to develop (Carvaldho, et al., 2014, p.170). Gower
and Phillips (2004) claimed that "the aim of feedback is to bring improvement and raise self-awareness” (as cited in Rahman,
2012, p.9). According to Ur (1995) "feedback has two main components, error correction and assessment” (as cited in Akter
2010, p. 9).

According to Ellis et al. (2006), "Corrective feedback takes the form of responses to learner utterances that contain
error” (p. 340). Mendez and Cruz (2012) believed that the responses can range from "(a) an indication that an error has been
committed, (b) provision of the correct target language form, or (c) information about the nature of the error, or any combination
of these" (p. 64). Feedback has a role in most of the theories of second language learning and language pedagogy. In both
behaviorism and cognitive theories of language learning, feedback is attributed to language learning. And also it is seen as a
means of increasing student motivation in both structural and communicative language teaching (Ellis, 2009).

Feedback is an important part of an instructional model. Reigeluth (1999) contends that feedback is a method of
instruction that can nurture cognitive learning. Reigeluth (1999) gives an example of instructional design theory called "Theory
One" that was defined by Perkins (1992) and explains that teaching should include informative feedback as well as other
methods like clear information, and strong motivation. According to Merrill (1994), feedback has a crucial position within an
instructional design theory.

2. Literature review

Merril's (1994) Component Display Theory considers feedback as the most important part of Secondary Presentation Forms
which are "information added to the Primary Presentation Forms to enhance the learning that occurs” (p. 150) in an instructional
activity. According to this theory, feedback may happen during practice and/or explanation stages. According to Merrill (2002)
feedback is the most essential form of learner guidance. To show the important position of feedback, Andrews and Goodson
(1980) claimed that feedback is included in one of the purposes of instructional design that is to improve evaluation process
"by means of the designated components and sequence of events, including feedback and revision events, inherent in models
of systematic instructional design” (p. 4).

The instructional designs have been affected by various learning theories like behavioral learning theory and cognitive
information processing theory of instruction. All of these theories consider feedback as an important part of learning and
instruction. Driscoll (2002) believes that these theories of learning and instruction have provided a strong foundation for current
practices of instructional design; for example, concepts such as reinforcement and feedback as presented by Skinner's
behavioral learning theory introduced in Skinner’s (1958) Teaching Machines. According to the behavioral view of learning,
reinforcement and feedback can have important instructional effects on student learning as they can shape learner behavior by
reinforcing correct responses or providing corrective feedback for incorrect responses. In behavioral learning theory, a learner's
behavior is checked before and after an instruction. An instruction is not effective if the expected behavioral changes that are
related to instruction do not happen. According to Driscoll (2007) "these observations (providing feedback) are part of
formative evaluation, which is used to collect information about whether instruction has resulted in learning and how it might
be improved to result in better learner performances™ (p. 38). According to Lockee, et al. (2007), the idea of "reinforcement
through evaluation and feedback" (p. 192) in systematic instructional design is based on Skinnerian theory.

According to cognitive information processing theory, feedback has a significant value in instructional design.
According to Information processing theory learning is an internal process within the learner (Driscoll, 2007), where the learner
processes input from the environment to become necessary output as a result of learning. Driscoll (2007) believed that feedback
serves two functions in learning process. First, feedback provides learners with information about the correctness of their
responses or performance. Second, feedback provides corrective information that can be used by the learners to modify their
performance.

Feedback is also an integral part of Gagne's systematic instructional design model. Gagne's (1985) model of
instructional design includes gaining attention, informing the learner of the objective, stimulating recall of prerequisite learning,
presenting the stimulus material, providing learning guidance, providing feedback, assessing performance, and enhancing
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retention and transfer. Gagne et al. (1992) confirm the important function of feedback in an instructional program and
emphasize that one important characteristic of feedback is its function, which is to provide information to learners relating to
the correctness of their performance.

As the present study aimed to investigate the effect of feedback on EFL learners’ uptake, the following section is
devoted to uptake. A number of studies have so far been conducted on uptake (Mackey et al., 2000; Oliver 2000; Ellis et al.,
2001a; Panova & Lyster 2002; McDonough 2005). Some studies have shown that learner uptake plays a positive role in learners'
second language development (McDonough, 2005; Loewen, 2005). On the other hand, some others are not sure about whether
uptake leads to long-term learning (e.g. Nabei & Swain 2002; Morris & Tarone 2003). It is argued that "learners' uptake may
not fully represent their cognitive processing of the feedback™ (Nabei & Swain 2002, p. 45). According to Morris and Tarone
(2003) "uptake, in the form of recast repetition, may not be a reliable indicator of acquisition” (p. 328). However, Nabei and
Swain (2002) claim that a "learner's immediate response after recast feedback might not be appropriate evidence for evaluating
its effect [i.e. for assuming that acquisition has taken place]" (p. 45). Still, some studies suggest that uptake may have a longer-
term effect. As a case in point, Iwashita (2003) showed that general learner accuracy increased significantly as the number of
recasts was provided during a treatment period, and the accuracy rate was constant.

According to McDonough (2005) uptake "may contribute to target language development by strengthening knowledge
representation that learners already have stored and by encouraging automatic retrieval of linguistic forms" (p. 83). McDonough
(2005) found that when learners produced more complex forms in uptake or modified output, they were more likely to produce
these forms in later utterances, again suggesting sustained impact. Similarly, Loewen (2005) observed that successful uptake
is considered a significant predictor of correct test scores. This is still another clue that supports the assumption that uptake
leads to better language development.

In a recent study, Gholami and Gholami (2018) investigated the degree to which incidental focus-on-form episodes
(FFEs) with formulaic sequences occur, and the extent to which they result in uptake in EFL classes. To gather the data, 36
hours of communicative classroom interactions from three advanced EFL classes were audio-recorded. It was shown that
learners and teachers regularly draw their attention to formulaic sequences. FFEs with formulaic focus as well as collocations
led to more uptake than those with other linguistic foci. Finally, among types of incidental FonF, the highest rate of (successful)
uptake was observed in student-initiated FFEs with a formulaic focus.

In a study, Ellis et al. (2001a) explored student uptake in the center around structure episodes in an informative ESL
instructing class. The results revealed that student uptake was higher than whatever was mentioned about submersion
classrooms. In a new report, Gholami and Gholami (2018) explored how much incidental focus on form episodes (FFES) with
formulaic sequences occur, and the degree to which they bring about uptake in EFL classes. To gather the data, 36 hours of
communicative classroom interactions from three progressed EFL classes were sound recorded. It was shown that students and
instructors usually pay attention to formulaic sequences. FFEs with conventional concentration just as collocations prompted
more uptake than those with other semantic foci. Finally, among kinds of incidental FonF, the most noteworthy pace of
(effective) uptake was seen in student-initiated FFEs with standard concentration.

Gholami et al. (2017) examined three classifications of formulaic sequences (FSs), in particular, collocations, lexical
packs, and figures of speech in incidental focus on form (F on F). 30 hours of recorded interaction between the instructor and
the class in three EFL classes were analyzed. A sum of 1102 occurrences of FFEs were recognized, 38% of which were of
formulaic sequences. The outcomes showed more non-formulaic FFEs than formulaic ones. Preemptive formulaic FFEs and
student-initiated episodes were utilized more as often as possible than other kinds. Among the FSs, collocation was the category
with the highest frequency.

Gholami and Bassirian (2011) researched learner- and teacher-initiated focus on form episodes (FFES), just like the
following rate of uptake moves. To do this, 18 meetings of a moderate EFL class were noticed, sound recorded, and examined.
A think-aloud protocol incidental on structure sheet was used to assemble occurrences of student-and-teacher-produced FFES.
The results showed that teacher-initiated FFEs were higher and more effective. In dealing with the existing gap, the present
descriptive study aimed to investigate the effects of various types of feedback on EFL learners’ uptake using an instrument
called ‘uptake sheet', along with the traditional procedure of measuring uptake through audio-recorded data, so as to gain a
clearer picture of uptake by cross-checking the results from both procedures. Another purpose of this study was to measure the
level to which the feedback leads to attention. A review of the existing literature during recent decades shows that corrective
feedback improves linguistic knowledge. On the other hand, not much research has so far investigated the interplay between
uptake and corrective feedback; therefore, the present study intended to compare the uptake and amount of attention after
feedback in EFL classes. Therefore, the following research questions were addressed:

Q1: Does the type of feedback significantly affect EFL learners’ uptake?

Q2: Does feedback lead to more learners’ attention in EFL classes?
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3. Method

3.1. Data source

The data were from a study conducted at a language institute in Isfahan, Iran. The data were obtained from classroom
observations of 9 classes. The observation included 80 h of classroom observations. To make sure that the data were
manageable. of data, only four classes were selected, with two from each data set. Accordingly, the data for the current study
consisted of 18 h of recordings from each setting, totaling 36 h. The participants all were at intermediate proficiency level
according to a placement test. The test at the beginning of the study was a proficiency test which was an adapted version of the
proficiency test, with different test items but the same question types and scoring rubrics.

In addition to class observation, an online test (test of EFL learners’ self-correction) was run on Big Blue Button
platform. The test was an open-ended one in a structure similar to semi-structured interviews. Learners answered each question
and wrote down what they do to rectify themselves in such situations.

3.2. Instruments
3.2.1. Uptake sheet

Uptake sheet was first introduced as a method of data collection by Allwright (1984) on learners' perceptions about what they
learned in their language classes._Allwright (1984) gathered learners' reports about their learning which he called 'uptake'.
According to Mackey and Gass (2005), in classroom research, through uptake, the learners are asked to mark or note things on
which the researcher or teacher is focusing. A copy of the uptake sheet is put in Appendix A.

3.2.2. The test of attentional and interpersonal style (TAIS) (Greher, 2000)

The TAIS has 144 items and is comprised of 17 sub-scales, nine of which attempt to evaluate how one might behave during
certain interpersonal situations. The other six sub-scales attempt to evaluate attentional processes, while two others attempt to
evaluate behavioral and cognitive control. The TAIS is a measure, designed using a rational-intuitive approach toward test
construction.

The present study implemented the short form of the TAIS (see Appendix B) because of the complicated nature of the
standard version and its 17 subscales. This version of the TAIS is comprised of 12 questions concerning attentional skills, each
of which is rated based on the following scale: 0 = never, 1 = rarely, 2 = sometimes, 3 = 18 frequently, and 4 = all the time.
High numeric value responses indicate effective attention, while low numeric value responses indicate ineffective attention.

The twelve items constitute six subscales, with two items per scale. These six subscales are identical to those intended
to assess attention in the full-length version of the TAIS and include (1) the Broad-External subscale (BET), (2) the Broad-
Internal subscale (BIT), (3) the Narrow Effective Focus subscale (NAR), (4) the External Overload subscale (OET), (5) the
Internal Overload subscale (OIT), and (6) the Errors of Under inclusion subscale (RED).

3.2.3. Test of EFL learner’s self-correction
The test was an open-ended one which was answered by learners via Big Blue Button platform. The items asked learners what

they would do in the situations provided. They answered the questions and revealed themselves. The answerers were scrutinized
by the researcher and categorized into themes similar to FB types namely surface correction, deep correction, reformulation,

3.3. Participants
The participants of the present study included a number of 60 EFL learners who were within the age range of 16 to 24, with 30
learners in each class. The classes met twice a week, and each meeting lasted 1.5 h. The teacher was the same person who
taught the three classes. The students had an average age of 19.1, all with Farsi as their mother tongue and English as a foreign
language. None had ever visited an English-speaking country.

3.4. Data collection

The data for the present thesis were obtained from classroom observations. During the observations, the lessons were recorded
and the author took notes. In order to obtain the data, classroom interactions were both audio-recorded using an MP3 recorder.
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The MP3 recorder was put in a position so that it was convenient for the teacher. The focus was on teacher feedback and learner
uptake with the same coding scheme.

3.5. Data coding scheme

In order to investigate the effects of teachers’ CF on learners’ uptake, the current study employed Lyster and Mori’s (2006)
taxonomy of CF types and learners’ immediate uptake moves. All episodes which included learner errors were identified by
the researcher. Then, instances with teacher feedback were extracted. An episode containing feedback was a sequence in which
a learner made a mistake, then the teacher gave feedback, and it ended with the learner’s reaction (adapted from Lyster & Mori,
2006).

In order to investigate the amount of uptake by the participants, an uptake sheet was utilized. The uptake sheet used
in this research was the one employed by Gholami and Bassirian (2010). A sample of the used uptake sheet is put in the
appendix. In the present research, the teacher's interactions with the whole class were audio recorded, and the learner-learner
interactions were not recorded.

The uptake sheets were distributed among the learners at the beginning of every session and they were gathered at the
end of each session. This was done to make sure of immediate, on-the-site uptake moves. In addition, the learners were taught
to write only those language forms which they observed in the class, no matter if they were presented by the teacher. The
learners were also taught how to fill in the uptake sheet. CF and uptake were coded and tabulated. CF was coded for its type,
linguistic focus and emphasis. Based on Lyster and Mori (2006), it was coded into three major types: recasts, prompts, and
explicit correction. Recasts refer to teachers’ reformulation of learners’ problematic utterances in part or full without changing
their meanings. Prompts refer to techniques teachers use to elicit the target form from learners, such as clarification requests
and linguistic cues. Explicit correction consists of two elements: a message alerting the learner to the presence of an error plus
a provision of the correct form. Having completed the data collection phase, the audio-recorded data were transcribed.

Based on Loewen (2004), the linguistic focus of CF was coded into four categories: grammar (e.g. incorrect tense),
vocabulary (e.g. inappropriate word choice), pronunciation (e.g. inaccurate stress), and other (including pragmatic and spelling
errors).

Results of the EFL test of self-correction were categorized in themes mentioned in the previous section. They were
subsequently compared with CF types.

4. Results

The first research question of the present research intended to investigate whether the type of feedback significantly would
affect EFL learners' uptake. The results regarding this research question are presented in the following section. In so doing,
first, the frequency of all types of feedback is presented.

Table 1. Distribution of CF by Type

Feedback type Recast Prompts  Explicit correction Total
Frequency 135 31 89 255
Percentage 52.95 12.15 34.90 100%

Totally, several 255 feedback types were identified in the corpus drawn from the observation of classes from which
135 (52.95%) were recasts, 89 (34.9%) were explicit corrections and 31 (12.15%) were prompts.

Table 2. Uptake Following each Type of Feedback obtained from Uptake Sheets

Feedback Type Recast Prompts  Explicit Correction Total
Uptake(Frequency) 113 21 45 179
Uptake(Percentage) 63.12% 11.73% 25.13 100%

Table 2 shows the frequency of uptakes followed by different types of feedback. As shown in Table 2, the frequency
of uptakes followed by recast was 113 which counted for 63.12% of the total number of uptakes. Furthermore, a percentage of
25.13% of the uptakes were followed by explicit correction. Finally, a frequency of 21 uptakes (11.73%) was observed after
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prompts. In order to investigate whether the type of feedback significantly affects the amount of uptake, an ANOVA was
employed.

Table 3. ANOVA

frequency
Chi-Square 2.000
df 2
Asymp. Sig. .034

As shown in Table 3, a significant difference was observed among various amounts of uptake followed by different

types of feedback (p >.034). In order to have a clearer picture of the issue under study, the number of uptakes in different
language skills and subskills were compared and contrasted.

Table 4. Uptake in Different Language Skills and Subskills

Feedback Type Grammar Pronunciation  Vocabulary Other Total
Uptake(Frequency) 83 45 41 10 179
Uptake(Percentage) 46.36% 25.13% 22.90% 5.58% 100%

As shown in Table 3, grammar included the highest percentage of uptake in the corpus with a percentage of 46.36%
of the corpus. The next type of uptake was uptake in pronunciation which accounted for 25.13% of the corpus. The last type of

language skill which followed feedback was uptake in vocabulary knowledge which accounted for 22.9% of the corpus. The
rest 5.58% of the corpus included other types of language skills.

Table 5. ANOVA Statistics

frequency
Chi-Square 1.953
df 3
Asymp. Sig. .044

As presented in Table 4, a significant difference was observed among the various subcategories of language skills as
the effects of different types of feedback.

The second question of the present study aimed to investigate if feedback leads to more learners’ attention in EFL

classes. In so doing, the Test of Attentional and Interpersonal Style was employed. Then, the scores obtained from the
questionnaire were compared and contrasted. Table 6.

Table 6. One-way ANOVA on the Attention Scores Based on Feedback Type

Sum of
Squares df Mean Square F Sig.
Between Groups 917.200 2 458.600 5.052 .010
Within Groups 5174.200 57 90.775
Total 6091.400 59

Table 6 gives both between-groups and within-groups sums of squares, degrees of freedom, F value, etc. The

significant value is smaller than .05 (.010< .05), so there is a significant difference somewhere among the attention level of
EFL learners due to various types of feedback.
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Figure 1. Mean Comparison of Attention Level Based on Type of Feedback

Figure 1 compares the attention level of the participants based on three types of feedback. The mean difference among
the attention level based on the three types of feedback is clear. It is difficult, however, at this point to tell if this significant
difference occurred between which type of feedback, since an ANOVA provides information on whether or not these groups
differ, but it provides no information as to the location or the source of the difference. Having received a statistically significant
difference, we can now look at the results of the post-hoc test provided in Table 7 to be able to locate the source of significance
in our data.
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Table 7. Post-hoc Scheffe Test (Post-test, Multiple Comparisons)

95% Confidence Interval

(1) feedback (J) feedback Mean Difference (I-  Std. Lower Upper
type type J) Error Sig. Bound Bound
Tukey Recast Prompts 9.50000" 3.01290 .007  2.2497 16.7503
HSD Explicit
. 3.70000 3.01290 .442 -3.5503 10.9503
correction
Prompts Recast -9.50000" 3.01290 .007 -16.7503 -2.2497
Explicit
correction -5.80000 3.01290 .141 -13.0503 1.4503
Explicit Recast -3.70000 3.01290 .442 -10.9503 3.5503
correction Prompts 5.80000 3.01290 .141 -1.4503 13.0503
LSD Recast Prompts 9.50000" 3.01290 .003  3.4668 15.5332
Sl 3.70000 3.01200 224 -2.3332 9.7332
correction
Prompts Recast -9.50000" 3.01290 .003 -15.5332 -3.4668
ElE! -5.80000 3.01290 .059 -11.8332 2332
correction
Explicit Recast -3.70000 3.01290 .224 -9.7332 2.3332
correction Prompts 5.80000 3.01290 .059  -.2332 11.8332

*. The mean difference is significant at the 0.05 level.

As presented in Table 7, there are some asterisks besides some values in a column titled mean differences. As the
caption of the table shows, the asterisks determine that the values are significant. The only significant difference exists between
EFL learners’ attention due to recasts and prompts. This means that the attention level of EFL learners due to recast was
significantly higher than their attention level due to prompts and explicit correction; however, there was no significant
difference between the attention level of EFL learners due to prompts and explicit correction.

Table 8. The results of the self-correction test analysis

Feedback type Recast Prompts  Explicit correction Total
Frequency 135 31 89 255
Percentage 52.95 12.15 34.90 100%

5. Discussion

The purpose of the present research was to investigate if the type of feedback significantly affected EFL learners’ uptake. In
addition, it aimed to search if feedback could lead to more learners’ attention in EFL classes. It was shown that recasts were
the most highly frequent type of feedback followed by explicit correction and prompts. In addition, the frequency of uptakes
followed by recast was higher than the uptakes followed by explicit correction and prompts.

The results of a Kruskal Wallis Test revealed a significant difference among various amounts of uptake followed by
different types of feedback (p >.034). Further analysis of the results revealed that uptake level which was observed in grammar
significantly more than in pronunciation and vocabulary. The results of an ANOVA also showed a significant difference in
EFL learners' attention levels of EFL learners due to various types of feedback. The findings of the present study can be justified
in light of Li (2020), and Wang and Loewen (2016) who noted that the utility of CF is primarily grounded in the interaction
hypothesis and the noticing hypothesis. According to the interaction hypothesis (Gass, 1997; Long, 1996), feedback (especially
recasts) embedded in negotiated interaction prompts the learner to notice the gap between the target form and the erroneous
utterance and to make adjustments to his/her interlanguage. According to the noticing hypothesis (Schmidt, 1990), which is
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closely related to the interaction hypothesis, language learning is mainly a conscious process and that only input that has been
noticed can be converted into intake. CF facilitates the noticing of linguistic forms, especially structures that are often not
attended to by the learner.

The high frequency of recasts is in line with the findings of previous studies (e.g. Llinares & Lyster, 2014; Sheen,
2004). This can be attributed to the fact that EFL lessons focused on learners’ speaking skills which emphasized fluency over
accuracy, and this made implicit feedback such as recasts, a better choice for the learners. The EFL classes focused more on
listening and speaking, and most group works were meaning-focused. In such activities, it was not suitable for the teacher to
break the interaction permanently. Therefore, recast, which is usually unobtrusive and does not interrupt the flow of
communication, as noted by Long (2007) and Lyster et al., (2013), was chosen as the teacher’s preferred feedback strategy.

6. Implications

The attentional system is a complicated construct involving various influences related to the instruction and the learner. The
results of the present study showed that various types of feedback do not let language learners notice a specific construct. In
fact, the findings of the present study suggest that most students do not pay continuous attention after different types of
feedback; however, there are specific factors which can be controlled by the teacher. Language teachers can control the type
of feedback that they exert to their learners, and give for example, recast more often, as this type of feedback leads to more
uptake and more attention level.

7. Conclusion

Uptake is a learner’s reaction to the CF on his/her utterance. Researchers (e.g. Ellis et al., 2001) claim that uptake may lead to
acquisition since it helps learners to automatize the linguistic form and integrates the target form in immediate L2 production.
Other researchers (e.g. Long, 2007) believe that uptake is a discourse phenomenon and is not a guarantee for acquisition as it
may not be produced by the learners. In addition, topic continuation sometimes provides no opportunity for learners to respond
to CF. On the other hand, uptake has been researched as an important observable source for understanding the effectiveness of
CF (e.g. Bao & Du, 2015).

8. Limitations and suggestions for further research

Similar to other studies, there are some limitations for this study. First of all, considering the sample size employed it should
be known that the sample was limited to EFL students studying at a language institute, the results may be different with
university students. The generalizability of the present study is also limited by the fact that there were more female participants
than male participants. In addition, the participants fell within the age range of 16 to 24 years old. Finally, the data collection

tools were limited to questionnaires and uptake sheets. Further research can consider the mentioned limitations and can make
use of other instruments and employ other participant groups to investigate if similar results will be obtained.

9. References

Akter, L. (2010). Teacher Talk Time in ESL classrooms in Bangladesh. Unpublished doctoral dissertation. BRAC University,
Bangladesh.

Allwright, R. (1984). The importance of interaction in classroom language learning. Applied Linguistics, 5, 156-171.

Andrews, S. & Goodsman, J. (1980). Just like instant noodles: L2 teacher and their beliefs about grammar pedagogy. Teachers
and Teaching: Theory and Practice, 9(4), 351-375.

Bao, R., & Du, X. (2015). Implementation of task-based language teaching in Chinese as a foreign language: Benefits and
challenges, Language. Cult. Curric., 28(3), 291-310.

Carvaldho, J.M., Santos, S., Conboy, J., & Martins, J. (2014). A qualitative exploration of the factors influencing the job
satisfaction and career development of physiotherapists in private practice. Manual Therapy, 25, 56-61.

Chaudron, C. (1977). A descriptive model of discourse in the corrective treatment of learners’ errors. Language Learning, 27,
29-46.

Driscoll, M. P. (2002). Psychological foundations of instructional design. In R. A. Reiser &J. V. Dempsey (Eds.), Trends and
issues in instructional design and technology (57-69). Upper Saddle River, NJ: Pearson Education Inc.

137



Applied Linguistics Inquiry 1(1)

Driscoll, M. P. (2005). Psychology of learning for instruction (3rd ed.). Boston, MA: Allyn and Bacon.

Driscoll, M. P. (2007). Psychological foundations of instructional design. In R. A. Reiser & J. V. Dempsey (Eds.), Trends and
issues in instructional design and Technology (2nd ed.), (36-44). Upper Saddle River, NJ: Pearson Education Inc.

Egi, T. (2010). Uptake, Modified Output, and Learner Perceptions of Recasts: Learner Responses as Language Awareness. The
Modern Language Journal, 94(1), 1-21.

Ellis, R. (2008). A typology of written corrective feedback types. ELT Journal, 97-107.

Ellis, R. (2009). Corrective Feedback and Teacher Development. L2 Journal, 1, 3-18.https://doi.org/10.5070/L.2.\V111.9054

Ellis, R., Basturkmen, H. & Loewen, S. (2001a). Preemptive focus on form in the ESL classroom. TESOL Quarterly 35 (3),
407-432.

Ellis, R., Basturkmen, H. &. Loewen, S. (2001b). Learner uptake in communicative ESL lessons. Language Learning 51(2),
281-318.

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

Gagne, E. D. (1985). The cognitive psychology of school learning. Boston, MA: Little, Brown and Company.
Gass, S. M. (1997). Input, interaction, and the second language learner. Lawrence Erlbaum Associates Publishers.
Gass, S. M., & Selinker, L. (2008). Second language acquisition an introductory course. New York: Routledge.

Gholami, J. & Bassirian, M. (2011). Incidental focus on form and uptake: a new visage of learner- and teacher-initiated
preemptive focus on form and uptake in EFL classes. Berlin: Lambert Academic Publishing.

Gholami, L., & Gholami, J. (2018). Uptake in incidental focus-on-form episodes concerning formulaic language in advanced
adult EFL classes. Language Teaching Research, 24(2), 189-219. https://doi.org/10.1177/ 1362168818817113

Gholami, L., Karimi, M. N., & Atai, M. R. (2017). Formulaic focus-on-form episodes in adult EFL. communicative interactions.
System, 68, 72-86. https://doi.org/10.1016/j.system.2017.06.015

Greher, M., R. (2000). Measuring attention: An evaluation of the Search and Cancellation of Ascending Numbers (SCAN) and
the short form of the Test of Attentional and Interpersonal Style (TAIS) [Unpublished doctoral dissertation/master’s
thesis]. Denton, Texas. University of North Texas Libraries.

Iwashita, N. (2003). Negative feedback and positive evidence in task-based interaction. Studies in Second Language
Acquisition. 25 (3),1-36.

Le, T. (2018). Voice recording in second language outside the classroom: Process and product. Journal of NELTA, 23 (1-2),
129-141.

Li, L. (2020). Language Teacher Cognition: A Sociocultural Perspective. London: Palgrave/Macmillan.

Llinares, A. & Lyster, R. (2014). The influence of context on patterns of corrective feedback and learner uptake: A comparison
of CLIL and immersion classrooms. The Language Learning Journal. 42, 181-194. 10.1080/09571736.2014.889509.

Lockee, B. B., Larson, M. B., Burton, J. K., & Moore, D. M. (2007). Programmed technologies. In J. M. Spector, M. D. Merrill,
J. V. Merrienboer., & M. P. Driscoll (Eds.), Handbook of research for educational communications and technology
(187-197). New York, NY: Lawrence Erlbaum Associates.

Loewen, S. (2004a). Uptake in incidental focus on form in meaning focused ESL lessons. Language Learning, 54(1), 153-188.

Loewen, S. (2004b). The occurrence and characteristics of student initiated focus on form. In H. Reinders, H. Anderson, M.

M. Hobbs, & J. Jones-Parry (Eds.), Supporting independent learning in the 21% century. Proceedings of the inaugural

138


https://doi.org/10.5070/L2.V1I1.9054
https://doi.org/10.1016/j.system.2017.06.015

Corrective Feedback on Iranian EFL Learners

conference of the Independent Learning Association (pp. 86-93). Auckland: Independent Learning Association
Oceania. Retrieved from http://www.independentlearning.org /ila03/ila03_loewen%?20.pdf

Loewen, S. (2005). Incidental focus on form and second language learning. Studies in Second Language Acquisition, 27(3),
361-386.

Long, M. H. (1983). Native speaker/non-native speaker conversation and the negotiation of comprehensible input. Applied
Linguistics, 4(2), 126-141.

Long, M.H. (1991). Focus on form: a design feature in language teaching methodology. In Foreign Language Research in
Cross-cultural Perspective, ed. K. de Bot, R. Ginsberg and C. Kramsch, 39-52. Amsterdam: John Benjamins.

Long, M. H. (1996). The role of the linguistic environment in second language acquisition. In C. Ritchie, T. K. Bhatia (Eds.),
Handbook of language acquisition, vol. 2, second language acquisition (pp. 413- 468). New York: Academic Press.

Long, M. H. (2007). Problems in SLA. Mahwah, NJ: Laurence Erlbaum Associates.

Lyster, R. & Mori, H. (2006). Interactional Feedback and Instructional Counterbalance. Studies in Second Language
Acquisition, 28 (2), 269-300. 28. 10.1017/S0272263106060128.

Lyster, R., & Ranta, L. (1997). Corrective feedback and learner uptake: Negotiation of form in communicative classrooms.
Studies in Second Language Acquisition, 19(1), 37-66.

Lyster, R. (2004). Differential effects of prompts and recasts in form focused instruction. Studies in Second Language
Acquisition, 26(3), 399-432.

Lyster, R. & lzquierdo, J. (2009). Prompts versus Recasts in Dyadic Interaction. Language Learning, 59(2), 453-498.

Mackey, A., & Gass, S. M. (2005). Second language research: Methodology and design. Lawrence Erlbaum Associates
Publishers.

Mackey, A., Gass, S., & McDonough, K. (2000). How do learners perceive interactional feedback? Studies in Second Language
Acquisition, 22, 471-497.

Mackey, A., & Philp, J. (1998). Conversational interaction and second language development: Recasts, responses, and red
herrings? Modern Language Journal, 82, 338-356.

McDonough, K. (2005). Identifying the impact of negative feedback and learners’ responses on ESL questions development.
Studies in Second Language Acquisition 27(1), 79-103.

Mendez, H. & Cruz, R. (2012). Teachers' Perceptions About Oral Corrective Feedback and Their Practice in EFL Classrooms.
Profile. Issues in Teachers™ Professional Development. 14, 63-75.

Merrill, M.D. (1994). Instructional Design Theory. Englewood Cliffs, N.J. Educational Technology Publications.

Merrill, M.D. (2002). First principles of instruction. ETR&D 50, 43-59. https://doi.org/10.1007/BF02505024

Morris, F.A. & Tarone, E.E. (2003). Impact of classroom dynamics on the effectiveness of recasts in second language
acquisition. Language Learning. 53 (2), 325-368.

Nabei, T. & Swain. M. (2002). Learner awareness of recasts in classroom interaction: a case study of an adult EFL student’s
second language learning. Language Awareness, 11(1), 43-63.

Nassaji, H. (2009). Effects of recasts and elicitations in dyadic interaction and the role of feedback explicitness. Language
Learning, 59(2), 411-452.

Nassaji, H. (2011a). Immediate learner repair and its relationship with learning targeted forms in dyadic interaction. System,
39(1), 17-29.

139



Applied Linguistics Inquiry 1(1)

Nassaji, H. (2011Db). Correcting students’ written grammatical errors: The effects of negotiated versus non negotiated feedback.
Studies in Second Language Learning and Teaching, 1, 315-334.

Nassaji, H. (2016). Research timeline: Form-focused instruction and second language acquisition. Language Teaching
Research, 49, 35-62.

Oliver, R. (2000). Age differences in negotiation and feedback in classroom and pair work. Language Learning, 50(1), 119-
151

Panova, |. & Lyster, R. (2002). Patterns of corrective feedback and uptake in an adult ESL classroom. TESOL Quarterly 36
(4), 573-595.

Perkins, D. N. (1992). Smart schools: Better thinking and learning for every child. New York: Free Press.
Rahman, N., (2012). Challenges and opportunities for learning analytics when formal teaching meets social spaces. In LAK

2012 - Proceedings of the 2nd International Conference on Learning Analytics and Knowledge (pp. 54-58). (ACM
International Conference Proceeding Series). https://doi.org/10.1145/2330601.2330619

Reigeluth, C. M. (1999). Instructional design theories and models: A new paradigm of instructional theory (Vol. 2). Mahwah,
NJ: Lawrence Erlbaum Associates.

Schmidt, R. (1990). The role of consciousness in second language learning. Applied Linguistics, 11(2), 129-158.

Sheen, Y. (2004). Corrective Feedback and Learner Uptake in Communicative Classrooms across Instructional Settings.
Language Teaching Research, 8, 263-300. https:// doi.org/10.1191/1362168804Ir1460a

Skinner, B. F. (1958). Reinforcement today. American Psychologist, 13(3), 94-99. https://doi.org/10.1037/h0049039

Summers, J. J., & Ford, S. K. (1990). The Test of Attentional and Interpersonal Style: An evaluation. International Journal of
Sport Psychology, 21, 102-111.

Ur, P. (1996). A course in language teaching: practice and theory. Cambridge University Press.

Wang, W., & Loewen, S. (2016). Nonverbal behavior and corrective feedback in nine ESL university-level classrooms.
Language Teaching Research, 20(4), 459-478. https://doi.org/10.1177/1362168815577239

Weiging W. & Li, S. (2020): Corrective feedback and learner uptake in American ESL and Chinese EFL classrooms: A
comparative study, Language, Culture and Curriculum, DOI: 10.1080/07908318.2020.1767124

10. Appendices

Appendix A
Sample Uptake Sheet
Who said it? (check as many Was it NEW to you?
as you wish)
What are you noticing about... ~ Teacher Classmate Me Yes No

Pronunciation
Vocabulary

Grammar
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Appendix B

Test of Attentional and Interpersonal Style (Short Form)

0 = Never; 1 = Rarely; 2 = Sometimes; 3 = Frequently; 4 = All the time
Please circle the number that describes you most.

1. 1 am good at quickly analyzing a complex situation such as how a play is developing in football or which of four or five kids
started a fight. 01234

2. Itis easy for me to bring together ideas from a number of different areas. 012 3 4

3. In games | make mistakes because | am watching what one person does and | forget about the others. 01234
5. It is easy for me to keep thoughts from interfering with something | am watching or listeningto. 01234

6. In a room filled with children or on a playing field I know what everyone is doing. 012 3 4

7. 1 have so many things on my mind that | become confused and forgetful. 0123 4

8. | get confused trying to watch activities such as a football game or circus where many things are happening at the same time.
01234

9. I have difficulty clearing my mind of a single thought or idea. 0 1 2 3 4 10.

10. When people talk to me, | find myself distracted by the sights and sounds around me. 012 3 4
11. It is easy for me to keep sights and sounds from interfering with my thoughts. 012 34

12. All I need is a little information and | can come up with a large number of ideas. 012 3 4

13. When people talk to me, | find myself distracted by my own thoughts and ideas. 01 2 3 4
Appendix C

1. What would you do if you use a wrong word in your sentence formulation?
2. What would you do if teacher's FB does not suffice?

3. What would you do if your structure is ill-formed?

4. How would you rectify your errors concerning register of words?

5. How would you rectify your errors concerning cohesion and coherence?
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