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TASK-BASED LANGUAGE INSTRUCTION AS SCAFFOLDING:
A COMPARATIVE STUDY ON ITS IMPACT ON LOW
AND HIGH-PROFICIENCY READERS” COMPREHENSION

Nowadays Task Based Language Instruction is considered as one of the widely used approaches
in foreign language teaching. Scaffolding, support from teachers to help learners accomplish tasks that
can not be completed independently, gradually reduces as students gain skills and confidence, is ef-
fective way of improving reading comprehension skills in language classrooms. This study investigates
the effectiveness of TBLI scaffolding as a strategy for improving reading comprehension among low and
high proficiency students. Quasi-experimental design was employed to compare the effect of it in both
proficiency levels before and after exposure to TBLI interventions. Data were collected through pretest,
posttest and lesson observations from 30 students of 10th grade in local school. Statistical analyses,
including paired-sample and independent-sample t-tests, to evaluate the significance of within and be-
tween group differences. Experiment lasted for 6 weeks, where students had 18 academic hours of learn-
ing the English language. The findings reveal that TBLI improves reading comprehension skills of both
groups, however low language proficiency students gain more advantages in comparison with higher
level students. TBLT has great value in supporting learners with limited linguistic resources by making
comprehension more accessible. Conversely, high proficiency students, who already feel comfortable
demonstrating independent work and complex tasks, which is the main purpose of scaffolding, benefit
less from this approach.

Keywords: TBLI, scaffolding, reading comprehension, language proficiency.
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TBLI Scaffolding peTiHae: TOMeH XKaHe XOFapbl TIAAIK A€HFerAi
OKYLLbIAAPADBIH, OKbIAbIM AQFABICbIHA SCEPiH CaAbICTbIPMAAbI 3epTTey

Kasipri ke3ae TancblpMara Heri3AeAreH TiAAIK OKbITY LIET TiAIH OKbITyAQ KeHiHEH KOAAAHbBIAATbIH
TociAaepAiH  6ipi  peTiHAe KapacTbipblAyad. OKyliblAQpAbIH, 63 0OeTiHLe OpblIHAAM  AaAMaNTbIH
TancblpMaAapAbl  OpbIHAQYbIHA KOMEKTeCy YLUiH Tipek, MYFAAIMAEPAIH KOAAQybl OKYLIbIAAPAbIH
AaFAbIAAPbl MEH CeHIiMAJAIriHe Kkapan OGipTiHAEN TOeMEHAEMAI, TIAAIK CbIHBIMTapAA OKYAbl TYCiHY
DAFABIAAPbIH XXETIAAIPYAIH THIMAT 8Aici 60AbIN TabbiAaabl. ByA 3epTTey TBLI TipekTepiHiH TMIMAIAITIH
TOMEH >KaHe >KoFapbl GIAIKTI OKYLUbIAGP apacbiHAQ OKYAbl TYCIHYAl >KaKCapTy CTpaTerusicbl peTiHAe
3epTTenai. KBasu-akcnepMMeHTTIK AM3aiiH OHblH, acepiH TBLI koAAaHbiAFaHFa AeliH Ae, OAaH
KeMiH Ae BIAIKTIAIK AEHreMAEPIHAE CaAbICTbIPY YIUiH KOAAQHBIAAbL. AepeKkTep XKEPriAikTi MeKTenTiH
10-CbIHbIObIHbIH 30 OKYLIbICbIHAH TECTKE AEMIHIi, TECTTEH KEeMiHri XeHe cabakTbl 6aKbIAAY apKblAbl
>KUHaAAbI. Tor ilWwiHAeri )XeHe oAapAblH apacbiHAAFb! alblPMALLIbIAbIKTAapAbIH MaHbI3AbIAbIFbIH HGaFasay
YLWiH CTaTUCTUKAABIK, TAAAQYAQP, COHbIH, iLLTHAE XXYMTbIK, )KOHE TOYEACI3 YATIAEri T-TECTTep >KacaAblHAbI.
DKCNepuUMEHT 6 anTaFa CO3blAAbI, OHAQ CTYAEHTTep 18 akapaeMMSAABIK, CaFaT aFbIALLbIH TIAIH YIAPEHA.
Hatmxkeaep TBLI eki TONTbIH, Aa OKyAbl TYCiHY AaFAbIAQPbIH >KaKCapTaTblHbIH KOPCeTeAi, AereHMeH
TIAAL KETIK BIAMENMTIH CTYAEHTTEP >KOFapbl (Pasaparbl OKYUILIAAPbIMEH CaAbICTbIpFaHAQ Kebipek
apTbIKWbIAbIKTapFa Me 60Aaabl. TBLT TiAAiK pecypcTapbl LEKTEeYAI OKyLIbIAApFa KOAAQY KOPCETYAE
YAKEH MaHbI3Fa ue, OyA TYCIHYAI KOA >KeTimai eTeai. KepiciHue, KasipAiH 63iHAe 63 GeTiHLIe XXYMbIC
icTey Al XXKoHe KYPAEAI TarncbipMaAapAbl KOPCETYAI bIHFaMAbI CE3IHETIH >KOFapbl BIAIKTI CTyAeHTTEp, BYA
TOCIAAEH a3 narAa Kepeai.

Ty#in ce3aep: TBLI, Tipek, oKy AaFAbICbl, TIAAI MEHIEpPY.
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«Task-based Language Instruction kak Scaffolding»:
CPaBHUTEAbHOE UCCAEAOBAHHUE ero BAUSIHMSI Ha MOHMMaHHKe TeKCTa
YMTATEASIMM C HU3KMM M BbICOKMM YPOBHEM BAAAEHMS S3bIKOM

B HacTosee Bpemst 0OyUeHre MHOCTPAHHOMY S13blKy Ha OCHOBE 3aAaHMI CUMTAETCS OAHUM U3 LLIK-
POKO MCMOAb3YEMbIX MOAXOAOB B 00YUEHNM MHOCTPAHHbIM Si3bikaM. [oAAEpPIKKa CO CTOPOHbI Mperoaa-
BaTeAeN, MOMOraloWMX YYALLMMCS BbIMOAHSITb 3aAaHMS, KOTOPblE HEBO3MOXHO BbIMOAHUTb CaMOCTOSI-
TEAbHO, MOCTENEHHO YMEHbLLIAETCS M0 MEPe TOro, KaK yJalimecs nprobpeTatoT HaBbiKM M YBEPEHHOCTb
B cebe, uTo ABASETCS 3(PPEKTUBHBIM CMOCOOOM YAYULLIEHMS HABBIKOB MOHMMAaHMS NMPOYMTAHHOMO B S13bl-
KOBbIX KAACCax. B aToM nccaepaoBaHmM nsydaeTtcs aphekTMBHOCTb UCroAb3oBaHus «TBLI scaffolding» B
KauecTBe CTpaTermm yAyUllleH s MOHUMaHMS MPOYMUTAHHOIO YYaLLMMUCS C HU3KMM U BbICOKMM YPOBHEM
BAQAEHUS 3bIKOM. BbIA MCMOAb30BaH KBAa3W3KCMEPUMEHTAAbHbIN MOAXOA, UYTOObI CPABHUTb BAMSIHUE
Ha YPOBHM BAQAEHMS S3bIKOM AO M MOCAE BO3AENCTBUS BMewaTeAbcTB TBLI. AaHHble GblAM COOpaHbI
nyTeM NMPeABapUTEAbHOIO TECTMPOBAHUS, MOCAE TECTUPOBAHMS 1 HabAlOAEHMS 3a ypokamu y 30 yua-
wmxcs 10-ro kaacca MecTHOM LKOAbl. CTaTUMCTUYECKMIA aHAAM3, BKAIOYAIOLLMIA MapHble M He3aBUCH-
Mble BbIOOPOYHbIE t-TECTbI, MO3BOAMA OLIEHWUTb 3HAUMMOCTb PA3AMUMIA BHYTPU TPYMMN Y MEXAY HUMM.
IKCMEPUMEHT AAMACS 6 HEAEADb, B TeYEHME KOTOPbIX CTYAEHTbI M3YYaAW aHTAMIACKUIA 93bIK B TeYeHUe
18 akapemMnyeckmx 4acoB. Pe3yAbTaTbl MICCAEAOBAHMS MOKa3sbiBaloT, YTo TBLT yAyullaeT HaBblkM Mno-
HMMaHUS MPOUYMTAHHOrO B 06eMX rpynnax, OAHAKO y4almecs C HU3KMM YPOBHEM BAAAEHMS S3bIKOM
MOAYYalOT 6OAbLLE MPEUMYLLIECTB MO CPABHEHMIO CO CTYAEHTaMM C GOAEE BbICOKMM YPOBHEM BAAAEHMS!
93bIkOM. TBLT nmeeT 60AbLLIOE 3HaUeHME AAS TTOAAEPIKKM YHALLMXCS C OrPaHUYEHHbIMU AMHIBUCTUYE-
CKMMM pecypcamu, aeAast MoHMMaHue 6oAee AOCTYMHbIM. M HA06OPOT, CTYAEHTbI C BbICOKMM YPOBHEM
NMOATFOTOBKM, KOTOPbIE YK€ YyBCTBYIOT C€0S1 KOM(POPTHO, AEMOHCTPUPYS CAMOCTOSTEALHYIO PaboTy M
CAOXHbIE 3aAaHMs, UTO SIBASIETCS OCHOBHOM LieAbto scaffolding, moAyvatoT meHblue MoAb3bl OT TaKoro

NoAXoAQ.

KatoueBble croBa: TBLI, scaffolding, HaBbik UTEHUS, ypOBEHb BAAAEHUS A3bIKOM.

Introduction

Reading comprehension is an essential
competence in language acquisition, as it is the
cognitive process that enables learners to decode,
interpret, comprehend the written work, and
apply knowledge proficiently. Strong reading
comprehension abilities are essential for academic
achievement, professional effectiveness, critical
analysis, and problem-solving. In an era where
all aforesaid skills are compulsory to understand
complex information, make reasonable decisions,
and critically assess the digital content, reading
comprehension should go beyond drill exercises
toward more cognitively engaging approaches, such
as Task-Based Language Instruction (further as
TBLI).

TBLI is an approach where goal-oriented
and authentic activities serve as a cornerstone of
language learning. According to Ellis, students’
cognitive engagement is increased and general
language acquisition is also promoted by interactive
and purposeful tasks (Ellis, 2003: 70). Practical
value of reading is assessed through the use of real-
world tasks, such as predicting texts, discussing

them, summarizing, and evaluating. As Long’s
Interaction Hypothesis suggests, discussion is more
effective to reinforce comprehension in comparison
with passive comprehension exercises (Long, 1983:
214). Furthermore, according to the basic principles
of TBLI, it integrates multiple modalities to enhance
comprehension, retention, and application of
language skills by strengthening neural connections
and deeper encoding in memory.

Scaffolding refers to instructional aids provided
by teachers, tutors, or educational resources to
help students develop the ability to progressively
comprehend and interpret the texts independently
including deducing the meaning, summarizing
content, and synthesizing the findings. Based on
Vygotsky’s Zone of Proximal Development (ZPD),
this approach provides students with structured
initial support that gradually decreases as skills are
mastered. Temporary support, skill development
and transfer of responsibility, where learners
become independent readers at the final stage, are
considered to be the key components (Zhetpisbaeva
& Shalbaeva, 2019: 137).

According to Common European Framework
of Reference for Languages (CEFR), proficiency
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levels of students can be categorized into six levels,
starting from Al (beginners) to C2 (proficient
language users). Different proficiency learners
struggle with distinct challenges: limited vocabulary
at the initial stages hinders the grasping meaning,
making inferences and understanding implicit
meaning, while intermediate learners may face some
challenges with cohesion and coherence, finding
connection between ideas, sentences, understanding
the figurative language often confused with
literal meaning. Academic, specialized texts,
cultural references, critical reading might impede
comprehension for advanced learners.

Most studies focus on the effectiveness of TBLI
as a scaffolding strategy, however, the impact
on different proficiency learners lacks research.
Consequently, it leads to the research question:
Does TBLI scaffolding benefit low-proficiency
readers more than high proficiency readers? Based
on previous research, it can be hypothesized that
low-proficiency learners benefit more than high-
proficiency readers, as they require more structured
instructions while developing their reading skills.
Explicit strategies and guided practices might
enhancereading comprehension for elementary-level
students, while upper-intermediate and advanced
learners may acquire the skills with less reliance on
scaffolding to navigate the text independently.

The research aims to analyze the effect of TBLI
scaffolding on students with low and high language
levels and investigate unique challenges and benefits
of the given approach through comparative studies.

Literature review

According to Junichi Furuta, criteria such
as natural integration of skills and meaningful
language are considered to be the primary vehicle of
TBLI (Furuta, 2002: 10). Thus, all linguistic skills
are interconnected with each other and they serve
a common purpose, which is applicable to real-life
situations. Rigid skill-based teaching cannot be
applied to TBLI, as in authentic scenarios language
is not practiced in isolated parts. Students acquire
language units from receptive skills (reading and
listening) and then rehearse those units by actively
practicing them in productive skills (speaking and
writing). It leads to enhanced comprehension as
frequent exposure in different forms can enhance
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retention and deeper learning. Moreover, switching
from one skill to another flows naturally and
students are engaged in both spontaneous and
planned activities. Tasks that require integration
of multiple skills make learning more meaningful
and interactive. Discussing a topic after reading an
article, having debates according to contradictory
topics where students first listen to the opponents
then giving counterarguments, writing reports after
listening are the examples of integrated-meaningful
tasks that can be used in EFL classes according to
TBLI. Niyazova asserts that emerging professionals
recognize the significance and necessity of
linguistic ~ competencies, including practical
language application within their field, proficiency
in delivering presentations and speaking at
symposiums and conferences, capacity for effective
interpersonal communication with international
colleagues, and familiarity with professional
terminology in the relevant language. It shows
that acquired knowledge is not limited in its use
(Niyazova, 2021: 30). Hence, these activities align
with the principles of inclusive education. Putri,
Winarta, Putra found out that integrating TBLI with
differentiated instructions has several advantages
such as: interaction effectiveness, comprehension
effectiveness, learning technical effectiveness
and higher quality of teaching materials (Putri &
Winarta & Putra, 2024: 223). Clear instructions,
access to learning materials, better delivered support
via different platforms and personalized feedback
enhance interaction between student and teacher.
Activities oblige integration of different learning
styles by adopting tasks to meet all students’ needs
(teachers can choose different tasks to meet the
requirements of curriculum for various cognitive
talents: extensive tasks for higher levelled students,
moderate quality tasks are completed by average
student and assistance of teacher can be necessary
for struggling students) and collaborating them
in group, peer and individual works, where each
learners’ contribution is valuable. In turn, it fosters a
supportive and safe environment where all students
can thrive on cooperative learning.

Essential part of the given approach is a task
and its difference from exercise should be taken into
account while implementing them in the classroom.
Despite their contribution to language reinforcement,
they differ in following characteristics:



A. Aliakbarova, Sh. Baizakova

Table 1 — Difference between task and exercise

Characteristics Exercise characteristics Task characteristics
Authenticity May be less authentic Simulate real-world situations
Focus Form oriented Meaning oriented

Skill integration

Focuses on one particular skill

Integrate multiple skills

Students engagement

Variable, often individual

High, often collaborative

Outcome

Often lacks clear communicative
outcome, focuses on language outcome

Defined, communicative outcome

Flexibility

More rigid structure

Adaptable to context

Note — compiled by the author

Four fundamental criteria of tasks were pointed
out by Ellis and Shintani (Ellis & Shintani, 2013:
28). The first is that the main emphasis should be on
conveying meaning. The learner should be mainly
concerned with the production and comprehension
of meaningful messages rather than with the
accuracy of particular grammatical structures. This
changes the learner from passive recipient of form-
based input to an active user of language for real
purposes. It aligns with Widdowson perspective
that highlights semantic meaning of exercise and
pragmatic meaning of task (Widdowson, 1998:
710). Within the context of reading comprehension,
what this implies is that the activity must not be
a test of basic knowledge so much as it must get
learners involved in being interested in absorbing
the overall messages, drawing implications,
relating content to personal experience. Activities
involving summarizing, evaluating, expressing
personal opinion based on reading text can facilitate
this emphasis on meaning. Secondly, the task
must involve a communicative gap — whether it is
informational, opinion-based, or inferential — which
shifts the purpose of the task from mechanical
repetition to purposeful communication. This can be
achieved by exposing learners to various yet related
texts followed by joint effort to synthesize or contrast
the knowledge they have acquired, and thus closing a
meaningful information gap. Alternatively, learners
can read a particular piece of text and then use it
to complete problem-solving activities or discuss
in a group, ensuring interaction is rooted on shared
but incomplete knowledge. Thirdly, the learners
are anticipated to draw upon their own resources
(linguistic or non-linguistic) to accomplish the task
instead of being explicitly taught the language forms
they need to perform the task. Because Ellis suggests
that it limits the opportunity to activate internalized

knowledge and learners autonomy (Ellis, 1989: 97 ).
Language input embedded in the task itself still can
be implied. Tasks that are designed to foster reading
comprehension can address this requirement by
encouraging learners to employ contextual clues,
prior lexical knowledge, and inferential strategies to
interpret a text and implement its content to achieve
the goal where provided text is not sufficient. Input-
rich-text, in this context, can promote noticing and
meaningful intake rather than rote memorization.
Last element of the task is that language serves as
a means to achieve an outcome, not the goal itself.
In reading tasks, making a final product in the form
of creating a character profile, presentation with
key ideas, preparing advertisement and other final
goals can go beyond comprehension questions
by requiring learners to transform input into new
output, demonstrating both understanding and
purposeful language use. These criteria distinguish
communicative tasks used in TBLI from traditional
exercises, which often lack a meaningful purpose of
outcome.

Atask-basedlessonisnotconfinedtotheexecution
of a single isolated task, rather it encompasses a
carefully designed sequence of interconnected tasks,
where each task provides support and reinforcement
for the next. This sequential structure creates a
scaffolding effect, enabling learners with lower
proficiency to gradually build their comprehension
and language skills through a series of progressively
challenging activities. Based on their nature and
purpose, tasks can be categorized into different
types. Within this framework Richards and Rodgers
offer following categorization of tasks based on
several key dimensions (Richards & Rodgers, 2002:
65):

1. One-way and two-way tasks: One-way tasks
are information exchange in one direction, e.g.,
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explaining a picture, whereas two-way tasks entail
interaction, negotiation, and mutual information
exchange, e.g., role-plays or jigsaw readings. For
comprehension scaffolding, two-way tasks can
facilitate mutual meaning-making and are beneficial
for low-proficiency readers.

2. Convergent and divergent tasks: Convergent
tasks direct students towards a single specific
answer, while divergent tasks invite numerous
interpretations or outcomes. Applied to reading
comprehension, convergent tasks might involve
summarizing the overall gist of a text, while
divergent tasks might involve open-ended debate on
the text’s implications.

3. Single or multiple solutions: Some activities
are designed with one correct answer, while others
provide multiple acceptable solutions, encouraging
higher-order thinking and flexibility. This distinction
also aligns with scaffolding theory, as multiple-
outcome activities can challenge advanced-
proficiency readers to deeper understanding.

4. Concrete or abstract use of language: Instruc-
tions can aim for concrete, readily imaged language
or abstract thought. With poor-proficiency readers,
starting with concrete language exercises (e.g., re-
telling pictures, retelling simple narratives) will help
with comprehension before transferring to abstract
content (e.g., theme analysis, opinion-giving).

5. Simple versus complex cognitive processing:
Tasks range from simple recall or matching to
analysis, synthesis, or critical thinking. A progression
of tasks that gradually builds cognitive complexity
can support understanding, providing learners with
confidence to move forward.

6. Simple and complex linguistic demands:
Activities vary in terms of the lexis and linguistic
structures demanded by them. When teaching
low-proficiency readers, beginning with activities
involving familiar linguistic  structures and
progressing to more complex syntax is required.

7. Reality-based vs. non-reality-based activities:
Reality-based activities have direct relevance
to students’ real lives, while non-reality-based
activities can consist of hypothetical or fantasy
scenarios. Scaffolding meaning can involve the
incorporation of both categories in order to maintain
interest and establish connections with students’
existing knowledge.

This multi-faceted task structure supports the
process of scaffolding in TBLT, enabling low- and
high-proficiency readers to progress through more
challenging tasks crafted to their increasing cognitive
and linguistic capacities. For low-proficiency
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readers, such scaffolding can decrease the cognitive
load, facilitating understanding and confidence.
For high-proficiency readers, scaffolded tasks can
boost comprehension through stimulating more
advanced use of language and abstract reasoning.
Task ordering and correspondence with skill
levels are thus a relevant factor in the organization
of inclusive language instruction to maximize
comprehension attainment for all students. It also
aligns with D.N. Kulibayeva findings, that claims
providing learners with authentic, context-rich tasks
promote interaction, comprehension, and cognitive
engagement (Kulibayeva, 2001: 52).

Scaffolding in education is a temporary
support for students that allows them to understand
new ideas, develop skills or reach a deeper
understanding. It’s not just about helping with some
individual problems; it’s an ideal teaching method.
Scaffolding serves a variety of purposes and can be
integrated into the structure of lessons and activities,
making it an essential part of the learning process.
Interestingly, although scaffolding is currently a
popular and recommended teaching method, Hamidi
and Bagherzadeh note that initially it was not just
an academic idea (Hamidi & Bagherzadeh, 2018:
9). However, it has become a really important tool,
especially in terms of general support for learning a
second language. While developing this idea, think
about children learning to ride a bicycle. At first,
they may need someone to ride a bike (direct help).
Since they are poorly balanced, individuals can
only interact a little or run in parallel and receive
them as needed (gradual removal of responsibility).
Eventually, the baby will be able to move
independently, and he will no longer need physical
support. This comparison with cycling implies the
need to use scaffolding for educational purposes.
The category of scaffolding can take several forms.
For example, a teacher may:

- Give clear advice and role models: show
students what to expect and give examples to follow.

- Solve complex tasks: divide large tasks into
smaller stages of completion.

- Create a visual framework that will help
students build their minds.

- Use questioning techniques: ask questions in a
difficult place where students need to think critically
and build relationships.

- Use the initials of phrases or choose words: give
students a second point to express their thoughts.

- Maintain friendly relations with friends:
encourage students to learn from each other and
help each other.
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- Give a timely response: give special tips and
actions that will help students achieve excellence.

The restoration of scaffolding lies in its dynamic
nature. Teachers constantly and carefully assess the
understanding of their students and adjust the level
of support accordingly. As students become more
experienced, the framework gradually disappears,
which allows them to learn more and build
confidence in their abilities. The gradual reduction
of this responsibility is crucial for the development
of student independence.

In addition, the use of scaffolding goes beyond
learning another language. Of particular concern in
this area is the fact that with the necessary support
for learning new linguistic and cultural complexes,
the basics of scaffolding are very effective in all
academic areas and are suitable for students of all
ages. It is about the student pool where they live and
provide appropriate support that will enable them to
reach their full potential.

Effective scaffolding in reading comprehension
is a multifaceted approach, encompassing several
key strategies designed to support students as
they engage with texts, with the ultimate goal
of fostering independent reading skills. Johnson
states these strategies include activating prior
knowledge, modeling effective reading approaches,
employing guided questioning, using graphic
organizers, providing targeted clues and cues, and
systematically fading support (Johnson, 2019:
120). By activating prior knowledge, educators can
establish connections between new material and
existing cognitive frameworks, thereby enhancing
comprehension. Muzammil & Saifullah argues
activating prior knowledge involves priming
students to relate the text’s content to their existing
knowledge base, which can significantly enhance
accessibility (Muzammil, 2021: 98). According
to Channa, pre-reading discussions, predictive
exercises, and brainstorming sessions are effective
methods for achieving this (Channa & Nordin..,
2015: 183). Modeling strategies by teachers, such
as think-alouds, provides students with explicit
demonstrations of proficient reading techniques,
including inference-making and vocabulary analysis,
which students can then emulate. Wodaj claims the
use of varied scaffolding strategies equips students
with the tools needed to become independent, self-
regulating thinkers and learners, thereby reducing
their dependence on the teacher (Wodaj & Belay,
2021: 32). Scaffolding approaches should also be
integrated into teacher training programs. Guided
questioning is another critical element, prompting

students to think critically about the material, which
facilitates a deeper understanding of key ideas and
details

Research methodology and methods

Based on the research topic and research
questions, thorough theoretical analyses were
conducted taking into account domestic and foreign
scholars who made great contributions to the task
based learning. Moreover, this study employed a
comparative quasi-experimental design with pre
and post tests results to investigate the effectiveness
of task-based language teaching as scaffolding
in improving reading comprehension among low
and high language proficiency students. The study
sample comprised 30 students enrolled in grade 10
at a local secondary school and thor proficiency
levels were pre-determined based on cambridge
english placement test (CEPT). However, tasks were
adapted from a recognized standardized assessment.
Participants were divided into two groups based on
the testresult: low(A2) and high (B2). All participants
were aged approximately 15-16 years old and had
similar educational backgrounds according to the
national curriculum for secondary education and
language exposure. Although students’ guardians
were informed about the experiment, assent was
secured from the participants themselves.

Pre and post tests were designed to evaluate
reading comprehension skills, including identifying
main ideas, making inferences, interpreting
vocabulary in context and summarizing in the format
of multiple-choice, true/false, and short-answer
questions. The test items were selected to meet the
criteria of reliability and validity. They were divided
into three parts:

Part 1. To measure the pupils’ ability to
recognize word and sentence meaning.

Part 2. To measure the students’ ability to
understand the main points in extended tals on a
wide range of general and curricular topics.

Part 3. To measure the ability to give
argumentative answers based on reading text.

The experimental group received the treatment
based on interactive scaffolding activities designed
and taught by the researcher during six weeks in the
first term of 2024-2025 academic year. One lesson
out of three lessons were dedicated to the experiment
of scaffolding for reading comprehension. During
the experimental lessons students exchanged
information to complete missing parts of a text,
collaboratively ~ solved = comprehension-based
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scenarios, read different parts and then shared it
with other students to reconstruct the whole text.
All instructional sessions were based on TBLT to
ensure consistency and minimize teacher effect.
Posttest allowed to compare the results of reading
comprehension performance before and after
intervention. All assessments were administered
under similar conditions (number of questions,
time given to students, language topics). During
the experiment, feedback from the students, their
engagement, participation were taken into account
to contextualize the quantitative data.

The data were analyzed using SPSS (version 25).
Calculation of mean scores and standard deviations
for reading comprehension assessment before and
after graduation for both low and high skill groups.
This made it possible to obtain a summary of the
changes in the indicators in each group and make a
general comparison between the groups. To assess
the significance of intragroup differences between
pre-and post-test results, t-tests were performed
using paired samples in both experimental (tplt)
and control (conventional) groups. This analysis
allowed us to determine whether the interventions
significantly improved the understanding of the
indicators. To compare the results after the Test
between groups with a low and high level of
language proficiency, an independent sample of
t-tests was used, which revealed whether the level
of language proficiency affects the effectiveness of
the TPT technique. It also made it possible to assess
whether readers with low language proficiency
benefited more from the intervention.

For each comparison, the Cohen coefficient was
calculated to estimate the magnitude of the observed
effects with interpretations based on standard
parameters (small: 0.2, medium: 0.5, large: 0.8). The
magnitude of the effect allowed us to get an idea of
the practical significance of the results, which goes
beyond statistical significance.

Table 2 — T-test and Effect size results

Results and discussion

The results showed a significant improvement in
reading comprehension among readers with low and
high levels of language skills after the intervention.

In linguistically competent low-level groups,
t-tests with paired samples before and after the
test also show very significant advantages (T
(14)=8.10, p<0.001)with significant effects (Cohen
D=3.09), which indicates a clear improvement
in understanding due to TBLT scaffolding. The
average score increased from 55 (sustainable
development=6) to 75 (sustainable development=5),
which indicates that functional education provides
strong support for the development of reading skills
in this group.

For groups with a high level of language skills,
preliminary and subsequent comparisons showed
statistically significant results (T (14)=3.94,
y=0.001), despite a smaller effect (Cohen D=1.24)
compared to groups with a low level of language
skills. The average score increased from 78 (SD
= 5) to 85 (SD=4), and although this method
contributes to a deeper understanding, the results
were less impressive than expected for this group
with a higher level of language skills and ceiling
effects.

T — test of an independent sample comparing the
results of the reading test response test with a low
and high level of language skills reveals significant
differences (T (28)=-5.58, p<0.001)with significant
negative effects (Cohen D=-2.04). This suggests that
although comprehension levels in the low-ability
groups improved significantly, the overall level of
comprehension in the high-ability groups is higher
after treatment.

These results highlight the various effects
of using the TP framework, with readers with
low language skills particularly helped by this
intervention, as predicted by Wired learning theory.

Comparison t-value p-value Cohen’s d
Low-Proficiency Pre vs Post 8.1 0.0 3.09
High-Proficiency Pre vs Post 3.94 0.001 1.24

Low vs High Posttest -5.58 0.0 -2.04
Note — compiled by the author
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The results of both groups improved in
comparison with the pre-test results as it is shown in
table — 2. For students with high level of language
proficiency, the given method showed smaller and
less pronounced gains.

As for low-proficiency language learners, TBLT
intervention provided contextual support, giving
them opportunity to engage with the text in a mean-
ingful and collaborative ways. Cognitive load was
reduced by incorporating visual aids, peer interaction
adn authentic texts and these result coincide with El-
lis finding, where he suggested that TBLT has great
value in supporting learners with limited linguistic
resources by making comprehension more accessible
(Ellis, 2003: 71). These results align with Vygotsky’s
sociocultural theory, which postulates that learning is
mediated through interaction and scaffolding just be-
yond their current abilities. Low-proficiency students
generally have a wider zone of proximal development
(ZPD), which means that the gap between what they
can do independently and achieve with assistance
is more. TBLI provides structured support through
tasks and activities that gradually increase their com-
plexity and that build confidence in students. Students
with high level of language acquisition might already
be comfortable with complex tasks and accordingly
gain smaller benefits from scaffolding. This pattern
is attributed to a ceiling effect, where students ex-
perience limited room for measurable experiences.
Furthermore, traditional exercises may be struggling
and demotivating, while TBLI’s interactive and goal-
oriented tasks can make them more invested in the
learning process.

Practical implications of this research finding
advocates TBLT for supporting struggling readers.
This kind of thoughtful, deliberate support is
absolutely vital, especially for those learners who
find reading tough. When we do this, it allows them
to truly get involved, make sense of what they’re
reading, and most importantly, build up their
confidence in their own reading skills.

Despite providing valuable insights, several
limitations of this research can be acknowledged.
In order to generalize the findings to the broader
population, sample size (30 participants) is not
sufficient. Additionally, conducting longitudinal
research to assess the retention of reading
comprehension over extended periods should be
considered. As a short duration of intervention (6
weeks) may not have allowed us to evaluate the full
consolidation of reading strategies. Different age
group and educational background can also be the
factors that have crucial effect on the finding.

Conclusion

This research has demonstrated that Task-Based
Language Teaching (TBLT) provides a robust
pedagogical framework for enhancing reading
comprehension within diverse language learning
environments. The result of the experiment and
statistical data revealed improvements in reading
comprehension skills of low-proficiency and high-
proficiency students. Low-proficiency students
derive more advantages from TBLI as scaffolding
because of serving as a potent mechanism for solving
foundational comprehension challenges. The
distinguishing characteristics of TBLT, including
natural integration of skills, focus on cooperative
skills, contextualized support, meaning oriented
tasks, clear and structured instructions facilitate the
engagement with the reading text. Moreover, this
approach alleviate common barriers encountered
during the comprehension such as mostly individual
form-oriented exercises, focused on one particular
skill and less authentic exercises.

The educational impact of these findings are
crucial as it suggests that learners with low level
of language skills need structured, step-by-step
instructions more than higher level students. It is
explained with the fact that higher level students are
already able to understand the tasks with ease and
are familiar with learning strategies. Consequently,
breaking down into manageable tasks, setting clear
outcomes from the task reduces confusion among
students. Thus, make the process achievable.
Furthermore, the role of authentic and real-life-
scenario tasks is essential. While learning the
language, students understanding the importance
of a particular task serves as an accelerator by
giving them a clear vision of using them in real
life, not in simulated scenarios. Hence, educators
are encouraged to design tasks that involve the
strategic combination of visual aids, authentic real-
world contexts, and peer collaboration to optimize
comprehension development.

High-proficiency readers also benefit from the
given approach. Nature of some tasks promoted
higher thinking skills, such as analyzing, synthetizing
and argumentation. When the tasks are designed
in a way to provide opportunity for independent
exploration, creativity and critical reflection,
students tend to use lexical units and grammatical
constructions effortlessly. Although they need less
direct scaffolding, TBLI still offers meaningful
opportunities for advancing skills, strategic learning
and linguistic knowledge.
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In conclusion, the research highlights the  extend these finding by observing long-term effects
importance of TBLI as scaffolding by showing high ~ of TBLI on learners’ autonomy and examining its
efficiency in developing reading comprehension.  impact across other language skills such as writing,
Further research and pedagogical practice may listening and speaking.
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