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Abstract 

Peer learning, also known as collaborative learning, is based on social constructivism 
and contends that learning takes place more actively when students interact socially 
with their peers. This study sought to examine the effects of scaffolded peer assess-
ment in group-oriented classrooms on developing speaking skills and enlarging the 
vocabulary size of language learners. To accomplish this objective, through cluster 
sampling, the researchers selected 37 lower-intermediate and 5 intermediate learn-
ers of English. Then, 20 lower-intermediate subjects were randomly assigned as the 
experimental group along with the 5 more proficient learners. In groups of 5, the 
intermediate learner was assigned the role of the mediator and was responsible for giv-
ing feedback to their peers. The rest of the subjects were assigned as the control group 
and there was no mediator in their group. Four instructional sessions were allocated to 
scaffolded peer assessment of speaking and four sessions were devoted to scaffolded 
peer assessment of vocabulary learning. In this randomized pre-test–post-test-delayed 
post-test trial, an independent sample t test, and a one-way repeated measures ANOVA 
were carried out. The results of the statistical analyses demonstrated the impact of 
scaffolded peer assessment on developing both speaking skills and enlarging learners’ 
vocabulary size with a large effect size. That is, by implementing scaffolded peer assess-
ment in a group-oriented context both speaking skills and vocabulary knowledge can 
be developed. The pedagogical implication of this study is that language teacher can 
implement the notions of social constructivism and socio-cultural theory proposed by 
Vygotsky (Readings on the Development of Children 23:34-41, 1978) to expand and 
develop learners’ zone of proximal development.

Keywords:  Peer assessment, Scaffolding, Speaking skills, Vocabulary learning, Zone of 
proximal development

Introduction
Standardized tests, teacher evaluations, and examinations, among other traditional 
methods of assessment, have recently fallen out of favor since they do not place enough 
emphasis on students’ responsibility (McNamara, 2001). Teachers are currently urged 
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to “collaborate with their students in terms of the employment of peer and self-assess-
ments” in higher education (Pantiwati & Husamah, 2017, p. 187). Peer assessment has 
drawn a lot of attention recently because it is pedagogically significant and places a 
greater emphasis on the independence and autonomy of the learner (Patri, 2002). It is 
commonly known that peer evaluation “contributes to the growth of student learning 
and encourages ownership of assessment processes” (Bryant & Carless, 2010, p. 3). This 
is true even if students have described peer assessment as challenging (Kearney, 2013).

Feedback is frequently seen as a key element of educational practice and essential to 
students’ growth and learning (Fyfe & Rittle-Johnson, 2016). One strategy for providing 
learners with feedback properly has been recognized as peer assessment (Van Zundert 
et al., 2010). Peer assessment, peer feedback, peer evaluation, and peer grading are some 
of the terms used in the literature to describe the use of students to generate comments 
regarding their peers’ performances (Double et al., 2020). This type of feedback can be 
delivered in a variety of forms including verbal feedback, written comments, and/or 
grades (Topping, 1998). Critically speaking, students’ learning may gain more by taking 
on both the position of assessor and being assessed than it may from being assessed only 
(Reinholz, 2016).

Peer evaluation is a communication technique that allows students to have conversa-
tions about their own performance and academic requirements (Liu & Carless, 2006, p. 
280). Peer assessment can be used in second language curricula and courses as a form of 
formative assessment and collaborative learning. Peer assessment can give authors the 
chance to discuss their texts and learn other people’s interpretations of them (Hyland, 
2000), improve students’ production skills by incorporating peer assessment in revisions 
(Zhao, 2010), spark students’ interest in production (Shih, 2010), scaffold students’ pro-
duction process, and improve critical thinking (Joordens et al., 2009). Peer assessment 
can also support learner autonomy, which is more significant (Yang et al., 2006).

The belief that interactions with others might have a significant impact on a learner’s 
growth naturally sparks curiosity about what those others might accomplish. Centered 
on supporting young children’s language acquisition through scaffolding, it is a “process 
that enables a kid or novice to solve problems, carry out a task, or attain a goal which 
would be beyond his unsupported efforts,” according to Wood et al. (1976, p. 90). Scaf-
folding has been viewed as a social interaction from the beginning, thus focusing on the 
participants in that interaction was a logical next step, especially for sociocultural theo-
rists with roots in the Vygotskian school of thought (Wright, 2018).

In circumstances involving second or foreign languages, interaction can be seen as a 
crucial component of language acquisition. According to Ellis (2015), interaction is the 
discourse that the sender and the receiver both form and which results in input. As a 
result, the interactionist paradigm is predicated on the idea that interaction between the 
learners’ mental capabilities and the linguistic context leads to language learning (Long, 
1996). Long claims that the three aspects of language interaction are input, production, 
and feedback. Input is the language that is given to learners by native speakers, teachers, 
or peers; production is the language that learners speak for themselves; and feedback is 
the response that interlocutors give to the learners’ production (Khezrlou et al., 2017).

According to the sociocultural theory put forth by Vygotsky in 1978, social interac-
tion is the optimal environment for learning. According to him, this form of learning 
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promotes growth. Based on this viewpoint, social engagement offers the best kind of 
feedback for students’ mistakes. The learner receives the corrective feedback based 
on his or her zone of proximal development (ZPD) through this type of interaction 
rather than receiving explicit or implicit corrective feedback. Instead, the learner 
moves from the most implicit to the most explicit corrective feedback through a step-
by-step and contingent feedback negotiation (Nassaji & Swain, 2000). ZPD is the dis-
tance between what the learner can do independently and what s/he will be able to 
do with the help of a more capable other (Fulcher & Davidson, 2007). In other words, 
the distance between the learner’s actual and potential ability level is called ZPD. The 
learners are placed in a problem-solving process throughout this language negotia-
tion process instead of being given the correct response, allowing them to transition 
from other-regulation to self-regulation (Aljaafreh & Lantolf, 1994). As learners go 
along this continuum, their self-esteem increases and language evaluation becomes 
ingrained in their language proficiency, resulting in cognitive development (Ahmad-
pour & Yousefi, 2016; Heshmat Ghahderijani et al., 2021).

In addition to what went above, speaking ability plays a crucial role in learning Eng-
lish. Speaking is one of the signs that someone has mastered a language because it 
allows one to express thoughts and ideas through spoken language (Fauzan, 2014; 
Jiang et al., 2022). According to Ur (1996:120), speaking appears to be the most crucial 
skill since those who are fluent in a language are called “speakers,” and the majority of 
people who are studying a foreign language are primarily interested in speaking the 
language. Nunan (1999) contends that speaking the target language is the most com-
mon way to define the capacity to function in a foreign language. Given the signifi-
cance of speaking proficiency, several English teachers concentrate on the best ways 
to instruct speaking in their classes. Additionally, According to Elleman and Oslund 
(2019), vocabulary growth is a trustworthy sign of linguistic progress. Students who 
lack sufficient vocabulary knowledge endure difficulties and setbacks throughout their 
language-learning careers, which demotivates them and causes them to fail (Khany 
& Khosravian, 2014; Namaziandost et al., 2022). It is for these reasons that speaking 
skills and vocabulary learning need to be developed, especially because students can 
improve their vocabulary knowledge by being helped and scaffolded (Vadivel et  al., 
2021).

Numerous kinds of research that put Vygotskian ideas through empirical analysis have 
demonstrated the effectiveness of this strategy in the growth of linguistic competence. 
However, there are not many studies on peer assessment, and certainly not on peer 
assessment of oral skills, despite the fact that it has been highlighted as a key learning 
lever (Gielen et al., 2010). Studies using verbal peer feedback on oral presentations are 
far less prevalent than studies that take the form of written feedback on writing (e.g., 
Cartney, 2010; Yang et al., 2006). Furthermore, there is not enough scaffolding research 
that is only concerned with situations in higher education (Doo et al., 2020). Thus, there 
is a need to look into how peer assessment and scaffolding in group-oriented classrooms 
affect language learners’ oral performance and their vocabulary retention and recall. 
Accordingly, this study is an attempt to delve into Vygotskian thinking and check the 
extent to which applying his theories coupled with peer assessment and scaffolding can 
facilitate oral skill and/or vocabulary recall and retention.
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It is widely accepted that vocabulary constitutes the building block of language. Addi-
tionally, nobody denies that the ultimate goal of a large number of language learners is 
to be able to speak the language fluently. Therefore, attempts need to be made to make 
learners both fluent in English and also increase the vocabulary at their disposal. One 
pedagogical technique that has attracted researchers’ attention is group-oriented learn-
ing based on the principles of cooperative learning which draw on Vygotskian thinking. 
It is hoped that the results of this study will add to the literature and make it crystal clear 
whether by implementing Vygotskian thinking in a practical situation learners’ speaking 
skills and vocabulary learning can be affected. Furthermore, it is also hoped that policy-
makers, materials developers, etc. will also benefit from the findings of this study.

Literature review
Theoretical underpinnings

Peer assessment

Giving students evaluation experiences similar to those of their teachers, such as peer 
feedback, which is widely acknowledged as a fruitful context for improving engage-
ment and developing evaluative competencies, is one strategy for developing feedback-
enabling processes (Cartney, 2010). Peer feedback is said to be a formative assessment 
activity that concentrates on qualitative comments, although it is sometimes used inter-
changeably with peer assessment or peer review (Liu & Carless, 2006).

Additionally, assessment can help instructors by assisting them in identifying the 
strengths and weaknesses of their students (Baniabdelrahman, 2010). Additionally, it is 
said that evaluation is regarded as an honest, ethical, and successful tool for evaluating 
various student characteristics (Mousavi, 2012). Peer assessment is a typical evaluation 
kind that fosters learners’ critical thinking and creativity abilities. While evaluating each 
other’s writing abilities, students also grow their own learning (Chong et al., 2012). In 
general, PA can be defined as the process by which students’ work is evaluated by their 
peers based on predetermined standards (Tunagür, 2021). A series of acts known as PA 
can be used by students to evaluate and compare the learning efforts and successes of 
their peers (Liu & Brantmeier, 2019). Researchers have noted that PAs have certain posi-
tive characteristics, such as motivating students, enhancing involvement, and giving stu-
dents ownership of their learning (Sluijsmans, 1999; Xu et al., 2022).

“A communication technique through which learners engage in discussions about per-
formance and standards” is referred to as peer assessment (Liu & Carless, 2006, p. 280). 
Peer evaluation is a process whereby students evaluate and specify the standard, worth, 
or caliber of output or performance of other students who are on an equal footing (Top-
ping, 2009). Writing, oral presentations, portfolios, test performance, and other skill-
ful activities are examples of products that can be peer-evaluated. Although it is more 
constrained, peer assessment can be seen as a form of collaborative learning (Falchikov, 
2007; Syairofi et al., 2022). Simply put, it implies that students evaluate each other’s work 
using pertinent standards and provide criticism for both the recipient’s benefit and their 
own personal growth.

The inclusion of a peer assessment component in a course assessment diet has 
the potential to improve student engagement, accountability, and excellence while 
also establishing clearer course frameworks, emphasizing skills and learning, and 
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increasing feedback (Rezai et  al., 2022; Weaver & Cottrell, 1988). By involving stu-
dents in evaluating the work of their peers, peer assessment plays a crucial role in 
formative assessment. With appropriate implementation, it can also be used as a 
component in summative assessment. It can also be viewed as a method of learning 
in and of itself, as well as a mechanism for evaluating the outcomes of student learn-
ing. Less is known about students’ opinions on assessing and being assessed by peers, 
even though these concepts about the beneficial role peer assessment can play in 
classroom assessment are well-known.

Peer assessment, the process in which learners can comment on the performance 
of their classmate, is a procedure that has been acknowledged as having significant 
potential benefits for learning gain and is increasingly being utilized in higher edu-
cation to get students more involved in the assessment process (Race et  al., 2005). 
Accordingly, peer feedback can play a decisive role in both language learning and 
formative assessment.

In short, peer assessments supporting student-centered assessments have attracted 
a lot of attention (Hoffman, 2019). Based on this style of evaluation, the students rank 
the performances of their classmates on a quantitative level, for example, by giving peer 
grades or scores, and/or a qualitative level, for example, by giving a peer oral or written 
feedback (Topping, 2017). By letting students evaluate their peers’ performances during 
assessments, peer assessments promote significant educational ideals (Bryan & Clegg, 
2019). Learner-centered evaluation and learning can be facilitated through peer assess-
ment (Panadero et al., 2016; Tomas & Palmer, 2018).

Cooperative learning

Peer learning, also known as collaborative learning, is based on social constructivism 
and contends that learning takes place more actively outside of the classroom when 
students interact socially with their peers (Roschelle & Teasley, 1995). Learners posi-
tively rely on one another and help each other’s mental models by sharing personal 
experiences, insights, and reflections (Johnson & Johnson, 1987; Slavin, 1982).

In a setting of cooperative learning, group members try to contribute individually 
to advance learning and reach a group goal (Johnson et al., 2014). This method aids in 
the cooperative knowledge-building of students (Naserpour & Zarei, 2021). In reality, 
there is a strong interdependence among group members while each person accepts 
responsibility for his or her own learning (Bolukbas et al., 2011).

According to Wajnryb (1990), when students collaborate to develop language, they 
become more aware of gaps in their linguistic knowledge and consider form-meaning 
linkages when they get peer feedback. In actuality, cooperative learning projects pro-
vide for the exposure of all members to a variety of learning benefits, methods, and 
strategies, allowing for the exhibition of each member’s unique learning preferences 
or strengths (Naserpour & Zarei, 2021). Consequently, cooperative activities can help 
learners improve their language skills as well as their interpersonal abilities, such as 
teamwork and problem-solving (Olaya & González-González, 2020). The rich litera-
ture on collaborative learning provides strong evidence in terms of substantial gains 
in problem-solving and critical-thinking skills (Kyndt et al., 2013).
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Scaffolding

The support given during the educational process to suit students’ requirements when 
they are exposed to novel concepts and skills is referred to as scaffolding in Sawyer’s 
(2006) work. Higher and more in-depth levels of learning may result from this (Naser-
pour & Zarei, 2021).

ZPD, a crucial concept in Socio-Cultural Theory, and scaffolding have a strong rela-
tionship. ZPD, as defined by Vygotsky (1978), is the discrepancy between a child’s actual 
developmental level and their potential level of development, which is determined by 
how well they can solve problems when receiving advice from adults or more experi-
enced peers (Verenikina, 2008). According to Vygotsky’s social constructionism theory, 
scaffolding refers to a novice’s temporary aid from an expert designed to increase their 
independence. As learners gain the capacity to exhibit mastery and carry out tasks on 
their own and develop their own abilities and talents, this assistance is gradually reduced 
or eliminated (Diaz-Rico & Weed, 2002).

To satisfy the needs of students in English language classrooms, scholars have sug-
gested a variety of categories of scaffolding tactics. The most popular and useful scaffold-
ing strategies that can be used in language classrooms to teach single and multi-words 
are categorized into three primary groups, according to Echevarria et al. (2004): verbal, 
procedural, and instructional, each of which includes several tactics.

Empirical background

Studies on the efficacy of peer assessment and scaffolding

One of the latest studies that have delved into the efficacy of peer assessment on devel-
oping speaking skills is that of Imani (2021). The purpose of her study was to compare 
how self- and peer-assessment affected reflective and impulsive EFL learners’ speak-
ing abilities. To do this, 51 intermediate EFL students (24 impulsive and 27 reflective) 
were chosen based on their performance on the PET and the Impulsiveness Sub-Scale 
of Eysenck’s Impulsivity Inventory. They were split into two experimental groups at ran-
dom—self-assessment and peer assessment—each of which included both impulsive and 
reflective students. The Speaking Self-Assessment Sheet created by Babaii et al. (2016) 
served as the basis for the evaluation in the self-assessment group (2015). In the peer 
assessment group, the evaluation was based on the Yamashiro and Johnson Peer Assess-
ment Rating Sheet (Yamashiro & Johnson, 1997). The speaking portion of another PET 
was administered to the subjects as a post-test following the conclusion of the treat-
ment. The two-way ANOVA results showed that (a) there was no significant interaction 
between assessment type and cognitive type, (b) self- and peer-assessment had the same 
effect on impulsive and reflective learners’ speaking skills (i.e., they both similarly helped 
learners develop their speaking skill), and (c) regardless of assessment type, learners with 
different cognitive types performed differently, with reflective learners outperforming 
their impulsive counterparts.

Salem Almahasneh and Abdul- Hamid (2019) examined the impact of peer evalua-
tion training on the writing performance of Arab EFL high school students. To carry 
out this research, 120 students between the ages of 15 and 16 participated in this study. 
The pupils were from two Arab high schools in Malaysia. Data collection and evaluation 
of the students’ writing performance on the pre-test and post-test were done using an 
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analytical marking scale. The results of this study showed that the writing skills of the 
experimental and control groups were significantly different. The findings showed that 
students who participated in peer assessment training produced writing drafts that were 
superior to those of students who only received conventional essay writing instruction 
and no peer assessment.

Tunagür (2021) aimed to ascertain whether the application of peer assessment affected 
sixth-grade pupils’ writing motivation and anxiety. To do this study, 35 sixth graders 
participated in the study, with 17 being placed in the experimental group and 18 being 
placed in the control group. According to the study’s findings, students in the experi-
mental group experienced significantly less writing anxiety than students in the control 
group. These findings show that the implementation of peer assessment reduced stu-
dents’ writing anxiety and increased their motivation for writing.

Zheng et  al. (2021) also showed an interest in comparing the efficacy of self-assess-
ment and peer assessment on oral skills. As per their mixed-method procedure, in 
a 16-week English public speaking course, two entire classrooms were randomly split 
into two groups, with 25 students placed in the self-assessment-initiated group and 26 
students placed in the peer-assessment-initiated group. Both groups had to finish three 
formal English public presentations after two distinct sets of formative practice. The 
learners in the self-assessment-initiated group had substantially lower public speaking 
anxiety than those in the peer-assessment-initiated group, according to both quanti-
tative and qualitative findings, whereas the learners in the peer-assessment-initiated 
group demonstrated significantly superior public speaking performance. The results 
also revealed that while peer-assessment-initiated formative practice may have helped 
learners enhance their correct use of the English language, the self-assessment-initiated 
formative practice helped learners pay more attention to their delivery and anxiety levels 
in public speaking.

Another applied study that investigated the impact of peer assessment on speaking 
skills is that of Hasnani and Mubarak (2020). Their study sought to determine whether 
or not peer assessment enhances the speaking skills of ESP students. To test if ESP stu-
dents’ speaking skills were improving, the researchers conducted an experimental study 
utilizing a peer assessment method. Thirtysecond-semester Teknik Laboratorium Medis 
students from Universitas Megarezky participated in the study. Data from the study’s 
assessment, interviews, observations, and field notes were evaluated. Prior to imple-
menting peer assessment, the average student score was 67.3; however, after using peer 
assessment, the average student score increased to 82. After employing peer assessment, 
the post-test revealed an improvement in speaking skills. Thus, peer evaluation proved 
to be effective in helping ESP students perform better when speaking. This study con-
cluded that using peer assessment helps ESP students develop their oral skills.

In another attempt, Meletiadou (2021) explored the impact of peer assessment on EFL 
students’ writing performance. Their study used a pre-test-post-test quasi-experimen-
tal method and sought to understand how peer assessment affected the writing abili-
ties of 200 Greek Cypriot EFL students. Over the course of a complete academic year, 
adolescents had two 90-min writing classes each week. After receiving training in peer 
assessment techniques, teachers were required to instruct their own students. APA 
rubric, which was also developed by the researcher but agreed upon by the students and 
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their teachers throughout the training sessions, was given to the students to utilize. By 
comparing the results of the pre- and post-tests, paired t tests were used to determine 
whether or not the students in the control group (n = 100 students and 10 instructors) 
and the experimental group (n = 100 students and 10 teachers) improved their writ-
ing performance. The results of the study suggested that peer assessment might have 
a somewhat good effect on pupils’ writing abilities. Students’ writing performance 
increased in five areas thanks to peer assessment: mechanics, organization, substance, 
focus, and vocabulary and language use. This study offers suggestions for PA implemen-
tation in high school EFL writing classes that allow teachers to enhance students’ writing 
performance in response to the need for greater experimentation.

Another study that examined the effect of self and peer assessment on EFL learners’ 
argumentative writing performance is that of Iraji et  al. (2016). Their study sought to 
determine how Iranian intermediate EFL students’ performance in argumentative writ-
ing was influenced by their own and their peers’ evaluations. Based on the results of the 
Oxford Quick Placement Test and an argumentative essay that functioned as the study’s 
pre-test, 36 intermediate EFL students were chosen and homogenized for this purpose. 
They were subsequently divided into control and experimental groups and allocated at 
random to receive various therapies. Participants’ compositions in the control group 
were evaluated by a traditional teacher, whereas the experimental group’s works were 
evaluated by their peers and themselves. The utilization of self- and peer-assessments 
had a considerable impact on the learners’ writing abilities, according to the post-test 
results. Based on the results of the study, it was determined that using alternative assess-
ments for Iranian EFL students may assist them to overcome some of their challenges 
with argumentative writing. The findings of this study have significant ramifications for 
ELT stakeholders, including teachers, students, and other stakeholders. These alternative 
tests can be used as a teaching tool to help pupils become less anxious and develop their 
persuasive writing abilities.

In another research, Ritonga et  al. (2022) explored the contribution of peer evalua-
tion to text comprehension, reading motivation, and vocabulary learning in an EFL con-
text. They used a convenience selection method to choose 60 Iranian EFL students at the 
intermediate level, ranging in age from 18 to 26, and divide them into two groups: the 
experimental group and the control group. Thereafter, the subjects were pretested on 
the constructs of the study. With the assistance of the teacher, the students in the experi-
mental group evaluated the work of their other classmates. After each test in the control 
class, the students evaluated their own performance with the teacher’s assistance. The 
post-tests for vocabulary, reading motivation, and reading comprehension were admin-
istered to both groups following a 15-session course of treatment. The results of the 
one-way ANCOVA tests showed that on the three post-tests of reading comprehension, 
reading motivation, and vocabulary learning, the experimental group outperformed the 
control group. In fact, the outcomes showed that peer assessment had a good impact on 
Iranian EFL students’ text comprehension, motivation to read, and vocabulary learning. 
These L2 researchers concluded that peer assessment is an effective way for enhancing 
language learning among EFL students.

Although the studies outlined above directly pointed to the efficacy of peer feedback 
and cooperative/scaffolded learning, the literature on their usefulness in developing 
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vocabulary learning and oral skills of EFL learners is quite thin, and most experimental 
studies have mainly focused on the contribution of peer assessment and cooperative/
scaffolded learning to reading comprehension and writing skills (Ritonga et  al., 2022). 
To put it differently, there is a dearth of research on the effects of peer assessment on 
the growth of EFL learners’ oral skills and lexical development. Therefore, by conducting 
this study, the researchers hope to close the knowledge gap and provide answers to the 
following two questions. Thus, the objectives of this study are twofold. The first objective 
of this study is to check whether implementing peer assessment/scaffolded learning has 
any distinguishing effect on learners’ oral skills. The second objective of the study is to 
examine the potential contribution of peer assessment/scaffolded learning on EFL learn-
ers’ vocabulary retention and recall.

Research question 1: To what extent can peer assessment/scaffolded learning amelio-
rate EFL learners’ oral skills?
Research question 2: To what extent can peer assessment/scaffolded learning facilitate 
vocabulary retention and recall among EFL learners?

These research questions will lead to the following null hypotheses:

Null hypothesis 1: Peer assessment/scaffolded learning cannot ameliorate learners’ 
oral skills among EFL learners.
Null hypothesis 2: Peer assessment/scaffolded learning cannot facilitate vocabulary 
retention and recall among EFL learners.

The studies reviewed above established the efficacy of peer feedback and cooperative/
scaffolded learning. Notwithstanding, there is little empirical research on how these 
practical strategies can help EFL learners improve their both speaking skills and vocabu-
lary learning. Instead, most experimental studies have primarily concentrated on how 
peer assessment and cooperative/scaffolded learning can improve reading comprehen-
sion and writing skills (Ritonga et al., 2022). To put it another way, little study has been 
done on the impact of peer assessment on the development of lexical and oral abilities in 
EFL learners. It is for this reason that this study seems to be an innovation, and attempts 
to close the current knowledge gap, and add to the literature on how these attempts can 
actually provide insights for policy-makers, materials developers, language teachers, etc. 
on how to implement the potential results of this study in their professional work.

Methodology
Design

In order to conduct this study, a quasi-experimental design was used because the 
researchers were unable to randomly choose the subjects. In this study, there were two 
groups: an experimental and a control group. In this study, in each research question, a 
two-level categorical independent variable (peer assessment and scaffolded learning vs. 
no peer assessment and scaffolded learning) and a dependent variable (the scores on a 
speaking test in the first research question, and the scores on a vocabulary test in the 
second research question) will be employed. It should also be mentioned that vocabulary 
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knowledge will be tested on three occasions (pre-test, post-test, and delayed post-test). 
Thus, the variable has three levels.

Participants

Cluster random sampling was used to select the participants in this study. From among 
language institutes in Khuzestan, Iran, 37 English as a Foreign Language (EFL) students 
from two preassembled general English classrooms at one of the language schools par-
ticipated in this study. There were 120 language learners in the institute, but through 
an Oxford Quick Placement Test, 37 subjects with lower-intermediate, and 5 learners 
with an intermediate level of English proficiency were selected. They ranged in age from 
15 to 20 years and had Farsi as their L1. Before the study, none of the participants had 
ever studied abroad and had little chance to communicate with others in English out-
side of the classroom. As students, they had taken three hours of English each week at 
school and another four at the language school. The experimental group (N = 25) and 
the control group (N = 17) were randomly assigned to each group. The experimental 
group was further divided into five groups of five, but the control group was not divided 
into groups. One intermediate learner was selected as the more proficient member 
(i.e., mediator) in each group and served as the group’s head. The mediator further 
was responsible for providing other members of the group with appropriate assistance 
(i.e., mediation). It should not be forgotten that the scores of these mediators were not 
taken into account neither in the pre-test nor in the post-test as the objective of this 
research was to find an appropriate intervention for learners with a lower-intermediate 
level of language proficiency. It is also worth noting that through passive deception the 
researchers informed participants of the research objectives and their signed consent 
was obtained. For the participants under 18, parental signed consent was obtained.

Instruments

At the start of the study, the researchers evaluated the participants’ vocabulary knowl-
edge using an instructor-made lexical test. Based on the Vocabulary for the High School 
Student Book (Levine et  al., 2004), a teacher-made vocabulary test with 20 multiple-
choice questions was produced and administered as the study’s pre-test. Thus, this 
instrument was adopted for the purpose of the study. The legitimacy of the test’s face 
and content was checked by three validators. Additionally, the test was also adminis-
tered to a group of language teachers who had the construct (i.e., they already knew the 
lexical items). The difference between these teachers’ knowledge of the lexical items 
and those of the participants of the study was significant in a statistical sense (p < 0.05). 
This known group technique (Ary et al., 2019) also verifies the construct validity of the 
instrument. The KR-21 findings revealed that the vocabulary test’s reliability index came 
out to be 0.81 indicating the reliability of the instrument. The students in the two groups 
took a similar test with the same number of items as the vocabulary post-test following 
the intervention. The validity and reliability (r = 0.78) of this post-test were also corrob-
orated using the above-mentioned procedures. Additionally, using the same procedures, 
a similar vocabulary test with different items was administered two weeks after the treat-
ment as the delayed post-test. The validity and reliability (r = 0.81) of the instrument 
were also determined.
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Additionally, to check learners’ oral proficiency an oral narrative task was also 
employed in this study. The task required the students to recount a story aloud follow-
ing a series of Heaton photographs (Heaton, 1975). In groups of four, students in the 
experimental group were asked to narrate a tale based on the comic strip “A Surprise.” 
Each student in this activity had two minutes to look at the photographs before being 
asked to tell a tale in response. They were required to tell the tale using verb tenses in 
regular type in simple past and simple present tense. In four different sessions, a total of 
four narrative tasks were used, and learners received the post-test right after the fourth 
task. The extent to which the subjects were able to demonstrate their command of the 
form in their production fluently, accurately, and with complexity constituted their 
speaking score in this study. The speaking score could go as low as 0 and as high as 20 
in this study. To be more specific, for evaluation, a set of criteria developed from the 
TOEFL iBT Speaking Rubrics and the CEFR’s ‘Qualitative Aspects of Language Use’ 
were employed. Based on the evaluation criteria, which included task completion, flu-
ency, organization, and language use, scores between 0 and 20 were generated. A sample 
of English literature B.A. holders piloted the test to validate it. Two evaluators with a 
combined total of more than 15 years of experience instructing English at the univer-
sity level examined each student’s performance across the task to confirm its reliability. 
The task’s average score was calculated and taken into account. In addition, to verify the 
inter-rater reliability, which was high for both pre- and post-test scores, Pearson’s cor-
relation coefficient was determined for the pre- and post-test scores (with 0.87 in time 1 
to 0.89 in time 2). It goes without saying that because this second instrument was based 
on Heaton’s (Heaton, 1975) photographs, this instrument was adapted for the purpose of 
this study.

Procedure

For the researchers to come up with homogenous groups, the subjects were adminis-
tered an OQPT first. Only students with lower-intermediate proficiency were chosen 
for this study’s participation as a consequence of the test. Since this study was con-
ducted in a classroom context, other students whose scores varied from the rest were 
not taken into account. The two groupings were then made up of two classes. Peer evalu-
ation, group work, and scaffolding were given to an experimental group, but neither of 
these activities was given to the control group. That is, the control group only received 
a traditional model of language teaching using a presentation, practice, and produc-
tion approach. The entire experimental class was split into five groups of four students. 
For the oral narration activities, learners in the group were given six photographs and 
given two minutes to look at them. They were then asked to narrate a portion of the 
task. Following the completion of each learner’s own narration in each group, peers from 
that group or other groups gave feedback to the learners by evaluating their narration. 
Peers were asked to evaluate the performance of their friends in terms of both language 
use and content. Each group went through this process until the entire class had com-
pleted the assignment. The process was repeated a second and third time to ensure the 
effectiveness of peer assessment on oral skills. This treatment lasted three sessions, and 
attempts were made to make learners more fluent in speaking by implementing Vygot-
skian ideas in the classroom.
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In addition to the oral narrative task, the first chapter of Vocabulary for the High 
School Student by Levine et al. (2004), was instructed to the subjects in four sessions. 
The first chapter of the book is divided into six units. Thus, this part of the treatment 
lasted six sessions. That is each session was devoted to one unit of the first chapter of 
the book. One exam of ten vocabulary items was administered to both groups at the 
start of each session. Under the guidance of the teacher, the students in the experimental 
class evaluated the work of their peers. That is, peers looked at the responses made by 
their friends and provided guidelines on how their friends can correct their erroneous 
responses. After each test, the students in the control group reviewed their own results 
with the aid of the teacher and discussed their strengths and flaws. Thus, the experimen-
tal group was exposed to peer assessment, while the control group was not. After the 
treatment sessions, the vocabulary post-tests were given to both groups, and the results 
of the pretests and post-tests were compared and contrasted.

Method of data analysis

In each of the research questions raised above, there is a two-level categorical inde-
pendent variable (peer assessment and scaffolded learning vs. no peer assessment and 
scaffolded learning) and a dependent variable (the scores on a speaking test in the first 
research question, and the scores on a vocabulary test in the second research question). 
Additionally, following recommendations made by Ary et al. (2019), as the means of two 
groups, namely the experimental group and the control group need to be compared for 
each of the research questions, two independent samples t tests must be conducted. 
Before conducting the t tests, for each of the questions a one-sample Kolmogorov-
Smirnov test will be conducted to examine whether data are normally distributed or not. 
If the results of the test show that the data are normally distributed, the independent 
samples t-test will be conducted, otherwise, the Mann-Whitney U test as the non-par-
ametric version of the t test (Ary et al., 2019) will be run. It is also crystal clear that the 
data will be examined through SPSS software.

Results
The contribution of peer assessment plus scaffolding to speaking skills

As mentioned in the previous section, as the means of two groups require to be com-
pared, an independent-sample t test or a Mann-Whitney U test must be conducted (Ary 
et al., 2019). At this stage, through a one-sample Kolmogorov-Smirnov test, it is checked 
whether the data are normally distributed (Rezai, 2015).

As the results of Table 1 reveal, before the commencement of the treatment, data are 
normally distributed (p> 0.05). Thus, an essential assumption of independent samples t 
test is met, hence room for its conduction (Table 2).

The above-presented table shows the mean and standard deviation for both groups 
prior to and after implementing the treatment. It shows that the mean for both groups 
before implementing the treatment is almost the same (M = 4.75 for the experimental 
group with a 2.42 standard deviation and M = 4.64 with a 1.69 standard deviation for 
the control group). It implies that their knowledge was the same before the intervention. 
However, the experimental subjects performed much better compared to their control 
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group counterparts (M = 11.50 for the experimental subjects with a 4.65 standard devia-
tion and M = 6.47 for the control group with a 2.34 standard deviation).

Table 3 indicates that the homogeneity assumption underlying the independent sam-
ples t test is assumed as the sig. value both before and after the instruction is above 0.05 
(p > 0.05).

Table 1  One-sample Kolmogorov-Smirnov test

a Test distribution is normal
b Calculated from data

Group Pre-test score

N 37 37

Normal parametersa,b

  Mean 1.45 4.70

  Std. deviation .50 2.09

Most extreme differences

  Absolute .35 .14

  Positive .35 .14

  Negative − .31 − .10

Kolmogorov-Smirnov Z 2.18 .88

Asymp. Sig. (2-tailed) .00 .41

Table 2  Group statistics

Group N Mean Std. deviation Std. error mean

Pre-test score Experimental 20 4.75 2.42 .54

Control 17 4.64 1.69 .41

Post-test score Experimental 20 11.50 4.65 1.03

Control 17 6.47 2.34 .56

Table 3  Independent samples test

Levene’s 
test for 
equality 
of 
variances

t test for equality of means

F Sig. t df Sig. (2-tailed) Mean 
difference

Std. error 
difference

95% 
confidence 
interval of the 
difference

Lower Upper

Pre-test score

  Equal variances assumed 2.77 .10 .14 35 .88 .10 .70 1.31 1.52

  Equal variances not 
assumed

.15 33.83 .88 .10 .68 1.27 1.48

Post-test score

  Equal variances assumed 7.74 .12 4.03 35 .00 5.02 1.24 2.50 7.55

  Equal variances not 
assumed

4.24 29.00 .00 5.02 1.18 2.60 7.45
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On the whole, an independent samples t test was run to see whether the learners who 
receive peer assessment and scaffolded learning perform better on an oral narrative task 
or not. An inspection of the data using a Kolmogorov-Smirnov test and a Levene’s test 
showed no violation in normality and homogeneity assumptions of the t test. Although 
there was no significant difference between the subjects before the treatment (p > 0.05), 
the difference between the groups after the intervention was statistically significant. That 
is, the experimental group (M = 11.5, SD = 4.65) outperformed the control group (M = 
6.47, SD = 2.34) on the post-test (p < 0.05, t = 4.03, df = 35). Moreover, the magnitude 
of the difference between the two groups, using Cohen’s formula (1998), was quite large 
(eta squared = 0.77).

The contribution of peer assessment plus scaffolding to lexical gain

Based on the second research question, the researchers want to find out whether scaf-
folded peer assessment can affect vocabulary retention and recall. It is for this reason 
that learners need to run a repeated measure ANOVA (Ary et  al., 2019; Rezai, 2015). 
First of all, there is a need to ensure that data are normally distributed. Thus, before run-
ning the repeated measures ANOVA, a one-sample Kolmogorv-Smirnov test needs to 
be carried out.

Data are normally distributed (p > 0.05) with relation to vocabulary knowledge prior 
to the start of the treatment, as shown by the results of Table 4. Thus, a prerequisite for 
the ANOVA is satisfied, allowing for its application.

Table 5 shows that for the pre-test score the mean for all participants was 3.59 with a 
1.58 standard deviation (M = 3.59, SD = 1.58). The table further shows that the mean in 

Table 4  One-sample Kolmogorov-Smirnov test

a Test distribution is normal
b Calculated from data

Group Pre-test score

N 37 37

Normal parametersa,b

  Mean 1.45 3.59

  Std. deviation .50 1.58

Most extreme differences

  Absolute .35 .13

  Positive .35 .13

  Negative − .31 − .13

Kolmogorov-Smirnov Z 2.18 .82

Asymp. sig. (2-tailed) .00 .50

Table 5  Descriptive statistics

Mean Std. deviation N

Pre-test score 3.59 1.58 37

Post-test score 6.51 3.79 37

Delayed post-test score 6.64 3.58 37
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the immediate post-test boomed (M = 6.51, SD = 3.79), and the same holds true for the 
delayed post-test (M = 6.64, SD = 3.58).

As Table  6 reveals, there is a significant mean difference between the experimental 
group and the control group at p > 0.05 (M = 3.54, SD = .61). That is the experimental 
group significantly outperformed the control condition.

As shown in Table 7, the value for Wilks’ lambda is 0.58 with a probability value of 
0.001 indicating that there is a statistically significant effect for time. The effect size of 
0.41 demonstrates a large effect size.

According to Table 8, the mean difference between time 1 (pre-test) and time 2 and 
3 (immediate post-test and delayed post-test, respectively) is significant at 0.05. All in 
all, the above table using the Bonferroni adjustment test indicates that at the onset, the 
students were not familiar with the words, but after scaffolded peer assessment, their 
knowledge of vocabulary rose and this gain was durable over time.

All in all, for the second research question, a one-way repeated measures ANOVA 
was conducted to examine the effect of scaffolded cooperative learning on three occa-
sions on EFL learners’ vocabulary retention and recall. The descriptive results (mean and 
standard deviation) a statistically significant effect for time. Wilk’s lambda = 0.58, F (2, 

Table 6  Pairwise comparisons

(J) Group Mean 
difference 
(I-J)

Std. error Sig. 95% confidence interval for 
difference

Lower bound Upper bound

Experimental Control 3.51 .61 .00 2.26 4.76

Control Experimental − 3.51 .61 .00 − 4.76 − 2.26

Table 7  Multivariate tests

Effect Value F Hypothesis df Error df Sig. Partial 
eta 
squared

Time

  Pillai’s trace .41 12.48 2.00 35.00 .000 .41

  Wilks’ lambda .58 12.48 2.00 35.00 .000 .41

  Hotelling’s trace .71 12.48 2.00 35.00 .000 .41

  Roy’s largest root .71 12.48 2.00 35.00 .000 .41

Table 8  Pairwise comparisons

(I) Time (J) Time Mean 
difference (I-J)

Std. error Sig. 95% confidence interval for 
difference

Lower bound Upper bound

1 2 − 2.91 .63 .00 − 4.50 − 1.33

3 − 3.05 .60 .00 − 4.56 − 1.54

2 1 2.91 .63 .00 1.33 4.50

3 − .13 .25 0.97 − .76 .49

3 1 3.05 .60 .00 1.54 4.56

2 .13 .25 0.97 − .49 .76
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35) = 12.48, p = 0.001, multivariate eta squared = 0.41 indicating a large effect size. The 
pairwise comparison of the results showed that the scores increased from time 1 to time 
2 and from time 1 to time 3 (p = 0.001), while the scores did not change from time 2 to 
time 3 (p > 0.05).

To sum up, regarding the potential contribution of scaffolded peer assessment on 
speaking skills, an independent samples t test was carried out. The results showed that 
the experimental group significantly outperformed the control group in the post-test, 
hence the efficacy of collaborative learning. Additionally, regarding the second research 
question, a one-way repeated measures ANOVA was conducted to examine the efficacy 
of scaffolded peer assessment on vocabulary retention and recall. The findings revealed 
that not only can the treatment result in lexical gain, but also its results are durable over 
time. That said, the results of the performed statistical analyzes point to the efficacy of 
peer assessment plus scaffolded learning in promoting both oral skills and lexical gains 
among EFL learners. For both dependent variables, learners who had experienced such 
training outperformed their peers who had not experienced scaffolded learning.

Discussion
The current study sought to investigate the effect of peer assessment interwoven in a 
group activity where students had the opportunity to obtain peer scaffolding in oral out-
puts as well as in vocabulary learning. The study’s conclusions corroborated the value 
of peer evaluation and group work in helping learners improve both their speaking and 
lexical gain. Thus, it can be argued with full confidence that scaffolded peer assessment 
was successfully implemented in the current study.

The gained results are in line with Zheng et al. (2021) who showed that peer-assess-
ment-initiated formative practice helped learners enhance their correct use of the Eng-
lish language. Additionally, our findings are following Hasnani and Mubarak (2020) who 
investigated the impact of peer assessment on speaking skills. Their study results indi-
cated that using peer assessment helped ESP students enhance their oral skills. Moreo-
ver, the gained results in the present research are advocated by Ritonga et al. (2022) who 
explored the effects of peer evaluation on text comprehension, reading motivation, and 
vocabulary learning in an EFL context. Their outcomes revealed that the experimental 
group who was trained by peer-assessment outperformed the control group on the three 
post-tests of reading comprehension, reading motivation, and vocabulary learning.

Our findings concur with those of Movahedi and Aghajanzadeh Kiasi (2021) who con-
firmed the effectiveness of peer-evaluation in enhancing the writing abilities of Iranian 
intermediate EFL students. Furthermore, the findings of our study are supported by 
Salem Almahasneh and Abdul- Hamid (2019) who examined the effects of peer assess-
ment training on writing performance among Arab EFL high school students. They dis-
covered that students who took part in peer assessment training gained higher scores 
on the post-test of writing. Similar evidence supports our findings from Tunagür (2021), 
who investigated the effect of peer assessment application on sixth-grade students’ writ-
ing motivation and anxiety. He concluded that peer assessment reduced students’ writ-
ing anxiety and increased their writing motivation.

Researchers have recently argued more and more in favor of the use of evaluation to 
foster learning in academic practice (Wiliam, 2018). Peer evaluation is a fundamental 
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component of formative assessment theories because it is thought to give teachers or 
students fresh knowledge about the learning process, ameliorating later performance 
(Pellegrino et al., 2001). The findings of the present study support the idea that peer 
evaluation might be a useful instructional strategy for raising student achievement 
at least in language programs dealing with speaking skills and vocabulary learning. 
The findings imply that peer assessment can play a significant formative role in class-
rooms since it is more successful that no assessment at all. The results indicate that 
designing classroom activities in a way that makes use of peer assessment can be a 
useful strategy to encourage learning and maximize the use of instructional resources 
by allowing the instructor to concentrate on helping students with more challenging 
and complicated tasks. This shows, pragmatically, that classroom teachers can apply 
peer assessment in a variety of ways and customize the peer assessment design to the 
unique characteristics and limitations of their classroom environments (Double et al., 
2020).

Although in line with a huge number of studies which had pointed to the positive 
effects of peer assessment, collaborative learning, and scaffolded learning on lan-
guage productive skills (e.g., Hasnani & Mubarak, 2020; Hung et  al., 2016; Imani, 
2021; Nicol et al., 2014; Zheng et al., 2021), very few to no study had looked into the 
impact of scaffolded peer assessment on vocabulary learning (Ritonga et  al., 2022). 
Thus, this research can be seen as an innovation in an absolutist sense for considering 
the potential impact of this treatment on a novel dependent variable and the extent 
to which the manipulated independent variable (scaffolded peer assessment) can take 
account of variation in the dependent variable (vocabulary learning).

One key element in an effective learner-centered program is active engagement 
which is widely acknowledged (White, 2009). The benefits of collaborative learning, 
when conversation partners and the teacher actively communicate with one another, 
include increased learner self-confidence, active participation, and motivation 
(White, 2009). According to Kaye (1989), group work is beneficial for active learning 
because it encourages both an equal quantity of turn-taking and more reflective and 
thought-out input.

Peer evaluation significantly changed how students perceived the function of the 
teacher. With peer assessment in place and the instructor’s role reduced, the students 
eventually started to assess their own learning with the aid of their peers and their 
own capacity for critical evaluation, removing the need for the teacher to serve as 
the sole assessor or judge. The students began to take greater control of their own 
education in this way. As a result, the students’ reliance on the teacher alone was sig-
nificantly diminished. This is in line with the study conducted by Shen et al. (2020) 
who suggested that peer assessment significantly reduces sole reliance on the teacher 
as the mere source of knowledge to an inordinate degree and in this way promotes 
learners’ autonomy.

By using peer-assessment, additional input and feedback can be provided for the 
students that help them develop their language learning. The students in the peer-
assessment group received more suggestions and criticism, which enhanced their 
capacity for speaking and vocabulary. The pupils felt more in control of their language 
learning thanks to peer-assessment. Since they were forced to analyze both their own 
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and their peers’ performances, peer assessment helped pupils become more aware of 
classroom discussions. In fact, peer-assessment can encourage cooperation among 
students which ultimately leads to language learning. The mentioned advantages of 
peer-assessment can be considered as reasons for the gained results of the current 
investigation.

The efficacy of this intervention lies in the fact that in a group setting, students are 
encouraged by their more experienced and skilled peers and receive tailored assistance 
accordingly. When learners are required to give a precise response to a question or 
to find a solution to a dilemma, their peers are available to provide appropriate assis-
tance. When a group member provides an unsatisfactory response, the group’s more 
advanced students can explain why the response is inadequate. In turn, this explana-
tion can encourage cooperation among group members, which can promote a deeper 
understanding of the material through the clarification and/or elaboration that occurs 
as a result of this mediation. Additionally, scaffolded cooperation of this kind can actu-
ally reduce learners’ stress and encourage them to work more collaboratively and jointly 
with their more proficient peers. In this way, scaffolded peer assessment can result both 
in intriguing lessons and the development of speaking skills as well as vocabulary knowl-
edge. Through scaffolded cooperative learning, learners can widen their ZPD and in this 
way, they can regulate their own learning.

Through the use of peer assessment, students can engage in cooperative learning 
where they are eager to help and assess their peers and take ownership of their own lan-
guage learning achievements. This can lead to improved social skills, better assessment, 
and more accurate feedback. Since learners help each other, better learning takes place 
because they care about the group and its members and desire to accomplish the same 
goal. This is in line with the social interdependence theory (Slavin, 2011). Accordingly, 
given that learners of the same age participate in cooperative activities and serve as role 
models for one another’s ZPDs, which are more beneficial than having the students work 
alone, the findings of this research confirm the social constructivism idea put out by 
Vygotsky (Webb, 2008).

Although the present study directly points to the efficacy of scaffolded peer assess-
ment, some points are in order. Similar to the observation by Colognesi et al. (2020), it 
was observed that the text’s structure and coherence received the most positive feedback 
from peers. Along with grammar, they discussed verbal and nonverbal communication. 
Therefore, it appears that peer assessment is a method for immediately putting what was 
learned from their prior experience as language learners into practice. While the peers 
hardly mention the evolution of ideas, they do not mention the aim of communication at 
all. It is for these reasons that the researchers feel, to be most successful, peer assessment 
needs to be combined with teacher assessment so that language learners also focus on 
the features that their peers do not dwell on.

Whereas the findings of the study established the effectiveness of peer feedback on 
both developing speaking skills and lexical gain, it is not to assume that there is no flaw 
in peer evaluation. For example, according to Woolhouse (1999), it might be challeng-
ing for peer evaluators to assign fair grades. Besides, students experience emotional bias 
when they give their peers low grades, according to Oldfield and Macalpine’s (Oldfield & 
Macalpine, 1995) study.
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Conclusion, implications, limitations, and future directions
This current investigation with its focus on the effect of scaffolded peer assessment on 
speaking skills and lexical gain established an effective teaching strategy for language 
teachers. Studies from the past demonstrate that learners initially lack the ability to regu-
late and monitor their own learning, but if they are actively involved in making decisions, 
they will learn how to learn more effectively (Nikolov, 2006). In terms of direction, scaf-
folding can raise learning outcomes and learning quality. This study validated the signifi-
cant positive impacts of scaffolding on learning outcomes for vocabulary and speaking 
abilities. Vygotsky (1978) stressed the value of supportive relationships and social contact 
for learning. From this angle, scaffolding is anticipated to significantly boost learners’ per-
formance and learning (Bonk & Cunningham, 1998). It is obvious that this research sig-
nificantly supports the idea. Scaffolded training is advantageous, to put it simply.

All in all, the findings of this study established the efficacy of cooperative learning 
through peer assessment/scaffolded learning on both speaking skills and vocabulary 
retention and recall. Thus, it can be argued that implementing Vygostkian thinking in 
a practical domain is a better approach to developing both oral skills and lexical knowl-
edge than traditional presentation-practice-production based on skill-acquisition the-
ory. Peer assessment/scaffolded learning can help learners regulate their own learning 
and in this way, they can extend their ZPD. That is, learners’ potential for extending what 
they learned from the teaching context to other situations can be extended if teachers 
implement Vygotskian thinking in their practice.

This scaffolded peer assessment study raises several implications for language instruc-
tors, administrators, syllabus designers, curriculum developers, language policy makers, 
etc. The first pedagogical implication of this study is that language teachers can imple-
ment such training in their classes to expand their learners’ ZPD at least when they are 
concerned with developing speaking skills and enlarging their learners’ vocabulary size 
as this intervention proved to be highly successful.

By utilizing the constructive criticism received from peers and self-assessments, teach-
ers can enhance the support they provide for their pupils. Teachers may find it valu-
able to employ peer assessment as it is an effective instrument for the development of 
speaking skills and vocabulary knowledge. Teachers can promote students’ autonomy in 
the classroom in addition to employing a variety of evaluations by having them engage 
in peer-assessment activities. EFL students can progressively understand what it takes 
to become self-directed learners as a result. Activities that involve peer evaluation are 
another method by that teachers can encourage cooperative learning. Students study-
ing English as a foreign language may benefit from being familiar with various types of 
assessment in general and peer assessment in particular if they want to improve their 
language learning. Additionally, by using peer and self-assessment exercises, students 
may pinpoint precisely where they need aid and support so that they can require assis-
tance from their teachers.

A third pedagogical implication of this study is that peer assessment/scaffolded 
learning can provide an intriguing, exciting, and almost stress-free context for learn-
ing the bolts and nuts of language. By implementing cooperative learning strategies 
through peer assessment/scaffolded learning, not only can learners improve their pro-
ficiency in the language, improve their speaking skills and increase their vocabulary 
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size, but also a stress-free context for learning will be created in which cooperation is 
encouraged rather than harmful competitiveness that hinders mental growth.

Another implication of this study is for the administrators. The principals of gov-
ernment-run schools and heads or chairs of language institutes can encourage their 
academic staff to take benefit of the findings of this study in their classroom to both 
to promote autonomy and enhance their learners’ productive skills of speaking and 
vocabulary learning.

This study has also an implication for material developers. Curriculum planners 
and/or syllabus designers can also look in detail into the findings of this investiga-
tion and implement the issues raised in this study in their forthcoming materials. The 
findings can help syllabus designers have a clearer understanding of peer-assessment 
and how it may impact EFL learners’ linguistic development. It is advised for syllabus 
designers to include a variety of assessment types in their curricula because the peer-
assessment type was proven to have a positive impact on EFL learners’ speaking and 
vocabulary learning. The findings of this study may also assist material designers in 
creating a variety of tasks and activities that are suitably suited to the speaking and 
vocabulary abilities of EFL students.

Despite the numerous positives of this study, the research is not flawless, so there is 
some room for further research. Because the study was constricted to lower-intermedi-
ate learners of English, at this stage, it is unclear whether such a treatment can be ben-
eficial for learners with different levels of language proficiency. It is for this reason that 
the researchers suggest prospective researchers carry out further research to uncover 
the effect of this intervention in developing learners’ ZPD across different levels of lan-
guage proficiency. Another limitation of the research is that the subjects of the study 
were not divided into different age groups. It is recommended that future researchers 
conduct some studies to figure out if this intervention can also ameliorate the speaking 
skills and vocabulary learning of language learners. It is also suggested that researchers 
interested in such a topic extend the geographical limitation of this study and select 
learners with different L1 backgrounds, in another area, etc. to check the efficacy of this 
treatment. Additionally, to check whether the results of this study are long-lasting, lon-
gitudinal studies are needed, hence another room for further research.
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