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Abstract

Dynamic assessment (DA) as an alternative to psyelric-based testing focuses on the
collaborative dialogue between the learners andrtbdiator to move the learners from their
current capabilities. This study represents a wadet qualitative inquiry in online DA
which aims at addressing the inadequacy of thendistic feedback of the web-based
DIALANG test in reflecting learners’ potentials for futuevelopment. Applying
microgenetic analysis as the general frameworkdiata analysis, this study intended to
uncover two university students’ zone of proximel/elopment (ZPD) of English grammar
structures through mediation in a synchronous cdempmediated communication (SCMC)
context. The findings of this study revealed thergtomings ofDIALANG test results and
diagnostic feedback, which are not attuned to #aners' ZPD, and the effectiveness of
online DA mediation, which can highlight the learsie microgenetic developmental
trajectory to obtain a richer and more accurateetstanding of the learners’ potential level
of future development.
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1. Introduction

The evolution from computers to the World Wide Waaid recently to SCMC, which are
sophisticated cultural tools which allow for leamsiefull participation in collaborative
environments, lends support to Vygotsky's idea @falopment emerging from collaborative
interaction. The increasing popularity of the In&trmade linking of people through social
networking a reality.

Assessing learners' progress in the socially-tisted dynamic virtual context of
SCMC calls for a new approach to assessment basedose collaboration and two-way
interaction in an SCMC context via the Web. Vyggtek dynamic assessment focusing on
the process rather than on the product seems torigruent with the collaborative nature of
cyberspacandcan be used to assess the learners' potentialtimefdevelopment in SCMC.
However, research devoted to assessment in thesiswrguite rare (Darhower, 2002, 2007;
Heather, 2003; Oskoz, 2003, 2005) and limited opsc
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Inextricably linked to Vygotsky’'s theory of the matéd mind and his notion of the
zone of proximal development (ZPD) which is thdedi#énce between a person’s actual and
potential ability, DA offers mediation to help lears perform beyond their level of
independent functioning through collaborative digie. In this way, it explores the learners’
ongoing developmental processes and provides insigo their potentials for future
development. Mediation in DA is offered in two gealeapproaches: interventionist and
interactionist, which include assistance provided the form of standardized and
unstandardized hints and prompts (Lantolf and Peel004). The interventionist approach
includes mediation which is standardized and p@8pd and administered during the test
procedure. Interactionist DA includes interactia@ivizeen the examiner and the examinee, in
which the examinee is provided with unscripted helgch is not preplanned, but rather
emerging from the collaborative mediation to sollie examinee’s problems. In Aljaafreh
and Lantolf's (1994) conceptualization of mediatithre assistance provided by the mediator
should be graduated, contingent, dialogic andreddo the learners’ ZPD.

This study aimed at exploiting the multimodal disse of SCMC through a
qualitative microgenetic analysis of the researsheollaboration with L2 learners as they
struggled to control different grammatical struesuwhile working on their written narratives
of picture stories and video clips in an SCMC cahte obtain a richer understanding of the
present and future learners’ capabilities in SCMCalso highlighted actual differences
between the learners who were placed in the santeRQ&vels of English structure in the
online placement test of DIALANG.

As an adaptive diagnostic web-based assessmenDti#dlANG provides test-takers
with scores related to th€ommon European Framework of Reference for Langiage
(CEFR). It provides feedback and advice on how tmventowards the next CEFR level.
Alderson and Huhta (2005) point out tloaie of the main innovative features of DIALANG is
the breadth of its feedback. Although it is a dtagvard in the right direction in highlighting
the learners' underlying problems, the main chghbeleveled against the test, as Alderson
(2005) puts it, is the lack of an adequate undeglyheory of development in L2 learning and
assessment. Ableeva (2010) asserts that this Kimtbwelopmental theory of learning that
Alderson referred to was proposed by L.S. Vygotiat constructed a diagnostic procedure
of DA to dialectically unify instruction and assesmt into a single activity.

The specific problem concerning the current study in the fact that in DIALANG
the feedback given is not attuned to the learn&RD. The current study employed

DIALANG structure section as a diagnostic tool tmhtight the learners’ grammatical
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problems to be used as target structures in tleeaictionist DA in an SCMC context. Based
on DIALANG's diagnostic feedback, modals and prefpmss which proved problematic for
both participants were selected as the targets Adfabd transcendence (TR) sessions to
explore the learners' microgenetic developmdiiie microgenetic development primarily
concerns the observation of skill acquisition tlylounediation over a relatively short span of
time that enable researchers to examine specifstamces of the development. The
microgenetic method highlighted the differenceshi@ non-dynamic DIALANG test and the

interactionist DA and uncovered the learners' peaenfor future learning and development.

2.Literature review — DA in SCMC

The increasing popularity of the Internet in theem years has resulted in unprecedented
ways of communication with other people in geogreglly distant areas of the world. Web
users make use of the affordances of SCMC to icttex@th one another in real time via
video, audio and textn SCMC, participants can have real-time interacta chat rooms,
instant messengers, or video conferencing. Theypecah typed messages, which appear on
the computer screen and can scroll back and fonteview shared content.

The collaborative features of SCMC result in cabliative construction of knowledge
that creates a new manifestation of Vygotsky’'s arai of scaffolding in ZPD (Beauvaois,
1997). The multimodal discourse of SCMC affordsieas collaborative dialogue through
hypermedia. Hypermedia is the “computerized wayepiresenting the semantic network in
human memory through its nodes and links” (Liu &eRge 1995, p.16). Slaberry (1996)
asserts that hypermedia systems are assumed ¢o fiogher order thinking skills and extend
learners’ zone of proximal development. Ozkoz (J0&¥gues that the visual saliency of the
SCMC form enables learners to think, see, andtldit own production, thereby possibly
increasing the opportunities for learners to notit@r errors with minimal feedback from the
outside and take subsequent responsibility for @warection.

There is a limited body of literature on dynamisessment in SCMC within the
sociocultural theory of mind (SCT) framework (Daney, 2007; Birjandi & Ebadi, 2012;
Ebadi, 2014; Oskoz, 2005; Salaberry, 2000; Shre&ti@offin, 2012). Shrestha and Coffin
(2012) investigated the effect of DA on academitimg via email in the form of text-based
mediation. They conclude that DA can serve as tattfe tool for supporting learners with
their academic writing. One of the drawbacks ofirtls¢éudy is the fact that transcendence
tasks were not included to ensure the control skganot only in DA but also in more

complex and difficult tasks in transcenden®skoz (2005) investigated how learners scaffold
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each other in L2 Spanish chat sessions using Akafrand Lantolf's (1994) pioneering
regulatory scale. Oskoz (2005) argues that a shiftedagogy from an individual product-
based learning to cooperative process orientat@nathds new evaluation tools and a new
research agenda. DA, focusing on the process rtdtharon the product, presents itself as an
alternative approach with which to assess studgr@gformance in SCMC (p.517). In her
inquiry into peer-to-peer mediation in online DAsKdz reaches the general conclusion that
“(...) it is possible to observe students’ potentalel of development in online chat” (p.
528). One of the drawbacks of her study is lacksydtematic investigation of specific
morphosyntactic structures (Darhower, 2007). lbdlsiled to generate the typologies of
mediation and reciprocity moves for DA in the SC@htext.

Focusing on the effects of text-based online chak® development, Salaberry (2000)
compared the language of four Spanish learners ioffine setting versus an online setting.
Salaberry claims that SCMC is more effective fag tevelopment of Spanish morphosyntax.
He found that the process of scaffolding and mosghtactic development was more evident
in the online settingSalaberry showed greater evidence of morphosyatdetelopment for
past tense verbal endings in L2 Spanish in SCM@®giiees than in face-to-face dialogukke
concludes that SCMC discourse may represent a pgaady sound environment for L2
development.

In the previous studies on L2 DA in SCMC, mediatiwas one of the basic principles
of Feurestian et al. (2002). The mediated leareixgerience (MLE) and a cornerstone of DA
was carried out only in spoken form. The preseutlystcombines both written and spoken
forms for mediation using the advantages of multdaiadiscourse of the collaborative Web

and SCMC features to uncover learners' future piaisrior development.

3. Study

Following most SCT researchers who advise basiegagsessment of ZPD on qualitative
evaluation in order to shed more light on learnges’elopment (e.g. Lantolf & Thorne, 2006;
Summers, 2008; Ableeva, 2010), this study givesriyito a qualitative approach which is
best suited to the ZPD concept and captures theepseoriented nature of SCMC. Most of
previous studies implemented microgenesis as thergkeanalytical framework with which to
investigate the level of self-regulation in leagiazognitive development. The microgenetic
method primarily concerns the reorganization aneeigpment of mediation over a relatively
short span of time (Lantolf, 2000, p.3). MitchetidaMyles (1998) describe microgenesis as
“(...) a local, contextualized learning process &t sometimes be traced visibly in the course
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of talk between expert and novice.” (p.198). Mi@ngsis provides the opportunity to gain a
richer understanding of the mediation to co-coms$trmeaning and learning potential,
Moreover, it is highly compatible with collaboratiWWeb technology and process-based SCMC

that offer tracking systems to digitally recordriears’ microgenetic cognitive development.

3.1. Participants

The participants of the study were two volunte@mnian University students whose native
language was Persian. They were required to taitenpie structure section of the DIALANG
test to investigate their English grammar abiléydl and obtain a diagnostic feedback of their
grammatical problems. The DIALANG results revedleat both were at CEFR’s A2 level and
had problems in the use of English modals and igpos. To ensure confidentiality and
protect the participants’ identity pseudonywvesre used in this studpne of the participants,
Dena, was working on his PhD dissertation in cogaipsychology in France. He had lived in
France for three years and had lost contact witjli&mfor a relatively long period of time. He
was worried that he might forget his knowledge ofish. Although he studied in French, he
thought that learning English was absolutely nesrgskr his future career. He was a regular
Internet user for checking e-mail and working os fiojects and was particularly interested to
use Internet tools for conducting interviews fog Hissertation. He had no previous experience
of using the Internet for language learning. Theeotparticipant, Sarah, was attending an
English language college to improve her commandemjlish in London. She was a Ph.D.
candidate in educational psychology at a univeisiffiehran and thought this study might help
her improve her English structure and writing. $hy used the Internet for checking mail and

had a difficult time working wittskypeandGoogle Wave

3.2. The context of the study

Due to the fact that the participants of the stugye geographically distant, the use of some
form of SCMC, an indispensable part of the reseaaduld allow the participants to
communicate and exchange information in real ti8ig/pe a free online phone service, was
used to provide the learners with oral mediatioth prompts in DA and transcendence sessions
offering live interactions via text, audio and wdeTo track and archive the participants’
written narratives and follow the mediation proceséine, the researcher us@wbogle Wave
(GW now replaced withTitanPadand PrimaryPad mainly for ease of use and allowing
students to enjoy a wide array of collaborativdgd@uch as highlighting and shared web links

in real time. By integratingskypé audio application wittGWs live platform for written
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narrative, the researcher could combine oral anttemrprompts in online mediation, which
has been unprecedented in both traditional classtomund and other SCMC DA studies. To
document the data collection procedure and postyssemi-structured interviews, ti&kype
mp3 call recorder an@amStudio 2.@Qvere downloaded and employed for audio recording o

oral narrations and interviews along with the sereasts of the written narratives on GW.

3.3. Instrumentation
The data instruments that drove this study inclual&deb-based diagnostic test of DIALANG,
transcripts of the learners' oral and written rtarea, transcripts from the interactionist DA and

transfer sessions in SCMC.

3.3.1. DIALANG

To assess L2 learners' grammatical competence ionéne computerized testing system,
DIALANG's structure section is considered as onghefmost popular tools which can be used
to report learners' level of grammatical abilitys &n adaptive diagnostic web-based assessment
tool, DIALANG which is free and available at
http://www.lancs.ac.uk/researchenterprise/DIALANGYat provides test-takers with scores

related to the Common European Framework of Referéor Languages (CEFR). It provides
feedback and advice on how to move towards the G&&R level. As a non-dynamic test,
DIALANG does not provide feedback attuned to tharmers’ ZPD. This study employed the
structure section of DIALANG as a diagnostic tool highlight the learners' grammatical
problems to be used as target structures in thegactionist DA in an SCMC context. The
DIALANG results revealed that both participants lmdblems in the use of English modals
and prepositions which were used as the targettates in DA and TR sessions. The study
also aimed at pinpointing the differences in nonaiyic DIALANG test results presented in
CEFR levels and interactionist DA to uncover tharhers' potentials for future learning and

development.

3.3.2. Language-Related Episodes (LREs

According to Darhower (2002), data reduction is essary to maintain consistent and
systematic data analysis. Reduction is achievedelsction of relevant episodes. Nassaji and
Swain (2000) defined a relevant episode as a layjggumit containing an error in a target
structure and corresponding feedback. Swain (2@&bcribed Language Related Episode

(LRE) as “any part of a dialogue where students #dout the language they are producing,



Teaching English with Technologh6(1), 41-58 http://www.tewtjournal.org 47

question their language use, or other- or selfemtrtheir language production” (p. 287).
Research has shown that LREs as mini dialoguesiohwearners ask or talk about language,
or explicitly/implicitly question their own languaguse or that of others represent language
learning in progress and are, therefore, the gitanguage learning (Swain & Lapkin, 1998).
LREs contain linguistic problems that provide aorelcof the observation of moment-by-
moment mediation within the ZPD. In the presentsgfyarticularly interesting instances in
which learners struggled with some target strustuhering DA sessions and transfer tasks in
LREs are the unit of analysis. The researcher lddke some signs of development in the use
of the target forms in each 60-minute SCMC-baséeraationist DA session to determine the
learners’ potentials and their capacity to selfufate their performance while engaging in DA

sessions and more challenging transfer tasks.

3.4. Data collection procedure

Aljaafren and Lantolf (1994) point out that coriagt learners’ grammatical errors in a
production mode provides an optimal situation foteraction between the learner and the
expert, which is termed ‘mediation in interactiari®\’. To uncover the learners' ZPD levels,
they were engaged directly in producing the tasfetctures in written narratives of different
picture stories and video clips via SCMC becausa&vas believed that the grammatical
significance of these features might be realizedemn production than in comprehension
(Nassaji & Swain, 2000).

Different materials were used for data collectidreach stage of the study. For non-
dynamic assessment (NDA) and diagnostic phaseeostiidy a lion picture story was shared
via Skypé&s screen sharing application with the participaotbe narrated orally and in written
forms in Skypeand GWrespectively. For DA sessions, a siléftuTubevideo clip namedhe
Pear Story comprising five scenes, was used. To evaluatéetimaers' level of internalization
and ability to extend DA mediation to new and mohallenging contexts transcendence (TR)
was employed.

This study intended to investigate near and delajBd with one- and two-week
intervals between the sessions. For TR1, a pictory depicting a heroine rescue of a dog
drowning in a river by a passer-by who risked his to save the dog was shown to the
learners. This TR task was presumably more chahgngecause of its dramatic rescue scenes,
which involved emotional reactions on part of tearhers. The second task in TR2 was of a
rather different nature. It comprised a short étggn Mr. Bean a popular British comedy, in

which the hero engaged in a series of wrong doingde open day in a school. The clip
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selected seemed to be more challenging becausedter] different themes and included more
characters.

Following Poehner’s (2005), this study employed ta&e format, i.e. the researcher
and the learners went through the text sentencebience and mediation was provided when
learners faced problems in a dialogic and highgxille manner both in Persian and English.
During the online collaborative mediation, L1 wased to reduce the learners’ cognitive load
and to keep the flow of mediation. As the researcbeld keep track of the learners’ moves to
incorporate the target structure into their wringa the affordances @&W, the mediation
offered at the enrichment was contingent and tildo their ZPDs for the target structures.

The learners' performance was evaluated in theviollg assessment sessions: First,
they took part in a non-dynamic (NDA) session aslibseline and pretest which was repeated
for all participants after DA sessions to find abiout the underlying problems and the level of
progression towards self-regulated behavior of tHrget structures. In DALl and DA2, the
learners and the mediator worked dialogically ie #nrichment program to promote their
cognitive functioning of the target structures. DA&s followed by a near transcendence
session, which was carried out within a week irdkta capture the learners ' ability to extend
the outcome of the mediation within a short timeiqee It was followed by a delayed TR2
conducted within a two-week interval to ensure kheg-term effect of internalization of

mediation and to determine whether self-regulatias been short-lived or not.

3.5. Tracking learners' microgenetic development iz PD

The evaluation of the learners' microgenetic dguelent was based on the transcripts of the
audio and video recordings of all data collectedulgh the study. The microgenetic analysis of
the learners' development was presented througjudame-related episodes (LRES) taken from
mediation carried out between the mediator andieéamers in different sessions. The LREs
represented the mediator and learner's interactroast SCMC context to solve any possible
problems with target structures. In the individeatl enrichment program in DA sessions, the
mediator embarked on the mediation process withmibst indirect way of providing assistance
to the learners. This is what Aljaafreh and Lan{@B94) called “collaborative frame”, i.e. the
experts’ mere online dialogic presence that triggesrrection on the part of learners. They
further pointed out that the collaborative frampresents the minimal level of contingent help
available to the learners in ZPD. Because of visadiency of an SCMC context, the virtual
collaborative frame assumed a more prominent ratenfediation in the present study. This

study also used symbolic mediators, i.e. highlightand web links that literally assumed a
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greater role than the direct mediation betweenntlegliator and the learners. The web links
offered as a mediation move provided the learndath wdifferent written descriptions and
examples of target structures and contributed éo ttonceptual learning of them. Some of the
participants who were struggling with the targetictiures were required to find some relevant
web links before the sessions so that they coull them while writing their narratives.
Highlighting of the erroneous sentences as a fofrmrmelicit mediation raised the learners'
awareness to locate the source of error and prdvide opportunity for self-regulation (see
table 1).

To evaluate mediation within ZPD, Aljaafreh and taih (1994) developed five
transitional levels of mediation strategies to krdearners’ microgenetic development from
other-regulated to self-regulated performance witbA sessions and transfer tasks (see figure
1). Following Aljaafreh and Lantolf's (1994) studihe criterion to represent microgenetic
development in the present study was determinethéyquality and frequency of the help
provided through mediation as the learners moveoutfh ZPD in five transition levels (see

figure 1) towards control over the target structure

Figure 1. Levels of internalization from interpsycholoditaintrapsychological functioning (Ohta, 2000).

Level 1

The learner is unable to notice or correct theregeen with intervention.

Level 2

The learner is able to notice the error, but cagpatect it, even with intervention, requiring el help.
Level 3

The learner is able to notice and correct the erbot only with assistance. The learner understahds
assistance and is able to incorporate the feedbféeted.

Level 4

The learner notices and corrects an error with méshior no obvious feedback and begins to assume ful
responsibility for error correction. However, thieusture is not yet fully internalized since theureer often
produces the target form incorrectly. The learnay ®ven reject feedback when unsolicited.

Level 5

The learner becomes more consistent in using tigettatructure correctly in all contexts. The learis fully

able to notice and correct his/her own errors withotervention.

In the individualized enrichment program in DA sess, the mediator provided the

learners with different mediation moves from thesmionplicit to the most explicit ones to
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evaluate their level of responsiveness and progr@ssrds the self-regulation of target

structures. The mediation at this stage resulteieremergence of mediation and reciprocity
typologies out of thematic analysis of data as thieria to evaluate the learners’

microgenetic development of the target structuResehner (2005) believes that developing
typologies is essential for uncovering microgenelvelopment over time in DA studies.

Through mediation and reciprocity typologies oneulddrack the precise level of mediation

that a learner required and how this might chandk time. The mediation typology used

(see Table 1) included four general categories, ehanawareness raising, problem

identification, overcoming the problem and finalfgcusing on the structure. The typology
contained different mediation moves employed byrttegliator in an individualized manner

based on the learners' level of ZPD for the tasgreictures and their reciprocity to mediation
in SCMC-based DA.

Table 1.Mediation typology

Themes Description Categories
M1 | Awareness- | The learners are prompted taMl.1. | Virtual collaborative
raising use Web 2.0 affordances to frame:
become aware of their errors Using visual saliency of

SCMC to detect errors

M1.2. | Auto smart edit, taking
advantage of Google
Waves edit application tg
offer choices by
automatically underlining
grammar and spelling
errors

M2 | Problem The learners are prompted {tdM2.1. | Yellow highlighting of the
identification | identify the erroneous sections sentence containing
within a sentence. error/errors

—

Zeroing in on the exag
M2.2. | location of error using re

o

highlighting
M3 | Overcoming | Cyber-mediation is used toM3.1. | Incorporating the link
the problem provide the target structures content and solving the
and share the inserted relevant problem
web links

M3.2. | Failing to use the
information in the links tg
solve the problem

M3.2. | Highlighting the example
and illustrations in the web

page

[92)
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M4 | Choice Learners are offered choice fo
offering find out about their level of
understanding of the target
structures.
M5 | Focusing on Learners are explicitty M5.1 | Providing the correct form
the target) mediated orally to fully] orally
structures explore the target structures. Explaining orally and
M5.2. | exemplifying the target
structure
M6 | Justification Learners are asked to talk
of response about the reasoning behind the
choice of target structures.

Similarly to the

51

mediation typology, the recipityanventory (Table 2) emerged out

of thematic data analysis. This typology falls infour main categories organized

hierarchically from learners' lack of reciprocityvirtual collaborative frame and highlighting

mediation to their taking on responsibility for flemance by explaining and exemplifying

the target structures.

The reciprocity inventory was divided into two gemlethemes as indicators of low

and high reciprocity to mediation. Contrary to thediation typology, this inventory started

with the learners' low reciprocity in the form afck of response or partial reciprocity to

mediation. The learner who exhibited this type ehdvior was considered low in their ZPDs

for the target structures. On the other hand, thmhemes of overcoming the problems and

assuming full responsibility for mediation (see [EaB) represented high reciprocity levels

and progression towards self-regulation. The latkeaiprocity to mediation occurred at

different stages ranging from VCF as the most inifpihediation move to oral explanation of

the target structure that represented the mostiogxpype of assistance provided by the

mediator.
Table 2.The Reciprocity Inventory

Themes Description Categories

R1 Lack of | Failure to identify the location of error in VCF
responsiveness tpand highlighting
mediation

R2 Partial Problems in error identification and incomplet®2.1.  correcting  som
responsiveness tpincorporation of mediation errors, missing the others
mediation

R.2.2.
into

ones

Changing
structures

correq
incorreq

— —
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R2.3. Overgeneralization of
previous mediation

R2.4. Backsliding ang

Regression
R2.5. Responding
incorrectly
R3 Overcoming the Using the mediator as a resource ari3.1. Asking for more help
problem incorporating his mediation to solve the
problem
R3.2. Solving problems
R4 Assuming full| Trying to consolidate the mediated structure| by
responsibility offering explanation and exemplification

4. Results and discussion

This section aimed at reporting each learner’sviddalized mediation needs and reciprocity
levels, which represented the procedure throughchwithe learners’ internalization and
progression towards self-regulation in the ZonePobximal Development for the target
structures was determined and later evaluated aalgzed in the following results section. It
also highlighted real differences between the le@who were placed in the same CEFR
levels of English structure in the online placemtedt of DIALANG. This microgenetic
analysis also pinpointed the unpredictable and tohaature of development manifested in
mediation in online DA, which was marked by constaacksliding and regression.

After presenting some LRESs in which each learmartsogenetic development for the
target structures within and across sessions wpbrexi, the level of internalization and
progress towards self-regulation based on Aljaafegid Lantolf's (1994) criteria for
progression in the ZPD (see Figure 1) and the bgiet of mediation and reciprocity (tables
1 and 2) was evaluated.

The first language related episode (LRE) was tdkam an interaction between the
mediator (M) and Dena (D) as they worked togetbevialuate and revise a sample of Dena’s
written narrative of the pear story in DAL. In lidowing excerpt, he produced the sentence
“The farmer cants understood.”™ and the mediatéerefl assistance as the learner attempted
to overcome the modal+tense problem in the follgwonline mediation in SCMC. In
sentence 120, Dena used L1 for translation to eseecontrol over his narrative, but he failed
to correct the error in sentence 4. Because ofleamer's problems in incorporating the
assistance provided, the mediator applied more i@xplorms of mediation, namely

highlighting in red and inserting web links in semtes 5 and 7 respectively. While the red
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highlighting located the error site within the samte, the provided web links made relevant
websites with the information on the target struetavailable to be used by the learners. This
new form ofcyber-mediatiorallowed the learners to explore not only the pledi web sites
but more embedded relevant links to expand thettetstanding of the target structures.
Interestingly, the learner managed to correct e error after being mediated by the web
link in sentence 8. At this stage, the mediator tedrio make sure about the reasons behind
the correction so the learner was asked to jubigycorrection. He used examples of correct
and incorrect forms of modals in the website taliocorrection. At this point the researcher
found out that the learner used the Web as a resdor mediate himself and managed to
solve the problem.

1. D: The farmer cants understood.*

2. M: The farmer cants understood.

3. D: Using L1 for translationMlikhastam begam ke on keshavarzeh nafahmid)

(I wanted to say that the farmer did not undersjand

4. D: The farmer can not understood.

5. M: The farme [[CClNONUNOSISIO 0 d
6. D: The farmer could not understood.
7
8
9

. M: Follow this link:http://www.eslgold.net/grammar/basic modals.html

. D: Understand?
. M: Why?
10. D: Because we have this example in the webgdgek could hear the
Bell” which is correct. We should use the sienfdrm of verb.

11. D: So, he couldn't understand

12. M: very good, excellent!

This episode represented mediation between theatoedand Dena on modals, in
which the former had to provide the latter withfeliént types of implicit and explicit help
ranging from the most implicit level of assistar®CF) to the level which indicated the
incorporation of the content of the provided weik$é and solving the problem. The data in
this excerpt revealed that the learner was unresp®rio mediation on this structure that
reflected the lowest reciprocity level which wasuccterized by learner's failure to identify
the location of error in VCF and highlighting. Déspoeing able to notice the error, he could
only correct it with explicit help. Consequentlyeima was placed in level 2 of internalization
of assistance in Aljaafreh and Lantolf's formulati@f criteria for internalization of

progression towards ZPD (see Figure 1). His repetddure to grasp the target structure
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through mediation gave the mediator a better utaedsng of her potential level of
development because, as Vygotsky (1978) points wat,often learn more about how a
cognitive system operates when it is observed ucaeditions of failure and breakdown than
when we observe the system functioning smoothly.

Three weeks later in TR2, Dena experienced probheittsthe use of modals in the
following LRE. Once again, the mediator attemptedhelp the learner overcome the
difficulty. This time, however, the learner reacqaakitively to less explicit assistance, and he
was partially responsive to mediation. It appeatsrlthat the learner’s level of understanding
had changed between DAl and TR2 sessions. In lashsc he was unable to control the
structures independently and asked the reseamimeig. However, the frequency and type of
help offered changed. In sentence 13, althoughorelpg partially to mediation, Dena only
corrected one of the errors in the sentence andewchishe other which was the target of
mediation. After the mediator zoomed in on the tmraof error by red highlighting, he
managed to correct the error. As is clear in tpisade, Dena solved the problem using less
explicit help than during the previous sessionsothrer words, he basically showed signs of
development in her ZPD in TR2 session by respondingess explicit help. The learner
clearly moved up in her ZPD to level 3 of intermation of assistance in which he was able to
notice and correct the error, but only with assisgafrom the mediator.

13. D: Mr. Bean should starting looking for man

14. M: Mr. Bean should starting looking for man

15. D: Mr. Bean should starting to look for man

16. M: Mr. Bear[iSHOBGISIENIN g to look for man

17. D: Oh, start, sorry!

As illustrated in the following LRE, in the samessi®n, Dena faced the same problem
with the use of modals once again, which he man&medrrect only after being mediated by
yellow highlighting. His responsiveness to mediatincreased and ascended to overcoming
the problem category in the reciprocity typologye &lso noticed and corrected the error with
minimal or no obvious feedback and began to asduthessponsibility for error correction.
He possibly moved to level 4 of internalizationtafget structure.

18. D: Mr. Bean he could not recognition him.

19. M: Mr. Bean he could not recognition him.

20. D: Mr. Bean could not recognize him.

The above excerpts demonstrated microgenetic deweot of the learner for this

target structure. Unlike DA, in psychometric-bad¢DA, only the learner’s independent
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performance based on the zone of actual develop(@é&m) would have been looked at, and
this development would probably not have been l@sib

The following LRE illustrated an exchange betwelea mediator and Sarah in DAL,
in which she had the same problem with modals a&reenced by Dena in the previous
exchanges. In sentence 23, she focused on theégmast and changed ‘may’ into ‘might’ but
failed to notice a more serious error. After bemgdiated by red highlighting, she could
notice the erroneous section and correct the em@entence 27, she gave reasoning for her
correction in L1 to convince the mediator that slready knew something about modals in
English. As it was evident in the following intet@n, Sarah was more responsive to
mediation for modals than Dena. Aljaafreh and LHr{f®94) argue that a learner who is able
to produce a particular structure in response t&s lexplicit forms of mediation is
developmentally more advanced than one who needs explicit and direct feedback for the
same structure. The data prove that Sarah couédregdponsibility for her performance with
less explicit help in her first encounter with tpi®blem in DAL1. She was able to notice and
incorporate the assistance, which characterizes &wuf internalization of assistance in ZPD.

21. S: he said he may finds better condition.

22. M: he said he may finds better condition.

23. S: he said he might finds better condition.

24. M: he said hElGRMRds better condition.

25. S: he said he might find better condition.

26. M: why?

27. S: {ek mikonam bad azinha, can,may,might fel bedon s miad)

(I think after modals we should not use"s")

28. M: OK

Two weeks later in TR1, the mediator traced anrarrdsarah's writing on the same
modal problem. As soon as he highlighted the sestém yellow, Sarah corrected the error
instantly. As a matter of fact, what she neededs@&f-regulation was only a second chance
with much less explicit assistance. The data higitdid the fact that Sarah actually moved up
to level 4 of internalization of assistance in whighe noticed and corrected the error with
minimal or no obvious feedback assistance.

29. S: the dog might to be hungry.

30. M: the dog might to be hungry.

31. S: the dog might be hungry.
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However, the structure was not yet fully internatizat this stage since the learner sometimes
produced the target form incorrectly as in thedwihg LRE in TR2.

32. S: they may be continue life happily.

33. M: they may be continue life happily.

34. S: they may continue life happily.

5. Conclusion

The LREs presented in this section indicated tliabagh both Sarah and Dena were at the
CEFR’s A2 level for English structure and both ebuabt produce modals correctly before
mediation, their reciprocity levels and requireddmé&on revealed important information
about actual differences in their ZPDs for modadalized in dialogic interaction. This
highlighted the inadequacy of proficiency levelspaged in the psychometric-based
DIALANG results in pinpointing learners’ future ottials for L2 grammar development.

The findings of the study highlighted the point tttepnducting assessment non-
dynamically provided only very limited informati@bout learners' independent performance
in their ZPD. DA mediation and reciprocity patterggve a more accurate picture of the
learners’ potential for future functioning. Becausé the individualized nature of the
interactions in ZPD, the researcher did not intemgeneralize the findings of the study to
new contexts. Instead, attempts were made forck #md rich description of the technical
aspects of the SCMC context, detailed explicatiohthe mediation and reciprocity moves
between the mediator and the learners to make a@ader experience the events as they
unfolded in the study.

A potential limitation of this study is small sara@ize. This is, in part, the result of
logistical constraints such as limitations on asdesbroadband Internet and the availability
of participants — that were outside the controltlté researcher. As with any qualitative
research study, the external generalizability effihdings may be limited, as there remains
the possibility that the research undertaken ifedght circumstances could produce varying
results. As the present study examined only thde&gl, exploring the differential effects of
DA across CEFR levels i.e., on the A1 and A2 leweith B1 and B2 levels, could be an
interesting subject of further research.

Because of the fact that the present study focesellisively on the development of
linguistic competence of L2 learners, further reslkeaon the effects of discoursal moves,
pragmatic and cultural dimensions of communicatesvity might shed new light on the
nature of mediation in SCMC-based DA.
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