European Journal of Molecular & Clinical Medicine
ISSN 2515-8260

Volume 07, Issue 06, 2020

The Effect of Immediate and Delayed
Feedback on the Achievement of Chinese EFL
Learners on Reading Comprehension
Di Qi1，Azizah Rajab2，Nur’ain Balqis Haladin3，
Wenjing Wang4，Xiaoxiao Fu5
1

Affiliation (Di Qi), Universiti Teknologi Malaysia
Affiliation (Azizah Rajab), Universiti Teknologi Malaysia
3
Affiliation (Nur’ain Balqis Haladin), Universiti Teknologi Malaysia
4
Affiliation (Wenjing Wang), Universiti Teknologi Malaysia
5
Affiliation (Xiaoxiao Fu) , Universiti Teknologi Malaysia
2

Email: 1zdqd1986@gmail.com

Abstract
This study aims to investigate the effect of using two types of feedback (immediate and
delayed) in motivating Chinese students to improve English
proficiency in the
university level. The current study employs 3(immediate feedback, delayed feedback and no
feedback) X 3(low level, moderate level and high level) quasi-experimental study.
Highlighting the purpose of the current study by adopting three
(20182019). 18 English majors in the university were selected to participate in present study for 1
week. By comparing the achievements of pretest and posttest, the result showed that
students in the immediate feedback group performed better than students in the delayed
feedback group and no feedback group. Additionally, high proficiency learners benefited
more from immediate feedback, with making more progress than the other two levels.
However, moderate proficiency level learners benefited more from delayed feedback
compared to the other two proficiency level groups.
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1. INTRODUCTION
Numerous of studies have convinced that the provision of feedback in teaching is effective
for EFL learners (Clariana, 1999; Kulik & Kulik, 1988; Quinn, 2014; S. Samuels & Wu,
2003) and that different feedback types have different effects on the improvement of learners’
language proficiency (Lemley, 2005; Manoli, Papadopoulou, & Metallidou, 2016). However,
it is still contr vers a t at w
ty e
ee a
s
re e e t ve r students who learn
the foreign language.
In China, the role of teacher feedback has received many attentions because mastery
experience suggests that as supervisors, teachers are successful in the act of giving feedback.
But overall, feedback studies in the field of second language acquisition remain sporadic in
China, and research on feedback conducted in China has been focused mainly on verbal and
writing feedback. In recent years, t e Ministry of Education in China has made great efforts
to develop C nese EFL earners’ anguage r
en y (Xu & Connelly, 2009).
Unfortunately, it has not created the proper impact on EFL Chinese learners t reate a
great es re n t e target anguage Meanwhile, a lot of teachers do not pay attention to
feedback and when it should be provided. In a foreign language teaching and learning
context, reading is the primary source of English input, and it accounts for a large proportion
of English courses in Chinese universities. Therefore, using e e t ve tea er feedback to
students in this area can help both teachers and students improve their reading proficiency
effectively.
This study aims to investigate the effect of using tw ty es e e t ve ee a
e ate
an e aye n
t vat ng C nese stu ents t
r ve Eng s rea ng proficiency in the
classroom setting. According to the procedures of Fuyang Normal University, teachers
should attract their own students to the materials of the current textbook in reading namely
“Extens ve Rea ng” Chinese EFL learners need to be provided feedback effectively to be
motivated to read and to help them in better learning in reading comprehension. The research
questions of this study are:
1. What are the differences in the achievements of Chinese EFL learners in reading
comprehension based on the feedback timing (immediate and delayed feedback)?
2. What are the differences in the achievements of Chinese EFL learners in three language
proficiency levels (high level, moderate level and low level) in reading comprehension based
on the feedback timing (immediate and delayed feedback)?
2. LITERATURE REVIEW
2.1 Theoretical issues
T e t e ret a ra ew r
r t s stu y s ase n Vyg ts y’s S a C nstru t v s
Theory. Social constructivism focuses on how learners are actively engaged in constructing
their knowledge. Vygotsky proposes that students are able to construct their own knowledge
and understanding dependent on experiences and reflecting on their experiences (Dangel &
Guyton, 2003). Moreover, teachers need to provide some help and guidance to students in
their learning process, creating the opportunity for a managed discussion to assist their
learning. Vygotsky (1978) notes that teacher should apply the method of scaffolding by
providing assistance and offering feedback while the students encounter new problems in
their learning. Teachers also ought to ensure that students are provided sufficient instruments
to learning. Students should be instructed how to utilize devices, for example, the PC,
resource books, and so on (Woolfolk, Gara, Allen, & Beaver, 2004).
As Woolfolk et al. (2004) present, Piaget advanced discovery learning with little teacher
intervention while Vygotsky advocated guided discovery in the classroom. Guided discovery
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includes the teacher providing intriguing questions to students and assisting them find the
answers through testing theories. Students are actively engaged in the discovery process. In a
classroom environment, students maintain their own knowledge and create new ideas through
interaction with teachers. This learning concept reflects the entire content of the social
constructivist classroom. According to social constructivist theory (Vygotsky, 1978), students
need to have chances to distribute their insight. This need learning materials which are
available for analyze and reflect. Furthermore, students can return to and revise their learning
which will improve their learning knowledge. Students ought to have the opportunity to get
feedback so that it might scaffold them in their quest for knowledge construction.
2.2 Status of Reading in China
C na’s e u at n stru ture n u es g er e u at n, se n ary e u at n, r ary
education and preschool education. A foreign language, generally English, is the compulsory
subject for all of the students in the universities, colleges, secondary schools and primary
schools (Zhaoxiang, 2002). In order to get into college, upper-secondary school students need
to a ess H g er E u at n y ta ng t e nat na un vers ty entran e exa nat n “Ga a ”
(Rui, 2014) Stu ents’ s re at t s exa nat n eter ne w et er t ey are qua e t g t
colleges/universities and which college they can go. University entrance should be based on
the scores of national university entrance examination now administered by the National
Education Examinations Authority (NEEA) (Yu & Suen, 2005). From 1983, Foreign
languages include English and other languages were officially included in the college
entrance examination subjects and was regarded as a compulsory examination item in the
college entrance examination since then. In the college entrance examination, comprehensive
tests based on basic knowledge are conducted for the students. The exams have stable
question types which include listening, reading comprehension, cloze and writing. Reading
comprehension in the college entrance examination aims at testing the comprehensive use
ability of language, as well as deepening the practical use of English ability. Therefore, from
the questions of exams, it can be found that the English grammar is relatively weakened
while the reading comprehension is further strengthened.
As Penner (1995) observes, for many Chinese teachers of English, the aim is to provide the
grammatical and vocabulary knowledge with the goal that the students can successfully pass
the many exams they should take. In this way, Chinese undergraduate students should have
studied English for 11-16 years altogether by the time they graduate (Girls, 2003). However,
their proficiency in English stay a long way behind that of graduates in neighboring countries
(Menken, 2008). Despite the fact that reading is so important, and students have already
realized that mastering a foreign language will guarantee them better jobs, access to the
internet, read world literature and so on, they are not very enthusiastic about reading on the
grounds that for many years reading classes turn into dispensable and exhausting (Lau*,
2004).
It is generally accepted that students need to receive extensive input to develop their language
proficiency. As the most important input, reading is the most crucial language skill needed by
EFL learners for their academic proficiency and it is foundation of all the rest of skills in
language learning whose components are listening, speaking, writing, and translating
(Cogmen & Saracaloglu, 2009; Lynch & Hudson, 1991; McDonough & Shaw, 1993;
Moreillon, 2012; Snowling & Hulme, 2011). The language input EFL students get is mostly
from the classroom. Students do not frequently show any drive to find unknown foreign
language resources outside of class or take part in reading beyond a course requirement.
Extensive reading course is an important course in the basic stage of China English majors.
According to the requirements of《College English Syllabus》, the task of reading course is
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to improve students’ abilities, cultivate the ability to observe language carefully, enlarge their
vocabulary and increase their knowledge of cultural background. The serious problem related
to Chinese students in reading abilities is that there is no effective feedback can keep trick to
the classroom activity. This is the reason that triggers the researcher to carry out the present
research because Chinese EFL learners need to be provided feedback effectively to be
motivated to read and to help them in better learning regarding the achievement of their skills
in reading comprehension in the classroom setting.
2.3 Immediate Feedback and Delayed Feedback
T et e
ee a
a een n t e s n e 1920’s an
any resear ers starte t ta e t e
time of immediate versus delayed feedback into account. Researchers stressed the importance
of providing feedback to student responses in a timely manner, so that students could apply
the feedback immediately to the activity. But overall, the studies on feedback timing were
limited before the 1960s and most studies tend to draw a conclusion that immediate feedback
is more effective for learning (Pressey, 1926, 1932). The studies showed that the effect of
immediate feedback as it can help students deal with their problems as soon as possible, and
stu ents an a s ee t e tea er’s attent n t t e se ves t r ug t e r ess
ee a
Feedback can be r v e
e ate y a ter t e stu ents’ res nse r t ay st ne r
some period of time or set number of responses, such as at the end of a test (Clariana, Ross,
& Morrison, 1991; Kulik & Kulik, 1988; Smits, Boon, Sluijsmans, & Van Gog, 2008). Any
delay between the response and the receipt of the feedback is delayed feedback, but the delay
in terms of time could be seconds, minutes, hours, days, or even weeks (Smits et al., 2008).
Dempsey and Wager (1988) proposed the operational definitions of immediate feedback and
e aye ee a : “Fee a was g ven e t er
e ate y a ter ea res nse,
e ate y
a ter an ent re test was
ete , r a ter a e ay
a ay r
re ” In urrent stu y,
immediate feedback was defined as feedback provided after the test was completed while
delayed feedback was provided within one hour after the completion of the test (English &
Kinzer, 1966).
Much studies investigates the effects of immediate feedback and delayed feedback on
Learning (Clariana, 1999; Manoli et al., 2016; Miller, 2014; Quinn, 2014; S. J. Samuels &
Kamil, 1988). The main point in the studies of feedback timing is which type of feedback
(immediate feedback or delayed feedback) are more effective in learning. Compared to most
previous studies, Kulhavy (1977) suggested that the utilization of delayed feedback was
more effective because of a phenomenon called Delay-Retention Effect which was initially
described by Brackbill, Bravos, and Starr (1962) in the study concerned with multiple-choice
testing.
2.4 Studies Related to Reading Comprehension and Feedback Timing
As mentioned above, the studies on feedback timing were limited before 1960s. From later
1960s, a number of researchers started to investigate the effects of immediate and delayed
feedback on learning (Bown, 2004; Clariana, 1999; Jurma & Froelich, 1984; Pound & Bailey,
1975; Prather & Berry, 1973). However, there are lack of attention to feedback timing on
reading comprehension in classroom, although reading comprehension is often viewed as an
important way to the language input (Chafouleas, Martens, Dobson, Weinstein, & Gardner,
2004; Grenfell, 1992; Janzen, 2007; Manoli & Papadopoulou, 2013). In general, the research
nt ee e t
e ate an e aye ee a
n stu ents’ rea ng
re ens n was
very rare.
Guthrie (1971) investigates the motivational effect of timing feedback on reading. The results
show that under different feedback conditions (immediate feedback and delayed feedback),
stu ents’ e t na res nses t rea ng tas s are
erent T e earn ng e e t
e aye
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feedback on original task is significantly higher than that of immediate feedback. But in the
completion of a continuous passage, immediate feedback produces more motivation than
delayed feedback. S. Samuels and Wu (2003) evaluates the effects of immediate versus
delayed feedback on sentence and passage comprehension, as well as reading speed. The
students were chosen from low, moderate and high reading ability levels. The researcher
found that students in the immediate feedback condition performed significantly superior on
measures of passage comprehension and composite comprehension. However, compared with
the other two ability groups, the moderate-level group scored highest in reading speed.
An t er stu y was n u te n t ree ntens ve rea ng asses t ex re t e art
ants’
acquisition of regular and irregular past tense forms of English at different feedback time
(Yang & Lyster, 2010). In both feedback groups, the teacher consistently provided one type
ee a
e , e t er re asts r r
ts t
rre t stu ents’ response during the activities,
whereas in the control group, the teacher provided feedback only on content. Analysis
showed that time always showed a great influence, indicating the prompt group made
significant progress, and then are the recast group and the control group. The prompts and
recasts had similar effects on improving accuracy in the use of irregular past tense forms.
Manoli et al. (2016) examines the effects of immediate and delayed teaching intervention (a
u t e strategy nstru t n n EFL earners’ rea ng er r an e The experimental group
that received a three-month strategy intervention within the Direct Explanation framework,
while the control group did not receive such feedback. The results indicated that students in
the experimental group improved their reading performance both in the immediate and
delayed posttest measurements as compared to the students in the control group.
The purpose of these studies was to explore the effects of immediate and delayed feedback on
reading-related factors (motivation; reading comprehension and speed; grammar acquisition;
a multiple strategy instruction). Through investigating the effect of feedback timing on
reading related problems, those studies intended to explore whether these factors will affect
stu ents’ rea ng er r an e and guide students to improve their reading proficiency finally.
However, to investigate the effect of feedback timing on reading related factors, the effect of
erent t e
ee a
n stu ents’ rea ng was rst ne essary t stu y Furt er re, t e
majority of existing research has failed to manipulate and compare these two types of
feedback in the real classroom teaching environment. Additionally, giving the right type of
feedback in the right place at the right time of the learning phase may be central in
understanding how teachers can provide feedback in a systematic and productive way so that
students can effectively interpret and incorporate it (Stiggins, Arter, Chappuis, & Chappuis,
2004). It is found that the most effective timing of the feedback depends on whether the
situation is in a real-life classroom environment or an experimental-lab type of environment.
Thus, it is important to examine effects of feedback in real classroom situations, especially in
English reading classes in university level and not just the controlled lab environment. The
present study investigates t e e e t us ng tw ty es e e t ve ee a
e ate an
e aye
n
t vat ng C nese stu ents t
r ve Eng s rea ng proficiency in the
classroom setting.
3. METHOD
3.1 Research design
Quantitative research was used for conducting the present study. According to Sherman and
Reid (1994), quantitative research often be used in sociologies utilizing the factual strategies
utilized above to gather quantitative information from the exploration study. In the
quantitative study, researchers send numerical structures and hypotheses that identify with the
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amount under inquiry. The objective of quantitative method in current study was to find the
differences in the achievements of Chinese EFL learners in reading comprehension based on
the feedback timing. The research design framework was shown in Figure 1.

3.2 Participants
The participants of the current study are undergraduate students who had similar background
in the faculty of foreign language in Fuyang Normal University in the southeast of China.
Eighteen English majors were selected which involves 15 females and 3 males, with age in
18-20. They were selected in terms of their ages (average 19 years old), formal exposure to
English in primary school and secondary school (average 10 years). Subjects in the study
were limited to students who were in the Freshman year f r t e a a e
year (2018-2019).
All of them were on a full-time student status. These students just passed the college entrance
examination in China and were in the second semester in college. All of these participants
were coded from p1 to p18.
3.3 Instrumentation
For a long time, studies on reading has focused on the factors of measuring reading
comprehension through various means, for example: multiple choice questions, cloze tasks,
open-ended questions and summary writing (Riley & Lee, 1996). In this study, measurement
of stu ents’ rea ng a eve ents were also included to quantify how well they
comprehended the different types of feedback, thus improving their reading performance.
Multiple-choice reading comprehension tests keep on being broadly used to decide a
student’s a ty to read, and test the results of test remain evidence of education
accountability that the public desperately needs (Farr, Pritchard, & Smitten, 1990). In
multiple choice tests, the number of correct answers increases as students understand more
(Hargreaves, 1997). In present study, the Extensive Reading textbook was chosen as the
materials to investigate the impact of these two types of feedback (immediate and delayed)
because the new English Extensive Reading Textbook is a series of extensive reading
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materials for English majors in colleges and universities in China. The material used in this
stu y na e “Extens ve Rea ng” a ed to effectively improve students’ English application
skills. This booklet is closely linked to the high school curriculum, with the main purpose of
improving reading speed and expanding vocabulary. Extensive reading materials in the
textbook are rich in content, diverse in form and moderate in difficulty, which is convenient
for students to practice and improve their reading speed (Cortazzi & Jin, 1996).
3.4 Procedure of the study
The procedures for this study was carried out by the Fuyang N r a Un vers ty’s tea ers
and students. The first step was to divide the 18 participants into 3 groups (Experimental
group A, Experimental group B and Control group C). The subjects were randomly divided to
either the control group or one of the two experimental groups. The participants in the
experimental group A received immediate feedback. The participants in the experimental
group B received delayed feedback and students in the control group C received none
feedback. Each group contains 6 participants with different age and gender. Then divide each
group of 6 people into three sub-groups according to the results of the college entrance
examination. These groups were classified by their achievements of the college entrance
examination to arrange them into three levels namely: high proficiency level, moderate
proficiency level and low proficiency eve T e ur se s t
easure ea stu ents’ rea ng
a ty an nvest gate t e e e ts
t ese
es
ee a
n
t vat ng stu ents’
English language proficiency in different levels.
Pretest and posttest were conducted for all the participants and the experimental teaching
activity began after the pretest (De Rose, De Souza, & Hanna, 1996; Dowhower, 1987). In
Additionally, the tests content was selected so that each test contained different test items
developed with the same test plan. This feature was important to reduce score variance
caused by the repetition of test questions. The estimated time for each test was thirty minutes.
The students had 30 minutes per test to complete 15 test items consisting of several different
item types. Three groups of participants received different feedback methods. In the group of
experimental A, participants received immediate feedback. The class teacher achieved it
during their testing reading comprehension immediately after the completion of their tests. In
the group of experimental B, participants did not receive the feedback after their answering
all the tests section and they could receive delay feedback in one hour after the completion of
their answering. In the control group C, participants did not receive any model of feedback
(immediate or delay) during their testing reading comprehension by the class teacher. Each
activity was conducted within 100 minutes in two sessions. Participants were provided by the
specific instructions that can be used for answering the right choices in relating to the
extensive reading context. They were engaged in multi-opportunities for developing reading
skills in the class. Teacher can help students to correct their errors in the tests and teach them
some reading skills like skimming, scanning, summarizing, guessing the meaning of the
words and so on. After a week, they were conduct a unified post-test. According to the pretest and post-test measures of achievement, their data were recorded by the researcher to
compare and analysis.
4 RESULTS AND FINDINGS
A 3 (treatment) X 3 (reading abilities) design was used in this present study. A quantitative
ana ys s
t e art
ants’ a eve ents n t e retest an
sttest were n u te n
current study. These gain scores were analyzed by using ANOVA in Spss22.0 to test the
effects of two types of feedback on reading comprehension achievements. Considering the
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results, the conclusion would clarify which type of feedback was ene a r EFL earners
an t e a vantages
adopting that model of feedback. Independent variables included
ee a ty e w e e en ent var a es n u e t e art
ants’ er r an e s res n
reading comprehension.
Table1. Pre-test Descriptives

95% Confidence Interval
for Mean
N Mean

Std.
Deviation

Std.
Error Lower Bound

Upper
Bound Minimum Maximum

Exp.group
A

6 11.17

1.472

.601

9.62

12.71

9

13

Exp.group
B

6 11.17

.753

.307

10.38

11.96

10

12

Con.group
C

6 10.83

1.169

.477

9.61

12.06

9

12

Total

18 11.06

1.110

.262

10.50

11.61

9

13

Table2. Pre-test ANOVA
Sum of Squares

df

Mean Square

F

Sig.

Between Groups

.444

2

.222

.163

.851

Within Groups

20.500

15

1.367

Total

20.944

17

Table3. Post-test Descriptives
95% Confidence Interval for
Mean
N Mean

Std.
Deviation

Std.
Error Lower Bound

Upper
Bound Minimum Maximum

Exp.group
A

6 13.67

1.366

.558

12.23

15.10

12

15

Exp.group
B

6 13.00

.632

.258

12.34

13.66

12

14
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6 11.50

1.049

.428

10.40

12.60

10

13

Total 18 12.72

1.364

.321

12.04

13.40

10

15

Table4. Post-test ANOVA
Sum of Squares

df

Mean Square

F

Sig.

Between Groups

14.778

2

7.389

6.584

.009

Within Groups

16.833

15

1.122

Total

31.611

17

Table5. Multiple Comparisons Posttest

(I) Group
Exp.A

Exp.B

Con.C

Mean
Difference
(J) Group
(I-J) Std. Error

95% Confidence Interval
Sig. Lower Bound Upper Bound

Exp.B

.667

.612

.293

-.64

1.97

Con.C

2.167

.612

.003

.86

3.47

Exp.A

-.667

.612

.293

-1.97

.64

Con.C

1.500

.612

.027

.20

2.80

Exp.A

-2.167

.612

.003

-3.47

-.86

Exp.B

-1.500

.612

.027

-2.80

-.20

*. The mean difference is significant at the 0.05 level.
To examine the effects of feedback timing on Chinese EFL earners’ reading performance, an
ANOVA was conducted with the scores of the multiple-choice reading comprehension tests
in the two measurement times (before and after the intervention) as within subject variable
and the group (experimental vs control) as between subject variable. Table 1-5 presents the
means and standard deviations of the data from the pretest and posttest. In the pretest of three
groups (Experimental group A, Experimental group B and Control group C), it can be found
that there are no significant differences in their achievements. There were significant
differences in the results of the pretest and posttest in the two experimental groups, and the
results of the posttest were significantly higher than those of the pretest. On the contrary,
there is no significant difference in pretest and posttest scores of Control group. Further
univariate analyses of variance indicated that there was difference on gain scores of three
groups in posttest, the respective mean scores were: M =13.67 and M =13.00 for the
Experimental group A and B while M =11.50 for the Control group C. The descriptive
analysis of the results from the post-test is presented in table 3. It can be seen from the table 4
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that at the significance level of 0.05, the Sig value of the one-way variance of three groups
was 0.009, less than 0.05. Therefore, it is believed that there is a significant difference
between of three groups in posttest. Simultaneously, multiple comparisons are performed to
analyze the specific differences among the three groups. The results showed that there is a
significant difference between Experimental group A and Control group C at the significance
level of 0.05. It is believed that Experimental group A was significantly higher than Control
group C. Similarly, there was a significant difference between Experimental group B and
Control group C. And Experimental group B was significantly higher than Control group C.
Furthermore, Experimental group A (M =13.67) in this study performed better than
Experimental group B (M =13.00). These results demonstrate the advantage of immediate
feedback.
Many studies have shown that one of the key factors affecting the effectiveness of feedback
is learners' proficiency (Dowhower, 1987; Kamimura, 2006; Kang & Han, 2015; Li, 2009;
Murphy, 2007). According to the results of pre-test and posttest, the effects of different types
of feedback on the achievements of high proficiency level, medium proficiency level and low
proficiency level learners were studied. According to the distribution of descriptive statistics
of pretest and posttest in Experimental group A, the respective mean and standard deviations
for each proficiency level group were: the low reading ability group (M = -2.500, SD = .707),
the group with moderate proficiency level (M = -1.500, SD =.707) and the group with high
proficiency level (M = -3.500, SD =.707). Overall mean T-test shows that there is a
difference of nearly 1 point between the experimental and the control group in the post-test
results. H wever, t ere s n stat st a s gn ﬁ an e n t s
eren e the t-test Sig values of
the paired samples in pretest and posttest of the three level groups were respectively: L=0.126,
M=0.205, H=0.090). If the different parts of the test were considered in isolation, it can be
found that high proficiency level learners benefited more from immediate feedback, with
making more progress than the other two levels. The second is the low-level learners and
moderate-level learners showed the least change.
Regarding to the distribution of descriptive statistics of pretest and posttest in Experimental
group B, the respective mean and standard deviations for each reading ability group were: the
low reading ability group (M = -1.500, SD = .707), the group with moderate reading ability
(M = -2.500, SD =.707) and the group with high reading ability (M = -1.500, SD =.707). The
t-test Sig values of the paired samples in pretest and posttest of the three level groups were
respectively: L=0.205, M=0.126, H=0.205. It can be seen that moderate proficiency level
learners benefited more from delayed feedback. The other two groups had similar changes. In
the Control group C, there was little change in the achievements of high, medium and low
reading proficiency level learners. There was no significant difference between pretest and
posttest of the three level sub-groups.
5. DISCUSSION
This chapter summarizes the findings of this study, observations, limitations, and
recommendations for future research. The questions which addressed in this study were
related to the effect of using two types of effective feedback (immediate and delayed) in
t vat ng C nese stu ents t
r ve Eng s rea ng proficiency in the classroom setting.
It was assumed that the experimental group would improve reading performance both in an
immediate and delayed feedback as compared to the control group that received no such
feedback. The research data confirmed the above hypotheses.
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Effects of immediate feedback on students’ reading performance

Through comparing the impact of different feedback e very t e n stu ents’ er r an e
in the classroom setting, the results of present study indicated that students who receive
immediate feedback on reading comprehension tend to perform better than students who
receive delayed feedback or no feedback (Kulik & Kulik, 1988). Although the experimental
and control groups started at similar reading ability level according to their performance on
the college entrance examination and the researcher-designed reading pretest before the
teaching intervention, the experimental group outperformed the control group on the
achievements of reading comprehension measures after two-weeks feedback instruction.
Of course, some factors other than feedback, such as the participants’ after-class reading and
self-learning, as well as the students’ different motivation and concentration in class, may
affect students’ reading test scores. However, the fact that both groups of students had the
same learning environment (for example, the same English teacher and university) and were
randomly assigned to both the experimental and control classes minimized the possibility that
extracurricular learning might affect grades. Although the control group improved in the
posttest, the improvement was not statistically significant. This indicates that the significant
understanding effect obtained by the experimental group in the post-test measurement is
probably the result of feedback teaching.
This finding is particularly important because it emphasizes and verifies the contribution of
feedback, especially the use of immediate feedback and teacher guidance, to the improvement
of students’ reading comprehension proficiency, as it can help students deal with their
problems as soon as possible, and students can also correct their errors, construct their
reading knowledge through the process of feedback (Bangert-Drowns, Kulik, Kulik, &
Morgan, 1991; Gist & Mitchell, 1992).
In this way, it is implicated that the immediate feedback seems to have a positive effect on
students’ academic performance (S. Samuels & Wu, 2003). In addition, compared with the
delayed feedback, the immediate feedback has a more obvious promoting effect on students’
reading achievements in the experiment. Therefore, in order to help students master necessary
reading skills, develop good reading behaviors and improve reading comprehension, they
need to actively participate in reading classes and get effective feedback to construct their
reading knowledge. Simultaneously, the results suggest that Chinese EFL teachers need to
realize the important role of reading feedback instruction which can benefit students and
teachers in various ways; teachers can evaluate the degree to which students understand what
they have read, and in the meantime, students can take part in text interpretation in a positive
way, see how to monitor their own reading comprehension process, and adopt reading
strategies and skills in the process of reading (Pappa, Zafiropoulou, & Metallidou, 2003).
However, in fact, a great number of students fail to get receive effective feedback on reading
comprehension in classroom settings in China and fall behind in academic performance. In
this way, Chinese EFL learners need frequent and immediate feedback. In conclusion, in
order to enhance C nese EFL earners’ rea ng r
en y, teachers should provide students
with frequent and informational immediate feedback. Effective feedback includes error
correction, skills teaching and practice. Therefore, Chinese EFL educators need to understand
the current practice research results focusing on reading feedback to choose the right time to
give feedback, to en an e C nses EFL earners’ rea ng r
en y
5.2

Effects of delayed feedback on students’ reading performance.

As mentioned above, analysis showed that time always showed a great influence, indicating
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the delayed feedback also has a s t ve e e t n stu ents’ a a e
er r an e (Manoli et
al., 2016). Students in both the immediate feedback group and the delayed feedback group
made some progress after the intervention and confirmed the researcher’s instructional
choices. There were significant differences in the results of the pretest and posttest in the
Experimental group B in delayed feedback condition. The achievements of students in
Experimental group B were significantly higher than those in Control group C and moderate
proficiency level learners benefited more from delayed feedback. like in a meta-analysis
study, Kulik and Kulik (1988) make inferences that delayed feedback showed an advantage
in experimental conditions which used test questions as the instruction. Roediger III and
Butler (2011) also proposed that a short study-test with delayed feedback would result in
better retention.
Moreover, the duration of feedback instruction in two weeks, including twice multiple-choice
reading tests as well as two instructional sessions, seemed to produce positive results in
improving students’ reading skills. However, reference to related literature, developing
students’ rea ng
re ens n is a long-term process which requires teacher in the whole
teaching process to guide and provide effective feedback. During the teaching process, EFL
teacher an eva uate stu ents’ un erstan ng, t en a just t eir teaching strategies and finally
form an effective, applicable feedback model for different EFL learners to improve their
reading comprehension.
5.3 Limitations of the study and recommendations for future research
The present study has some limitations, which can be further considered in future studies.
First of all, the sample size of this study is too small and the proportion of male and female
students is unbalanced, which may lead to too narrow coverage of experimental subjects. Due
to the limited research time, it may have some impact on the research results. For example,
under different feedback conditions, students with three different levels of reading ability
(high, medium and low reading ability levels) achieved higher achievements in the post-test
than those in the pre-test, but the difference was not statistically significant. It can be
assumed that a longer experiment might have produced different results.
Another limitation of the study is the lack of qualitative data measuring the participants’
perspectives and strategy use before and after the feedback intervention. Though qualitative
data have their own value, the current study just focus on collecting quantitative data from
three different measurements to show the effectiveness of feedback timing on the participants’
reading performance. Despite the above limitations, the results of the study confirmed the
delayed feedback effect and, most importantly, the immediate feedback effects on reading
comprehension in Chinese EFL learners.
In view of the above limitations, further research needs to be conducted on providing
effective teacher feedback on reading comprehension to students, investigating which
feedback timing is preferable to students and how does it improve stu ents’ reading
comprehension to extend the discoveries of the current study (Chamot, 2005; Macaro & Erler,
2008). Moreover, future research should include the combination of qualitative and
quantitative methods to obtain more comprehensive research results. A qualitative method
should be employed to provide insights for English reading teachers and related researchers
as to how they might be able to design and present instructional feedback responses in ways
that would encourage students to make better use of them.
Attempting to investigate the effect of immediate and delayed feedback on the achievements
stu ents’ reading comprehension in this study has helped to create a clear picture of how
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erent ty es
ee a
g t
a t stu ents’ rea ng er r ance and progress in
classroom setting in university level. Future studies can also interview students to obtain their
perspectives on teacher feedback and feedback timing, as well as the advantages of two types
of feedback. Answers to these questions through additional research would hopefully help
develop empirical studies related to feedback timing and reading comprehension that will
foster enhanced student learning.
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