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Abstract

This study extends traditional or static assessment of reading comprehension in foreign language contexts and
applies dynamic assessment (DA) to the development of learners’ reading ability. To homogenize the research
population (N= 250), an Oxford Placement Test (OPT) was administered. On the basis of the test results, the
population was sorted into three groups of reading-low, reading-mid, and reading-high students. The participants
of this study were a sample of 30 participants with the lowest level of reading comprehension proficiency randomly
assigned into two groups of control and experimental. This study was conducted in the Nosrat Institute, located in
Kermanshah Province in 2012. In order to determine their current zone or level of reading proficiency, a TOEFL
reading comprehension pre-test was administered to both groups. Afterwards, DA training was applied to the EG
in 9 successive 80-minute sessions on reading comprehension, Unlike EG, static assessment was applied to the
CG. In the end, another TOEFL reading comprehension post-test was administered to the research groups to
measure their reading comprehension performance level after their treatment. The statistical data analysis
revealed that DA was statistically more significant and effective for the low skilled readers than static assessment.
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1. Introduction

This paper lies in an interdisciplinary field of applied linguistics that includes second language
acquisition, language pedagogy and sociocultural theory, as proposed by Russian psychologist and
educator Lev Semenovich Vygotsky. More specially, it investigates the pedagogical application of
Dynamic Assessment (hereafter DA), a testing approach nurtured by Vygotsky’s theory to reading
comprehension.

Given the varied and often conflicting responsibilities teachers face daily, it is not surprising that
assessment issues may prompt an exasperated, “Why do we assess anyway?” Students frequently echo
this frustration when they are required to undergo regular assessment in order to demonstrate mastery
of content or competency to pass to the next level of instruction. Questioning the purpose of assessment
may seem rhetorical since it has become as naturalized a part of everyday life as television and
supermarkets. Nevertheless, assessment specialists are increasingly reflecting on the reasons behind
specific assessment practices as well as the role of assessment in society. Traditionally, assessment is
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benignly described as an information-gathering activity (e.g., Bailey, 1996). For instance, McNamara
(2004) explains that we assess in order to gain insights into learners’ level of knowledge or ability. From
this perspective, it is difficult to understand why educators, including second language (L2) teachers,
often refer to assessment as “a necessary evil.”

Changes in language teaching methods have always brought about changes in language testing and
assessment. As expected such changes in language teaching orientation did not leave the assessment
orientation untouched and along with teaching methods their corresponding testing or assessment
systems also moved from product-oriented to process-oriented ones. But still as a result of focusing on
wide-spread and commonly used product-oriented testing, teachers and assessors have no access to the
needed information on performance of different learners because the only data provided for them by
product-oriented testing is the final result of that test as a single score and nothing about the details of
test task performance is in hand.

To solve this problem, DA in language learning derived from sociocultural theory (SCT) of Vygotsky
and his idea on cognitive development offers new insights into assessment in the language classroom
by revealing hidden aspects of individuals’ abilities in answering each test item. While the results of
traditional non-dynamic assessment (NDA) or Static Assessment (hereafter SA) can only show the
already existent abilities of the student, the analysis of zone of proximal development (hereafter ZPD)
makes it possible to evaluate the ability of the student to learn from the interaction with a teacher or a
more competent peer and predict their possible future development. Vygotsky (1978) defined ZPD as
the distance between a child's "actual developmental level as determined by independent problem
solving" and the higher level revealed in "potential development as determined through problem solving
under adult guidance or in collaboration with more able peers" (p. 86). Unaided performance on static
measures tells us what has already been learned or accomplished, whereas the breadth of ZPD is thought
to provide prospective indications of what can be learned. While studying the development of children’s
mental abilities, Vygotsky (1978) observed that what a child is able to do independently only displays
the tip of iceberg, that is, a partial picture of child’s full capability, because the child can often do more
when just a bit of assistance, or mediation, is offered by someone else. According to Vygotsky, what the
child is able to do automatically shows a view of the child’s past development, but what the child is able
to achieve with mediation, provides insights into the child’s future development. The mediator facilitates
learning, allowing the access and the unfolding cognitive functions that the subject has not yet mastered:
“... what the child can do today with the help of an adult, it will do tomorrow without any help"
(Vygotsky, 1979, as cited in Maria del Carmen Malbran; Claudia M. Villar, 2002, p.2)

This study intends to investigate that whether making strategies awareness (mediation) at the
particular level of examinees cognitive development can assist examinees to figure out and to apply
those strategies that potentially exist in their cognitive structures as capabilities, but never explicitly
emerged in their true abilities. To put it another way, this study investigates the feasibility of the
development and implementation of the DA procedures in Teaching English as a Foreign Language
(TEFL). The results of the study may illustrate whether dynamic procedure provides any information
on students’ learning over and beyond what is available from SA.

The present study in the domain of DA investigated reading comprehension performance of 30
Iranian EFL students in Nosrat Institute in Kermanshah whose age ranged from 16 to 20. They were
high school students or college students attempting to learn English as a foreign language. There were
thirty students enrolled in the course, and participated in the entire research process who were evenly
divided in to two experimental and control groups. The major question is whether DA training affects
the individual’s reading comprehension performance.
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2. Literature Review

The theoretical roots of Dynamic Assessment lie in Vygotsky’s sociocultural theory of child
development (Vygotsky,1986) in which the role of the parent, career, teacher, sibling, or peer, in
interacting with the individual child, is seen as fundamental to the formation and growth of cognitive
skills, which are culturally mediated through these interactions.

One of the fundamental concepts of sociocultural theory, according to Lantolf (2000), is its claim
that the human mind is mediated. Lantolf claims that Vygotsky finds a significant role for what he calls
‘tools’ in humans’ understanding of the world and of themselves. According to him, Vygotsky advocates
that humans do no tact directly on the physical world without the intermediary of tools. Whether
symbolic or signs, tools according to Vygotsky are artifacts created by humans under specific cultural
(culture specific) and historical conditions, and as such they carry with them the characteristics of the
culture in question. They are used as aids in solving problems that cannot be solved in the same way in
their absence. In turn, they also exert an influence on the individuals in that they give rise to previously
unknown activities and previously unknown ways of conceptualizing phenomena in the world.
Therefore, they are subject to modification as they are passed from one generation to the next, and each
generation reworks them in order to meet the needs and aspirations of its individuals and communities.
Vygotsky advocates that the role of a psychologist should be to understand how human social and mental
activity is organized through culturally constructed artifacts.

According to Vygotsky (1978 cited in Lantolf 2000), the sociocultural environment presents the child
with a variety of tasks and demands, and engages the child in his world through the tools. In the early
stages, Vygotsky claims that the child is completely dependent on other people, usually the parents, who
initiate the child’s actions by instructing him/her as to what to do, how to do it, as well as what not to
do. Parents, as representatives of the culture and the conduit through which the culture passes into the
child, actualize these instructions primarily through language. On the question of how do children then
appropriate these cultural and social heritages, Vygotsky (1978 cited Wertsch 1985) states that the child
acquires knowledge through contacts and interactions with people as the first step (interpsychological
plane), then later assimilates and internalizes this knowledge adding his personal value to it
(interpsychological plane).This transition from social to personal property according to Vygotsky is not
a mere copy, but a transformation of what had been learnt through interaction, into personal values.
Vygotsky claims that this is what also happens in schools. Students do not merely copy teachers
capabilities; rather they transform what teachers offer them during the processes of appropriation.

Vygotsky (1978 cited in Lantolf 1994, 2002) argues that the field of psychology has deprived itself
of crucial information to the understanding of complex aspects of human behavior by refusing to study
consciousness. This refusal, according to him, has restricted the role of psychology to just the
explanation of the most elementary connections between a living being and the world. Consciousness
in his view distinguishes human behavior from other living beings and links the individual’s knowledge
to his/her behavior. It arises, functions and develops in the process of people’s interaction with reality
on the basis of their socio-historical practices. He insists that socially meaningful activity has to be
considered as the explanatory principle for understanding consciousness and he rejects any attempt to
decouple consciousness from behavior.

Lantolf et al. (1994) indicate that the latter understanding of consciousness in the field of teaching is
embodied in the concept of metacognition, which, according to him, incorporates functions such as
planning, voluntary attention, logical memory, problem solving and evaluation. Williams and Burden
(1997) claim that sociocultural theory advocates that education should be concerned “not just with
theories of instruction, but with learning to learn, developing skills and strategies to continue to learn,
with making learning experiences meaningful and relevant to the individual, with developing and
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growing as a whole person”. They claim that the theory asserts that education can never be value-free;
it must be underpinned by a set of beliefs about the kind of society that is being constructed and the
kinds of explicit and implicit messages that will best convey those beliefs. These beliefs should be
manifest also in the ways in which teachers interact with students.

Sociocultural theory has a holistic view about the act of learning. Williams & Burden (1997) claim
that the theory opposes the idea of the discrete teaching of skills and argues that meaning should
constitute the central aspects of any unit of study. Any unit of study should be presented in all its
complexity rather than skills and knowledge presented in isolation. The theory emphasizes the
importance of what the learner brings to any learning situation as an active meaning-maker and problem-
solver. It acknowledges the dynamic nature of the interplay between teachers, learners and tasks and
provides a view of learning as arising from interactions with others. According to Ellis (2000),
sociocultural theory assumes that learning arises not through interaction but in interaction. Learners first
succeed in performing a new task with the help of another person and then internalize this task so that
they can perform it on their own. In this way, social interaction is advocated to mediate learning.
According to Ellis, the theory goes further to say interactions that successfully mediate learning are
those in which the learners scaffold the new tasks. However, one of the most important contributions of
the theory is the distinction Vygotsky made between the child’s actual and potential levels of
development or what he calls Zone of Proximal Development (ZPD) defined as the distance between
learners’ existing developmental state and their potential development. Put another way, the ZPD
describes tasks that a learner has not yet learned but is capable of learning with appropriate stimuli. The
ZPD is an important facet of sociocultural theory because it describes tasks “that child cannot yet do
alone but could do with the assistance of more component peers or adults” (Karpov & Haywood, 1998).

Vygotsky claimed that instruction and assessment are only good when they promote development
and stimulate a range of functions that are ripening within the ZPD (Vygotsky, 1978). Vygotsky’s
understanding of instruction and development of cognitive abilities served as the basis for creation of
educational approaches that seek to target learners’ ZPD. According to Vygotsky, the development of
the child involves the appropriation of humans’ cultural experience in collaboration with adults and
includes two levels, i.e. actual level and potential level of development. The actual level presumes the
child’s independent -problem solving and corresponds to zone of actual development. The potential
level of development presupposes adult-child collaboration during problem-solving activities. These
learning activities are intended to reveal the child’s abilities that are in the process of maturation. The
potential level is associated with the ZPD and is understood by Vygotsky as: the distance between the
actual development level as determined by independent problem-solving and the level of potential
development as determined by problem-solving under adult guidance or in collaboration with more
capable peers (Vygotsky, 1978, p. 86).

Simply put, for Vygotsky, exploring what the child [the learner] can do independently, one explores
the previous or actual level of child’s [the learner’s] development. But exploring what the child [the
learner] is able to do with a more —skilled other (e.g. parents, peers, teachers), one can determine the
child’s [the learner] potential development.

In his works, Vygotsky demonstrated that the ZPD of mentally retarded children is fairly small and
for this reason, they have a limited capacity to appropriate assistance. However, this capacity may be
quite significant among children with temporary development retardation. Within the testing framework,
the ability to use adults’ assistance as well as the ability to internalize this assistance and to transfer it to
independent problem-solving is viewed as a positive diagnostic sign. This sign indicates that given child
is not mentally retarded and that an appropriate instructional intervention can help the child overcome
temporary mental retardation.
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Lidz and Gindis (2003) state, “DA is an approach to understanding individual differences and their
implications for instruction that embeds intervention within the assessment procedure. The focus of most
dynamic assessment procedures is on the process rather than on the product of learning” (p. 99).In other
words, in DA the mediator seeks to improve learner performance through modification of student
activity. This interaction focuses on learner behavior and learner receptivity to mediation (Lidz, 1991).

Feuerstein, Rand and Hoffman (1979) suggested that DA differs from traditional standardized
methods of psychological and psycho-educational assessment on several dimensions: Tzuriel
summarizes them as follows: (Seng et al. 2003)

2.1. Experiments on Dynamic Assessment

A statistical analysis of the pretest and posttest scores revealed that students did more than one standard
deviation better on the posttest than they did on the pretest. This shows, according to Kozulin and Garb
(2002), mediation was beneficial to students and that they were able to apply the strategies to which
they were exposed in the mediation phase to novel situations. Moreover there was a negative correlation
between the gain scores and pretest scores. In the opinion of the authors, this shows pretest scores do
not reflect the students learning potential but rather their actual development.

The study revealed that pretest scores do not accurately explain a student’s ability to learn reading
comprehension strategies. In fact, a closer examination of student scores reveals that students, who
would have been classified at the same ability level according to a traditional placement test, instead
have different developmental needs concerning text comprehension abilities.

Campione and Brown (1987) as cited in (Haywood and Lidz, 2007) have been pioneers in their
attempts to assess specific academic domains in the framework of DA. Although primarily known for
their highly structured approach to DA of mathematics learning, they, and primarily their student
Palinscar, also designed a highly clinical appraisal of reading in the context of their reciprocal teaching
model (Palinscar & Brown, 1984). Students are observed during reading comprehension groups
regarding their abilities to summarize, formulate questions, clarify inconsistencies, and predict what will
happen next. The teacher initially models these skills, increasingly releasing the role of group leader to
the students. During this process, the teacher continues to model and provides feedback and prompts to
enhance the students’ development of competence. The possibilities for transfer are maximized because
the activities take place in the context to which they are to apply (Campione & Brown, 1985). There is
no formal prescription for these interactions and no structure for recording of observations, although it
would not be difficult to devise informal ratings or formats for anecdotal records.

Ruijssenaars andOud(1987, in Hamers, Pennings,&Guthke, 1994) as cited in (Haywood and Lidz,
2007), also pioneers in this area, studied a long-term procedure in which they compared the effects of
two reading programs with groups of kindergarten children. Intervention was provided by the classroom
teacher during fifteen 10-minute sessions. The students were given pretests, as well as posttests that
followed each of the lessons, a retention test 2 weeks following the completion of the sessions, and a

reading speed test 5 months after completion of the sessions. The researchers found that 49% of the
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variance in the final criterion measure could be accounted for by the posttests from the final learning
session.

Tissink, Hamers, and Van Luit (1993) as cited in (Haywood and Lidz, 2007) applied their learning
potential model to specific academic domains, including reading and spelling. Using a pretest—
intervention—posttest format, these researchers sought to produce information that would predict later
school achievement, profile strengths and weaknesses in children’s cognitive functioning, and provide
information relevant to classroom instruction. Their domain-specific procedure relevant to both reading
and spelling is the Auditory Analysis Test. The components of this procedure include memory for
sentences, auditory segmentation of words in a sentence and syllables within a word, “objectivation,” to
indicate which of two words is the longer and repeating a word leaving out one syllable, isolation of the
first phoneme of words, and phonemic analysis segmenting words into their phonemes. Both pretest and
posttest consist of 40 items, with 15 transfer items added to the posttest. The intervention offers a series
of nonstandardized prompts (repeated presentation, revelation of item structure, provision of solution
strategy, and modeling) that are offered as needed in response to learner errors. This procedure is
appropriate for children in kindergarten and first grade, or any other children who are in the early stages
of reading development. The authors provide data regarding construct, concurrent, and predictive
validity; item analysis; and reliability. The domain specific tests were found to be better predictors of
school achievement than the domain-general. Also, learning curves of the students differed per domain;
that is, there did not seem to be a general trait of learning potential; rather, domain-specific
responsiveness to intervention.

The Abbott, Reed, Abbott, and Berninger (1997) study of 16 second graders with severe reading and
writing disabilities offers yet another approach within the broader DA model. These authors framed their
study within the concept of “response to intervention” using growth curves as measures, with their
tutorial intervention spanning a full program year. The tutorial targeted orthographic and phonological
awareness, accuracy and fluency of word recognition and comprehension monitoring, handwriting
fluency, spelling, and composing. The sessions began during the summer with 1-hour twice-weekly
meetings over the course of 8 weeks; this continued through the school year with 1-hour once-weekly
individual meetings over an average of 36.5 weeks. The lessons were standardized and scripted. This
study showed gains beyond chance for most of the children on most of the measures but also showed

their differential responses to the treatment. The results also generated individualized recommendations

for their next school year.

2.2. Statement of the problem

Reading comprehension occupies a vital role in achieving success in all areas of life, in general, and
academic life, in particular. Reading comprehension is a complex construct involving multi-level
processes. In order to comprehend successfully, that is, to gain meaning from written text for a particular
purpose, the reader must engage in various processes at the word-, sentence- and text level. The reader
is required to identify a series of letters as a word, access the meaning of words and integrate individual
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word meanings or sentence meanings into coherent sentence- and text-level representations (Best,
Rowe, Ozuru and McNamara, 2005). Due to the intricacy of these prerequisites for effective
comprehension is often the area where students with learning disabilities experience the most difficulty.
Some of the problems for comprehending written texts originate from the traditional or Static
Assessment (hereafter SA) in which the examiner is a neutral or "objective" participant who provides
only standardized direction and does not give performance-contingent feedback. Indeed, the traditional
assessment examiner is often explicitly discouraged from making any statements that may alter the
independent achievement of the students.

Among the specific procedures currently used for reading placement are the informal reading
inventory, basal placement tests, and standardized achievement tests. Each uses a static testing
paradigm, a paradigm where a student's level of functioning is determined independently of any social
interaction between the student and teacher. The teacher, following standardized procedure, administers
these tests which presumably provide an objective measure of the student's reading ability. This test
paradigm treats reading ability as a discrete, decontextualized trait. The students are allowed no support
or aids throughout the testing period. The students cannot ask friends or the teacher how to pronounce
a word or look at other resources to help determine the answer. These static tests, while useful for
measuring what the students can read and understand without support, do not indicate the levels of
reading materials that students can read with teacher support. Further, under the static paradigm, no
information is provided regarding the amount or types of instruction needed to maintain adequate
reading progress within the context of a reading lesson.

Bransford, Delcos, Vye, Burns and Haselbring (1987) described three reasons for moving away from
traditional assessment or SA and moving toward Dynamic Assessment (hereafter DA). First, traditional
assessment is only concerned with the products rather than processes of learning. Second, it fails to
address each child’s responsiveness to instruction because it is based on the premise that prior learning
adequately predicts future performance. Third, it does not provide prescriptive information for designing
potentially effective instruction. In other words, traditional assessment focuses on the product rather
than the process of learning. It also emphasizes the outcomes rather than the strategies for learning and
offers no information on the child’s responsiveness to teaching, learner’s future learning potential, or
pedagogical needs. In line with these reasons, Jitendra and Kameenui (1993) argued that the failure of
SA has prompted researchers to search for new assessment approaches designed to be more responsive
to individual learner’s potential strengths and weaknesses. The reason is traditional assessment is not
designed to evaluate specific instructional strategies for remediation of learning deficits. It also does not
recognize the learner’s potential to succeed with adequate environmental support. To help alleviate this
dissatisfaction with traditional assessment, many researchers have attempted to focus on DA to provide
more information about the individual’s learning ability. DA has emerged from both theoretical
conceptions about human cognitive plasticity and practical needs to find novel diagnostic measures for
children, unable to reveal their capacities in traditional assessment. On the other hand, Cioffi and Carney
(1983) argued that SA procedures are best at evaluating the students' knowledge of skills, but insufficient
for estimating the students' learning potential and provide little help for identifying the conditions under
which the progress can be made. Finally, Lunt (1993) stated that the intention of traditional assessment
or SA is to measure actual development, which is often subsequently confused with and used as
measures of potential. DA procedures, on the other hand, involve a dynamic interactive exploration of
the learner’s learning and thinking processes, and aim to investigate a learner’s strategies for learning
and ways in which these strategies may be extended or enhanced. Since it offers individuals an
opportunity to learn, DA has the potential to show important information about individual strategies and
processes of learning. Therefore DA offers potentially useful suggestions about teaching. In sum,
comparisons of SA versus DA could be described as in Table 1.
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Table 1. Comparisons of static assessment versus dynamic assessment

Static Assessment Dynamic Assessment

Examiner is an observer Examiner is a participant

Examinee receives no mediation Examinee receives mediation
Diagnosis # Instruction Diagnosis = Instruction

Focused on product Focused on both process and product
Retrospective approach Prospective approach
Decontextualized Contextualized

Low transfer test # Authentic task High transfer test = Authentic task

DA procedures involve a dynamic interactive exploration of a learner’s learning and thinking process
and aim to investigate a learner’s strategies for learning and ways in which these may be extended or
enhanced. Since it offers individuals an opportunity to learn, DA has the potential to show important
information about individual strategies and processes of learning and, therefore, to offer potentially
useful suggestions about teaching.

While transferring DA techniques from purely cognitive functions to content learning (like language)
certain factors must be born in mind. Unlike general cognitive functions associated with content-neutral
logical reasoning that are to be fluid and amenable to change, the functions associated with reading are
usually described as "crystallized" (Kozuiln and Garb, 2002) and resistant to short term changes. In the
field of EFL reading comprehension, standard reading tests contain a large amount of materials (e.g.,
vocabulary and grammar for production), comprehension of which depends on students' previous
knowledge rather than cognitive functioning (Kozuiln and Garb, 2002). Whereas DA tests of general
cognition could be constructed by using the material of standard psychometric tests, DA in content areas
requires the construction of special materials sensitive to both, more specific materials and more
cognitive strategies use.

2.3. Purpose of the study

The purpose of this research is to study the Dynamic Assessment of reading comprehension and
investigate whether this kind of assessment can have a positive effect on reading comprehension.
Because of dissatisfaction with the use of IQ tests and discrepancy models over the past 10 to 15 years,
researchers and educators have been investigating more efficient methods such as DA to improve
learning ability.

Since reading is the basis of instruction in a social studies classroom, students must be able to
comprehend the main ideas and themes of what they have read. Unfortunately, many students are
unable to differentiate between what is important and what is not when they read primary or secondary
source materials in class or for homework. Much of the literature states that DA treatment is often seen
as useful tools to promote student reading ability.

2.4. Research questions and hypotheses of the study

The researchers investigated the following research questions, their hypotheses, and null hypotheses.
The null hypotheses are those used for statistical analysis where significance is set at p < .05 for this
investigation.

1. Does Dynamic Assessment (DA) affect Iranian EFL students’ reading comprehension performance?
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Null Hypothesis 1: Dynamic Assessment (DA) does not affect Iranian EFL students’ reading
comprehension performance.

To examine the difference in the effects of DA on the research groups before and after the DA
treatment, the following two questions, hypotheses, and null hypotheses were also developed:

2. Will the Experimental Group (EG) of the study show any progress from the pre-test to the post-test
of the study?
Null Hypothesis 2: The EG of the study will not show any progress from the pre-test to the post-test
of the study.

3. Will the control group of the study show any progress from the pre-test to the post-test of the study?
Null Hypothesis 3: The Control Group (CG) of the study will not show any progress from the pre-
test to the post-test of the study.

To answer these questions, a quasi-experimental research was carried out, including a pre-test
(i.e. a TOEFL reading comprehension test), 9 successive 80-minute sessions training oriented towards
DA originally designed for the EG and static assessment mainly intended for the CG, and a post-test
i.e. a TOEFL reading comprehension test. The training on the use of DA in the EG and the use of SA in
the CG provided knowledge of and practice on using GOs and Non-GOs respectively. The pre-test
results helped determine the participants' current level of reading comprehension proficiency. The
post-test results revealed the students’ reading comprehension performance after the DA training. It
should be added that the Oxford Placement Test aimed at homogenizing the research participants.

3. Method

The pre-test-intervention-post-test quasi-experimental design was used to investigate the
effectiveness of using DA to enhance reading comprehension skill. This kind of design is one of the
most frequently used designs in social studies research. It is structured as a pre-test-treatment-post-test
experiment. The design of the research study includes four chronologically separate stages: OPT used
to homogenize and select the research sample, the TOEFL reading comprehension pre-test intended
to determine the current level of reading comprehension of the research participants; the training to
use DA in the EG and SA in the CG; and the administration of the TOEFL reading comprehension
post-test in order to determine the reading proficiency level of the EG and CG after DA and SA
instructional intervention respectively. All the, tests i.e. OPT, pre-test, training, and post-test
administered in the classroom setting during regular class time. The participants took the OPT in first
class session and the pre-test in the second session, and received DA training in the 9 subsequent,
successive class sessions.

The post-test took place in the twelfth class meeting after the training, and it completed the treatment
process. As a matter of fact, the study took 12 successive 80-minutes class meetings that is, the first
class meeting was for the OPT; the second for the pre-test, from the third to the eleventh were for the
training; and the last but not the least was for the post-test). The schedule for participants from the
control group, on the other hand, was within the same number of class meetings, but received SA
instruction. Because the researchers wanted to investigate the effect of DA on reading comprehension
upon those students who have low-reading ability, students were required to have the same achievement
level i.e., low-reading ability in reading comprehension. It should be mentioned that each class was
instructed in the same curriculum for the same amount of time, and had similar number of participants.

DA was used in the EG, while the CG received instruction on the same book and content using SA.
They were in the same learning communities but different classes in the Nosrat Institute, located in
Kermanshah as mentioned beforehand. Figure 1 depicts the research design, demonstrating the pre-test,
intervention, and post-test.
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OPT was administered to the research population (N=250)

A homogeneous research sample (N=30) with a low level of
reading comprehension was randomly selected

The research sample was randomly divided into two groups

N

Experimental Group (EG=15) Control Group (CG=15)

U

A reading comprehension pre-test was administered to the EG and CG

<L

DA treatment was delivered to the EG SA treatment was delivered to the CG

<L

A reading comprehension post-test was administered to both groups

e

(

<

Figure 1. The Diagram of the Design of the Study
3.1. Participants

The research participants for the present study included the researchers as the mediators and two
groups (i.e. the EG and CQ) of students. A total of 30 students of English Nosrat Institute, located in
Kermanshah province in Iran were randomly selected. Their age ranged from 16 to 20. It is worth
mentioning that they did not remain constant throughout the data collection process that is, 4 participants
(2 in the EG, and 2 in the CG) were absent on the tests, so they were excluded from the data analysis
process. For the portion of the classroom instruction that involved DA in the EG and SA the CG,
the researchers were the sole instructors of DA. All the participants were native speakers of Farsi and
were chiefly from middle socio-economic background. Students’ participation in the classroom
activities and how prompting them to do so were the main researchers’ concerns in the classroom. It
should be mentioned that all the participants were male in gender.

As displayed in Figure 1, the number of the participants in each group was 15, but 2 students in the
EG and CG did not take the research tests, and were therefore excluded from the study. Data on a student
participant was valid only when s/he participated in all stages of the study. The ages of CG ranges from
15 t0 21 but their ages mean is, to some extent, similar to EG. It is worth mentioning that, in the
procedure section, just the participants’ numbers were mentioned, that is, student 1 (S1), students 2 (S2)
and so on.
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3.2. Instruments

To collect quantitative data for the present study, three instruments were utilized: (1) a homogeneity
test (i.e. the OPT); (2) a pre-test (i.e. a TOEFL reading proficiency test; and (3) a post-test (i.e. a TOEFL
reading proficiency test). The OPT was used to homogenize the research sample. The results helped to
sort the research population into three groups: reading-low (33%), reading-mid (33%), and reading-high
(33%) groups. The sorting was based on percentile ranking. Because the researchers wanted to
investigate the effect of DA on students who have low-reading ability, students in the group with the
lowest level of reading proficiency was chosen as the research sample. Their current reading
proficiency level was measured by the pre-test and the hypothesized development in their reading
comprehension ability after the treatment was determined by the post-test.

3.2.1. Oxford Placement Test
To homogenize the population, an Oxford Placement Test was utilized before the research

intervention (DA training in the EG, and SA training in the CG). Some 30 EFL Iranian EFL learners
with similarly low achievement levels in reading proficiency were selected. The reading
comprehension ability before and after the DA-treatment in the EG and the SA-training in the CG was
the major concern.

3.2.2. Pre-test and post-test
In order to identify the testees’ current level of reading comprehension, a reading comprehension

test was administered as one of the primary sources of data for this investigation (See Appendix B). The
30 students with low-reading ability participated in the pre-test (15 in the EG, and 15 in the CG). It
included twenty multiple choice items for two reading passages. These passages were selected from
Longman Complete Course for the TOFEL TEST (Deborah Philips, 2005) .The passages have different
topics and almost of the same length and number of test items. The purpose of giving different reading
subjects was to avoid topic bias and topic familiarity. Time allotment for the pre-test was forty-five
minutes. In assessment, one point was awarded for a correct item.

Results of the post treatment test were compared with those of the pre-test in order to make inferences
on the effectiveness of the DA training in the EG and the SA training in the CG through the change in
the students’ reading comprehension performances. The post-test in the EG was taken by thirteen out
of the fifteen students who had gone through the pre-test and the DA training. Moreover, the post-test
in the CG was taken by thirteen out of the fifteen students who had taken the pre-test and received
the SA treatment (See Appendix C). It should be mentioned that the researchers used a pilot study in
order to determine the reliability and the validity of pre-test and post- test. Five students were randomly
chosen and after the test, the researchers used KR-21 method to determine the reliability of the test.

3.3. Procedure

To homogenize the research population (N= 250), an Oxford Placement Test (OPT) was
administered. On the basis of the test results, the population was sorted into three groups of reading-
low, reading-mid, and reading-high students. As many as 30 participants with the lowest level of
reading comprehension proficiency was randomly selected and assigned to an Experimental Group
(N=15) and a Control Group (N=15). This study was conducted in the Nosrat Institute, located in
Kermanshah Province in 2012. In order to determine their current zone or level of reading proficiency,
a TOEFL reading comprehension pre-test was administered to both groups. Afterwards, DA training
was applied to the EG in 9 successive 80-minute sessions on reading comprehension, Unlike EG, static
assessment was applied to the CG. In the end, another TOEFL reading comprehension post-test was
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administered to the research groups to measure their reading comprehension performance level
after their treatment.

The goal of this section was to focus on the mediational move introduced by the researchers (or
mediators) during the study. The amount of mediation provided to each participant depended on the
number of incorrect answers to each question. The participants received mediation on the questions they
answered incorrectly. Therefore, the more incorrect answers a participant gave to the question, the more
mediation he received. In addition, based on Aljaafreh and Lantolf (1994), intervention should be
provided in gradual progression. The purpose is to estimate the minimum level of guidance required by
the students to successfully perform a given question. Therefore, guidance normally starts at a highly
strategic (implicit) level, and progressively becomes more specific, more concrete, until the appropriate
level is reached. In order to make the dynamic assessment more systematic, in this study the researchers
designed a series of mediation which began with the most implicit hints to the most explicit ones.

At the outset of the each session, the students were asked to pose question whenever they encounter
any problem with reading comprehension. The mediations used in each session included hints, prompts,
questions, and explanations. The researchers also introduced different kinds of strategies that could be
used to answer a reading comprehension question. In the five first sessions, for example, the texts were
followed by detail questions; the researchers clarified the strategies for answering these kinds of
questions correctly. It should be mentioned that when the explanations were difficult for students, they
were explained in their native language, in this case Persian.

The researchers also helped students to understand the requirement of text comprehension, offered
feedback, let the students verbally report the answering strategy, explain the reason, and examine the
strategies that were introduced. Moreover, in order to make interaction possible during mediation, the
researchers allowed the students to use their native language.

In order to work on vocabulary, the researchers or rather the mediators introduced new techniques to
the learners in order to learn unknown vocabularies such as associating a certain word with a routine
activity, visualizing and making mnemonics for words, paying attention to the second meaning of words,
thinking logically about the relation between words and sentences, making an educated guess through
context clues, making flash cards and using them here, there, and everywhere, posing a bunch of flash
cards around yourselves (peripheral learning), and making a notebook and learning how to use a
dictionary.

3.4. Data analysis

To answer the research questions an Independent Samples T-Test, Pearson Product Moment
Coefficient Correlation (PMMCC), paired sample t-test, and independent sample t-test were used. An
independent one-sample t-test was used to test whether the average of a sample differ significantly from
a population mean, a specified value p0. In order to investigate whether there was any difference
between the pre-test and post-test scores of control group on one hand and pre-test and post-test scores
of experimental group on the other hand, paired sample t-test and estimate of correlation between each
group was used. For estimating the difference between the group receiving treatment, experimental
group, and the group not receiving treatment, control group, Independent sample T-test was used to see
whether the difference was meaningful or not.

4. Results

This section is oriented towards the descriptively and inferentially statistical analysis of the
quantitative data and findings gathered through two major instruments of the present research study (that
is, the pre-test and post-test in the two independent groups of the study). The analysis was performed in
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the light of two different but related branches of statistics: descriptive and inferential statistics. Each
will be presented and discussed.

4.1. Descriptive Statistics

Before examining the descriptive results obtained from the descriptive statistics, it should be borne
in mind that in any empirical study a set of statistical assumptions should be satisfied in order to interpret
the statistical results gathered from the data collection process. The following four SPSS outputs
represent one of these assumptions showing the statistical analysis of the scores gained on the pre-test
and post-test for the research groups (See Figure 4.1., and Figure 4.2).

Table 2. One-Sample Statistics for the pre-test and post-test scores of experimental group

N Mean Std. Deviation Std. Error Mean
Pre-test EX 15 8.4667 2.13363 .55090
Post-test EX 13 23.1538 23.1538 2.74527

Table 2 pertains to descriptive statistics. It is the first output of the T-Test. It represents the results of
the descriptive analysis showing how the participants (N=13) performed on their pre-test and post-test
as well as the dispersion of the scores on the two tests. Their performance is manifested by the mean
scores. The first row represents the normal parameters and descriptive statistics including the mean,
standard deviation, and standard error mean. The mean scores of the pre-test and the post-test are M=
8.46 (N= 15, SD= 2.133) and M= 23.1538 (N=13, SD= 23.15) respectively. The difference between
scores on the pre-test and post-test in terms of the two mean scores, the standard deviation values, and
the standard error mean scores indicates that the group performed differently before and after the
training. Therefore, it is of high importance to study these differences by inferential statistics displayed
in Tables below to answer the main research question of the present study.

Table 3. One-Sample Statistics for the pre-test and post-test scores of control group

N Mean Std. Deviation Std. Error Mean
Pre-test CO 15 9.0000 2.42015 .62488
Post-test CO 13 10.6154 1.93815 .53755

Table 3 is also related to descriptive statistics. As shown in it, the mean scores of the pre-test and
the post-test in the CG are M=9.00 (N=15, SD=2.42), and M=10.61 (N=13, SD=1.93) respectively. The
difference between the two mean scores, the standard deviation values, and the standard error mean
scores on the pre-test and post-test shows that this group of participants, like the EG members, performed
differently before and after static assessment, but how much change they underwent and whether the
change was statistically significant in comparison with the EG will be studied in the following tables of
Inferential statics.

4.2. Inferential Statistics

Having calculated the descriptive statistics based on the participants’ scores on the pre-test and post-
test, the researchers conducted some other data analysis statistical methods including the Paired Samples
T-Test, the Independent One Sample T-Test, the Pearson Product Moment Correlation Coefficient
(PPMCC) Test. The results of the each method will be presented and described.

Table 4. Paired Samples Test
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Paired Differences

95% Confidence

Interval of the

Difference
Mean  Std. Deviator Std. Error Mean ~ Lower Upper t df Sig.(2-tailed)
Pairl pre test EX- post test Ex  14.53846 8.21194 2.27758 -19.50088 -9.57604  6.383 12 .000

Table 4 represents the results of the T-Test for the EG of the study. As it is clear, it shows the
comparison made between the pre-test and the post-test mean scores for the EG. The purpose of this
comparison is to find out whether the participants in the EG made changes in their reading
comprehension performance after Dynamic Assessment, and if so, how much change they underwent
after the DA. To the right of the Paired Differences, the T (6.38), degrees of freedom (12), and
significance (.000) are represented. Because the p-value is below 0.05, the HO (there is no significant
difference between the means of the two variables) is rejected. Here, it is seen that the significance value
is statistically significant. There is a great difference between pre-test and post-test scores. It attests to
the point that the DA training did help those who received the DA training to enhance their reading
comprehension performance.

Table 5. Paired Samples Test

Paired Differences

95% Confidence
Interval of the
Difference

Mean Std. Deviator Std. Error Mean  Lower  Upper t df  Sig.(2-tailed)

Pairl pre test CO- post test CO 1.07692 1.93484 . 53663 -2.24613  .09229 2.007 12 .068

Table 5 is based on the results of the T-Test for the CG of the study showing the comparison between
the pre-test and the post-test mean scores of the CG of the study. They are compared to determine the
change level the participants in the group made achieved in their reading comprehension proficiency
after static assessment. The T (2.00), degrees of freedom (12), and significance (.068) help reject the
null hypothesis that there is no significant difference between the means of the two variables. Here, it is
seen that the significance value is statistically significant. That there is difference between pre-test and
post-test scores meaning that static assessment did help those who received it to enhance their reading
comprehension performance.

Table 6. Independent Samples Test

Levene's Test for

Equality of Variances t-test for Equality of Means
95% Confidece
Interval of the
F Sig. t df Sig. Mean Std. Error Difference
(2-tailed)  Differences  Difference Lower Upper

Pretest Equal variances
Assumed 944 340  .640 28 527 .53333 .83305 -1.17309  2.23975
Equal variances

Not assumed .640  27.567 527 .53333 .83305 -1.17430 2.24096
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This table consists of two major parts. The first section is related to the equality of the variances of
the two samples, but the other one deals with the equality of the means of the two samples. The former
is where the Levene's Test for Equality of Error Variances is represented. It tests the null hypothesis that
the error variance of the dependent variable is equal across groups. If the Levene's Test is significant
(the value under "Sig." is less than .05), the two variances are significantly different. If it is not
significant (Sig. is greater than .05), the two variances are not significantly different; that is, the two
variances are approximately equal. If the Levene's test is not significant, the second assumption is met.
Here, the significance is .000, which is less than .05. Therefore, it is assumed that the variances are
significantly different. In this table, the dependent variable is the post-test scores, and the design is
Intercept+GROUP_NA+PRETEST+GROUP_NA * PRETEST. Since the Sig. value is below 0.05, the
null hypothesis that the variances are equal is rejected and the second section should be studied. As
seen in Table 6, T value is .64 and here exists 27.56 degrees of freedom. The Sig. value in the t-value
for equality of means equals (.52). Therefore, the null hypothesis the means of the two groups are not
significantly different is rejected and it can safely be stated that there is a significant difference between
the experimental and control groups in terms of their performance on the post-test on reading
comprehension ability. Students who took the DA had significantly higher reading comprehension
performance than those who took the Static Assessment.

Table 7.Correlation between pre-test and post-test scores of experimental group

Pre-test EX Post-test EX
Pre-testEX Pearson Correlation 1 J798(**)
Sig. (2-tailed) .001
N 15 13
Post-testEX Pearson Correlation T98(**) 1
Sig. (2-tailed) .001
N 13 13

** Correlation is significant at the 0.01 level (2-tailed).

As it is clear, Table 7 shows that the Sig. value is .001 which is below 0.05, so the HO (i.e. there is
no significant correlation between the two variables) is rejected and it is hypothesized that the there is a
significant but not accidental relationship between the pre-test and post-test scores. Correlation is
significant at the 0.01 level (2-tailed).

Table 8.Correlation between pre-test and post-test scores of control group

Pre-testCO Post-testCO
Pre-testCO Pearson Correlation 1 .545
Sig. (2-tailed) .054
N 15 13
Post-testCO Pearson Correlation .545 1
Sig. (2-tailed) .054

N 13 13
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Here, the table shows that the Sig. value is .054 which is above 0.05, so the HO (i.e. there is no
significant correlation between the two variables) is accepted and it is assumed that the there is a
significant, not accidental, relationship between the pre-test and post-test scores. Correlation is
significant at the 0.054 level (2-tailed).

4.3. Null Hypothesis 1 Testing

The main null hypothesis put forth by the researchers was: Dynamic Assessment (DA) does not affect
Iranian EFL students’ reading comprehension performance. As a result, the first null hypothesis is
rejected, and it can be claimed that DA instruction exert a statistically significant influence on
the participants' reading comprehension performance.

4.4. Null Hypothesis 2 Testing

The second null hypothesis derived from the main null hypothesis was: The experimental group of
the study will not show any progress from the pre-test to the post-test of the study. This hypothesis was
intended to test the development level the experimental group (N=15) of the research study achieved
after DA. The results of the paired t-test helped reject this hypothesis in that the group showed significant
development from the pre-test to the post-test of the study. Their reading comprehension gain on the
post-test attested to the effectiveness of the treatment they all received for 9 sessions. There was a
statistically significant difference between the pre-test and post-test scores.

4.5. Null Hypothesis 3 Testing

The last null hypothesis of the current study is: The control group of the study will not show any
progress from the pre-test to the post-test of the study. In a similar fashion, paired t-test was utilized as
an important data analysis method to accept or reject the null hypothesis. The results of the measure
rejected this hypothesis, too. The control group of the study also improved their reading comprehension
ability at the end of their 9-session treatment of Static Assessment. The major difference between the
EG and the CG of the study was the development level they reached after their treatment. In the former,
the development was statistically significant while in the latter the reading comprehension gain was not
statistically significant, though they showed some progress. To put it another way, the level of
significance the EG experienced was statistically higher than that of the CG.

5. Discussion

This longitudinal research study consisting of nine consecutive, 80-minute sessions was to
empirically investigate the effects of Dynamic Assessment on the reading comprehension performance
of the EG participants in Nosrat Institute, located in Kermanshah. The researchers (mediators) used DA
in the EG, while the CG received traditional assessment or Static Assessment. The research instruments
included a pre-test (that is, a TOEFL reading comprehension test), and a post-test (that is, a TOEFL
reading comprehension test). It should be added that the research was homogenized through an Oxford
Placement Test which sorted the population into three groups of reading-low, reading- mid, reading-
high students. 30 students were randomly selected from the group with the lowest level of reading
comprehension proficiency. The participants in both groups took part in these three consecutive steps
of the research procedures: the pre-test (that is, a TOEFL reading comprehension test), DA was used
for the EG and SA was used for the CG and the post-test (that is, a TOEFL reading comprehension
test). The primary purpose of this study was to determine the effects of utilizing DA Reading
Comprehension. To put it another way, the researchers were to determine if DA can be used instead of
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SA to improve the learners’ Zone of Proximal Development (hereafter ZPD) to enhance the
comprehension of content-based lessons.

The results achieved through the data analysis methodologies indicated a trend in the direction of
some advantages for the use of DA. Participants in the EG scored higher on the post-test than those
in the CG. The study found some statistically significant evidence to support the overall
effectiveness of DA use in reading comprehension tasks. A reason for this may have been the long
GO training time. The EG had an ample amount of practice and consistent exposure to different
types and strategic ways to answer the questions in the reading comprehension texts . This may
have resulted in their knowledge gains which were possibly manifested in the post-test scores.

The present study builds on the recommendations of Poehner and Lantolf (2005) and provides
empirical support for their claim that DA principles can make classroom formative assessment practices
more effective by providing assistance that is continually tuned and returned to learners needs. The
inclusion of interaction brought to light the extent of learners’ understanding and control over linguistic
forms and their relation to meaning, and also helped with the identification of problems underlying poor
performance. Evidence was also presented to suggest that interaction provided an opportunity for these
problems to be addressed and for learners to develop. The fact that the learners themselves arrived at a
greater awareness of their abilities, as evidenced by the verbalization data, is especially important.
According to Vygotsky’s (1986) argument the goal of instruction should be to render the invisible
visible.

In this study, the increase in the post-test performance by the low-reading group was promising.
Perhaps this group found DA as an effective learning and/or test performance strategy. This study found
statistically significant evidence that DA is effective for the EG. Specifically, DA use has been
statistically seen as effective for low-skilled readers. This finding could support previous claims
concerning the applying of DA in educational setting in Islamic Republic of Iran. It worth mentioning
that the results of the present study confirmed the results obtained in the study of Campione & Brown
(1987), Valencia, Campione, Weiner, and Bazzi (1990), Abbott, Reed, Abbott, and Berninger (1997),
Kletzien and Bednar (1990), and Kozulin and Garb (2002).

Campione& Brown (1987) were among the pioneers who used the framework of DA to specific
educational domains. The principal of their assessment model was to investigate how learners learn from
each other and how flexible they were in using what they have learned. Result showed that predictions
based on initial performance significantly underestimated what children could achieve with minimal
assistance. Therefore, DA measures often provide better estimates of reading comprehension than SA.

Valencia, Campione, Weiner, and Bazzi (1990) applied DA to reading domain (as cited in Haywood
& Lidz, 2007, p. 80). They used an experimental dynamic test approach with several control groups and
their sample consisted of 196 sixth-grade students. Posttest results showed that increased strategy use
and improved reading comprehension for those learners who had been moderately or strongly exposed
to scaffolding strategies during intervention. As a matter of fact, this enhancement in strategy use
persisted for at least five month. The more intense the scaffolding procedure during the intervention had
been, the higher the retest performance at five-month follow-up.

The Abbott, Reed, Abbott, and Berninger’s (1997) study of 16 second graders with severe reading and
writing disabilities offers yet another approach within the broader DA model. These authors framed their
study within the concept of “response to intervention” using growth curves as measures, with their
tutorial intervention spanning a full program year. The tutorial targeted orthographic and phonological
awareness, accuracy and fluency of word recognition and comprehension monitoring, handwriting
fluency, spelling, and composing. The sessions began during the summer with 1-hour twice-weekly
meetings over the course of 8 weeks; this continued through the school year with 1-hour once-weekly
individual meetings over an average of 36.5 weeks. The lessons were standardized and scripted. This
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study showed gains beyond chance for most of the children on most of the measures but also showed
their differential responses to the treatment. The results also generated individualized recommendations
for their next school year.

The other study was conducted by Kletzien and Bednar (1990) which their clients were fifth-grade
students. Initial learning level was established using a reading inventory and learners’ reading process
and strategies utilization by means of probes and observations. The intervention program consisted of
strategy training such as visualization as well as guided and independent practice sessions. Finally,
learners were administered a parallel version of reading inventory. The observed increase in reading
level was significantly correlated with reading improvements six month after the assessment. Based on
the results, they concluded that teachers who instruct students need a “a firm understanding of strategies,
their use, and ability to infer strategy use from reader responses” as well as “expertise in utilizing a range
of instructional techniques”.

The goal of Kozulin and Garb’s (2002) study was to explore the feasibility of the development and
implementation of the dynamic EFL assessment procedure with at-risk students. The results indicate
that the procedure is both feasible and effective in obtaining information on students’ learning potential.
It was confirmed that students with a similar performance level demonstrate different, and in some cases
dramatically different ability to learn and use new text comprehension strategies. Because of this, they
affirmed that the paradigm of dynamic assessment is useful not only in the field of general cognitive
performance but also in such curricular domain as EFL learning (Kozulin and Garb’s 2002). They
continued that “any dynamic assessment that includes an element of intervention depends on the quality
of mediation provided by the assessor. In this respect dynamic assessment is closer to a situation of
instruction rather than examination (Kozulin and Garb’s 2002).

It is noteworthy to mention that the result of this study confirmed the study that conducted by Mardani
and Tavakoli (2011). The aim of their study was to explore the feasibility and practicality of
development and implementation of DA to reading comprehension of EFL students in the context of
Iran. A comparison of mean score of experimental group displayed that the mean score of experimental
group had an increase of 2.3 score in posttest while the increase for the control group was only 1.1. It
reveals that the students in the experimental group performed better in comparison with the students in
the control group. Based on the results, they stressed that “it can be discussed that DA is more than just
a formative assessment. Thus, one possible explanation for the positive effect of DA on reading
comprehension is that it is more than just a sheer form of assessment. DA is a pedagogical approach
which is supported by theories of mind and development. It is an approach which stresses the
inseparability of assessment and instruction. Adding DA to the testing setting reduces the stress, gives
learners extra confidence and they feel that there is someone who cares about them when they get stuck”
Mardani and Tavakoli (2011).

Feuerstein (1998) said, “human beings are open rather than closed systems, meaning that cognitive
abilities ... can be developed in a variety of ways, depending on the presence and the quality of
appropriate forms of interaction and instruction”. In this study, in the students’ open systems, the
researchers established students’ Zone of Proximal Development through the interaction and instruction
in a cooperative and equal way with the tool of dialogue.

The results of this study assures us that the EFL reading comprehension integrated with DA can
improve students’ reading competence and build up their reading confidence in the following chain
reflection. Face to face interaction with the teacher shows students’ progress to themselves clearly and
completely . In the last session, the students were able to answer the questions by themselves so that the
researchers could conclude that the DA had a positive effect on reading comprehension.

Based on this study and the other studies, I can say that if we want to use suitable instructional
techniques for a better reading comprehension, teachers or rather mediators should apply tasks and
feedbacks within dynamic reading-competence tests. Most of the time, DA in the domain of reading
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and text comprehension depend on instruction and practice in meta-cognitive knowledge such as
strategies which is specific to certain reading tasks and goals. Also, successful DA relies on the
prompting of domain-specific processes which are vital to do the tasks and practices.

The results of this study assures us that the EFL reading comprehension integrated with DA can
improve students’ reading competence and build up their reading confidence in the following chain
reflection. Face to face interaction with the teacher shows students’ progress to themselves clearly and
completely. In the last session, the students were able to answer the questions by themselves so that the
researchers could conclude that the DA has a positive effect on reading comprehension.

Based on this study, we can say that if we want to use suitable instructional techniques for a better
reading comprehension, teachers or rather mediators should apply tasks and feedbacks within dynamic
reading-competence tests. Most of the time, DA in the domain of reading and text comprehension
depends on instruction and practice in meta-cognitive knowledge such as strategies which are specific
to certain reading tasks and goals. Also, successful DA relies on the prompting of domain-specific
processes which are vital to fulfill the tasks and practices.

6. Conclusion

The aim of this study was to explore the feasibility and practicality of development and
implementation of Dynamic Assessment (DA) to reading comprehension of EFL students in the context
of Iran. The present study follows Lantolf and Poehner’s (2004) reasoning that DA can optimally
promote learner development through application of a clinical methodology, as called for by Vygotsky
(1956, 1998) with regard to the Zone of Proximal Development (ZPD), in which mediator and learner
collaborate to perform the assessment task. Therefore, this study contributes to the second language DA
literature by devising and implementing a DA procedure with 15 institute students in the 16-20 age
range. The results of this study displayed that the participants’ performance improved dramatically on
the post-test after DA- training. As Xiaoxiao and Yan (2010) state, Feuerstein regarded DA as a way of
assessing the true potential of children that differs significantly from conventional tests. Dominating the
field of language testing, static assessment used to determine whether some pre-determined achievement
level had been reached. Traditional static assessment was limited because it did not directly aim to
stimulate learners into becoming independent knowledge constructors and problem solvers. Unlike
static assessment, DA gives the language teacher a chance to appropriately gauge the students’
understanding and ability level and how to improve the students’ level development. To put it in another
way, by engaging in DA activity, teachers may be able to challenge individuals to reach higher levels
of functioning (Poehner, 2005, cited in Naeini and Duvail, 2012).

As a matter of fact DA with its monistic view toward teaching and testing not only assesses the
learners’ abilities but also provides them with opportunities for learning and development. This in turn
has some positive results both for teachers and learners; therefore, the implications can be multifold.

First, it helps students to take the advantage of mediation provided by the assessor and become
autonomous in doing similar tasks later on. As we can see the learners were able to answer the reading
comprehension questions by themselves in the last session of the study.

Second, applying DA provides the opportunity for learner to being mediated without suffering from
stress. In some educational setting such as Iran in which test scores lay the students under stress is a
major test score pollution source. Therefore, test scores unaffected by stress factor can be more accurate
for educational decisions. So it can be concluded that DA results in presenting a true picture of the
abilities which is the most concern of assessment. To put it in another words, DA provides more valid
measures of students’ ability.
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Third, DA of learners’ abilities can avoid misinterpretations and misrepresentations of the abilities.
Contrary to Static Assessment, DA presents learning potential of the learners because it sheds light on
both current zone of the learners and their hidden potential in the zone of proximal development after
removing hindering factors.

Fourth, DA intervention in the form of mediation was shown to have a significant role in the
diagnostic perspective of students’ problem areas. The procedure section provides a lot of examples
showing that in many cases that the students were not able to display their second language during the
independent performance but they could overcome the problem after receiving implicit or explicit
assistance provided by researchers or rather the mediators.

Fifth, this study contributes significantly to provide mediation. As noted by the researchers working
within the psychological DA framework, the provision of mediation is one of the most intimidating
aspects of DA application in practice (Haywood and Lidz, 2007). This issue has not received much
attention in general DA research (Lidz, 1991) as well as in second language DA research (Aljaafresh &
Lantolf, 1994; Poehner, 2005). Therefore, the mediational strategies used in this study can offer ways
how to apply DA-based mediation.

Sixth, this study introduces a substantial way to assess and teach reading comprehension in empirical
research. According to the results, mediational strategies can be useful in diagnosing the source of the
problems which second language learners experienced during the reading process.

In the current study, the researchers only worked with 15 male students. Future research can
investigate the same research project with both male and female participants and even more participants.
This study attempted to use a DA approach in one skill known as reading comprehension. Further
research can focus on DA approaches in the other domains such as listening, writing, vocabulary
acquisition and so forth.

In this study, students were motivated by the promise of a prize if they “worked hard” and “paid
attention.” These conditions do not closely resemble whole class instruction in schools. It may be
interesting in future studies to investigate whether DA plus a measure of student attention can improve
the reading comprehension better than DA alone.

As a matter of fact, different students have different degree of responsiveness to the mediation and
the assistance introduced by the mediator, that is the effect of mediation varies from one student to the
other student. Future research can work on the extent to which different students benefit from the
mediation. Group DA (G-DA) is one of the new directions that recent second language DA research has
begun to explore. The future research can focus on this kind of DA and find out what contributions G-
DA can have, but in different contexts of more participants to come to a more reliable findings.
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Dinamik degerlendirmeye kars1 statik degerlendirme: Ingilizceyi
yabanci dil olarak dgrenen Iranlilardaki okudugunu anlama yetisi
lizerine bir calisma

Oz

Bu calisma, yabanci dil baglamlarinda okuma yetisinin geleneksel veya statik degerlendirmesini verir ve
Ogrenicilerin okuma yetisinin gelisiminde dinamik degerlendirmeyi (DA) kullanir. Arastirma evrenini (N=250)
bagdasik hale getirmek i¢in bir Oxford seviye tespit sinavi (OPT) yapilmistir. Sinav sonuglarina dayanarak evren;
okuma diizeyi diisiik, orta ve yiiksek 6grenciler seklinde {i¢ gruba ayrilmistir. Bu ¢alismanin katilimcilart; kontrol
ve deney gruplarina gelisigiizel ayrilan, okudugunu anlama yetkinligi en diigiikk diizeyde olan 30 katilimcisi olan
bir érneklemdir. Bu ¢alisma 2012 yilinda Kermansah sehrinde Nosrat Enstitiisiinde gergeklestirilmistir. Mevcut
egitim alanlarin1 ve okuma yetkinlik diizeylerini belirlemek icin iki gruba da okudugunu anlama on testi
yapilmistir. Ardindan dinamik degerlendirme (DA) ¢alismasi; deney grubuna (EG) okudugunu anlama tizerine 80
dakikalik birbirini takip eden 9 oturumda uygulanmistir, deney grubunun aksine kontrol grubuna (CG) da statik
degerlendirme uygulanmistir. Sonunda egitimden sonraki okudugunu anlama bagari diizeyini Slgmek icin
aragtirma grubuna bagka bir TOEFL okudugunu anlama 6n testi yapilmstir. Istatistiksel veri analizi, dinamik
degerlendirmenin diisiik yetiye sahip okuyucular icin statik degerlendirmeden daha 6nemli ve etkili oldugunu
gostermistir.

Anahtar Sozclkler: Degerlendirme; dinamik degerlendirme; statik degerlendirme; yakinsal gelisim alani;
okudugunu anlama yetisi
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