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Abstract: This study investigated and compared the effect of two feedback types of recast and elicitation in
grammar  instruction on Iranian adult EFL learners' learning of Conditionals and Relatives. To fulfill this
purpose, a Quick Placement Test and a grammar pre-test was administrated to both female and male learners
to check their language proficiency and grammatical knowledge homogeneity. Bar-On Emotional Intelligence
(EI) test was conducted to determine the participants’ Emotional Intelligence level. The analysis of the
participants' performance on the post-test demonstrated that those having high Emotional Intelligence benefited
from both recast and elicitation types of feedback. Moreover, those having low Emotional Intelligence
outperformed others in recast in comparison to the elicitation type of feedback; as a result, the efficacy of recast
in  establishing  new grammatical knowledge for those learners with low Emotional  Intelligence  was proved.
The present study’s findings might lead to a better understanding of the impact of EI and appropriate use of
feedback in adult EFL learners’ classes. Moreover, curriculum developers and syllabus designers can take
certain big steps in education by including some tasks to account for learners’ emotional aspects and
determining how those emotions can relate to appropriate kinds of feedback.
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INTRODUCTION researchers   that   corrective   feedback   facilitates   SLA

In recent years, some scholars have been dealing studies  that  investigated  the  usefulness  of  such
with Intelligence Quotient (IQ) and have explained feedback and despite the fact that they have shown
learner’s achievement based on IQ  from primary school positive  effects  of  corrective  feedback  in   general,
to university. Although, there has been a consensus some  questions  have  stayed  behind  as  to  how  and
among scholars who accepted IQ as one of the predictors under  what  conditions  different  types  of  feedback
of learners’ achievement, they have been shifting their (e.g., recast, elicitation, explicit correction, clarification
views from IQ to Emotional Intelligence (EI) as the subset requests)  works   most  effectively  and  what  other
of social intelligence that involves “the ability to monitor factors or characteristics of feedback may control their
one’s own and others feelings and emotions, to effectiveness [5-7]. Hence, error correction is an area
discriminate among them and to use this information to where   research   can   inform   and  improve   practice.
guide one’s thinking and actions” [1]. The previous body of knowledge has focused on

In  this line,  many  researchers  have  sought  ways correlational studies concerning the relationship between
to   apply   Emotional   Intelligence   in   education.   One EI and, say, academic achievement, but none has been
of  these   educational   realms  in  EFL/ESL  scope is done for discovering the relationship between the
‘error correction’ and  more  specifically,  ‘corrective usefulness of teachers’ different types of feedback and
feedback’  types. There are some arguments by learners’ Emotional Intelligence.

[2-4]. Accordingly, there have been a huge number of
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It is at this point  that  one can sense the importance
of  taking  Emotional Intelligence into account when we
are dealing with teaching learners based on corrective
feedback; therefore, the purpose of this study is to
answer whether there is any relationship between EI level
and two major types of corrective feedback: elicitations
and recasts in adult EFL learners. Examination of these
concepts can lead to a better understanding of the impact
of EI and appropriate use of feedback in adult learners’
classrooms; therefore, teachers can adapt their style of
giving feedback based on their understanding of their
learners’ EI level.

Literature Review:
Emotional Intelligence (EI): The early scholars who
contemplated over  intelligence  were not psychologist
and even educators, but philosophers. The concept of
intelligence has witnessed a variety of orientations and
reorientations throughout history, such as Plato who
likened it to “blocks of wax differing in size, hardness,
moistness and purity”, as cited in [8].

The first use of the word emotional intelligence
appeared in a doctoral dissertation written by Wayne
Leon Payne in 1985. The term emotional intelligence was
used five years  later by Peter Salovey and John Mayer
[1]. In 1990, Salovey and Mayer were trying to develop a
way of scientifically measuring the difference between
people’s ability in the area of emotions. They found that
people who have emotional intelligence skills, understand
and express their own emotions, can recognize emotions
in others, regulate affect and use moods and emotions to
motivate adaptive behaviors [1].

Daniel Goleman is also commonly known and
associated with the term emotional intelligence. Goleman
became popular after he published ‘Emotional
Intelligence’ in 1995 [9]. His research focused on
emotional intelligence in the workplace. He stated that
“emotional competence is a learned capability”.
Goleman’s framework for emotional competence is divided
into two categories: personal competence and social
competence. Personal competence determines how we
manage ourselves  and social competence looks at how
we manage our relationships [9].

Goleman [10] stated that "Emotional Intelligence
refers to the  capacity  for recognizing our own feelings
and those of others, for motivating ourselves and for
managing emotions well in ourselves and our
relationships" [10]. Goleman’s Emotional Intelligence
model so consisted of five basic emotional and social
competencies: self-awareness, self-regulation, motivation,
empathy and social skills.

Table 1: The 5 scales and 15 sub-scales of Emotional Intelligence (adapted

from Bar-On, 2000)

Components Sub-Components

1)Intrapersonal Self Regard

Emotional Self-Awareness

Assertiveness

Independence

Self-Actualization

2)Interpersonal Empathy

Social Responsibility

Interpersonal Relationship

3)Adaptability Reality Testing

Flexibility

Problem Solving

4)Stress Management Stress Tolerance

Impulse Control

5)General Mood Optimism

Happiness

The Bar-On Model of Emotional-Social Intelligence
(ESI):   Bar-On    [11]    defines    Emotional    Intelligence
as being concerned with effectively understanding
oneself  and  others,  relating  well  to  people  and
adapting  to  and  coping  with  the  immediate
surroundings  to be more successful in dealing with
environmental demands.

Bar-On considers Emotional Intelligence and
Cognitive Intelligence to contribute equally to a person's
general intelligence, which then offers an indication of
one's potential to succeed in life. Bar-On believed that EI
is a non-cognitive intelligence which is an important
factor in 5 major scales and 15 subscales (outlined in
Table 1) which  contribute to the emotional energy and
self motivation required to cope with daily environmental
demands and difficulties. Bar-On’s model is heavily based
on empirical research. As such, it is an evolving paradigm
as aspects are either statistically "confirmed and retained
or disconfirmed and discarded" [12]. Consequently,
measurements of Bar-On’s model are widely used in
research.

Feed back
Corrective Feedback Types: Before any elaboration on
different types of corrective feedback, it should be
mentioned that generally corrective feedback differs in
terms of how implicit or explicit it is. “In the case of
implicit feedback, there is no overt indicator that an error
has been committed, whereas in explicit feedback types,
there is.” [13].
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According to Lyster and Ranta [14] there are six different  kinds  of  corrective  feedback.  The  most
different types of feedback, namely explicit correction, frequent type of feedback was recast and the least likely
clarification requests, metalinguistic information, one to lead to learner uptake was recast too. Recasts and
elicitation, repetition and recast. Panova and Lyster [15] explicit correction lead to nothing more than a mere
add one more type, i.e., translation to the abovementioned repetition.
list. In the  following  subsections, elicitation and recast Mackey et al. [17] conducted research into the
as the focused types of feedback in this study are learners’   perception   of   interactional   feedback
discussed in details. provided  to   them   through  task-based  dyadic

Elicitation: According to Panova and Lyster [15], language  and  7 learners of Italian as  a  foreign  language
elicitation is a corrective technique that “prompts the were  involved  in  this  study.  They  received  feedback
learner to self-correct” (p.584). Lyster and Ranta [14] on four  kinds  of  forms:  morphosyntactic,  lexical,
identify three   ways  of  eliciting  the correct form from semantic   and   phonological.   Interactions   were
the  students.  First, teachers elicit completion of their recorded  and  learners  were  asked  to  recall  the  way
own utterance by strategically pausing to allow students they  perceived  the  feedback  at  the  time  of  interaction.
to “fill in the blank” as it were. In  most  of  the  cases,  learners’  perception  about

Example 3: accurate.  This  was   not  true  of  morphosyntactic

Student: New Ecosse. (L1) that this could be to the lack of negotiated feedback in
Teacher: New Ecosse. I like that. I’m sure they’d love morphosyntactic feedback.
that. Nova...? (elicitation) Panova and Lyster [15] examined the range and types
Same student: Nova Scotia. (repair) [15] of feedback used by the teacher and their relationship to

Recast: As  a  corrective  feedback technique, recasts transcribed interaction were coded and categorized
were  initially  used   by   L1   acquisition  researchers according to Lyster and Ranata’s model of corrective
(e.g., Bohannon and Stanowicz, 1988, as cited in [16]). feedback. Recasts and translation were the most frequent
Although L1 researchers did not find evidence of implicit types of reformulative feedback which provided
extensive, explicit feedback on grammatical errors, they little opportunities for other types of feedback that
did observe that adults often adjust their speech to what encourage learner-initiated repair. It was concluded that
they intuitively  believe  to  be the comprehension level learners might benefit more from retrieval and production
of the child (Snow and Ferguson, 1977, as cited in [16]). processes than from only hearing target forms in the
This led researchers to look for features of the interaction input.
that might provide the child with information about Ellis  et  al.  [13]  conducted  a  study  to  probe  into
linguistic accuracy in less direct ways. A potential source the  effect  of implicit  and  explicit  corrective  feedback
of  this information was offered by what Brown and on  SLA. They  used  metalinguistic  explanation as
Bellugi (1964, as cited in [16]) termed “expansions”, which explicit  feedback   and   recast  as  implicit  feedback  to
Farrar  (1992,  as  cited  in  [16])  later   referred   to  as see  their  effect  on  the  acquisition  of  past   tense–ed
"non-corrective recasts". In an expansion, the child’s of  low   intermediate   learners   of    English   as a
incomplete  utterance is rephrased in a complete version second language  while they were engaged in doing
in the adult’s response to the child’s attempt, as communicative tasks. Oral imitation was used to measure
illustrated in the example below: explicit knowledge and untimed grammaticality judgment

Example 8: measure  the explicit knowledge. These tests were

Child: the ball two weeks later. Results demonstrated the superiority  of
Mother: Yes, the ball is rolling. [16] explicit feedback over implicit feedback in terms of their

Research on the Most Common Type of Corrective attribute this superiority to the less cognitive load implicit
Feedback:  Recast:    Lyster    and   Ranta  [14] knowledge puts on learner compared to explicit
investigated  the  distribution  and   frequency of knowledge.

interaction.  10  learners  of  English  as   a   second

lexical,  semantic  and phonological feedback was

feedback which was in the form of recast. They suggest

learner uptake and immediate repair of error. Ten hours of

and metalinguistic knowledge test  were  used to

administered one day before and after instruction and

effect on the implicit and explicit knowledge. They
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Teacher’s andStudent’s Perception of Different Kinds of Is there any significant difference between the
Feedback: There is a limited amount of research on this effectiveness of recast and elicitation types of
topic, even though  this  is an area where SLA research feedback in relation to EI scores?
can contribute effectively and usefully to second and
foreign  language  pedagogy. According to  Schulz  [18], Participants: A total of 138 graduate and undergraduate
it is damaging to learning when students’ and teachers’ intermediate EFL learners, based on the availability of
belief systems are different. In her 2001 study, Schulz classes at ‘Poorsina  Language Institute’, were selected
investigated student and teacher perceptions about the for the current study and were administered a Quick
instruction of grammar and oral error correction across Placement Test (Appendix A). Out of 138 learners, 135
U.S. and Colombian cultures by administering a survey to ones were found as learners of similar proficiency level
122 Colombian foreign language instructors, 607 (i.e. intermediate) and entered the second phase of the
Colombian foreign language students, 92 U.S. foreign study. They were 56 male and 79 female EFL learners and
language instructors and 824 U.S. foreign language their age range was from 20 to 25. They met three days per
students. She found that Colombian students, in general, week and received  English  instruction for 90 minutes
expect more grammar instruction and focus on form each session.
activities in the FL classroom than their American
counterparts. The researcher also found that students Instrumentation
from both cultures believed that the teacher is “an expert The Bar-On Quotient Inventory: This questionnaire
knower whose role is to explain and provide feedback” includes 90 questions and for every question there are
[18]. five numbers on a continuum. Participants chose among

With respect to teachers’ perceptions, Schulz found Likert-scale descriptions ranging from" totally agree" to"
that there was much less agreement between teachers totally disagree" according to their perception of the
from the U.S. and Colombian cultures regarding their statements. The questionnaire was administered by the
beliefs about grammar instruction, with Colombian researchers in each class separately and it took 45 minutes
teachers emphasizing the importance of grammar to be accomplished by the participants. It should be noted
instruction more than their American counterparts. that the questionnaire was administered at the last stage
However, both Colombian and U.S. teachers had similar of the study, when the participants had taken both the
beliefs  regarding  written  and   oral  error  correction. pre-test and the post-test. The questionnaire is shown in
Both groups of teachers strongly agreed that written Appendix B.
errors should always be corrected and that students feel
cheated if their written errors are not corrected. Quick Placement Test (QPT): The Quick Placement Test
Conversely, only about half of  the teachers surveyed (2004), consisting of 60 questions was administrated to
from both cultures believed that oral errors should be assure the homogeneity of the participants’ English
corrected in class, which reveals a mismatch between knowledge in this study. The test time was 30 minutes.
students’ and teachers’ expectations regarding error In the process of the homogenization of 138 learners
correction. While a majority of students from both in terms of their English language knowledge, according
cultures believed that their teachers should correct their to the instruction of the test itself, participants with
oral errors during class, only 48% of  U.S.  and  Colombian scores  of  30  to  46  were selected for the next stage of
teachers believed that these errors should be corrected. the study which was taking the grammar pre-test;

The Study
Research Questions: To achieve the purpose of the A Grammar Pre-Test: This teacher-made test consisting
study, the following research questions were proposed: of 100multiple-choice items (as two parallel tests of 50

Do Elicitation and Recast as two types of feedback to test the intended target structures of conditionals and
have any significant effect on mastery of relative and relatives in the study. The purpose of this test was to
conditional structures? establish the homogeneity of the participants regarding
Does Emotional Intelligence have a significant effect their  grammatical  knowledge;  in  other  words,  among
on mastery of relative and conditional structures? the  participants  within  the  same  level  of  proficiency,

accordingly, the number of participants reached 135.

questions  each)  was administered to the participants in
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Table 2: Descriptive Statistics of the Performance of the Participants on the QPT

N Mean Std. Deviation Minimum Maximum

TOEFL 138 40.244 3.065 30.00 46.00

Table 3: Descriptive statistics of the participant performance on the grammar pretest 

N Mean Std. Deviation Minimum Maximum

Grammar Pre-test 135 15.7 2.5 4 28

those which possessed almost  the  same  level of thirty minutes of each 9 consecutive sessions of the
grammatical knowledge were of interest to the researchers. classes were allocated to the treatment phase. In the
The time needed for taking this pre-test, which was present study, among various grammatical structures,
constructed and piloted by the researchers, was 35 Conditionals (i.e. the 3 main types) and Relative Clauses
minutes. (who/whom/which/that), due to their frequency and

For determining the intended participants, those communicative value, were chosen as the point of focus
participants whose scores on the normal curve was one in measuring grammatical knowledge.
SEM below and above the mean, i.e. below 20, were The participants' homogeneity was first established
selected for the study. So, out of 135, eight of them through QPT test. Of 138 participants (20-25 years of age),
having the necessary knowledge of grammatical structure 135  appeared  to  be  of  similar English knowledge level.
(Relative clauses and Conditionals)  were  excluded  from In the second phase, in order to make them more
the data analysis and the number of participants reached specifically homogeneous in terms of their prior
to 127. knowledge of the two focused structures of the study, a

The reliability of the pre-test which included two grammar pre-test consisting of items testing the two
parallel forms of A and B was calculated through KR-21 structures of ‘Conditionals’ and ‘Relatives’ was
method that turned out to be 0.810 for form A and 0.816 administered. This teacher-made test which was in the
for form B.  Since  the  same  pre-test was used for the form of two parallel tests in form A and form B was first
post-test too, a counterbalanced test design was piloted with 30 similar learners at Poorsina Language
employed by the researchers. According to Mousavi [19], Institute  and  was administered in counter-balance
a counterbalanced design is: “A design in which half of design, as explained  in  previous part. Based on the
the individuals take one form of the test first and the other results  of  this test, 127out of 135  participants were
half take the other form first [hence test-retest effect, found grammatically homogenous. Then, the intended
practice effect and ordering effect will be minimized]” [19]. participants were randomly divided into two groups of 62

Post-Test: After a three-week treatment (i.e. 10 sessions), received recast and the latter received elicitation type of
a grammar post-test was administered to the participants feedback.
in order to measure their gained grammatical knowledge At the end of the nine-session treatment period, the
over this period and to investigate the effectiveness of participants took the post-test which was the same pretest
corrective  feedback   types of recast and elicitation in administered in a counter-balance design three weeks
the two intended groups. To recap, the post-test, was the after the pretest; so, this study was experimental in nature
same previously-administered pre-test which was and also was based on an ex- post facto design, since the
administered in a counterbalance design this time. researchers tried to find a degree of relationship between
Needless to say, test-retest effect was considered to be the  independent  variable  of  Emotional  Intelligence
diminished after an interval period of three weeks. (over which the researcher has no control) and the

Procedure: The current study was conducted at two and elicitation).
branches of ‘Poorsina Language Institute’, Tehran, in Then, Persian version of Bar-On Emotional Quotient
summer 2011. In these branches, each language semester Inventory (EQI) was utilized to obtain the participants’ EI
lasts 6 weeks (i.e. a total of 18 sessions) and the learners level (EI score range was from 220 to 410). Comparing the
meet three days a  week and receive English instruction post-test results and EI scores, it was revealed that
for 90 minutes each session. The treatment phase of the participants with lower level of EI had gained noticeably
study  took  place over 3 weeks and a total of 270 hours; lower scores compared with high EI participants who
in other words, during one instructional term, the first ranked  higher.  The  first   group  who  ranked  below  the

and 65; during the treatment sessions, the former group

effectiveness of particular types of feedback (i.e. recast
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mean was considered low EI group and the other group Recast and elicitation types  of feedback were
whose scores were  above  the  mean were considered selected in this study because of two main reasons:
high EI group.

In this study, recast was operationalized as "an The most important reason for selecting these two
implicit type of corrective feedback that reformulates or kinds of feedback is related to another research study
expands an ill-formed or incomplete utterance in an conducted  by  the  current study’s researchers [21]
unobtrusive way" [15]. in a similar Iranian context, in which the researchers

Here Is an Example of Recast: Karaj; based on their results, it was found that recast
Example 1: and elicitation were among the most frequent types

Learner: I looking for my pen. Two  major  types  of   corrective  feedback  are
Teacher: You are looking for your pen. recasts and elicitations according to [22]. Recasts
(Slimani, 1992, as cited in [15]) and elicitations have also been considered as

Of great importance was that non-corrective language classrooms. The pedagogical signi?cance
repetition following well-formed learner utterances was of these strategies is based on the assumption that
not used by the researcher at all during the treatment such feedback promotes meaning negotiation and
period. Because, most teachers use recasts following provides opportunities for form-meaning integration
learners' ill-formed utterances in the same way that they [23, 24, 2]. As Loewen and Philp [25] described them
use  non-corrective  repetition  following  well-formed as “pedagogically expeditious” and “time-saving”
learner utterances which makes the corrective nature of and as techniques that, contrary to other corrective
recast ambiguous to be noticed by learners [20]. feedback moves such as explicit correction, keep the

Moreover, elicitation was operationalized as a learners’ focus on meaning but at the same time
“corrective technique that prompts the learner to self- allows  the  teacher  to  maintain  control  (see also
correct” [15]. [26, 27]).

Examples2 and 3 show instance of elicitation, which
were used in the experimental group in which the teacher RESULTS
elicited self-repair by pausing, expecting the student to
provide the right form. Having homogenized participants in terms of their

Example 2: grammatical knowledge, a two- way ANOVA via SPSS

S: because makes him selfish the research questions of the current study.
T: because? (Elicitation) Descriptive statistics of the participants' performance
S: because it makes him selfish (repair) receiving recast and elicitation types of feedback are

Example 3: received recast and elicitation were 62 and 65,

S: If I had known you were in the hospital, I would similar, but the mean of the recast group is greater than
gone to see you. the elicitation group; this shows the outperformance of
T: I would? the former group the test.
S: I would have gone to see you The participants’ Emotional Intelligence level was

It is important to note that learners' uptake was not Following administration of the Emotional Intelligence
considered as an outcome measure in this study, because test, those participants with scores below the mean were
immediate  uptake  of  a recast does not necessarily considered  as low-emotional-intelligent learners and
equate to L2 learning as noticed during the treatment those whose scores were above the mean were
period. considered as high-emotional-intelligent learners.

took 18 hours of observation in Alphabet institute in

of feedback in an Iranian context.

pedagogically useful strategies in communicative

English language knowledge and more specifically,

(version 14)  was  applied  to the data set to investigate

presented in Table 4. The number of participants who

respectively.
As shown in Table 4, while the two means are almost

measured by Bar-On Emotional Intelligence test (Table 5).
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Table 4: Descriptive Statistics of the Participants' Performance receiving Table 7: Levene's Test of Equality of Error Variances 

Recast and Elicitation types of feedback

Recast Group Elicitation Group

Mean 35.645 34.861

SD 7.399 9.524

Max 48.00 50.00

Min 20.00 14.00

Table 5: Descriptive statistics of the Participants' Performance on Emotional

Intelligence Test

Mean SD Max Min

Bar-On Emotional 

Intelligence Test 338.7 42.7 410 205

Table 6: Descriptive Statistics of the low and high EI Participants'

Performance in each of Elicitation and Recast groups

Feedback Type/ EI Level M SD Max Min

Recast

High-EI 41.655 4.168 48.00 36.00

Low-EI 30.363 5.260 39.00 20.00

Elicitation

High-EI 42.757 4.228 37.00 50.00

Low-EI 26.718 5.832 36.00 14.00

Accordingly, in the group (62 ones) which received
recast type of feedback, 33 were found having low
Emotional Intelligence (below the mean) and 29 were
found having high Emotional Intelligence. On the other
hand, in the other group who received elicitation type of
feedback, out of 65, 32 and 33 were found having low
Emotional Intelligence and high emotional intelligence,
respectively.

Based on the comparison of the performance of the
two groups’ of low and high Emotional Intelligence who
received recast type of feedback (Table 6), the mean of the
group with high level of EI was much greater than those
with low level of EI which indicates the outperformance of
the former group.

Regarding the comparison of the groups with and
high level of Emotional Intelligence who received
elicitation type of feedback, the mean score of the group
with high level of EI  was  much higher than those with
low level of EI which indicates the outperformance of
these participants with high EI.

The results of the two-way ANOVA are reported
below:

First, Levene's Test for the Equality of Error
Variances  was analyzed to see whether the performance that the mean score of those participant with low amount
of the four intended groups of the  study  with  regard  to

F Df1 Df2 Sig.

1.161 3 123 .328

Table 8: The Result of Two-Way ANOVA

Source DF MeanSquare F Sig.

Feedback Type 1 51.166 2.099 0.150

EI Level 1 5912.2 242.50 0.000

Feedback Type* 1 178.38 7.317 0.008

EI Level 123 24.380

the dependent variable i.e. the post-test scores were
comparable or not. As reported in Table 7, the results of
the Leven test indicates that can the assumption of
dependent variable variance equality among the groups
with 0.05 alphas is confirmed (p > 0.05).

By investigating the mean scores, it was found that
the mean of the high Emotional Intelligence group (42.2)
is higher than that of  the low Emotional Intelligence
group (28.5). Thus, it can be stated that the high
Emotional Intelligence group have had better performance
in the post-test. By investigating segregated correlation
square, it was found that 66% of dependent variable
variance is due to intelligence level; it means that the
assumption that there is a significant difference between
the performances of people having high and low
Emotional Intelligence is confirmed.

Finally, by investigating the interaction of these two
factors of feedback type and EI level shown in Table 8,
this interaction was found significant (p < 0.05); in fact,
almost 6% of the distribution of dependent variable
scores is due to this interaction. Based on this result, the
assumption that the performance of participants on the
post-test depend on the type of feedback and level of
Emotional Intelligence was confirmed.

By comparing the mean scores of the four groups on
the post- test shown in Table 9, it was observed that the
post-test mean score (30.36) of those low Emotional
Intelligent participant who received recast feedback is
lower than that of those treated by similar feedback type,
but having higher amount of Emotional Intelligence
(41.65); moreover, there is significant difference between
the post-test mean score of low Emotional Intelligence
participants who  received  recast feedback and that of
low Emotional Intelligence who received elicitation
feedback (26.72) and also high Emotional Intelligence
learners who received elicitation (42.76) group; it means

of  EI  who  received  elicitation  is  lower  than  those who
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Table 9: Results of Scheffe’s test

Interaction 95% Confidence Interval
----------------- -------------------------------------------------------
(J) (I) Mean Differences (I-J) Std.Error Sig. Lower Bound Upper Bound

LR HR -11.2915 1.2567 .000 -14.8540 -7.7291
LE 3.6449 1.2250 .035 .1725 7.1173
HE -12.3939 1.2155 .000 -15.8395 -8.9483

HR LE 14.9364 1.2652 .000 11.3481 18.5248
HE -1.1024 1.2251 .857 -4.6648 2.4600

LE HE -16.0388 1.2250 .000 -19.5112 -12.5664

received recast feedback and mean score of those learners if they have a problem concerning a target item
participant with low amount of EI who received recast is and are  again  demanded to produce it, as it may make
lower than that of high Emotional Intelligence who their lack of knowledge public. It seems that in this study
received elicitation. those learners with low EI do not make any improvement

The mean score of those participants with high by being given feedback according to elicitation method
amount of EI who received recast feedback (41.65) is because they may have felt embarrass in public.
higher than that of low EI who received elicitation In line with previous experimental and quasi
feedback (26.7) and no significant difference exists among experimental studies of recasts [4, 23, 24, 28-33], it was
them. The mean number of low EI group with elicitation found that recasts facilitate language learning; but the
feedback (26.7) is also smaller than that of high EI group main difference between the findings of this study with
with elicitation feedback (42.76). others’ is the beneficial application of recast in low EI

Based on the above results it can  be stated that learners.
those  having Emotional  Intelligence  showed better In previous studies recast was announced as an
result in both kinds of  feedback compared to those effective kind of feedback for all of the learners without
having low emotional intelligence; besides, those having taking into consideration their amount of EI. The main
low emotional intelligence, showed better performance in thrust of those studies, as Han [29] states, is that "recasts
recast method than elicitation method. have a positive yet selective impact on learning; that

The mean performance of the two groups on the some learners  appear  to be more receptive to recasts
post-test  showed  significant differences. Hence, it can than others and that some structures seem more amenable
be concluded that as EI scores increased, the score of all to recasts than others" (p. 546), but by taking the EI factor
the participants on the post-test increased. As a result, into consideration in this study, we could say that those
both teacher recast and elicitation in grammar instruction learners with low amount of EI are considered more
was found to be significantly effective in improving receptive to recast than those learners with elicitation
learners' grammatical accuracy of the two target structures feedback.
in those learners with high Emotional Intelligence. But, in However, the current finding (the usefulness of
participants with low level of EI learners, recast had a recast for low EI learners) is in contrast with some other
significant effect in establishing new grammatical studies. For example, some researches [14, 16] found that
knowledge of conditional sentences and relative clauses. recasts were ambiguous and hence were sometimes

DISCUSSION for language learners. Lyster [34] and Panova and Lyster

The  current  study’s findings  underlines   the  worth learners and hence are not facilitative for interlanguage
of recast in facilitating language learning, especially in development. According to Loewen and Philp [25] recasts
learners with low amount of EI and learning new do not elicit repair and learners are simply provided with
grammatical structures. Such a finding  also  corroborates the correct form without being pushed to modify their
Long’s claim that because elicitation moves do not interlanguage. Despite these differing viewpoints and
provide learners with the target like form “it can only results, there is general agreement among SLA
assist  deployment,  not   acquisition;   and  even  then, researchers that recasts are the most common form of oral
not  necessarily  do so any  better  than recasts” [27]. error correction employed by teachers in second and
Long pointed out that it could even be embarrassed to foreign language classrooms.

perceived as synonymous in function as mere repetition

[15] believe that recasts usually pass unnoticed by the
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In this study, regarding the two aimed target gender, age, proficiency level and readiness), input
structures, i.e. Conditionals and Relatives, which were quality, context, etc, should be taken into account and the
shown to be already new to the learners at intermediate utility of  each  type  of corrective feedback regarding
level, teachers’ recast in  grammar instruction proved to these  parameters  should be investigated [6]. This was
be more effective in establishing new knowledge for both the main concern of the second research question, which
low and high emotional learners. from among  different  learners' variables focused on the

As the results of the two experimental groups' EI factor and from among different types of corrective
performance on the post-test show, the low EI learners feedback chose recast and elicitation as the most
took more advantages from recasts. Consequently, the frequently used type of oral correction. More specifically
interaction between EI and feedback was found to be it investigated the differential effect of these two
significant and by increasing of the amount of feedback corrective feedbacks across  two  ranges of EI groups as
the amount of EI also increase. And that those learners an  attempt  to  render  further  insight into the  issue  of
with high amount of EI were successful with both kinds of EI differences in feedback.
feedback but those learners at low group were only In line with previous feedback studies, the current
successful with recast. study investigated the effectiveness of recast and

The current study, revealed that teacher's corrective elicitation in L2 grammar learning in general and its
recast was significantly effective in removing erroneous differential  effect  across  two groups of high and low EI
structures from the learners' language (the first research in particular. The findings confirmed the efficacy of
question); and regarding the amount of the EI of learners corrective recast in  eliminating learners' grammatical
and suitability of recast for learners of low EI, recast was errors at both high and low level. As a matter of fact the
more beneficial for low EI learners.(the second research use of both recast and elicitation with highly emotional
question), an important factor to be considered by learners was effective, also the finding illustrated the
teachers when deciding on the appropriate type of superiority of using recast over elicitation in low EI
corrective feedback according to their students' amount learners.
of EI. Regarding   the    current   English   language

As a suggestion for future study concern the utility teaching  situation  in  Iran,  most teachers are rarely
and degree of effectiveness of each corrective feedback aware of different new corrective feedback techniques
technique needs to be evaluated in relation to learners' (both explicit and  implicit) let alone knowing the degree
characteristics such as the amount of their EI, gender, age, of  suitability  of  each  type  of  corrective  technique  for
learning style, proficiency level, etc., the first variable of different  learners  (e.g.,  with  different  amount  of  EI).
which was the main concern of this study. For instance, Lyster and  Ranta [14] state that recast as

CONCLUSIONS which is used over half of the time (55%) by teachers, has

Despite the possible limitations of this study, it can As a consequence of the abovementioned lack of
be stated cautiously that the results of the current study knowledge about error correction together with its
suggest a number of  practical pedagogical implications different dimensions and related issues, the dominated
for teachers (regarding their language teaching atmosphere in most classes, especially in Iran, is either
methodology), teacher training courses, syllabus teachers' haphazard and/or excess use of error correction
designers and material developers. Some of the while ignoring the communicative nature of language
implications of this study are presented below. classes or using corrective technique(s) inappropriate for

In line with previous research, this study has also all learners (especially those of a amount of EI, for
confirmed the efficacy of this type of corrective feedback instance) while ignoring the fact that "one size does not
(recast) in L2 grammar learning especially for those fit all" [35]. This situation may mainly derive from the
learners with low EI. Therefore, what matters more now is information that teacher education programs deliver to
not the question "To correct or not to correct?" the pre-service teachers regarding how to correct learners'
answer to which is already proved to be affirmative, but errors which is of paramount importance, especially given
"In what condition?" In order to provide a reliable answer that the current research on corrective feedback is mixed.
to such a simple question many parameters, including Schulz [18] discusses the importance of teacher education
learners' characteristics (EI, personality types, attitude, programs and their impact on forming teachers'

the most frequently used type of corrective feedback,

remained ambiguous and its utility is still under question.
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perceptions of effective error correction. Hence, teachers' Moreover, Uptake was not considered as a means to
and teacher trainers' being aware of current theories and
ideas about language teaching in general, especially in
Iran seems to be a must and keeping them abreast of
current theoretical and practical issues related to error
correction in particular seems to be illuminating for
language teachers and our language educational system.

To ameliorate such a situation, instead of obliging
pre-service and/or in-service teachers to blindly practice
whatever they have been prescribed in the classes, mostly
based on out-dated techniques, teacher trainers should
make teachers familiarized  with  various types of
corrective feedback and the application of each feedback
based on the level of participants EI. Moreover and most
importantly, the suitability of each of these corrective
techniques for learners of different amount of EI should
also be highlighted to teachers. So, it would be reasonable
to allocate some time to the training of teachers in this
regard.

Since this study was narrowed down in terms of its
participants, structures in  focus, the chosen technique
for error correction, etc., it seems necessary to offer the
following lines of research to be done for the expansion
and development of what has already been covered.

In the current study among various learner variables
(EI, gender, age, proficiency level, etc.) the EI factor, as a
worthwhile and challenging issue and among different
oral error correction techniques, recast as implicit type
and elicitation as explicit type of error correction were
employed by the researchers in EFL classrooms.
Although there has been a spate of L2 research on
corrective feedback, the appropriateness and
effectiveness of each type of corrective feedback
technique regarding learner variables has still remained
unknown. Considering the fact that this study was an
attempt to shed light on the utility of recast and elicitation
across two low and high  ranges of EI at intermediate
level, similar studies  can  be conducted with other types
of  error correction  techniques both implicit and explicit
in order to offer further insight into EI differences in
feedback.

Further, interested researchers can investigate the
impact of other learner variables as Ellis and Sheen [36]
mention, such as gender (an influential factor in the
process of interactional feedback), proficiency level [37],
developmental readiness, language aptitude, personality
factors, motivation, attention, memory and analytical
ability [38] and attitude toward correction in the utility and
usefulness of recast, elicitation or other corrective
feedback techniques.

evaluate the effectiveness of corrective feedback types,
because of its not being a good indicator of learning and
also feasibility problems like audio or video recording for
measuring the number of uptakes. Other studies can
consider uptake as a way to evaluate the utility of
corrective feedbacks.

Among different L2 structures, the present study
focused   on   only   two   target   structures  in  English.
As researchers contend [29] some linguistic features
might be less effective to recasts than other types of
feedbacks. As previous  studies  indicate  [31, 30, 39], the
effectiveness of recasts is partially dependent upon the
target structure under study. Hence, similar studies can
examine the accuracy gains in terms of other structures in
English or any other languages, both new structures and
structures that  the learners have already begun to
acquire, in order to lend more credence to the findings
obtained in this study and the previous ones and cast
away all the doubts regarding the potential effect of
different types of  corrective  feedbacks for different
target structures. This study was exclusively directed
toward the effect of corrective feedback in grammar
learning. Other researchers can investigate the effect of
corrective feedback in other areas of language learning
like interlanguage pragmatics development.

Gender is also another influential factor in the
process and  patterns  of interactional feedback.
Therefore, researchers can pursue the impact of gender
with different amount of EI on interactional moves in
classroom settings. Recent studies have addressed the
importance of alphabetic literacy level in processing oral
L2 input and corrective feedback recall [40]. However, still
further research is required in this area.

Last but not least, another area of research for
exploration is evaluating the relationship of EI corrective
feedback in CALL settings, such as computer-mediated
corrective feedback and the development of L2 grammar
[41], corrective feedback and learner uptake in CALL [42]
and learner responses to corrective feedback for spelling
errors in CALL [43].
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