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Students in university settings require English academic vocabulary to succeed in
academic English (Phoocharoensil, 2015). Vocabulary learning strategies (VLS) are tools to help
learners acquire and improve vocabulary knowledge (Nation, 2001), and an examination of the
dynamic nature of employing VLS should be conducted (Gu, 2020). Dynamic assessment (DA) is an
alternative assessment that consistently and systematically combines assessment and instruction to
help learners reach their zone of proximal development (ZPD) by using mediation from more
competent others (Lantolf & Poehner, 2004). Thus, this study used DA to equip learners with VLS
to learn academic vocabulary. The study aimed to 1) investigate the effects of the dynamic
assessment model on low proficiency students’ English academic vocabulary knowledge and 2)
explore students’ attitudes toward the use of the dynamic assessment model on English academic
vocabulary knowledge. This study adopted a mixed-methods design with the intensity of qualitative
methodology. The participants were five second-year students who retook the basic English
foundation course in their first year. They were selected by using two vocabulary tests as screening
instruments. The intervention was intensive tutoring that lasted four weeks, each of which was for
one task type: the morphology task, the part of speech task, the guessing meaning from context task,
and the sentence writing task. The instruments used to collect quantitative data included the pretest,
immediate posttest, and delayed posttest, and those employed to elicit qualitative data were
recordings of DA sessions, verbal reports, the researcher’s field notes, students’ diaries, an attitude
questionnaire, and a semi-structured interview protocol. Quantitative data were analyzed by means
of raw scores and descriptive statistics, while thematic analysis was utilized to analyze qualitative
data.

The findings showed that DA had minimal positive effects on academic vocabulary
learning. The student participants understood the word’s meaning but not its grammatical functions
in contextual sentences. The problems of reading at a sentence level, grammar, and syntax were
major obstacles, and teaching students to use dictionaries was necessary. Moreover, the learning
gain of each student from the group dynamic assessment (GDA) was unequal. Regarding the
students’ attitudes, they thought learning academic vocabulary through DA was new and useful, and
they appreciated having friends to help in GDA. However, their background learning experience,
personality, and English ability sometimes hindered them from sharing ideas in the group. To
conclude, the DA model uncovered the underlying problems in low proficiency students’ cognitive
process to learn vocabulary with GDA and the student findings suggested implications to assist
them.

Field of Study: English as an International Student's Signature ..........c.ccceeeeveeennenn.
Language
Academic Year: 2023 Advisor's Signature .......c..coccoceeerennenne.
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CHAPTER |

INTRODUCTION
1.1 Background of the Study

Second language learners in early language learning heavily rely on words and
phrases to communicate. They process language input in the same way; that is, they
comprehend meaningful content words and try to understand the context (lgarashi,
Wudthayagorn, Donato, & Tucker, 2002). Therefore, vocabulary is a key tool for
second language learners to acquire knowledge, communicate, and learn a second
language (Milton, 2009; S6kmen, 1997). Substantial vocabulary is required in every
stage of language learning (Laufer, 2001). What could account for this is that
vocabulary is a fundamental part of a language and is necessary for forming larger
meaningful language units such as sentences, paragraphs, and texts (Read, 2000). To
explain further, vocabulary knowledge facilitates the development of the four English
language skills (Cook, 1993; Steehr, 2008), especially reading comprehension (Qian,
2002). Learners with a large vocabulary size are likely to consider reading easy
(Chen, 2011). Thus, second language learners must have a considerable amount of
vocabulary size (Nation, 2001). The approximate number of 3,000 high-frequency
words and general academic words is considered a minimum requirement for
effective reading at the university level because they cover most words on an average
page (Hunt & Beglar, 2002; Laufer, 1992) that keep recurring (Milton, 2009).
Furthermore, with that vocabulary size, learners can understand 95% of the words in
conversation, television programs, and movies and can start watching such media for
language learning (Webb, 2021). The 2,000-3,000 words allow learners to

communicate in real-life language situations independently, although the number may



vary in different languages. Moreover, knowledge of between 2,000 and 2,500 words
is likely started to move learners from beginner to intermediate levels (Milton, 2009).
After knowing the high-frequency words necessary for written texts and real-life
communication, learners should know more words such as 5,000 words to succeed in
academia (Laufer, 1992).

Given the importance of vocabulary in language learning, the vocabulary size
of Thai university students has been explored by many researchers. For example,
Mungkornworng and Wudthayakorn (2017) explored the vocabulary size of 484 Thai
freshmen in four public universities and three private universities in Bangkok and
other regions across Thailand. All of the participants in this study graduated from
Thai programs in high schools. The results indicated that they knew around 4,200
word families, which met the requirement of the Ministry of Education B.E. 2551
(A.D. 2008) that Grade 12 students should possess around 3,600-3,750 words.
Another study showing Thai university students’ decent vocabulary size was
conducted by Nirattisai (2014) who investigated the vocabulary size of 257 Thai
students at a southern university from Medicine, Dentistry, Nursing, Engineering,
Accounting, and Hospitality and Tourism faculties. It was found that their average
vocabulary size was 5,800 word families, with the highest size of 7,200 word families
being from the students studying at the Faculty of Medicine. These high numbers
seem satisfactory, but students from different contexts undoubtedly have varying
vocabulary sizes. Pringprom and Obchuae (2011) found that 30 freshmen in an
English foundation class at a private university in Bangkok could score only half of
the total scores of the 2,000 and 3,000 word levels. Another study by Pringprom

(2012) with 81 students in the same context also yielded similar results. Moreover,



Puagsang (2018) measured the vocabulary level of 242 first-year high vocational
certificate students from five government vocational colleges in Krabi Province in
southern Thailand and found that the students earned about only half of the total
scores in the 1,000-2,000 word family levels. Also, they earned strikingly less in the
3,000-5,000 word family levels.

The reason behind the low vocabulary scores could come from the generally
low English proficiency of Thai adults. Education First (2020) ranked Thailand at 89
out of 100 countries around the world based on its English test results, which
reflected generally low English proficiency among most Thais. The performance of
most Thai high school students is unsatisfactory as well. Grade 12 students’ average
score of English in the Thailand’s O-Net (Ordinary National Education Test) in the
academic year 2016 was 25.98 which was the lowest among all the subjects
(Fernquest, 2017, as cited in Kanoksilapatham, 2018). One reason that may account
for this is the unsuccessful implementation of various policies regarding Thai basic

education. There are many changes in policies resulting in inconsistency in practice

and misdirected teachers’ and administrators’ evaluation schemes. Some of the
teachers are buried with paperwork for course evaluation done by outsiders, so they
have less time for quality teaching in class and teachers’ moonlighting is common
(Kanoksilapatham, 2017). Moreover, due to the changes in policies and curricula of
the Ministry of Education, local teachers have to adopt teaching methodologies
without critical examination of the appropriateness of their contexts (Methitham &
Chamcharatsri (2011). Also, key issues that have prevailed in English education in
Thailand include inappropriate teaching methods, teachers’ unqualified English skills,

and overcrowded classrooms (Kirkpatrick, 2012).



The English as a foreign language (EFL) context, where English is not spoken
outside the classroom, could likewise account for the limited vocabulary knowledge
of Thai students. Yunus, Mohamed, and Waelaterh (2016) compared vocabulary
knowledge between EFL, English major, Thai students in a southern university, and
ESL Malaysian students and found that Malaysian students had a higher average
Vocabulary Size Test score at 44.64 than Thai students at 20.92. In addition, none of
the Malaysian students possessed words at only the 1,000-2,000 word levels, while
8.9% of the Thai students did. The researchers summarized that the Thai students had
inadequate receptive vocabulary knowledge to meet the expected English level at the
university level. Additionally, Siyanova-Chanturia and Webb (2016) noted that
learners in various EFL contexts are underprepared for the university level as they
may not know the high-frequency words in the first 1,000 words. According to Nation
(2006), the first 1,000 words families are the most important because they cover 80%
of written texts and 83% of spoken texts, and the words families in this group vary the
highest. Moreover, Stehr (2008) recommended that knowing the most frequent 2,000
words is crucial for EFL low proficiency students to understand most written and
spoken texts and actively participate in written and spoken communication. In terms
of vocabulary teaching, Towns (2020) pointed out that teachers might have difficulty
in selecting vocabulary to be taught in an academic context and they probably opt for
the most common solution by following the chosen words in a coursebook, which
usually has reading passages, vocabulary lists from the passages, and vocabulary
building exercises. However, it is doubtful whether they are the words that students

should learn. Additionally, although various word lists have been created to guide



which word should be learned, there is a scarcity of research on how Thai teachers
may use them to select appropriate words to teach.

In fact, EFL students in academic settings also need to know English academic
vocabulary to learn academic English successfully (Phoocharoensil, 2015). Academic
vocabulary is crucial for reading, and reading is the key to success at the tertiary level
and an origin of incidental language learning (Pecorari, Shaw, & Malmstrom, 2019).
Therefore, enhancing the English academic vocabulary knowledge of low proficiency
students is necessary. However, academic vocabulary is much more difficult to learn
than general conversation language because it is specific to academia and its meaning
is abstract at times (Sibold, 2011). This abstract nature makes it unlikely to be
acquired through incidental learning from exposure alone (Matsuoka & Hirsh, 2010).
As academic vocabulary appears in textbooks, learners who perceive them as difficult
will likely avoid reading and feel negative toward them (Pecorari, Shaw, Malmstrém,
& Irvine, 2011). Despite vocabulary growth promoted by reading, learners who do not
read enough cannot learn words that would help them accomplish language learning
(Sibold, 2011). A study by Wiriyakarun (2018) displayed a fair performance of 53
non-English-majored Thai university students in Bangkok as their means scores were
about half of the total scores of a test comprising 60 academic words from the first ten
levels of Coxhead’s (2000) Academic Word List. However, it is assumable that Thai
students in different contexts will have different levels of academic vocabulary
knowledge similar to the varying general vocabulary size as mentioned before,
especially for low proficiency students. Academic vocabulary may be taught directly
in class to help students understand the subject content as well as the word’s inherent

abstract concepts and multiple meanings (Matsuoka & Hirsh, 2010; Sibold, 2011).



Nevertheless, academic vocabulary occurs in lower frequency, and low-frequency
words are covered only in a small amount of text, so they may not deserve class time
for direct instruction (Ebadi, Weisi, Monkaresi, & Bahramlou, 2018). Only direct
instruction of vocabulary cannot account for all the words acquired by L1 or L2
learners (Walter, 2004). Consequently, teachers should focus on teaching useful
strategies to deal with low-frequency words (Nation, 2001).

Vocabulary learning strategies (VLS) are known to effectively help learners
learn and expand word knowledge and become independent learners (Nation, 2001;
Schmitt, Bird, Tseng & Yang, 1997). Mungornwong (2016) found that VLS best
mediated vocabulary size to reading comprehension as its mediation was stronger
than vocabulary depth and reading strategies. It means that VLS helped learners
utilize vocabulary size to comprehend the reading text better than the other two
factors did. Research studies have been conducted to investigate VLS employed by
Thai learners and the results varied across contexts (Attachoo & Chaturongakul, 2015;
Boonnoon, 2019; Chumworatayee & Pitakpong, 2017; Nirattisai & Chairamanee,
2014; Puagsang, 2018; Saengpakdeejit, 2014; Vo & Jaturapitakkul, 2016). Most
research studies on VLS employed the survey method to see what strategies were
used. However, Gu (2020) suggested that the “conception of learning strategies
demands a much more situated and dynamic examination of VLS than the strategy
tally approach that has been dominant,” (p. 282) because a strategy involves many
strategic actions. Moreover, Gu (2003) pointed out that language learners are likely to
employ a combination of various strategies than using only one strategy. Thus, the
present study incorporated four vocabulary learning strategies that were effectively

employed by beginners as evidenced in recent empirical research.



The first strategy was analyzing affixes and roots, or word parts. Word part
knowledge is important because English words consist of word parts and are
morphologically and semantically related under word families; therefore, knowledge
of word parts will help expand the number of learned words speedily (Sasao, 2013).
Beginners who lack receptive word part knowledge and have limited vocabulary
breadth may struggle to understand the information in words and contexts to solve
unknown derivations (Webb, Sasao, & Balance, 2017). Since word part knowledge
can be useful when learning lower-frequency words with semantically transparent
derivatives (Sasao & Webb, 2017), it will likely help learners comprehend unknown
academic words. Research by Varatharajoo (2016) showed positive results in teaching
morphological analysis to ESL high school students with low English proficiency in
Malaysia. Another study by Craigo, Linnea, and Hart (2017) showed that
morphological analysis was one of the vocabulary learning strategies that helped
multicultural community college students in the U.S. who had reading problems to
comprehend expository texts. The researchers from these studies recommended
teaching analyzing word part strategy to help learners in need.

The second strategy was analyzing part of speech or word class. Part of speech
informs the grammatical function of a word, and the four major types are nouns,
verbs, adjectives, and adverbs (Schmitt, 2000). Knowledge of part of speech helps
learners know the patterns in which the word occurs and enable them to use the word
in the correct grammatical patterns (Nation, 2011; Schmitt, 2000). It also helps
learners learn and store vocabulary (Schmitt, 2000). Moreover, knowledge of part of
speech facilitates teaching and learning collocations when they are introduced through

the grammatical structure so that learners do not have to merely memorize words



(Palmer, 1933, as cited in Barnbook, Mason, & Krishnamurthy, 2013). Since
collocations cover up to 50% of spoken and written discourse (Siyanova-Chanturia,
2015), learners can learn new word chunks and authentic language from collocations
(Park, 2014). Empirical studies have demonstrated teaching collocations to beginners
through part of speech. Siyanova-Chanturi (2015) studied the use of noun and
adjective collocations of Chinese beginners studying L2 Italian and found that their
usage of collocations in their compositions improved at the end of the course. Webb
and Kagimoto (2009) taught verb and noun collocations to Japanese university
students and found that lower-level students benefitted more from the receptive task.
The third strategy was guessing meaning from context. Sasao (2013)
mentioned that guessing meaning from context strategy is probably the most preferred
and frequently used strategy when learners encounter unknown words in context.
They can use it flexibly in many situations as it does not require supporting materials
such as actual word cards and flashcard software. Also, it could lead to incidental
vocabulary learning while learners are reading and listening. However, Gu and
Johnson (1996, as cited in Boonnoon, 2019) stated that low proficiency learners used
this strategy less frequently than high proficiency learners, while Bengeleil and
Paribakht (2004) found that both groups used this strategy almost equally, but low
proficiency learners were less successful at it. Despite the tendency of the mismatch
of this strategy with beginner learners, empirical research by Shahar-Yames and Prior
(2018) showed that it is possible for them to use this strategy successfully when the
texts are relatively easy and contain vocabulary at their level. Anvari and Farvadin

(2016) studied the use of lexical inferencing strategy by lranian students. They



pointed out the problematic use of the strategy and suggested training for less
successful strategy users.

The last strategy was using a new word to form a sentence. Schmitt (1997)
considered this strategy a means to consolidate the words that learners have met. It is
a productive strategy that requires learners to utilize word meaning, part of speech,
and possibly collocation and register. Research studying the effects of using a new
word to form a sentence on vocabulary learning comes from the underlying concept
of Laufer and Hulstijn’s (2001) Involvement Load Hypothesis, which asserts that a
task requiring high involvement from learners results in better word retention. Zou
(2017) supported this claim by explaining that learners must remember and link
information elements together. Furthermore, they must engage in pre-task planning
both in their minds and on paper. Research by Park (2018) showed that both high- and
low-proficiency Korean school students learned words from the sentence writing task
better than a gap-filling task. Nevertheless, Stubbe and Nakashima (2017) found 19%
mismatch of the pairings of the sentences incorporating the target words and the
word’s meaning translation by high-beginner Japanese university freshmen. This
suggests that beginners can use this strategy but probably need more guidance.

Regarding teaching learners language learning strategies, Gu (2018) suggests
employing the cognitive academic language learning approach (CALLA) by Chamot
(2007) because it has been widely adapted and proven effective for language learners
in EFL and ESL contexts. To determine the effectiveness of strategy use, Gu (2020)
addressed the demand for research to illustrate the dynamic nature of using

vocabulary learning strategies. Moreover, Gu (2017) suggested using formative
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assessment of VLS to link language diagnosis and differentiated instruction which
will improve learners’ use of VLS and ultimately their vocabulary learning.

Dynamic assessment (DA) is an alternative assessment that combines
assessment and instruction to provide individualized assistance or mediation to help
learners reach their maximum development (Lantolf & Poehner, 2004). It is rooted in
Vygotsky’s (1978) zone of proximal development (ZPD) that learners can reach their
optimal abilities with assistance of more capable others (Dorfler, Golke, & Artelt,
2009). DA focuses on using the interaction between the mediator (teacher) and the
learner to simultaneously diagnose and enhance the learner’s performance. The
mediator usually provides graduated assistance such as questions or prompts attuned
to the learner’s responsiveness (DOrfler et al., 2009; Lantolf & Poehner, 2004).
During the treatment, the learner will co-construct the knowledge with the mediator,
and the mediator can diagnose the learner’s underlying difficulty, remediate the
source of difficulty, and assist sensitively to the needs (Dorfler et al., 2009). Simply
put, the assessment function is foregrounded while the instruction co-exists (Infante &
Poehner, 2019). The diagnostic function assesses the gap between the actual ability
together with cognitive functions and potential future development whether in the
short or long term (Jang & Wagner, 2014), while cognitive functions emerge and are
internalized through the interpersonal, cooperative interaction (Kozulin & Garb, 2004;
Lantolf & Poehner, 2004).

In terms of the DA format, Jang and Wagner (2004) mentioned that DA
usually has a pretest, the mediated intervention, and a posttest, which is the same as
what Dorfler et al. (2009) called a test-train-test design to improve the competence.

The pretest measures learners’ current cognitive ability, the mediated intervention is
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tied to their future development, and the posttest measures their emergent cognitive
ability (Jang & Wagner, 2014). Another design is a train-within-test design occurring
while learners are doing the test and the mediator is guiding simultaneously to
diagnose their strengths and weaknesses (Dorfler et al., 2009). The train-within-test
design is commonly taken as the mediated intervention in the test-train-test design in
many studies (Ableeva, 2010; Ebadi, Weisi, Monkaresi, & Bahramlou, 2018; Ebadi,
Vakilifard, Bahramlou, & Hui, 2018; Hamavandi, Rezai, & Mazdayasna, 2017; Hidri,
2014; Mirzaei, Fani & Rashtchi, 2015; Shakibel, & Jafarpour, 2017; Siwathaworn &
Waudthayagorn, 2018; Teo 2012a; Teo 2012b).

DA can be done individually with an individual learner or with a group or by
the computer (Poehner & Lantolf, 2005; Poehner, 2009; Poehner & Lantolf, 2013).
They are known as individualized DA, group-DA or GDA, and computerized DA or
CDA, respectively and seem to emerge chronologically. Individualized DA has been
conducted in an expert-novice or mediator-learner dyad since Vygotsky’s time, but
the model is unrealistic for classroom context where the teacher usually has many
students in class. Therefore, GDA along with the notion of group zone of proximal
development (ZPD) was investigated as the extension of Vygotsky’s sociocultural
theory (Poehner, 2009), but the research on it was quite limited and does not portray
how group interaction led to the results. Later, computerized DA has been developed
because the advantages of technology can solve the problems when human mediators
are not available and when the time constraint is the major challenge in the classroom
(Teo, 2012a; Yang & Qian, 2019).

In fact, DA can be categorized into interactionist and interventionist

approaches following the way mediation is given (Lantolf & Poehner 2004). The
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interactionist approach allows the teacher to assist a learner or a group flexibly, and
the interaction could progress in unanticipated directions and rates. The teacher must
be ready to provide appropriate types of mediation, assess when to withdraw it, and
re-assist when learners cannot proceed (Landtolf & Poehner, 2005). The interactionist
approach is suitable for analyzing microgenesis, or the emergence of language
development during a single interaction, through a teacher-learner conversation. The
interventionist approach employs hierarchical scripted prompts given by sequence to
assess the amount of mediation that each learner needs by the number of prompts
required. Thus, it is appropriate for comparing each learner’s ZPD across the task
(Poehner & Lantolf, 2013). As for group dynamic assessment (GDA), the interaction
separates it into concurrent GDA and cumulative GDA (Poehner, 2009). In a
concurrent GDA, each learner takes a turn to interact with the teacher simultaneously,
while the teacher is moving the group’s ZPD forward. In a cumulative GDA, on the
other hand, each learner interacts with the teacher to the edge of his or her
competence before the teacher moves to interact with another student with the same

process. As a result, the teacher gathers the gain from each learner’s ZPD to move the

whole group’s ZPD forward (Poehner, 2009).

Recent research studies using DA on vocabulary mostly compared vocabulary
knowledge between learners in the experimental and control groups using a pretest and
a posttest such as Hamavandi et al. (2017), Ebadi et al. (2018a, 2018b), and Mirzaei et
al. (2017). Hamavandi et al. (2017), to begin with, compared the effects between a DA
task of morphological analysis (DATMA) and the traditional Test of Morphological
Structure (TMS) in increasing morphological awareness of vocabulary so that it would

enhance reading comprehension. The results revealed that DATMA could improve and
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predict learners’ reading comprehension better than TMS. Ebadi et al. (2018b) studied
the effects of computerized DA (CDA) on lexical inferencing. The scores showed that
the learners in the CDA group outperformed those in the SA group in terms of lexical
inferencing as well as transferring the skill to more challenging texts. Another study by
Ebadi et al. (2018a) investigated the effects of CDA and noticing on vocabulary
learning through reading. They compared the results from three groups: the CDA group
who received graduated prompts and highlighted words, the group who studied with a
Microsoft Word file with highlighted words, and the control group with no highlighted
words. The results revealed that the CDA group scored the highest. As can be seen, the
results were usually reported as a between-group comparison with quantitative data of
the scores but did not explain an individual’s learning process, challenges, conceptual
errors, and sources of errors. In addition, although interventionist DA was used in these
studies, which allowed comparing each student’s ZPD in a task, no data were given to
contribute to the understanding of such comparison, and they were only intermediate
learners in these studies. Nevertheless, a study by Mirzaei et al. (2017) was conducted
with beginning-level learners by using an interactionist, cumulative GDA to teach the
depth of vocabulary knowledge. During the DA intervention, the teacher provided
feedback to make the learners notice and correct the errors in the sentences that they
translated from Persian to English by using the learned English vocabulary from direct
instruction. The researcher used the first language during the teacher-learner
conversation, which facilitated low English proficiency learners’ comprehension
according to supportive literature on code-switching (Almohaimeed, 2018; Ahmad,
2009; Anh, 2010; Carson & Kashihara 2012; Greggio & Gil, 2007; Liao, 2006;

Weschler, 1997).
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Jang and Wagner (2014) cast doubt on how the mediator assesses learners’
actual or current proficiency level and whether there is a developmental theory to
support the learners’ progress. Therefore, future research on dynamic assessment
should provide insights into learners’ cognitive processes, the role of mediation such
as graduated prompts and oral feedback to display the learner’s developmental path.
Furthermore, future research should accumulate abundant qualitative data of various
states of knowledge and conceptual errors that the tasks elicited and analyze learners’
cognitive strategies and processes.

It is worth noting that the present research acknowledged Jang and Wagner’s
(2014) recommendations and the lack of DA research on vocabulary to pursue such
recommendations. Also, it realized the limitation of doing individualized DA in terms
of the time needed, which would be impractical in an actual classroom setting. As a
result, group dynamic assessment (GDA) seemed to be more practical and
appropriate. Furthermore, research studies on GDA are still limited, and much work is
required to understand its challenges and potential to guide assessment decisions and
teaching (Poehner, 2014; Poehner & Infante, 2016) as well as the relationship
between an individual’s ZPD and the group’s ZPD (Poehner, 2009). In addition, to
acquire rich qualitative data on learners’ cognitive processes, the DA approach must
be flexible enough for data gathering. The interactionist approach seems suitable
because it allows maximum attunement of the dialogic mediation to meet learners’
needs (Aljaafreh & Lantolf, 1994). Concurrent GDA allows the teacher to flexibly
reach and engage all the students in a group to participate.

In conclusion, this study aimed to investigate the effects of dynamic

assessment (DA) on English academic vocabulary by using interactionist, concurrent
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group dynamic assessment (GDA) for a group of low proficiency students. These
students had little English background knowledge, so they needed assistance the most.
Furthermore, equipping students with vocabulary knowledge was important because it
supported the learning of the other English skills (Cook, 1993; Stehr, 2008). DA
seemed to be a suitable intervention for low proficiency students because DA follows
Vygotsky’s thought of education that it was not to record that learner performance
was erroneous but to find the underlying causes to help learners set new
developmental paths (Poehner, 2007). The original DA work was in special education
and then its principles have been applied to diverse groups including learners who
struggle in mainstream classrooms, minorities, immigrants, dementia patients, and
prisoners (Poehner, 2007, 2014). In this study, the dynamic assessment (DA) and
vocabulary learning strategies (VLS) were combined as a DA model that used DA
tasks and prompts to induce the students to use VLS to learn academic vocabulary.
Conceptually, it followed the suggestion on using research tasks to elicit and observe
the dynamic nature of strategic learning (Gu, 2020), and it adhered to the DA
principle to help learners reach their zone of proximal development (ZPD) through the
mediator-learner collaboration. The study hoped to reveal learners’ diverse states of
knowledge, cognitive processes, conceptual errors, as well as challenges to provide a
deep understanding of how DA can help low-proficiency students learn English
academic vocabulary to their full potential. The students’ attitudes towards their
learning experience through the DA model were also explored.

1.2 Objectives of the Study

1. To investigate the effects of the dynamic assessment model on low

proficiency students’ English academic vocabulary knowledge.
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2. To explore students’ attitudes toward the use of the dynamic assessment
model on English academic vocabulary knowledge.

1.3 Research questions

1. What are the effects of the dynamic assessment model on low proficiency
students’
English academic vocabulary knowledge?
2. What are students’ attitudes toward the use of the dynamic assessment
model on English academic vocabulary knowledge?

1.4 Scope of the Study
This study was a case study that used interactionist, concurrent, group

dynamic assessment to enhance English vocabulary knowledge of Thai low
proficiency undergraduate students. The participants were five second-year university
students who had low English proficiency and retook the first English foundation
course at the end of their first year. The context of the study was a small campus of a
university in the North of Thailand. The independent variable was a dynamic
assessment model that combined dynamic assessment and vocabulary learning
strategies and was delivered through the cognitive academic language learning
approach (CALLA). The model contained four DA tasks: a morphology task, a part of
speech task, a guessing meaning from context task, and a sentence-writing task, all of
which were accompanied by graduated DA prompts from the most implicit to explicit
levels to help the participants complete the tasks. The dependent variables were
English academic vocabulary knowledge and the students’ attitudes toward the use of
the dynamic assessment model. Data collection took place in the first semester of the

academic year 2022.
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1.5 Definition of Terms
1.5.1 Dynamic assessment (DA)
Dynamic assessment (DA) is an alternative assessment that combines

assessment and instruction. The assessment is not a test but occurs through the
interaction between the teacher and learners. During the interaction, the teacher
provides graduated mediation prompts and questions with awareness of learners’
needs until they were able to answer correctly or come as close to the answer as
possible. In doing so, the teacher assesses learner’s actual ability and cognitive
processes such as thinking and problem-solving and scaffolds learners to their
maximum development (Dorfler et al., 2009; Lantolf & Poehner, 2004).

In this study, DA was in the form of an interactionist, concurrent group
dynamic assessment (GDA) between the instructor and a small group of low
proficiency students while they were learning academic vocabulary through four types
of DA tasks, namely a morphology task, a part of speech task, a guessing from
context task, and a sentence writing task. The assessment occurred when the mediator
gave graduated, spoken mediation prompts to assess how much the students knew the
concept. The prompts followed prefabricated mediation stages from the most implicit
to the most explicit levels. The prompts for each task were different. They were
adapted from Harris, Schumaker, and Deshler (2011), Aljaafreh and Lantolf (1994),
Davin, Herazo, and Sagre (2017), and Teo (2012a). The interactionist DA approach
allowed the prompts to be adjusted flexibly to suit the student’s needs. Concurrent
GDA allowed all the participants to jointly do all task items without waiting for their

turns. The conversations between the instructor and the students plus the students’
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non-verbal behaviors were recorded to analyze their cognitive processes while
learning from the instructor and their peers in GDA.

1.5.2 English Academic Vocabulary Knowledge

English academic vocabulary knowledge refers to the knowledge of academic
vocabulary for English for General Academic Purposes (EGAP), in which the
academic vocabulary appears across academic disciplines (Coxhead, 2021). This
knowledge is essential for learners at the university level to understand and express
ideas clearly in an academic context (Pecorari, Shaw, & Malmstrom, 2019;
Phoocharoensil, 2015). Like the knowledge of typical a word, the knowledge should
include pronunciation, spelling, word parts, forms and meanings, concepts and
referents, associations, grammatical functions, collocations, and constraints on use
(Nation, 2011).

In this study, English academic vocabulary knowledge was the knowledge of
selected academic words from the first 1,000 out of 3,015 words of Gardner and
Davies’ (2014) Academic Vocabulary List (AVL), which was intentionally created
for beginners. Specifically, it was the receptive and productive vocabulary knowledge
of certain constructs under the form, meaning, and use areas defined by Nation
(2011). The knowledge was co-constructed between the instructor and a group of low
proficiency students during dynamic assessment. The knowledge enhancement was
qualitatively assessed by thematic analysis and was quantitatively measured with the
pretest and posttest.

1.5.3 Low English Proficiency Students

Low English proficiency students are those who have little knowledge of

English and have limited ability to learn new words, structures, and concepts in a
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second language. Their cognitive processing of L2 is focal and controlled because
they give notice to something specific such as a language form and an attempted
message, and they can process a little information at a time (Brown, 2014). These
students can comprehend meaning through keywords and may be able to make
inferences based on prior knowledge. When communicating, they may resort to the
first language and indicate a lack of understanding (ACTFL, 2015).

In this study, low English proficiency students referred to second-year
university students in the North of Thailand who retook the basic English foundation
course at the end of their first year. They received low academic vocabulary scores on
the adapted academic vocabulary test, which was created from the Academic
Vocabulary Test (AVT) of Pecorari et al., (2019). The low scores were judged by the
negative standard deviations (S.D.) (Ishii & Schmitt, 2009), which indicated their
inferior standing compared to all the students who retook the same course. In
addition, they had mastered the first but not the second word family of the New
Vocabulary Level Test (NVLT) of Webb, Sasao, and Balance (2017). The mastery
was indicated by their ability to gain at least 86% of the level total score. Knowing
less than 2,000 word families signified that these students were beginners (Milton,
2009).

1.5.4 Vocabulary Learning Strategy

Vocabulary learning strategies are applicable specifically for vocabulary
learning. They empower learners to learn vocabulary independently (Schmitt, 1997)
and expand their vocabulary knowledge (Nation, 2001). There are various vocabulary
learning strategies. Schmitt (1997), for example, created a well-known taxonomy of

vocabulary learning strategies that are categorized into strategies to discover a new
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word’s meaning and strategies to consolidate a word that has been encountered.
In this study, the vocabulary learning strategies included analyzing affixes and
roots,
analyzing parts of speech, guessing meaning from context, and using a new word to
form a sentence. They were selected from recent empirical research carried out with
beginners. According to Schmitt’s (1997) taxonomy, analyzing affixes and roots,
analyzing parts of speech, and guessing meaning from context are strategies to
discover a new word’s meaning. Using a new word to form a sentence is a strategy to
consolidate an encountered word.

1.5.5 Cognitive Academic Language Learning Approach (CALLA)
The cognitive academic language learning approach (CALLA) by Chamot

(2007) is an instructional framework that is used to teach language learning strategies
to language learners in ESL and EFL contexts (Gu, 2018). The approach consists of
five stages including the stage of preparation, presentation, practice, self-evaluation,
and expansion. The stages form an instructional sequence, but they can appear in a
flexible order when the teacher considers it necessary to repeat some stages to suit the
students’ learning (Chamot, 2007).

In this study, CALLA was used as an instructional framework and was part of
the DA model. All the stages were used in the intervention and some stages were
repeated. DA tasks occurred in the stages of practice and expansion.

1.6 Significance of the Study
Theoretically, the findings of this study provide evidence of how

interactionist, concurrent, group dynamic assessment (GDA) can help low proficiency

students learn English academic vocabulary, shedding light on their cognitive
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processes concerning the group’s and individual’s zone of proximal development
(ZPD), the role of the mediation prompts, and vocabulary acquisition. It is one of the
pioneers to contribute to GDA literature, particularly in the context of Thailand.

Pedagogically, this research guides teachers to implement GDA in their
educational contexts to help low proficiency students improve their vocabulary
learning. Also, teachers may tailor GDA for other English language skills and for
student groups of different proficiency levels that need additional assistance. In
addition, it may encourage teachers to employ DA, as an alternative assessment, to
gain evidence for making decisions regarding student proficiency and learning
potentials such as a pass/fail decision, the direction of the instruction, and the aids for
learners.

Methodologically, this research provides empirical evidence on the
development and implementation of GDA, the analysis of mediational interaction, and
the analysis of the learners’ attitudes while attempting to acquire the target language
vocabulary. Future research may consider the pros and cons of the present research
methodology, especially the GDA on vocabulary enhancement, and use them to

inform the design of promising research studies on DA.



CHAPTER Il
LITERATURE REVIEW

This chapter reviews existing theories and research regarding dynamic

assessment and English vocabulary.

2.1 Dynamic Assessment (DA)
This section defines dynamic assessment (DA), describes its designs and
approaches, and reviews previous DA research studies in English language instruction

and assessment.

2.1.1 Definition of Dynamic Assessment

Dynamic assessment (DA) is a practice of combining teaching and assessment
to maximize students’ potential development by using the interaction between the
mediator or the teacher and students to ensure learning. This is done by diagnosing
learners’ problems and solving them. The concept of dynamic assessment originated
from Vygotsky’s (1978) Socio-Cultural Theory (SCT) proposing that social
interactions or activities with more proficient others helped individuals learn and
move beyond their current knowledge or the zone of actual development (ZAD) to
their maximum learning potential or the zone of proximal development (ZPD)
(Dorfler et al., 2009). Vygotsky explains that developmental processes do not
progress at the same pace as learning processes but are behind; consequently, this
creates the zone of proximal development. Joint activity could reveal how much
learners could do difficult tasks, how much mediation is required, and how well they

respond to the mediation given.
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To understand the root of DA, Vygotsky’s (1978) Sociocultural Theory and
the zone of proximal development should be looked into. Vygotsky considers human
development as socially mediated rather than individualistic orientation, or the way a
child learned under the adult’s assistance. When a child tries to solve a problem
beyond his or her ability, he or she uses language to ask adults to help through social
interaction and later develops a skill needed to solve such a problem on his or her
own. Vygotsky summarizes it as follows: “through speech, and in social relationships
with others, that children learn to address themselves to the problem-solving required
to complete their schoolwork, enter into social relationships, and later cope with
familial, occupational, moral, and political problems” (p. 532). Gibbons (2002) adds
that gained knowledge is supposed to extend to other contexts because a child learns
how to think, not just what to think. For example, a father helps his child to complete
a puzzle of a cat. He teaches how his child should learn to notice the size, shape,
color, and pattern of each piece of the puzzle until later on the child can use this
knowledge to complete other puzzles by himself or herself. As such, the learning
process moves from other-regulation to self-regulation once it has been internalized,
and the learner is able to do the task by himself or herself. In education, Vygotsky
(1978) explains that, given further instruction, a child could develop from his or her
current ability to his or her optimal ability. The difference between the current ability
and the optimal ability is called the zone of proximal development (ZPD), and
coordination with a more skillful person helps a child cross this cognitive distance
from things that he or she could do alone to challenging things that previously he or
she cannot without the help of others. In a classroom context, Fitzgerald and Graves

(2004) explain that more knowledgeable people refer to teachers and peers, whereas
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those outside classrooms could be anyone such as parents, brothers, sisters, relatives,
etc.

In dynamic assessment (DA), the mediator or the more skillful person usually is
the teacher and the less skillful person is the student. According to Poehner (2009),
teaching is most effective when it is accustomed to the ZPD. Due to the fusing of
teaching and assessment of DA, the teacher could diagnose learners’ problems and
attune the teaching to the ZPD. Poehner (2009) clarifies the relationship between DA
and ZPD that “Vygotsky’s formulation of the ZPD posits a dialectical relation between
teaching and assessment. Offering learners mediation...serves simultaneous teaching
and assessment functions, a diagnosis of abilities that are still in the process of forming
as well as an intervention to support their development” (p. 480). Infante and Poehner
(2019) further explain that assessment and instruction in DA “complete one another and
change together in a process of cooperative, inter-psychological functioning that is ZPD
activity” (p. 85). The aim of DA should not be misunderstood as it simply provides
assistance to help learners complete tasks because its assessment function aims to
diagnose learners’ cognitive functioning and its teaching function aims to assist learners
to reach their ZPD. However, the teaching in DA is considered metacognitive
mediation following Karpov and Haywood’s (1998) separation of mediation types in
Vygotsky’s writing as cognitive and metacognitive mediation. Cognitive mediation
refers to the acquisition of cognitive tools to gain declarative knowledge about the
concept and solve subject-domain problems. Metacognitive mediation, which comes
from interpersonal communication, refers to the acquisition of semiotic tools to regulate
oneself. In classroom DA, the teacher uses prompts as metacognitive mediation to

regulate learners when they try to utilize concepts (Miller, 2011).
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As a result, the concepts and how to use linguistic resources to convey
meaning should be taught first, and DA as a form of other-regulation can help learners
internalize the concepts during collaborative activities (Darvin, 2016). For example,
research studies by Darvin (2016), Infante and Poehner (2019), and Poehner, Infante,
and Takamiya (2018) have shown that learners have learned linguistic knowledge
before taking part in DA, and DA helps them internalize the knowledge.

Previous studies have reported successful outcomes of using DA to promote
different English skills such as reading (Fani & Rashtchi, 2015; Teo, 2012a; Teo
2012Db), speaking (Siwathaworn & Wudthayagorn, 2018; van Compernolle & Zhang,
2014), listening (Ableeva, 2010; Hidri, 2014), writing (Poehner, Infante, & Takamiya,
2018), and vocabulary (Ebadi et al, 2018a; Ebadi et al., 2018b; Hamavandi et al.,
2017; Hanifi, Nasiri, & Aliasin, 2016; Mirzaei et al. 2017), as well as multiple skills
(Summers, 2008). Although DA is proven plausible for everyday diagnostic practice,
the drawback lies in its affected fairness and reliability because the scores from DA
do not reflect learners’ solo performance as they result from learners and teacher
working together to develop their full potential. In other words, the teacher
deliberately changes learners’ performance during the test (Dorfler et al., 2009;
Siwathaworn, 2018). As such, DA contrasts with conventional assessment. Vygotsky
considers the latter to reveal only a part of learners’ capabilities because it does not
reveal the abilities that are still emerging but not yet fully developed (Poehner, 2014).
Simply put, the objective of DA is to enhance learners’ full learning potential, not to
focus on learners’ total test scores to certify their learning or make decisions.
Although the scoring issue is debatable, DA has been accepted (Poehner, 2009;

Siwathaworn, 2018).
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2.1.2 Design of Dynamic Assessment

Dynamic assessment (DA) is categorized into two designs: test-train-test and
train-within-test. These two designs utilize educational mediation such as prompts and
feedback to guide learners to reach their full potential. The teacher or mediator
chooses the best possible DA design for intervention (Dorfler et al., 2009). Each
design is described below.

1. Test-train-test design

This design consists of a pretest, training, and a posttest. During the training,
learners are trained with the best strategies to understand the concepts and solve the
problem related to the test (Dorfler et al., 2009). Poehner and Infante (2016) point out
that it is similar to the classic experiment pretest-treatment-posttest design, and it has
been used the most in psychological research. Dorfler et al. (2009) explain that the
focus of the test-train-test design is on competence improvement. A parallel item in
the posttest assesses whether learners have improved during the training. The benefit
of this design is that it allows elaborated feedback and extensive training, but the
drawback is it is time-consuming as the pretest and posttest are normally on separate
days.

2. Train-within-test design

Another commonly used design has DA intervention embedded in the test
itself; thus, support is readily available for each test item while learners are doing it.
The prompts and hints will be provided from the most implicit to the most explicit
level, and in some studies, they may be scripted beforehand and launched in a
standardized sequence (Poehner & Infante, 2016). Dorfler et al. (2009) mention that

the testing procedure of this design limits the time used, so the feedback must be
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brief, specific, and simple enough for learners to know why the answer is incorrect
and what to do next to get the correct answer. The focus of the train-within-test design
IS on competence diagnostics, so the teacher must consider individual differences.

Figure 1 illustrates these two designs of dynamic assessment.

Test-Train-Test Design

pre-test training sessions post-test
(day 1) (day n)

time

Train-Within-Test Design

»  correct item2 |

item 1
4 false | training item 2
< 7| (e.g., aids) ]

time
Figure 1 Two designs of dynamic assessment (Ddrfler, Golke, Artelt; 2009, p. 78).

It is worth noting that in this study, the test-train-test design was employed
because the researcher wanted to use test scores or quantitative data to supplement the
results of the qualitative data from the training to determine the improvement of the
students’ vocabulary knowledge.

Regarding the ways the mediation is offered, Lantolf and Poehner (2004)
propose categorizing DA into two approaches: interventionist and interactionist DA as
follows.

1. Interventionist DA

The mediation in interventionist DA is conveyed in a standardized manner to
evaluate

learners’ responsiveness to determine the developmental levels (Lantolf & Poehner,
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2004). Mediation is generally well-planned, formal, and standardized. For example, if
an item is answered incorrectly, a prompt is provided immediately, and if the answer
IS incorrect again, another prompt is provided but it will be more precise. Simply put,
the prompts will gradually move from implicit to explicit and the teacher often
follows the prompts strictly. Specifically, such a pattern of mediation enables the
teacher to assign weighted scores to their prompts; that is, the teacher often must
score the training itself. Then the teacher can calculate the mediated scores by
counting from the number of prompts given to help learners arrive at the correct
answer. Consequently, the teacher can see the amount of support each learner needs in
a numerical form and can compare quantitatively with those of other learners. A
learner who needs a little assistance to solve an item would mean he or she has high
learning ability (Dorfler et al., 2009). Moreover, Lantolf and Poehner (2004) state that
interventionist DA would better suit large-scale testing situations; however, its
standardization of prompts makes the interaction less sensitive to learners’ rising
needs. Recently, computerized dynamic assessment (CDA) has become more widely
used because a large number of learners can take a test at the same time, and the
prompts given follow the pattern of interventionist DA (Poehner & Lantolf, 2013).

2. Interactionist DA

The mediation in interactionist DA flows freely. It can be flexibly and
informally adjusted to suit learners needs and responsiveness; in other words, the
teacher does not script the mediation prompts in advance, but careful planning is
necessary because the mediation still proceeds along the implicit to explicit
continuum. Thus, the teacher must observe learners’ actual performance at each

moment carefully, so that the teacher can help them modify their performance due to
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their responsiveness to the mediation. In addition, the teacher can predict the
problems that learners may encounter based on the construct of the task. Given that
interactionist DA prefers open-ended dialogic interaction between the teacher and
learners, it normally gives qualitative profiles of learner development instead of
counting the number of prompts provided precisely. Consequently, qualitative profiles
are unlikely to be used to compare different learners. Interactionist DA seems to
match classroom context than large-scale testing situations as it encourages teachers
and learners to work collaboratively to identify and solve the problems as well as
reflect on the outcomes. Although doing interactionist DA is laborious and time-
consuming, the interactionist approach is more responsive to learners’ ZPD and
enables the mediator to adjust the assistance to learners’ emergent needs easily
(Lantolf & Poehner, 2004).

The designs and approaches of DA can also include an important feature
called “transfer or transcendence” proposed by Feuerstein, Rand, and Rynders (1988).
Transfer or transcendence refers to learners’ ability to recontextualize their learning
and apply it to more challenging tasks. Poehner (2007) mentions that DA supports
learner development to continue to emerge as it follows Vygotsky’s suggestion that
true development can go further than a single assessment task, so the mediator should
fine-tune their interaction to help learners do progressively complex tasks.
Consequently, transfer tasks are built on the mediated task that learners have
previously practiced, to see whether learners have internalized and sustained the
development when doing more complicated tasks (Ebadi & Saeedian, 2016; Poehner
& Lantolf, 2013). In other words, transfer tasks reveal the degree to which learners

have developed; that is, they track leaner development. Thus, they should occur after



30

learners can perform with little help from the mediator in the regular task. However,
the mediator assists learners to do the transfer task to make it successful learners’
ZPD because learners’ abilities and developmental needs are always happening
(Poehner, 2007). Feuerstein et al. (1988) worked in an interactionist DA context and
used various means to help the students do other tasks whose difficulty gradually
increased. They noted qualitatively how much mediation the students needed to
accomplish them. Poehner (2007) recommends transfer tasks to include activities such
as reading, listening, and writing for learners to apply knowledge because Vygotsky
and Feuerstein agree that development can manifest itself in many forms and is the
heart of transfer or transcendence. Transfer tasks can be integrated with
interventionist DA as well. Poehner and Lantolf (2013) covertly integrated transfer
items in their Computerized DA (CDA) reading and listening comprehension test. The
transfer items were similar to the other items regarding the response options, prompts,
and constructs targeting comprehension. The only difference was the level of
difficulty.

The following DA research could give an example of a DA design.
Siwathaworn and Wudthayagorn (2018) employed a test-train-test design to improve
the speaking skill of university students in English as a foreign context (EFL). The
“train” part embedded the train-within-test design because the teacher was training the
student while he or she was doing the test. In this study, the training was a one-on-one
interactionist DA with a student. Ten students whose proficiency was in A2-A2 CEFR
levels participated, and each student studied in six DA sessions. The speaking task
was an elicited imitation (El), which attempted to elicit the students’ speaking

performance by having them imitate speech. To do so, the students had to repeat each
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sentence heard from the teacher (mediator) and repeat it by saying it out loud after a
five-second pause to avoid the memory effect interfering. Each sentence lasted from
six words to 15 words; for example,

“These new teachers aren’t from Russia.

Could I have the sandwich but no apple juice, please?

The post office is opposite my school and on the left of the museum.”

(Siwathaworn & Wudthayagorn, 2018, p. 147).

The mediation prompts are displayed in Table 1, starting from implicit
prompts to explicit explanation, but the teacher could adjust it flexibly due to each
student’s needs, responses, and speaking errors. The result revealed that the mediation
during DA helped students at the beginner level improve their speaking. Although the
number of students was too small for statistical measurement, it indicated the

continuous improvement of each one.

Table 1 Mediation prompts for the elicited imitation task (Siwathaworn &
Wudthayagorn, 2018, p. 148, adapted from van Compernolle & Zhang, 2014)

Sequence Mediation prompt for the EI task
1 Shaking head to show rejections, saying “try again,” replaying the item
2 Giving the first hint (by naming the source of the problem e.g. sentence

structure, pronunciation, vocabulary, meaning, etc.), replaying the item
3 Giving the second hint (more explicit than the second prompt), replaying
the item

4 Correcting the response and giving explanation
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The present study used the interactionist approach because it allowed the
mediator to adjust the mediation flexibly to the students’ performance. Moreover,
since the study focused on qualitative data to reflect the students’ cognitive processes,
strategies, and conceptual errors, the interactionist approach was suitable as it could

be more easily adjusted to the students’ responsiveness.

2.1.3 Group Dynamic Assessment (GDA)

Although DA supporters strongly prefer doing DA individually with a learner
to provide individualized assistance to each learner, it tends to be time-consuming and
impractical for typical school language classrooms. Therefore, Poehner (2009) has
explored a group DA (GDA) based on Vygotsky’s (1998) idea regarding teaching a
group although the idea was not elaborated in Vygotsky’s paper. Group dynamic
assessment (GDA) is the way the mediator or teacher co-constructs the zone of
proximal development (ZPD) with a group of learners. Although Vygotsky’s (1998)
original work mentions GDA minimally, it is believed that GDA complies with the
same principles of individual DA, but the mediation and focus extend to possibly the
whole class. In doing so, the mediator can still negotiate with individual learners, but
every act should be directed to the whole group. It is believed that GDA can solve the
typical time-consuming issue of the one-on-one DA (Poehner, 2009).

There are two terms to distinguish the learners involved.

1. Primary interactants: a learner whom the teacher offers mediation in
response to his/her difficulty. They negotiate the support that is needed.

2. Secondary interactants: the class and the other group members who have
observed the mediation.

There are two ways to do GDA: concurrent GDA and cumulative GDA.
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Poehner (2009) summarizes these two GDA approaches that “cumulative GDA
attempts to move the group forward through co-constructing ZPDs with individuals,
but concurrent GDA supports the development of each individual by working within
the group’s ZPD” (p. 478). The explanation of these two GDA approaches is
described below.

1. Concurrent GDA

As for concurrent GDA, the teacher converses with the whole class and may
dialogue individually with a student (a primary interactant). However, if the situations
allow for the other students (secondary interactants) who are observing the mediation
to contribute such as asking questions, giving comments, and helping with the
primary interactant’s struggle, the teacher can switch quickly between them. In a
concurrent GDA, Poehner (2009) explained that “the teacher’s focus remains fixed on
the entire class, and although he or she may call on a particular learner to answer a
question, his next remark will be directed to another learner and will build on the
preceding contribution” (p. 479). The fact that the teacher flowingly interacts with the
primary and secondary interactants can be implied that concurrent GDA has no
structure of mediation turns (Poehner, 2009). Concurrent GDA may sound like typical
teaching-focused interactions; nevertheless, it provides teaching and diagnostic
assessment simultaneously as mediation to support learners’ development. An
example of dialogic exchanges in a concurrent G-DA between a teacher and two
learners named Beatrice (B) and Michelle (M) is taken from Gibbon (2003).

Exchange 1:
1. T: Tell us what happened.

2. B: Emwe put three magnets together/it still wouldn’t hold the gold nail.
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3. T: Can you explain that again?

4. B: We/we tried to put three magnets together...to hold the gold
nail...even though we had three magnets...it wouldn’t stick.

At this point, the teacher turns to another learner nearby:

Exchange 2:

1. T: Tell us what you found out.

2. M: We found out that the south and the south don’t like to stick
together.

3. T: Now let’s/let’s start using our scientific language, Michelle.

4. M: The north and the south repelled each other and the south and
the south also repelled each other but when we put the/when we put
the two magnets in a different way they/they attracted each other.

The prompts in these two exchanges progressed from implicit (as seen in
Beatrice) to explicit (as seen in Michelle) as the teacher was directing the prompts to
the whole class in the step fine-tuned to each learner’s responsiveness. Both Beatrice
and Michelle took turns to be primary interactants and Michelle’s response was built
upon Beatrice’s response. However, this does not mean that Michelle was smarter
than Beatrice. Poehner (2009) urges for further investigation on what impact the
previous prompts have on the subsequent learners. The challenge of concurrent GDA
is fairness in giving sufficient support to all learners.

2. Cumulative GDA

In cumulative GDA, the teacher converses with a learner (primary interactant)
with the whole series of one-on-one DA interactions until a cognitive problem is

solved while the other learners witness it as secondary interactants. By doing so, the
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teacher can precisely determine the level of mediation each learner requires. Then, the
teacher assigns another learner to take a turn being the primary interactant to solve the
same kind of problem with the whole series of one-on-one interactions likewise.
Undoubtedly, each subsequent interaction of the following learners will benefit from
observing the previous interaction. In cumulative GDA, it could be concluded that the
teacher accumulates the gain from individual learners’ respective ZPDs to push the
whole group’s ZPD forward. Furthermore, unlike concurrent GDA, the mediation
turns in cumulative GDA seem plausible to structure (Poehner, 2009). An example of
cumulative GDA is from a Spanish teacher teaching 15-minute mini-lessons to fourth-
grade students aged 9-10 years old. She asked each student to come in front of the
class to play a cube-rolling game containing a picture of a Peru native animal while
the class was watching him/her. Each student had to use the learned vocabulary to
describe the animal and the grammar to agree with a substantive modifier. By doing
so, the teacher could give mediation directly to each student individually and record
the level of mediation each one needed. The teacher used a clipboard of a GDA
mediation chart to fill in the types of interaction and the number of mediations given
and commented on the problems encountered. Table 2 shows an example of the chart.
The teacher used the recorded information to plan future lessons to match the
changing needs and track the students’ and class’s development over time when they

did more challenging tasks (Poehner, 2009).



36

Table 2 The GDA mediation chart (Poehner, 2009, p. 482)

Name Interaction  Interaction 2 Interaction 3 Comments

1
Vincente Roberto 6 dos orejas cafe
Gabriela Manuel 3 dos ala gris
Amora Raquel 0 dos ojos negros

Based on Table 2, Vincente Roberto needed six interactions until he could
solve the problem, Gabriela needed three, and Amora needed none. Gabriela could be
more developmental than Vincente because she needed less explicit help; nonetheless,
Poehner (2009) warns that Gabriela’s need for fewer interactions could come from her
mastery of the language focus before the lesson, so it cannot be concluded that she
learned from Vincente’s previous interaction with the teacher. Moreover, the
performance of these three students differed regarding only the ZPD but not
independent performance.

In conclusion, Poehner (2009) cautions that not every mediating move will
significantly contribute to the development of all learners in the group. Additionally,
the teacher cannot know whether the seemingly engaged secondary interactants are
attentive. However, the purpose of classroom practice is that the group and each
member are developing instead of making every mediating move benefit every
learner. The development can be assessed by the responsiveness to support and
independent performance. The contribution of GDA to L2 education is that “it renders
classroom interactions more systematic and more attuned to learners’ emergent

abilities...Without a theoretically grounded framework for interactions, teachers are
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left to follow an experiential or intuitive sense of how to support learner
development” (p. 488). Therefore, feedback and questions can be intentionally graded
from implicit to explicit to match learners> moment-to-moment developmental level.

As the main feature of GDA is a group of learners, Poehner (2009) lastly
remarks that group cohesiveness, as well as individuals’ relations, could be temporary
for assigned activities rather than a permanent trait; thus, the teacher must deal with
the challenge of creating pedagogical tasks and suitable mediation to promote the
group cohesiveness. There are three notions of group work: the group as context, the
group as cooperation, and the group as collective. In the group as context, individuals
are only put in a group. As for the group as cooperation, each member has his/her own
goals and understands the other member’s goals. The group collective is the most
desirable because everyone is working towards the same goal, and they see the
essence in working for others the same as working for oneself and vice versa.

There is an attempt to compare the effects between group and individualized
dynamic assessment. To begin with, Fani and Rashtchi (2015) compared the effects
between concurrent GDA, cumulative GDA, individualized DA, and a control group
on the reading comprehension ability of EFL Iranian undergraduate students, with 31
students in each group. The results revealed that the posttest mean scores of the three
experimental groups with DA were significantly higher than the control group;
however, there was no statistical significance among the experimental groups.
Therefore, DA intervention, either group or individualized, had a positive effect on
reading comprehension ability. However, when comparing the difference between the
pretest and posttest mean scores, the individualized DA group outperformed the

concurrent GDA and cumulative GDA group, but the difference was not statistically
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significant. All in all, the researchers used this study to assert that GDA is feasible to
implement with a group of learners.

In the present study, concurrent GDA was selected because it allowed the
participants to do all task items rather than waiting for their turns in cumulative GDA
in which each may do one or two items. Besides, since the intervention was short due
to its nature of intensive tutorials, the participants would benefit more from doing than
witnessing the others. They would be more active as they were expected to
simultaneously do the tasks with the group, and the mediator could call for each one’s

attention anytime.

2.1.4 Related Research on DA
This section presents relevant research studies of group dynamic assessment
(GDA),
individualized DA, and those employing DA to improve the vocabulary of university
students.

2.1.4.1 Related Research on GDA
Research on group dynamic assessment (GDA) was first brought up by

Poehner (2009) which led to several studies investigating GDA in a classroom
context. Those studies are presented in reverse chronological order. Bakhoda and
Shabani (2019) combined computerized and group DA to be computerized-group
dynamic assessment (C-GDA), which was a human-computer collaboration, to teach
reading strategies to improve reading comprehension of twelve intermediate students
whose ages were between 19 and 24 years old in Iran. The researchers mentioned the
gap in computerized DA that it could engage learners at an individual level but could

not account for a group of learners’ needs in the classroom; as a result, a human
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mediator was present to guide the group. Thus, C-GDA was led by a computer
program showing the reading passages, questions, and prompts in an interventionist
approach, and the human mediator in interactionist concurrent GDA was to guide the
group by selecting a student who answered incorrectly to consider the given
computerized prompt and stated his/her reasoning of what the correct answer would
be before all students selected the answer again. If there was still a wrong answer,
another computerized prompt appeared, and the process continued until all the
students answered correctly. The results showed that the group’s ZPD grew as the
group needed fewer computerized prompts for the subsequent reading texts. The
researchers mentioned that the advantage of the human mediator asking the group
members if they agreed with the selected student’s answer helped compare the
group’s ZPD and the individual’s ZPD. The neutral reaction from the group could
signal that they were still analyzing the answers and waiting for more explicit
prompts, and the cooperation from the other group members helped them find the
correct answer. The interactionist mediations for the group were analyzed after the
intervention and were found congruent with Aljaafreh and Lantolf’s (1994),
Poehner’s (2005), and Ableeva’s (2010) regulatory scales. Table 3 summarizes the
mediations.

Table 3 Interactionist mediation (Bakhoda & Shabani, 2019, p. 42)

Mediations Examples from mediator-learner interactions

over the five texts

1. Confirming/rejecting response  You are right so it means that/ the word tectonics
is not important.

2. Leading questions Can you remember what was offered by the



40

computer to help you?
3. Metalinguistic prompts When this paragraph talks about the most, the
previous paragraph talks about?
4. Identifying a problem area The two lines related to each other.
5. Definition of keywords in Solar means something that related to sun.
English
6. Definition of keywords in Aggressive means tahajomi (Persian word)

Persian (learners native language)

Another study by Poehner, Infante, and Takamiya (2018) addressed
mediational processes in individual, peer, and group contexts to support learner L2
writing. Although it did not address group dynamic assessment (GDA), the research
introduced how a student’s error, which was regarded as emerging knowledge, was
treated in peer mediation and a whole-class discussion. A Japanese university lecturer
of a Japanese writing course in the U.S. used DA to identify the students’ linguistic
features that were unresponsive to the instruction and to create opportunities for the
students to gain greater control of their language use. The lecturer asked her seven
Japanese-majored English-speaking students to write the first draft, and then had a
one-on-one DA interactionist session to diagnose each student’s problem in writing
and group them according to their common language problems. Then, the lecturer
designed tutoring packets containing their errors for the groups to solve during the
peer mediation. After that, the groups shared their discussed items with the class
while the lecturer mediated the whole class. The research presented a group of three

students helping each other with the Japanese passive voice. The interactions of all the
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processes were mainly in Japanese but English was also used. The data analysis
showed the benefit of students helping each other discuss and correct the same error
types but noted that the lecturer’s expertise was needed to guide peer mediation as the
groups could miss the target linguistic feature and proceed in the wrong direction.
Davin (2016) extended her study from earlier research studies by Davin
(2013) and Davin and Donato (2013) in which a primary school teacher employed DA
to improve Spanish interrogatives for 4" and 5™ graders. The researcher examined the
teacher’s records of the student development from cumulative GDA with the students’
performance during small group work and suggested several valuable points. During
ten days of instruction, there were four GDA sessions and three sessions of small
group work to form a list of questions. The data were collected from three sources:
first, the teacher’s record of the level of explicitness of prompts that each student
required and the nature of error that they made while replicating a slot-filler template
for forming questions; second, transcripts of the records from the four GDA sessions;
and third, transcripts of the record of two highly participatory students. The results
revealed that the teacher’s records of the prompts used could not claim the students’
understanding of forming Spanish interrogatives beyond the slot-filler template. A
student not requiring prompting may have given the teacher a false impression that he
or she became self-regulated, since the data from small-group work showed that one
student could not form questions beyond the slot-filler syntactic template while the
others could. Therefore, the researcher suggested that future research include Mahn’s
(2015) suggestion of phases that the teacher can probe the learner’s awareness of the
concept, voluntary control of the concept (volition), and organization of the concept

(systematicity) to examine if the concept development is happening. Moreover,
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student participation was not equal in cumulative GDA. While some joined all four
sessions, some joined one and others chose not to participate. In addition, the
researcher found that the GDA sessions and small-group work were not sufficient to
help some students to understand the concept and suggested individual intervention.
Last but not least, the researcher suggested teaching concepts as cognitive mediation,
as metacognitive mediation, before classroom DA so that DA can mediate the
students’ conceptual understanding sufficiently.

A study by Davin (2013) illustrates data analysis when real-life classroom
interactions were beyond the scope of the pre-scripted DA prompts. The researcher
demonstrates that two frameworks including cumulative group dynamic assessment
(GDA) and the instructional conversation (IC) complemented each other when the
teacher mediated 4™ and 5" grade primary school students to form Spanish questions.
The teacher selected a cumulative approach for GDA to track the student progress
systematically and to make her responses systematic for all her 200 students. In each
class of around 20 students, the teacher spent 15 minutes for each student to be
primary interactants going through a whole series of one-on-one DA interactions
while the others observed as secondary interactants. There were five levels the
prompts ranging from implicit to explicit: 1) “pause with questioning look,” 2)
“repetition of entire phrase by teacher with emphasis on source of error,” 3)
“repetition of specific site of error,” 4) “forced choice option (i.e. ;qué? or ;quién?),”
and 5) “correct response and explanation provided” (Davin, 2013, p. 310). However,
there were occasions where her pre-scripted prompts did not apply due to the
students’ questions and less predictable errors. These occasions made the teacher

interact with the whole classroom and used flexible mediation instead. The researcher
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analyzed these occasions under the IC framework that stressed instructional needs
instead of the assessment needs. The forms of assistance in instruction conversations
(1C) included modeling, feeding back, contingency managing, directing, questioning,
explaining, and task structuring (Tharp & Gallimor, 1991). The researcher
summarized that a teacher may use the IC framework to teach new or unfamiliar
concepts to students and use the DA framework to assess the concepts that have been
covered because the two frameworks complement each other.

2.1.4.2 Related Research on Individualized DA
Research by Rahimi et al. (2015) employed interactionist individualized DA to

resolve the misunderstanding of the conceptual L2 writing skills such as
brainstorming, outlining, and topic sentences. Three advanced sophomore students in
Iran produced ten pieces of writing and took ten individualized DA sessions with the
teacher to review their writings. The teacher spoke to the students in the native
Persian language to ensure intelligibility and adopted the twelve-level DA prompts
which were used to guide the student’s writing in Aljaafreh and Lantolf (1994). The
researcher assigned the employed prompts into levels two to five on an implicit
continuum and levels six to twelve on an explicit continuum. The regulatory scale is
shown in Table 4.

Table 4 The regulatory scale from implicit to explicit levels (Aljaafreh & Lantolf,
1994, p. 471)

0  Tutor asks the learner to read, find the errors, and correct them independently,
prior to the tutorial.
1  Construction of a “collaborative frame” prompted by the presence of the tutor as

a potential dialogic partner.
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12
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Prompted or focused reading of the sentence that contains the error by the learner
or the tutor.

Tutor indicates that something may be wrong in a segment (e.g., sentence, clause,
line) - “Is there anything wrong in the sentence?”

Tutor rejects unsuccessful attempts at recognizing the error.

Tutor narrows down the location of the error (e.g., tutor repeats or points to the
specific segment which contains the error).

Tutor indicates the nature of the error, but does not identify the error (e.g., “There
is something wrong with the tense marking here”).

Tutor identifies the error (““You can’t use an auxiliary here”).

Tutor rejects learner’s unsuccessful attempts at correcting the error.

Tutor provides clues to help the learner arrive at the correct form (e.g., “It is not
really past but something that is still going on”).

Tutor provides the correct form.

Tutor provides some explanation for use of the correct form.

Tutor provides examples of the correct pattern when other forms of help fail to

produce an appropriate responsive action.

Each student’s data were analyzed qualitatively and tabulated to display the

levels of prompts required in each individualized DA session until they understood

the target of the mediation. The results showed that DA could help the teacher

diagnose the students’ sources of problems and develop them from their weaknesses.

The researcher noted that the students had different ZPDs and responsiveness to the

mediation, which could have resulted from their baseline knowledge. The teacher
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should use DA to help weaker students in the classroom and future research should
devise transfer tasks to add more evidence of development.

Another research study by Poehner (2007) employed individualized DA and
emphasized the importance of transcendence or transfer. Poehner did individualized
DA with two advanced 4"-year English-speaking undergraduate students of French in
the U.S. to compose oral narratives. The students studied grammar rules of perfect
and imperfective aspects in class but still could not use them correctly, so the
researcher administered DA to supplement classroom activities with regular and
transfer tasks. Two transfer tasks were added following Vygotsky’s view that true
development surpasses a single assessment task. The material for the regular task was
a scene from a comedy movie with dialogue and action. The first transfer task was a
war movie that required learners to use specialized vocabulary and the second transfer
task was a written text. The mediator spoke English, the native language, with the
students to ensure they understood. Two one-on-one cases with students: Donna and
Jess were presented. The results showed that both performed similarly during the
regular task but differed in the transfer tasks. Donna could sustain her grammar use
but Jess could not. The level of mediational support given to each student during the
transfer task also identified their different levels of functioning. Donna could almost
perform independently as she needed only the mediator’s presence and approval, but
Jess showed confusion and needed more mediation such as translation of the grammar
structures into English. The researcher concluded that the transfer tasks exposed the
varying degree of student development. In Donna’s case, the mediator-student

collaboration even led to another grammar point beyond the focus.
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2.1.4.3 Related Research on DA and Vocabulary
Recent research affirms the benefits of dynamic assessment (DA) on

vocabulary learning, a number being reviewed in this section. To begin with, Ebadi et
al. (2018a) compared the effects of CDA and noticing on vocabulary learning through
reading among intermediate students who studied Persian as a foreign language. They
were in high school to master’s degree levels, and their first languages varied. The
students were divided into three groups. The first group studied with CDA in which
unfamiliar words were highlighted and hints were provided. The second group studied
words in a Microsoft Word file with unfamiliar words highlighted but without hints
provided. The control group studied words in a Microsoft Word file, but the
unfamiliar words were not highlighted, and no hint was provided. The results from the
immediate and delayed posttests revealed that the mean of the CDA group was the
highest, and the mean of the second group was higher than that of the control group.
The researchers concluded that CDA and noticing the text’s unfamiliar words
promoted vocabulary learning from reading and suggested doing the same experiment
with either low or advanced-proficiency students. Again, this is another study that
provides only quantitative data to support CDA due to its research design, so it does
not portray the learning processes with DA.

Furthermore, Ebadi et al. (2018b) compared the effects of computerized DA
(CDA) and static assessment (SA) to explore whether CDA better improved lexical
inferencing, helped transfer this skill to more difficult texts, and promoted the
acquisition and retention of inferred words. The participants were Persian native
speakers who were high school and undergraduate students aged between 16 and 24

years old. Their English proficiency was at the intermediate level. They were selected
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based on their vocabulary sizes of 2500-2800 words by the Vocabulary Size Test of
Nation & Beglar (2007). The students in the experimental group did CDA where they
read to infer the meaning of the target words and chose the best paraphrase option.
The steps of CDA are as follows:

- If they answered correctly, 4 lexical inferencing points were awarded to

them.

If the answer was incorrect, the software provided the first hint to inform the

learners that they answered incorrectly and had to try the item again.

- Inthe second attempt, if they answered correctly, 3 points were awarded.

If the answer was incorrect, the second hint highlighted the relevant parts in

the text to provide an implicit hint.

- Inthe third attempt, if they answered correctly, 2 points were awarded.

If the answer was incorrect, the software provided a more explicit hint: some

written guidance explaining the relationship between highlighted parts and the

target word.

- In the fourth attempt, if they answered correctly, 1 point was awarded.

If the student still answered incorrectly, the correct answer was provided, and

the student received no points.

When the students finished reading, they had to answer the comprehension
questions.
The results showed that CDA better improved the students’ lexical inferencing than
static assessment and helped the transfer of lexical inferencing skill in the near
transferred tasks, the immediate posttest (acquisition), and the delayed posttest

(retention), but not in the far transferred tasks. The CDA scores, which were given
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based on each student’s attempts to answer, were calculated to compare with his/her
pretest score. It was found that although some students gained the same pretest scores
reflecting their similar ZADs (zone of actual development), their mediated scores
varied according to their ZPDs (zone of proximal development). The researcher
suggested that teachers should group students according to their ZPDs and plan
suitable instruction for them (Ebadi et al., 2018b). As can be seen, the train-within-
test DA intervention was inserted in the pretest and posttest experimental design.
When the experimental group studied with CDA, each student did a one-on-one,
interventionist DA with the computer program. However, this study focused on the
results of the CDA group compared to the static assessment group and reported them
quantitatively. It did not portray the qualitative details of individual students’ learning
process taking place while doing the dynamic assessment.

Hamavandi et al. (2017) investigated the effect of the DA task of
morphological analysis (DATMA) on EFL learners’ reading comprehension. The
participants were at an intermediate level at the age between 14 and 18 years old. The
experimental group was taught with a DA procedure, whereas the control group was
taught with a list of words following the syllabus. Additionally, this study compared
the predictive ability of DATMA scores and the traditional Test of Morphological
Structure (TMS) scores on EFL learners’ reading comprehension. The results showed
that DATMA improved learners’ reading comprehension and could predict their
reading comprehension improvement better than TMS. Below are the script and steps

of doing DATMA as well as the scores given to the mediation.
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“Examiner: | will tell you some words and you tell me their meanings. | will
also show you the word in written form. If some of the words are hard, | will give you
some help. Are you ready?

(1) Tell me what the word cookery means (paused 10 s).

(2) If the learner answered correctly, the mediator would say: How did you

know that? If the learner responded incorrectly, the mediator would proceed

directly to

step 3. (Unless the learner has referred to the individual morphemes).

(3) Does the word cookery have any smaller parts? What are those parts?

(pause 10 s; if the learner cannot respond or it is incorrect, the mediator would

proceed to step 4. If the learner is correct, the mediator would ask: Now can

you tell what the word means?)

(4) The smaller parts in this word are cook and ery. Now can you tell what the

word means?

(5) Listen to this sentence and then tell me what cookery means (the sentence

is provided).

(6) Which of these choices gives the best meaning of the word? (The mediator

presented three choices) (Hamavandi et al., 2017, p. 5).

A scoring system of the gradual hint was developed to record individual
differences in the degree of needed assistance to answer the word correctly. The
following shows how the scores were assigned to each hint.

“5 points = the language learner answered #1 and #2 correctly and completely

4 points = the language learner explained the word correctly after prompt #3.

3 points = the language learner explained the word correctly after prompt #4.
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2 points = the language learner explained the word correctly after prompt #5.

1 point = the language learner explained the word correctly after prompt #6.

0 points = the language learner did not explain the word correctly”
(Hamavandi et al., 2017, p. 5-6).

Unfortunately, the researchers did not describe the design and approach of DA
in this study. It may be considered as a train-within-test DA embedded in a pretest and
a posttest experimental design for improving reading comprehension. The scores
assigned to each prompt implied that it was an interventionist DA, and the training
was likely done in a group; however, the study did not specify whether it was
concurrent or cumulative GDA. Moreover, the study did not provide qualitative data
on the group’s performance, nor did it show how the overall DATMA scores of all
items were calculated, because only the group’s reading scores from the pretest and
posttest were reported. Therefore, the study did not explain the group’s ZPD and the
individual’s ZPD.

In the fourth study, Mirzaei, Shakibel, and Jafarpour (2017) used
interactionist, cumulative GDA to teach the depth of vocabulary knowledge measured
by a five-level, self-reported vocabulary knowledge scale (VKS) by Paribakh and
Wesche’s (1996). The participants were junior-high-school, Iranian, EFL beginners
selected based on Oxford Quick Placement Test (QPT) scores. They were divided into
the experimental group and the control group. In the beginning, both groups received
traditional instruction to teach the target words including reading the words aloud for
correct pronunciation, teaching definitions, synonyms, and Persian equivalents, and
studying different sentences containing the words. Then, both groups had to translate

15 Persian sentences into English by using the newly taught English words as much as
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possible. Their sentences were the data source that the teacher speculated their current
developmental level (zone of actual development). During the DA intervention, the
experimental group was provided with cumulative GDA feedback to notice and
correct the errors in their sentences. The control group received direct, explicit
correction of their erroneous parts without scaffolding. The results showed that the
students in the GDA group outperformed those in the control group in both the
immediate posttest and delayed posttest. Furthermore, the qualitative data from audio-
recording were used to analyze microgenesis; that is, student development during a
single interaction. The results showed that cumulative GDA could help students move
from other-regulation to self-regulation and develop learning potential on the depth of
vocabulary knowledge at the individual and whole class levels (Mirzaei et al., 2017).
Although this research provided examples of Persian (L1) dialogues to facilitate the
understanding during the teacher-student interaction, the constructs assessed were
questionable as correcting a written sentence involved knowledge of syntax, and the
microgenesis provided was about correcting grammar. Furthermore, although the
pretest and posttest scores revealed gain in the depth of vocabulary knowledge, it is
doubtful whether the self-reported vocabulary knowledge scale (VKS) should have
been used as an achievement test. Waring (2020) criticizes that the scale mixed
different types of knowledge as shown by the verbs: remember, have seen, don’t
know, know, think, can use, so the knowledge construct was unclear as it ranged from
no knowledge to productive knowledge. What is more, the self-rated data obtained
from the scale were a nominal type; numerical scores were not given or made to

become a scale type for calculating the vocabulary score.
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In another study, Hanaifi et al. (2016) used group dynamic assessment (GDA)
to teach technical vocabulary in ESP reading passages to a group of electronic
engineering students in a quasi-experimental research design with no control group.
The results showed an increase in the posttest score. However, the research only
showed the quantitative results of scores but did not provide details of the GDA
intervention such as the length of the intervention and the examples of interaction.
Also, it did not identify whether the GDA was a concurrent or cumulative type. The
format of the vocabulary pretest and posttest was not clarified either. Therefore, it
may not contribute much to the understanding of how GDA helped the students learn
the vocabulary.

In conclusion, dynamic assessment (DA) is the simultaneous administration of
assessment and instruction to help learners reach their maximum learning potential
with the mediator’s assistance. The different designs (test-train-test and train-within-
test), approaches (interactionist and interventionist), and formats (individualized DA,
group DA, and computerized DA) allow teachers to flexibly select DA that suits their
contexts. With its effectiveness supported by prior empirical studies, DA seems
promising to contribute to classroom assessment and instruction. However, more
research employing DA and vocabulary is still needed.

The next section investigates the related properties of DA and conversational
features.

2.1.5 DA and Related Conversational Features

Since this study intended to use the interactionist DA approach to mediate low
proficiency students to learn English academic vocabulary, the study relied heavily on

interpersonal collaborative interaction, which marks the unique characteristic of DA
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(Lantolf & Poehner, 2004). Consequently, the conversation between the teacher
(mediator) and the students was a highly important data source. This section clarifies
the similarities and differences between DA and related conversational notions and
features including assessment conversations, scaffolding, and feedback.

2.1.5.1 Assessment Conversations and Interactionist DA

According to Ruiz-Primo (2011), classroom conversations are the main tool to
collect data in informal formative assessment. When the purpose of classroom
conversations is for assessment, then they are called assessment conversations and
proposed as a pedagogical strategy by Duschl and Gitomer (1997). Assessment
conversations disclose what and how learners think so the teacher can act upon them.
Assessment conversations and instructional dialogues are two sides of the same coin;
that is, they are conceived similarly when the dialogues include assessment of
occurring classroom activities (Ruiz-Primo, 2011).

Assessment conversations relate to interactionist DA because interactionist
DA employs dialogues/conversations to mediate learners, which is known as the term
“dialogic mediation” used by Poehner (2014). Conversations permit exchanges
between the expert and the less proficient ones such as between the teacher and
learners. This narrows the cognitive distance between what learners can do alone and
what they can do with assistance from the teacher, and what they can learn and do
from these exchanges (Hogan, 1997, as cited in Ruiz-Primo, 2011, p. 18). When
assessment conversations are administered to the whole class, the teacher can
incorporate one learner’s previous response or comments and use it to form the next
questions for others. The contribution that the previous learners made helps other non-

participating learners who are observing reach a new level of understanding.
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Occasionally, the benefits of assessment conversations are the teacher’s and peer’s
feedback or evaluation given indirectly to the observing learners who witness the
dialogic interactions (Ruiz-Primo, 2011). This is similar to the concept of group
dynamic assessment (GDA) in that the teacher co-constructs the zone of proximal
development with a learner group, and the secondary interactants learn from the
interaction between the teacher and the primary interactants. Additionally, when
learners have made errors while engaging in assessment conversations, the teacher
can use a strategy called debugging to guide them through indirect hints and questions
to enable them to notice and correct the errors by themselves. If the debugging fails,
the teacher can model the right answer (Ruiz-Primo, 2011), which is quite similar to
mediation in DA since it avoids direct explanation but guides learners to build their
knowledge.

However, assessment conversations or informal formative assessment are
different from DA. Can Dagkin and Hatipoglu (2019) distinguish informal formative
assessment from other types of classroom-based assessment (CBA) that are
administered by interaction. Conceptually, CBA is an umbrella term that includes
different types of assessment related to classrooms including dynamic, diagnostic, and
performance-based assessments which are designed differently from one another.
Poehner and Lantolf (2005) differentiate dynamic assessment (DA) from informal
formative assessment in that the former is systematic and theory-based since its
mediation is attuned to learners’ responsiveness and it simultaneously assesses and
promotes development. Mediation prompts, feedback, and questions are graduated
from implicit to explicit and are contingent to learners’ emergent abilities (Poehner,

2009). In contrast, informal formative assessment is unsystematic and unpredictable
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in classroom interaction. Can Daskin and Hatipoglu (2019) add that it includes only
the language ability that contingently occurs out of formally designed classroom
activities. Moreover, Rea-Dickins and Gardner (2000) caution that informal formative
assessment could overestimate or underestimate learners’ ability and misinform the
teacher causing improper instruction or no instruction when required. This led
Poehner and Lantolf (2005) to point out that DA reduces the probability of wrong
evaluation because of its systematic adjustment. In conclusion, assessment
conversations are part of interaction-based classroom assessments which differ in
purposes and designs.

2.1.5.2 Scaffolding and DA
Scaffolding is a term originated from Vygotsky’s sociocultural theory (1978).

In classroom, it means important, temporary assistance from a more skillful person to
help learners successfully complete a task and learn new skills and concepts. Once
learners know how to do something by themselves, scaffolding is withdrawn. Thus, it
is temporary by nature (Gibbons, 2002). One important thing is that new knowledge
taught should not be beyond the capacity of learners; in other words, it is within their
zone of proximal development (ZPD). The teacher must build on things that learners
can do individually (Gibbon, 2002). Thus, it poses a challenge on the teacher to
investigate the readiness of each learner and decide when and whether to scaffold or
to let them try through error by themselves (Tally, 2014). While scaffolding is
generally understood as giving support, it is not simplifying the task or adopting a
reductionist curriculum to meet the low expectations of learners. They should do
authentic, cognitively challenging tasks and receive enough support to carry out the

tasks (Gibbon, 2002; Tally, 2014). Wilson and Devereux (2014) have argued that
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scaffolding is not a plain synonym for support. Rather, it is the nature of support that
is important. They agree with Mariani’s (1997, as cited in Wilson & Devereux, 2014)
model of scaffolding as “high challenge, high support.” Learners should be
challenged with tasks that are appropriately above their current ability and receive
high support from more competent others. If they do high-challenge tasks but with
low support, they will become frustrated, lose confidence and interest, and might
choose a short-cut to plagiarize. On the other hand, low-challenge tasks with high
support would become busy work; in other words, large quantities of sub-tasks would
reduce the intellectual level of learners. Lastly, low-challenge tasks with low support
are perceived as irrelevant, pointless, and boring. In addition, Wilson and Devereux
(2014) caution that the increase in diversity of learner body and the wider access to
tertiary education placed more demand for effective scaffolding of academic
literacies.

It is obvious that both scaffolding and DA originated from Vigotsky’s
sociocultural theory (SCT) and are means to help learners reach the zone of proximal
development (ZPD). Poehner and van Compernolle (2011) explain that the term
scaffolding is pervasive in current discussions of curriculum and instruction and
formative assessment. It represents good teaching which the teacher firmly regards as
expertise in giving increasingly explicit mediation until the task is completed.
However, scaffolding lacks the theoretical basis of when to offer or withhold support
and how to calibrate the degree of support to let learners experience some struggle
before helping them to the ZPD. Although scaffolding shares similarities with DA
practices, DA researchers have minimally used the term scaffolding because DA has

emphasized on giving systematic mediation such as scripted sets of mediating
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prompts in many cases. Moreover, Lantolf and Thorne (2006) separated DA
mediation from scaffolding based on the goal. DA mediation is to lead learners to
concept development while the scaffolding is the learning of specific steps to
successfully complete the task. Nonetheless, Darvin and Donato (2013) point out that
scaffolding task completion and DA are not exclusively distinctive as both unite
learning and development. Scaffold is used in the early stages of DA sessions to
diagnose learners’ ZPD and to guide the subsequent mediation to develop a
conceptual understanding of a certain aspect of language either aimed for the
intervention or emerging spontaneously. In addition, their research suggested that
classroom DA can be complemented with small-group tasks with peer scaffolding.
The main characteristics of peer scaffolding found were repetition and use of first
language. Repetition in scaffolding was used to signal an error, share the
understanding, encourage, and help, whereas repetition in DA is often for signaling an
error. L1 was used to start and maintain small-group work, especially for lower-level
learners to build collaborative dialogue.

2.1.5.3 Feedback and DA

Feedback in DA is the mediation or assistance provided to promote the
learners’ self-regulation such as correcting their errors with the teacher’s mediation
(Herazo, Davin, & Sagre, 2019). In this section, the level of feedback, corrective
feedback, and the uptake of feedback are discussed.

Regarding the level of feedback, direct or explicit feedback is the one given
directly, while the indirect or implicit or facilitative feedback is the one given
indirectly (Aljaafreh & Lantolf, 1994; Bitchener, Young, & Cameron, 2005). For

example, direct feedback explicitly addresses an error and provides its corrected form
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while indirect feedback addresses an error with no corrected form provided. The
feedback that is used to correct errors is called corrective feedback. Panova and Lyster
(2002) divide corrective feedback into different types: recast, clarification request,
metalinguistic feedback, elicitation, explicit correction, and repetition. Recast is the
reformulation or expansion of an ill-formed utterance in an inoffensive way. It is
implicit feedback. A clarification request is an elicitation to make learners clarify their
ambiguous language. Metalinguistic feedback is to comment, inform, or ask learners
to think of the well-formedness of their utterance such as a reminder of using the right
tense for the intended meaning. Elicitation makes learners to self-correct. Explicit
correction is the direct indication of the wrong form and provision of the correct form.
Repetition is when the teacher repeats the ill-formed part with the intonation changed.
As corrective feedback deals with errors, taking Brown’s (2001) distinguishing
mistakes and errors might be useful for the teacher. Mistakes or local errors are
performance slips, which can be left uncorrected but errors or global errors are
competence errors, which need treatment even as little as a clarification request from
the teacher.

As for the uptake of feedback, Jang and Wagner (2014) identify factors that
impact the use of diagnostic feedback: individual, context, cultural influences, and
individual background. Regarding the individual factor, learners interpret external
feedback with their beliefs and goal orientation. They evaluate the feedback validity
and change their perceptions about learning progress and strategies. Dweck (1986)
creates a goal orientation theory to differentiate between mastery-oriented learners
and performance-oriented learners. Dweck (1986) Dweck and Leggett (1988) explain

that learners who hold a mastery goal-orientation enjoy challenging tasks and accept
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diagnostic feedback to improve their competence. However, those who hold a
performance goal-orientation are likely to avoid challenging tasks and seek easier
ones to reach success. Moreover, performance-oriented learners who think they have
low ability may see it as irremediable. They may view diagnostic feedback on their
weaknesses negatively as it brings shame, anxiety, and boredom which lowers self-
esteem and devalues the task. Therefore, Hoska (1993, as cited in Jang and Wagner,
2014) suggests that diagnostic feedback should reorient learners to see that efforts can
improve ability and that failure and mistakes are part of the developmental path. The
second factor that affects learners’ use of feedback and goal orientations is the
learning and assessment context. Highly competitive and performance-oriented
classroom environments might create adverse effects from the feedback given (Jang
and Wagner, 2014). Thus, classroom environments should provide an opportunity for
learners to improve their skills rather than focus on grades or scores (Ames, 1992).
The last two factors including cultural influences and individual background are
reflected in the teacher’s delivery of feedback. Still, interpreting learners’ use of
feedback should not rely on stereotypes. (Hyland & Hyland, 2006). Jang and Wagner
(2014) recommend that future research develop a rich analysis of the interactions
between learner differences and the social context of assessment, and mentioned that
research addressing learners’ roles in the uptake and use of feedback is insufficient.
DA proponents have given useful remarks on feedback and DA. If the product
of learning is the goal rather than the process, explicit corrective feedback should be
preferable. Nonetheless, DA favors the process to yield development that arises from
learners’ responsibility and control. Such development moves from other-regulation

to self-regulation. Hence, explicit corrective feedback impedes the determination of
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how much regulation learners are developing, which conceals or stops the process of
development. Furthermore, DA targets ZPD, and ZPD needs both implicit and explicit
mediation which is regulated by learners’ responsiveness to teacher mediation
(Aljaafreh & Lantolf, 1994; Lantolf & Poehner, 2010). For example, Aljaafreh and
Lantolf (1994) exemplify 12 levels of assistance from the most indirect or implicit to
the most direct or explicit feedback representing a continuum from learners’ self-
regulation in detecting errors to the teacher’s regulation in providing examples for
clarification. Moreover, Jang and Wagner (2014) suggest that immediate feedback
plays a vital role in DA especially for low-proficiency learners when they are working
on challenge tasks because their cognitive load can be lowered when tasks are

scaffolded with facilitative or indirect feedback.

2.2 English Academic Vocabulary

This section describes English academic vocabulary in four folds including
vocabulary knowledge, English academic vocabulary, vocabulary teaching and
learning, and vocabulary assessment.

2.2.1 Vocabulary Knowledge
Word definition and the aspects of vocabulary knowledge are discussed in this

section. Read (2000, p. 1) defined words as “the basic building blocks of language,
the units of meaning from which larger structures such as sentences, paragraphs, and
whole texts are formed.” Stahl (2005) mention that vocabulary knowledge implies
knowing both word definition and its appropriate use in the four main skills to
communicate in the world. In terms of linguistics, Fromkin, Rodman, and Hyams
(2017) contend that the word meaning is presented in the mind or what is called the

mental lexicon, although it is challenging to specify precisely. Thus, the meanings are
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not the same as in a conventional dictionary but consist of reference and sense. The
reference is the association with the referred object, and the object itself is called the
referent. The sense is the additional elements of meaning that contain “the
information needed to complete the association and to suggest properties that the
referent may have, whether it exists in the real world or the world of imagination”
(Fromkin et al., 2017, p. 149).

In terms of vocabulary knowledge for speakers of other languages, Bogaards
(2000) suggests learning lexical units instead of words. The aspects of lexical units
include form, meaning, morphology, syntax, collocates, and discourse, which
encompass the knowledge of style and register for particular discourse. Qian (2002)
creates a framework of vocabulary knowledge to cover four fundamentally
intertwined dimensions: vocabulary size, depth of vocabulary knowledge, lexical
organization, and automaticity of receptive-productive knowledge. Vocabulary size is
the number of words of which learners have at least partial knowledge. Depth of
vocabulary knowledge includes characteristics of words, i.e. phoneme, grapheme,
morpheme, semantics, syntax, collocation, phraseology, frequency, and register. The
lexical organization includes storing, connecting, and representing words in a
learner’s mental lexicon. Lastly, automaticity of receptive-productive knowledge
involves the necessary processes to access word knowledge for receptive and
productive use, including encoding and decoding phonology and orthography,
retrieving structural and semantic features from the mental lexicon, integrating and
representing lexis and semantics, and parsing and composing morphology. However,
the factors in each dimension vary in their strength depending on different receptive

and productive processes. Nation (2011) summarizes the nine constructs of
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vocabulary knowledge under the most basic level consisting of form, meaning, and

use areas as displayed in Table 5. The distinction between receptive and productive

terms is represented by the letters R and P, respectively. Generally, receptive word

learning and use tend to be easier than productive one (Nation, 2011).

Table 5 The nine constructs involved in knowing a word (Nation, 2011, p. 27)

Form Spoken

Written

Word parts

Meaning Form and

meaning

Concept and

referents

Associations

Use Grammatical
functions

Collocations

R

P

What does the word sound like?

How is the word pronounced?

What does the word look like?

How is the word written and spelled?
What parts are recognizable in this word?

What word parts are needed to express the meaning?

What meaning does this word form signal?

What word form can be used to express this
meaning?

What is included in the concept?

What items can the concept refer to?

What other words does this make us think of?

What other words could we use instead of this one?

In what patterns does the word occur?
In what patterns must we use this word?
What words or types of words occur with this one?

What words or types of words must we use with this
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one?
Constraintson R Where, when, and how often would we expect to
use (register, meet this word?

frequency...) P Where, when, and how often can we use this word?

2.2.2 English Vocabulary Word Lists

In this section, classifications of words are described to prepare the ground for
understanding academic vocabulary. First, the word-family lists are discussed to
understand word frequency and then differences between the word family and lemma
are illustrated. Next, academic word lists are described and compared and followed by
the reasons to choose a particular academic word list in this study.

2.2.2.1 The Word Family Lists

Nation (2001) classifies four types of vocabulary based on frequency in a text.
They are high-frequency words, academic words, technical words, and low-frequency

words.

High-frequency words are words that appear the most frequently and cover

almost 80% of the running words in the text. They include function words

and content words.

- Academic words are words that commonly appear in different kinds of
academic texts and cover around 9% of the running word.

- Technical words of a particular subject area are common in such an area
but not in the others. They cover about 5% of the running words in a text.

- Low-frequency words cover more than 5% of the words in an academic

text, but they are the biggest group of words in the language. They include

words that are almost included in the high-frequency list, proper nouns,
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words for other subject areas, and words that are rarely met.

Nation (2006) organizes millions of English words by frequency and creates
the 14 1,000 word family lists based on 100,000,000 tokens, known as running words
or the unit of counting every word, in British National Corpus (BNC) (Nation &
Beglar, 2007). The purpose is to include all the most frequent and important words
necessary for English reading and listening of authentic materials to estimate the
number of words needed to comprehend such materials. The first 1,000 words and the
proper nouns tend to vary the text coverage to the greatest extent, and it is estimated
that 98% of text coverage is needed for unassisted comprehension, which means a
language learner should possess 8,000 to 9,000 word families for a written text and
6,000-7,000 for a spoken text (Nation, 2006). Remarkably, BNC includes a
considerable number of spoken languages, which are 10 million running words, and
roughly 4.2 million of them are from informal conversation (Brezina & Gablasova,
2015). To understand the accountability of each frequency level, Nation (2006, p. 79)
illustrates the percentage of word coverage as shown below:

“1. ...The first 1,000 plus proper nouns cover 78%-81% of written text,

and around 85% of spoken text.

2. The fourth 1,000 and fifth 1,000 words provide around 3% coverage of

most written text, and 1.5%-2% coverage of spoken text.

3. The four levels of the sixth to ninth 1,000 provide around 2% coverage

of written text and around 1% coverage of spoken text.

4. The five levels of the tenth to fourteenth 1,000 provide coverage of

less than 1% of written text and 0.5% of spoken.”
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The up-to-date word family lists nowadays are the BNC/COCA word family
lists which contain headwords from the 25,000 the British National Corpus (BNC)
and the Corpus of Contemporary American English (COCA) (Nation, 2020). The lists
are designed for learners of English as a foreign language (EFL) as the primary target
users and consist of 28 word family lists. Most of the survival vocabulary and 319 of
570 families of Coxhead’s Academic Word List (AWL) are in the first 1000 list,
while 473 of 570 families are in the first to third 1000 lists. The words reflecting EFL
learners’ purposes such as studying English, foreign traveling, the Internet, course
books, and graded readers appear early in the lists. Specifically, the first and second
1,000 word family lists are established from both spoken and written words in British
and American spoken English, movies and TV programs, fiction, and texts for young
children are included. Thus, these two word family lists in the BNC/COCA contrast
with those from the BNC because the latter is largely influenced by the formal written
nature of the corpus. In summary, the BNC/COCA word lists are suitable for
designing a language course and teaching English as a foreign language.

There are two things to consider when choosing words from the word family
lists. First, they include both general words and academic words (Nation & Beglar,
2007). However, general words and academic words can be separated. Second, the
difference between a word family and a lemma affects the word lists chosen for
beginners and intermediate learners. Word families combine members of both
inflectional and derivational affixes. In contrast, a lemma is a stem form (the
headword) and inflections of the same part of speech of the headword only, for
example, the stem “pause” (noun) includes pause (n.) and pauses (plural n.) (Stoeckel,

Ishii, & Bennett, 2020). Thus, a word family is bigger in the number of the included
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words than a lemma and can consist of more than one lemma. For instance, the
members of the word-family “abbreviate” include two lemmas. The first one is the
“abbreviate” lemma consisting of abbreviate, abbreviates, abbreviated, and
abbreviating, and the second one is “abbreviation” lemma consisting of abbreviation
and abbreviations. The rationale behind the use of using word-families is that “when
reading and listening, a learner who knows at least one of the members of a family
well could understand other family members by using knowledge of the most
common and regular of the English word-building devices” (Nation, 2006, p. 67).
Therefore, it seems appropriate to measure receptive vocabulary size, because learners
who have some knowledge of word-building devices, or morphology, understand the
relationship of regularly affixed members. As a result, the vocabulary size test by
Nation and Beglar (2007) is built following the rationale of the word family.
However, there has been constructive criticism of the word lists by word
families particularly the issue of meaning transparency (Brezina & Gablasova, rachel;
Gardner & Davies 2014). This issue is due to the semantic distance of the family
members under the same word family. For instance, to train (v) and trainers (n =
shoes), please (v/adv) and unpleasantly (adv), and part (n/v/adj/adv) and particle (n).
As can be seen, meaning problems occur because the word family does not separate
grammatical parts of speech. More examples are the words proceeds (v = continues)
and proceeds (n = profits) are gathered under the same word family (Gardner &
Davies, 2014). As a result, it seems that learners must rely on morphological skills, or
word-building devices, to understand the family members. To do morphological
analysis, learners must rely on existing vocabulary knowledge, which, unfortunately,

is limited for beginners (Nagy, 2007). Consequently, beginners have not mastered
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morphological skills to understand the inflectional and derivational affixes to use
word families (Brezina & Gablasova, 2015; Gardner & Davies 2014). In addition,
second language adults and school children attain derivational affixes such as those
forming nouns and adjectives much after inflectional suffixes that indicate grammar
properties (Gardner, 2007; Nippold & Sun, 2008). In conclusion, several scholars
advocate lemmas, which refer to words from the same stem, of the same part of
speech, and linked by inflectional suffixes only, to be used for pedagogical word lists
for beginners and intermediate learners of English instead of word families (Brezina
& Gablasova, 2015; Gardner & Davies 2014; Schmitt & Zimmerman 2002).

2.2.2.2 Academic Word L.ists

This section describes the background of the academic word list and the four
recent academic word lists, namely, Coxhead’s (2000) Academic Word List (AWL);
Browne, Culligan, and Phillips’s (2013a) New Academic Word List (NAWL);
Gardner and Davies’ (2014) Academic Vocabulary List (AVL); and Oxford Phrasal
Academic Lexicon (OPAL) by Oxford Learner’s Dictionary. These four academic
word lists are considered of contemporary use. Then, the comparison of the four lists
is discussed followed by the reasons to choose an appropriate list for this study.

Academic word lists are the compilation of the most frequently occurring
academic words from various academic disciplines for teaching and learning
academic vocabulary as well as research (Therova, 2020). Two main approaches
guide the creation of academic word lists. The first approach is to set the academic
words as an appendage of the general high-frequency words by assuming that learners
have already learned the general words. This first approach is employed for

Coxhead’s (2000) AWL and Browne et al.’s (2013a) NAWL. The second approach
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does not assume that learners have previously mastered general words. The second
approach is employed in Gardner and Davies’ (2014) New Academic Vocabulary List
(AVL) and Oxford Phrasal Academic Lexicon (OPAL) by Oxford Learner’s
Dictionaries. Both approaches have the advantage of establishing the most prevalent
academic words (Therova, 2020). These four lists are general academic word lists to
be used across various academic disciplines. However, the caution is that learners
may misunderstand that studying one or more of these academic word lists would be
enough for every field (Hyland & Tse, 2007). Durant (2016) cautions learners to
consider them following their premise to merely show more useful words than others.
The four academic word lists are discussed in detail as follows.

A. The Academic Word List (AWL)

Coxhead (2000) has developed the Academic Word List (AWL) consisting of
570 words from Coxhead’s (1998) academic corpus consisting of around 3,513,330
million words or written academic texts. The corpus included four subcorpora: arts,
commerce, law, and science; each has seven subject areas. 64% of texts were from
New Zealand, 20% from Britain, 13% from the USA, 2% from Canada, and 1% from
Australia. As for text coverage, AWL covers around 10% of its source academic
Corpus (Coxhead, 2000). Nevertheless, Coxhead (2016) mentioned two new lists
representing progress in the academic vocabulary area: one was by Browne, Culligan,
and Phillips (2013a) and the other was by Gardner and Davies (2014)

B. The New Academic Word List (NAWL)

The New Academic Word List (NAWL) is built after the creation of their New
General Service List (NGSL) and excludes the words from NGSL (Browne, Culligan,

and Phillips, 2013a). It comprises 960 academic words. The corpus for creating
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NAWL is of 283 million words by including academic texts from the Cambridge
English Corpus (CEC) (86.3%), well-known academic textbooks (12.6%), and an oral
corpus (1.1%) created by MICAS (Michigan Corpus of Academic Spoken English)
and BASE (British Academic Spoken Corpus) (Therova, 2000). In terms of coverage,
the coverage of the NAWL is not reported alone but together with NGSL, and both
cover 92% of the source corpus. Given that NGSL covers 86% of the source corpus, it
is assumable that NAWL covers the other 6% (Therova, 2000). In addition, as the
NAWL is more recent than Coxhead’s (2000) AWL, Browne et al. (2013Db) state that
when the NGSL and NAWL are combined, they produce around 5% more text
coverage than when General Service List (GSL) by Buaman and Culligan (1995) are
combined with the AWL. What is ambiguous about NAWL is that the methodology is
unspecified, but it may have been created with a modified lexeme approach the same
as NGSL. Nevertheless, Therova (2000) points out the disadvantage of this approach
that it combines different parts of speech of words with inflection suffixes, which can
result in grouping words with different meanings.

C. The New Academic Vocabulary List (AVL) by Gardner and Davies
(2014)

Gardner and Davies (2014) develop the new Academic Vocabulary List
(AVL) from a 120-million-word academic subcorpus of the Corpus of Contemporary
American English (COCA) of 425 million words. The subcorpus includes nine
academic disciplines: education; humanities; history; social sciences; philosophy,
religion, psychology; science and technology; medicine and health; and business and
finance. The enormous size of 120 million words is almost 35 times larger than

Coxhead’s (AWL). Unlike the AWL which uses word families to select words, the
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AVL uses lemmas to select word forms, functions, and meanings more accurately,
because lemmas count only words with inflectional suffixes of the same part of
speech. The final product consists of 3,015 lemmas or around 2,000 word families.
The methodology for deriving the list is thorough (Therova, 2020). Gardner and
Davies ensure that the source corpus, from which the list is derived, represents
contemporary English. In addition, they have tested the validity and reliability of the
list by testing it against academic and non-academic corpus. Their methodology to
select academic words excludes general high-frequency words and discipline-specific
and technical words.

D. Oxford Phrasal Academic Lexicon (OPAL) — Written Words

OPAL is developed by Oxford Learner’s Dictionaries to provide the most
important words that learners should know for academic writing and speaking. It
consists of four word lists: written words, spoken words, written phrases, and spoken
phrases. To compare single academic words, the written words of OPAL are to be
explained. They include 1,200 words organized into 12 sub-lists. Each sub-list
contains 100 words. Each word is shown with its part of speech. Sub-list 1 has the
most important words and is recommended for beginners while sub-list 2 has the next
most important words, and so on. The corpus used to derive the written words is the
71-million-word Oxford Corpus of Academic English (OCAE) comprising academic
texts published by Oxford University Press in four subject areas: physical sciences,
life sciences, social science, arts, and humanities. The methodology to select words is
keyword analysis to pinpoint the most important words in academic settings and is not
based on any general word lists. The words in OPAL are automatically linked to

Oxford Learner’s Dictionary of Academic English and Oxford Advanced Learner’s
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Dictionary. Thus, when learners click the word, they are directed to the dictionaries’

websites to learn the word meaning, usage, and example sentences (Oxford Learner’s

Dictionaries, 2021). However, little detail is known about the methodology. Besides,

no percentage of coverage in the source corpus is reported (Therova, 2020). The

comparison of all academic word lists is in Table 6.

Table 6 The taxonomy of academic word lists (adapted from Therova, 2020, pp. 9-10)

Name Coxhead’s Browne et al.’s Gardner and  Opal single

(2000) AWL  (2013) NAWL  Davies’s written words
(2014) AVL

Appendageto  West’s (1953) Browne etal.’s  None None
GSL (2013) NGSL

Corpus size ~3.5 million 283 million > 120 million 71 million

Source - 414 academic - Academic - 13,000 recent - Academic

corpus/text texts in 1960s- CEC (86.3%) academic texts texts published
1990s in NZ -Textbooks from the by Oxford
Britain, USA, (12.6%) COCA University
Canada, - Oral Corpus: Press
Australia MICASE and

BASE (1.1%)

Methodology  Range, Not specified Ratio; Range;  Keyword
Frequency, and Dispersion; analysis
Specialized Discipline
occurrence measure
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Size and 570 words 960 words in 3,015 lemmas 1,200 words
organization families (3,110 alphabetical (~2,000 word  with 12 sub-
word types) order with families) lists
with 10 sub- inflected forms  placed
lists by frequency
Reported 10% of the NGSL+NAWL  13.8% of the Not reported
coverage source corpus = 92% of the source corpus

Source corpus

In this study, the academic words were from Gardner and Davies’ (2014) AVL
for several reasons. First, it does not assume that learners already know general high-
frequency words and it is not an appendage to any general word list. As this study
aimed to help low proficiency learners, it assumed that they may not master all general
high-frequency words. This list includes high-frequency words from academic texts that
learners need to know. Second, its corpus size is considerably large as it is the second-
largest among the four lists, which adds more credibility because the words are derived
from an enormous number of academic texts. In addition, the source texts are rather up
to date as recent as the year 2011. Third, the methodology to create the list is thorough
without subjective judgment. Fourth, because it is created by using lemmas, this could
eliminate the confounding meaning-distance issues of word families including all parts
of speech under the same headword. Users can be certain that the lemmas in the list,
with a specific part of speech, represent the most frequent meaning of such academic
words. Last, it provides reported coverage of its corpus. In short, these reasons seemed

to sufficiently justify the use of the AVL in the present study.
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2.2.3 Vocabulary Teaching and Learning
This section covers four topics: vocabulary comprehension, principles of
vocabulary
teaching and learning, vocabulary learning strategies for beginners based on empirical
research, and strategy instruction framework (CALLA) that was used in this study.

2.2.3.1 Vocabulary Comprehension

This section discusses the topics related to vocabulary comprehension in terms
of the L2 acquisition process and intralexical factors that make words easy or difficult
to understand.

A. L2 Acquisition Process

Jiang (2004) explains that L2 vocabulary acquisition consists of two
dimensions. The first dimension is related to vocabulary size or breadth. It focuses on
the status of a lexical entry in the mental lexicon including the first registration of a
word in the memory, retention, consolidation, and automatization. The emphasis is on
knowing the meaning of new words. The second dimension is referred to as
vocabulary depth or richness. It focuses on the refined content of a lexical entry
including the expansion and enrichment of lexical information. Learners are involved
in the processes that help them know more about words such as a word’s form
properties yielding better pronunciation and morphosyntactic properties yielding the
correct use of a word in various syntactic environments.

Furthermore, Jiang (2004) mentions that knowing the meaning of new words
is a developmental process, which can be divided into two stages: the comprehension
stage and the developmental stage. The comprehension stage is the first understanding

of a word’s meaning or the mapping of lexical form and meaning. Pavic¢i¢ Takac
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(2008) points out that L2 vocabulary acquisition is unlike L1 vocabulary acquisition
as L2 learners already possess well-established conceptual and semantic systems
connected to L1. Thus, L2 acquisition usually arises from mapping the new L2 words
to the pre-existing L1 conceptual meaning or translation equivalent, especially in the
initial stages of acquisition. Jiang (2004) adds that this mapping occurs regardless of
the teaching technique used to teach the new words. When learners understand the
meaning of the L2 word, a strong link between L2 and L1 is formed although L1 is
not used in the meaning-making process. The goal of the comprehension stage is to
understand the main meaning of the new words within the pre-existing semantic
system or concept. In contrast, the developmental stage requires learners to develop
semantic content specific to L2 or restructure the contents that are transferred from L1
because the translation equivalents of L1 and L2 may not yield the same semantic
properties. The goal of the developmental stage is for learners to check the original
content of a new word against its other meanings in different contexts.

Adult language learners rely on L1 to understand new L2 words (Jiang, 2004;
Nation, 2011; Swain & Lapkin, 2000), so the influence of L1 on L2 acquisition is
discussed. According to Swan (2001), some kind of equivalent hypothesis such as the
matching between L1 and L2 is likely to happen especially in the early stages of
second language learning because making crosslinguistic correspondences helps
learners manage to learn new languages. As a result, L1 influence contributes to
errors and correct forms in an interlanguage. However, the equivalent hypothesis can
fail for many reasons. Some are shown in the following.

- Learners may simply misinterpret a word or expression of a new language.
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- Learners may interpret the reference of a new word correctly but cannot
understand
all its semantic and structural properties.
- The words in the two languages are not exact equivalents. Each might have
more than
one translation.
- Different parts of speech between the two equivalents can raise serious
problems.
- Some L2 words may not have L1 equivalents at all, and learners may
overlook them
because they are difficult to manage.
- In some cases of language production, the L2 words that learners produce do
not
cause errors but may be inappropriate in style. Alternatively, learners may
systematically avoid L2 counterparts that are less congruent with their L1.
For
example, a Chinese learner would rather use “yield” rather than “give in.”
Swan (2001) explains that word-storage strategies in the bilingual lexicon
could account for consistent errors of L2. Words are held in memory with the network
of associations. The network between words in one language is augmented by
connections with words in the other language. Meara (1984, as cited in Swan, 2001)
suggest that different languages may prefer different techniques to store and handle
words. When L1 and L2 are poorly matched, it seems possible that ill-adapted

strategies for handling words would result in inappropriate L2 entries in memory and
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create difficulty for learners. For instance, English learners may fail to store French
genders and Chinese tones properly to learn new words.
B. Intralexical Factors of a Word
Laufer (2001) outlines the intralexical factors or the intrinsic properties of the
word, which might affect its learnability related to the word’s form and meaning. In
other words, they can make a new non-native word easy or difficult for learning.
Table 7 summarizes some intralexical factors that affect the learning of words.

Table 7 Intralexical factors which affect vocabulary learning (Laufer, 2001, p. 154)

Facilitating factors Difficulty-inducting Factors with no clear
factors effect

Familiar phonemes Presence of foreign
phonemes

Phonotactic regularity Phonotactic irregularity

Consistency of sound- Incongruency in sound-

script script
relationship Relationship
Word length
Inflectional regularity Inflectional complexity

Derivational regularity Derivational complexity

Morphological Deceptive morphological
transparency Transparency
Synnoformy

Part of speech

Concreteness/abstractness
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Generality Specificity

Register neutrality Register restrictions
Idiomaticity

One form for one One form with several

meaning Meaning

According to Table 7, Laufer (2001) clarifies that learners’ L1 system highly
determines the ease or difficulty of the phonology of the new non-native word
because learners need the ability to discriminate the phonemes. Phonotactic regularity
or a familiar combination of phoneme features is to help in knowing, saying, and
remembering the word. Regarding inflections and derivations, Milton (2009) notes
that the regular and the most frequent inflections and derivations tend to be learned
first and they generally are lemmas. Laufer (2001) further clarifies that irregular
inflectional features such as plural forms and verb tense forms make words difficult to
learn because learners must bear more learning load on complex forms. Derivational
complexity resulted from the lack of regularity of which morphemes can combine and
the multiple meanings of the combination can create difficulty for learners. For
example, “preview” is right but “anteview” is wrong, and “overthrow” can mean both
turning over and bringing destruction to something. A deceptive transparency word is
a special case of difficulty because it looks as if it consists of meaningful morphemes,
but it does not such as “outline” and “discourse.” All in all, the ability to decode a
word’s morphemes can indeed promote recognizing a new word and producing it
later. Synoforms are lexical forms that share similar characteristics. General

synoforms are similar in the number of syllables, syllabic position of a segment, stress
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patterns, and part of speech. Specific synoforms include ten categories but the most
problematic is the same form with different suffixes such as intelligible/intelligibility,
nutrition/nutritious, and the same consonants but different vowels such as adopt/adapt,
proceed/precede. However, Laufer (2001) suggests that the teacher should warn
learners not to heavily rely on word morphology when practicing guessing word
meaning from context and not to interpret the sentence meaning based on individual
words because some words may be pseudofamiliar; that is, they look familiar but they
do not. The word’s meaning should be analyzed with a wider context.

2.2.3.2 Principles of Vocabulary Teaching and Learning
Many scholars have proposed ways for effective vocabulary teaching and

learning such as Hunt and Beglar (2002), Coxhead (2000), Nation (2006), Nation
(2011), Schmitt, Bird, Tseng, and Yang (1997), Schmitt (1997), and Watts (1995) to
name a few. Coxhead (2000) suggests ways to teach academic vocabulary that
teachers can use the Academic Word List (AWL) to set vocabulary goals for English
for Academic Purposes (EAP) courses. They can judge the density of academic words
and low-frequency words in academic texts and adapt the texts to suit the proficiency
of their learners. Moreover, a well-balanced course should provide opportunities to
study words through direct teaching such as teacher explanation, exercises, word
cards, and incidental learning, including seeing the words in massage-focused reading
and listening and using them in speaking and writing. Finally, teaching prefixes,
suffixes, and stems could help learners learn the AWL as more than 82% of them are
from Greek and Latin.

Hunt and Beglar (2002) suggest three approaches to vocabulary teaching and

learning: incidental learning, explicit instruction, and independent strategy
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development, each is presented in principles. As this research study aimed to help low
proficiency students acquire new words, the literature review emphasizes learners in
the beginner level.

The first approach, incidental learning, is presented in principle 1 below.

Principle 1: Learners should have opportunities for extensive reading and
listening.

To familiarize learners with extensive reading, teachers should devote some
class time for them to read silently for a sustained period. After they develop a
sustained reading habit, they should do extensive reading out of class. However,
incidental vocabulary learning also has restrictions because L2 beginning learners
may not benefit from it because they have limited vocabulary knowledge that prevents
them from reading extensively (Nation, 2002). Therefore, low-proficiency should read
graded readers as they contain a great deal of high-frequency vocabulary (Hunt &
Beglar, 2002). Recent research by Sabbah (2018) shows that incidental learning is
appropriate for all proficiency levels as the results revealed that advanced students
performed incidental word learning equally well as low-ability students. Finally,
incidental learning seems to occur by implicit instruction because it requires
abundance of contexts and exposures to the target vocabulary items (Nation, 2001).

The second approach, explicit instruction, is presented in principles 2, 3, 4,
and 5.

Principle 2: Teachers should diagnose which of the 3,000 most frequent words
learners should study.

Hunt and Beglar (2002) refer to a suggestion made by Laufer (1992) that the

minimum number of 3,000 words is for effective reading at the university level and
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5,000 words for academic success. This number encompasses the 2,000 high-
frequency words in West’s (1953) GSL and 800 general academic words in Xue and
Nation’s (1984) University Word List. The priority of learning the high-frequency
word is stressed in Nation (2006, p. 63) as “it is assumed that both native- and non-
native-speaking learners acquire vocabulary largely in the order of its range and
frequency. High-frequency and wide-range words are generally learned before lower-
frequency and narrower-range words.” In sum, Hunt and Beglar (2002) suggest
estimating the vocabulary size of learners.

Principle 3: Learners should have opportunities to learn vocabulary
intentionally.

Learners need to listen to the pronunciation and practice saying the words
aloud. The stress and syllable structure are the means to store the words in memory.
They should learn semantically unrelated words, and teachers should avoid teaching
words with similar forms and close meanings. Furthermore, studying words in several
short consecutive sections is more effective than in one or two long sessions, and
repetition and review should follow the newly learned word immediately. Five to
seven words should be learned at a time, so teachers should divide a large group of
words into small groups, and newly learned words can be linked to previously learned
words and a relationship should be formed (Watt, 1995; Prince, 1996). Additionally,
word information can be added such as parts of speech, sentence examples, and
keyword images. Last but not least, teachers should employ activities that promote a
deep thinking process and retention. Schmitt et al. (1997) mention modern
psycholinguistic research that thinking deeply about the word or using a high level of

cognitive effort is essential in remembering the word’s meaning.
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Principle 4: Learners should have opportunities to elaborate word knowledge.

There are many aspects of word knowledge such as grammatical patterns,
prefixes, suffixes, usage in receptive and productive skills. Thus, teachers should
carefully select words that are worth deep processing and practicing and which
aspects of word knowledge aspects will be most beneficial for their learners.
Elaborating word knowledge means that learners should connect what they already
know to new information of the word or expand their word knowledge. Teachers
should provide various exercises that can deepen learners’ word knowledge such as
using words in a new context, word categorization, semantic map, tree diagram,
matching derivations and inflections as well as synonyms and antonyms (Hunt &
Beglar, 2002).

Principle 5: Learners should have opportunities to develop fluency with
known vocabulary.

Fluency occurs from learners recognizing or using known words in familiar
grammatical and organizational patterns without a doubt. Therefore, activities that
build fluency recycle the known words. Watts (1995) concur that learners should
encounter the same newly learned words many times in a diverse context for effective
vocabulary instruction. Schmitt and Carter (2000) describe that vocabulary acquisition
is gradually built; consequently, learners should be exposed to a newly taught word
repetitively to consolidate it in their minds. Moreover, Hunt and Beglar (2002)
propose that sight words, or words that learners can automatically recognize their
appearance and can build fluency through extensive reading and studying high-
frequency words. Furthermore, teachers should teach learners to practice looking at

words in groups rather than a single word when reading. Fluency development is one
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of the four strands of a well-balanced language course resulting from research on
second language acquisition. The others include meaning-focused input, meaning-
focused output, fluency development, and language-focused instruction. (Nation,
2002).

The last approach, independent strategy development, is in principles 6 and 7.

Principle 6: Learners should try guessing word meaning from context.

Guessing from context is useful for vocabulary learning although it may not
help learners truly understand word meaning and form. This strategy may contribute
to the understanding of word knowledge such as collocation, association, and
grammatical patterns when learners pay close attention to context. Moreover, high-
proficiency learners seem to use this strategy better than low-proficiency learners. If
learners guess the meaning wrong or partially correct, they should analyze the correct
meaning and why it is more appropriate to the context (Hunt and Beglar, 2002). In
addition, Watts (1995) proposes that learners should learn new words in a meaningful
context, and teachers should activate their background knowledge and experience
when they teach new words. Recent research by Sabbah (2018) shows that learners in
the guessing from context group scored higher than those in the dictionary-learning
group. Besides, guessing from context improved the vocabulary learning of the high-
and low-ability learners more than the intermediate level learners.

Principle 7: Teachers should introduce different types of dictionaries and teach
how to use them. The skill to use dictionaries is likewise recommended by Nation
(2011) and Watts (1995). Learners should be trained to study the entry of a word,
including all the presented information that belongs to the word such as

pronunciation, inflected forms, accompanying pictures, example sentences, and
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etymology. Teachers should help learners see the usefulness of example sentences
that illustrate the collocation, grammar, and pragmatics of the words. Lastly, teachers
should guide learners to understand the word’s original context clearly as it
determines the sense of the word to be chosen from the dictionary (Hunt & Beglar,
2020).

As can be seen, the principles abovementioned included vocabulary learning
strategies. Schmitt, Bird, Tseng, and Yang (1997) mention that language learning
strategies empower learners to be independent learners. Nation (2001) suggests
teaching learners vocabulary learning strategies to expand their vocabulary
knowledge. More recent research by Mungornwong (2016) indicates that vocabulary
learning strategies linked vocabulary size to reading comprehension stronger than
vocabulary depth and reading strategies. Schmitt (1997, p. 207) comes up with a
taxonomy of vocabulary learning strategies and categorizes them into two strategy
groups: “strategies for the discovery of a new words’ meaning” and “strategies for
consolidating a word once it has been encountered.” These two groups contain
different types of strategies including determination, social, memory, cognitive, and
metacognitive strategies. This taxonomy of vocabulary learning strategies has been
widely employed and adapted for many research studies such as Attachoo and
Chaturongakul (2015), Mungkornwong (2016), Pookcharoen (2016), Puagsang
(2018), and Vo and Jaturapitakkul (2016).

In conclusion, Nation (2001) and Schmitt (2002) summarize that successful
vocabulary teaching should employ a balanced mix of incidental learning activities
and explicit instruction. However, Hunt and Beglar (2002) stress that explicit

instruction tends to be the best to teach beginning and intermediate learners who have
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minimal vocabulary. This view agrees with Nation’s (2011) saying that beginner and
intermediate learners should learn the first 2000-3000 words explicitly. After their
vocabulary size and depth expand, they may gradually do extensive reading and
independent strategies. Furthermore, teachers have to include various activities and
exercises in all the approaches: incidental learning, explicit instruction, and
independent strategy development, to teach vocabulary to learners. The learners’ level
and the educational goals of the program will design which activities should receive
more emphasis.

The selected vocabulary learning strategies in this study are discussed in the
next section.

2.2.3.3 Vocabulary Learning Strategies for Beginners Based on
Empirical Research
Since vocabulary learning strategies should be taught to enable learners to

learn words and become independent learners (Nation, 2001; Schmitt et al. 1997), this
section discusses four vocabulary learning strategies based on the current
experimental studies on vocabulary learning strategies that have been effectively
employed by low proficiency university students in the English as a foreign language
(EFL) context. For each strategy, the contents start with the background and proceed
to existing empirical research.

A. Analyzing Affixes and Roots
This section describes the background of word parts consisting of affixes and

roots, the importance of word part knowledge on learning academic vocabulary,
suggestions on choosing and introducing affixes to learners, and empirical research

regarding morphological analysis and beginners.
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Word parts are parts that can make up a word. They are known as affixes and
roots and are one of the constructs of vocabulary knowledge defined by Nation
(2011). Affixes and roots are morphemes which are the minimal units of meaning that
form many words in English. Affixes are bound morphemes that are not words by
themselves but are attached either to the beginning (prefixes), the end (suffixes), the
middle (infixes), or the beginning and end of a word (circumfixes). Roots are free
morphemes. They are words that can stand alone by themselves and carry the core
semantic content (Fromkin et al., 2017). In English, affixes are divided into
derivational morphemes and inflectional morphemes. Derivational morphemes
included prefixes and suffixes. When they are added to a word or root, they create a
new word with a new meaning, which is called a derived word or derivative.
Examples of prefixes are un-, dis-, and im-, and examples of suffixes are -ion, -ize,
and -ful. Inflectional morphemes have grammatical functions that indicate third-
person singular present (-s), past tense (-ed), progressive (-ing), past participle (-en),
plural (s), possessive (’s), comparative (-er), and superlative (-est). Inflectional
morphemes are productive because they apply flexibly to most words, but derivational
morphemes vary greatly in their productivity (Fromkin et al., 2017). Milton (2009)
suggests that the most regular and frequent inflections are likely to be learned earliest.
Derivational morphemes are considered less frequent affixes and are learned quite
late. Moreover, vocabulary size seems to link with affix learning. Learners may need
a large vocabulary size before mastering complex word structures. Having decent
amount of vocabulary size also corresponds with Sasao and Web (2017) who propose

that learners derive the meaning of an unknown word from the known word.
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Analyzing affixes and roots is one of Schmitt’s (1997) vocabulary learning
strategies (VLS) to discover word meanings and thus help learners acquire plenty of
words to their English vocabulary repertoire. To acquire new words, derivational
morphemes including prefixes and suffixes are of great importance as they create new
meanings rather than grammar which is created by inflectional morphemes. More
importantly, the knowledge of prefixes and suffixes can help learners learn lower-
frequency words that may be omitted from direct instruction in class (Sasao & Webb,
2017). As Xue and Nation (1984) mention, academic words belong to the lower-
frequency word level, and affixes are likely to help learners derive the meaning of
academic words. Coxhead (2011) points out that many English academic words have
affixes particularly prefixes. However, the teacher should not overwhelm learners
with too many affixes but should regularly introduce them, preferably by frequency
and revise them continuingly. However, derivational complexity can make vocabulary
learning difficult (Laufer, 2001), and word part knowledge might not always help
learners guess the unknown word meaning from context (Sasao & Web, 2017).

Harris, Schumaker, and Deshler (2011) propose an effective strategy of
morphological instruction comprising four steps. First, break a word into its parts of
root, prefix, and suffix. Second, consider the meaning of each part. Third, predict the
word meaning based on its parts. Last, check the predicted meaning by using the
dictionary for a definition. Previous studies have proved that morphemic analysis is
helpful to develop vocabulary knowledge for low proficiency learners. For instance,
Varatharajoo (2016) taught compounding, inflectional, and derivational morphemic
awareness to ESL low proficiency upper secondary school students in Malaysia and

found that the students gained inflectional morphemes the most and followed by
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compounding and derivational morphemes. The researcher concluded that morphemic
analysis should be taught to aid vocabulary development of low proficiency students.
Another study by Craigo, Linnea, and Hart (2017) compared the effects of different
ways of teaching unknown words to community college students who had a problem
comprehending expository text and faced challenges while they read the text in class.
Forty-one participants came from multicultural backgrounds including both bilinguals
and monolinguals studying in the US, and they were divided into three intervention
groups: the strategy group, the definition group, the strategy plus definition group,
and one control group. The strategy group was taught to use combined vocabulary
learning strategies: contextual, morphological, and syntactic analysis. The results
revealed that all the three intervention groups learned words and comprehended
passages better than the control group but different results from several assessment
tasks did not favor any intervention group. In summary, the researchers advocate
teaching both strategies and definitions to learners.

B. Analyzing Parts of Speech

Part of speech, or word class, tells the grammatical function of a word (Nation,
2011; Schmitt, 2000). It is under the “use” level of word knowledge defined by
Nation (2011), which concerns grammatical functions, collocations, and constraints
on use. Grammatical functions concern the patterns that the word occurs (receptive)
and the patterns to use the word (productive). Milton (2009) simplifies them as
knowing the part of speech of a word and how this part of speech links to other words.
There are various types of parts of speech: noun, pronoun, verb, adjective, adverb,
preposition, conjunction, and determiner (Thornbury, 2002). However, the four major

types that language research has emphasized are nouns, verbs, adjectives, and adverbs
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(Schmitt, 2000), which are regarded as content words to carry most information in a
text (Thornbury, 2002) and are words to test vocabulary knowledge (Read, 2000).
Thus, it can be implied that the noun, verb, adjective, and adverb gain priority in
vocabulary learning. Peters (2020, p. 129) explains the properties of each word class
that affects learning. First, verbs have various forms than nouns and adjectives as they
change due to number (is-are), person (walk-walks), or tense (sing-sang-sung).
Second, the lexical properties of nouns are “more specific, concrete, imageable,
meaningful, and unambiguous.” On the other hand, verbs are relational and convey
exceptions, which make them “abstract, polysemous, less imageable, less meaningful,
and less concrete.” Learners should use contextual clues or syntagmatic relationships
to understand the meaning of a verb. Nissen and Henriksen (2006) add that learners
should know the collocations of a verb to understand it properly. Adjectives are
inherently relational the same as verbs because their meanings are specific to the
nouns they modify, so studying them in isolation seems to be more difficult. As for
adverbs, Webb (2020) describes that adverbs that end in -ly tend to include adjective
bases and are content adverbs whereas other adverbs tend to be function words.
Knowing the part of speech of a word has many benefits. First, Schmitt (2000)
explains that it is involved in learning and storing vocabulary. Words from the same
part of speech are closely linked while those from different word classes are rather
loosely linked. Second, part of speech knowledge is related to a meaning-based
relationship of lexical organization patterns. When learners know word class and
sense relations, word associations tend to move from being syntagmatic to
paradigmatic. Syntagmatic associations usually concern different word classes

occurring in proximity or a sequential relationship such as abandon-ship, and are the
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focus of young language learners. Paradigmatic associations concern the same word
class occurring in a semantic or meaning-based relationship such as abandon-leave.
Third, Schmitt (1997) reports that more advanced learners seem to appreciate
knowing the part of speech and consider it as a helpful vocabulary strategy. Fourth,
knowing the part of speech can help infer the meaning of unknown words in an
English text (Clarke & Nation, 1980; Qian, 2004). Fifth, it helps learners use words in
a grammatically correct manner. However, it is possible that learners can use a word
correctly but do not know the word class or they know the word class but cannot use
the word correctly. The teacher should teach the word class when teaching a
vocabulary item (Schmitt, 2000).

Part of speech can be used to teach collocations through the syntactic structure
of language to avoid sheer memorization of collocations (Palmer, 1933, as cited in
Barnbook, Mason, & Krishnamurthy, 2013). A collocation is a group of words that
are likely to appear together than random. It is an umbrella term that includes lexical
collocations, grammatical collocations, phrasal verbs, and idioms (Lewis, 2000).
Knowledge of collocation helps improve vocabulary knowledge because learners can
learn new meanings from chunks of words and use authentic language (Park, 2014)
since collocations, as well as other types of multi-word expressions, cover from 20%
to more than 50% of spoken and written discourse of native speakers (Siyanova-
Chanturia, 2015). Although collocations have no restrictions on the part of speech and
the positions of the collocates to the node (Barnbook et al., 2013), common types of
collocations that learners at any stage should know include adjective+noun,
verb+noun, and noun+noun types (Lewis, 2000; Siyanova-Chanturia, 2014). Other

types that are also suggested are adverb+verb, verb+adverb, and adverb+adjective



90

(Hill, 2000). It can be implied that collocations encompass the knowledge of parts of
speech or word classes.

There have been empirical studies proving that beginners can learn and benefit
from collocations despite the common belief that collocations better suit intermediate
and advanced learners. Kang (2019), for instance, investigated the effectiveness of
using a web-concordance on collocation learning. The participants were 24 lower-
level EFL Korean first-year university students whose TOEIC scores were lower than
400. They underwent the same deductive collocation in class but were divided into
two groups when doing assignments. One group used Corpus of Contemporary
American English (COCA) and the other group used their resources such as online
collocation dictionaries. Both groups’ writing demonstrated more use of lexical than
grammatical collocations, but the COCA group produced more collocations and
increased them in subsequent writings. In addition, Siyanova-Chanturi (2015)
analyzed the composition of 36 Chinese beginners learning Italian to see the
development of L2 noun and adjective collocations. The students’ writings were
collected at three intervals of a five-month course at the beginning, middle, and end.
The analysis illustrated that the writings at the end of the course contained high
frequency and strongly associated collocations. Likewise, Webb and Kagimoto (2009)
found that collocations could be effectively taught to high- and lower-level Japanese
university students in a short time and recommended teachers in EFL context to
explicitly teach collocations because incidental gains were rather small. Moreover,
teachers can use the productive tasks such as cloze tasks and sentence production
tasks to increase greater productive knowledge of collocations and prepare more time

for learners to complete these demanding tasks.
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C. Guessing Meaning from Context

This section discusses the background of the guessing meaning from context
strategy, knowledge contributing to understanding the context, types of context clues
for inferring word meaning, and empirical research regarding the guessing meaning
from context strategy for beginners.

Second language learners seem to have a great need to use context to learn a
language because they encounter unfamiliar words and meanings much more than
first language learners do due to the force to learn a second language faster than the
natural rate of first language acquisition (Nagy, 2001).(Nagy, 2001) Furthermore,
written texts are usually the main source of meeting new words in second language
learning. Guessing word meaning from context is considered a sub-type of the wider
general inferencing process that learners use throughout text comprehension (Wesche,
Paribakht, & Haastrup, 2010). They make connections of information to interpret
what they read or hear (Brown & Yule, 1983). Other terms that could be used
interchangeably are lexical guessing and lexical inferencing, which involve guessing
the meaning of unknown words by applying available linguistic and other sources of
knowledge to the context (Qian, 2004). Lexical inferencing is considered an important
reading strategy since learners must read the context to infer the meanings of
unfamiliar words (Nagy, 2001; Qian, 2004). Wesche et al. (2010) suggest that lexical
inferencing works at the center of the relationship between vocabulary development
and reading comprehension and supports incidental word learning while reading.
Moreover, Schmitt (1997) names the strategy as the guessing from textual context

strategy and includes it in the taxonomy of vocabulary learning strategies (VLS).



92

Nagy (2001) identifies three types of knowledge that support contextual
inferencing: linguistic knowledge, world knowledge, and strategic knowledge.
Important points regarding these types of knowledge are explained as follows:

e Linguistic knowledge: it includes three elements: syntactic knowledge, word
schemas, and vocabulary knowledge:

Syntactic knowledge: the word meaning and its syntactic behavior
determine each other. Still, second language learners may not know
syntactic construction so they cannot utilize the information. Also, the first
language syntactic knowledge may influence how they interpret the
meaning of unknown words in sentences.

Word schemes: it is the sense to know possible or reasonable word
meanings. Simply put, it constraints possible word meaning; for example,
“to watch television” not “to tube television.”

Vocabulary knowledge: it is knowledge of the words around a
particular word. This could be an obstacle when inferring word meaning.
Therefore, second language learners must reach quite a high level of L2
proficiency to use the context.

e World knowledge: it refers to learners’ knowledge of the world or prior
knowledge such as a speech situation. Learning new word meanings from
context for a familiar concept is easier than for a new concept.

e Strategic knowledge: it is knowledge about word-learning strategies and
reading to understand the text. It tends to yield major learning gains in a short
instruction time compared to linguistic or world knowledge that might take

months or years.
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Nation (2011) describes five realistic and favorable conditions for guessing to

occur
and yield reliable results. First, learners must know at least 95% of the running words;
that is, there is one unknown word in 20 words (Liu & Nation, 1985). Optimally, they
should know 98% coverage for successful guessing, which means one unknown word
in 50 words (Nation, 2011). Second, the result of guessing must be based on the actual
words unknown to each learner; in other words, selecting the choice of words must be
done with learners’ actual knowledge taken into consideration. Third, each learner’s
skill in guessing varies, and some learners may be better than others. Fourth, learners
must get credit even when their guesses are partially correct, not 100%, because their
answers positively contribute to the word meaning given that guessing from context is
a cumulative process that learners gradually develop. Fifth, the result discussion must
concern the difference between guessing from natural contexts and specially made or
chosen contexts.

Regarding clues in lexical inferencing, different scholars have classified
context clues
in different ways. Two examples relevant to the present study are illustrated. Qian
(2004) explains that clues can be at a few different levels. The lower level includes
orthographical, morphological, and phrasal clues. The middle level consists of
sentential and inter-sentential clues. The global level is a whole paragraph or a whole
text as well as world knowledge. Qian (2004) lists six types of clues in a survey to
investigate lexical inferencing practices in reading an English text among 61 young
adult ESL learners in Canada. The clues include a morphological clue, a syntagmatic

clue, world knowledge, sentence grammar, word class, and global meaning. In
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addition, Sasao (2013) and Sasao and Webb (2018) identify 12 types of discourse
clues in their Guessing from Context Test (GCT). They are “direct description,
indirect description, contrast/comparison, synonym, appositive, modification,
restatement, cause/effect, words in series, reference, association, and example” (p.
118). The researchers point out that different researchers may use other labels to refer
to the same ideas and they may have different taxonomies of discourse clues.
Although these 12 discourse clues are derived from 9 research studies, they are not
mutually exclusive.

To teach learners to guess the meaning from context, Walter (2004) explains
that the strategy proposed by Clarke and Nation (1980) seems to be the most well-
known. It starts with determining the part of speech of the word and then the
immediate context in the same clause or sentence. After that, the relationship with the
wider context of adjacent clauses or sentences is determined before making a guess.
Lastly, learners check their guesses by looking at its part of speech, word parts, a
possible substitute word, and the definition in a dictionary. For second language
learners to successfully infer word meaning from context, they must know most of the
words in any text to achieve it (Nagy, 2001). Likewise, Nation (2001) cautions that
the density of unfamiliar words in a text largely affects accuracy in guessing because a
high number of unfamiliar words causes a more challenging task. Furthermore,
guessing from context through reading requires prerequisites including reading skills
and existing vocabulary (Gu, 2003; Shahar-Yames and Prior, 2018). According to
Huckin and Coady (1999), guessing from context requires basic vocabulary, word
recognition, metacognition, and background of subject matter. As a result, L2

beginners may have great difficulty guessing unknown words from a text because
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they do not have adequate target language skills and are thus regarded as less effective
guessers or incidental learners (Acosta, 2019; Gu, 2003; Shahar-Yames and Prior;
2018).

Despite the potential limitation of beginners to effectively utilize guessing
from context, there have been experimental studies showing that low proficiency
learners could benefit from guessing word meaning from context, or lexical
inferencing. These studies employed texts at the learner level and thus made guessing
from context possible.

To begin with, Sabbah (2018) compared the effects of guessing word meaning
from context strategy (incidental/implicit approach) and using a monolingual
dictionary (direct/explicit approach) on 60 female Saudi Arabian university students
in a four-week intensive course. The students were divided into two groups: a
guessing from context group and a dictionary group. Each group had students with
high, medium, and low proficiency according to their scores from the IELTS
Placement Test. The guessing from context group was asked to guess the meaning of
the words that repeatedly occurred in the coursebook: Increase Your Vocabulary and
read six novels from the Penguin graded readers. The dictionary group studied with
the same coursebook and looked up unknown words from the Oxford Advanced
Learner’s Dictionary. The results from the pretest and posttest from the 3000
Productive Word Level Test showed that the guessing from context group
outperformed the dictionary group. For both groups, all proficiency levels benefitted
from their employed strategies. However, the low- and high-proficiency students in
the guessing from context group improved their vocabulary more than the

intermediate-proficiency students. The results from this study confirmed that
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incidental learning is suitable for all proficiencies. The reasons why the dictionary
group gained lower scores could be that a monolingual dictionary was their new
experience, the students did not have repeated exposures to words from graded
readers, and looking up words in a dictionary might not be as enjoyable as reading
novels.

Another study showed the supportive role of suitable text level for successful
lexical inferencing and general inferencing skills that low proficiency students used to
help them, although the focused language was not English, and the participants were
higher elementary school students. Shahar-Yames and Prior (2018) investigated
whether fifth-grade Russian-speaking minority students (LM) did lexical inferencing
poorer than native Hebrew speaking peers (NH), and the underlying skills the two
groups utilized to aid successful lexical inferencing. The LM group generally had
considerably lower vocabulary knowledge than the NH group despite having been
immersed in Hebrew societal language for many years. This study employed a
quantitative approach, and regression analyses were the means to interpret the data.
There were different measures to assess the participants’ skills that supported lexical
inferencing. First, lexical inferencing was for the participants to read eight short
narrative texts and write the definitions of a target word in each text. Second, a picture
name test was to measure Hebrew productive vocabulary. Third, a single-word
reading-aloud test was to measure word reading accuracy. Fourth, a test of Non-verbal
Intelligence-3 containing abstract and figural problem-solving items was to measure
non-verbal inferencing ability. Fifth, a reading comprehension test containing eight

texts of different lengths and difficulty levels.
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The results revealed that the Russian-speaking minority students (LM) could
perform lexical inferencing almost equal to native Hebrew-speaking peers (NH).
Regression analyses revealed the skills that predicted lexical inferencing in both
groups were reading accuracy (decoding) and reading comprehension. Reading
comprehension was the most contributive among the other underlying skills. Only
vocabulary and non-verbal inferencing ability contributed to the performance of the
LM group but not the NH group. The researchers suggested that the LM group used
the non-verbal inferencing ability (general inferencing ability) to compensate for the
vocabulary performance, which was lower and more deviated than the NH group.
However, given that the LM group could do the lexical inferencing tasks almost as
well as the NH group, the vocabulary in the texts must be under the LM group’s
vocabulary threshold level for text comprehension. Moreover, the eight texts for
lexical inferencing tasks in this study did not include low-frequency words to decrease
reading comprehension difficulties. In conclusion, the researchers recommended that
the texts to promote incidental vocabulary learning must be designed to match
learners’ vocabulary level such as relatively easy texts for language minority students
in their study. Also, teachers could model using lexical inferencing to help learners
implement the strategy successfully.

A study carried out by Teo’s (2012a) employed short passages from TOEFL
as reading texts for Taiwanese university students whose proficiencies were low
intermediate to high intermediate levels. The researcher employed individualized DA
to improve the students’ reading skills which comprised finding the main ideas,
guessing word meaning from contextual clues, and making inferences. Five students

participated in the study. The pretest and posttest were used to measure their
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improvement after the 4-week DA intervention. Each test consisted of 12 short
passages taken from TOEFL exams for 12 questions. Four of which assessed the skill
in guessing word meaning from contextual clues. The results showed that the score
increase in the guessing word meaning from contextual clues was apparent among all
the participants. Moreover, the participants needed explicit mediation less in the later
sessions, because they became confident in relying on implicit mediation and on
themselves.

Although it was generally known that low vocabulary knowledge and reading
skills may hinder students from guessing unknown words correctly, another reason
may be their improper use of the strategy. Anvari and Farvadin (2016) compared
lexical inferencing strategies between successful and less successful EFL strategy
users. The participants were 15 intermediate EFL teenagers aged between 13 and 19
years old. The researchers had them read a short story and an expository text and
think aloud to show their employed strategies. In this study, the difficult words in the
texts, except the target words, were replaced with more frequent synonyms to
facilitate comprehension. They found that the successful strategy user spent more time
reading and infer unknown words and considered both surface and implied meanings
of the sentence. They asked themselves questions to check their inferred meaning and
re-analyzed to confirm or disconfirm their strategies, and they combined different
strategies such as analyzing prefixes, suffixes, and parts of speech. In contrast, the
less successful ones did not consider contextual clues and considered only the surface
meaning. They could not maintain their attempt at guessing words. Although they
tried to use different strategies to help, they were mostly still unable to guess the

meaning of the target words. The researchers suggested teachers train less successful
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strategy users to pay special attention to textual clues and implied meaning and to use
other strategies to help infer unknown words correctly.

D. Using a New Word to Form a Sentence

Using a new word to form a sentence is one of Schmitt’s (1997) vocabulary
learning strategies to consolidate the word that has been encountered. Schmitt (2000)
said that writing an appropriate sentence is productive knowledge although it comes
from recognizing the word at first. Learners must use the knowledge of the word’s
meaning, word class and may use its collocation and register marking. Practically,
Datchuk (2017) describes a simple way to write a basic sentence to include two main
parts: the part that names someone or something and the part that gives more
information. Research involving using a sentence writing task to learn vocabulary
stems from a prolific line of research investigating the concept of task-induced
involvement saying that the task demand determines how much vocabulary is learned
(Gu, 2003).

The concept is from Laufer and Hulstijn’s (2001) Involvement Load
Hypothesis to judge the deep processing of words induced by the task design. Tasks
which make learners highly involved in word learning are more effective for
immediate learning and retention of word knowledge than tasks that induce lower
learner involvement. Involvement refers to a motivational cognitive construct of three
dimensions: need, search, and evaluation, although some may be absent if not
required to complete the task. Need is a motivational dimension whereas search and
evaluation are cognitive dimensions. Need is generated by intrinsic and extrinsic
motivation resulting in two levels of need: strong need (intrinsic) and moderate need

(extrinsic). Search involves finding the meaning or form of the unknown words and
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includes activities such as consulting a dictionary, making inference, and negotiation.
Evaluation requires learners to compare the word’s meaning or usage with other
meanings or words to test if the word fits a certain context or not and involves
learners to create an appropriate context for the word. There are two levels of
evaluation: moderate and strong. An exercise of choosing the correct word for the
context is a moderate evaluation, while writing a sentence using the target word in an
appropriate context has strong evaluation because it demands deep processing and
high mental effort.

According to Zou (2017), a sentence writing task requires strong evaluation
because of chunking and pre-task planning. Gobet et al. (2001) explain that chunking
is the way to associate information elements that are related to each other; for
instance, letters are combined into words and words into sentences, and is believed to
facilitate information memorization. The pre-task planning is needed before writing a
sentence or a composition. Hulstijn (2001) contends that learners must create
scenarios in their heads, which resembles a rehearsal, before the actual writing. Thus,
the practice occurs twice: in their mental space and on the paper, which is believed to
support word learning.

Research studies have demonstrated that a sentence writing task benefited low
proficiency students. Park (2018) compared the effects of the sentence writing task
versus the gap-filling task on English vocabulary learning with 11" grade Korean
high- and low-proficiency school students. The sentence-writing group was assigned
to write one or two autobiographical sentences to describe their experiences and write
imaginary sentences about an imaginary person. The results showed that both

proficiency levels benefited from the sentence writing task than the gap-filling task
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but there was no significant difference between the two kinds of writing tasks.

Another research study by Stubbe and Nakashima (2017) investigated the
sentence writing incorporating the target words and the translation of the same words
by comparing the scores of both tasks from 209 high-beginner first-year Japanese
university students. The results revealed that 19% of the pairings did not match
because there were correct sentences with wrong translations and wrong sentences
with correct translations. The researcher concluded that written sentences did not
regularly portray the students’ actual word meaning knowledge. A sentence writing
task also benefits intermediate students. In another study, Zou (2017) compared three
approaches to evaluation including cloze exercises, sentence-writing, and composition
writing among intermediate Chinese university students. It was found that the two
writing tasks with more involvement load better promoted word learning than cloze
exercises. Thus, a sentence-writing task incorporating the target word may be
considered a potential, productive vocabulary-learning strategy. According to Gu
(2020), this task would help fulfill the need for more research on how learners cope
with learning productive vocabulary.

In the present study, all the four strategies, namely analyzing affixes and roots,
analyzing parts of speech, guessing meaning from context, and using a new word to
form a sentence were selected for low proficiency students to use in the DA tasks.

2.2.3.4 Strategy Instruction Framework (CALLA)

Since the present study intended to help low proficiency students use
vocabulary learning strategies (VLS) through dynamic assessment (DA) tasks to
enhance academic vocabulary knowledge, a strategy instruction framework used in

the study is discussed below.
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Cognitive Academic Language Learning Approach (CALLA) was first
developed by Chamot, O’Malley, and their colleagues to increase academic
achievement of English language learners (ELL) in the U.S., who studied through
their second language. CALLA has been successfully used among ELL learners in the
U.S. and language minority learners in other countries to develop academic
competence in a short time (Chamot, 2007). It has three interrelated components:
high-priority academic content, academic language development based on the content,
and explicit strategy-learning instruction. In ESL and EFL contexts, CALLA has been
adapted to directly teach language-learning strategies and has become a widely
accepted model for language learners (Gu, 2018).

CALLA consists of a five-stage instructional sequence: preparation,
presentation, practice, self-evaluation, and expansion. The preparation is for
identifying learners’ present use of learning strategies and what additional strategies
may be needed. The presentation stage is for the teacher/researcher to present and
model the new strategy. The practice stage enables students to practice with
classmates collaboratively. The self-evaluation stage is for learners to evaluate their
success in learning strategies and develop metacognitive awareness of their learning
processes. The expansion stage encourages learners to apply the learning strategies to
new contexts (Chamot, 2007, 2021). These five stages appear in cycles and the cycle
repeats when new content, language, and strategies are presented. However, the stages
are not executed in a fixed sequence but are normally recursive because the teacher
might continue to activate learners’ background knowledge and present new

information at appropriate points when learners are responsive. Moreover, learners
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should have ample opportunities to practice, self-regulate, and apply the strategies to
new contexts (Chamot & O’ Malley, 1996).

Gu (2018) summarizes three special remarks about the five-stage instructional

sequence that, first, learners’ responsibility gradually increases since the teacher’s

scaffolding slowly drops. Second, the instructional sequence is flexible rather than a
fixed manner. Third, the three components of CALLA are integrated in the
instruction; that is, strategies are taught to enable learners to learn the language which

is likewise taught in the content. Figure 2.2 illustrates CALLA as a strategy
instruction framework.

Teacher Responsibility

Preparation \\
Activate Background Knowledge \
\ Presentation ‘\
\ Explain Attend \
\ Model Participate |
\ Practice \
\‘ Prompt Strategies Apply Strategies \
\\ Glve Feedback with Guidance \
\\ Evaluation \\
.\ Assess Slrategies Assess Strategies
Expansion
\

1
Use Strategles Independently

Transfer Strategies to New Tasks

\
Student Responsibility T
Figure 2 Strategy Instruction (CALLA) Framework (Chamot et al., 1999, p. 46, as
cited in Gu; 2018, p. 28)
Given that CALLA has been proven effective in teaching learning strategies in
second language instruction such as Gu (2007) and Nguyen and Gu (2013) plus its

usage flexibility, it seems compatible with vocabulary learning strategy (VLS)

instruction combined with dynamic assessment (DA) tasks implemented in this study.
The next section discusses vocabulary assessment and test.

2.2.4 Vocabulary Assessment and Test
Various

reasons for assessing vocabulary knowledge from different
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stakeholders and different trends in language testing have resulted in many kinds of
vocabulary assessment (Read, 2000). For example, classroom teachers want to assess
the progress and diagnose the strengths and weaknesses of learners’ vocabulary
learning. Researchers in second language acquisition want to know how learners
develop vocabulary knowledge and how they use it. Researchers in language testing
want to study the design of the vocabulary test whether it is for assessing achievement
or proficiency. Moreover, the discrete approach views words as independent units and
tests only words while the communicative approach treats vocabulary knowledge as
part of the performance tests simulating communication activities. Realizing that
vocabulary assessment varies greatly, Read ( 2000) proposes three dimensions in
continua as a scope of vocabulary assessment: discrete/ embedded,
selective/comprehensive, context-independent/context-dependent.

- The discrete/embedded continuum focuses on the construct to determine
the extent to which the tested vocabulary knowledge is an independent
construct or is embedded in a larger construct. Academic writing ability
and reading comprehension ability are considered larger constructs.
However, the judgment of the construct lies in the test purpose and how
the results are interpreted, not the format. A test can have many words and
be discrete since its purpose is to measure the understanding of the
meanings of the selected words or phrases in a text.

- The selective/comprehensive continuum focuses on the range of
vocabulary to be tested. The selective end is the selection of specific
vocabulary items by the test writer while the comprehensive end includes

all the vocabulary content of the input material for reading or listening
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tasks or the test-taker’s response in speaking or writing tasks in which the
overall vocabulary use is assessed.

- The context-dependent/context-independent continuum focuses on the role
of context and whether test-takers can answer with or without the use of
contextual information, or to what extent they engage with the context.
Context can be a sentence, a discourse, and a whole text. The vocabulary
measured in speaking and writing tasks is considered context-dependent
because learners must use vocabulary appropriate to the task.

Nation (2007) suggests that vocabulary assessment of the same word can
employmultiple measures because each will yield different kinds of vocabulary
knowledge, including using tests with and without contextual sentences, or using a
multiple-choice test and a word translation test. In addition, different tests could be
seen as complementary rather than competing measures, and multiple measures
provide a more comprehensive and useful view of vocabulary knowledge. In practice,
it is not surprising that numerous vocabulary techniques are employed. A research
study by Riahi (2018) explored how 200 Tunisian EFL secondary school teachers use
vocabulary teaching and testing techniques. The results showed several assessment
techniques ranging from the most to the least frequently used including reading
comprehension tasks, writing tasks, fill-in-the-blanks, and multiple-choice,
respectively.

A vocabulary test can be considered a subset of an assessment following
Bachman’s (1990) definitions of assessment and test. The method of testing is a kind
of measurement that quantifies the characteristics of a person or thing following the

rules and statistical data analysis and informs assessment, which is the process of
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gathering data due to systematic and substantively grounded procedures, synthesis,
interpretation, and communication to assist the instructional decision (Bachman,
1990). Regarding the L2 vocabulary tests, Laufer and Goldstein (2004) propose that
two elements are needed in testing receptive versus productive vocabulary knowledge
of the form-meaning link. One is the word knowledge aspect (form or meaning) and
the other is the degree of mastery (recognition or recall). As such, Schmitt (2010, p.
86) has renamed them recognition and recall tests as shown in Table 8.

Table 8 Vocabulary test types of the form-meaning link (Schmitt, 2010, p. 86)

Word knowledge Word-knowledge tested

Given Recall Recognition

Meaning Form-recall Form-recognition
(supply the L2 item) (select the L2 item)

Form Meaning-recall Meaning-recognition
(supply definition/L1 (select definition/L1
translation, etc.) translation, etc.)

The recall tests are to test learners’ productive knowledge. The form-recall
tests provide the L1 meaning and ask learners to write the L2 word form. The
meaning-recall tests provide the L2 word form and require learners to write the L1
meaning. The recognition tests are to test learners’ receptive knowledge. The form-
recognition tests provide the meaning of the word and ask learners to select the L2
form. The meaning recognition tests provide L2 form and ask learners to select the

meaning. Examples of vocabulary tests are provided below (p. 276).
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“l. Form recall: d hund

2. Meaning recall:  dog h

3. Form recognition: hund a.cat b.dog c.mouse d.bird
4. Meaning recognition: dog a. katze b. hund c¢.maus  d. vogel

(L1 = German [hund]; L2 = English [dog])”

A research study by McLean, Stewart, Batty (2020) revealed that different
modalities of vocabulary knowledge yield different predictions of reading proficiency.
They found that meaning-recall was the strongest predictor and followed by form-
recall tests and concluded that vocabulary recall tests better predict reading
proficiency than vocabulary recognition tests.

2.3 Research Conceptual Framework

The research conceptual framework of this study is illustrated in Figure 2.3 below.

- -,

. Vocabulary Learning Dynamic Assessment Academic
Strategy (VLS) + DA) Vocabulary
Main strategies: Regular & transfer tasks: Enowledge
o Analyze affixes and roots 1. Part of speech task
. Anal}-’ze parts of spe ech 2. Sentence W”l‘iﬁllg task -Form
* Guess meaning from 3. Guessing meaning - - Meaning
context from context task -TUse
» Use anew word to form 4. Sentence wiiting task
a sentence
_ _ [ GDA/ Individualized ] Attitudes
Supporting strategies: toward
| lmines | R | | e

\
\ 4
~— - _

gnitive Academic Language Learning Approach (CALLA

Figure 3 Research Conceptual Framework

The research conceptual framework shown in Figure 2.2 displays the dynamic
assessment (DA) model as the independent variable while the students’ academic
vocabulary knowledge and attitudes toward the DA model were the dependent

variables. The DA model combined three elements: dynamic assessment (DA),
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vocabulary learning strategies (VLS), and the cognitive academic language learning
approach (CALLA) as the instructional framework. The selection of VLS and the
design of each DA task were based on students’ English proficiency and previous
empirical studies employing VLS for beginners including Craigo, Linnea and Hart
(2017), Kang (2019), Park (2018), Sabbah (2018), Shahar-Yames and Prior (2018),
Siyanova-Chanturia (2015), Stubbe and Nakashima (2017), and Varatharajoo (2016).
The main VLS were analyzing affixes and roots, analyzing parts of speech, guessing
meaning from context, and using a new word to form a sentence. The supporting VLS
anticipated to be used during the DA intervention were using an online bilingual
dictionary and asking a classmate and a teacher.

The DA tasks included a morphology task, part of speech task, guessing
meaning from context task, and sentence-writing task. Each DA task included both
the regular and transfer tasks. The regular task was for the students to internalize the
learning. In general, the transfer task is a more complex task to track the degree of
their development when learners apply what they have learned in the regular task
(Poehner, 2007). In this study, both tasks were equipped with DA mediation and were
included in CALLA instructional framework.

The cognitive academic language learning approach (CALLA) by Chamot
(2007) was the teaching steps to convey the DA tasks because it has been adapted in
ESL and EFL contexts to explicitly teach language learning strategies (Gu, 2018).
CALLA consists of five stages: preparation, presentation, practice, self-evaluation,
and expansion. They form a flexible instructional sequence in which a stage can
reoccur to match learners’ needs. In this study, the DA tasks occurred in two stages.

The regular task occurred in the practice and the transfer task occurred in the
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expansion stage. The preparation stage was for investigating the students’ familiarity
with the vocabulary learning strategy (VLS), while the presentation stage was for
teaching necessary linguistic knowledge for the tasks and modeling how to use the
VLS. The self-evaluation stage was for the students to reflect on their learning
through the DA model.

Academic vocabulary knowledge generally refers to several constructs under
the form, meaning, and use areas of vocabulary knowledge defined by Nation (2011).
The selected constructs in the present study included word parts, form and meaning,
concept and referents, grammatical functions, and collocations. Most of them targeted
receptive word learning, while some targeted productive word learning. The students’
attitudes were considered affective results revealing the students’ feelings when
studying with the DA model.

The intervention was intensive group tutorials. It focused on group dynamic
assessment (GDA) to fulfil the scarcity of the GDA literature (Poehner, 2014).
However, individualized DA was added to determine the gain from GDA at an
individual level that GDA may not reveal. As Milton (2009) suggests, research should
seek to identify how individuals varied in their vocabulary learning although the
group behavior is quite predictable, so measuring vocabulary learning on individuals
can explain it. In this study, individualized DA occurred after the GDA by adding
more practice items without repeating the CALLA stages.

The approach to do both GDA and individualized DA in this study was the
interactionist approach because it allowed the mediator to adjust the prompts flexibly
to the learner emergent needs, so it was more sensitive to the learner’s ZPD (Lantolf

& Poehner, 2004). Simply put, the researcher could attune the mediation to the
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students’ answers easily which was suitable for tracking the students’ cognitive
processes and assessing their ZPDs. Moreover, concurrent GDA was selected because
it allowed the participants to do all task items together without waiting for their turns.
Given that the intervention was intensive and quite challenging for them, if the
mediator used cumulative GDA by going through the whole series of prompts with a
student one by one, each student may have a chance to do one or two items and

become inactive while observing the others.



CHAPTER Il
METHODOLOGY

In this chapter, the research design, context of the study, participants,
instrument development and validation, data collection, and data analysis are
described.

3.1 Research Design
The present research employed a mixed-method design to incorporate both

quantitative and qualitative methodologies to answer the research questions. As for
the intervention implemented in this study, the test-train-test design similar to the
pretest-posttest experimental design to enhance the students’ ability after the
implementation of the intervention was used (Dorfler et al., 2009). The training
provided rich qualitative data as evidence of assessment and learning and served as a
case study. The group dynamic assessment (GDA) was the main training, and
individualized DA was supplemental to determine how each participant learned and
how much they gained from GDA.

3.2 Context of the Study
The setting of the participants was a small campus of a well-known public

autonomous university in Thailand. The campus is situated in a province in the
northern region of Thailand. The province was small, reserved, quiet, and peaceful
with rice fields, ancient temples, waterfalls, and a hot spring, but it also suffered from
drought, heavy smoke of forest fires from slash-and-burn agriculture, and high heat
trapped inside the plateau surrounded by high mountains every year. The university
campus itself was surrounded by woods and empty land located in a district about 20

kilometers away from the city. The nearest fresh market was four kilometers away.

The students could commute between the campus and the city by the university bus
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running at a fixed timetable of five to six rounds a day. There were five faculties and

one college: Faculty of Law, Faculty of Social Administrations, Faculty of Public
Health, Faculty of Science, Faculty of Fine and Applied Arts, and College of
Interdisciplinary Studies. The students on this campus were from provinces all around
Thailand, with the majority of them being from the northern provinces. They were
non-English major students, and their English proficiency was mostly in beginner and
intermediate levels. There were two English foundation courses offered, and the
levels of these two courses were pre-intermediate and intermediate, respectively,
which meant that students who took each course should reach the specified levels to
successfully complete the course requirements. In their first year, most students took
the first English foundation course in the first semester. It is worth noting that their
English scores in the O-NET (Ordinary National Educational Test) were lower than
half of the total score, that is, lower than 50 out of 100, which a clear indication of
their low levels of English proficiency.

Each foundation course combined integrated skills: listening, reading,
speaking, and writing while vocabulary and grammar were also included in every
unit. The vocabulary taught was from the pre-determined words in the coursebook
reading passages and vocabulary exercises book. The course contents covered several
topics such as social sciences, environmental science, business studies, and
technology to suit their interest as they were from different faculties. The class period
was three hours for a total of 15 periods in each course. Each class consisted of 45
students from two to three faculties studying together. When midterm and final exams
were administered, their test mean scores were about half of the total scores, and a

considerable number of students marginally passed the courses with D or D+ grades.
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However, there were struggling students who failed this course every year which
meant they had to make one more attempt in the summer semester. What worsened
the situation was that there had been an inadequate number of English lecturers to
teach the whole campus for many years. The overwhelming teaching and assignment
grading load undoubtedly made the lecturers unable to reach and accommodate the
needs of all students, especially those who truly needed assistance.

3.3 Participants
The participants were five second-year undergraduate students who retook the

first English foundation course in the summer semester of the academic year 2021 and
were above 18 years old. Retaking the course they failed to repeat the basics implied
that they had low English proficiency and required extra assistance from their
instructor. However, the participants of this study took vocabulary tests as the
screening instruments, and only students who got low scores were purposively
recruited.

The first vocabulary test was the adapted academic vocabulary test based on
the Academic Vocabulary Test (AVT) by Pecorari et al. (2019). The standard
deviation (S.D.) was used as the selection criterion; that is, those who got -3 S.D.
were invited first, followed by those who got -2 and -1 S.D., respectively.

The second vocabulary test was the first two levels of the New Vocabulary
Level Test (NVLT) of Webb, Sasao, and Balance (2017), which measures the mastery
of general vocabulary levels. The mastery of each level is indicated by 86% of the
total score (Webb, 2021). In this study, the students took only the first and second
levels because they tested the first 1000 and second 1000 word family levels which

were the highest frequency and second highest frequency levels that provided the
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majority of text coverage (Nation, 2006) and the foundation for further lexical
development. The participants should reach mastery of the first word family level as
they would have basic vocabulary to do the tasks. However, they did not master the
second word family level because Milton (2009) said that knowing less than 2,000
word families characterized beginners.

The reasons to include both tests were that the adapted academic vocabulary
test scores allowed the researcher to invite students who knew less to join the
intervention to increase their academic vocabulary knowledge and that the general
vocabulary test scores provided the baseline data to discuss the participants’
performance because they would use general vocabulary to perform the tasks to learn
academic vocabulary.

As a result, there were three inclusion criteria. First, the students retook the
first English foundation course in the summer semester. Second, they received low
academic vocabulary scores compared to the group. Third, they knew fewer than
2,000 word families of general vocabulary. To get the students to do the screening
instruments, the researcher asked permission from the instructor of the first English
foundation course at the end of the summer semester to allow the researcher to
introduce herself, explain the research objectives and data collection procedures, and
invite the students to do the two vocabulary tests outside their class time. The students
received an information sheet in an attempt to protect their rights, and the researcher
made an appointment with them. On the test date, they were asked to sign an
informed consent form before doing the test, and the researcher asked for their contact
information including their telephone number and e-mail address to subsequently

invite some students whose vocabulary scores met the selection criteria to be the
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participants of the study. The exclusion of the participants applied if they fell into one
of the three criteria. First, they missed doing one regular task of the group dynamic
assessment (DA) tasks. Second, they missed doing two transfer tasks of the group DA
tasks. Third, they missed doing two individualized DA tasks. The details of the tasks
were described in the research instrument section.

3.3.1 Participant’s Scores from Screening Instruments

When administering the screening instruments, there were 13 students who
took both tests. The mean score of the adapted academic vocabulary test was 12.38
out of 30 and the S.D. was 3.34. The maximum score was 18, and the minimum score
was 6. The criteria for selecting the participants were their scores based on standard
deviation (S.D.), which indicated their relative standing to the student group. The
scores at minus S.D. indicate the lowest (-3 S.D.), the second lowest (-2 S.D.), and the
third lowest (-1 S.D.). In this study, the student who received the minimum score of 6
points or -2 S.D. was invited first, followed by those who received the next higher
scores respectively. In addition, the results of the first and the second levels of the
New Vocabulary Level Test (NVLT) measuring the general vocabulary level varied.
Most students reached the mastery of Level 1 but not of Level 2. Some students did
not reach the mastery of Level 1. The mastery of each level was determined by
gaining 86% of the total score of 30 (Webb, 2021).

There were five students voluntarily agreed to participate in this study. Their
scores from the screening instruments and their pseudonyms are displayed in Table
3.1. However, there were two exceptions to the participants’ scores that did not match
the selection criteria. First, the adapted academic vocabulary scores needed to be

between -3 and -1 S.D., but three participants received scores around the mean
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including Jee (11 points), Smile (13 points), and Ging (14 points). Since the mean
score (12.38) was low compared to the total score of 30 points, it was then assumed
that these scores could be accepted. Second, there were two participants whose NVLT
scores of Level 1 did not reach the mastery level. They were Koko (40%) and Pukpik
(60%). However, it was believed that including them would give more perspectives
on the contributions and challenges they would bring to dynamic assessment.

Table 9 The participants’scores from the screening instruments

Participant
Test Test Criteria

Koko Pukpik  Jee Smile Ging
AVT Mean (12.38) 6 6 11 13 14
(30) SD (3.34)
NVLT 86% 40% 60% 90% 93.33% 86.66%
Level 1 (26/30) 12 18 27 28 26
NVLT 86% 23.33% 33.33% 60% 80% 40%
Level 2 (26/30) 7 10 18 24 12

3.3.2 Background of the Participants

The five participants were between 18 and 20 years old and were from three
different faculties. They were monolingual Thai native speakers who learned English
as a foreign language. They had never lived in an English-speaking country or had
any foreign friends. Koko, Pukpik, Smile, and Ging graduated from Thai programs in
high school, but Jee graduated from a special program where she studied mathematics
in English in junior high school and studied biology in English in high school.

Specific information of their past English learning and how they usually learned
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English vocabulary is described below.

Koko — He had studied English for 16 years. In primary school, he only
studied vocabulary and wrote it when the teachers asked him to. In secondary school,
the English courses were only lectures and homework. The teacher focused on the
students who understood the lessons but neglected those who did not. He passed
English lessons based on the completion of assignments. There was no chance to use
English at all, and he tried studying English on his own with a self-taught English
book. However, it did not work because he could not understand it. He learned
English vocabulary by noting words he found on websites and social media platforms
and learning their pronunciation, but he did not do this on a regular basis.

Pukpik — She had studied English for 12 years before entering university. She
mentioned that her English learning in primary and secondary schools took place only
in class, and she did not use English outside classrooms. All the teachers used Thai to
teach. She tried to learn English vocabulary she came across in classes and on
entertainment media by translating its meaning and memorizing it.

Jee — She had studied English for 12 years. In her past English learning, the
teachers paid attention only to the students who understood the lessons, but
overlooked those who did not. If she made mistakes or asked questions, the teacher
looked down on her ability which made her afraid to share her thoughts in class. Jee
studied English vocabulary from watching movies, playing games, listening to music,
and reading English comic books. She used to chat with foreigners via social media
applications.

Smile — She had studied English for 18 years. In the past, she studied English

in a private school from nursery to Grade 3 and moved to a public school after that.
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She had English tutorial lessons in Grade 12, but she said her English was still poor.
She studied English vocabulary by watching movies on Netflix and listening to
YouTube and podcasts.

Ging — She had studied English for 16 years. Her English learning in the past
was similar to Pukpik’s. She just studied in class and did not have a chance to use it.
The courses were to cover the specified contents, but she could not follow them. She
studied English vocabulary by watching movies and listening to music.

3.3.3 Research Ethics

This research adhered to research ethics and was conducted following the
regulations of the Research Ethics Review Committee for Research Involving Human
Subjects: The Second Allied Academic Group in Social Sciences, Humanities, and
Fine and Applied Arts, Chulalongkorn University. Before asking the students to be
the participants in this research, the researcher distributed the information sheet to
inform them of the research objectives and data collection procedures. They were
informed that they had flexibility to arrange the schedule with the researcher to ensure
their convenience in participation. They understood that there was no risk in
participating, and there was compensation for their time spent. Their participation was
video- and audio-recorded, but the recordings were never shown to the public. They
were assured that the data collected from them would be kept strictly confidential and
there was no information to identify who they were as pseudonyms were used in the
report. Also, the participants were informed that their participation in the research was
on a voluntary basis and they had the right to withdraw from the research at any
moment without advance notification or negative effects on them in any way. They

could contact the researcher anytime to make further inquiries about their
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participation and report any misconduct to the Research Ethics Review Committee for
Research Involving Human Subjects: The Second Allied Academic Group in Social
Sciences, Humanities and Fine and Applied Arts, Chulalongkorn University. After the
participants received relevant information and agreed to take part in this research,
they signed an informed consent form.

3.4 Instruments

The instruments were divided into screening instruments, research
instruments, and data collection instruments. The screening instruments were used to
select the participants. The research instruments were used in the dynamic assessment
intervention. The data collection instruments were for collecting the data for analysis.

3.4.1 Screening Instruments
As mentioned before, this research selected the students who had low

vocabulary knowledge to be the participants using two vocabulary tests. One was the
adapted version of Pecorari, Shaw, and Malmstrom’s (2019) Academic Vocabulary
Test to measure academic vocabulary knowledge. The other was the New Vocabulary
Levels Test (NVLT) by Webb, Sasao, and Ballance (2017) to measure general
vocabulary knowledge. The reason to include the test for general vocabulary was that
it added more information about participants. Their general vocabulary knowledge
would contribute to the discussion of the findings as the participants would use
general words to comprehend and produce the language in the tasks. The two tests
and selection criteria were as follows.

3.4.1.1 The Adapted Academic Vocabulary Test

The adapted academic vocabulary test was used to investigate the academic
vocabulary knowledge of the students, and it was also the major screening instrument

to select the participants. The test was adapted from Pecorari, Shaw, and
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Malmstrom’s (2019) Academic Vocabulary Test (AVT) that assessed words selected
from Gardner and Davies’ (2014) Academic Vocabulary List (AVL), the source of the
academic words in the present study. The original AVT had two equivalent forms:
Form One and Form Two. The academic words in each form were ordered from the
highest to the lowest frequency following the word rank in AVL. Each form contained
19 clusters of 57 items (1 cluster for 3 items). Due to its careful selection of words
and comprehensive piloting and validating process, Pecorari et al. (2019) asserted the
test could discriminate test takers’ differing abilities from various contexts according
to the considerable range of the test items’ facility/difficulty indexes. Moreover,
Pecorari et al. (2019) suggested that the two equivalent forms could be combined to
yield a more reliable measure, but the items should be merged to maintain consistency
in decreasing frequency. In addition, some items may be removed for some contexts.
For instance, early items could be omitted for high proficient learners, whereas later
items may be omitted for less proficient learners. No cut score for the threshold level
was identified, and the test result could be used diagnostically.

Thus, the adapted version was created based on the two equivalent forms of AVT
by Pecorari et al. (2019). Since each of the two equivalent forms contained words that were
ranked from 203 to 2949 in Gardner and Davies’ (2014) Academic Vocabulary List, the
researcher selected clusters from both forms whose word ranks were between 200 and
1,000. Later items were discarded as they may be too difficult for all the students and yield
no useful information. Furthermore, the words in the 1-500 and the 501-1000 frequency
bands provide much higher mean frequencies in COCA-acad sub-corpus than the others. It
means that they appear in academic texts more frequently than the other bands and deserve

prior learning. The mean frequency is displayed as follows (Pecorari et al., 2019):
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AVL frequency band Mean frequency (COCA-all)
1-500 24110.1
501-1000 7055.8
1001-1500 3088.8
1501-2000 1512.5
2001-2500 769.7
2501-3200 330.6

The format of the adapted AVT followed the cluster format of the original
AVT. It consisted of ten clusters, each of which had a set of three meaning items and
a set of six words as the options. Test takers had to choose only three words to match
each meaning. The scoring was only one or zero point for all items and the maximum
score was 30 points. The reasons to choose ten clusters of 30 items were due to the
available clusters in the two equivalent forms of Pecorari et al. (2019), the comparable
number with the NVLT test, and the practicality. Because there are eleven clusters in
the two equivalent forms whose word frequencies are in the first 1,000 word of the
AVL, the researcher chose only ten clusters to make the number comparable to that of
the NVLT, which was a well-known research-based vocabulary test. Besides, it was
practical for students to finish ten clusters of 30 items before they became exhausted
from doing the test. A sample item of the adapted AVT is shown below (See

Appendix A for Adapted Academic VVocabulary Test).

1. ____get something a. encourage
b. generate
____produce something c. obtain
d. perceive
____see something in a certain way e. publish

f. refer
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Regarding the scoring criteria, Pecorari et al. (2019) did not indicate any cut
scores for the AVT test. Consequently, this study followed Ishii and Schmitt’s (2009)
suggestion of diagnosing a student’s vocabulary weaknesses by comparing the scores
with the group norm. They considered it a sound practice because there were many
factors affecting vocabulary learning, most of which tended to originate from the same
learning environment of opportunities and limitations. Therefore, it was sensible to
compare a student’s performance to that of others in the same group. This study used
descriptive statistics to analyze the scores, and the students’ low scores were based on
standard deviation (S.D.) indicating their relative standing in the group.

3.4.1.2 The New Vocabulary Levels Test (NVLT)
The NVLT by Webb, Sasao, and Ballance (2017) was adopted in this study to

find the mastery of the general vocabulary because each level of the test was designed
specifically for each 1,000 word family in Nation’s (2012) BNC/COCA word family
lists. It was also regarded as the most suitable test to measure the vocabulary size of
EFL beginning and intermediate learners (School of Linguistics and Applied
Language Studies, Victoria University of Wellington, 2021b). Nation (2001)
considered the test suitable for determining learners’ vocabulary readiness to learn
vocabulary in the text. The NVLT was chosen because it was up-to-date due to recent
words selected from Nation’s (2012) BNC/COCA word family lists. The test
consisted of five levels: the 1-1000 (1% level), 1000-2000 (2"%), 2000-3000 (3", 3000-
4000 (4™, and 4000-5000 (5" word-family levels. Each level consisted of ten
clusters testing 30 words; each word was worth 1 point. To indicate mastery of each
level, the test taker must gain 86% of each level’s total score, or 25-26 out of 30

points (Webb, 2021). An example of a cluster from the 1000 word level is shown
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below (Webb et. al, 2017, p. 37).

boy rent report size station thing

how big or small something is
place buses and trains go to
young man

The present study used only the tests of the first and second levels because
they targeted low proficiency students. Reaching mastery of the first level would
guarantee that students knew basic words to perform the task. However, since Milton
(2009) pointed out that students who know 2,000-2,500 words start to move from the
beginner to intermediate levels, those who did not master the second level were
regarded as beginners and were invited to be the study participants. However, it
should be noted that all general vocabulary scores were considered after the academic
vocabulary scores when recruiting the participants (See Appendix B for NVLT of the
1%tand 2" 1,000 Word Family Levels).

3.4.1.3 Validation of the Screening Instruments

The screening instruments included the New Vocabulary Levels Test (NVLT)
by Webb, Sasao, and Ballance (2017) and the adapted academic vocabulary test based
on the Academic Vocabulary Test (AVT) by Pecorari, Shaw, and Malmstrém (2019).
The NVLT was a ready-made vocabulary test that incorporated Rasch analysis to
make the test result unaffected by the test form and a group of people who took it, so
the test was meant to be used widely for different test takers (Brown & Hudson,
2002). Moreover, its research was published in a quatile-1 Scopus indexed journal
certifying high-quality research. Given that the present study used the test without any
alteration and followed its recommended cutting score, its original validation and its

trustworthy validation of the test remained. As for the adapted academic vocabulary



124

test, the researcher merged the items from its two original equivalent forms following
Pecorari et al.’s (2019) suggestion for adapting the test for the diagnostic purpose of a
particular context. Therefore, it seemed suitable to validate the adapted test once again
before it was used. The researcher asked three experts to validate the test content
validity. One expert was specialized in English vocabulary and the other two were
specialized in language assessment. An Item-Objective Congruence (IOC) index was
a tool for the experts to rate the congruence of the screening instruments, with scores
ranging from -1 to 1 with meaning attached: appropriate = 1; not sure = 0; and
inappropriate = -1. The item whose average score was > 0.5 was accepted. In contrast,
the item whose average score was < 0.5 was revised or rejected following the
suggestions of the experts, or the researcher provided justification if the item was to
be kept. The results from the expert validation revealed that the instructions of the
adapted academic vocabulary test must be revised, an example should be provided,
and a part of speech should be attached to the word “fast” in item 5 to avoid confusion
about its word class. The researcher revised the adapted academic vocabulary test
following the experts’ comments.

3.4.2 Research Instruments

The research instruments in this study included DA tasks and DA mediation
prompts, all of which were for conducting the DA intervention.

3.4.2.1 DA Tasks

The dynamic assessment (DA) tasks were designed for the participants to use
vocabulary learning strategies (VLS) which were selected from the ones employed in
recent empirical research dealing with beginner learners. During the tasks, the

researcher and a small group of low proficiency participants jointly did them, and
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dynamic assessment occurred through means of conversation, or dialogic mediation,
which was the feature of the interactionist DA approach. The DA tasks were carried
out under the instructional framework of the Cognitive Academic Language Learning
Approach (CALLA) in which they appeared in the instructional stages of practice and
expansion.

There were four DA tasks: a morphology task, a part of speech task, a
guessing meaning from context task, and a sentence writing task. Different tasks were
to teach different constructs of vocabulary knowledge under the form, meaning, and
use areas defied by Nation (2011). Having different tasks targeting multiple
vocabulary items offered a few advantages in this study. First, each aspect of
vocabulary could be emphasized clearly in each test. Second, different tasks allowed
different vocabulary learning strategies to be used which followed Gu’s (2020)
suggestion of examining strategies for learning different aspects of word knowledge.
Last, the participants could learn many words in a single test task which seemed
suitable for a short-term intensive tutorial.

Each task included a group dynamic assessment (GDA) task and an
individualized DA task. The group DA task was the main intervention of the study.
There were regular tasks and transfer tasks. The regular tasks were for the participants
to internalize the knowledge and the transfer tasks were to see to what extent learners
had internalized and sustained the development when doing more complicated tasks
(Ebadi & Saeedian, 2016; Poehner & Lantolf, 2013).

The individualized DA task was for the researcher to do the task one-on-one
with each participant. It came after the participants did the group DA tasks to further

investigate the gain from group dynamic assessment (GDA) at an individual level.
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The task details, the formats of the regular and transfer tasks, examples of task items,
and the constructs of vocabulary knowledge of each task are described below.

A. Morphology Task
The morphology task was designed for students to analyze affixes and roots.

The affixes in this task referred to derivational affixes including prefixes and suffixes
because they formed new meanings (Sasao & Webb, 2017) and were suitable to help
the participants know more words. The task followed Nation’s (2011)
recommendation on word parts. According to him, learners should recognize the
affixes and roots in words, know the meaning of the parts, and be able to retell the
word meaning by connecting the meanings of the parts to the word. As a result, the
task was designed for the participants to exercise these processes. Moreover, the
words were in a contextual sentence to resemble real-world language use and guide
the word’s meaning. The constructs of the morphology task were the receptive word
part (form) and the receptive form and meaning (meaning), and the receptive concept
and referent (meaning) according to Nation’s (2011) constructs of vocabulary
knowledge of form, meaning, and use areas. The participants were to recognize parts
of a word, know their meanings signaled by the word form, and know the word
meaning in a particular context that it occurred. To select affixes for learners,
Coxhead (2011) suggested introducing affixes by frequency, and Carlisle (2000)
pointed out that transparent derivatives are presumed to be easier to decompose than
those with orthographic and phonological changes. Carlisle (1988, as cited in Kraut,
2015) classified four changes of the roots after they are combined with derivational
morphemes. The first one has no change in spelling or phonology e.g., bio = biology.

The second one has an orthographic change e.g., lazy = laziness. The third one has a
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phonological change e.g., heal - health. The fourth one has both orthographic and
phonological changes such as long = length. These changes interact with learners’
abilities to recognize and produce the correct form, but Laufer (2001) explained that
complex derivatives usually cause difficulty in learning words. Prior to doing the DA
tasks, therefore, the researcher taught the concept of prefixes and suffixes, provided
the lists of common prefixes and suffixes, modeled analyzing affixes and roots
strategy, and had the participants practice doing exercises with the researcher (See
Appendix E for Materials for Presenting Vocabulary Learning Strategies for DA
Tasks). After that, the researcher informed them to use this strategy in DA tasks. The
formats of the DA regular and transfer tasks were explained below.
A.1) Regular Task (Morphology Task)

The regular task was adapted from a decomposition task by Carlisle (2000)
and Kieffer-Lesaux (2008) that students were required to decompose the given
derivatives to get the roots and affixes. It followed with a receptive skill of word parts
because students were to recognize the parts of a word (Nation, 2011). The receptive
skill of the decomposition task was likely more suitable to beginners than a more
difficult productive skill of a derivation task that required producing derivatives from
the roots (Carlisle, 2000), and students may need a large vocabulary size to do it
(Milton, 2009). As for the regular task in this study, transparent derivatives, or the
ones with no change of the roots, were selected. The participants read a sentence
containing a derivative and analyzed the sentence meaning, word meaning, root, and
affix(es) as well as identified the part of speech of the derivative and the root. The
derivatives and roots were checked to ensure they had close meaning. The sentences

were taken or adapted from widely used dictionaries including Oxford Learner’s
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Dictionary, Cambridge Dictionary, Collins Online Dictionary, Longman Dictionary of
Contemporary English Online, Macmillan Dictionary, and Merrium-Webster
Dictionary since those sentences were created to aid the understanding of the words.
Nevertheless, students could use an English-Thai dictionary to find the meaning of
some words they did not really know. The regular task consisted of eight items, as
exemplified below.

Example

Item 5. At a time of economic uncertainty (...), risk-taking can seem difficult.

root: (...) meaning:
affix: meaning:
affix: meaning:

A.2) Transfer Task (Morphology Task)

The format of the transfer task was similar to that of the regular task except
that the academic words were derivatives that included orthographic and/or
phonological changes of the roots. When the participants decomposed them to retrieve
the root, they could consult a dictionary for correct spelling and sound. The transfer
task consisted of eight items (See Appendix F for Morphology Task), as shown
below.

Example

Item 5. Animals in the zoo have lost the capability (...) to catch food for

themselves.
root: (...) meaning:
affix: meaning(s):

affix: meaning(s):
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B. Part of Speech Task

The part of speech task required the participants to use the analyzing part of
speech strategy to learn academic words that appeared in collocations, or a group of
words that often occurred together than random (Lewis, 2000). In other words, the
part of speech of the collocations, which put them in the syntactic structure, was the
means to study academic words. Based on collocations grouped by Benson, Benson,
and Ilson (1997), the collocations in this task referred to lexical collocations, not the
grammatical collocations that included a preposition and grammatical components
such as clauses and infinitives. According to Nguyen and Webb (2017), adjective-
noun and verb-noun collocations were problematic among pre-intermediate to upper-
intermediate Vietnamese EFL university students. In addition, the four major
collocation types among the 2,469 collocations in the Academic Collocation List
(ACL) by Ackermann and Chen (2013) were adjective-noun (1773), verb-noun (310),
adverb-adjective (124), and adverb-past participle (124), respectively. Therefore, the
part of speech tasks in this study included these four types of collocations.

Regarding forming collocations in this study, the node words were academic
words from Gardner and Davies’ (2015) Academic Vocabulary List (AVL) and from
four word classes: noun, verb, adjective, and adverb. Their collocates were either
academic or general words. For example, the word social interaction consisted of a
general word and an academic word, but the word natural source had two academic
words. The criteria for forming collocations followed Nguyen and Webb’s (2017)
study. First, the minimum collocation frequency in Corpus of Contemporary
American English (COCA) is 50. Second, the minimum mutual information score was

3.00 to consider two words as a collocation. In this study, the collocations were
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presented in contextual sentences to provide instances of real-world usage. The
context was taken from authentic texts in COCA, which was the source of Gardner
and Davies’ (2015) AVL. The constructs of the part of speech task were the receptive
form and meaning aspect (meaning) and the receptive grammatical function aspect
(use) according to Nation’s (2011) constructs of vocabulary knowledge of form,
meaning, and use areas. The participants were to know the collocation meaning that
suited the contextual sentence and select the part of speech of the target academic
word and its collocate to match the grammatical pattern in which they occurred.
Before the participants did the DA tasks, the researcher taught them parts of speech of
the four collocation types, namely adj-n, v-n, adv-adj, and adv-past participles in
sample sentences to ensure their understanding, which followed the receptive
treatment of Webb and Kagimoto (2009) proved effective for beginners. Then the
participants did some exercises with the researcher to familiarize themselves with the
concept (See Appendix D for Materials for Presenting VVocabulary Learning Strategies
for DA Tasks). After that, the researcher informed them that they needed to use the
analyzing part of speech strategy to learn academic words in collocations. The
formats of the DA regular task and transfer task are described below.
B.1) Regular Task (Part of Speech Task)

The regular task was in a form of a cloze task that provided the contextual
sentence and two blanks to fill out with the collocation. There were two groups of
options provided. The options contained words in different parts of speech or forms.
The participants had to choose one word from each group and put them in the
sentence to make it meaningful and grammatically correct. The order of the

collocation was guided by letters A and B to ease the cognitive load and the group
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that contained the target academic word was boldfaced. The participants could consult
a dictionary to check the part of speech. They must identify the type of collocation
such as adjective-noun. The regular task had seven items. An example is shown
below.

Example:

Item 5. We are a _(A) _(B) software

company who continue developing and improving our products.

A) [rapid, rapidly, rapidity| B) lgrow, growing, growingly|

Type of collocation:
B.2) Transfer Task (Part of Speech Task)

The transfer task was quite similar to the regular task except that the order of
the collocation was not predetermined by the letters A and B. The participants had to
arrange the two words to form a correct collocation, so the transfer task demanded
more cognitive load.

The group that hosted the target academic word was boldfaced. After the
participants put the correct collocation in the sentence, they must identify the
collocation type. An example below showed that the collocation was rural
development, and the type was adjective-noun. The transfer task had seven items (See
Appendix G for Part of Speech Task).

Example:

Item 3. We should boost to narrow the gap

between this area and the city.

rural, rurally, ruralism|  |develop, developed, development

Type of collocation:
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C. Guessing Meaning from Context Task

The guessing meaning from context task was for the participants to use the
guessing meaning from context strategy to study academic words. Although this strategy
generally required a good command of reading skills and vocabulary knowledge,
previous research, albeit a small number, shed light that beginners could use this strategy
when the reading materials contain vocabulary of their level (Sabbah, 2018; Shahar-
Yames & Prior, 2018). Therefore, in this study the vocabulary in the contexts were
simplified to match the participants’ existing vocabulary level. The simplification agreed
with Milton’s (2009) suggestion that many high-frequency words were needed to help
learners learn from the context because they could not learn from words they had not
encountered. Moreover, Chang and Millett (2015) said that beginners had a limited
capacity for working memory. If they processed decoding and comprehension
simultaneously while reading, one or more components may not be fulfilled.

The context was taken from authentic texts in the Corpus of Contemporary
American English (COCA) from which Gardner and Davies (2014) created the
Academic Vocabulary List (AVL). Since this study selected target academic words
from the AVL, it seemed reasonable to choose the academic texts from the source that
the AVL was developed. To simplify the context, most of the words must be in the 1%
1000 word family level of Nation’s (2012) BNC/COCA word family lists, but the
content was the same. The reason to choose the BNC/COCA word family lists was
that they were the source from which the NVLT, which measured the participants’
general vocabulary, was developed. Therefore, the word level in the context could be
compared with the participants’ level of general vocabulary. To determine the word

family level, the program AntWordProfiler from Laurence Anthony’s website was
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used, and the BNC/COCA word family lists were the default to check the passages.
The clues in the context consisted of eight types of discourse clues: description,
cause/effect, example, contrast/comparison, modification, appositive, words in series,
and association, which were reduced from the 12 types of discourse clues from Sasao
(2013) because some of the original clues were distinguished by fine details and likely
served the same purpose. Moreover, the more manageable number would rather
prevent confusion for the low proficiency students. According to Nation’s (2011)
constructs of vocabulary knowledge of form, meaning, and use areas, the constructs
of the guessing meaning from context task were the receptive concept and referent
aspect (meaning) and the receptive form and meaning aspect (meaning). The
participants were to understand the context, guess the target word meaning, and know
the word form. Before the participants did the DA tasks, the researcher taught the
discourse clues and modeled the guessing meaning from context strategy as an
example to the participants, so they were prepared for the tasks (See Appendix D for
Materials for Presenting VVocabulary Learning Strategies for DA Tasks). The formats
of the DA regular task and transfer task are shown below.
C.1) Regular Task (Guessing Meaning from Context Task)

The regular task consisted of items in a format of a short passage of around
50-60 words. All the context words were within the BNC/COCA 1% 1000 word
frequency level except the academic word. This was to ensure that the passage
allowed successful guessing to occur because 98% of the words must be
comprehensible (Nation, 2011). Therefore, the participants were supposed to know 49
in 50 words (98% text coverage), except for the academic word. However, some

common borrowed words such as website, topic, and unit were kept unchanged
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although they were in other frequency levels. For each passage, only one clue was in a
passage, and it may be within the same sentence of the target academic word or in
another sentence. In a single task, the word count of all the passages was between
300 and 400 words which was the recommended length for a reading passage of A2+
CEFR level (Mitchel, 2008). Thus, this total word count may not make the
participants too tired from reading.

To use the guessing from context strategy, Nation (2011) pointed out that it is
important that learners do not know the meaning of the word. Replacing the word
with a nonsense word or leaving it blank is recommended. In this study, the target
word was left blank, but multiple choices were also provided to prevent digression of
the answer. However, the participants had to read the passage to guess the meaning of
the missing word before choosing what they thought was the correct choice. To
complete each item in the task, the participants guessed and wrote the word meaning
in Thai. After that, they were allowed to use a dictionary to find the meanings of the
choices and choose the correct word form. The regular task contained six items, with
an example shown below.

Example:

Item 3. This website has a lot of good information for teachers to put in the science
program at school. Students can learn many things such as oil, forest fire, and health.
Although the information can be used to make a .................. science program,
most schools use two to three units a year.

What is the word meaning?

a. dominant b. visible c. statistical d. comprehensive
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C.2) Transfer Task (Guessing Meaning from Context Task)

The format of the transfer task was similar to that of the regular task in that
each item was in a form of a 50-60-word short passage. Most words were in the 1%
1,000 word level of the BNC/COCA word lists except that five words were either in
the 2" and 3™ 1000 levels. These five words plus the target academic word resulted in
six possible unknown words, which made the remaining words yield 88%-90% text
coverage which was an undesirable condition for successful guessing. For example,
knowing 44 out of 50 words yielded 88% of text coverage, and knowing 54 out of 60
words yielded 90% which was still lower than the minimum percentage for guessing
from context (95%) suggested by Liu and Nation (1985). The transfer task contained
six items (See Appendix H for Guessing Meaning from Context Task). An example is
provided below.
Example:
Item 3. Throwing is often considered a .................. or basic motor skill. However,
a variety of different exercise routines should be implemented throughout the year to
teach students different ways of getting and staying fit such as exercise to music, and
fitness games. Teachers should use creative activities to make students want to
exercise.

What is the word meaning?

a. formal b. creative c. fundamental d. alternative
D. Sentence Writing Task
The sentence writing task was for the participants to use a new word to form a
sentence as it was a vocabulary learning strategy to consolidate the word that learners

had encountered (Schmitt, 1997). The strategy implied that learners must know the
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word meaning before writing. For example, Zou (2017) provided glosses of the target
words to non-English major, intermediate Chinese freshmen to write sentences and
compositions. The glosses included the parts of speech and definitions from renown
dictionaries. For instance, Jafari, lzadpanah, and Rahmani (2018) provided first
language definitions of the target words to intermediate students in Iran to write
sentences. The task in this study provided the word meaning to the participants before
they wrote a sentence. The participants could use a dictionary to search for other
words to put in the sentence to make it meaningful, but they were not allowed to use a
translation website. However, an expert who validated the task and who taught at the
university where the research took place mentioned that sentence writing was
challenging for low proficiency students. The students should not write alone, and
grammatical patterns should be provided. Thus, the participants wrote in a pair and
there were grammatical patterns to guide them.

The research employing a sentence writing task for vocabulary learning came
from the underlying concept of Laufer and Hulstijn’s (2001) Involvement Load
Hypothesis asserting that tasks with high learner involvement better helped them
retain words. The participants were to write a sentence so they were highly involved
in planning the sentence and combining words together (Gobet et al, 2001). The group
dynamic assessment (GDA) occurred when the participants reviewed their sentences
with the teacher (mediator). The teacher asked for a written sentence from a pair and
engaged the other group members to check it together. Then the other group members
could compare their sentences and ask questions for clarification. Moreover, using
GDA at the revision stage followed previous research employing DA with writing

such as Poehner et al. (2018), Rahimi et al. (2015), and Aljaafreh and Lantolf (1994)
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and research employing DA to teach vocabulary through a writing task such as
Mirzaei et al. (2017).

According to Nation’s (2011) vocabulary knowledge of form, meaning, and
use areas, the constructs of the sentence writing task include the concept and referent
aspect (meaning), the grammatical function aspect (use), and the collocation aspect
(use). All constructs were for productive skills. In this study, the participants were to
understand the concept and the referent to which the word referred, use the word
correctly due to its grammatical function, and use other words with the target word
correctly. Before the participants did the tasks, the researcher taught them the
functions of a noun, a verb, an adjective, and an adverb, as well as their positions in a
sentence and a basic sentence structure. Also, the researcher modeled the strategy and
had the participants practice writing with the researcher (See Appendix D for
Materials for Presenting Vocabulary Learning Strategies for DA Tasks). The formats
of the regular and transfer tasks are described below.

D.1) Regular Task (Sentence Writing Task)

Each item in the regular task supplied the participants with the part of speech,
the first language meaning (Thai), the English definition of the target academic word,
and two sample sentences containing the word along with grammatical patterns. Only
one Thai meaning and one English definition were presented to avoid confusion
among low proficiency students because learning a word with several meanings at a
time could be difficult for these learners (Laufer, 2001). The English definition was
selected from a common definition among well-known online dictionaries such as
Longman Dictionary of Contemporary English Online, Cambridge Dictionary, and

Collins Online Dictionary. The Thai meaning was based on the English definition and
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was taken from a reliable online dictionary https://dict.longdo.com/. Although
research by Park (2018) cautioned about low proficiency students copying sample
sentences, the present research used sample sentences to guide the participants to see
how the word was used in context and its syntactic structure so as to increase their
confidence to use the word in their writing. When they wrote, they could use a
dictionary to find other words to put in their sentences and check the spelling. There
were five items in the regular task. An example is given below.

Example:

Item 2. specifically (adv) = Ineianng

= for a particular reason, purpose, etc.
Example: Jantra specifically designed these jeans for women.

S+ Adv + V + Object
They bought the land specifically to build a hotel.

S+ V +Object+ Adv

Your sentence:

D.2) Transfer Task (Sentence Writing Task)

The transfer task was more challenging for the participants because there was
no sample sentence provided. However, the word was still supplied with a Thai L1
meaning, an English definition, and a guiding grammatical pattern. The grammatical
pattern was provided to avoid the deficit in syntactic knowledge of writing that might
impede the intended message. However, the participants did not have to follow the
guiding grammatical pattern strictly. They could make changes in their sentence as
long as the word’s grammatical function (n, v, adj, or adv) was correct and the
sentence was comprehensible. There were five items in the transfer task (See

Appendix | for Sentence Writing Task), with an example as follows.
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Item 3. simultaneously (adv) = aaifnguniauiy, Tuaatnaaiis

Guiding grammatical pattern: S + V + Adv

Your sentence:

= happening or being done at exactly the same time

In summary, the four DA tasks, namely the morphology task, the part of

speech task, the guessing meaning from context task, and the sentence writing task

were designed for different vocabulary learning strategies to be used. They were

analyzing affixes and roots, analyzing part of speech, guessing meaning from context,

and using a new word to form a sentence. Each task taught different constructs of

vocabulary knowledge according to the form, meaning, and use areas defied by

Nation (2011) as shown in Table 3.2.

Table 10 The vocabulary constructs of the four DA tasks

Task Area Construct  Skill Guiding questions
1. Meaning Concept and Receptive  What is included in the
Morphology Referents concept?
Meaning Form  and Receptive  What meaning does this word
meaning form signal?
Form Word parts  Receptive  What parts are recognizable in
this word?
2. Part of Meaning Form and Receptive  What meaning does this word
Speech meaning form signal?
Use Grammatical Receptive  In what patterns does the word
functions occur?
3. Guessing Meaning Concept and Receptive  What is included in the
Meaning from Referents concept?
Context
Meaning Form  and Receptive What meaning does this word
meaning form signal?
4. Sentence Meaning Concept and Productive What items can the concept
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Writing Task Referents refer to?
Use Grammatical Productive In what patterns must we use
functions this word?
Use Collocations  Productive  What words or types of words

must we use with this one?

E. Academic Words for DA Tasks

The target academic vocabulary was chosen from Gardner and Davies’ (2014)
Academic Vocabulary List (AVL) because of its sound methodology which made it
appropriate for beginners. Moreover, the AVL used lemma as a counting unit and was
considered suitable for beginners and intermediate learners of English (Brezina &
Gablasova, 2015; Gardner & Davies 2014; Schmitt & Zimmerman 2002). However,
the first 1,000 words out of the total 3,015 words were selected to be in the DA tasks
because the 1-500 and the 501-1000 frequency bands provided much higher text
coverage than the other bands whose coverage reduced considerably. Moreover, the
first 1,000 words represented the same scope as the screening test (the adapted version
of Academic Vocabulary Test). However, the target words did not repeat the words
that appeared in the coursebooks of the two English foundation courses to avoid the
memory effect of having learned them. The two courses included the first English
foundation course that the participants retook in the summer semester, and the second
English foundation course that they were currently taking in semester one. The
criteria for selecting the target academic words were as follows:

- The words were not in the reading and listening passages, grammar and

vocabulary contents, and exercises as well as speaking and writing tasks of
the two English foundation courses.

- In each task, half of the words came from the 1-500 frequency bands and
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the other half were from the 501-1000 frequency bands.

- There must be four word classes: noun, verb, adjective, and adverb in each

task.

In addition, the different tasks in this study, namely the morphological task,
part of the speech task, the guessing meaning from context task, and the sentence
writing task, largely influenced the word selection from the AVL list. Specifically, the
researcher had to purposively select words to match the morphology task because
only some words in the AVL list contained affixes which were mostly suffixes and
met the criteria mentioned above. Likewise, the part of speech task made the
researcher select single words from the AVL list purposively to form acceptable
collocations. However, the guessing meaning from context task and sentence writing
task did not have restrictions on word properties as the previous two tasks, so the
researcher randomly selected words by using the Random Integer Set Generator in
http://www.random.org/ to reduce a possible bias in selection first and then manually
selected the words appropriate to the task. As for the number of academic words in
each DA task, Hunt and Beglar (2002) suggested that five to seven new words should
be learned at a time to be students’ active vocabulary due to the principles of teaching
and learning vocabulary. In this study, the academic words were put in the tasks from
the higher frequency rank to the lower one according to the AVL, which was their
source. The number of academic words in each task varied depending on the task
requirement and the time to complete them. There were between five and eight words
in a single task (See Appendix C for Academic Words in DA Tasks and Appendix C

for Academic Words in Pretest (Delayed Posttest) and Immediate Posttest).
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3.4.2.2 DA Mediation Prompts
For each task, there were DA mediation prompts to gradually help the

participants employ the vocabulary learning strategy to learn academic words. The
DA mediation prompts in this study followed Aljaafreh and Lantolf’s (1994)
suggestion that effective mediation for interactionist DA should be graduated,
dialogic, and contingent. Graduated mediation proceeded from the most implicit to
explicit assistance so that it allowed learners to struggle to stretch their abilities
(Infante & Poehner, 2019). Dialogic mediation used dialogues as the means to
maximally attune the mediation to learners’ needs at any moment. Contingency meant
that mediation was offered only when needed and was withdrawn when the learner
started to be able to perform independently. Before giving the prompts, the researcher
asked the participants to answer the test item by themselves first to reveal their actual
ability. Then, when they struggled to answer, the mediation prompts were given from
the most implicit to the most explicit prompts, that is, the least to the most assistance
following the DA principle. The researcher adjusted the prompts to match the
participants’ answers during the interactions and simplified the language to the
participants’ level. The prompts for each task were related to the task design, as can
be explained as follows.
- The prompts for the morphology task were adapted from Harris,
Schumaker, and Deshler’s (2011) strategic morphological instruction.
They asked the participants to identify the number of word parts, the root
and affix, and the meaning and part of speech of word parts, which seemed
to match the decomposition task in this study. Likewise, the assistance

from the prompts was graduated from the word level which was broader to
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the part level which was more specific, and this graduation was considered
congruent with the DA principle.

The prompts for the guessing meaning from the context task were adapted
from Teo’s (2012a) prompts to predict vocabulary meaning. They started
from the general topic of the passage, the sentence, phrase, and word
levels, respectively. They likely represented a reverse order of Clarke and
Nation’s (1980) strategy of guessing from context which started from the
part of speech, immediate context in the same clause or sentence, and
adjoining clauses or sentences. In other words, the DA graduated prompts
started from a wider context and narrowed down to the word level.

The prompts for the part of speech task and sentence writing task were
adapted from Darvin, Herazo, and Sagre’s (2017) categorization of DA
prompts dealing with errors and Aljaafreh and Lantolf’s (1994) mediation
prompts guiding the revision of student writing. The part of speech task
and sentence writing task had a related construct of the word’s
grammatical function. The part of speech task dealt with the grammatical
pattern in which the word occurred (receptive skill), and the sentence
writing task dealt with the grammatical pattern to use the word (productive
skill). Thus, prompts dealing with errors could be used after the
participants chose answers or wrote a sentence. They graduated from
pointing out the existence of the error, location of the error, nature of the
error, to explaining how to correct the error and providing a correct
answer. Moreover, the focus of the sentence writing task was separated

into two levels: semantics and grammar. The prompts were given to the
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semantic level before the grammatical level. (See Appendix J for
Mediation Prompts for DA tasks).

3.4.2.3 Validation of Research Instruments

The research instruments included the selected academic words, four DA
tasks, namely the morphology task, part of speech task, guessing meaning from
context task, and the sentence writing (each task included two GDA tasks and one
individualized DA task), the mediation prompts, the instructional framework, and the
materials for presenting vocabulary strategies. Three experts who validated the
research instruments included an expert who was specialized in dynamic assessment,
another expert who was specialized in English vocabulary, and the other expert who
was specialized in English language instruction. The third expert also taught students
in the context of the study. All of them checked the content validity of the research
instruments by using an ltem-Objective Congruence (IOC) index. The criteria for
checking ranged from -1 to 1 with the meaning attached: inappropriate, not sure, and
appropriate, respectively. Two in three experts had to agree with the statement in each
item for acceptance. In other words, the average score of > 0.5 meant the item was
accepted, while the average score of < 0.5 meant the item needed to be revised
following the experts’ suggestions, or the researcher had to provide justification to
keep the item. Since the DA tasks were viewed as tools to improve the process of
learning rather than a test to collect scores to compare the students’ abilities in a
numerical form, item statistics of a test such as difficulty and discrimination indexes
were considered unnecessary.

The results of the validation were mainly for the revision of the four DA tasks.

Regarding the morphology task, the researcher revised the directions and the sample
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items to help the participants better understand the task requirements. One word in the
regular task (substantially) was replaced with another word (importantly) as this task
needed only a derivative whose root was not changed in sound or spelling. As for the
part of speech task, the task name was used instead of the collocation task to match
the analyzing part of speech strategy. Two experts commented that the previous
format of the transfer task which required both unscrambling a sentence and forming
a collocation seemed to be too difficult for the participants. Therefore, the researcher
changed the format of the transfer task to resemble the regular task but made it
slightly more challenging by not telling which word in a collocation came first. In the
guessing meaning from context task, the strategy name “guessing meaning from
textual context” was changed to “guessing meaning from context” to match the task
name and avoid confusion of the participants. The directions were minimally
adjusted. The major revision was changing the task format from without multiple
choices to having multiple choices, because the old version confused the experts
about what exactly the participants must do. If the participants had to both guess and
find the exact word form without the choices given, the task would be too challenging
for them. The sentence writing task also had a major revision in the task format. One
expert who was the English lecturer at the university campus where the participants
studied suggested that a sentence structure should be provided in the materials that
presented the strategy and in the task items. Moreover, the mediation prompts were
modified to have two levels: semantics and grammar which helped the researcher give
the prompts systematically. One expert asked about clear criteria for assessing the
written sentences which reminded the researcher to inform the participants of the

priority of the semantic level than the grammatical level. Another expert commented
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that the researcher should show more examples and how to rewrite or compose a
sentence when giving feedback. The directions were modified to include the use of a
dictionary to find the correct forms of words to put in a sentence and examples of the
word use.

3.4.3 Data Collection Instruments

The data collection instruments included a demographic questionnaire, a
pretest, an immediate posttest, a delayed posttest, recordings of DA sessions, verbal
report probes, field notes, students’ diaries, an attitude questionnaire, and a semi-
structured interview protocol.

3.4.3.1 The Demographic Characteristics Questionnaire

The demographic characteristics questionnaire was created to collect basic
information of the participants which might influence and account for each
participant’s performance. The questionnaire was adapted from Siwathaworn (2018)
and was written in English and Thai to aid the participants’ understanding. The
participants answered the questionnaire individually after they agreed to participate
and signed the informed consent form. The researcher was available to clarify any
points raised. There were nine questions and most of them were open-ended, eliciting
data including name, faculty, age, the length of time studying English, high school
program, history of going abroad, foreign friends and their nationalities, opportunities
to use English in daily life, and English vocabulary learning (See Appendix L for
Demographic Characteristics Questionnaire).

3.4.3.2 The Academic Vocabulary Pretest (Delayed Posttest) and
Immediate Posttest

There were two static tests in this study: the academic vocabulary pretest

(which also served as the delayed posttest) and the immediate posttest. The



147

quantitative analysis of the test scores without the mediator’s assistance would
supplement the qualitative analysis of the DA tasks to increase the trustworthiness of
the results. The test comprised four parts: morphology, part of speech, guessing
meaning from context, and sentence writing, which followed the four tasks in the
intervention.

Regarding the number of items, each test consisted of 16 items for all four
sections. Each section consisted of four items for eight points which made thirty-two
points in total. The number of 16 seemed reasonable as it may not make students
become fatigued, which was likely to cause error variance contaminating their true
scores (Bachman, 1990). The researcher estimated that the 16 items should be
manageable within 40 minutes, although Waring (2021) suggested administering
vocabulary tests without a time limit. Moreover, the 16 items in the pretest and the
other 16 items in the immediate posttest covered 32 words, or almost half, of the 62
taught words during the intervention. (See Appendix M for Academic Vocabulary
Pretest (Delayed Posttest) and Appendix N for Academic Vocabulary Immediate
Posttest).

The tested words came from the academic words taught during both group DA
and individualized DA of the four tasks in the intervention. However, the same words
of a particular task did not appear in the same section of a test; for example, words in
the morphology task were not in the morphology section of the test but may appear in
the part of speech, guessing meaning from context, or sentence writing sections. The
test words in the pretest and immediate posttest were fairly equivalent in terms of the
four main word classes: noun, verb, adjective, and adverb and their frequencies in the

Gardner and Davies’ (2014) AVL, which was their original source. The test words in
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each section were presented from high to low frequency. The words in the pretest
were not the same as those in the immediate posttest to prevent students’
memorization of words. The pretest was used again as the delayed posttest as these
two tests were administered further apart, so the memorization effect was least likely
(See Appendix C for Academic Words in DA Tasks, and Appendix D for Academic
Words in Pretest (Delayed Posttest) and Immediate Posttest).

The test format resembled the four DA tasks in the intervention as both had
the same constructs, but there were small alterations to suit the independent test
taking. The difficulty level of the pretest and posttests was equal to the regular tasks
in the intervention, because the regular tasks aimed for the vocabulary knowledge that
the participants should internalize through dynamic assessment.

Each sentence in the morphology section contained a target word, and the
participants had to specify the Thai meaning of each word based on the contextual
sentence and identify its root and affix. The contextual sentence was adapted from
example sentences in dictionaries such as Longman Dictionary of Contemporary
English, Cambridge Dictionary, and Collins Dictionary to make the language level
comprehensible for low proficiency students. The target words included the words
with and without changes in sound/spelling after they were combined with
derivational morphemes. Although the morphology section included the element of its
transfer task (changes in word sound/spelling), it was considered acceptable since the
changes were the words’ intrinsic properties.

The second section, part of speech, had incomplete sentences in which the
participants must select the correct collocations to fill. The nodes of collocations were

academic words. The collocation types included the four types taught during the task:
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adj-n, v-n, adv-adj, and adv-past participle. The sentences were taken from Corpus of
Contemporary American English, which was the source of Gardner and Davies’
(2014) AVL and provided the collocation of the selected academic words in the study,
but the language was adapted to make it easier.

The third section, guessing meaning from context, contained passages of 50-
60 words taken from COCA and blanks that needed academic words that matched the
contexts. The words in the context were adjusted to the 1%t 1000 word family to yield
98% text coverage which supported successful guessing from context strategy
(Nation, 2011). The clue type in each passage was different. The choices were
provided in a cluster format because the tested words were restricted to the words
taught in the tasks which resulted in a limited number of words of the same part of
speech to create a multiple-choice format, plus some words have been used in the
other sections of the test. Given that the cluster format had a drawback of item
dependence because a correct answer of any items in the cluster increased the
possibility of getting the other items correct whether by knowledge or guessing
(McLean & Kramer, 2015), distractors were included and were likewise taken from
the words taught during the tasks, so the participants knew them.

The last section, sentence writing, required the participants to write a sentence
incorporating the given academic word. The part of speech, Thai and English
definitions, and a guiding grammatical pattern were provided, but there was no
sample sentence to prevent the participants from copying it. After the participants
finished writing the English sentence, they had to translate it to Thai so the examiner
could determine whether they could use the word correctly to its concept and

communicate their intended meaning or not. The scoring rubric was adapted from
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Stubbe and Nakashima (2017) who did research on using sentence writing to
determine the Japanese high beginner first-year students’ understanding of English
vocabulary.

3.4.3.3 The Recordings of DA Sessions
The interaction during GDA and individualized DA was video- and audio-

recorded and transcribed for a thorough analysis of academic vocabulary learning that
occurred through interactions in the DA tasks. The transcriptions included a mixture
of English and Thai because the researcher used code-switching between the two
languages while conversing with the participants, who had low proficiency in English,
to aid their understanding. The recordings of DA sessions provided the main data for
this study to investigate how dynamic assessment enhanced the academic vocabulary
knowledge of low proficiency students. Therefore, the conversation between the
teacher and students doing the DA tasks was transcribed verbatim to include certain
extra-linguistic features that indicated subtleties of communication such as pauses,
false starts, laughter, repetition of words, and non-verbal behavior, although they may
not be as detailed as work of conversation analysis. It was expected that both
linguistic and extra-linguistic features provided a comprehensive picture of the
interactions that occurred during DA which could lead to a sound judgment of the
results. The transcription conventions were adapted from Infante and Poehner (2019),
and they were applied to both English and Thai utterances in the recordings, as
follows.
(comments) transcriber’s comments, includes non-verbal behavior
? a question, rising intonation

-- self-correction, truncated speech
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[1 overlapping talk by more than one speaker
(silence...seconds) length of pauses in seconds

3.4.3.4 The Verbal Reports
The verbal report is an introspective process in which individuals report on

their cognitive processes during task performance, and it must be done soon after the
event so that the recall is as accurate as possible (Gass & Mackey, 2016). In this
study, the verbal report was used to ask the participants to clarify their thoughts after
each item when a misunderstanding occurred before moving to the next item, so their
memories did not mix up. The participants may be asked to clarify their reasoning to
arrive at the answer. Also, the researcher monitored the facial expressions and
gestures of the participants and noticed whether there was a sign of doubt that could
be clarified.

The verbal report was regarded as an introspection. Shavelson, Webb, and
Burstein (1986) classified introspection into three types: think-aloud, self-observation,
and stimulated recall, all of which were used to trace cognitive processes. Think-aloud
was for the participant to talk about their thoughts simultaneously as he/she was doing
the task. Self-observation occurred after the task completion. The participant was
asked what he/she was thinking but without a stimulus. A stimulated recall occurred
after an event and with a stimulus such as a video recording. It required elaborate
training and preparation from the interviewer and participants. In this study, the verbal
report referred to self-observation because it facilitated the flow of each DA task, and
it did not need much preparation as stimulated recall and did not interrupt the
graduated sequence of DA mediation prompts as think aloud. Self-observational data

were from the participants analyzing what they were thinking during the task
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(Pressley & Afflerbach, 1995). They were usually elicited through directed
questioning toward a specific event, issue, or thought (Ward et al., 2020). In this
study, a guideline for probes was adapted from Suss et al. (2014) and Ward et al.
(2020) (See Appendix M for Verbal Report Probes). However, not all the probes were
used at once. The researcher used some of the probes that matched ambiguous
students’ interactions. The Thai language was the means for the verbal report, so the
participants could express their thoughts without any language barrier.
3.4.3.5 The Researcher’s Field Notes

Field notes were written by the researcher to note important information that
was observed from the students’ participation during the DA session for reflection.
The data from field notes represented the researcher’s view and were triangulated
with the participants’ verbal reports, diaries, and the recordings of DA tasks.
According to Phillippi and Lauderdale (2018), field notes data added thick and rich
descriptions of the context and improved the depth of qualitative findings. In addition,
Schwandt (2007) pointed out that a field note was a tool to record activities,
behaviors, and other features of observation to help the researcher remember the
phenomenon being studied and create meaning and understanding of it. Although
field notes could be written during the observed event, the researcher wrote a filed
note after each DA session for both group and individual sessions so that the
researcher could concentrate on giving the mediation prompts and conversing with all
the students during the tasks. After each DA session, the researcher wrote small notes
right away because a note should be written while the memories were still fresh
(Richards, 2003). Then, it was expanded to a fuller description as soon as possible

leaving a few events to occur between a note and a field note (Richards, 2003).
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Regarding what to write in the field note, Phillippi and Lauderdale (2018) proposed a
guideline that it should include the setting, participants, interview, and critical
reflection. USC Libraries (2021) guided that field notes should consist of two main
parts: descriptive information and reflective information. As a result, there were
guiding topics to write (See Appendix O for Researcher’s Field Notes). The
participants were addressed anonymously in the field notes to protect their
confidentiality following the research ethics.

3.4.3.6 The Students’ Diaries

Students’ diaries served as a reflection on their cognition and affection during
the DA intervention. The data enriched the understanding of students’ learning
experiences from DA and their feelings toward it. Furthermore, students wrote it after
each DA session making the data reveal the ongoing changes throughout the
intervention, which added more perspectives to each DA task. Diaries were chosen
because they allowed students to express their very personal or intimate information
that they may not reveal in face-to-face communication (Willig, 2013). Thus, they
benefited students to voice and interpret their learning experiences in an unintrusive
way. To make diaries effective tools, the researcher should provide some guidance on
what to write otherwise the data might be cumbersome or diffused the focus of the
intervention (Bailey, 1991; Willig, 2013). Moreover, the researcher should collect
diary entries regularly and motivate the participants to continue writing them. In this
study, the researcher provided guiding questions for them to write. The participants
were asked to note down each session’s academic vocabulary as a wrap-up. Then they
were asked to reflect on the VLS, the learning through group dynamic assessment

(GDA), and their feelings while learning. The researcher collected their diaries daily
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after each DA session to prevent students’ memories to mix up. Later, their diaries
were returned to them so that they can review the learned academic vocabulary (See
Appendix P for Students’ Diaries).

3.4.3.7 The Attitude Questionnaire
An attitude questionnaire was used to collect the data regarding the

participants’ attitudes toward the overall DA intervention. It provided a chance for
them to reveal their attitudes privately without being affected by other people’s
influence such as an interview. To do so, the attitude questionnaire was administered
after the immediate posttest but before the semi-structured interview protocol. The
data were triangulated with the data from semi-structured interview and students’
diaries to yield more reliable findings on the participants’ attitudes. Given that a few
previous studies employed group dynamic assessment (GDA) and did not investigate
the students’ attitudes, the researcher had to devise a new questionnaire based on
existing attitude questionnaires of relevant topics: dynamic assessment by
Siwathaworn (2018), vocabulary learning by Mahmoudi, Samad, and Razak (2012),
and cooperative learning by McLeish (2009). The questionnaire consisted of ten
statements on a four-point Likert scale and an open-ended part for additional
comments. A Likert scale was used because it had a range to capture different levels
of intensity of feelings (Burns & Bush, 2008); as a result, the format was considered
suitable for investigating the participants’ attitudes. The four-point Likert scale was
used instead of an original five-point Likert scale to encourage the participants to take
a position to agree or disagree with the statements without an indecisive position. It
was hoped that the specific responses provided a sharper focus to the research. The

four choices were: strongly disagree (1 point), disagree (2 points), agree (3 points),
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and strongly agree (4 points).
The questionnaire was written in English and Thai to facilitate the
participants’ understanding of the questions. The mean score of each questionnaire
item was calculated. In terms of a score interpretation, the study followed
Siwathaworn (2018) by setting an equal score interval for a straightforward
interpretation as follows:
a) Mean = 3.26-4.00 was interpreted as a high degree.
b) Mean = 2.51-3.25 was interpreted as a moderately high degree.
¢) Mean = 1.76-2.50 was interpreted as a moderately low degree.
d) Mean = 1.00-1.75 was interpreted as a low degree.

(See Appendix Q for Attitude Questionnaire).

3.4.3.8 The Semi-structured Interview Protocol

The semi-structured interview protocol was a set of open-ended questions to
elicit data regarding the participants’ learning and attitudes toward the overall DA
intervention. A group interview was administered after the participants completed the
attitude questionnaire. The semi-structured interview protocol was chosen because it
allowed the researcher to probe more information related to the answers that the
participants originally provided. However, Willig (2013) cautioned that the
participants’ words may not simply and directly reflect their thoughts and feelings.
Thus, the interview data were triangulated with the other data collection instruments.
In this study, adapted from Siwathaworn (2018), there were eight questions targeting
cognitive to affective aspects, asking whether the participants had taken dynamic
assessment before, what they did in GDA, what they gained from GDA, what

feedback they thought was useful and not useful, how they thought of DA compared
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to other vocabulary learning techniques that they had learned, their feelings toward
GDA and individualized DA, and their suggestions for improving DA (See Appendix
S for Semi-structured Interview Protocol). The researcher notified the participants of
the timeframe of the interview and asked for their agreement. Their identities were
protected according to the research ethics. The interview was recorded and transcribed
for the contents but not linguistic features of speech such as volume, false starts, and
pauses because the focus was to understand the contents irrespective of how they
were presented.

3.4.3.9 Validation of Data Collection Instruments

The data collection instruments that needed validation included the
demographic characteristics questionnaire, pretest, immediate posttest, delayed
posttest (the same as pretest), verbal reports, field notes, students’ diaries, attitude
questionnaire, and semi-structured interview protocol. Three experts in the fields of
English language assessment and English language instruction validated the data
collection instruments using an Item-Objective Congruence (IOC) index for content
validity. However, the pretest and immediate posttest were validated by the experts
who validated the screening instruments since they were all about tests. The criteria
for judging and interpreting the results were the same as those of the screening
instruments and research instruments. The average score below < 0.5 indicated that
the content had to be revised following the experts’ suggestions, or a justification had
to be provided to keep the content intact.

The results of the expert validation made the researcher revise the language
and response format of some items in the demographic characteristics questionnaire,

students’ diaries, attitude questionnaire, and semi-structured interview. For example, a
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question that asked two topics was separated into two questions, and a negative
question with ‘not’ was removed. One expert reminded the researcher to ask more
specific questions and give examples to help the participants retrieve information
more easily while doing the semi-structured interview protocol. The format of the
field note was also revised to make it more applicable to manage qualitative data. One
expert suggested that each topic should be more specific and provide more guided
principles or questions to get in-depth information. However, the researcher
maintained the original topics as the research adopted an inductive approach which
enabled the researcher to let the data emerge naturally and then analyze the tentative
phenomenon so that the overall learning experience was captured. In addition, there
were guided questions about DA in the critical reflection part that helped the
researcher see things through a DA lens.

According to the validation results of the pretest and the immediate posttest,
the researcher added a sample item at the beginning of each part of the test to
facilitate the understanding of the directions. Some constructs were deleted as the
experts thought they were not assessed by the test. In the directions of the
morphology part, technical terms including the “root” and “affixes” were explained
with the words “base” and “prefixes and/or suffixes” for test takers to understand, and
the word “affix(es)”” appeared in the response to let test takers know that there may be
more than one affix to fill in. The name of the “collocation part” was changed to the
“part of speech part” to match the vocabulary learning strategy—analyzing part of
speech. In the guessing meaning from context part, the language in an item of the
guessing meaning from context part was rearranged. In the sentence writing part, a

guiding grammatical pattern was provided to eliminate the problem of lacking the
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knowledge of a sentence structure that could interfere with the knowledge of the
word’s grammatical function. The meanings of some Thai words were changed to
make them more closely match the English definition. Lastly, the part’s name was
changed to the sentence writing and translation part as the test takers must write Thai
translations so that the researcher knew their intended meaning of the English
sentence.

3.5 Instructional Framework (CALLA)

The instructional framework was used when administering group dynamic
assessment (GDA). In this study, the Cognitive Academic Language Learning
Approach (CALLA) was the instructional framework that linked vocabulary learning
strategies and dynamic assessment (DA) tasks together in the DA model. Given that the
five-stage instructional sequence of CALLA (preparation, presentation, practice, self-
evaluation, and expansion) was flexible (Chamot & O’Malley, 1996; Gu, 2018), the
stages were arranged in a sequence suitable for teaching VLS through DA tasks in this
study. As a result, the five-stage instructional sequence was covered in two sessions,

and some stages re-occurred as shown in Figure 3.1.

GDA 1% : : Practice: GDA Self-
session PlrEpaaet FlreeenE regular task evaluation
GDA 20 ' Expansion: GDA Self-
session P transfer task evaluation

Figure 4 Instructional Sequence of the DA Model
The first session included the stages: preparation, presentation, practice, and

self-evaluation. First, the teacher activated the participants’ prior knowledge of a
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particular VLS through the preparation stage and then the teacher presented linguistic
knowledge necessary for employing the VLS and modeled how to use the VLS to the
participants in the presentation stage. It must be noted that the academic words used
in this stage were excluded from the target words in DA tasks and the pretest and
posttests. Next, the participants did a DA regular task with the teacher (mediator) in
the practice stage. This stage was for group dynamic assessment (GDA) in which the
teacher simultaneously assessed the group’s ZPD and mediated the participants to
internalize the concept of VLS to learn academic vocabulary. When the participants
could not answer the question after the DA most explicit prompt was given, the
mediator explained the correct answer. Each participant in the group was to be equally
active. The teacher (mediator) could switch turns between them to let them answer
questions, help another participant answer the question, give comments, and ask
questions. At the end of the first session, the self-evaluation stage was for the
participants to reflect on the learned academic vocabulary, the VLS, the learning
through GDA, and their attitudes toward the learning.

The second session included the three stages: preparation, expansion, and self-
evaluation. The preparation stage was for activating the participants’ previous learning
in the first session, so they recalled the VLS, relevant linguistic knowledge, and the DA
process. Then the expansion stage was for the participant to do a DA transfer task,
which was more difficult than a regular task, with the teacher (mediator) through GDA.
At the end of the second session, the participants reflected on their learning in the self-
evaluation stage as they did in the first session (See Appendix K for Sample of
Instructional Framework). After the GDA, the mediator did individualized DA with

each participant, but the stages in the instructional framework were not repeated
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because this was a practice to examine the gain from GDA at an individual level.

3.6 Data collection

Recruiting the participants with the screening instruments took place at the
beginning of the first semester of the academic year 2022. The whole group of
students who retook the first English foundation course in the summer semester took
two vocabulary tests as the screening instruments, and five students who gained low
scores were invited to be the participants. The first week of the research was devoted
to giving the orientation of the research procedure for the selected students, asking for
the students’ consent to be the participants, administering the pretest, and introducing
dynamic assessment. The orientation provided the information about the objectives of
the research, the benefits expected from this research, the number of weeks and
sessions for data collection, as well as the requirements that the participants did
including answering the demographic characteristics questionnaire, taking the pretest,
joining the group and individualized dynamic assessment, doing a verbal report,
writing a diary, taking an immediate posttest, answering the attitude questionnaire,
joining a group interview, and taking a delayed posttest. The participants received the
information sheet describing necessary information that research participants needed
to know following the research ethics. They knew that they were video- and audio-
recorded but their personal information was kept confidential, and they received
compensation for their time. After the students agreed to be the participants, they
signed the informed consent form. The researcher arranged the schedule for the
intervention with them at their convenience. Then the participants responded to the
demographic characteristics questionnaire and did the pretest.

The first week was also for introducing dynamic assessment. First, the
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researcher explained her role as the mediator to give minimal assistance as an implicit
prompt to let the participants do the tasks by themselves first. If they still struggled,
gradual assistance was provided until they received an explicit prompt to reach the
answer. As a result, the research could assess their current ability (assess) and provide
contingent assistance (teach) to move them to the proximal ability. When the
participants did each item, the researcher directed prompts and questions to different
members to help the other members in the group to participate equally. Then, the
research explained the participants’ role regarding interactionist DA that their
interactions whether to speak or act were crucial to help the researcher know what
assistance was needed and move the intervention forward. They could speak in Thai
express their thoughts clearly so that the mediator could assess their understanding
while doing the tasks. They could request the researcher to translate her English
prompts, questions, and explanations in Thai if they did not understand. The language
that the mediator used during the interaction was expected to be 50% English and
50% Thai. English was used to start the conversation; however, the mediator used
Thai to assure the participants’ comprehension.

The DA intervention covered four weeks. It was to be an intensive remedial
tutoring outside the participants’ regular class time. Thus, the researcher arranged the
date and time for the DA intervention with the participants at their convenience. Each
week was for each type of the four DA tasks: morphological analysis task, part of
speech task, guessing meaning from context task, and sentence-writing task. The first
three tasks targeted receptive knowledge and were placed before the fourth task
targeting productive knowledge because receptive word learning was believed to be

easier (Nation, 2011). The tasks started from the morpheme or the smallest unit of a
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word, the parts of speech of a collocation, the word meaning in a short passage, and
using a word in a sentence. As such, the participants’ cognitive processing moved
from controlled to more peripheral to suit the beginner’s characteristics (Brown,
2001). In each week, the participants joined two group dynamic (GDA) sessions and
one individualized DA session on separate days. To sum up, there were eight sessions
for GDA and four sessions of individualized DA, so each student joined 12 DA
sessions in total.

Since the DA intervention was treated as intensive tutoring, the sessions were
relatively short. They were to support but not to overwhelm the participants because
they also had to take their regular courses. Furthermore, Hunt and Beglar (2002)
suggested in the principles of vocabulary teaching and learning that several short
consecutive sections should be used for word learning rather than long sessions.
Consequently, a GDA session lasted around one hour and 30 minutes. The
individualized DA session lasted approximately 30 minutes. After the participants
finished each item in the DA tasks, the researcher asked them to verbally report their
thoughts. They described their cognitive processes and clarified any ambiguous
speech or action while doing each item. All the DA sessions were video- and audio-
recorded and transcribed later for data analysis as they provided evidence of the
effects of dynamic assessment on English academic vocabulary knowledge. When
they finished all the items of each task, they were given ten minutes to write a diary to
reflect on what they learned and felt. Moreover, the diary required the participants to
write the learned words and thus served as a review, which should occur immediately
after the word was learned (Hunt & Beglar, 2002). The researcher wrote a field note

soon after each session ended. The individualized DA was also video- and audio-
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recorded followed by a verbal report and diary writing. In the sixth week, all the

participants did the immediate posttest and answered the attitude questionnaire and

the semi-structured interview protocol, respectively. Then, they did the delayed

posttest in the eighth week which was two weeks after the immediate posttest.

Although the time for the delayed posttest varied across studies, the present study

followed Haynie (2003) who produced prolific studies on learning retention and

mentioned that delayed retention tests were to be administered two or more weeks

after the instruction or immediate testing. Table 11 summarizes the data collection.

Table 11 Summary of data collection

Week Session

Procedure

Recruitment of the participants

« Recruiting five participants through vocabulary screening tests

Orientation of Research Procedure & Pretest

* Explaining the objectives and procedures during the intervention of
how to do GDA, individualized DA, verbal report, and diary.

* Asking for the participants’ informed consent and arranging a schedule
with them.

* The participants answered the demographic questionnaire.

» The participants took the pretest

* Introducing dynamic assessment

GDA Session 1 (Regular Task) of Morphological Analysis Task

» The sessions were video- and audio-recorded.
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« The verbal report was done after each item and was video and audio recorded.

* The participants wrote a diary right after the GDA session.

2 GDA Session 2 (Transfer Task) & Repeat the steps as GDA session 1
3 Individualized DA (Regular and Transfer Tasks) & Repeat the steps as in GDA session 1
3 1 GDA Session 1 (Regular Task) of Part of Speech Task
2 GDA Session 2 (Transfer Task)
3 Individualized DA (Regular and Transfer Tasks)
4 1 GDA Session 1 (Regular Task) of Guessing from Context Task
2 GDA Session 2 (Transfer Task)
3 Individualized DA (Regular Task and Transfer Tasks)
5 1 GDA Session 1 (Transfer Task) of Sentence Writing Task
2 GDA Session 2 (Transfer Task)
3 Individualized DA (Regular Task and Transfer Tasks)
6 Immediate Posttest, Attitude Questionnaire, Semi-structured Interview
8 Delayed Posttest

3.7 Data analysis

To answer Research Question 1 focusing on the academic vocabulary
enhancement by DA, quantitative data from the pretest, immediate posttest, and
delayed posttest were triangulated with qualitative data from the recordings of DA
sessions, the participants’ verbal reports and diaries, and the researcher’s field notes.
Thematic analysis was the main data analysis for the qualitative data to identify
meaning units or themes because it allowed flexibility for data coding without pre-

established coding frames (Braun & Clarke, 2006). Since there were four kinds of DA
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tasks and each task was administered in different weeks, the data of each week were
analyzed separately. The analysis focused on the participants’ cognitive processes,
particularly the underlying learning difficulty and conceptual errors elicited from
tasks and the role of mediation in interactionist DA to resolve them. However, it was
unlikely that all dialogic mediation happened in perfect order from implicit to explicit
assistance when DA was implemented in real-life interaction, but the researcher tried
to gradually guide to help them regulate their learning as much as possible. If there
were occasions where graduated guidance did not apply but other means such as
direct feedback and explanation were employed, the researcher described them as
well.

Regarding Research Question 2 on the learners’ attitudes toward the use of the
DA model on academic vocabulary knowledge, to answer this question, the data from
the attitude questionnaire, semi-structured interview protocol, and the participants’
diaries were triangulated. Descriptive statistics were used to analyze the numerical
data from the close-ended questions in the attitude questionnaire. Thematic analysis
was used to analyze the data from the semi-structured interview protocol, students’
diaries, and the open-ended questions in the attitude questionnaire. Table 12

summarizes data analysis according to the research questions and instruments.



Table 12 Summary of data analysis
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Research Questions Instruments

Purpose

Data Analysis

Demographic Questionnaire
1. What are the effects of dynamic Pretest, Immediate Posttest,
assessment model on low proficiency Delayed Posttest

students’ English academic

Give Ss’ background
Give Ss’ solo performance as evidence of
improvement after the intervention to

supplement the qualitative data

Raw score

vocabulary knowledge?
Recordings of DA sessions, Record evidence of learning in DA tasks Thematic analysis
Verbal report, Ask Ss to clarify thoughts behind answers
Researcher’s field notes, Summarize important events in each DA
session and reflect on them.
Students” diaries Ask Ss to summarize learned words and
reflect on their learning in each DA session
Research Questions Instruments Purpose Data Analysis
2. What are students’ attitudes Attitude questionnaire Privately elicit Ss’ attitudes toward overall ~ Descriptive
toward the use of dynamic intervention statistics

assessment model on English Semi-structured interview
academic vocabulary knowledge?

Students’ diaries

Elicit Ss” attitudes in group interview and
ask for elaborated answers
Elicit Ss’ reflection on their feelings in

each DA session

Thematic analysis




CHAPTER IV
RESULTS

This chapter presents the results of the present study which aimed at
investigating the effects of dynamic assessment on low proficiency students’ English
vocabular knowledge and their attitudes toward the dynamic assessment model.

4.1 Effects of the dynamic assessment model on low proficiency students’ English
academic vocabulary knowledge

The study findings of the quantitative data revealed that the participants’ test
scores did not clearly indicate the improvement in vocabulary knowledge. They only
showed fluctuations in the participants’ raw scores as evidenced in Table 13 below.
Besides, statistical analysis could not be done because there were only five
participants. However, the findings of the quantitative data were still considered
meaningful as they reflected the changes in the participants’ vocabulary knowledge
after the DA model was implemented in this study. Table 13 shows the participants’
pretest, immediate posttest, and delayed posttest scores.

Table 13 The participants’pretest, immediate posttest, and delayed posttest scores

Test/Name Pretest Immediate Delayed Total Score
Posttest Posttest

Jee 11.5 20 14 32

Smile 11 13 8.5 32

Pukpik 7 10.5 10 32

Leejen 5 8 9 32

Koko 4 75 7 32
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The test scores of all five participants varied, and they were quite low
compared to the total scores. The pretest scores revealed that each participant had
varying levels of English background knowledge. The immediate posttest scores
showed that Jee’s score increased the most by 8.5 points, while the other participants
gained 2 to 3.5 points after the pretest Moreover, the immediate posttest and delayed
posttest scores of Pukpik, Leejen, and Koko, who earned lower pretest scores, were
relatively equal. In contrast, those of Jee and Smile showed a sharp decrease.
Subsequent investigation revealed that Smile’s delayed posttest score was lower than
the pretest score. It was found out later that it was because she got the correct answers
during the pretest of the guessing meaning from context section by chance.
Moreover, when the scores of each section were analyzed separately, it could be seen
that the immediate posttest scores of the morphology, the part of speech, and the
sentence writing sections were slightly higher than the pretest scores. Then, they
either dropped, remained stable, or increased in the delayed posttest. Furthermore, the
raw scores of the guessing meaning from context section were the lowest. This
implied the DA intervention might not have had any effects on the participants’
reading and guessing word meaning.

In addition, the participants’ overall performance in the four DA tasks when
developing vocabulary knowledge were explored and the findings are as follows.

- The mediation stages

The mediation stages of each task were different and arranged from the most
implicit to the most explicit levels. If the participants could answer correctly with
implicit mediation provided, it would mean that they had internalized the concept

taught and been able to regulate their learning. However, the participants’
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performance while doing DA tasks revealed that implicit mediation was enough to
help them complete the morphology task and the part of speech task. These two tasks
had a narrower focus on the word level. In contrast, explicit mediation, which
explained and provided a correct form or sentence structure, was needed to help the
participants complete the guessing meaning from context task and the sentence
writing task. These two tasks had a broader focus on the passage and sentence levels.
The employed mediation stages implied that the participants could regulate their
learning at the word level but not the passage and sentence levels.

- Vocabulary constructs

In this study, each task consisted of a few vocabulary constructs for the
participants to achieve with the mediator’s help. The amount of help determined by
the level of mediation provided and the verbal report during which the participants
were asked to clarify their reasoning revealed that the participants achieved only some
constructs in each task but not all. The construct of form and meaning was achieved in
all the tasks. However, the constructs of grammatical functions, collocations, and
concept and referents were hardly achieved. It was because only explicit mediation
could help the participants achieve these constructs, and the verbal report revealed
their use of inappropriate strategies rather than their true understanding.

- Other forms of assistance to supplement DA

When using DA with low proficiency students, the findings showed that
giving mediation prompts was not enough to help them complete the tasks. The
mediator had to help them read a contextual sentence and short passages, teach them
to use a dictionary, and explain grammar, words, spelling, and pronunciation.

Assistance was in the form of a mixture of giving contingent and graduated mediation
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and direct feedback. This was because the mediator tried to make the problem-solving
congruent to DA by gradually guiding the participants to solve them on their own as
much as possible. However, when there were a lot of problems, direct feedback was
used to save time and to reduce the participants’ overloaded cognitive processing so
they could focus on important ones for the tasks. Other important tools included
dictionaries and class materials because the participants needed to look up the word
meaning, part of speech, and use class materials to refer to what had been taught.

- Interaction with low proficiency students in DA

In this study, the interaction in DA was aimed to stimulate the participants to
do the tasks by themselves as much as possible by gradually giving assistance from
the implicit to the explicit levels. Although the interaction did not make the
participants achieve all the vocabulary constructs, it exposed many problems that low
proficiency students had. Therefore, subsequent intervention could be made to solve
the problems. When DA was implemented in this study, it could be seen that low
proficiency students took a long time to answer, and sometimes the mediator must
stimulate them. The mediator also needed more patience and effort to deal with their
deficit in English language ability.

- Unequal learning gain from GDA

The study findings helped confirm that group dynamic assessment could be
administered but each participant learned unequally in the group as found in
individualized DA. Therefore, despite the seemingly united group’s ZPD, an
individual ZPD was still different. Moreover, there were different advantages of GDA

and individualized DA. Low proficiency students liked to study with peers in GDA,
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but they were more confident to ask questions more in individualized DA. In addition,
the individualized DA helped the mediator discover their problems more.

Moreover, the vocabulary knowledge was reflected in the participants’
performance in each task, and such evidence contributed to the main findings of the
study. Since the participants’ performance was specific to each task because of the
different constructs and task formats, the findings were analyzed by tasks and are
presented as such.

A. Morphology Task

Dynamic assessment (DA) in the morphology task assessed and taught the
participants the knowledge of root, affix, and meaning of the derivative as well as the
concept implied by contextual sentences. The vocabulary constructs included word
parts, form and meaning, and concept and referents based on Nation’s (2011)
constructs of vocabulary knowledge of form, meaning, and use areas. They are
referred to as receptive skills in this task.

A.1) GDA - Regular Task (Morphology Task)

The regular task contained eight items of transparent derivatives whose roots
had no change in sound or spelling when combined with the affixes. In the beginning,
the participants did not initiate discussion or answer anything; therefore, mediation
stage 1 with no feedback given from the mediator was automatically waived. Instead,
the mediator had to stimulate the discussion by asking them questions, helping them
read the contextual sentences, and letting them search for the meaning of the unknown
words. When analyzing the transparent derivatives, the participants knew the number
of word parts (mediation stage 2). They were able to separate the roots and affixes of

five out of eight words correctly (mediation stage 3). The part where they fully
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struggled was to tell the meaning and part of speech of the roots and affixes

(mediation stage 4). Thus, the mediator allowed them to use dictionaries and the class

materials, which was the list of prefixes and suffixes to find the answers. The data

from the researcher’s field notes and the students’ diaries were congruent in that the

participants did not know the meanings of many words nor did the part of speech;

thus, they needed a dictionary to help. Furthermore, although the derivatives were

transparent, they sometimes misunderstood the affixes such as “cal” for “critical” and

“re” for “restriction.” Excerpt 1 shows the example that reflects the participants’

ability to tell the root and affix correctly.

Excerpt 1: GDA - Regular Task (Morphology Task)

Item 5. At a time of economic uncertainty, risk-taking can seem difficult.

1. M: Number 5. At the time of economic uncertainty, risk-taking can seem difficult.
Economic - do you know the word “economic”?

2. Ss: (9 seconds of silence)

3. M:  weiilasinuaz 111 economic? ‘Does anyone know the word economic?’

4. Leejen: @ur meaduasugio ‘(searches the word) It’s about economy.’

5. M: ifndussngiougaz  risk-taking risk mlahanwaes duiuil uncertainty feaduasugaa ms
shasdenfifianuasssiuGoswn

‘It’s about economy. Risk-taking — risk means the possibility of harm. If there

is uncertainty in the economy, taking risk is difficult.’

6. M: And we will look at the word “uncertainty.” How many parts do you think

there are? (mediation stage 2)
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7. Jee: aw ‘Three’

8. M: What do you think? (mediation stage 3)
9. Jee: un, certain, ty

10. M: OK, good. What does it mean - “certain”? (mediation stage 4)

11. Ss: (search the meaning of certain)

12. Leejen: wmiveu ‘Sure’
13. M: dudilszianlvung? ‘What part of speech is it?’

14. Leejen: (looks at the tablet before answering) adjective
15. M: When we add prefix “un,” un means?
16. Ss: (7 seconds of silence)

17. M: néu'llgin prefix dailauzay (adnman prefix %g) “un” means not s1lddihiminewnuds
sty SUFfix “ty” suffix “ty” shlddniainaeiiu? lumnadluuaz? No, but we see

something similar “ity” so this should form a..?
‘Please look at the prefix sheet (opens the list of prefixes) “un” means not — we
got the word “uncertain,” and we see the suffix “ty” which changes the part of
speech into? Is suffix “ty” in the list of suffixes? No, but we see something
similar “ity” so this should form a..?’
18. Smile: noun
19. M: gufulusranariifianhimiveumassugie msrhaaiianumdvigmilouszen
‘Therefore, during the time of economic uncertainty, risk-taking seems
difficult.’

As seen in Excerpt 1, the participants could tell the word parts of “uncertainty”

in turn 9, but they did not know the meaning and part of speech of the root “certain”
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in turn 11, no did they know the meaning of the prefix “un” and the part of speech of
the suffix “ty.” They needed to rely on a dictionary and the lists of prefixes and
suffixes. When they struggled with silence in turn 16, the mediator guided them in
turn 17 to refer to class materials to find the answers. Thus, assistance was offered
only when needed according to the interactionist DA.

A.2) GDA - Transfer Task (Morphology Task)

In the transfer task, the derivatives contained orthographic and/or phonological
changes of the roots and were considered more difficult. The mediator still had to help
read the contextual sentence and stimulate the participants to talk because they did not
start discussing the sentence meaning. The participants took 30 minutes longer time to
answer. The participants could tell the number of word parts (mediation stage 2), but
were able to separate the roots and affixes of only three out of eight words, all of
which had small orthographic changes (mediation stage 3). As for the other five
words, they could tell the affixes but not the roots, so this was where they fully
struggled. When they searched for the roots with their mobile phones, they took a
long time but could not find them. As a result, the mediator helped them by
introducing Longman Dictionary which showed the word family that contained the
root. However, sometimes the participants could not locate the root in the word
family. Moreover, they needed a dictionary to know the meaning and part of speech
of all of the target academic words (mediation stage 4). Lastly, some of them avoided
pronouncing the words because they did not know how to pronounce them.

The students’ diaries agreed with the researcher’s field notes that finding the
roots was challenging for them because they knew little vocabulary such as thinking

that “evit” was the root of “inevitably.” Another case was that they chose the root
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from a familiar word, but it was wrong such as “product” for “reproduction.”
Moreover, the diary implied that a participant’s zone of proximal development (ZPD)
might not have reached the group’s ZPD. Although the correct answer was provided
in GDA that “vary” was the root of “variation,” Koko wrote in his diary that “varia”
was the root and questioned why “varia” was not a noun like the suffix “tion.”
Apparently, he did not get the answer “vary” nor understand the concept of suffix,
which changed the part of speech. This indicated that although all participants in
GDA seemed to understand the correct answers, there could be someone lagging
behind. Excerpt 2 illustrates an example where the participants could not select the
root although the word family was shown.

Except 2: GDA - Transfer Task (Morphology Task)

Item 3. The survey found a wide variation in the prices charged for canteen food.
1. M: Number 3. The survey found a wide variation in the prices charged for canteen

food. Survey vy variation fiuntannves Prices prices feezlsaz? price ieimseveusom

price ‘Survey found a variation of prices that is wide. What are “prices”? Price
— when we buy things, we ask the price.’

2.SS: s1m ‘price’
v v v ' .
3. M:  smndwmsugesnnslulseems magaziumsdsailedueenmaeslulssennsnll a wide
variation isnazing variation suuzaz wide mladinii

‘The price of food in the canteen — the survey found the prices that had a wide
variation. We will focus on variation. Wide means broad.’
So, I’d like you to discuss how many parts are there in variation? (mediation

stage 2)
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4. Ss: (20 seconds of silence: look at the class material and open it)

5. M: Coco fatiifdmaz? ‘How many parts do you think Koko?’
6. Koko: figesdau ‘two parts’
7. M: Can you locate the suffix, Smile? ven suffix 1&lwunz
‘Can you tell the me the suffix?” (mediation stage 3)
8. Smile: tion s ‘tion’

9. M: Yes. And now you must find the root of “variation.” You can use a dictionary.
10. Ss: (searched the root for 25 seconds)
11. M: I"d like you to go back to Longman Dictionary.

(types “variation” in Longman Dictionary) Ok now you can see this is called

a word family. Word family wlainguiiiiogluasouasaueadu root simsfludiil basic spelling
Root
vouufed lnudnz? Hudanenai simple fugwiiga

‘Word family means a group of words in the same family. The root often has a
basic spelling. Which word is the root - the simplest spelling?’

12. Ss: (15 seconds of silence: try to choose the root)

13. Legjen: i nt agihanda ‘the one with “nt” at the end’
14, M: flvwse ‘Which one?’
15. Leejen: diiaw (idon variant) ‘the third one’ (chooses variant)

16. M: dniuennly fishiideniniu fisa basic niniu
‘That word is too complex. There is a simpler word — more basic.’

17. Pukpik:ed w3enldawnz (iden varied) Ts it ed?’ (chooses varied)
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18. M: suilsa’ls basic wilus ‘This one is not that basic.’
19. Jee: mrewiiu (idon variance) “The word before that’ (chooses variance)
20. M: fiiaoamnsonz NO “The second word? No’

21. Smile: v-a-r-y

22. M: 15 udiiaos naus1g oot dwlwgumfdeuasiazaados suazlid able, ance, ence, ity,
tion, ex'ls wanileg

‘Yes, only that. When we look for the root, mostly it is an easy word with
simple spelling. It doesn’t have able, ance, ence, ity, tion, whatsoever.’

So, the root is “vary.” And what does it mean “vary”? Now you can tell the
meaning and the part of speech. (mediation stage 4)

As shown in Excerpt 2, silence prevailed in the transfer task. The mediator asked
the participants to use a reliable dictionary to find the root in turn 11, because the long
silence implied that they seemed unable to find it by themselves (turn 10). Choosing
the root of the word “variation” was too far from their ZPDs as their answers much
digressed from the correct one (turns 13-20). After Smile answered correctly in turn
21, the mediator reminded them that the root did not contain any suffixes. Later, the
participants searched the meaning and part of speech of the root “vary,” and answered
correctly. To summarize, the participants could not tell the root of a derivative whose
form greatly differed from its root, and they sometimes could not identify the base
even after they had seen all the word forms.

A.3) Individualized DA (Morphology Task)
In the individualized DA, the mediator had each participant work on three

items to determine the learning gain from GDA at an individual level. The items
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included one transparent derivative and two complex derivatives with orthographic
and phonological changes of the root. Regarding the transparent derivative with the
word “corresponding,” three participants could identify the root and affix correctly by
merely separating the affix “ing.” The other two misunderstood that “co” was the
prefix, so the mediator guided them with mediation stage 2 with the number of word
parts (according to the root “correspond” in the Academic Word List), and they
located the root correctly. Regarding the complex derivatives with the words
“exclusion” and “notably,” most of them could identify the affix “sion” and “ly” but
could not identify the root (mediation stage 3: identifying the root and affix), and had
to use dictionaries and class materials to find the root, the word’s meaning and part of
speech (mediation stage 4: identifying the meaning and part of speech). The session
recordings, verbal report, researcher’s field notes, and students’ diaries were
triangulated and yielded the results of each participant as follows.

- Jee Jee first misunderstood that “co” was the prefix of
“corresponding” and thought that “notab” was the root of “notably.” She
used a dictionary quite effectively and found the root “notable” in an
English-Thai dictionary that she was familiar with. When she could not
find the root of “exclusion,” the mediator suggested she use an English-
English dictionary, and she was happy knowing this tool. Jee also read the
contextual sentences the best among the group. She needed only minimal
guidance to complete the task.

- Smile Smile first thought that “co” was a prefix in “corresponding,”
but also suspected that her answer was wrong because of the leftover ill-

formed “rresponding.” For the words “exclusion” and “notably,” Smile
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decided to use a dictionary right away, but she was unfamiliar with it
because she normally used Google Translation, so the mediator had to
teach her to use a dictionary properly. In addition, Smile could not read a
sentence. She exercised too much of her background knowledge which
misled her. Direct feedback was often used with her because of numerous
problems with grammar, sentence structure, and word meaning.

Pukpik  Pukpik had a sense of word form. She separated
“corresponding” correctly because she thought that “co” could not be the
root as it would leave the ill-formed “rresponding.” She first thought that
the root of “notably” was “notab” but later changed to “notable” without
using any tools as she said she must have heard it before. Furthermore, she
suspected that there must be another letter to add after the letter “u” when
the word “exclusion” was divided. However, she had a problem with
reading a sentence and normally used a translation tool because she did not
know any reliable dictionaries. Therefore, the mediator had to teach her
how to use a dictionary properly.

Leejen  Leejen merely separated all the words into halves which
resulted in a correct separation of “correspond”+“ing” but wrong in the
cases of “notab”+“ly” and “conclu”+*“sion.” Moreover, she had difficulty
reading a sentence because she did not know many words and was
confused with words with similar sound such as “angry” and “hungry.”
She admitted that she normally used a translation tool, not a dictionary, so

the mediator had her use dictionaries along with guidance.
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Koko Koko did the same thing as Leejen by merely separating words
into “correspond”+“ing,” “notab”+“ly,” and ‘“conclu”+“sion,” which
resulted in both right and wrong answers. However, he showed
misconception of the affix as he thought “s” and “ion” were the affixes of
“exclusion.” Teaching Koko made the mediator know he needed help the
most as he could not read a sentence at all and rushed to finish studying
without being serious about it. For example, when he noted the learned
words in his diary in GDA, he wrote “associa” and “evita” instead of
“association” and “evitable.” He normally searched a word’s meaning by

typing such word in Google followed by “uiadn” (means). When he was

asked to use an online dictionary, he often rushed and misspelled words in
the search box which made no result shown. With a lot of problems in his

learning and understanding, direct explanation was used mostly.

Excerpt 3 shows an example of individualized DA. Assistance was given to help

Leejen choose a meaning from a dictionary and find the root.

Excerpt 3: Individualized DA - Leejen (Morphology Task)

Item 2. Her writing ability has notably improved over the past year. It is very good.

1. M: neuilnidmies Isigu? ‘What word are you looking up?’

2. Leejen: ability (searches the meaning) anwuewnsa ‘skill or capacity’

3. M:  wmidezlsdenz ‘What word are you looking up
next?’
4. Leejen: ilaz (% writing) “This word’ (points at “writing”)

5. M: writing (repeats to ensure the word)
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6. Leejen: smmisde ‘Letter’
7. M:  anuansadimiaFeuszidnsuluy 1s19zuain’led nausr Write is1veslsas

‘the letter ability — do they match? How should we translate it? What do we

do when we write?’

8: Leejen: idou ‘Write’
9: M:  dufuiuasesifuanuaunsanams.. ‘So, it is ability in....?”
10. Leejen: dou ‘Writing’

[skips turns 11-18]

Z { S H o ]
19. M: wszaziiu notably wiludimveniuiudiudils ven affix fu root ewisdldaons

‘Therefore, notably will tell how her writing ability has improved. You can tell

me the affix and root.” (mediation stage 3)

20. Leejen: ilu ly Snlane ‘Is it ly?’
21. M: gndesns ‘Correct’
22. Leejen: (iwen notab suilu root) ‘(Write notab for the root)’

23. M: wiieu root Adalily emsdoyanald Leejen ausaidsaninld dalily notab

“The root is still incorrect. I allow you to search for it. It is not “notab.”

24. Leejen: (i#yluansuuis Longman udiihii word family 1) siulifiven

(searches in Longman Dictionary but not word family appears) ‘it does not tell.’

25. M: ennsdazl¥iniesiiodnsuils aeld thefreedictionary.com fifluuendan assiinni notably aslls
venfs Longman wenunesr (muneds word family) udaitlivenuned isdesilisdesiiedulunis
Fwesn asail (3Tu thefreedictionary.com) notably siuasdiumes lsas?

‘I will give another tool. Try using thefreedictionary.com - it has an app too.
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Try typing notably in it. Sometimes Longman Dictionary tells only some
words but no other words (refers to word families). We need other tools to
support. Here, (looks at the freedictionary.com) what does notably link to?’

26. Leejen: nota (tries to pronounce notable)

27. M: notable (recasts the pronunciation of notable)

Individualized DA also revealed alarming learning problems including
sentence reading, word search problems, lack of grammatical knowledge, and word
confusion. Reading at a sentence level was a major problem that each participant had.
They could not comprehend the contextual sentences. Although Jee, who could read
the best among the group, still had a problem fully understanding the sentence.
Consequently, the mediator had to help all of them read and resolve their
misunderstanding considerably. The reading problem was magnified when it was
combined with other problems such as word confusion and selection of wrong
meaning from translation tools.

Another major problem was the participants’ word search problems that
needed guidance. The mediator noticed that most of them used translation tools to
search for the word meaning and their understanding was misled. Moreover, they
admitted that they used translation tools although they were informed by English
lecturers that these tools could not always be trusted. Only one participant, Jee, whose
performance was the best among the group, mentioned that she used reliable
dictionaries. Consequently, the mediator introduced both English-Thai and English-
English dictionaries for them to look up the meaning, forms, and part of speech and

asked them to use them throughout the intervention.
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The restrictive operating systems of the dictionaries also posed some
difficulties for the lower-level learners so that the mediators had to assist them. For
example, Longman Dictionary normally showed word families and was supportive of
locating the root. However, it did not show word families of some words such as
association, primarily, and notably. Consequently, the mediator had to introduce
other online dictionaries including thefreedictionary.com and dictionary.com. The
English-Thai dictionary, Longdo Dictionary, also had limitations in processing the
inputted words. For instance, most participants were not aware that some verbs were
inflected with the past participle “ed” due to their lack of grammatical knowledge.
They searched with “ed” but the operating system did not show the result because it
took only the non-inflected forms. The systems sometimes did not show the part of
speech of some words either. Therefore, the mediator advised them use non-inflected
forms or use an English-English dictionary instead.

Another issue related to the word search problem was the participants could
not select the right meaning from the available results because some words had
different parts of speech which resulted in multiple meanings shown. It could also be
because they did not fully understand the contextual sentence. Lastly, lacking
grammatical knowledge and word confusion with new words and existing words
occurred throughout the intervention. The participants did not know basic grammar
such as possessive pronoun, part of speech, and verb forms. In a natural conversation,
the mediator unavoidably used different strategies to solve these problems including
contingent and graduated mediation, direct feedback, recast, and dictionary search.

In summary, the participants, who had low proficiency of English, mostly

could indicate the root and affix of most transparent derivatives. However, they were
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less likely able to indicate the root of the derivatives whose roots had orthographic
and/or phonological changes. Their knowledge of the prefixes and suffixes in terms of
form, meaning, and part of speech was not sufficient. Dynamic assessment could
pinpoint where they struggled and stretched their knowledge by using the mediator’s
guidance, reliable dictionaries, and class materials. However, reading the contextual
sentence that signaled the concepts of the target words was difficult for them. The
mediator also employed different kinds of assistance including direct feedback,
explanation, and recast to help solve various problems that the participants had.

B. Part of Speech Task

In this task, dynamic assessment (DA) assessed the participants’
developmental knowledge of the word meaning and part of speech to form
collocations and taught them to learn academic vocabulary that appeared in a
collocation form. The vocabulary constructs were the word form and meaning and the
grammatical functions.

B.1) GDA — Regular Task (Part of Speech Task)

The part of speech task began with the mediator asking the participants about
their understanding of the contextual sentence of each item because they did not
initiate discussion. They had to use dictionaries to search the unknown words, and the
mediator had to scaffold the sentence meaning for them. Therefore, stage 1 of
mediation that let the participants read and answer by themselves was omitted. In the
regular task, the word order of collocations was guided by the letters A and B, which
was a word in group A fronted another word in group B. In the beginning, the
mediator asked whether the participants knew the parts of speech of the choices, and

they admitted that they did not. Knowing that the participants’ answering by guessing
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and deducting the wrong choices would become merely a test-taking strategy, the
mediator divided them into two groups. The first group searched the parts of speech
of the choices in group A, and the other group searched those of group B. They spent
a lot of time finding the parts of speech of the choices. Later, they answered five out
of seven items correctly on their first attempt. When they answered wrong, giving the
mediation stage 2: existence of error and the mediation stage 3: location of error was
enough to help them answer correctly.

However, their correct answers were based on the understanding of the
collocation meaning or merely matching the collocation types including adjective-
noun, verb-noun, adverb-adjective, and adverb-past participle; that is, when they
knew a word’s part of speech, they tended to match with another word correctly. They
were rarely able to explain reasons related to the sentence structure. For instance,
Leejen chose the word by comparing the meaning of two choices in Thai but not from
the sentence structure, which resulted in the wrong answer. The students’ diaries and
the researcher’s field notes added more perspectives on the participants’ learning. The
participants were aware of the four collocation types: adj-n, v-n, adv-adj, adv-past
participle. However, they did not adequately understand the word’s part of speech; for
instance, Smile wrote in her diary that “comparable” was a verb. Furthermore, Leejen,
Smile, and Pukpik wrote incomplete collocations in their diaries. In terms of peer
interactions, instances of the participants’ helping one another to move the group’s
ZPD were frequently observed. Excerpt 1 illustrates that the participants were able to

give the correct answers in the first attempt.
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Excerpt 1: GDA - Regular Task (Part of Speech Task)
Item 4. Some strategies are specific to a group of students, but more often than not,

the same strategy can be used to _(A) B

for everybody in a classroom.

A) enhance, enhancement, enhancing B) learn, learner, learning

1. M: Some strategies..you are studying vocabulary strategies...strategy wuiaieslsies?

2. Leejen: @uanwniie) nagns ‘(searches the meaning) a plan of action’

3. M:  qgndesusaz nagniusesaiuildldiummeindounguuils a group of students but more
often than not - more often than not mlatniesata ihnd  the same strategy nagns
iweaduiis can be used to awnsaiie)d dot dot dot e everybody in the classroom
wilatezlsiee?

‘Correct. Some strategies can be used for a group of students but more often
than not.

More often than not means quite often ... it’s a phrase - the same strategy can
be used to dot dot dot for everybody in the classroom. What does it mean?

4. Jee: nnauluieaiion ‘everybody in the classroom’
v .
5. M: msnziiunagnsiaoasuiing ooy lsdnedalivunnauluioabou

‘so the same strategty is likely used to do something for everybody in the
classroom’

6. M: nquil enhance nquifu learn (#u.qm part of speech sasmgu A uaz B)

‘this group searches enhance and the other group searches learn’ (asks the

participants to search the parts of speech of group’s A and group B’s choices)
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7.Ss: (search 38 seconds)
[skips turns 8-21]

22. M: OK now let’s come to the meaning. idend1lnudnznguis aeuiidreiuanuzas Frofunsd

‘Which word shoud we choose? Let’s help each other think and share ideas.’
23. Ss: (30 seconds of silence: look at the task sheet and online dictionaries on cell
phones)

24. M: nagnsusesuannsaldiie..? ‘Some strategy can be used to..?’

25. Ss: (10 seconds of silence)
26. Koko: enhance

27. M: Yes we need a verb siediumuvieiioann siannes15?

‘enhance or improve what?’

28. Pukpik: learning
29. M: Yes siawnnsizouldiumaauludesould uasiifosiaves enhance fo?

“Yes enhance learning for everybody in the classroom. What part of speech is
enhance?’

30. Koko: verb
31. M: plus?

32. Koko: noun

33. M: sivluKokoidengnaz ‘Why did you choose the correct
answer?’
34. Koko: siufi to (Ifinmguaiieaiil) ‘It has to.” (gave only this reason.)

35. M: ngldgu infinitive with to lwuaz? wmileudu to+v1l I'm happy to see you. | want to go.
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| want to walk to the canteen. We need a verb. uazweisni verb iswziigueasiu idonilu
MunuezaNunIeNMEou siue1nsd ey

‘Have you ever heard “infinitive with to”?’ It’s like “to+v1” — I’m happy to
see you. | want to go. | want to walk to the canteen. We need a verb. When we have a
verb, we know its pair to form a collocation. We choose a noun meaning learning.
Can you follow me?’

36. Koko: learn suilii er ‘learn - this one has er.’

37. M: learner?

38. Koko: shuilu N wileudu du noun wmiloudu  It’s n too — it’s noun too.’
39. M: sivludeil Pukpik el learning Liifh learner?

‘Why did Pukpik choose learning not learner?’

40. Pukpik: learner milouszueninihmindnun inizen &1 learning flumsisou

‘Learner sounds like students but learning is the action of learning.’

41. M: denmsizanuinelsInung ‘Did you choose because of the
meaning?’
42. Pukpik:idenmsizanumine ‘I chose because of the meaning.’

43. M: uazdnedriiaiuil everybody uéads everybody wuefsnuudauues du'liined learner 8n
' < A o a 9, 19 2 o A 9 @ o '
unzdumsiuinsznmsSeulinanu lilsmsiisgninSenldynay duszudan stuermsdlnuee

One more thing — this sentence already has the word “everybody.” Everybody
refers to human so it should not be “learner.” It should be enchancing learning
for everyone not enhancing learner fore everyone. That would be odd. Can

you follow me?



189

Excerpt 1 displays the participants choosing the correct answers of “enhance”
and “learning” as can be seen in turns 26 and 28 that Koko and Pukpik gave. They
knew the “verb-noun” collocation type although Koko could not explain clearly why
he chose the word “enhance.” After the mediator explained the grammar “infinitive”
to support his answer, and the position of a noun after a verb in turn 35, Koko noticed
that “learner” was also a noun and wondered why it was not the answer. The mediator
asked Pukpik to explain and she differentiated the meaning between “learning” and
“learner” in turn 40. The contribution of Pukpik helped Koko understand the reason
and was considered a peer interaction that benefitted the group’s ZPD. The mediator
also confirmed the correct meaning from Pukpik in turn 43.

B.2) GDA — Transfer Task (Part of Speech Task)

The beginning of the transfer task was similar to that of the regular task since
the participants did not start discussing anything. The mediator initiated the discussion
by asking which word they did not know and allowed them to look up the meaning.
The participants also needed help in choosing the right meaning from the dictionary
and comprehending the sentences’ meaning. In the transfer task, the choices were not
organized in groups A and B to signal the collocation order, so it was more
challenging, and the participants took 22 minutes longer than the regular task to
complete. In addition, the mediator asked the participants to use their knowledge of
suffixes to figure out the part of speech and only search the meaning and part of
speech of the first word (the base) of each choice group. The participants answered
two out of seven items correctly in their first attempt.

As for the other five items, the prompts were used the most in the mediation

stage 2 (existence of error). The prompts in the mediation stage 3 (location of error),
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stage 4 (nature of error), and stage 5 (explanation of how to correct error) were
employed minimally. The verbal report revealed that the participant’s correct answers
mostly came from combining words to match the collocation types. Little evidence
showed that they understood the sentence structure. The researcher’s field notes and
students’ diaries revealed that the participants could not analyze the sentence to know
which word was a subject, a verb, an object although they knew the basic sentence
structure of S+V or S+V+0. For example, Pukpik wrote in her diary that she had a
problem with the sentence structure and which word to put in. Also, Leejen wrote that
she could not read to comprehend the sentence. She could only find the words’ parts
of speech. Except 2 illustrates an item that prompts from mediation stages 2 to 5
occurred when they gradually guided the participants.

Excerpt 2: GDA — Transfer Task (Part of Speech Task)

Item 2. The night market serves as both a cultural center and a place

for among the city residents.

linteract, interaction, interactive] social, society, socially]

29. M: assiinds collocation 4 aguuzaz udrigianummenun lvusungu lnuiuszidsnsunveas

“Think of the 4 types of collocations and consider the meaning and type that
match with the context.’
30. Ss: (1.40 minutes of silence. search with mobile phones, open the class materials)

31. M: You can tell what you think venuneu duiulils ewisdiuaueniniulily udrensdaesing
veniniudeuilueyls

“You can tell what you think. Just tell first. If it is not, I will just tell you it is

not and gradually guide you what it should be.’



32

33

34

35

36

37

38

39

40

41

42

43

44

191

. Pukpik:swsnilu interaction 'lnunz ‘Is 1% word interaction?’

. M: No (mediation stage 2)

. Koko: interact

. M: No (mediation stage 2)

. Pukpik: interactive (laughs)

. M: Remember, for this task you can switch words between groups

The group of interact is not in the first blank. flunqu interact lieglugesinusnay

‘The word in the group of interact is not in the first blank (mediation stage 3)’
. Ss: (23 seconds of silence)
. Leejen: itaos socially 2" word socially’
. M: diiaes wymmnedsiiiogldluresiiaoenionldng
2" word — do you mean the word to put in 2" blank?
. Leejen: sy “Yes’
. M: No, as | said the word in the group of interact siuli18oglugowmsnlylnung naasiosi

asuiuiieguosmladmilalungu interact uazngu social sveglusesinusn

‘No, as I said the word in the group of “interact” is not in 1% blank, so 2"
blank is for it. (mediation stage 4). Then a word in the group of “social” will
be in 1% blank (mediaton stage 5).’

. Ss: (17 seconds of silence) (Leejen looked at Pukpik’s class material.)

. Leejen: swsniflu social simeailu interaction

‘15t word is social and 2" word is interaction.’
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45. M: Yes very good. How did you come up with the answer? Leejen ldfmaouinlddalang?

‘Leejen, how did you get the answer?’

46. Leejen: wullguouitoundunode 1 Ay

‘Look at Pukpik’s class material and saw item 1.’

47. M: weve 1 fieda'le? ‘What is seeing at item 1?7’
48. Leejen: neove 1 Aeidondlu adjective fu noun (7e 1 aewsila collocation: adj+n)

‘Seeing item 1 means I saw adjective and noun.” (Item 1 teaches the
collocation type: adj+n.)

v ¥+ ' .
49. M: fasduduiloonin (1) SuiRoasiaedlineudemsguaudasudisnnuminevenlszloaii Leejen ihly

‘So you randomly picked this one (laughs). Let’s try answering not by
randomness but by the sentence meaning that Leejen understands.'
50. Leejen: (8 seconds of silence)

51. M: mazinlannumnedsz leatinda laans ‘How do we translate this

sentence?

52. Ss: (5 seconds of silence)

53. M: amaneunarsiu ‘The night market’

54. Pukpik:amanounaiafiu ‘The night market’

55. M: siwihitifluna ‘serves as both’

56. Pukpik:simihitiiutaguinas ‘serves as both a cultural center’
57. M: qudnansTausssy ‘a cultural center’

58. Pukpik:udn ‘and’

59. M: wazanmndmsy ‘a place for’
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60. Pukpik:dinerdeluiies ‘city residents’
61. M: @ereu dmdu social interaction szuatida’led

‘Wait..how will we translate social interaction?’

62. Leejen:  dfisemdany misens ‘social reaction’
63. M: madjdnmiusnadsauszninedininordolu

‘social interaction among the residents in?’

64. Ss: iiiea ‘the city’
65. M: Adluiidsassizunay wioqueay Fuiin sl §duviuu

‘It is like a place for hanging out — simple like that. It is a place for them to
interact.

In Excerpt 2, turns 32 to 35 revealed that the participants used a test-taking
strategy by cutting the wrong choices rather than choosing the answer based on their
actual knowledge. After they exploited all the choices: interaction, interact, and
interactive, none was the first word of the collocation, and the mediation stage 2 was
ineffective. The mediator used a prompt in the mediation stage 3 to indicate the
location of error, but it did not help as seen in Leejen’s attempt to answer in turns 39-
41. In turn 42, the mediator had to explain the nature of error (mediation stage 4) that
the word in the first group must be put in the second blank, and explain how to correct
the error (mediation stage 5) by putting a word from the second group in the first
blank. After that, Leejen answered correctly in turn 44, but she merely matched words
according to the collocation type adj+n that she glanced on Pukpik’s class material as
seen in turns 46-48. She could not translate the sentence although she answered

correctly as the silence in turn 50 showed. Her diary confirmed her performance today
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as she wrote: “today I could match the parts of speech: n, v, adj, adv, past participle
but I could not translate the sentence. The classmates helped translate it.” This
signaled that she did not know how the collocation functioned in the sentence.

B.3) Individualized DA (Part of Speech Task)

In the individualized DA, each participant did three items with the mediator;
two of which resembled the regular task that the collocation order was guided by the
letters A and B. They were “widely accepted” and “vital information.” The other item
resembled the transfer task the collocation order was not provided, and it was “readily
accessible.” Nonetheless, the difference in the format between items did not affect
their performance in individualized DA. The participants needed help from the
mediator in reading the contextual sentences and looking up the unknown words in
the context. They used dictionaries to search the parts of speech of the choices
although some participants, i.e. Jee, Pukpik, and Koko, could identify the parts of
speech of some choices by themselves.

Also, the individualized DA revealed contrastive learning gain of each
participant from the GDA. A major distinction among the participants was that only
Jee, who earned the highest scores in the pretest and posttest, demonstrated an
understanding of basic grammar in selecting the collocation. The others could match
the words according to the collocation types but did not know the meaning of the
word or sentence structure, and their reasoning did not validly support the answers.
When they could not give the correct answers in their first attempt, the mediator gave
only one time of mediation stage 2 (existence of error) or mediation stage 3 (location
of error), and they could answer correctly. There was only one instance when

mediation stage 4 (nature of error) was given simultaneously with mediation stage 2.
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The data from the session recordings, verbal reports, researcher’s field notes, and

students’ diaries were triangulated to shed more light on the participant’s performance

as follows.

Jee Jee answered two out three items correctly in the first attempt.
When she did not get the right answer, giving the mediation stage 2
(existence of error) was enough for her to derive at the correct answer.
Impressively, Jee remembered the four collocation types, so she did not
have to look at the class material. She also knew the parts of speech of
some choices without using a dictionary and could justify her answers
using grammatical knowledge. When she could not find the part of speech
of some choices in an English-Thai dictionary, she used an English-
English dictionary (Longman Dictionary) effectively. Although she had a
small problem with the word meaning, she responded to DA contingent
and graduated prompts to solve it well. Her diary showed that she realized
the value of forming collocations based on the part of speech which led to
more understanding on the sentence structure.

Smile Smile searched all the choices of parts of speech. She answered
two out of three items correctly in the first attempt. When she received the
mediation stage 2 (existence of error), she could then correct her wrong
answer. Unfortunately, she did not understand the grammatical function of
the part of speech, the sentence structures that the collocation occurred,
and even the word meaning. Smile answered by comparing the sentences
in the task with those taught in the class materials and looking for words

such as “is,” “the,” and “are” that appeared in both sources. For example,
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she compared the task sentence “The restrooms and drinking water are

to people with disabilities.” with a sentence in

the class materials “the staff at the resort are extremely (adv) helpful (adj)”
and saw the word “are” in front of the collocation, so she selected the
“adv-adj” type. She could not give any grammatical explanation. In her
diary, she stated she did not understand the sentence structure.

Pukpik  Pukpik used a dictionary and the list of suffixes to help her
identify the part of speech of the choices. She answered two out of three
items correctly in the first time. Only the mediation stage 3 (location of
error) was given for the wrong answer, and she could correct it. However,
her answers came from guessing and matching the parts of speech to the
possible collocation type, because sometimes she did not know the word
meaning or sometimes she knew it but not the part of speech function and
the sentence structure. For instance, she chose “vital information”
correctly without knowing the meaning of “information.” She
misunderstood that “accessible” modified “readily” in “readily accessible”
due to her Thai translation. Since the task format contained multiple
choices, Pukpik also used a test-taking strategy by cutting the words that
could not form any collocation types.

Leejen  Leejen searched for the part of speech of all the choices. When
she could not find the part of speech of some words, the mediator asked
her to look at the lists of suffixes and guided her more. Unfortunately, her
answers of all three items were wrong the first time she tried, but the

mediation stage 2 (existence of error) given simultaneously with mediation
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stage 4 (nature of error) was enough for her to choose the correct answer.
Her wrong answers came from her illogical reasoning that the spelling of
the first word of the collocation must be short, and that of the second word
must be long without knowing the word meaning and sentence structure.
Her diary showed that she could not read the sentence without the
mediator’s help. She did not know which word was the verb in the
sentence until the mediator told her.

Koko Koko answered all three items correctly, and he knew the part
of speech of some choices including “widely, width, accepted, acceptance”
without using a dictionary. However, his correct answers were not based
on the understanding of the part of speech function and the sentence
structure. For item 1, he used the same strategy as Smile by comparing the
sentences with the sample sentences in the class materials and looked for a
similar word in front of the collocation such as “is,” which reflected his
inability to analyze the sentence structure. For items 2 and 3, he could
match the collocation types without knowing grammatical functions. Koko
was confused about them and had persistent problems of reading, word

confusion, misspelling, and mispronunciation.

Excerpt 3 shows an example of individualized DA in which Pukpik used a test-taking

strategy for her answer.

Excerpt 3:
Item 2.
_(B)

Individualized DA - Pukpik (Part of Speech Task)

This  book  provides all the _ (A)

you need to know about the disease.

A) vital, vitally, vitalness B) inform, informed, information
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28. Pukpik: suilfiflu verb 13lmunz susleduila (somdsaiin) ifu verb 3 uéi information tion

adjective
“This is a verb, right? in-form-ed (mispronounced) it is verb 3 (3" form) and
information is an adjective.’

29. M: 88z tion Wuezs ‘No no..what is “tion”?’

30 Pukpik: tion iiluezs tion il adverb “What is tion?..tion is adverb.’

31. M: ém siuda dladngluu saiiamveanegln?

‘Ahh..you just guessed. Would you like to look at the class material? Do you
still have it?’

32. Pukpik: (dla¥ngaise suffix) tion iflu noun, uds vitally fdu adverb

(Looks at the list of suffixes) “tion” is a noun and “vitally” is adverb.’
33. M: 14 vitally ¥ adverb ‘Yes, vitally is an adverb.’
34. Pukpik: (iZlasnuazyasuaaes) suiiiu noun (3nanadnin)
(opens the sheet and talks to herself) ‘This one is a noun.” (Spends time to think)
35. M: misdeauiliuliter Issnedriiinudesmsineiulsa
“This book provides something you need to know about the disease.’
36. Pukpik: (14aaidadniin) drdwsnidlu vital udriimitaeaiiu information dzas

(spends time to think) ‘How about 1%t word is “vital,” then 2" word is
“information”?’

37. M: gndes inanniae (idesdls) venensduini lunyduden ldgndesns

‘Correct. Very good’ (says happily). ‘Please tell how you chose it correctly.’

(verbal report)
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38. Pukpik: msizimisdeduibiviamidlslnne udivitaliuiuadjective, fadjectiveudrd noun
19 lvuaz fide lfmdfimuiu noun
39. M: udwyezala vital information Jves'ls

‘What will you translate “vital information”?’

H - CI o v v o o '
40. Pukpik: misdemuiliamasiguaesmsdminlse udalingw doddgun lild

‘This  book provides what you need to know about the
disease..inform..vital..no’
[skip turns 41-51]

52. M: swsdvenumiosiluiio PUKpik d3liga1 information mladies sz udiiudiu noun ugvih'ly
Pukpik safulahsidaniuiudes fhu vital 7 adjective

‘May I ask something? Given that you did not know the meaning of

3

“information,” but it’s a noun, why were you confident that 1st word was ‘“vital”
which was an adjective?’ (verbal report)

53. Pukpik: fainmgagn dlmyaawil 13 Tuuaz Wil il verb w4t adjective az

‘I think I guessed correctly. When I looked at it, there was no verb but an
adjective.’
54. M: #e choice i verb 1% uai adjective 14, sedemilousudadoriiiu verb-noun een udh'ly
fetdodi flu adverb Tlagds

‘the choices don’t have a verb but they have an adjective. Ahh..it’s like cutting
the possibility of the verb-noun collocation.’

55. Pukpik: udniuidlumiinyaainingdhunniigans

‘I think it was the most possible answer.’
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56. M: femileuldmsianizunas ‘So, it’s like guessing.’
57. Pukpik: msiandaun ‘It’s only guessing.’
58. M: filiamensduuzihilailiuzay Pukpikeziiiuh the book dhulszsm, provide ihi..?

‘I’d like to teach you something. You see “the book™ is the subject, provide
is...?’

59. Pukpik: dlufisen ‘verb’
v 1 v v
60. M: mszaziminlfuigess vwedengulduzdeaiunssy aeidlunssyldvzdouiumalsznn?

‘So it provides something. That something must be the object. What word
class can be the object?’
61. Pukpik: adjective
62. M: 8288 ‘No no’
63. Pukpik: il noun ‘It’s a noun.’
64. M: susnise werilu noun fmieusu mideldunedediusnuiiihunssuveszToatl dammannm

wdiuans Wufiigniden (uiede information) udawesiuil noun s1i# adjective wwenede vital

‘I love you. “You” is a noun too. The book provides something that is the
object of this sentence. According to the sentence structure, it (refers to
“information”) should be selected. When there is a noun, we have the
adjective to modify which is “vital.”

65. Pukpik: smmsiiddaun ‘vital information’
65. M: 1% information flu noun e ‘Yes, “information” is a noun.’

In conclusion, dynamic assessment could help the participants combine words

according to the collocation types which were represented in terms of grammatical
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patterns including adjective-noun, verb-noun, adverb-adjective, and adverb-past
participle. However, most of the participants, except Jee, did not understand how a
collocation type functioned in a contextual sentence because they did not know the
sentence structure although the mediator taught them the function and position of a
noun, verb, adjective, and adverb before doing GDA. The results implied that using
the word’s grammatical function was beyond their zone of proximal development.

C. Guessing Meaning from Context Task

The dynamic assessment (DA) in this task aimed to teach the participants to
use the guessing meaning from context strategy to infer the meaning of the missing
academic word from a 50-60-word passage. The vocabulary constructs were the
concept and referents as well as the form and meaning. The concept and referents
were retrieved from reading the context. The form and meaning were derived from the
provided multiple choices.

C.1) GDA — Regular Task (Guessing Meaning from Context Task)

At the outset of the guessing meaning from context task, the mediator allowed
the participants to read quietly for a few minutes and guess the meaning of the
missing word. The participants were asked to cover the multiple choices a, b, ¢, and d
with a piece of paper to ensure that they did not look up the choices before reading.
However, the participants were so quiet that the mediator had to ask them to help each
other identify each passage topic. Unfortunately, they could not guess the meaning of
the missing word although all the contextual words were in the 1%t 1000 word family
level or the highest-frequency level, and the passage was designed for 98% text
coverage for successful guessing. Thus, the mediator had to help them read line by

line and guide them to look up some words in a dictionary.
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The stage of DA mediation was mainly stage 4 (more explicit feedback by
focusing on the word and phrase levels), which was the last stage before providing the
answer. The demand for more explicit feedback signaled that this task was extremely
challenging for them. After the mediator helped them read the passages, they could
guess the correct meaning of two out of six items and the acceptable meaning of four
items. The acceptable meaning meant that it was acceptable for the context although
the context was not designed for it. When the participants selected the word form
from the four multiple choices, they needed to look up all the choices’ meanings in a
dictionary and answered five out of six items correctly on the first attempt.

The instances of group interaction were minimal as the participants said that
the task was challenging, and they needed time to process. The data from the students’
diaries also illustrated that the participants thought this task was difficult and they
could not understand the passage. Smile and Leejen explained the problem they had
when reading a sentence. Smile said she did not know how part of speech was related
to the sentence structure nor did she know the vocabulary in the passage. Moreover,
misunderstanding of the part of speech and spelling appeared in Koko’s diaries since
he wrote *characterize (n) and *comprehensirs (adj). The researcher’s field note
remarked on the quietness among the participants, especially Koko, Leejen, and Jee,
and the mediator’s struggle to stimulate them to talk. Excerpt 1 portrays when the
participants gave an acceptable and then correct meaning after receiving more explicit
feedback.

Excerpt 1: GDA - Regular Task (Guessing Meaning from Context Task)
Item 1. The report shows that the managers wanted to support the workers. However,

some workers thought that the managers did not tell their good work to other workers,
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because therewas no ................... from other workers in the office. There should
be a system to let others know, feel good, and talk about it.

What is the word meaning?

a. recognition b. depression c. selection d. combination

1. M:; sglinawulseana 1-2 wiinduamwasidiinme ltiezulaes 1sslunlne

‘I will allow you to read for 1-2 minutes and guess the meaning of the missing
word in Thai.’
2. Ss: (1.15 minutes of silent reading)

v v v
3. M: wwndslidestladnduuislagnaiuusay I¥isaues

‘Guess by not using any dictionaries. Rely on yourselves.’
4. Ss: (1.50 minutes of silent reading)

5. M: fandalang fanumnee: 15lulansed

‘What do you think? Is there any meaning in your mind?’
6. Ss: (43 seconds of silent reading)

' o 1o = ' & g o 4 1=
7. M: You can share. higeandriiusziansenlaunsizidensineg jdmeuiignihegasga

‘Do not be afriad that it will be wrong because you will know the correct
answer at the end.’

8. Ss: (22 seconds of silent reading)

9. M: Koko 4% ‘What do you think, Koko?’

10. Koko: sufluimsuiinsms ‘It is about a magazine.’

11. M: Koko aadufluGesiineans udanududenz ‘A magazine? What do the others
think?’

12. Smile: Wi audui'l ‘News’
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13. Jee: sromsinsiien ‘A television program’

14. M: Pukpik and Leejen iileidees 151ulanunas ‘Pukpik and Leejen, any ideas?’
15. Pukpik, Leejen: (a@emih) ‘(shake their heads)’

16. Pukpik: dunlalidesld ‘I still can not translate the
passage.’

17. M: eansdaz Infszéy passage wez Smile 1danummelndideann Wgdin manager mlaiies lside

‘I will guide you from the passage level. Smile gave a close meaning. Please
look at the word “manager.” What does it mean?’ (mediation stage 4)

18. Jee: diams ‘Someone who manages.’
19. M: fish$ support filasZi nune

‘There is the word “support.” Does anyone know it? (mediation stage 4)

20. Smile: mivayu ‘Promote’

21. M: manager esniz Support ausm workers uduniuiisiin however uaiauanuinsauiaah
manager iils qnalszleniiuzaz (1a1ai tell their good work to other workers) manager 'ild
oz 15180

‘The manager wanted to support workers. There is the word “however.” But
some workers ...Please look at this sentence (highlights “tell their good work to other
workers). What didn’t the manager do?’ (mediation stage 4)

22. Pukpik: hildvham ‘Did not work’
23. M: 114 tell foozls ‘What does “did not tell” mean?’

24. Smile: 14'14uen ‘Did not inform’
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25. M: lii'lguenifirdiu? ‘Did not inform about?’

26. Smile: mhamiia ‘Good work’

27. M: msshaowiidvesnniseauauausun mizerls giszleaiias (lalayi because there was no
............... from other workers in the office) asulszlunilazuen Tassgarmminee

Their good work to other workers because...Please look at this clause
(highlights because there was no ................... from other workers in the office). This
clause will tell. Please consider the meaning by yourselves. (mediation stage 3)

28. Ss: (9 seconds of silent reading)

29. M: msrgngiu s ‘Because the was no...?’

30. Ss: (4 seconds of silent reading)

31. M: 'lifloz lsdnedrennauauaudun luserilauzas  gilszTuadoun uaisezll System fees1s?

‘There was no something from other workers in the office. Look at the next
sentence.
There should be a “system” - what is it?” (mediation stage 4)

32. Pukpik: szuu ‘A set of formal procedure’
33. M: szuuiiildaugu KNOw deeslsiee

‘a system to let others know. What does it mean?’ (mediation stage 4)

34. Pukpik: § ‘Acknowledge’
35. M: feel good? ‘Feel good?’
36. Jee: fand ‘Feel positive’

37. M: $@nduazyaiufiontu good work fiauaush ndunit missing word Smile weniuflusin hif

] A 1q 1
M51uI17 MINAUIUAUDY ﬂillllélslf
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‘feel good and talk about the good work they did. Let’s come back to the
missing word. Smile said “being news.” If there was no “being news” from other
workers, it may not be like that.’

38. Pukpik: lifimsyaia ‘No talking about?’
39. M: lifimanada 18 anwmmnelszainaniy udfeanummeiimsiuf msaszmin Now 1°d like you to
look at the choices g choice ifiosdu At lnuRersn msaszmin m3suy mawass wio idudnd

‘No talking about. The meaning is close. It should mean acknowledgement,
recognition. Now I’d like you to look at the choices. Look at the choices first.
Which word do you think mean recogniton, acknowledgement, talking about,
or you don’t know any of them?’

40. Pukpik: (aemnin) (shakes her head)
41. M: It’s ok. You can search in a dictionary. udndenin 1 mliensd

‘It’s ok. You can search in a dictionary. Choose one answer for me.’
42. Ss: (1.15 minutes of silence: search the choice meaning)

43. Leejen: 4o a ‘Choice a’
44. M: l5dz recognition weaywmuieniw lngiiedials

‘Yes, recognition. What Thai meaning have you found?

45. Leejen: vynouamssouiy ‘I found only “acception.”

46. M: 1§ naus1 recognize wiefiau recognize m wu i Leejen fvdufeudmnillsluy ez

A Aaa

recognize asaiisi worh ldiuey
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‘OK. When you recognize or someone recognizes you; for example, that’s
Leejen who is so diligent in this subject, they recognize the good thing we do. Do you
think you can do this kind of task?’
47. Pukpik: nod her head

48. M: recognition fiudny siuflezlsdnede N0 asiidesnudren (57 there was no......)

‘recognition is a noun. “There was no” must be followed by a noun (points at
there was no...)’

Excerpt 1 portrays item 1, the first item of the regular task, that the
participants took the longest time to comprehend. The mediator had to urge them to
share ideas several times and asked Koko in turn 9. Four participants did not
understand the topic as Koko thought it was about a magazine in turn 10 and Jee said
it was about a television program in turn 13, whereas Pukpik and Leejen did not have
any idea at all. Moreover, Pukpik said she could not translate the passage. Only Smile
gave the acceptable meaning of “being news” in turn 12. Thus, the mediator helped
them in the sentence and word levels onward from turns 17 to 37 until Pukpik was
able to correctly guess the meaning in turn 38. When they were allowed to look up the
meaning of the choices, Leejen selected “recognition” correctly, but the mediator had
to clarify the Thai meaning and part of speech for them to understand. Clearly, the
mediator explained on the word level the most (mediation 4) and occasionally on the
sentence level (mediation 3).

C.2) GDA — Transfer Task (Guessing Meaning from Context Task)

The transfer task was more challenging than the regular task because five
words in the passage were either in the 2nd and 3rd 1000 levels making the

percentage of text coverage lower than desirable for successful guessing, which was
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88% to 90% not 98%, and the participants took 23 minutes longer than the regular
task to complete it. The mediator still had to stimulate them, albeit less than the
regular task, to share ideas. As for the stages of mediation, most mediation that helped
the participants choose the correct answer was in stage 4 (the word and phrase levels),
although there were a few instances of mediation stage 2 (the passage level) and stage
3 (the sentence level). The mediator still had to exert a lot of effort to help them read
to the word level and the participants needed to search the meaning of some words to
comprehend the passage. After they understood the context, they were able to guess
the correct meaning of three out of six items and the acceptable meaning of four out of
Six items.

Like the regular task, the participants had to search for the meaning of the four
multiple choices to be able to get the answer, and they answered five out of six items
in the first attempt correctly. As for the group interaction, the participants interacted
with each other more than they did in the regular task, but Koko and Leejen were
quiet. The students’ diaries showed that they became more familiar with the task but
still could not read well and knew little vocabulary. Koko still wrote wrong word

meaning and part of speech in his diary as usual such as “interviewed” (adj) *dusius

(*relate). The field note also recorded an instance of Koko’s limited processing
capacity to understand grammar. To illustrate, during the intervention, Koko asked
about the difference between “because” and “because of,” and the mediator explained
in detail that “of” was a preposition that must be followed by a noun or gerund, but
Koko was confused and only noted that “because” must be followed by a sentence.
Excerpt 2 shows the struggle of reading the context including long reading time, word

confusion, content confusion, not knowing word meaning, wrong choice selection,
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and the stage of mediation at the word and phrase levels.

Excerpt 2: GDA - Transfer Task (Guessing Meaning from Context Task)

Item 3. Throwing is often considered a .................. or basic motor skill. However,
a variety of different exercise routines should be implemented throughout the year to
teach students different ways of getting and staying fit such as exercise to music, and
fitness games. Teachers should use creative activities to make students want to
exercise.

What is the word meaning?

a. formal b. creative c. fundamental d. alternative
1. M: ingde 3 Az Ta choice 13neuuzazudren’diae
‘Here we are at item 3. Close the choices first and start reading.

2. Ss: (2.02 minutes of silent reading)

3. M: diileidees lsyasonuias o1015daz 1d1na Idiniule by uaziousz 185 euininsidae

If you have any ideas, please say it, so | can guide you if it is correct or not
and your friends will learn from you too.’

4. Ss: (1.17 minutes of silent reading)

5. M: Sevuumnn “You have been quiet for a long
time.’
6. Jee: inusurinbzueses lsdnoss ‘It’s about a skill of something.’

R
7. M: Tain ingnmauds o Tuuluiiisiihene

‘OK. You are on the right track. Which word do you know?’

8. Smile: s different as ‘The word “different”



9.

10

11

12

13.

14

15

16

17

18

19
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M: different wlai? ‘Different means?’

. Smile: (v1) (laughs)

. M: Smile 3% ‘What do you think, Smile?’

. Smile: different uiaiéed ‘Different means an example.’
M: He! ‘Oh no’

. Smile: 1ils Lilgsedra (3u i Pukpik)

‘No, it is no an example.’ (turns to Pukpik)

. Pukpik: #n ‘Difficult’
. Smile: difficult swu difficult ‘Difficult...that is difficult’
. M: difficult wilaen udy different as

‘Difficult means not easy... what about different?’

. Pukpik: uangs ‘Not the same’
. M: uands gadeauzaz u.a.glitdus e11sdazlndi uaewilsyToausn 1519¢ 1dmaeundn

‘Not the same...correct. Please look carefully. I’d like to guide that only

reading the first sentence (highlights throwing is often considered a... or basic motor

20

21

22

23

skill.) will give you the answer. (mediation stage 3)
. Ss: (8 seconds of silent reading)

. Leejen: Geunuaz moafuny ‘It’s about a game.’
. M: dmeaduny d'liilymaeuuznay

‘No, it’s not about a game. Not the answer.’

. M: emsdvenwiludsz Teausniid luudis hifihe $5ndan consider 1w

‘Let me ask you which word in the first sentence that you don’t know. Do you
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know consider?’

24. Smile: (awuif) hidsnaz (shakes her head) ‘I don’t know.’
25. M: #ivithrowing sfeaz throwing %snilluy throw (sinin)

‘Do you know “throwing”? Throwing — do you know it? Throw (imitates

throwing)’

26. Ss: (idov, dwwih) (quiet and shakes heads)

27. M: dageail 14 ‘You can look up these two
words.’

28. Pukpik: consider #nsan

‘Consider means to believe someone or something to be’

29. M: simsawiseniuiilu msizdlu passive voice... throwing gafisisaniniiu wie throwing siudu

“Considered or regarded” as because it is a passive voice. Throwing is
considered or throwing is regarded as.’
30. Ss: (10 seconds of silence: search words on mobile phones)
31. M: Do you know the word “basic?

2 . .

32. Jee: iugwm ‘of the simplest kind’
4 ) v

33. M: asunsnii Jee vennitugives lsdnedis anuvunelndunuda

‘When Jee first said it was a basic of something...the meaning was very
close.’
34. Ss: (30 seconds of silence: search words on mobile phones)

35. M: midiezlsfuegaz Leejen midiesls

‘Which word are you looking for? Leejen, which word?’
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36. Leejen: wymid1in throwing uiaiwhath

‘I was looking for “throwing.” It means to send something through the air with
force.’

37. M: vhath msvdugniatuuiioriuindues Isdnedin udlde gaauduma

‘Throwing..throwing is considered or regarded as something...and then?

Please look at the following words.’

38. Pukpik: ugw ‘Basic’
39. M: ftugumaedin motor feeslsns ‘Basic motor...what is motor?’
40. Leejen: in3owud ‘Car engine’

. s
41. M: (s) motor asmsmaonlny mszaziuminne liliuaees 5oy

(laughs) Motor is movement. So, what is the missing word? (mediation stage 4)

& 2 .
42. Jee: ijoadu duusn ‘Fundamental...primary’
43. M: 'I¢ q choice diasazudndonias uannunmozasiiui JEE vonumn

‘Yes, you can look at the choices and choose but the meaning will match what
Jee said.’
44. Ss: (search the choice meaning. 34 seconds)
45. Koko: creative
46. M: not that choice
47. Pukpik: fundamental

48. M: fundamental - that’s the answer. fundamental wilaies15ns

‘Fundamental - that’s the answer. What does fundamental mean?’

49. Pukpik: Tavitug ‘Basic’
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VR o 4 { o Ya o 1 o 1
50. M: aslouiondluinuzmandoulmiiugiy  uazdsiimwen Clue assfifedin OF ugaz i
fundamental fanunmeiRerdusin

‘Throwing is considered a basic motor skill and what tells the clue is the word
“or.”

‘Which word has the same meaning as “fundamental”?’
51. Pukpik: Basic

Excerpt 2 shows that the participants took quite a long time to comprehend the
passage (3 minutes 19 seconds in total), so the mediator had to stimulate them to share
ideas. It also illustrated word confusion; for instance, Smile misunderstood “different”
as “example” in turn 12, and Pukpik misunderstood “different” as “difficult” in turn
15. When the mediator mediated them in stage 3 (the sentence level), Leejen
misunderstood that the sentence was about a game in turn 21. Later, the mediator
discovered that the participants did not know the words “consider” and “throwing” as
seen in turns 23-26, and they had to consult a dictionary. In addition, the mediator had
to give feedback on the word level (stage 4) for the mistaken meaning of “motor” as
“engine” to be “motion” in turn 41. Therefore, the participants needed mediation at
the word level to guess the meaning correctly in the transfer task. Finally, after the
participants looked up the choice meaning, Koko chose the wrong choice “creative.”
He revealed in the verbal report that it meant “able to build a skill.” The mediator
agreed that it could mean ““able to build,” but explained to him the clue “or” and the
word “basic” that led to the correct answer “fundamental.”

C.3) Individualized DA (Guessing Meaning from Context Task)
The individualized DA contained two items for each participant to work on.

The first item had the same difficulty level as the regular task and the second item was
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at the same level as the transfer task. Regarding the first item, they had to frequently
look up the meaning of many words in the passages to understand context. This
implied that although 98% text coverage to support successful guessing existed in the
first item, the low proficiency students still could not understand the context without
consulting a dictionary. As for the second item, all the participants admitted that it
was very difficult for them. Most participants could not do it and looked up almost all
the words and the mediator had to help them in every detail. Moreover, the mediator
could not give the graduated mediation stages as planned because the participants
needed tremendous help in reading from the beginning due to not knowing vocabulary
and grammar and lacking reading skill. In summary, the guessing meaning from
context task seemed to be too difficult for most of them to learn during the GDA,
because the individualized DA showed that they could not regulate their learning. The
poor performance during the individualized DA also answered why some participants,
Leejen and Koko, were quiet during GDA. The data triangulation from the recordings,
verbal report, researcher’s field notes, and students’ diaries revealed varied
individualized DA performance of each participant as follows.

- Jee Jee understood about half of the passage in item 1, which had
the same difficulty as the GDA regular task, and needed guidance at the
sentence level as she misunderstood a bit of the sentence structure.
Regarding item 2 that had the same difficulty as the GDA transfer task, Jee
understood it less and needed the guidance at the word level. For these two
items, she had to look up words in a dictionary and sometimes did not
know the verb form. After knowing the choices’ meanings, she could

choose the correct answers for both items. She needed the least assistance
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among all the participants. Her performance implied that she progressed
the most but still experienced difficulties when dealing with a more
difficult passage.

Smile Smile hardly understood item 1 as she had several problems
with grammar such as pronouns, tense, and apostrophe s. However, she
could guess the Thai meaning of the missing word but could not select the
correct choice although she knew the choice’s meaning. For item 2, which
was more difficult, she did not know many more words and needed a great
deal of help from the mediator with almost all the details. Her performance
implied that the guessing meaning from context task was too difficult for
her to regulate the learning.

Pukpik  Pukpik needed assistance to the word level in item 1 to
comprehend the passage. She had to look up many words in the context
and could not distinguish between the base and inflected forms of a verb.
However, she could give an acceptable meaning for the missing word and
select the correct choice after knowing its meaning. Regarding item 2, she
had to look up almost all the words, and the mediator had to guide her to
the word level, assist her on how to use a dictionary, explain verb forms,
and clarify her word confusion.

Leejen  Leejen needed tremendous help in reading both passages in
items 1 and 2 in every detail. She had very little background in reading and
grammar and knew little vocabulary. However, she could give an
acceptable meaning for item 1 after the mediator helped her read the

passage. As for item 2 that was more difficult, she required more
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assistance from the mediator. Moreover, she could not select the right
answer for the passages in both items 1 and 2 because she was misled by
the meaning of a translation tool. Therefore, it might be concluded that the
group dynamic assessment (GDA) did not help her regulate the learning in
the guessing meaning from context task as evidenced in her poor
performance in individualized DA. She wrote in her GDA diary that the
task was very difficult and wrote in her individualized DA diary that she
could not understand the passage.

- Koko Koko had so much difficulty understanding the passage. The
mediator had to help him substantially. Regarding item 1, he
misunderstood the topic and his word confusion misled his comprehension
completely. It also made him select the wrong choice. In item 2 which
was more complex than item 1, his word confusion and carelessness in
spelling words while using an online dictionary frequently emerged. In
sum, it seemed that the guessing meaning from context task was difficult
for him. The fact that his performance was poor in individualized DA
suggested that he learned little from GDA and there was a great deal of
knowledge shortage that DA could not solve.

Excerpt 3 demonstrates an example of individualized DA. Koko had many problems
with word confusion which obstructed him from comprehending the passage.

Excerpt 3: Individualized DA - Koko (Guessing Meaning from Context Task)

Item 1. For years now, | have noticed that many clips of movies that are being

advertised use music from other movies instead of their music. The music from well-
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known movies, especially those with good feelings, can act on a
PEerson's ................... about whether the movie is good or not. What do you think?

What is the word meaning?

a. manner b. judgment c. transition d. emphasis
1. M: venarmdnle passage uldiasnz ‘What do you understand from the
passage?’

2. Koko: (@1u1.30 ui) milousiuihunervvazasniiluy

(1.30 minutes of silent silent reading) ‘It’s like a play.’

3. M: studluifeady movies oo laies ‘It’s about movies. Do you know
movies?’

4. Koko:wis ‘Movies’

5. M: uénii? ‘And?’

6. Koko: maq ‘Music’

[skip turns 7-20]

o o

21. M: @ensungilsz Teatique sfulindimishidgs. ..

‘Let’s look at this sentence. There are movie clips that are...

22. Koko: asluwan ‘That are being advertised’

23. M: adlawaneg vazaussnn. .. ‘That are being advertised and music’
from...?

24. Koko: wifsiug ndana ‘Other movies to install’

25. M: i daliflindass instead of suilZlmuse

‘Wait wait...there is nothing install. Do you know “instead of’?
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26. Koko: u'lildewin du'lad mseay ‘Isn’t it pronounced “inside”?’
27. M: ulavsy instead ‘No, instead’
28. Koko: mufiniiiusieuled metiniiniudada

‘I thought it’s pronounced “inside,” so I thought it’s install.’
[skip turns 29-34]

35. M: misiitigeiduailiZ@naile ausdasaiunnminnniuils can act on a person’s something q
assiiuzaz azulatesls Do you know apostrophe s? %n s ‘lnunz?

“Well-known movies that give food feelings. That music for those movies can
act on a person’s something. Look at this. How will you translate? Do you know

apostrophe s? Do you know ’s?’

36. Koko: hifa: ‘I don’t know.’

37. M: $enmnsdwadn This is Jim’s house. ‘If I say, this is Jim’s house.’

38. Koko: magihu ‘He is home.’

39. M: @earion torlmiq Haethu. .. ‘Wait wait. Do it again. This a house...’
40. Koko: vesiu ‘Of Jim’s’

v v v
41. M: mszanivauasaseiiamnse act on ez lsdnedivesauqnils 330 act Inu

‘Therefore, this music can act on something of a person. Do you know “act”?’

42. Koko: fialzmsesy ‘Is it “art”?’
43. M: act lily art ‘Act is not art.’

44. Koko: action wisess ‘Is it action?’
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H ] o o b , o IS e
45. M: action wlahmsnszir weidlu verb act fevh msizasiiuaueidaanderes lsunseduaedail (¥
' Y o v
799719) veanuqils asgiszlenfimas DO you know whether? iswvediliionu quaiis d1liduilada 18
uzAz

‘Action means the process of doing something. When it’s a verb, it means do,
so the music affects or do something on (points at the blank) of a person. Please look
at the rest of the sentence. Do you know whether? We met this word yesterday. Are
you familiar with it? If not, you can use a dictionary.’

Koko: dwiluggruiiuiennuses 1y luue: ‘A rainy season is also whether, right?’
M: weather enmmdsuiinuazsaznaiu (717 whether)

‘Weather means the conditions in the air, but this one has a different spelling’
(points at “whether”)
[skip turns 46-56]

57. M: g choice ietouzaz dadnlduzdrlinsy

“You can look at the choices to help and look up the meaning if you don’t

know.’
58. Koko: transition w3euldias ‘Is it “transition”?’
59. M: transition wilaiesls ‘What does “transition” mean?’

60. Koko: (ifladn) msuldo, (Wasumaeu) Sunmes (semdss judgmentn)

(seaches in a dictionary) ‘Changing’ (then changes the answer) ‘Jump man’
(mispronounces “judgment”)

61. M: ué&n judgment wlasies lsaz ‘What does judgment (recast) mean?’

62. Koko: msiduaes ‘Dancing’
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63. M: (1) @Saneulaus (laughs) ‘You can search the word first.’
64. Koko: g0 midagule udwitli saudu siunanmaduaze: fuilusewsila sulidiivamilousy

‘Ahh...deciding. And why does “just dance” mean dancing? It’s an app. It had
the word “just” too.’

3 M ' !
65. M: sfuauaziiu msizenvedKoko dealdladaznanniuuzay i1 just dance dance mlajudu @
whether & weather daznadiaiu Kokoianndes ideagadioiuusdaznasiaiu udeseudamon
. . P 2 »
judgment /v just dance idesdiiuas naeulildloiudouazdiazna @ende?

‘They are different words. Koko, you have to pay more attention to spelling
when learning. For the word “just dance,” dance means movements performed to
music.

“Whether” and “weather have different spellings. Koko, you rely too much on
sound.

The sound may be similar but the spellings are different. Actually, the sound of

“judgment”and “just dance” is different. When you study, pay attention to
both sound and spelling. Which choice do you choose?

66. Koko: i b ‘Choice b’
67. M: gndes judgement ‘Correct...judgment’

[skip turns 68-71]
72. M: uangiidominhluKokoiden transition asuusnlasiissliidanumneves transition
‘I have a question why you chose “transition” without knowing the meaning of

“transition”?’ (verbal report)

73. Koko: sumileumsmlaniumneveuwas ‘It’s like translating the lyrics.’
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74. M: transition il translation “Transition” is not “translation.”

75. Koko: suadeniu ‘They are quite similar.’

76. M: daznasa idos s hilssidersumiveu uazis hiaunsadawmiuld ulils prefix/suffix iz
AouTosiuld uvzavazfmfuaes mazazudladnidatoumes

‘Different spellings and different sounds. They are not the same word
definitely and we cannot assume like that. They are not a prefix or a suffix that can be
linked. They are different words. So, you should consult a dictionary first.’

In summary, DA in the guessing meaning from context task was rather
ineffective. This was due to the participants’ lack of English knowledge including
basic vocabulary and grammar as well as reading skills. Consequently, they could not
read or understand the context and sometimes could not select the right choice despite
knowing its meaning.

D. Sentence Writing Task

The sentence writing task was for the participants to use a new word to form a
sentence. In this task, the participants wrote the sentences in a pair and the dynamic
assessment (DA) happened at the revision stage. The vocabulary constructs were the
concept and referents, grammatical functions, and collocation. It meant that the word
matched its concept and referent, grammatical function, and the other words or types
of words used together. All of them referred to productive skills.

D.1) GDA - Regular Task (Sentence Writing Task)

The regular task had five academic words that included four main word

classes. There were two nouns, one verb, one adjective, and one adverb. In this task,

Jee paired with Leejen, Pukpik paired with Smile, and Koko wrote individually. As a
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result, there were three written sentences for one academic word, totaling 15
sentences. The time for writing the sentences for each word ranged from 3.21 to 9.20
minutes. Almost all of their sentences portrayed that they understood and conveyed
the word meaning correctly except for a sentence in which a participant
misunderstood the word meaning. Nonetheless, they could not use the word’s
grammatical function of adjective correctly. Moreover, they often could not use other
words or types of words with the target academic words correctly. In fact, 14 out of
15 sentences contained ungrammatical sentence structure; two of which obstructed the
sentence meaning. Therefore, the dynamic assessment (DA) was mainly to correct the
grammar. What the participants could solve after each stage of mediation was as
follows:

- After mediation stage 2 (existence of error), they could add the
conjunction “and” between nouns “vegetable” and “pig” and change the
words “pig” to “pork™ in a sentence: “I need component these vegetable,
pig for food.” They could change “at” to “about” in a sentence: “I have
something inquiry at the law.”

- After mediation stage 3 (location of error), they could change the verb
“have” to “has” for the nouns “group” and “cake,” and add the morpheme

[IPS2)
S

to form a plural noun “components.” They could delete a redundant

verb “is” in a sentence: “fried rice have egg is component.”

- After mediation stage 4 (nature of error), they could edit the misspelling of
the word “ereyday” to “every.”

- After mediation stage 5 (explanation of how to correct the error), they

could find the adjective “attentive” to replace a verb “attend” and change
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[

the spelling of “y” to “ies” to form a plural noun “inquiries.”

- Mediation stage 6 (provision of correct form/sentence structure and its
explanation) was for giving the correct form of passive voice, re-arranging
the whole sentence, and demonstrating the use of adjectives and tenses.

Clearly, they could fix minor parts in their sentences which reflected their

limited grammatical knowledge. The lack of grammatical knowledge also emerged
such as wrong subject-verb agreement of “I” and ‘“has,” not knowing whether the
determiner “some” was used with a singular or plural countable noun, and confusion
between the words “some” and “something.” The participants’ diaries revealed that
they were concerned with grammar and knew their sentences were incorrect. Due to
many grammatical errors, sometimes direct feedback was employed instead of
gradated mediation to reduce their cognitive load so they could focus on the more
important part. Excerpt 1 portrays that reforming a whole sentence and using an
adjective was still problematic for them.

Excerpt 1: GDA - Regular Task (Sentence Writing Task)

Item 4. ongoing (adj) = sieiiles, %Juﬂquii

= continuing to exist or develop

Example: There is an ongoing investigation into the cause of the crash.

S +V + Complement (Adj before Noun)
Discussions between the residents and the government officers are ongoing.
S+ V.be + Adj

Your sentence:

Original sentence: It is raining ongoing.

Mediated sentence: It is the ongoing rain. The rain is ongoing.
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1. M: Itis raining ongoing. ongoing lulwdifludnlsziannu
‘It is raining ongoing. What word class is “ongoing”?’
2. Pukpik: v adjective ‘It is an adjective.’
3. Jee: iilu verb ‘Itis a verb.’
4. M: #u? ‘Umm?’
5. Jee: iilu adjective ‘It is an adjective.’

6. M: nestsanumineniz3ieq uavzliudumisdaladimanzd error sgludwimisves adjective

‘The meaning is communicable, but what position must be adjusted because

the error is at the adjective position.’ (mediation stage 3)

\l

. Pukpik: #» raining ing v ing ‘Ahh..raining.. ing and ing’
8. M: 'hilgfeuriuasai ‘No, it’s not about that part.’
9. Jee: adudumisiuluunz 101 0NGOING uneu raining

‘Switch the places..put ongoing before raining.’

10. M: OK ms1zezls ‘OK, why?’

11. Jee: wsaza adjective dvsngnih noun “The adjective must precede the
noun.’

12. Leejen: wih noun ‘Before the noun.’

13. M: idu it is ongoing raining uuwiiwie? It sounds acceptable. udinznlavwiiu It is the
ongoing rain. sann ongoing raining

So, it is ongoing raining, like this? It sounds acceptable but should be changed

to be — it is “ongoing rain” more than “ongoing raining.” (mediation stage 6)
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14. Pukpik: &a ing een ‘Delete ing’
15. M: l#iedadmlszTeadh The rain is ongoing. wie It is ongoing rain. assil rain
uadadn It IS raining. il Present Continuous Tense

| will give another example: The rain is ongoing, or this is the ongoing rain.
The rain here is a noun, but if we say it is raining, this is Present Continuous Tense.

Excerpt 3 shows that the participants had problems in identifying the part of
speech because Pukpik’s confusion in turn 7 and Jee and Leejen thought the word
“raining” was a noun in turn 11, which led to the misplacement of the adjective.
Therefore, the mediator adopted the mediation stage 6 to give the correct sentence and
explain the part of speech and Present Continuous Tense of “it’s raining.”

D.2) GDA - Transfer Task (Sentence Writing Task)

The transfer task contained five academic words whose parts of speech
included the four main word classes. They were one noun, one verb, one adjective,
and two adverbs. The participants wrote in pairs as in the regular task, but the pair
members slightly changed. Jee paired with Leejen, Pukpik paired with Koko, and
Smile wrote alone. The time for writing each sentence differed pair by pair and
ranged from 2.25 to 13.37 minutes. The transfer task was designed to add a little
challenge where no sample sentence was provided but only guiding grammatical
patterns. However, the absence of the example sentences seemed to bear no effect.
The participants’ performance during dynamic assessment (DA) in the revision stage
resembled their performance in the regular task. They understood the word meaning
and mostly could convey it in their sentences, but they sometimes could not use the

words’ grammatical functions or parts of speech of adjectives, adverbs, and verbs.
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Furthermore, they mostly used other words or types of words incorrectly with the

target academic words. Thirteen out of 15 sentences were ungrammatical, four of

which impeded the sentence’s meaning. Thus, dynamic assessment (DA) was mainly

to fix grammar problems. What the participants could fix correctly after receiving

each stage of mediation are as follows:

After mediation stage 2 (existence of error), they could delete the word
“too” in the sentence: “the rain fallen too considerably.” They crossed out
the word “on” in the sentence: “the rain and thunder simultaneously on last
night,” and solved the misspelling “knowred” to “know.”

After mediation stage 3 (location of error), they could replace the verb
“has” with “is” in front of an adjective in the sentence: “breakfast has
essential for everyone.” They replaced “it is” with “the” and delete “to”
and “and” in the sentence: “it is two situation to same and happen to
simultaneously.”

After mediation stage 5 (explanation of how to correct the error), they
could add the verb “happen” for the sentence: “the rain and thunder
simultaneously on last night.” They added the article “an” before
“essential material” in the sentence: “telephone is essential material for

€ 9
S

daily life,” and added the inflectional morpheme to a verb “foster” in
the sentence: “my family is always foster me.” They deleted “is” in the
sentence “he is foster Thai food for give food thai is that knowred.”

Mediation stage 6 (provision of correct form/sentence structure and its

explanation) was for giving the correct tenses, the correct form of passive

voice, the use of “there is,” the position of the adverb, and reformulation of
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the whole sentence.

Thus, their performance illustrated that they could solve only small words but
were rarely able to stretch their grammatical knowledge to whole sentences. In the
students’ diaries, the participants were aware of their weak grammar and sentence
structure. Excerpt 2 models their confusion about a basic sentence structure and parts
of speech.

Excerpt 2: GDA - Transfer Task (Sentence Writing Task)

Item 3. simultaneously (adv) = tagiinauniauni, lunaunaanu

= happening or being done at exactly the same time
Guiding grammatical pattern: S + V + Object/Complement
Adv before V, or Adv after V

Your sentence:

Original sentence: You and me simultaneously birth time.
Mediated sentence: You and me were simultaneously born.

1. M: a2lfiieuquenanumungnou

‘I will let your friends tell the sentence meaning first.’

2. Pukpik: aauazduialunandeiiu

“You and me were simultaneously born.’

3. M: (&) naaumereundrlagnedieldaun How will we change it? nansveniufaiie luildnmdsls

Smile

Aty vy

‘(laughs) Everyone tries their best to understand everything. How will we
change it? How do we tell our birth? (mediation stage 4) Smile, when were

you born?’
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4. Smile: Juasnz ‘Saturday’
5. M: reufionilin ‘Tell the month and year’
6. Smile: 18 w.n. ‘May 18’

7. M: Smile aunsayadr | was born on May 18 wiviléisufa signiirlfifatun de passive voice
wuAnsa e

‘Smile can say “I was born on May 18”. The mother made us born. So, we were
born. It is a passive voice. Now, let’s fix the sentence.’ (mediation stage 5)

8. Smile: nldsuain birth fu was ‘Change “birth” to “was”

9. M: wasunn birth flu born wazau time son You and me 1% verb o2ls (i5eu You and me

simultaneously born)
‘Change “birth” to “born” and delete “time” What verb is for the subject “you
and me” (Writes “you and me __ simultaneously born)’ (mediation stage 5)
10. Koko: with
11. Pukpik: we

12. M: wnumynaiils was vie were (mediation stage 5)

‘Do we use “was” or “were” for a plural noun?’ (mediation stage 5)
13. Jee: were

14. M: simultaneously e were born nawwilu were simultaneously born fesiuandousiu

‘simultaneously” modifies “were born” and turns to be “were simultaneously
born

meaning happening at the same time.” (mediation stage 6)
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Excerpt 2 demonstrates that rearranging the sentence into passive voice was
challenging for them. Although the group member understood the sentence meaning
as shown in turn 2, the sentence was ungrammatical and missed a verb. The mediator
guided them with mediation stage 3 (nature of error) in turn 3 and mediation stage 5
(explain how to correct the error) in turn 7 to give a sample sentence and explanation
of passive voice. However, turn 8 shows that Smile’s answer was wrong and she
could not change the sentence to passive voice. Moreover, when the mediator
scaffolded the sentence in turn 9, Koko and Pukpik did not know that passive voice
needed a verb to be. Lastly, the mediator had to give choices in turn 12, and then Jee
could get the correct answer. In summary, they did not know the passive voice, and
their knowledge of basic sentence structure and part of speech was rather weak. The
mediator had to arrange the sentence with a correct adverb position in turn 14 with
mediation stage 6 (provide correct sentence structure and its explanation).

D.3) Individualized DA (Sentence Writing Task)

The individualized DA consisted of two items for two academic words: an
adjective “consistent” and a verb “minimize.” The format of the first item was the
same as the regular task where Thai meaning, English definition, example sentences,
and a guiding grammatical structure were provided. The second item was like the
transfer task where everything was provided except the example sentences. However,
the item format seemed not to affect the participants’ performance across items.
Furthermore, it was found that the participants mostly read only the Thai meaning but
not the English definition, or they read it but did not understand it which sometimes

made them miss the word concept.
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Regarding individual performance in writing two sentences, one for each
academic word, they knew the word meaning, but had problems with syntax. They
were unable to form a correct sentence, especially the one incorporating an adjective.
In addition, they had little knowledge of the English tenses. When using dynamic
assessment (DA), only mediation stage 5 (explain how to correct the error) and stage
6 (provide the correct form/sentence structure and its explanation) seemed to work
with them because they had little grammatical knowledge and frequently had
language confusion. It could be said that the sentence writing task was very
challenging for them, and correcting some grammar might be too far from their zone
of proximal development (ZPD) because they had limited zone of actual development
(ZAD). Data triangulation from the recordings, verbal reports, students’ diaries, and
the researcher’s field notes illustrated varied performance of the five participants as
follows.

- Jee Jee could write two sentences to convey the meaning of the
given adjective and verb, but she still had trouble forming a sentence with an
adjective. However, she responded to the DA mediation very well and could
solve the problems with minimal guidance. When she formed a sentence using
a given verb, she wrote a well-formed sentence except for the tense that she
did not consider the intended time. However, her understanding of the
sentence structure was not solid because she was confused about the main verb
and the complement.

- Smile Smile could write a sentence to convey the meaning of the given
adjective, but the sentence to convey the verb meaning was obscure. When she

tried to use the adjective, many problems manifested. She did not know the
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different functions between verb “be” and “do,” the differences between “do”
and “does,” and the verb forms of present, past, and past participle. This lack
of knowledge prevented her from correctly using an adjective in a sentence.
When she wrote a sentence using a given “verb,” her sentence needed a
passive voice, but she did not how to fix it and tried to fix it with “do” or
“did.” The DA mediation stages could not be applied to Smile because she had
much confusion and poor grammatical knowledge. She randomized her ideas
to solve the sentences. All of these implied that she did not learn much from
the group dynamic assessment (GDA).

- Pukpik  Pukpik understood the meaning of the given adjective, but her
sentence could not convey her intended meaning, nor did she know the
adjective’s position. So, the mediator had to use the class material to teach her
again and showed a sample sentence from a dictionary to help her understand.
Thus, explicit mediation solved her problem. When she wrote a sentence using
a given verb, she slightly missed its concept. However, once she understood it,
she could write a well-formed sentence but was unsure if it was correct.
Anyway, the verb tense needed revision, so the mediator assisted her with
mediation stage 2 (existence of error) and mediation stage 4 (nature of error),
but finally mediation stage 6 (providing the correct form and its explanation)
helped her because she did not know the tense.

- Leejen  Leejen could write one sentence to convey the verb meaning.
However, the sentence containing the targeted adjective needed a whole
reformulation starting from choosing a new word. The mediator taught her the

adjective’s position and a subject-verb agreement between a pronoun and a
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verb to be because she was confused with “is, am, and are.” Also, the mediator
provided a sample sentence for her to compare and choose the preposition.
When she wrote a sentence with a given verb, it was found that she did think
about the time, or the verb tense. When the mediator gave guidance that it
should be the present perfect tense, she did not know about its structure or past
participle (verb+ed) although the verb form was shown. Therefore, explicit
mediation in explaining and providing the correct form as well as contingent
mediation was used to help her deal with emerging problems.

- Koko Koko could not make any of his sentences comprehensible enough to
convey the words’ meanings. He did not know how to combine words to form
a correct sentence at all. What he did was thinking of the sentence meaning in
Thai and searching English words and put them together without taking
English syntax into consideration. His sentence meaning in Thai was also too
complex to be addressed by a simple sentence, which he could not write
either. Correcting his sentences meant re-writing them again at every point and
explaining many things to him directly because he did not know the basics.
For example, he thought the word “that” was a verb, and the pronoun “it” was
for a person. Giving him mediation stage 6 (provide correct form and its
explanation) was more helpful to help him correct his language because he had
much confusion and very weak English background knowledge.

Excerpt 3 demonstrates an example of individualized Da when Smile tried to use an

adjective but a lot of confusion was apparent.
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Excerpt 3: Individualized DA - Smile (Sentence Writing Task)

Item 1. consistent (adj) = ssiase, Auduamn

= always behaving in the same way, or having the same
opinions,
standards, etc.

Examples: She is one of the team's most consistent players.

S +V + Complement (Adj before Noun)
They are not very consistent in the way they treat their children.
S+ V.be+ Adj

Smile’s sentence: Jason was consistent exercise.
Mediated sentence: Jason does consistent exercise.

4. Smile: wdusenidimesdnaiuauons ‘Jason exercises consistently.’
5. M: aywaiinauetifiavuluefansoifopiuag

‘Did the consistence happen in the past or present?’
6. Smile: iiduihmniune ‘He still does it every day.’
7. M: fusnudlvassifmien dréuimniu Should we change the verb here? (5 was)

‘Then we must change something here. If he still does it, should we change the
verb here? (points at “was”)’ (mediation stage 3)

8. Smile: udusdaly was 18 lmuazensd, was wlaies'ls

‘Can we use “was”?’ What’s its meaning?’

9. M: 811 udrmdeunlaiiesls

‘Oh..what do you mean when using “was”?’

10. Smile: wysz14 is, am, are sudidluegie nyii'luls

‘I want to use “is, am, are.” They tell the state, but I don’t think it’s correct.
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11. M: udmdnls was, were ez ls

‘What do you understand of “was” and “were”?’

12. Smile: was, were limilsarwnmoudidinldsu wyd limilviniumineiees 1s szideunun Jason do
2o ! < o A
does figalaneg nyhmoassduiindy

‘was, were — [ don’t understand the meaning but I’ve seen they have been
used. | don’t understand what they mean. If I wrote Jason do does, it might have been
incorrect so I used this one.’

13. M: uéaitmyien consistent inmsasaii wyiileidoez lsiunuendaeslnunzh consistent 1nalinds was

‘When you put “consistent” here, you have any ideas why you put
“consistent” here — after was?’
14. Smile: fuilusinquiiszsmdonneduiionzomsd szideuin exercise consistent il Iduioazien

%

2 Y
ulveneouil

‘If it’s English, we read backward. I don’t think I should write “exercise
consistent,”
or I should take this one to modify this one.’

[skip turns 15-23]

24. Smile: fingnlaou Was azernsd ‘I should change “was.”

25. M: udaviyaznldouiiues laise ‘What do you want to change it
to be?’

26. Smile: wyihidmileusuds nldewiu does sz ‘I don’t know - change to “does.”

27. M: Jain ‘OK’
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28. Smile: uddnldsuainier exercise wegiumihaz udaiidu a-n asll fde an vienldnz udad
consistent wylimils

‘Then I put “exercise” at the front and add a-n..an? Then consistent..| am not

sure.’
[skip turns 29-34]

35. M: iszifu exercise Tag'lidesd a, an fldaduiuduunniuli'ld uanernsdazawnne ldudaowdu

does
‘We can keep only “exercise” without a, an when it’s an uncountable noun.
What I’d like to ask is why did you change to “does”?’ (verbal report)

36. Smile: w1z does Fiflusesiinirlwidhidves dO fuaini

‘Because “does” is...I don’t know what verb form it is of “do” that means act’

37. M: soafinin'lnidluig “You don’t know its verb form?’
38. Smile: (1) veaii 3 Az ‘(laughs) verb 3 (past participle)’

39. M: (shows disapproving facial expression)

40. Smile: vosii 2 “Verb 2 (past)’
41. M: onlni “Try again’
42. Smile: vyahidaz 3o 3 Feanydaieshildaenzemsd uaiuiianuminginh

‘I don’t know:. I still can’t rememeber the verb forms, but I know it means act.’

43. M: 139 fiiilages 1 do/does, seq 2 did, 401 3 done, does #lsunmmenwad fienisdanlains
DONMAINBUDUM 1. ..

‘Yes, verb 1 is do/does, verb 2 is did, verb 3 is done. We use “does” with a

singular noun. That’s why I ask whether the exercise...’
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44. Smile: whivhegdy ‘He still does it.’

45. M: daieglaluu fifu 13 utgiu ludeadewiiu past tense Anyway uaiufiazaunsaudlyldsn
uufiuzaz de wysyWhiilu verb to be ué i adjective muwnds verb to be 714 ewszyadn Jason is
consistent asuilisids consistent wnweearmiiu Jason mse is, am, are Aofluagio

‘He still does it, so we keep as the present not the Past Tense. Anyway, it can
be modified in another way. You can use verb to be and make the adjective follow
verb to be. You may say Jason is consistent. We use “consistent” to modify Jason
because is, am, are means the state.” (mediation stage 6)

46. Smile: faedufuauminauo ‘He is consistent.’
47. M: uddnsiil (“Tfyllllﬁllii’zﬂﬂ Jason does consistent exercise) idwihmsoanmidamefiasiaue
consistent wvew exercise wielin consistent muwas verb to be wnvmeau (Wi Jason is

consistent in exercising).

‘If it’s this one (points at “Jason does consistent exercise’) — consistent
modifies exercise, or consistent follows verb to be to modify a person (types Jason is
consistent in exercising).” (mediation stage 6)

To conclude, the participants understood the word meaning and could write
sentences to convey it, but they could not use the word’s grammatical function and
other words used with it correctly. Dynamic assessment (DA) in the sentence writing
task mainly functioned on assessing but not much on teaching. DA could determine
how much grammatical knowledge the participants had, which was very little. It could
identify their grammar problems, such as basic sentence structures, the passive voice,
parts of speech, adjectives, tenses, as well as cognitive processes behind the wrong

use of grammar. Moreover, the grammatical knowledge that the participants learned
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from GDA, especially through explicit mediation, was not settled because the
individualized DA showed that the participants still did not understand many
grammatical items. In addition, direct feedback, contingent mediation, instructional
materials, and a dictionary were necessary besides the DA prompts.

4.2 Students’ Attitudes Toward the Use of the Dynamic Assessment Model on
English Academic Vocabulary Knowledge

The findings regarding the students’ attitudes toward the DA model were
divided into two major points: the attitudes toward the overall DA intervention and
the attitudes toward each DA task. This is because the perceived difficulties of DA
tasks could affect each participant’s attitudes. The data were elicited using the attitude
questionnaire, semi-structured interview, and the student’s diaries. The questionnaire
provided Thai translation, and the latter two were carried out in Thai to prevent
language barrier and to ensure comprehensiveness of the collected data.

4.2.1 Attitudes Toward the Overall DA Intervention
Regarding the attitudes toward the DA intervention, the data from the attitude

questionnaire and the data from semi-structured interviews were triangulated to
generate reliable findings. Table 14 shows the quantitative data on the participants’

attitudes toward DA.



Table 14 The questionnaire results on the participants’ attitudes toward DA

238

Percentage Levels of attitudes
Item Statement
SD D A SA° M SD Meaning
1. Ilike learning English 0% 0% 80% 20% 3.2 045 moderately
academic vocabulary high
through group dynamic
assessment.
2. | think group dynamic 0% 0% 40% 60% 3.6 055 high
assessment enhances my
English academic
vocabulary knowledge.
3. I like group dynamic 0% 0% 40% 60% 3.6 0.55 high
assessment because of
the assistance from the
teacher.
4. 1 like group dynamic 0% 0% 60% 40% 34 055 high
assessment because of
the assistance from peers.
5. Whilelamtakinggroup 0% 0% 0% 100 4 0.00 high

dynamic assessment, |
think the teacher can
correctly assess my
ability to learn academic

vocabulary.

%
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Percentage Levels of attitudes
Item Statement

SD D A SA° M SD Meaning

6. | feel comfortable while 0% 0% 40% 60% 3.6 0.55 high
taking group dynamic
assessment.

7. Studyinginagroup helps 20% 0% 40% 40% 3 1.22 moderately
me learn academic high
vocabulary learning easier.

8. I learn academic 200 0% 20% 60% 3.2 1.30 moderately
vocabulary from the other high

students in the group.

9. lam confidentin 200 0% 80% 0% 2.6 0.89 moderately
expressing my thoughts in high
the group.

10. 1 like individualized 0% 0% 40% 60% 36 055 high

dynamic assessment.

Note. SD = Strongly Disagree, D = Disagree, A = Agree, SA = Strongly Agree,
M = Mean, SD = Standard Deviation

Table 14 shows that the participants generally had positive attitudes toward
DA as the mean of each item represented either moderately high or high degrees of
agreement on the given statements. However, one participant, Koko, strongly
disagreed with items 7, 8, and 9. Further individual inquiry revealed that studying in a
group made him feel like studying in a large class and academic vocabulary was too
difficult to remember for him. He seldom learned academic vocabulary from the other

participants because he felt they learned a bit faster than him. Furthermore, it was his
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nature to be a listener than a speaker in a group because he was afraid that his
thoughts may be different from those of others and lead to a disagreement.

The data from the open-ended questions in the questionnaire and semi-
structured interviews were analyzed and grouped into themes. They provided different
angles on the participants’ positive attitudes as well as concerns toward the whole DA
intervention. The themes included likes and dislikes, usefulness, obstacles in DA as
well as the preferences between GDA and individualized DA and recommendation.
They were as follows.

A) Likes and dislikes of DA

All the participants said they liked working with friends because they helped
one another to complete the tasks. They shared ideas and learned vocabulary from
their friends. One mentioned the positive environment where she could speak or
answer questions without having to feel worried and the teacher offered her guidance
when she misunderstood something. In terms of tasks, four out of five participants
said they liked the morphology task the most. Only one participant, Jee, said she liked
the sentence writing task the most. Their sentiments are illustrated below:

| liked studying in a group because we could ask each other. | got to
know friends from different faculties. 1 learned vocabulary from
another friend to answer the teacher’s question. For example, I worked
in a pair to write a sentence, which allowed us to share what we
thought and organize it to become a sentence. (Koko)

| liked that the teacher gave everyone the chance to
answer questions without fear of being wrong, so it enabled me to

think without feeing afraid. The teacher guided me when my answer
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was wrong, so | could understand it correctly. There were friends to
help by looking up words and sharing ideas. (Pukpik)

On the other hand, the participants explained their dislikes in terms of the
classroom atmosphere, their personal ability, and personality. To illustrate, despite
ice-breaking activities in the first few sessions, they still felt a bit unfamiliar with the
others whom they had not known before. The lesson was new, and they needed time
to process it. In the other sessions, one participant felt pressured when the teacher
asked questions and no one answered her because they did not know the answer.
Another participant disliked herself for not daring to share ideas. One participant did
not like it when she could not remember the vocabulary. In terms of tasks, Smile and
Koko thought that both guessing meaning from context task and sentence writing task
were difficult, as can be seen below.

| did not like that I did not share ideas with friends as | should have
done whether because of fear of going wrong or whatever. However,
studying in a group made me become courageous to share ideas than
ever before. (Jee)

B) Usefulness of DA

All the participants said that they had never studied with DA before; therefore,
it was the first time they experienced being simultaneously assessed and taught from
where they started to struggle by getting graduated assistance. They agreed that they
learned new academic vocabulary that they had not come across before. One
participant said it was better than only remembering words because she learned
vocabulary by doing the tasks. Another participant said the assistance from friends

and the teacher was useful. One participant also said that working in a small group
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made him get attention from the teacher and friends that he did not get when he was
learning in a large class. He could ask the teacher questions and discuss the answers
with friends more. Finally, all agreed that the group helped them do the task which
otherwise they would not be able to do alone. The following excerpt reflects the
participants’ perceived usefulness of DA.

We shared knowledge because each of us had different English

knowledge. There was something that | knew but the others may not

know, or they knew it but | did not. For instance, | could not write a

sentence at all, but Jee and Leejen could translate a sentence. It was

like we exchanged knowledge and helped each other find the answer

faster. Sometimes | could not find the vocabulary, but my friend could.

(Smile)

C) Obstacles in DA
The perceived obstacles in DA seemed to come from the participants not

daring to ask questions and share their thoughts with the group. In fact, interactions
were the key in interactionist DA that allowed the mediator to assess and teach the
participants from what they knew. One participant said he was afraid that his asking
would make the teacher lose focus on teaching. Moreover, another one even blamed
herself for forgetting what she learned easily. Therefore, this obstacle perhaps came
from the participants’ perceived ability to learn and retain new information as they
were beginners, as they described:

The answers from the group sometimes met my needs, but sometimes

did not. I was still confused but I did not dare asking...because [ was
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afraid it would waste the time and the teacher may lose focus on the
contents she was teaching. (Koko)
There was nothing in this learning that was useless. Still, I could not
do something because I forgot it. For example, the teacher taught
something before, but | failed when I did it again. It was not because |
did not understand it, but I forgot it. (Pukpik)
D) Preferences between GDA and individualized DA
The participants stated that they gained different benefits from group dynamic
assessment (GDA) and individualized DA. In GDA, they could exchange thoughts
and get to know their classmates more. They could ask questions to their classmates
and listen to their questions, which helped them understand more. On the other hand,
individualized DA allowed them to ask questions about what they did not know
directly to the teacher without worrying that it would disturb or waste the others’
time. One participant was shy when studying in a group but felt more comfortable
when studying individually with the teacher.
E) Recommendation for DA
Generally, the participants had a good impression of the intervention. They
said the difficulty level of the contents suited their level of study and gave
recommendations for DA. One participant said that she would prefer to have more
time for light conversations with everyone as in the first few sessions. Another
participant mentioned that he preferred studying through games and activities to

conversation-based group learning like DA.
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4.2.2 Attitudes Toward Each DA Task
Regarding the attitudes toward each DA task, the data from the students’

diaries, which were collected regularly after each group dynamic assessment (GDA)
and individualized DA, and the semi-structured interviews were triangulated. The
attitudes towards the four DA tasks were gathered task by task, namely the
morphology task, the part of speech task, the guessing meaning from context task, and
the sentence writing task. Since each task covered one week, which was rather short,
the attitudes were described collectively from the regular and transfer tasks of the
GDA to the individualized DA.

A. Attitudes Toward the Morphology Task

In the regular task of the GDA, the participants said that separating the root

and affixes was easy to understand. A participant mentioned that she had not known
that a word could be divided into different parts. Two participants explained that
knowing the affixes and roots helped them understand words better. They considered
it a new way to remember words. Moreover, since it was the first task, they got to
know new classmates whom they were uncomfortable studying with at first but later
were relaxed and had fun with because they shared ideas and the word meanings with
one another. The problems they experienced were not knowing the word meaning and
part of speech. However, they liked that they could look up unknown words and
consulted the class materials which helped them understand and follow the task. An
example of the participants’ attitudes toward the DA morphology task is as follows:

This learning helped me know about the roots and affixes. | had not

known that the word could be separated. I got a shortcut by knowing

the roots and affixes. When I did not know them, | had to look up



245

whether the word was an adverb or an adjective, or a noun. However,
when | knew the affix, | knew the word was an adverb, adjective, or
noun, and when it was combined with the root, it became another
word. (Pukpik)

In the transfer task of the GDA, the participants considered the steps of
learning easy, but the vocabulary was more difficult. They faced problems in finding
the root because they knew little vocabulary. Also, the meanings and parts of words
from the same family such as “produce” and “product” were quite confusing for them.
Anyway, they learned how to look up the root from an online dictionary. Also,
classmates still played a major role in sharing ideas and completing the task, as can be
seen below.

Finding the root was more difficult because | knew limited vocabulary.
(Pukpik)

| felt it was difficult to know the root. | had to search for itin a
dictionary. (Smile)

The vocabulary today was more difficult. Some words had three parts
such as inevitably evitable/in/ly. (Leejen)

In the individualized DA, the participants understood the root and affix more
and they asked questions. However, some participants mentioned their reading
problems. Smile and Leejen stated that they did not know the meaning of the sentence
because they did not know the words in the sentence. The had to look up the words to
find the meaning that suited context, as of them described in the student’s diary:

Actually, I did not know the meaning of all the three sentences. | knew

only some words. However, with the teacher’s help and the search for
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word meaning, | understood it faster. | worked with trials and errors,
and this helped me know more and gain the courage to continue
reading. | dared to read a long sentence and | could translate it better.
(Leejen)
B. Attitudes Towards the Part of Speech Task
The participants said they learned many things in this task. They learned
different parts of speech and the way they were combined into four types of
collocations, namely adj-n, v-n, adv-adj, and adv-past participle. Furthermore, they
had to pay attention to the sentence structures to select the right collocation as well as
consider the collocation’s meaning. With high demand for their cognitive processing,
two participants, Pukpik and Leejen, said this task was difficult and they somewhat
understood it but not thoroughly. One participant, Pukpik, mentioned her
unfamiliarity because it was a new task that she just learned, so she could not yet
grasp the concept. All participants mentioned friends were helpful in finding the part
of speech and word meaning; they were able to complete the task faster than doing it
alone. Moreover, they got to know each other more, and they felt more comfortable
than in the morphology task. They described:
It was the strategy that helped me know which word to put before
which word; for example, the word “internal” was an adjective, so it
must be followed by a noun like “conflict,” but I must consider the
sentence structure to know the word order too. Normally | knew only
S+V, S+V+0O, but this task helped me know more such as an adverb
could modify an adjective. ...This strategy helped me choose the words

and organize them to match the context. (Jee)
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What | learned today was the part of speech (difficult). | had to search
for both the word’s meaning and part of speech. (Leejen)
| learned vocabulary fast. When | could not find some words such as
“comparable,” which meant “able to be compared (with)” or
“similar”, another friend answered the teacher instead. (K0OKko)

When it came to the transfer task of the GDA, the participants mentioned that
the transfer task helped them understand the sentence structure more in terms of the
functions of the part of speech that made words occur together. Furthermore, the fact
that the task did not provide the collocation order, unlike the regular task, made them
pay more attention to the part of speech. Also, they learned complex sentences with
relative clauses from two items in this task. Classmates were helpful in finding the
part of speech and sharing their thoughts. However, the participants experienced
problems in reading a sentence and understanding the sentence structure which
resulted in wrong answers. One participant, Smile, mentioned that she was not
confident with the collocation and felt the task was more difficult. Another
participant, Koko, mentioned that he spent too much time on a dictionary search for
the meaning and part of speech of a word, so he solved the problems by making a
guess based on what he had already known instead. Examples are shown below:

The group helped me learn better because we helped one another. For
example, when someone found a part of speech, | helped me know
which word could modify it. (Jee)

Today | could find the part of speech n, v, adj, adv, past participle, but

| still could not read or translate the sentence. (Leejen)
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In the individualized DA, the participants liked the explanation that directly
met their needs which helped them understand more. Pukpik said that she
concentrated better than when studying in group, and Koko said that individualized
DA gave him time to ask the teacher questions and he was not shy to ask questions.
Nevertheless, they mentioned the persistent problem of reading the sentence and
understanding the sentence structure. Jee mentioned a problem of not being able to
find the part of speech of some words such as “accessibility.” An example can be seen
in the student’s diary:

| still did not understand the sentence structure as it should be, so I
used my technique by looking at a word in front of the collocation
(e.g., are) whether it was the same as the sentence in the class
materials. (Smile)

C. Attitudes Towards the Guessing Meaning from Context Task

The participants’ attitudes toward the regular task of the GDA revealed that
three participants, namely, Pukpik, Smile, and Leejen, thought that it was very
difficult. Leejen said she could not translate the passage. Smile said she rarely knew
the words in the context, which implied that she could not read the passages either.
Finally, Pukpik said she could not guess the meaning of the missing word in context
because when the mediator gave guidance on the passage’s meaning, it sounded
complete to her as if nothing was missing. Another participant, Jee, thought that it
was challenging because she was not so good at it. Her understanding of the context
did not exactly match the correct meaning even though it was close. Moreover, Koko
mentioned a problem in understanding the clue type. Nevertheless, the participants

thought that the task helped them understand reading the context more and it was a
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good practice for them to try guessing the meaning of the missing words which were
academic vocabulary that they had not seen before. They also shared the sentiments
that classmates were helpful in searching the word’s meaning, sharing their
understanding from reading, and answering the teacher, so they learned how the
others guessed the meaning:
Today | read the whole passage and focused on the keyword because |
must find the correct choice. | was very difficult. I could not
understand the passage, but luckily my friends could do it. (Leejen)
| knew more academic words and understood them better because this
strategy required the word’s meaning to best suit the context and I had
to select the best choice. (Jee)

It is worth noting that all of the participants said they understood the GDA
transfer task more than the regular task because the task was not new to them
anymore. They understood the clues better. A participant, Jee, said she felt good,
enjoyed learning, understood the strategy, and talked to classmates in the group more.
They liked that the group helped one another obtain the word’s meaning, read the
passage, share ideas, and ask the teacher questions. The problems they encountered
were similar to those in the regular task including limited vocabulary obstructing the
passage comprehension, inability to read, not understanding the clue and sentence
structure, and wrong translation of the passage. The following excerpts show the
participants’ attitudes toward the GDA transfer task:

| felt that | understood more than yesterday because | got a new trick;
an item used the words with same meaning such as “basic” and

“fundamental.” (Pukpik)
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Friends helped me do the task better and faster because we shared

ideas in the group more. For instance, when a friend knew the context

meaning, it helped me find the word that matched the context faster. (Jee)

Regarding the individualized DA, two participants, Pukpik and Smile, said

that it forced them to think by themselves more without fear of being wrong. Jee said
she understood the strategy more and chose the word to fit the context better. Koko
stated that he learned words better in the individualized DA than in a group. He could
ask the teacher to clarify his word confusion. The mediator, who was also the teacher,
played a major part in explaining the passage, the clue, and their misconceptions, as
they described in their diary:

| understood more because the teacher helped explain the clue and the

sentence meaning. (Smile)

| learned vocabulary more than when | learned in the group. In a

group, | may not know some words, or | was confused of the spelling of

different words. | learned them in the individualized DA. (Koko)

D. Attitudes Towards the Sentence Writing Task

In the GDA regular task, the participants realized the benefits of the task that it

made them learn the target words by writing sentences to incorporate them. They
learned using different parts of speech in writing. They had fun sharing ideas with
friends by writing in a pair and showing it to the group. However, the participants said
they could not use grammar well although their sentences were comprehensible. The
grammar sometimes made their sentences ambiguous. One participant, Leejen,
thought sentence writing was difficult but luckily, she paired with Jee, who could do

it. Lastly, Koko still had a persistent problem with spelling since he misspelled a word
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when he noted it in his diary. The participants’ attitudes toward the sentence writing
task are shown below:
This task improved my sentence writing. | put words in the right place
more because we helped each other and exchanged ideas in a group.
(Jee)
1 got the strategy to see the sentence structure... to use (n) (v) (adv)
(adj). For example, “the *docmentary (Koko'’s misspelling) ended too”
must be followed by “quickly.” (Koko)

In the transfer task, the participants said they learned new words and
understood grammar and sentence structure more. They remembered words when
they were writing a sentence. Their peers, who wrote the sentence together, made
learning more enjoyable because they helped each other find vocabulary for the
sentence. Nevertheless, the participants addressed their problems with wrong
grammar such as tenses and sentence structures. Moreover, Leejen who was quiet
throughout the group’s sentence checking said that writing a sentence was still very
difficult for her. She only thought of a sentence in Thai and then searched for
vocabulary to translate it. Koko still misspelled words when he noted in his diary
although he knew the correct spelling of the words. They explained:

| learned new words and created a sentence for them. In the past, |
hardly knew grammar nor wrote a sentence. | made a mistake today,
too, but I understood more from the teacher’s explanation. (Smile)

The dynamic assessment helped me understand the sentence and
translate it better. | knew the flaw in the sentence when friends shared

their opinions to make it better. (Jee)
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In the individualized DA, there was a change in the participants’ attitudes
since they had to write sentences on their own without paring up with classmates.
They liked that they could ask a question to the teacher, who was also the mediator, in
real time. Jee said studying individualized DA helped her understand words better
than GDA, while Smile said writing a sentence helped her understand the words
more. Finally, Leejen said writing a sentence was either easy or difficult. She knew
that she was worried too much at first and felt ashamed. The participants still faced
the same problems of grammar and sentence structure, as illustrated below.

The individualized DA helped me think of and write a sentence by
myself without a friend to help. It made me understand more. (Pukpik)
The sentence writing for me was...it was like I thought too much that 1
must put this word here that word there but actually it was like Thai

language. | did not know why | thought too much. (Leejen)



CHAPTER V
DISCUSSION AND CONCLUSION

This chapter includes six parts: a summary of the study, a summary of the
findings, a discussion of the findings, implications of the findings, limitations of the
study, and recommendations for future research.

5.1 Summary of the Study

The present study investigated 1) the effects of the dynamic assessment model
on low proficiency students’ English academic vocabulary knowledge and 2) the
students’ attitudes toward the use of the DA model. This study adopted a one-group,
mixed-method, case study research design with the main focus on qualitative
methodology. The participants consisted of five second-year university students who
retook the basic English foundation course in the summer semester of their first year.
They were recruited by means of two vocabulary screening instruments. The
experiment took eight weeks, while the intervention took four weeks as intensive
tutorials outside the participants’ regular class time. In each week, there were two
sessions of group dynamic assessment (GDA) for a regular task and a transfer task,
and one individualized DA session. The four vocabulary strategies employed were
analyzing affixes and roots, analyzing part of speech, guessing meaning from context,
and using a new word to form a sentence.

Before the intervention, the participants answered the demographic
questionnaire and took the pretest. During the intervention, the GDA and
individualized DA sessions were recorded, and verbal reports were used to ask the
participants to clarify their thoughts. After each session ended, the researcher wrote a

field note, and the participants wrote a student’s diary. After the intervention, the
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participants took an immediate posttest, filled out an attitude questionnaire,
participated in a group semi-structured interview, and took a delayed posttest.

To answer Research Question 1, quantitative data from test scores were
analyzed using descriptive statistics, and qualitative data from the recordings from
DA sessions, verbal reports, researcher’s field notes, and students’ diaries were
analyzed by thematic analysis. To answer Research Question 2, quantitative data from
the attitude questionnaire were analyzed by means of descriptive statistics, and
qualitative data from the semi-structured interview and students’ diaries were
analyzed with thematic analysis.

5.2 Summary of the Findings
The findings of Research Question 1: What are the effects of the dynamic

assessment model on low proficiency students’ English academic vocabulary
knowledge?

The quantitative data from the tests revealed that the overall raw scores
increased from the pretest to the immediate posttest and either dropped, remained
steady, or slightly rose from the immediate posttest by the time students took the
delayed posttest. However, all the scores were less than half of the total score of 32,
and the increase from the overall pretest scores to the overall immediate posttest
scores was not evidenced in the guessing meaning from context section.

The qualitative data of the main findings among the four tasks revealed that
implicit mediation prompts could help the participants complete the morphology and
part of speech task. In contrast, explicit mediation was needed for the guessing
meaning from context task and sentence writing task. The participants achieved some

vocabulary constructs, particularly the form and meaning, but not all constructs.
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Moreover, other forms of assistance were employed because many problems were
found including reading at a sentence level, grammar, word confusion, spelling,
pronunciation, and addiction to translation tools. The interaction in DA that
stimulated them to try before receiving graduated assistance helped the mediator
discover the underlying problems. Lastly, each participant learned from group
dynamic assessment (GDA) to varying extents.
In addition, the effects of the DA model were summarized by task as follows:
- Morphology task: The participants could mostly indicate the roots and
affixes of
transparent derivatives in the regular task, but they mostly could not identify the roots
of complex derivatives in the transfer task. The mediator guided them to use
dictionaries and class materials for the roots and parts of speech.
- Part of speech task:  With the help from the dictionary to find the part of
speech, the
participants mostly matched correct collocations in the regular task but not in the
transfer task. However, most of them did not understand how the collocations related
syntactically to the sentence structure. Some of them used inappropriate strategies to
arrive at the answers.
- Guessing meaning from context task: This task proved to be the most difficult
because the
participants could not read the 50-word passage in the regular task although the words
were in the first 1000 word family level, and they had to look up the meaning of many
words in the transfer task. The mediator had to help them with explicit mediation to

read at the word and phrase levels.
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- Sentence writing task: The participants could write sentences to convey the
word meaning
but they generally could not use the words’ parts of speech correctly especially the
adjective, adverb, and verb. The DA mediation was used to correct the grammar, and
the explicit stages of explaining how to correct the error and providing the correct
form were employed the most.

The findings of Research Question 2: What are students’ attitudes toward
the use of the dynamic assessment model on English academic vocabulary
knowledge?

According to the findings, the participants thought that DA enhanced their
English academic vocabulary knowledge although the vocabulary was new and
challenging for them. Furthermore, the assistance from peers and the mediator was
useful to complete the tasks. The mediator could assess their ability to learn academic
vocabulary correctly. However, different personalities affected their interaction in the
group. For example, one participant was not confident to share ideas, and one
preferred to listen to others rather than share ideas to avoid disagreement and to not
interrupt the mediator. Another point worth mentioning was that some participants
were disappointed about their forgetfulness of things they had learned and one
participant felt that his learning was behind that of the others. Finally, their
preferences and perceived difficulty of each task were different.

5.3 Discussion of the Findings

This section presents the discussion of the findings following the research
objectives. It includes the discussion of 1) effects of the dynamic assessment model

on low proficiency students’ English academic vocabulary knowledge and 2)
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students’ attitudes toward the use of the dynamic assessment model on English
academic vocabulary knowledge.

5.3.1 Effects of the Dynamic Assessment Model on Low Proficiency
Students’ English Academic Vocabulary Knowledge

The findings showed that the participants’ overall test scores increased slightly
from the pretest to the immediate posttest, but the delayed posttest scores varied. To
explain further, each test score was much lower than the total score of 32. Given that
the intensive intervention lasted four weeks, the present study could not make a
definite conclusion on the effects of the DA model based on the test scores.
Furthermore, Pecorari et al. (2019) point out that items on a vocabulary test are
independent, and they assess knowledge of different words. In this study, it might
have been too ambitious to expect the participants to gain knowledge of all the taught
academic words in such a short time. When the scores of each section were examined
separately, it could be seen that there was a rise and fall of the scores in the
morphology section, part of speech section, and sentence writing section although
they could not be compared because each section was designed and scored differently.
However, the scores in the guessing meaning from context section did not indicate
any improvement. This might have resulted from the students’ low reading ability
since the test was embedded in a larger construct of reading comprehension according
to Read’s (2000) analysis of vocabulary assessment in a discrete-embedded
continuum. Another possible explanation might be the test design. The present study
selected words that the participants had come across in the other tasks to be tested to
avoid the participants only remembering the words from the guessing meaning from

context task to answer. However, the participants may not have remembered the
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meaning of the tested words which made the results opposite to those reported by
Ebadi et al. (2018a) and Ebadi et al. (2018b) who used the same words for the task
and the tests. Another reason could be that some participants’ mastery of general
vocabulary was still lower than the first 1,000 word family. Therefore, inadequate
vocabulary did not support reading (Hacquebord & Stellingwerf, 2007).

The commonly occurring themes regarding DA in all the four tasks were
related to the applicability of mediation stages, the achievement of vocabulary
constructs, the other forms of assistance to supplement DA, the interaction with low
proficiency students in DA, and the unequal learning gain from GDA, all of which are
discussed as follows.

- Applicability of mediation stages

According to Lantolf and Poehner (2010), the mediation offered at a particular
moment depends on the learner’s or group’s ZPD. In this study, the fact that implicit
mediation was enough to help the participants arrive at the answers in the morphology
task and the part of speech task reflected their level of control of language at the word
level. Moreover, the control of their language learning at the sentence and short
passage level was low because the mediator had to use explicit mediation in the
guessing meaning from context task and sentence writing task to help them
understand the words. However, from the DA perspective, learners’ performance
helps the mediator understand their abilities and focus on the process of bringing
development (Lantolf & Poehner, 2010).

- Achievement of vocabulary constructs
Based on the findings, the fact that DA mediation could promote the

achievement of the form and meaning construct may be due to the natural process of
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L2 acquisition that usually starts by matching the new L2 words with the existing L1
meaning (Pavi¢i¢ Takaé¢, 2008). However, the nonachievement of the grammatical
functions (the receptive and productive pattern in which the word occurs), the
construct of collocations (the use of other words with the target word), and the
concept and referents (the concept inferred from reading the context) was possibly
due to their limited knowledge of grammar, sentence structure, and reading.
- Other forms of assistance to supplement DA

The findings that other forms of assistance were used along DA corresponded
with a study undertaken by Davin (2013) in which the mediator used the instruction
conversation (IC) framework together with DA, because the DA prompts alone could
not handle the students’ errors and questions. The IC framework included several
forms of assistance such as modeling the language, questioning, explaining, and
specifying a correct response (Tharp & Gallimore, 1991). In this study, it was found
that the mediator could not solve all conceptual errors of low proficiency students by
merely giving implicit to explicit mediation gradually because there were many
errors, and sometimes direct explanation was necessary for grammar. The flexibility
in using DA mediation agreed with the findings of Davin, Herazo, and Sagre (2017)
that mediators needed flexibility in giving prompts.

- Interaction with low proficiency students in DA

The findings of the present study that interaction in DA helped the mediator
know the participants’ cognitive processes and underlying problems were congruent
with Teo (2012a) which also discovered the students’ process of thinking, difficulty,

and confusion. Moreover, the participants’ responses also reflected on the task design
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for further improvement which agreed with Teo (2012a) because the students’
responses reflected some overlooked technical problems.

In addition, the interaction of low proficiency students during that task shed light on
the mood and tone of a mediator, besides the benefit of the mediator’s presence to
help students interact and think through the problems as proposed by Poehner (2007)
and Aljaafreh and Lantolf (1994).

- Unequal learning gain from GDA
The findings of the present study that GDA was feasible with university

students agreed with Bakhoda and Shabani (2019) and Fani and Rashtchi (2015) who
employed it with reading comprehension. However, both studies also showed that
individual ZPDs existed. To illustrate, the mediator in Bakhoda and Shabani (2019)
coordinated with group’s ZPD and individual ZPDs simultancously. Fani and
Rashtchi (2015) also found that the students who studied through individualized DA
scored higher than those who studied through concurrent GDA and cumulative GDA.
Thus, the findings of the present study confirmed different individual ZPDs, and it
was in line with Rahimi et al. (2015) who mentioned that learners’ different ZPDs
probably came from their varying actual knowledge. Therefore, the present study
proposed that the realization of a group’s ZPD occurred only when the group did the
task together, but how much each student gained from the group depended on their
individual ZPDs.

Moreover, evidence of language development specific to each of the four tasks
was also found, namely the morphology task, the part of speech task, the guessing
meaning from context task, and the sentence writing task. The discussion is presented

as follows.
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A. Morphology Task

The qualitative data from the morphology tasks of the GDA regular and
transfer tasks revealed remarkably different results due to the properties of the target
words. In the regular task that contained transparent derivatives, the participants, who
were beginners and had small vocabulary sizes, generally could separate the word
parts and identify the root and affix quite well except for some words including
critical, restriction, and sustainable which caused them misunderstanding about the
word parts. This could be explained by two reasons. First, based on the participants’
limited vocabulary, these words, especially restriction, possibly appeared to contain
deceptive morphological transparency which made them prone to be separable into

2% ¢

possible but deceptive meaningful morphemes (Laufer, 2001) such as “re,” “stric,”
and “tion.” Second, the participants may not have remembered the affix forms that
they had learned shortly before doing the group dynamic assessment (GDA).
Additionally, the semi-structured interview revealed later that four out of five
participants did not have any background knowledge of morphology; in other words,
they did not know that words could be separated. Only one participant, Jee, had heard
of prefixes and suffixes before but was unsure what they were. Thus, studying the lists
of prefixes and suffixes was new to them, and the participants probably had to take
more time to internalize the derivational affixes. The results tended to agree with
Milton (2009) who mentions that derivational affixes are less frequent and leaned
rather late, and with Gardner (2007) and Nippold and Sun (2008) who point out that
second language adult learners and schoolers learn derivational affixes much later

than inflectional affixes that carry grammatical functions. Specifically, the findings

agreed with Varatharajoo (2016) who conducted research with low proficiency
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students and found that they learned derivational morphemes the least compared to
inflectional morphemes and compound words respectively. Regarding the transfer
task with complex derivatives, the results showed that the participants knew the
number of word parts and could separate the affixes. However, they could hardly
identify the roots which may be due to their limited existing vocabulary that yielded
no clue to trace the roots. This may explain why sometimes they could not select the
root although they saw the options in the word family shown in the English-English
dictionary that the mediator introduced. The findings supported Milton’s (2009)
suggestion that a large vocabulary size may be necessary for students to master
complex word parts. In addition, finding the roots of derivatives whose orthographic
forms are different from their original roots is challenging for them. This fact
corresponded with Laufer (2001) mentioning that synoforms with different suffixes
induce the most difficulty in learning among all the synoforms, or words that share
similar characteristics.

In terms of DA mediation stages, the mediation given on the word level
demonstrated that DA could assess the participants’ ability to recognize the word
parts of the transparent and complex derivatives, and each was achieved to a different
extent as mentioned above. Knowing the meaning and part of speech was beyond
their ability and they needed help from the mediator, class materials, and dictionaries.
However, giving the mediation in the sentence level where the target word was in
context proved to be problematic, and graduated mediation from implicit to explicit
following the DA principle was rather impossible as the participants had much

difficulty reading.
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Although the design of the morphology task followed Laufer’s (2001) suggestion that
interpreting the meaning of word morphology should rely on the wider context, the
findings cautioned that understanding the contextual sentence might be a challenge
for low proficiency students, and considerable help was required to help them read
and look up words properly. One reason could be that the contextual sentences still
consisted of unknown words even though they were selected from English-English
dictionaries with careful screening of the least seem-to-be unknown words possible.
Since generally learners figure out the meaning of an unknown word from a known
word (Sasao & Webb, 2017), there always seem to be unknown words that low
proficiency students with limited vocabulary have to look up its meaning.
Unfortunately, four out of five participants habitually used translation tools, so
the mediator had to introduce dictionaries and explain how to use them properly. In
fact, most participants had not been trained on how to use a dictionary, which was a
skill needed in vocabulary teaching and learning, as proposed by Nation (2011) and
Watts (1995). Many times, the assistance from the mediator must be as explicit as
choosing the meaning and part of speech from the results that appeared in an online
dictionary. According to Hunt and Beglar (2002), learners should clearly understand
the context so that they will be able to correctly select the sense of a word from a
dictionary. Also, a lack of reading and dictionary skills adds challenges to each other
and to low proficiency students because they do not have both skills. In summary,
despite the intention to let the participants control their learning as much as possible
and to provide the least assistance and only when they struggled as DA suggested

(Aljaafren & Lantolf, 1994; Infante & Poehner, 2019), reading the context, using a
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dictionary, and selecting suitable information required direct explanation for low
proficiency students.

The findings of individualized DA also illustrated different learning gains of
each participant which resulted in a call to fulfill the deficient group dynamic
assessment (GDA) literature (Poehner, 2014). For example, some participants, Leejen
and Koko, could only separate the suffixes and leave the rest of the words to be the
roots. Pukpik sensed that an alphabet must be added to the root of a complex
derivative although she did not know what it was. Smile and Pukpik also noticed that
merely separating what seemed to be a prefix would leave the rest to be ill-formed.
However, the morphology task likely had slight positive effects on the participants’
vocabulary knowledge as shown in their increased immediate posttest and delayed
posttest scores. The positive effects of using DA and morphological analysis agreed
with the findings of Hamavandi, Rezai, and Mazdayasha (2017) who used the
Dynamic Assessment Task of Morphological Awareness (DATMA) to improve and
predict reading comprehension of immediate-level students. In summary, due to the
participants’ performances in the morphology task and its constructs selected from
Nation (2011), it may be said that the participants generally achieved the construct of
word parts because they could mostly recognize them except for complex derivatives
and parts of speech that they needed help from dictionaries and class materials.
Nonetheless, they needed a great deal of assistance from the mediator to achieve the
constructs of form and meaning as well as concept and referents, because selecting the
suitable word from a dictionary and reading to understand a context were still

challenging for them.
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B. Part of Speech Task

The qualitative data during the part of speech task unveiled the underlying
problems of low proficiency students. Even though they could select the right parts of
speech to form collocations, the participants had difficulties in reading and analyzing
syntax. Most of them could not read the contextual sentence by themselves, and the
individualized DA revealed that the mediator needed to help some participants read
every word. This could be explained that the participants did not know the meaning
and part of speech of the words, so they could not analyze the sentence structure even
though they remembered a basic structure of S+V+O representing a subject, a verb,
and an object. Moreover, although they had studied suffixes in the morphology task a
week before, they possibly had not remembered the forms and parts of speech that the
suffixes entailed because the intervention was too short. Moreover, Jiang (2004) and
Qian (2002) explain that syntax is part of the depth of vocabulary knowledge that
includes many things such as collocation, morphemes, and semantics. The depth of
vocabulary knowledge specifies word characteristics compared to the breadth that
identifies the meaning. Low proficiency students may require a longer time and
practice to understand syntax, which seems complex for them. In addition, the word
forms probably inherit challenges for low proficiency to understand. For instance,
Peters (2020) contends that verbs have many forms because of tenses, number (a
singular or plural noun), and person (first, second, or third person). They are more
abstract than nouns because they are relational and consist of exceptions. Therefore,
to understand the verb meaning, learners should understand syntagmatic relationships
and contextual clues. Likewise, the meaning of an adjective is relational because it is

particular to the modified noun, and adjectives also have varied forms. As a result,
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low proficiency students, who also have limited cognitive processing ability and
grammatical knowledge, may have difficulty distinguishing forms and grammatical
functions when they do it alone in the static test and even with the mediator.

The participants’ performance in the GDA regular and transfer tasks of the
part of speech task showed that they needed only implicit mediation, which signaled
the existence of error, to choose the correct collocations. However, their performance
might have misled the mediator that they understood the grammatical functions of the
collocations that were related to the sentence structure. Nevertheless, the
individualized DA revealed that the participants matched the collocations correctly by
following the four collocation types that were taught, but they did not understand how
their grammatical functions worked in the sentence structure. The results regarding
the number of employed prompts aligned with the idea of Davin (2016) in that it
could not assert the students’ understanding and self-regulation of the language.
Davin (2016) found that a 5"-grade student created a kind of Spanish question using a
slot-filler syntactic template without the mediator’s prompts to guide him, but he
could not create other kinds of questions. Thus, it could be compared to the present
study that the participants could match the collocation by following the pattern of the
collocation types but could not give reasons beyond the collocation types to the
sentence structure. In addition, the findings that fewer mediation prompts were taken
did not guarantee the group’s learning gain contradicted Bakoda and Shabani (2019)
who used interactionist concurrent GDA to supplement computerized GDA. A human
mediator guided intermediate students aged 19 to 24 years old to read the reading
texts programmed in computerized GDA. When there were wrong answers in the

group, the mediator asked students to explain their reasons and choose another answer
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again until no one got the wrong answer. The group later relied on fewer
computerized prompts in the other reading texts and that made the researcher
conclude that the group’s ZPD was enhanced. Thus, the present study found
contrastive results that could add to the GDA literature.

The individualized DA exposed the different learning gains from GDA. It
showed that the participant, Jee, who had the highest English proficiency, displayed
decent understanding and did the best among all the participants whereas the others
employed unsuitable strategies. In addition, a participant, Leejen, seemed to not have
learned from the GDA at all because she selected the first word of the collocation
from short orthography and the second word from long orthography. A special case of
less responsive students was mentioned in Davin (2016) when classroom DA and
small-group work seemed to bear no effect on two students and other treatment might
be necessary. Moreover, two participants, Smile and Koko, employed improper
strategies to arrive at the answers. They compared the sample sentences in the class
materials with the sentences in the task and looked for the same words that appeared
in both sources before the collocation such as “are” and “the.” Besides the inadequacy
in their learning, their performance gave a critical caution of reducing the amount of
class materials or tools to help the participants. In this study, the availability of class
materials may have prevented them from using their knowledge first, which
unintentionally violated the DA principle that assistance must be graduated from
implicit to explicit and contingent to the students’ need; that is, when they began to
struggle (Infante & Poehner, 2019). In conclusion, the participants reached only the
form and meaning construct, not the grammatical functions construct, and the

understanding tended to be limited to the word level as it did not reach the sentence
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structure. The findings also pointed out that the individuals’ ZPD varied when the
group’s ZPD seemed predictable. They might contribute to the scarce literature on
GDA called by Poehner (2014) and to the literature on individual vocabulary learning
called by Milton (2009).
C. Guessing Meaning from Context Task

The qualitative data from the task revealed that most participants needed the
most explicit mediation to the word and phrase levels and searched words in a
dictionary to comprehend the passage composed of the 1%t 1000 word family level.
This implied that the task might be far from their zone of proximal development
(ZPD). In addition, the task seems to bear the least successful results of DA among
the four tasks of the intervention. There were several reasons which may help explain
the results. First, the participants knew very limited vocabulary as some of them did
not master the first 1000 word family level due to their scores from Level 1 of the
New Vocabulary Levels Test (NVLT) in the screening test. Hacquebord and
Stellingwerf (2007) explain that a deficit in vocabulary and reading problems have
reciprocal relationships. Thus, learners who know little vocabulary cannot read well
and become frozen readers. Likewise, Shahar-Yames and Prior (2018) found that
reading accuracy or decoding and reading comprehension were the most contributive
factors to lexical inferencing skill among minority and native-speaking higher
elementary school students. Therefore, the inadequate existing vocabulary and
reading skills tended to cause difficulty for low proficiency students to guess the
meaning ineffectively (Acosta, 2019; Gu, 2003).

Furthermore, in this study, although the context was designed to yield 98%

text coverage to enable the participants to guess the meaning of the missing word
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correctly, there were still words that the participants had to look up in a dictionary.
This agreed with what Tian and Macaro (2012) point out that it was impossible for the
instructor to know every word that the students knew or did not know. Thus, the
results of this study might suggest that the instructor needs to be more patient with the
unfortunate situation when what seems to be easy words such as “other” can really be
unknown words for low proficiency students. Second, the participants in this study
did not know basic grammar such as “apostrophe s,” “ed” inflected form of verbs, a
possessive pronoun “their,” and misunderstood the message. For example, they did
know the function of an “apostrophe s” in the sentence “this is Jim’s house.” Some
thought the ‘“apostrophe s” meant the quantity, or was a linking verb, a plural
marking, and the verb “is,” and the sentence meant “this is my house” or “he is at
home.” Third, they lacked syntactical knowledge to understand a phrase or a sentence.
For instance, they did not know that a noun phrase, in which the head noun is placed
at the end, must be comprehended from the back to the front. They comprehended it
from the front to the back. Fourth, they may not have remembered the clues that they
studied before doing the GDA regular task; for example, they did not know the word
“or” as a description clue. Thus, reading a 50-60 word passage was too challenging
for them to do alone, and the mediator had to explain everything to the very smallest
details. The results from this study tended to provide evidence to support Sasao
(2013) saying that students mostly used the guessing meaning from context strategy,
but their guesses were often wrong.

Moreover, the participants’ background knowledge was useful but rarely led
them to clearly understand the passage. In particular, when the word confusion misled

the use of background knowledge, their comprehension could digress quite
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considerably. Examples of an extreme case were Koko’s misunderstanding of
“instead” to be “inside,” “act” to “art,” “transition” to “translation,” and “judgment”
to “jump man” and “just dance.” Such word confusion made him unable to
comprehend the passage and choose the wrong answers. For example, Koko knew
that the sentence “the music from well-known movies, especially those with good
feelings, can act on a person’s about whether the movie is good or not” was about
music, so he quickly chose the answer “transition” because he thought it was
“translation” that could link to translating song lyrics.

The findings were contradictory to the findings reported by Shahar-Yames and
Prior (2018) who found that the students in the Russian-speaking minority students
(LM) group used non-verbal inferencing ability (general inferencing ability) to
compensate for their inferior vocabulary than the native Hebrew-speaking peers (NH)
group. However, the LM in Shahar-Yames and Prior (2018) had been immersed in L2
societal language for years and this might have given them the advantages of
language familiarity and larger L2 vocabulary size than the participants in this study.
According to Shahar-Yames and Prior (2018), the vocabulary in the texts must be
under the vocabulary threshold level of the LM group so they could comprehend the
texts. Nonetheless, this study found that easy vocabulary may not be enough for text
comprehension because there were other important skills such as grammar and
reading needed to comprehend the text. In fact, Nagy (2001) proposed the skills that
enabled guessing meaning from context or contextual inferencing including linguistic
knowledge, world knowledge, and strategic knowledge. The linguistic knowledge
encompassed syntactic knowledge, word schemas, and vocabulary knowledge. As a

result, this study revealed that it may be hard to use DA as metacognitive mediation to



271

help the participants stretch their actual knowledge when they had weak linguistic
knowledge. This is because DA helps learners extend what they have learned but not
fully developed to the next or proximal development (Poehner, 2014).

The results of the present study were also incongruent with a previous study
carried out by Teo (2012a) which found that low- and high-intermediate students
improved their guessing meaning from context skills after DA intervention. It might
be because the students’ proficiency levels in Teo’s (2012a) research were higher than
those of the participants in this study. Also, Teo’s research focused on reading
through all four weeks with individualized DA, so the students practiced more and
received mediation directly to meet each one’s needs. In contrast, the participants in
the present study practiced guessing meaning from context in only one week with two
GDA sessions and one individualized DA session.

However, this study would like to raise hope when teaching low proficiency
students with a small positive result that the participants could give acceptable
meaning for the answer although it was not intended for the context and the mediator
helped them to the word level. Examples of their acceptable answers included
“consider” for “evaluate,” “skill” for “efficiency,” and “problem” and “difficulty” for
“constraint.” The appreciation of their reasoning ability followed Davin and Donato’s
(2013) positive view due to the DA principle that learners’ inability to regulate their
learning to perform independently is not equal to the lack of development, but it urges
other forms of support for these learners. Moreover, Nation (2011) has suggested that
learners should get credit even though their guesses are not totally correct because
their attempt helps build the word meaning and is part of a cumulative process of

learning. In conclusion, it may be concluded that the participants in this study hardly



272

achieved the task constructs, namely the receptive concept and referent (meaning) and
the form and meaning (meaning) which called for further intervention to find better
ways to help them.
D. Sentence Writing Task

The qualitative data of the sentence writing tasks demonstrated that the
participants were able to use the meaning of the academic words to form sentences
but sometimes they did not understand the words’ grammatical functions. Also, they
were unable to use other words in the sentences with the academic words correctly, so
their sentences were usually grammatically ill-formed. According to the task
constructs selected from the constructs of vocabulary knowledge of form, meaning,
and use areas defied by Nation (2011), it may be concluded that the participants
reached the concept and referent construct (meaning), but they did not reach the
grammatical functions (use) and the collocations construct (use), and all these
constructs were for productive word learning. There were reasons to support the
participants to understand and use the academic words easily. Jiang (2004) explains
that vocabulary acquisition starts with the word meaning. Jiang (2004) and Nation
(2011) also agree that adults learning L2 words rely on L1 to understand them.
Therefore, it was understandable why the participants in this study, who were
regarded as adults, understood and applied the word meaning to the sentence easily
despite their low proficiency. Nonetheless, there was a time when a participant did not
understand the word “incorporate” because he relied only on the provided Thai
meaning but did not read the English definition. The word “incorporate” may be an
example that violates the equivalent hypothesis mentioned by Swan (2001) who

points out that the matching between L1 and L2 words might fail because they are not
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exact equivalents and make students misunderstand the L2 semantic properties. To
solve this problem, Jiang (2004) proposes that learners should learn to develop the
concept specifically for L2 and reconstruct L1 meaning. In this study, after the
participant realized his misunderstanding, he formed another sentence to match the L2
concept immediately, which implied that developing the L2 concept was easily
attainable.

In contrast, the participants rarely reached the grammatical functions construct
of the academic words, and they usually needed the most explicit mediation in which
the mediator provided the correct form/sentence structures and its explanation,
especially for the adjective, adverb, and verb. The participants were unable to position
the adjective and adverb because they had not fully understood their places in
sentences from the learning before the GDA regular task. Furthermore, the results
from the part of speech task, which was the second task of this intervention, showed
that the participants still did not know how part of speech functioned in a sentence.
Therefore, using the word’s grammatical function that required syntactical knowledge
was difficult for them, and they mostly could not achieve it. In addition, using a
word’s grammatical function to form the sentence was counted as productive word
learning. Nation (2011) maintains that productive word learning is usually harder than
learning receptive words. The findings of the present study corresponded with
Stubbed and Nakashima (2017) who found that Japanese freshmen of the higher-
beginner level sometimes wrote incorrect sentences incorporating the target word
even though they correctly translated the word meaning. They further asserted that the

students’ written sentences did not usually portray the actual word meanings.
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The participants also did not achieve the collocations construct which targeted
the other words or types of words used with the academic words. Their words
sometimes obscured the meaning of sentences and normally were ungrammatical.
When they were asked to fix errors in their sentences, they could only fix small errors

(I
S

such as adding for a plural noun, adding a conjunction “and,” and solving the
misspelling which reflected that their grammatical knowledge was weak. They could
not propose ideas to solve adverbs, adjectives, verb tenses, and overall sentences and
needed explicit mediation of correct forms and explanations. The need for explicit
mediation agreed with Mirzaei et al. (2017) when they mediated with the students to
fix errors in the sentences that they translated from Persian to English and used the
taught English words. The researchers used cumulative GDA in which the mediator
used mediation prompts with one student at a time. It was found that the first
interactant, or the first student who was mediated, needed explicit mediation but the
second interactant, who observed the first interactant, needed only implicit mediation
which made the researcher claim that learning had actually taken place. However, the
results of the present study were different those of Mirzaei et al. (2017) because the
participants needed explicit mediation to help them solve the errors in their sentences
in GDA and individualized DA. Additionally, when there were many errors, they also
dispersed the mediator’s focus on which error to apply DA because in fact DA serves
as metacognitive mediation to help learners stretch what they partly know but have

not securely established (Miller, 2011). Consequently, the mediator had no clue of the

grammar that the participants had learned.



275

5.3.2 Students’ Attitudes Toward DA

The results from the attitude questionnaire, the semi-structured interview, and
the students’ diaries revealed that the participants had mostly positive attitudes toward
the overall intervention. They liked the assistance from the mediator/instructor and
their peers in group dynamic assessment (GDA). The preference for working with
peers agreed with Brown’s (2014) suggestion to use group and pair activities for
beginners. The benefit of the mediator’s assistance corresponded with Poehner’s
(2007) research that found the value of the mediator’s presence to prompt learners to
think through to solve a problem. Also, Aljaafreh and Lantolf (1994, p. 471) explain
that the mediator’s presence forms a “collaborative posture” which makes learners
know that they could interact, and such presence could provide a mediational
function. In this study, it could be seen that peer assistance was highly beneficial in
the group dynamic assessment (GDA) in every task because the participants helped
one another complete the tasks that they would not be able to do alone. The group
members supported one another cognitively and emotionally while learning, creating
some joyful moments and laughter. The benefit of peer assistance aligned with
Mazzotta and Belcher’s (2018) research which reports that emotional and social
factors can expand or narrow learners’ ZPD. A supportive atmosphere was also found
in GDA since the participants could answer questions without fear and had the
mediator guiding them. The supportive atmosphere was consistent with the findings
of Mazzotta and Belcher (2018) of its usefulness to support learning.

It is worth noting that in this study some of the participants felt uneasy when
studying with GDA. For example, a participant named Koko felt that he was behind

the others, and learning in a group felt like learning in a large class which made him
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afraid to speak up in a group. This suggested that an individual’s personality matters
when they participate in a group. According to Poehner (2009), when looking at
group cohesiveness and individuals’ relations, the assembly of a group in this study
was temporary for the GDA, not a permanent trait. This was because of its nature as a
short tutorial session out of regular class time, and the students studied together only
for four weeks. Therefore, it was possible that the light group cohesiveness could not
make Koko feel comfortable enough to speak in a small group. A participant, Jee, also
mentioned that if there had been more time, there should have been more light
conversations among the group members. Furthermore, some students disliked the
environment when the group could not answer the mediator’s questions, which made
them feel uncomfortable. Disappointment in themselves was also found because of
their forgetfulness, limited English proficiency, and personal past learning
experiences that made some avoid sharing ideas with others. Moreover, the avoidance
of asking questions might have stemmed from the culture they lived in as a student
explained that he did not want to interrupt the instructor while teaching as it could be
seen as disrespectful. Tran (2013) points out that some Asian students do not want to
ask to interrupt the instructor as they view quietness appropriate for the classroom
environment, and Van Schalkwyk (2015) agrees that Asian students tend to avoid
conversations that lead to disagreements. It might imply that the Thai culture in which
GDA was conducted in this study might have influenced the students’ behaviors.

In addition, the findings from the students’ diaries and the semi-structured
interview revealed diverse attitudes of the participants toward each task. Four out of
five participants said they liked the morphology task the most because they

considered it the easiest while a participant, Jee, whose English proficiency was the
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highest among the group, said she liked the sentence writing task the most. As the
sentence writing task is a productive task and is deemed more difficult than a
receptive one (Nation, 2011), the task preference might unveil different kinds of
learners’ attitudes. According to a goal orientation theory by Dweck and Leggett
(1988), Jee may be considered a mastery-oriented student because she enjoyed
challenging tasks including the part of speech task and the guessing meaning from
context task and often mentioned the takeaways of each task to improve her learning.
Although Jee was not at an advanced level, her attitude tended to match with
Schmitt’s (1997) findings that advanced learners value the part of speech as a useful
vocabulary strategy. In contrast, when the subsequent tasks became more challenging
including the part of speech task, the guessing meaning from context task, and the
sentence writing task, the other participants expressed their worries about their
abilities. For instance, Pukpik blamed her forgetfulness on what she had already
learned. Smile said she could not even remember the present, past, and past participle
verb forms, while Leejen said all these three tasks were difficult. Also, Koko said he
tried learning English, but he still could not understand it. These attitudes they had
toward themselves likely reflected a performance goal-orientation that students
perceived their low abilities as irreparable, tended to avoid challenging tasks, and
sought easier ways to complete them (Dweck & Leggett, 1988). However, a change in
attitude was observed in a participant, Leejen, who at first thought that the sentence
writing task was too difficult for her. After doing individualized DA and receiving
mediation on her writing, she stopped being overanxious and thought that it was
neither difficult nor easy. Leejen’s case may be an example of how individual factors

could interact with the feedback. According to Jang and Wanger (2014), learners use
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their beliefs and goal orientation to interpret the feedback, and their feedback
evaluation could in turn change their perception of learning. This implied that the
personalized DA mediation given in individualized DA possibly has the potential to
build a positive attitude in learners. Another thing worth mentioning is that the
unfamiliarity of the weekly new vocabulary learning strategy might have made the
tasks seem difficult. Therefore, even though the regular task was designed to be easy,
the fact that it was newly introduced made it automatically challenging for low
proficiency students to cope with. This might explain why some participants said they
understood the vocabulary better in the transfer task although it was designed to add
challenges.

5.4 Implications of the Findings
The findings of the present study revealed that the DA model could help low

proficiency students use vocabulary learning strategies to learn academic vocabulary
to a certain extent, and the students’ performances varied from task to task. In fact, the
findings very much exposed the underlying difficulties of low proficiency students
who may have had more challenges to learn academic vocabulary. Based on the
findings of this study, the following implications should be taken into consideration if
ones wish to implement DA with low proficiency students.

First, teachers should make sure that students have necessary linguistic
knowledge before using DA, otherwise, they will not be able to comprehend the
lessons and the implementation of DA will not be successful. This includes making
sure that students have necessary reading skills including reading contextual
sentences, syntactic knowledge, and grammatical knowledge that are necessary for

them to perform DA tasks to learn new vocabulary. Besides this, teachers should
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ensure that students are able to use a dictionary to aid their vocabulary acquisition and
recommend them which dictionaries they should use. This is because students with a
low level of English proficiency may have a different zone of actual development
which makes it necessary for teachers to put extra efforts into preparation so as to
help them reach their zone of proximal development with the administration of DA.

Secondly, teachers should carefully design tasks to be included in DA to make
sure that the designed tasks match the students’ level of proficiency as well as zone of
proximal development (ZPD) (Gibbon, 2002). This is because the new knowledge
should be built upon the existing knowledge according to Vygotsky’s sociocultural
theory (1978). Furthermore, the tasks should be cognitively challenging and students
must receive enough support from more competent others to carry them out (Gibbon,
2002; Tally, 2014). Furthermore, when teaching low proficiency students, the
instructor should sustain their self-confidence by starting with simpler concepts and
techniques to build a sense of accomplishment (Brown, 2014) before moving on to
more linguistically and cognitively demanding tasks.

Thirdly, teachers should keep in mind that DA may not work equally with all
students in their class. They can use DA to assess students’ knowledge on an ongoing
basis. If the instructor finds problems that DA cannot help the students internalize the
concept they are teaching, other instructional approaches may be used to provide the
background of the concept. Teachers should also take into careful consideration how
linguistic resources can be employed to convey meaning before DA is used as a
metacognitive mediation or other-regulation to regulate students to utilize the concept
being taught (Davin, 2016; Karpov & Haywood, 1998; Miller, 2011). Simply put,

suitable instructional approaches and DA tasks can be both implemented as long as
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they can satisfy students’ needs and solve learning problems and obstacles students
are facing.

In addition, if DA is to be implemented with students with a low level of
English proficiency, teachers should be aware that extra time may be needed when
designing their lessons. Teachers may need more time to teach and give explanation,
and low proficiency students may need more time to comprehend and process
teachers’ teaching and perform the assigned tasks. Also, extra time may also be
needed for students to build rapport with their classmates as some DA tasks may
require pair and/or group activities and collaboration in order for them to be
successfully implemented. In particular, group cohesiveness is necessary for
successful implementation of group dynamic assessment (Poehner, 2009), making
students feel comfortable working with classmates and cooperating with and learning
from teachers/mediators.

Lastly, just like when other teaching and assessing methods are implemented,
students’ positive attitudes are a major contributing factor to success. When DA is
implemented, particularly with low proficiency students, teachers should provide
students with the “mediation of feelings of competence” (Mazzotta, 2018, p. 62).
Feuerstein et al. (1988) explain that students will acquire the feelings of competence
when the mediator interprets their performance as the meaning of achievement, and
their perception of improvement will likely lead to confidence and motivation, both of
which are important for success in learning. Students’ self-confidence points to the
importance of self-assessment and partly leads to achievement in tasks (Brown,
2007). Intrinsic motivation, in particular, is an internal reward for feeling competent

and determined (Brown, 2014). Thus, both emotional factors will help low
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proficiency students sustain their learning through challenges they encounter due to
their limited English proficiency.

5.5 Limitations of the Study
There were limitations of the present study that should be acknowledged. The

intervention was intentionally designed to be intensive tutorials that lasted four weeks.
However, it appeared to be too short given that low proficiency students needed extra
learning time to develop enough English skills in reading, grammar, and syntax before
DA could be effectively applied. The time was also insufficient for the participants to
build strong group cohesiveness. Moreover, the administration of each DA session
took longer than it was planned. Thus, the intervention may not have allowed the
development of students’ vocabularly knowledge to fully manifest.

In addition, the task design in the present study may have have been
inapprorpaite for the participants to successfully accomplish the objectives of the
tasks. For example, the sentence writing task tended to be too difficult for the
participants who had little syntactical knowledge, and the part of speech task
unintentionally allowed the participants to use a test-taking strategy instead of the part
of speech strategy that was intended to be used. As such, the participants’
achievement of the constructs was hardly evident. This led to a conclusion that the
DA tasks did not enable the participants to acquire the target vocabulary knowledge
as effectively as anticipated.

Finally, even though the mixed-method research design with a focus on
qualitative methodology was selected in the present study, the small number of five
participants may not have shed sufficient light on individual differences in cognitive,

affective, and behavioral aspects of the participants.
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5.6 Recommendations for Future Research

Based on the study findings, the following recommendations for further
studies could be made.

1. Research should be undertaken with different types of DA including
cumulative GDA and computerized DA to determine if and which type of DA can
more effectively help low proficiency students learn academic vocabulary.

2. Further research should also be carried out with students with
intermediate and advanced levels of proficiency to better understand the effectiveness
of DA on vocabulary learning when it is implemented with students with different
levels of English proficiency.

3. To bettern determine the effects of DA on vocabulary learning,
experimental research should be conducted with a much larger sample size to
statistically determine the effectiveness of DA on vocabulary acquisition of low
proficiency learners. In addition, qualitative research should also be done with
prolonged data collection and with different data collection methods such as
classroom observation and in-depth interviews to triangulate the findings so as to
arrive at a thick and rich description of how DA affects vocabulary learning of

students, especially those with a low level of English proficiency.
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APPENDIX A
The Adapted Academic Vocabulary Test
Directions: Match 3 out of 6 words on the right to the meanings on the left by

writing the letters a-f in the blanks.

Example:
_e_help solve a conflict a. allocate
b.  confine
_C_ help something grow C. cultivate
d.  fulfill
_f_not give something the care it needs e. mediate
f. neglect
1 _ getsomething a.  encourage
b.  generate
___produce something C.  Obtain
d. perceive
___see something in a certain way e.  publish
f. refer
2 __ acertain way of doing something a.  access
b.  attempt
__ananswer to a problem c.  Dbasis
d. meaning
___an ability to reach or use something e.  procedure
f. solution
3 __apromise to do something a.  colleague
b.  commitment
___athing that somebody has made C.  creation
d.  experiment
___someone who works with you e. flow
f. percentage
4 _ giveup a constitute
b.  display
__include C. incorporate
d inform
___show e interpret
f yield



(6]

__ fast (adjective)
__following rules of honest behavior

___seeming to be a certain way

6 __ ameeting of a group of people
__the state of being correct

__the movement of large numbers of people or
animals

7 __ Detter
___not concrete

__ stated directly

8 __ continue to do something
___keep something on its own

___reach a goal or objective

9 _ help

___mention a rule, etc., as a reason for doing
something

__show something clearly
10 __ express something in a certain way
___make the best of something
___organize different parts of an activity

Adapted from

Pecorari, D., Shaw, P., Malmstrom, H., & Irvine, A. (2011). English textbooks in
parallel-language tertiary education. TESOL Quarterly, 45(2), 313-333.

d0i:10.5054/tq.2011.247709

SO0 T® hPOODTE® D QODT® ROQOT® ThOQOOOT

o0 o

apparent
dependent
ethical
extensive
joint

rapid

indicator
assembly
processing
complexity
accuracy
migration

absolute
abstract
emerging
explicit
integrated
superior

attain
diminish
exploit
induce
isolate
persist

aid
center
deem
invoke
manifest
originate

coordinate
designate

differentiate

formulate
maximize
reproduce
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Directions: Put a check under the word that matches each meaning.

Example:

APPENDIX B
The NVLT of the 15t and 2" 1,000 Word Family Levels
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game

island

mouth

movie

song

yard

land with water all around it

v

part of your body used for eating

and talking

piece of music

1,000 Word Level

choice

computer

garden

photograph

price

week

cost

picture

place where things grow outside

eye

father

night

van

voice

year

body part that sees

parent who is a man

part of the day with no sun

center

note

state

tomorrow

uncle

winter

brother of your mother or father

middle

short piece of writing

box

brother

horse

hour

house

plan

family member

sixty minutes

way of doing things

animal

bath

crime

grass

law

shoulder

green leaves that cover the
ground

place to wash

top end of your arm

drink

educate

forget

laugh

prepare

suit

get ready

make a happy sound

not remember
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check

fight

return

tell

work

write

do things to get money

go back again

make sure

bring

can

reply

stare

understand

wish

say or write an answer to
somebody

carry to another place

look at for a long time

alone

bad

cold

green

loud

main

most important

not good

not hot

awful

definite

exciting

general

mad

sweet

certain

usual

very bad

2,000 Word Level

coach

customer

feature

pie

vehicle

weed

important part of something

person who trains members of
sports teams

unwanted plant

average

discipline

knowledge

pocket

trap

vegetable

food grown in gardens

information which a person has

middle number

circle

justice

knife

onion

partner

pension

round shape

something used to cut food

using laws fairly

cable

section

sheet

site

staff

tank

part

place

something to cover a bed
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apartment

cap

envelope

lawyer

speed

union

cover for letters

kind of hat

place to live inside a tall
building

argue

contribute

quit

seek

vote

wrap

cover tightly and completely

give to

look for

avoid

contain

murder

search

switch

trade

have something inside

look for

try not to do

bump

complicate

include

organize

receive

warn

get something

hit gently

have as part of something

available

constant

electrical

medical

proud

super

feeling good about what you
have done

great

happening all the time

environmental

junior

pure

rotten

smooth

wise

bad

not rough

younger in position

Adopted from

Webb, S., Sasao, Y., & Ballance, O. (2017). The updated VVocabulary Levels Test.
ITL — International Journal of Applied Linguistics, 168(1), 33-69.

doi:10.1075/itl.168.1.02web




A. Morphology Task

APPENDIX C
Academic Words in DA Tasks

Word Partof | Order Root Order of
speech | in AVL in AVL Root in
AVL
Regular Task (Group DA)
critical adj 178
merely adv 461
settlement n 491
restrictions n 685 restrict (v) 694
uncertainty n 722
sustainable adj 817
extended adj 852 extend (V) 309
importantly adv 992
Transfer Task (Group DA)
association n 164
primarily adv 363 primary 222
_ (act)
variation n 455
racial adj 501
capability n 562
emerging adj 770 emerge (V) 282
inevitably adv 975
reproduction n 1000
Individualized DA
exclusion n 928 exclude (v) 618
notably adv 938
corresponding adj 998
B. Part of Speech Task
Word Part of | Order | Collocation | Collocation Mutual
speech | in AVL Type Frequency Information
Score
Regular Task (Group DA)
internal conflict n 175 adj-n 682 4.79
relatively stable | adv, 251, adv-adj 840 6.35
adj 610
largely based adv 338 adv-past 949 3.71
participle
enhance % 365 V-n 670 5.35
learning
rapidly growing adv 578 adv-adj 821 6.28
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commonly used adv 625 adv-past 1162 7.40
participle
comparable adj 823 adj-n 214 3.12
results
Transfer Task (Group DA)
Word Part of | Order | Collocation | Collocation Mutual
speech | in AVL Type Frequency Information
Score
natural adj,n | 119, 80 adj-n 8506 6.20
resource
social n 218 adj-n 3393 5.05
interaction
rural adj 370 adj-n 634 3.67
development
encounter % 576 V-n 576 5.97
difficulties
greatly adv 683 adv-past 108 3.22
concerned participle
render Vv, N 711, V-n 111 4.17
assistance 401
potentially adv 886 adv-adj 1328 6.39
dangerous
Individualized DA
widely accepted adv 458 adv-past 449 8.02
participle
vital adj 647 adj-n 657 3.45
information
readily adv, 742, adv-adj 408 7.81
accessible adj 917
C. Guessing Meaning from Context Task
Word Part of | Order Clue Type
speech | in AVL
recognition n 431 cause/effect
characterize v 440 association
comprehensive adj 471 contrast/comparison
reinforce v 585 example
regardless adv 620 description
excessive adj 905 cause/effect
evaluate v 314 description
approximately adv 376 appositive
fundamental adj 400 description
efficiency n 550 word in series
retain v 568 contrast/comparison
constraint n 673 modification
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judgment n 417 description
subsequently adv 812 word in series
D. Sentence Writing Task
Word Partof | Order
speech | in AVL
Regular Task (Group DA)
component n 229
specifically adv 359
incorporate v 422
ongoing adj 588
inquiry n 658
Transfer Task (Group DA)
Word Partof | Order
speech | in AVL
essential adj 330
reduction n 481
simultaneously adv 672
foster v 715
considerably adv 901
Individualized DA
consistent adj 343
minimize v 701
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APPENDIX D

Academic Words in Pretest (Delayed Posttest) and Immediate Posttest

1. Academic Words in Pretest (also Delayed Posttest)

Part 1: Morphology
Word Part of | Order
speech in
AVL
enhance v 365
reduction n 481
greatly adv 683
comparable adj 823
Part I1: Part of Speech (academic words in italics)
Word Part of | Order | Collocation | Collocation Mutual
speech in Type Frequency Information
AVL Score
primarily adv 363 adv-past 214 6.89
focused participle
strong n 440 adj-n 177 3.82
association
restrict access v 694 v-n 284 8.68
newly emerging adj 770 adv-adj 254 5.96
Part I111: Guessing Meaning from Context
Word Part of | Order | Clue Type
speech in
AVL
incorporate v 422 association
variation n 455 example
rapidly adv 578 | modification
stable adj 610 description
Part IV: Sentence Writing
Word Part of | Order
speech in
AVL
conflict n 175
comprehensive adj 471
reinforce v 585
subsequently adv 812

2. Academic Words in Immediate Posttest

Part I: Morphology

Word Part of | Order
speech in
AVL
evaluate Y, 314
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efficiency n 550
readily adv 742
sustainable adj 817
Part 11: Part of Speech
Word Part of | Order | Collocation | Collocation Mutual
speech in Type Frequency Information
AVL Score
specifically adv 359 adv-past 148 5.10
related participle
comprehensive adj 471 adj-n 565 6.84
plan
minimize damage v 701 V-n 424 5.89
considerably adv 901 adv-adj 107 4.63
different
Part 111: Guessing Meaning from Context
Word Part of | Order | Clue Type
speech in
AVL
extend v 309 cause/effect
merely adv 461 contrast/
comparison
capability n 562 word in
series
ongoing Adj 588 appositive
Part 1V: Sentence Writing
Word Part of | Order
speech in
AVL
critical adj 178
interaction n 218
retain v 568
inevitably adv 975
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APPENDIX C
Academic Words in DA Tasks, Pretest, and Posttest

1. Academic Words in DA Tasks

A. Morphology Task

Word Partof | Order Root Order in
speech | in AVL | (in AVL) AVL
Regular Task (Group DA)
critical adj 178
merely adv 461
settlement n 491
restrictions n 685 restrict (v) 694
uncertainty n 722
sustainable adj 817
extended adj 852 extend (V) 309
importantly adv 992
Transfer Task (Group DA)
association n 164
primarily adv 363 primary 222
_ (ach)
variation n 455
racial adj 501
capability n 562
emerging adj 770 emerge (V) 282
inevitably adv 975
reproduction n 1000
Individualized DA
exclusion n 928 exclude (v) 618
notably adv 938
corresponding adj 998
B. Part of Speech Task
Word Part of | Order | Collocation | Collocation Mutual
speech | in AVL Type Frequency Information
Score
Regular Task (Group DA)
internal conflict n 175 adj-n 682 4.79
relatively stable | adv, 251, adv-adj 840 6.35
adj 610
largely based adv 338 adv-past 949 3.71
participle
enhance v 365 V-n 670 5.35
learning
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rapidly growing adv 578 adv-adj 821 6.28
commonly used adv 625 adv-past 1162 7.40
participle
comparable adj 823 adj-n 214 3.12
results
Transfer Task (Group DA)
Word Part of | Order | Collocation | Collocation Mutual
speech | in AVL Type Frequency Information
Score
natural adj,n | 119,80 adj-n 8506 6.20
resource
social n 218 adj-n 3393 5.05
interaction
rural adj 370 adj-n 634 3.67
development
encounter % 576 v-n 576 5.97
difficulties
greatly adv 683 adv-past 108 3.22
concerned participle
render vV, N 711, V-n 111 417
assistance 401
potentially adv 886 adv-adj 1328 6.39
dangerous
Individualized DA
widely accepted adv 458 adv-past 449 8.02
participle
vital adj 647 adj-n 657 3.45
information
readily adv, 742, adv-adj 408 7.81
accessible adj 917

C. Guessing Meaning from Context Task

Word Partof | Order | Clue Type
speech | in AVL
Regular Task (Group DA)
recognition n 431 cause/effect
characterize v 440 association
comprehensive adj 471 contrast/
comparison
reinforce v 585 example
regardless adv 620 description
excessive adj 905 cause/effect
Transfer Task (Group DA)
evaluate v 314 description
approximately adv 376 appositive
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fundamental adj 400 description
efficiency n 550 word in
series
retain % 568 contrast/
comparison
constraint n 673 modification
Individualized DA
judgment n 417 description
subsequently adv 812 word in
series
D. Sentence Writing Task
Word Partof | Order
speech | in AVL
Regular Task (Group DA)
component n 229
specifically adv 359
incorporate v 422
ongoing adj 588
inquiry n 658
Transfer Task (Group DA)
Word Partof | Order
speech | in AVL
essential adj 330
reduction n 481
simultaneously adv 672
foster v 715
considerably adv 901
Individualized DA
consistent adj 343
minimize v 701
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Academic Words in Prestes (Delayed Posttest) and Immediate Posttest

1. Academic Words in Pretest (also Delayed Posttest)

Part 1: Morphology
Word Part of | Order
speech in
AVL
enhance v 365
reduction n 481
greatly adv 683
comparable adj 823
Part 11: Part of Speech
Word Part of | Order | Collocation | Collocation Mutual
speech in Type Frequency Information
AVL Score
primarily adv 363 adv-past 214 6.89
focused participle
strong n 440 adj-n 177 3.82
association
restrict access v 694 v-n 284 8.68
newly emerging adj 770 adv-adj 254 5.96
Part I111: Guessing Meaning from Context
Word Part of | Order | Clue Type
speech in
AVL
incorporate v 422 association
variation n 455 example
rapidly adv 578 | modification
stable adj 610 description
Part IV: Sentence Writing
Word Part of | Order
speech in
AVL
conflict n 175
comprehensive adj 471
reinforce v 585
subsequently adv 812




2. Academic Words in Posttest
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Part I: Morphology
Word Part of | Order
speech in
AVL
evaluate v 314
efficiency n 550
readily adv 742
sustainable adj 817
Part I1: Part of Speech
Word Part of | Order | Collocation | Collocation Mutual
speech in Type Frequency Information
AVL Score
specifically adv 359 adv-past 148 5.10
related participle
comprehensive adj 471 adj-n 565 6.84
plan
minimize damage v 701 V-n 424 5.89
considerably adv 901 adv-adj 107 4.63
different
Part I11: Guessing Meaning from Context
Word Part of | Order | Clue Type
speech in
AVL
extend v 309 cause/effect
merely adv 461 contrast/
comparison
capability n 562 word in
series
ongoing Adj 588 appositive
Part IV: Sentence Writing
Word Part of | Order
speech in
AVL
critical adj 178
interaction n 218
retain v 568
inevitably adv 975
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APPENDIX E
Materials for Presenting Vocabulary Learning Strategies for DA Tasks
The materials are for introducing the vocabulary strategies and providing relevant
linguistic knowledge to the participants before they do each of the four DA tasks, so

they are prepared to do the tasks.

The materials include the following:
1. Materials for presenting the analyzing affixes and roots strategy
2. Materials for presenting the analyzing part of speech strategy
3. Materials for presenting the guessing meaning from context strategy
4

Materials for presenting the using a new word to form a sentence strategy

1. Materials for Presenting the Analyzing Affixes and Roots Strategy

The analyzing affixes and roots strategy helps learners discover word
meanings from word parts and thus know more words, especially words that are
complex and not normally seen (Sasao & Webb, 2017; Schmitt,1997). Affixes refer to
prefixes and suffixes which are a letter or group of letters added to roots (the bases to
which affixes are added). The red boxes in the picture below show the affixes in the
analyzing affixes and roots strategy because they create new words by changing the
meaning or part of speech of words.
(http://www.ello.uos.de/field.php/Morphology/Derivational Affixes)

Free vs. Bound
MORPHEMES Derivational vs. Inflectional
Prefixes vs. Suffixes

Free morphemes Bound morphemes
Can stand alone
as own word Derivational Inflectional
e.g. dog gentle, /\ |
picture Prefixes  Suffixes Suffixes
EEL =z de- pre- sg-ion-ly ez plural-s
in- un- -ahle -er -ing-ed

(https://www.education.vic.gov.au/school/teachers/teachingresources/discipline/englis

h/literacy/readingviewing/Pages/litfocuswordmorph.aspx)



A. Common prefixes of academic vocabulary

A prefix is a type of affix that appears at the beginning of a word and changes its

meaning, such as the re— in redo. (Adapted from

https://www.dictionary.com/browse/prefix)

The prefixes in the table below are commonly found in academic vocabulary.
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Prefix Meaning Examples

re- again or back revisit, rebuild

dis- reverses the meaning of the verb disappear, disconnect
over- too much oversleep, overwork
un- reverses the meaning of the verb undo, unfasten

mis- badly or wrongly mislead, misinform

out- more or better than others outperform, outbid

be- make or cause befriend, belittle

Cco- together coexist, cooperate

de- do the opposite of devalue, deselect

fore- earlier, before foreclose, foresee

inter- | between interact, interface

pre- before pretest, pre-expose

sub- under/below subcontract, subdivide
trans- | across, over transform, transcribe
under- | not enough underfund, undervalue
im-/in- | not impatient, inconvenient,
fir-/il- irreplaceable, illegal

un not unfortunate, uncomfortable
non- not non-fiction, non-political
dis- not dissimilar, dishonest

(adapted from Vocabulary in English for Academic Purposes: Vocabulary building at

http://www.uefap.com/vocab/vocfram.htm)

Exercise 1: Tell the meanings and parts of speech of the given words

Example fasten (v) =__un, sauin__ <> unfasten (v)

1. fiction (...) =
2. connect (...) =

= & illegal (...)

3. legal (...)

4. conveniently (...) =

< non-fiction (...) =

& disconnect (...) =

< inconveniently (...) =

= __ nen, Uanean




B. Common suffixes of academic vocabulary
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A suffix is a type of affix placed at the end of a word and often changes the part of

speech of the word it is added to, such as the -ion in creation.

(Adapted from https://www.dictionary.com/browse/suffix)

Four major parts of speech are nouns, verbs, adjectives, and adverbs.

- Anoun is a word that refers to a thing (book), a person (sister), an animal
(cat), a place (university), a quality (softness), an idea (justice), or an

action (speaking).

- Averb shows an action (sing), occurrence (develop), or state of being
(exist).

- An adjective describes a noun or pronoun. It usually comes right before a
noun: “close friends” or follows a linking verb such as be or seem “that
building is huge," or "the workers seem happy."

- An adverb modifies a verb: “The old lady slowly walks/ walks slowly.”
It can modify an adjective: “He thought the soup was extremely spicy.”
It can modify an adverb: “He plays the piano very beautifully,”
It can modify a sentence: “Luckily, the children arrived home before it
rained.”

(Adapted from https://www.merriam-webster.com/)

Suffix Part of Meaning Examples
Speech

-tion, -sion noun action/instance admission, expansion

-er noun person/thing driver, computer

-ment noun action/instance employment, punishment

-ant, -ent noun person assistant, student

-age noun action/result package, breakage

-al noun action/result denial, proposal

-ence, -ance noun action/result attendance, preference

-ery/-ry noun action/instance/place robbery, bakery

-ity noun state/quality ability, similarity

-ness noun state/quality darkness, preparedness

-cy noun state/quality urgency, frequency

-ize, -ise verb (forming verbs) visualize, symbolize

-ate verb (forming verbs) differentiate, fabricate

-ify verb make/become simplify, exemplify

-en verb (forming verbs) fasten, shorten

-ent adjective person/thing excellent, dependent

-ive adjective showing a quality or attractive, effective

tendency
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-0us adjective (forming adjectives) dangerous, famous
-ful adjective full of beautiful, careful
-less adjective without endless, careless
-able adjective able to be drinkable, countable
-al adjective (forming adjectives) personal, traditional
-ing adjective (present participle: interesting, exciting
v+ing used as an
adjective)
-ed adjective (past participle: v+ed interested, excited
used as an adjective)
- ly adverb in such a way clearly, possibly

Note: some words change their spelling when a suffix is added.

(Adapted from Vocabulary in English for Academic Purposes: Vocabulary building at
http://www.uefap.com/vocab/vocfram.htm)

Additional source: Dictionary of Affixes at https://www.affixes.org/index.html
Exercise 2: Look at the given words. Write the part of speech of each word in the

parentheses and the meaning in the blank. You can use a dictionary to help find
the answer.

] dl v
UIRNULAU

Example excite (V) = _sliiwsu_ < exciting (adj)

.attend (...)
.able (...)
. short (...)

< attendance (...)
< ability (...)
< shorten (...)

.example (...) =

1

2

3

4 & exemplify (...)
5.depend (...)=

6

7

8

< dependent (...)
< famous (...)

& effectively (...)
<& possibly (...)

Cfame (...) =

. effective (...) =

. possible (...) =

Discussion: Look at the words in Exercise 2. Which words change their spelling after
an affix is added?

2. Material for Presenting the Analyzing Part of Speech Strategy

The analyzing part of speech strategy helps learners store vocabulary and use words
in a grammatically correct manner (Schmitt, 2000). It also helps learners infer the
meaning of unknown words in a text (Clarke & Nation, 1980; Qian, 2004). Moreover,
the part of speech can be used to teach collocations (Palmer, 1933, as cited in
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Barnbook et al., 2013), which are groups of words that often appear together and
cover up to 50 percent of the English language (Siyanova-Chanturia, 2015).

* Four major parts of speech are nouns, verbs, adjectives, and adverbs.

- Anoun is a word that refers to a thing (book), a person (sister), an animal
(cat), a place (university), a quality (softness), an idea (justice), or an
action (speaking).

- A verb shows an action (sing), occurrence (develop), or state of being
(exist).

- An adjective describes a noun or pronoun. It usually comes right before a
noun: “close friends” or follows a linking verb such as be or seem “hat
building is huge,” or "the workers seem happy."

- An adverb modifies a verb: “The old lady slowly walks/ walks slowly.”
It can modify an adjective: “He thought the soup was extremely spicy.”

It can modify an adverb: “He plays the piano very beautifully,”
It can modify a sentence: “Luckily, the children arrived home before it
rained.”

(Adapted from https://www.merriam-webster.com/)

* % We can use the part of speech to study collocations.

Collocations are groups of words that often appear together. There are plenty of them
in English. They help learners learn new meanings from word chunks and use
authentic language.

* % % Common collocation types based on the part of speech are below.

1) adjective-noun

- He got a high(adj) score(n) in that game.

- This is the final(adj) step(n) of the application process.

2) verb-noun

- It could provide(v) data(n) to a smartphone through a wireless connection.

- Then, after she had become famous, he tried to make(v) contact(n) with her.

3) adverb-adjective

- The staff at the resort are extremely(adv) helpful(adj).

- Android is 'open source': the operating software is freely(adv) available(adj).

4) adverb-past participle (v3)
- His family is closely(adv) connected(past participle) with his business.

- The gallery works closely with carefully(adv) selected(past participle) artists.
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Exercise: Read the sentences and discuss the meanings. Write the parts of speech
of the underlined collocations in the blanks
Example: They're trying to draw attention to themselves. = __ v+n

1. He is happy to receive feedback on projects. =

2. He took professional training in deep-sea diving. =

3. Sleep problems are fairly common for both adults and children. =
4. Music has been directly linked to the development of improved reasoning skills.

5. These examples bring us back to the earlier discussion about different styles of

dancing. =

6. Sometimes worries about genetically modified foods are about food safety. =

7. Let me suggest to you that these thinkers are fundamentally wrong, and they would

lead to a world full of problems. =

3. Materials for Presenting the Guessing Meaning from Context Strateqy

The guessing meaning from context strategy helps learners learn unknown
words while reading (Wesche et al., 2010). It is particularly useful for language
learners because they seem to rely much on the context to learn a language when they
have to read many texts filled with unknown words (Nagy, 2001).

The eight types of discourse clues (Adapted from Sasao, 2013)

Clue Description

Description It is explanation and definition.
It may be shown directly with the words mean and is.
It may be shown indirectly with the words or, that is, in other

words, with a similar sentence structure, or without any signal word.

Cause/effect It shows a cause/effect relationship which is usually marked

with because, as, since, thus, and therefore.

Example It is an example usually marked with like, for example, and such as.
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Contrast/comparison

It includes antonyms which are often marked with in contrast,

rather than, instead of, unlike, but, and or.

Modification It is a word, phrase, or adjective clause, which is marked with
who, which, and that.
Appositive It is the word or phrase following the unknown word and is

typically marked with a comma(,), a colon(:), a semicolon(;),

and a dash(-).

Words in series

It is a series of ideas, words, or phrases connected with and.

Association

It is an association with a word close to it such as:
- anoun and a verb e.g., the presenter entered the room.

- an adjective and a noun e.g., a clear presentation.
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Exercise: Read the short passages and guess the meanings of the missing words
and write them in Thai as well as the clues in the blanks. Then choose the best
option (a-d) for the correct word form. You can use a dictionary to find the

meanings of the options.

1. Today the woods are protected by the people living on the island. In the woods, you
can see wildflowers and birds. All the local flowers in this area can be found. The fact

that many Kkinds of birds live in the woods means that the woods are

still ..o .
Meaning: Clue Type:
a. scarce b. hidden c. abundant d. adjustable

2. Cats have a good nose for food. Many cats smell food and then walk away without

even trying it. Like a person who knows very well how good the wine is by only

smelling it,acatis .................. at learning all it wants to know without eating the
food.

Meaning: Clue Type:

a. expert b. curious C. obsessed d. diligent

3. We want to know how long she has been dead. It might be six or seven hours, but |
can’t be sure until I ................... the case with more information. For example, |
need to know what she ate before she died. She might have eaten something that
causes damage to people.

Meaning: Clue Type:

a. attract b. dismiss c. decorate d. evidence

4. I visited the town that I had hoped to go to. [t wasnot what I ..................... -1
expected it to be nice and quiet, but it was hot and dry, and everything was covered
with grey dust. The famous trees and the river were drying up because of the terrible
heat.

Meaning: Clue Type:

a. supplied b. competed c. testified d. anticipated
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5. If children do their drawing, it can form the basis of a useful discussion between the
teacher and the child. Younger children can explain their drawings with the help of
teachers. Older children can ..................... the ideas behind their drawings by
themselves. The drawings can be kept as a record of the child’s ideas.

Meaning: Clue Type:

a. possess b. elaborate c. satisfy d. compromise

6. The teachers want to give as much help as possible to students who have difficulty
seeing

things, but there is still ..................... information to help them offer useful
learning materials for the students. Therefore, some basic information about eye
problems that these students face must be given to the teachers.

Meaning: Clue Type:

a. unnecessary b. compromising c. insufficient d. manipulative

7. The Mantela was not a very big ship. Besides myself, three other people were

traveling on the ship. 1 was sleeping for two hours. When | woke up, | saw

the ..., of the ship by the other travelers, but [ was still on the ship with
the driver.

Meaning: Clue Type:

a. conception b. privilege c. specialty d. abandonment

8. She wanted to be away from Greg. She made the kind of reason that people make at
a big party when they want to ..................... someone by getting out of a
conversation and moving on to talk with another person. But five minutes later Greg
was back at her side again.

Meaning: Clue Type:

a. console b. neglect c. mingle d. introduce

Adapted from

Sasao, Y. (2013). Diagnostic tests of English vocabulary learning proficiency:

Guessing from
context and knowledge of word parts. (Doctor of Philosophy in Applied
Linguistics Doctoral dissertation), Victoria University of Wellington,
Wellington, New Zealand. Retrieved from
http://researcharchive.vuw.ac.nz/handle/10063/4475
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4. Materials for Presenting the Using a New Word to Form a Sentence Strategy

Learners’ using a new word to form a sentence strategy helps them strengthen
their understanding of the word they meet (Schmitt, 1997). Learners must use the
knowledge of the word meaning, part of speech, and probably its collocation and
appropriateness to the reader (Schmitt, 2000). This strategy makes learners highly
involved in words and is believed to help learners remember them (Zou, 2017).
The basic knowledge for sentence writing is as follows.
* An English sentence has a subject and a verb. It begins with a capital letter and
ends with a form of punctuation: a period (.), a question mark (?), and an exclamation
point (1).
* A subject is a noun. It can be a person, place, thing, or idea.
* There are two kinds of verbs:

1. action verbs (e.g., walk, laugh, drive)

They describe an action or movement e.g., George carried a computer
notebook.

2. non-action verbs (e.g., be, seem, look, become, taste, smell)

They describe feelings, conditions, or states. They are also known as linking

verbs because they link the subject and the rest of the sentence.

The apartment looks new. Jane became the winner.
* Adjectives describe nouns or pronouns. There are two places for adjectives.

1. Adjectives come before nouns e.g., an expensive fee, a friendly classmate.

2. Adjectives come after ‘be’ and non-action verbs e.g., He is diligent. The
program seemed easy to use.
* Adverbs describe a verb, an adjective, another adverb, or even a whole sentence.
For example,
1. An adverb describes a verb:
The virtual conference ran smoothly. (adv after v)
Korn actively participated in the conference. (adv before v)

2. An adverb describes an adjective:

Students are fully cooperative while learning.
3. An adverb describes another adverb:

The documentary ended too quickly.



323

4. An adverb describes a whole sentence.
Finally, we arrived at the answer to this test item.

Adapted from

Pearson Education (2017). Maximize Your Writing 1. Hoboken, NJ: Person Education,
Inc.

Pearson Education (2017). Maximize Your Writing 2. Hoboken, NJ: Person Education,
Inc.



324

Exercise 1: Identify whether the given sentences are complete or incomplete.
Write C for complete and | for incomplete in front of the item numbers. If they

are incomplete, rewrite them to be complete sentences in the space provided.

Basic sentence structure: Subject + Verb + Object/Complement

1. They argue continually.

2. A solution that is applicable to the problem.

3. Because it’s hard to revise his own mistakes.

4. Will first sing individually and then as a group.

5. We found a cultural prejudice against fat people.

6. Because my left eye is so weak, my right eye has to work harder to

compensate.



https://dictionary.cambridge.org/dictionary/english/argue
https://dictionary.cambridge.org/dictionary/english/sing
https://dictionary.cambridge.org/dictionary/english/group
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Exercise 2: Write a sentence by using the given word and its definition. Making
changes to the word (e.g., verb tense, plural noun) is possible. You will write with
the teacher and classmates and can use a dictionary when needed.

1. distinguish (v) = AVUUNANNUANGN, LenLe

= to recognize and understand the difference between two or
more
things or people

Example: His height distinguishes him from the other boys.

S + Vv + Object

He can't distinguish between red and green easily.

S+ V + Object

Your sentence:

2. supportive (adj) = atduayuy, Wumasla

= giving help or encouragement, especially to someone who is
in a difficult situation

Examples: Her boss was supportive and gave her time off work to see her mum.

S + V.be + Adj

Children with supportive parents often do better at school than those

without.
S (Adj before Noun) + V

Your sentence:

3. individually (adv) = fiazuils, fiazana

= separately, not together in a group

Example: The kids individually do their homework.

S + Adv + V + Object
The children will sing individually and then as a group.
S + vV + Adv
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Your sentence:

Note: The priority of sentence writing in this research is that the target word
presents its concept appropriately in the sentence. The sentence may contain some
minor grammatical errors, but they should not interfere with the sentence’s
meaning.
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APPENDIX F
Morphology Task

A. Group DA Task: Regular Task

Directions: Read the given sentence and discuss its meaning. Identify the root
and affix(es) of the boldface words, their meanings, and parts of speech in the
blanks and the parentheses (...). You can write the meanings in Thai and may

use a dictionary when needed.

Example: Now that my sons are more independent (adj), | have more time for
myself.
root: depend (V) meaning: fiewn, Tuesify
affix: in part of speech: _ -
affix: ent part of speech: forming
adjective

1. His book provides a critical (...) analysis of the television industry.

root: (...)  meaning:
affix: part of speech:
affix: part of speech:

2. He’s merely (...) a boy — you can’t expect him to understand.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

3. As part of their divorce settlement (...), Jeff agreed to let Polly keep the house.

root: (...) meaning:

affix: part of speech:

affix: part of speech:
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4. There are speed restrictions (...) on this part of the road. Drive slowly.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

5. At a time of economic uncertainty (...), risk-taking can seem difficult.

root: (...)  meaning:
affix: part of speech:
affix: part of speech:

6. We bought sustainable (...) ingredients that could last for a long time without

going bad.
root: (...) meaning:
affix: part of speech:
affix: part of speech:

7. Standing for extended (...) periods of time can be bad for your back.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

8. Most importantly (...), you must keep a record of everything you do.

root: (...) meaning:

affix: part of speech:

affix: part of speech:
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B. Group DA Task: Transfer Task
Directions: Read the given sentence and discuss its meaning. ldentify the root

and affix(es) of the boldface words, their meanings, and parts of speech in the
blanks and the parentheses (...). You can write the meanings in Thai and may

use a dictionary when needed.

1. This event was organized in association (...) with a local school.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

2. The university was primarily (...) an agricultural college when it was founded

over two centuries ago.

root: (...)  meaning:
affix: part of speech:
affix: part of speech:

3. The survey found a wide variation (...) in the prices charged for canteen food.

root: (...)  meaning:
affix: part of speech:
affix: part of speech:

4. Please state your name, age, marital status, and racial (...) identity.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

5. Animals in the zoo have lost the capability (...) to catch food for themselves.

root: (...) meaning:

affix: part of speech:

affix: part of speech:




330

6. The program helps identify emerging (...) trends in drug use that may cause new

problems.
root: (...)  meaning:
affix: part of speech:
affix: part of speech:

7. Jaturong will inevitably (...) have to choose between the two job offers.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

8. This book has copyright to prevent unauthorized reproduction (...).

root: (...) meaning:
affix: part of speech:
affix: part of speech:

C. Individualized DA Task
Directions: Read the given sentence and discuss its meaning. Identify the root

and affix(es) of the boldface words, their meanings, and parts of speech in the
blanks and the parentheses (...). You can write the meanings in Thai and may

use a dictionary when needed.

1. Several mean girls at the school made everyone angry due to their exclusion (...)
of many girls from their lunch table.

root: (...) meaning:
affix: part of speech:
affix: part of speech:

2. Her writing ability has notably (...) improved over the past year. It is very good.

root: (...) meaning:

affix: part of speech:

affix: part of speech:
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3. As the course becomes more difficult, there is usually a corresponding (...)

drop in attendance.
root: (...) meaning:
affix: part of speech:

affix: part of speech:
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APPENDIX G
Part of Speech Task

A. Group DA Task: Regular Task

Directions: Read the sentences. Fill in the blanks by choosing one word from

Group A and the other word from Group B to form a correct collocation.
Identify the type of collocation by writing in the blank. The word groups that
contain academic words are in bold.

Example: How long have you been developing apps, what is the most (A) significant
(B) difference between now and when you began?

A) signify, significant, significance] B) differ, different, difference]

Type of collocation: __adj+n__

1. When the relationship is solid and true, there is very little doubt, questions, or

_(A) _(B)

A) linternalize, internal, internally| B) lconflict, conflicted))

conflictual

Type of collocation:

2. The number of new arrivals has remained _(A)

_(B) with about 420,000 on average per year.

A) |relative, relatively, relativism| B) istable, stably, stableness|

Type of collocation:

3. The allergy of specific soy foods is _(A)

_(B) on processing techniques.

A) llarge, largely, largeness| B) bbase, based, basely]

Type of collocation:
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4. Some strategies are specific to a group of students, but more often than not, the

same strategy can be used to _(A) _(B) for

everybody in a classroom.

A) lenhance, enhancement, enhancing B) llearn, learner, learning|

Type of collocation:

5 Wearea (A) _(B) software company

who continue developing and improving our products.

A) [rapid, rapidly, rapidity| B) lgrow, growing, growingly/

Type of collocation:

6. The start menu of the computer shows the programs that are
_ A _(B) :
A) common, commonly, commoner] B)

Type of collocation:

7: Only 26 percent of female officers had children. Analysis of more recent data
provides (A) ~(B)

A) [compare, comparable, comparison| B) [results, resulted, resulting|

Type of collocation:
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B. Group DA Task: Transfer Task
Directions: Complete the gaps in the given sentences by choosing one word from

each group and arranging them to form a correct collocation. ldentify the type
of collocation by writing in the blank. The word groups that contain academic

words are in bold.

Example: The following ideas can stimulate discussion among the employees during

the meeting.

discuss, discussed, discussion| stimulate, stimulated, stimulation|

Type of collocation: _ v+n

1. Solar energy is the to generate electricity for

remote communities.

nature, natural, naturally| resource, resourceful, resourcefully|

Type of collocation:

2. The night market serves as both a cultural center and a place for

among the city residents.

linteract, interaction, interactive| isocial, society, socially]

Type of collocation:

3. We should boost to narrow the gap between this

area and the city.

rural, rurally, ruralism| develop, developed, development

Type of collocation:

4. There continues to be many children who when

learning to read.

difficult, difficulty, difficultly lencounter, encountering, encounters

Type of collocation:
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5. Married women are also with being fashionable

but their outfits should completely cover the thighs and the stomach.

lconcern, concerned, concerning  [great, greatly, greatness|

Type of collocation:

6. They will clarify the roles of the organizations who

to victims of disaster and their companion animals.

render, rendering, renderer| lassist, assisting, assistance]

Type of collocation:

7. Warning signs provide advance notice to road users about

conditions on or near the road.

danger, dangerous, dangerouslyl  |potent, potential, potentially|

Type of collocation:
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C. Individualized DA Task

Directions: Read the sentence. Fill in the blanks by choosing one word from

Group A and the other word from Group B to form a correct collocation.
Identify the type of collocation by writing in the blank. The word groups that

contain academic words are in bold.

1. Android is __(A) _(B) . Anyone can use

this platform for free.

A) wide, widely, width| B) laccept, accepted, acceptance]

Type of collocation:

2. This book provides all the __(A) _(B)

you need to know about the disease.

A) vital, vitally, vitalness B) inform, informed, information

Type of collocation:

Note for Item 3: There is no (A) or (B) to guide. You must arrange the words to

form a correct collocation.

3. The restrooms and drinking water are to people

with disabilities.

laccess, accessible, accessibility)  [ready, readiness, readily/

Type of collocation:
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APPENDIX H
Guessing Meaning from Context Task
A. Group DA Task: Regular Task

Directions: Read the short passages and guess the meanings of the missing
words. Write the meanings in Thai in the blanks. Then choose the best option (a-
d) for the correct word form. You can use a dictionary to find the meanings of
the options.

1. The report shows that the managers wanted to support the workers. However, some
workers thought that the managers did not tell their good work to other workers,
because there was no ................... from other workers in the office. There should
be a system to let others know, feel good, and talk about it.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. recognition b. depression c. selection d. combination

2. When the teachers are sad, angry, sick, and feel tired all the time, these things

the third level of the long-term tiredness of body and mind. The teachers begin not to
see anyone and not to work. They can have many kinds of sickness. They start
thinking about students, parents, friends, and family differently.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. acquire b. transform C. monitor d. characterize

3. This website has a lot of good information for teachers to put in the science
program at school. Students can learn many things such as oil, forest fire, and health.
Although the information can be used to make a .................. science program,
most schools use two to three units a year.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. dominant b. visible c. statistical d. comprehensive
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4. For students to sing well and learn many different songs, it would be great for
music teachers to teach and .................. the skills such as having students spend a
fixed time practicing these skills and get feedback continuously. Over time, students
will build and feel good about their abilities and probably enjoy singing.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. convert b. reinforce c. initiate d. document

5. Strong sunlight is not the friend of anyone's eyes. It's best for
EVEeryone, .................. of age, to protect their eyes from strong sunlight. Babies'
eyes should be protected when they are outside. Children need protection but not as
much as older people because their bodies are better able to get back to normal.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. likewise b. thereby c. regardless d. furthermore

6. Flooding happened in the park near the lake, and the park, swimming area, and
toilets were closed during that time. The water level of the lake rose highly. The rise
in water level was partly because of the .................. amounts of rain as it had
rained more heavily than we expected.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. logical b. excessive c. desirable d. equivalent
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B. Group DA Task: Transfer Task
Directions: Read the short passages and guess the meanings of the missing

words. Write the meanings in Thai in the blanks. Then choose the best option (a-
d) for the correct word form. You can use a dictionary to find the meanings of

the options.

1. Museums often show interesting collections of things. They should communicate
knowledge to visitors too. The museum managers should tell the objectives of each
show, and .................. whether the museums are good enough in communicating
the knowledge to all museum visitors, that is, do the museums work well? Also, they
can ....(same word)...the knowledge that visitors get from the museums.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. adopt b. attempt c. evaluate d. conclude

2. We focus on seven towns in the West. Fifty-four craft producers in the study towns
(oo eight per town) were interviewed. The interviews gave a lot of
information about the craft markets. In addition, every street in each of the seven
study towns was surveyed during business hours (10:00 A.M. to 2:00 P.M.).

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. previously b. similarly c. respectively d. approximately

3. Throwing is often considered a .................. or basic motor skill. However, a
variety of different exercise routines should be implemented throughout the year to
teach students different ways of getting and staying fit such as exercise to music, and
fitness games. Teachers should use creative activities to make students want to
exercise.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. formal b. creative ¢. fundamental d. alternative



340

4. One of the good things about associating between students of different genders is
intelligence. Boys and girls have differences in intelligence type. They often learn
from each other, act upon each other, and use each other's strong points to cancel out
one's weak points. The differences raise one's own ability and
learning ................... .

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. sequence b. efficiency c. stability d. establishment

5. With such an emphasis on planning appropriately for the learning experiences of
the young child, would you ................... a child rather than put him or her into
something for which they are not prepared? Keeping children out of school does not
help. Those children who are usually screened out or held back are those who benefit
the most from education.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. retain b. assert c. function d. stress

6. Interviewer: Has there ever been a topic that you wanted to make into a movie but
did not or could not because of certain cultural or financial ................... ?

Marie: It's always money. | wanted to do many topics but if Hollywood studios don't
think that they're going to make money on it, they're not going to give you the money.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. constraint b. hierarchy C. summary d. transmission
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C. Individualized DA Task
Directions: Read the short passages and guess the meanings of the missing

words. Write the meanings in Thai in the blanks. Then choose the best option (a-
d) for the correct word form. You can use a dictionary to find the meanings of

the options.

1. For years now, | have noticed that many clips of movies that are being advertised
use music from other movies instead of their music. The music from well-known
movies, especially those with good feelings, can act on a person's ...................
about whether the movie is good or not. What do you think?

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. manner b. judgment c. transition d. emphasis

2. The tobacco industry fought against the bill because they believed it was much too
expensive in terms of the cost transferred to the industry, and then to
SMOKErs ................... in terms of the price of cigarettes, and because it did not give
the industry with the protections they had wanted.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. positively b. accurately c. subsequently d. traditionally
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APPENDIX I
Sentence Writing Task

A. Group DA Task: Regular Task

Directions: Use the given word to write a sentence according to the word
definition. Making changes to the word (e.g., verb tense, plural noun) is possible.
Two examples of sentences are provided. You can use a dictionary when needed.

Example:
ambiguous (adj) = aguieze, Nlidaiau

= not clear and can be understood in more than one way

Example: The last part of her letter was ambiguous.

S +V.be + Adj

The ambiguous wording makes the document very difficult to follow.

(Adj before Noun) S +V + Object

Your sentence: | asked the seller to explain an ambiguous description of the product.

1. component (n) = douilsznau

= a part that combines with other parts to form something
bigger:
Example: Exercise is one of the key components of a healthy lifestyle.

S +V + Complement
The course has four main components: business law, finance, computing and

S + V + Complement
management skills.

Your sentence:

2. specifically (adv) = Tasannz

= for a particular reason, purpose, etc.

Example: Jantra specifically designed these jeans for women.

S + Adv + V + Object
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They bought the land specifically to build a hotel.

S+ V +Object+ Adv

Your sentence:

3.incorporate (v) = saudnsaeiu

= to include something as part of something larger

Example: The film incorporates elements of fantasy and science fiction.

S + Vv + Object
We have incorporated all the latest safety features into the design.

S+ V + Object

Your sentence:

4. ongoing (adj) = Reifleq, 13Juqm5q

= continuing to exist or develop

Example: There is an ongoing investigation into the cause of the crash.

S +V + Complement (Adj before Noun)
Discussions between the residents and the government officers are ongoing.
S+ V.be + Adj

Your sentence:

5. inquiry (n) = AN

= a question you ask to get information
Example: We are getting a lot of inquiries about our new service.
S+ V + Object
I do not know who sent the gift, but I will make some inquiries.
S+ V + Object
Your sentence:
B. Group DA: Transfer Task

Directions: Use the given word to write a sentence according to the word

definition.
A guiding grammatical pattern is provided. Making changes to the word (e.g.,

verb tense, plural noun) is possible. You can use a dictionary when needed.
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Example:

modification (n) = nsula, nedautlas

= a small change made in something such as a design, plan, or
system
Guiding grammatical pattern: S + V + Object/Complement

Your sentence: Training wheels are a modification we add to normal bicycles for

young children.

1. essential (adj) = auiluign, a1Any

= completely necessary; extremely important in a particular
situation or for a particular activity
Guiding grammatical pattern: S + V + Object/Complement
Adj before Noun, or Adj after V.be

Your sentence:

2. reduction (n) = N1IAAA

= a decrease in the size, price, or amount of something, or the
act of decreasing something
Guiding grammatical pattern: S + V + Object/Complement

Your sentence:

3. simultaneously (adv) = TnaifinTunianiy, Tunatmaaiu

= happening or being done at exactly the same time
Guiding grammatical pattern: S + V + Object/Complement
Adv before V, or Adv after V

Your sentence:

4. foster (v) = dadsy, arfuayu

= to help something to develop over a period of time

Guiding grammatical pattern: S + V + Object/Complement
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Your sentence:

5. considerably (adv) = atinsuin

= much; a lot
Guiding grammatical pattern: S + V + Object/Complement
Adv before V, or Adv after V

Your sentence:

C. Individualized DA Task
Directions: Use the given word to write a sentence according to the word

definition. Making changes to the word (e.g., verb tense, plural noun) is possible.

You can use a dictionary when needed.

1. consistent (adj) = axiang, AAduUAI

= always behaving in the same way, or having the same
opinions,
standards, etc.

Examples:  She is one of the team's most consistent players.

S +V + Complement (Adj before Noun)

They are not very consistent in the way they treat their children.

S+ V.be+ Adj

Your sentence:

2. minimize (v) = i ianasngn, anliuaetionasign

= to reduce something, especially something bad, to the lowest
possible level
Guiding grammatical pattern: S + V + Object/Complement

Your sentence:
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APPENDIX J
Mediation Prompts for DA Tasks
The mediation prompts for DA tasks include the following:
1. Mediation prompts for morphology task
2. Mediation prompts for part of speech task
3. Mediation Prompts for guessing meaning from context task
4. Mediation Prompts for sentence writing task

1. Mediation Prompts for Morphology Task

The stages of giving the prompts are described below. For example, the academic
word is “sustainable.”

Stage 1: No feedback

Ask the learners: “what could be the meaning and part of speech of the boldface word
in the sentence?”

a. If the learners give the correct answers, compliment them and move on to Stage 2.
b. If the learners cannot give the answers because they do not know some other words
in the sentence, let them use a dictionary to help with such words (but not the target
word). If they still cannot give the answers or their answers are partly correct, move
on to Stage 2.

Stage 2: Identifying the number of word parts

Informs that the word “sustainable” has smaller parts, and ask the learners: “how
many parts are there in this word?”

a. If the learners can tell the number of word parts, move on to Stage 3.

b. If the learners cannot tell the parts, inform them of the number of word parts e.g.,
two, and move to Stage 3.

Stage 3: Identifying the root and affix

Ask the learner: “what is the root and affix in this word?”

a. If the learners can tell the root and affix, move on to Stage 4.

b. If the learners cannot tell the root and affix, guide them that the root gives the core
meaning. The prefix is in front of the root and the suffix is at the end of the root.
Then, ask them again. If learners give the wrong answer, move to Stage 4.

*Note for Transfer Task: The root of the words in the transfer task has a different
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sound and/or spelling from the derivative. The prompts are:

a. If the learners can tell the correct sound and spelling of the root, compliment them
and move on to Stage 4.

b. If the learners cannot tell the correct sound and spelling of the root, guide them to
type the word in Longman Online Dictionary which shows the word family, and guide
them to find the root which is normally the most basic form in the word family.

Stage 4: Identifying the meaning and part of speech of the root and affix

Pinpoint the root and affix e.g., “sustain” and “able,” and ask the learners to tell the
meaning of each part. They can use the list of affixes that they have studied to identify
the meaning and part of speech of the affix.

a. If the learners can tell the meaning of the root and affix correctly, compliment
them.

b. If the learners cannot tell the meaning, allow them to use an English-Thai
dictionary to find the meaning and part of speech. Guide them to find the affix

meaning from https://www.affixes.org/index.html if the affix is not in the provided

list. If learners still cannot give the answers, move to Stage 5.

Stage 5: Answer Provision

If the learners still cannot give the correct answers and show signs of confusion,
explain how to analyze the word parts step-by-step and refer to the sentence meaning
that the derivative is situated. Confirm/provide the answers of the meaning and part of

speech of the derivative, root, and affix.

Adapted from

Harris, M. L., Schumaker, J. B., & Deshler, D. D. (2011). The effects of strategic
morphological analysis instruction on the vocabulary performance of
secondary students with and without disabilities. Learning Disability
Quarterly, 34(1), 17-33. doi:10.1177/073194871103400102


https://www.affixes.org/index.html
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2. Mediation Prompts for Part of Speech Task

The stages of giving the prompts are described below.

Stage 1: No feedback

Ask the learners to check the sentence and correct any errors independently
first.

a. If the sentence is correct, compliment them and ask them to explain their reasoning.
b. If the sentence is incorrect and learners do not realize it, or their reasoning in (a) is
wrong, move on to Stage 2.

Stage 2: Existence of error

The mediator indicates that something is still wrong in the sentence.

Follow (a) and (b) of the previous stages and move to Stage 3

Stage 3: Location of error

The mediator repeats or points to the specific segment containing the error.

Follow (a) and (b) of the previous stages and move to Stage 4

Stage 4: Nature of error

The mediator indicates the nature of the error (e.g., ‘the sentence already has a verb.”)
Follow (a) and (b) of the previous stages and move to Stage 5

Stage 5: Explanation of how to correct the error

The mediator provides clues to help the learners to arrive at the correct form (e.g., ‘the
collocation needs a noun.’)

Follow (a) and (b) of the previous stages and move to Stage 6

Stage 6: Provision of correct form/sentence structure and its explanation

The mediator provides the correct form/ sentence structure and explains the reasons.

Adapted from

Aljaafreh, A., & Lantolf, J. P. (1994). Negative feedback as regulation and second
language learning in the zone of proximal development. The Modern
Language Journal, 78(4), 465-483. doi:10.2307/328585

Davin, K. J., Herazo, J. D., & Sagre, A. (2017). Learning to mediate: Teacher
appropriation of dynamic assessment. Language Teaching Research, 21(5),
632-651. doi:10.1177/1362168816654309
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3. Mediation Prompts for Guessing Meaning from Context Task

The stages of giving the prompts are described below. The participants will go
through these stages before they can use a dictionary to find the meanings of the
words in the options a, b, ¢, and d, so they will focus on reading the passages and
guessing the missing words first.

Stage 1: No Feedback

Ask the learners: what should be the meaning of the missing word in the short
passage?

a. If the learners give the correct meaning, compliment them, and show the target
word.

Then ask them where in the passage that helps them guess the meaning? If the learners
can tell the right part, compliment them. If they cannot tell, move on to Stage 2.

b. If the learners cannot give the correct meaning, move on to Stage 2.

Stage 2: Implicit Feedback

Explain that they can guess the meaning of the missing word from the nearby context.

Give the implicit feedback by focusing on the passage level to help learners know the

topic of the passage. Ask the learners again about the meaning of the missing word.

a. If the learners give the correct meaning, compliment them, and show the target
word.

b. If the learners cannot answer, move on to Stage 3.

Stage 3: Explicit Feedback

Give explicit feedback by focusing on the sentence level. Ask the learners again about

the meaning of the missing word.

a. If the learners give the correct meaning, compliment them, and show the target
word.

b. If the learners cannot answer, move on to Stage 4.

Stage 4: More Explicit Feedback

Give more explicit feedback by focusing on the word and phrase levels. Ask the
learners again about the meaning of the missing word.

a. If the learners give the correct meaning, compliment them, and show the target
word.

b. If the learners cannot answer, move on to Stage 5.
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Stage 5: Answer Provision

If the learners still cannot answer or their guessed answers vary, explain how to guess
the meaning from the context step-by-step. Then, allow them to use a dictionary to
find the meaning of the words in the options a, b, ¢, and d and choose the correct one.

In addition, guide them to check the part of speech and word parts of the target word.

Adapted from
Teo, A. K. (2012a). Effects of Dynamic Assessment on College EFL Learners'
Reading Skills. The Journal of Asia TEFL, 9(1), 57-94.

4. Mediation Prompts for Sentence Writing Task

When giving prompts for this task, there are two levels to consider: semantics and
grammar.

Given that the priority is on using vocabulary correctly to its concept, the stages
below will be used for semantics as level 1 first. Then the stages will be repeated for
grammar as level 2.

Level 1: Semantics

Stage 1: No feedback

Ask the learners to check the sentence and correct any errors independently
first.

a. If the sentence is correct, or they can correct any error independently, compliment
them. Then ask them to explain their reasoning.

b. If the sentence is incorrect and learners do not realize it, or their reasoning in (a) is
wrong, move on to Stage 2.

Stage 2: Existence of error

The mediator indicates that something is still semantically wrong in the sentence.
Follow (a) and (b) of the previous stages and move to Stage 3.

Stage 3: Location of error

The mediator repeats or points to the specific segment containing the error.

Follow (a) and (b) of the previous stages and move to Stage 4.

Stage 4: Nature of error

The mediator indicates the nature of the error (e.g., ‘the sentence can have only one

main verb.’)
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Follow (a) and (b) of the previous stages and move to Stage 5.

Stage 5: Explanation of how to correct the error

The mediator provides clues to help the learners to arrive at the correct form (e.g., ‘the
adjective is placed after a verb to be or a non-action verb.”)

Follow (a) and (b) of the previous stages and move to Stage 6.

Stage 6: Provision of correct form/sentence structure and its explanation

The mediator provides the correct form/sentence structure and explains the reasons.

Level 2: Grammar

Stages 1-6 are repeated but the focus is on grammatical errors.

Adapted from

Aljaafreh, A., & Lantolf, J. P. (1994). Negative feedback as regulation and second
language learning in the zone of proximal development. The Modern
Language Journal, 78(4), 465-483. doi:10.2307/328585

Davin, K. J., Herazo, J. D., & Sagre, A. (2017). Learning to mediate: Teacher
appropriation of dynamic assessment. Language Teaching Research, 21(5),
632-651. d0i:10.1177/1362168816654309
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APPENDIX K
Sample of Instructional Framework

(Guessing Meaning from Context Task)

Time 2.40 hours/week (2 sessions x 1.20 hours)
Learning Outcomes:
- Students can recognize the types of discourse clues in context.
- Students can guess the meaning of the academic words in context.
- Students can apply the guessing meaning from context strategy in a more
challenging context.

Background Knowledge:
- Knowledge of general vocabulary in the 1 1000 word list of the

BNC/COCA word family lists, which will form 98% of the words in
context
- Basic reading of a 50-60-word passage
Materials:
- Materials for presenting guessing from textual context strategy
- Guessing meaning from context tasks: regular and transfer tasks
- Dynamic assessment prompts
- Verbal report probes
- Diary writing questions
- Field note
- Devices: a computer connected to the Internet, worksheets, video & audio
recording devices
Assessment:
- Students correctly describe the discourse clues that appeared in the
exercise passages.
- Students correctly guess the meaning of the academic words in the regular

and transfer tasks.
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The first session (1.20 hours): 1%t group dynamic assessment (GDA)

Procedure

Material

1. Preparation (5 minutes)

- The teacher leads group discussion of what
strategies the students have employed to
guess the meaning of the unknown words.

- The teacher introduces students the guessing
from textual context strategy and its benefits.
- The teacher explains the outcomes of the

lesson.

2. Presentation (25 minutes)

- The teacher explains different types of
discourse clues that lead to the meaning of the

unknown words.

- The teacher models using the strategy with a
few items in the exercise. The teacher thinks
aloud to reveal the process of thinking while
solving the items to figure out the discourse
clue and guess the academic word meaning.

- The teacher asks the students to do other

items in the exercise.

The cight types of discourse clues (Adapted from Sasao, 2013)

Clue Description

Description Itis explanation and definition
Tt may be shown directly with the words mean and is.

It may be shown indirectly with the words or, that is, in other words,

with a similar sentence structure, or without any signals

Cause/effect It shows a cause/effect relationship and is marked with becanse, as,

since, thus, and therefore.

Example 0 is an example usually marked with like, for example, and such as.

Contrast/comparison | It includes antonyms and is often marked with in contrast, rather

Modification It is a word, phrase, or adjective clause, which is marked with who,

Exercise: Read the short passages and guess the meanings of the missing words and
write them in Thai as well as the clues in the blanks. Then choose the best option (a-d)

for the correct word form. You can use a dictionary to find the meanings of the options.

1. Today the woods are protected by the people living on the island. In the woods, you can see
wildflowers and birds. All the local flowers in this area can be found. The fact that many kinds
of birds live in the woods means that the woods arestill .................
Meaning: Clue Type:

a. scarce b. hidden ¢. abundant d. adjustable

2. Cats have a good nose for food. Many cats smell food and then walk away without even

trying it. Like a person who knows very well how good the wine is by only smelling it, a cat

EP— at learning all it wants to know without eating the food
Meanin, Clue Type:
a. expert b. curious c. obsessed d. diligent
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3. Practice (35 minutes)

GDA with regular task and verbal report

- The teacher leads the students to apply
guessing from textual context strategy to
items in the guessing meaning from context

task (regular task).

- The teacher notifies them of DA mediation.
The teacher explains that she will do a group
dynamic assessment (GDA) by letting the
students do each item together in a group.
When they need help, she will give graduated
prompts from the most implicit to the most
explicit guidance until they can guess the
meaning of the missing word correctly which
they can tell in Thai, or all the prompts are
used. At the end, they can use a dictionary to
find the meanings of the options a, b, ¢, and d
and choose the correct word form.

- Additionally, if the word form contains
prefixes and suffixes, the teacher will ask the
students to analyze them so they can recheck
their guess by using word part knowledge.

- After finishing each item, the students will
do a “verbal report” on their cognitive
processes while solving each item. Depending
on their performance in the task, some probes
will be used to elicit their thoughts. Also, the
students can ask the teacher to clarify what is

still unclear to them.

Guessing Meaning from Context Task
A. Group DA Task: Regular Task
Directions: Read the short passages and guess the meanings of the missing words. Write the
meanings in Thai in the blanks. Then choose the best option (a-d) for the correct word form.

You can use a dictionary to find the meanings of the options.

1. The report

thought that the n

c. selection d. combination

Mediation Prompts for the Guessing Meaning from Context Task

The stages of giving the prompts are described below

Stage 1: No Feedback

Ask the learners: what should be the meaning of the missing word in the short passage?

a. If the learners give the correct meaning, compliment them, and show the target word

Then ask them where in the passage that helps them guess the meaning? If the learners can tell
the right part, compliment them. If they cannot tell, move on to Stage 2

b. If the learners cannot give the correct meaning, move on to Stage 2

Stage 2: Implicit Feedback

Explain that they can guess the meaning of the missing word from the nearby context. Give the

implicit feedback by focusing on the passage level to help learners know the topic of the

passage. A

again about the meaning of the missing word
a. If the learers give the correct meaning, compliment them, and show the target word

b. If the learners cannot answer, move on to Stage 3

Verbal Report Probes

undmmNbiinAnwAGEEARINAR

ts 1o report their thoughts

Aspects of cognition Probes

Explanation = Please tell me why you said/did that

- Wha at this point? Why?

nferences | - Wha n at this point?

At this point, t did you think would happen next?

Response considered

What course(s) of action were you considering at this point?
Why?
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4. Self-evaluation (15 minutes)

Diary writing

- The teacher introduces an activity of diary
writing to the students and explains the
questions that they will reflect upon. The
students can ask the teacher to clarify what
they will write, and will finish writing at the
end of the session.

- The teacher writes a field note to reflect on

the session right after it ends.

Students’ Diaries

tufinasaufevaaindnw

Week Date

Directions: Please answer the following questions

drduaa: nganaeumoasold

1. What academic words ¢ you learned today? What are their meanings?

2. What do you think about the vocabulary learing strategy employed today?

sinAnAnstl

3. How has group dynamic assessment helped you learn academic vocabulary today? Please

explain and give some examples

End of the 15t GDA of the week

The second session (1.20 hours): 2" group dynamic assessment (GDA)

Procedure

Material

1. Preparation (15 minutes)

- The teacher leads the discussion of what the
students did in the 1% GDA to elicit the prior
knowledge of the guessing meaning from
context strategy by reviewing the discourse
clues and some of the items done in the 1%
GDA (regular task).

The cight types of discourse clues (Adapted from Sasao, 2013)

Clue Description

Description It is explanation and definition.
It may be shown directly with the words mean and is

It may be shown indirectly with the words or, that is, in other words,

with a similar sentence structure, or without any signal

Cause/effect It shows a cause/effect relationship and is marked with because, as,
since, thus, and therefore
Example Tt is an example usually marked with /ike, for example, and such as.

Contrast/comparison | It includes antonyms and is often marked with in contrast, rather

than, instead of, unlike, but, and or.

Modification It is a word. phrase, or adiective clause, which is marked with who,
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2. Expansion (45 minutes)

GDA with transfer task and verbal report
- The teacher leads the students to apply
guessing from textual context strategy to

another set of items in the transfer task.

Guessing Meaning from Context Task
B. Group DA Task: Transfer Task
Directions: Read the short passages and guess the meanings of the missing words. Write
the meanings in Thai in (he blanks. Then choose the best option (a-d) for the correct

word form. You can use a dictionary to find the meanings of the options.

1. Museums often show interesting collections of things. They should communicate knowledge
to visitors too. The museum managers should tell the objectives of each show,
and .................. whether the museums are good enough in communicating the knowledge
to all museum visitors, that is, do the museums work well? Also, they can ....(same word)...the
knowledge that visitors get from the museums.

- Guess the meaning of the missing word

- Choose the correct word form (a-d)

a. adopt b. attempt c. evaluate d. conclude
2. We focus on seven towns in the West. Fifty-four craft producers in the study towns
(eovevnennrennennn. eight per town) were interviewed. The interviews gave a lot of information

about the craft markets. In addition, every street in each of the seven study towns was surveyed

- The teacher reminds the students that they
will help each other do each item by
themselves the same as they did in 1% GDA.
However, when they need help, she will give
graduated prompts from the most implicit to
the most explicit ones until they can arrive at
the answer, or all the prompts are used. At
the end, they can use a dictionary to find the
meanings of the options a, b, ¢, and d

and choose the correct word form.

Mediation Prompts for the Guessing Meaning from Context Task
The stages of giving the prompts are described below
Stage 1: No Feedback
Ask the learners: what should be the meaning of the missing word in the short passage?
a. If the learners give the correct meaning, compliment them, and show the target word
Then ask them where in the passage that helps them guess the meaning? If the learners can tell
the right part, compliment them. If they cannot tell, move on to Stage 2
b. If the learners cannot give the correct meaning, move on to Stage 2
Stage 2: Implicit Feedback
Explain that they can guess the meaning of the missing word from the nearby context. Give the
implicit feedback by focusing on the passage level to help learners know the topic of the
passage. Ask the learners again about the meaning of the missing word.
a. If the learners give the correct meaning, compliment them, and show the target word

b. If the learners cannot answer, move on to Stage 3

- After each item, the students will be asked
to do a “verbal report” on their cognitive
processes while solving each item. Depending
on their performance in the task, some probes
will be used to elicit their thoughts. Also, they
can ask the teacher to clarify what is still

unclear to them.

Verbal Report Probes
wwdmwliinAnNmadreanAe
The verbal report probes are for the rescarcher to ask the participants to report their thoughts
while leaming academic vocabulary through dynamic assessment

Amima

Aspects of cognition Probes

Explanation - Please tell me why you said/did that

Evaluations/inferences | - What his point?

Outcome anticipated ou think would happen next?

At this point, what d

What course(s) of action were you considering at this point?
Why?

Response considered
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3. Self-evaluation (15 minutes)

Diary writing (15 mins)

- The students write a diary to reflect on the
2" GDA the same way as they did for the 1%
GDA. They will finish writing at the end of

the session.

Students’ Diaries

End of the Session: Scheduling Individualize

d DA (5 mins)

- The teacher thanks the students for their
cooperation and informs them that they will
do a few more items with the teacher
individually within the same week. Then the
teacher appoints the time when each student
is available.

- The teacher writes a field note to reflect on

the session right after it ends.

End of the 2" GDA of the week
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APPENDIX L
Demographic Characteristics Questionnaire

puudaunNdsEIana llaasdinAnsn

Directions: Please fill in your information. You can write in Thai.
Auas: ldsansandayalunuugauau viusansansanilumenlne

1. T3 (FIrst NamMe) ....vveve WINANA (Last NamMe) .oo.veovviiiiiiee,
2. AL (FaCUlty) «oo VAN (Major) ..o
3.218 (Age) ..o
4. ﬂfﬂﬁﬂw’lﬁﬂuﬂﬂw’]ﬁ\mqwuﬁﬁﬁ (How long have you studied English?) ...........................
5. m‘i’ﬂqmﬁﬁﬂuﬂmﬂﬁﬁﬂﬁﬂmGﬂumﬂmmﬂm What was your high school program?
D u@”mﬂmﬂwm (Thai Program) |:| nangmsnE8ang e (English Program)
D NANGMIUIUITIA (International Program) D ﬁluj (Others)
Tsmszy (Please SPECify) ...oovoviviiioniiini,
6. ﬁﬂﬁﬂmmﬂﬁﬂimummimi@gluﬂi:m@11’71'1%:1ﬁmfa"\mqw‘l.umi?ﬁlamﬂﬂmmzmmﬁw’"&aiﬁ
szmale Tsmedunadszaunisafuesin@Anea (Have you ever lived in an English-speaking country

for some time? Which country? Please share your experience.

7. dnAnefinewduaassafviseld driduaua@la (Do you have any foreign friends? What are

HNEIr NAONAITIES?) L.t e

=3a
=
Sg"\

8. lamalunisldnmdangeludinlszanfurenindneiiuedisls ngumeuidudnades

(To what extent are your opportunities for using English in daily life? - please answer them in

percentage)
W4 (Listening) /100 % WA (Speaking) /100%
8114 (Reading) /100% Wi (Writing) /100%

9. ﬂgmm‘%mﬂﬁ"ﬁmiﬁﬁuﬁﬂﬁwﬁmmﬁmqmmmum (Please explain how you learn English
VOCADUIAIY) ettt e e

)
¢

o =] -dl b4 1 A ¥ -da/
A El‘ll'l’]‘ll'ﬂ‘]_lﬂmuﬂV’iﬂ‘]:f’W]FLViWJ’]Ni‘fJNN'ﬂﬂﬁ"l’]ﬂ“ﬂ@ﬂﬂ@iuLLUU@'ﬂuﬂqNu
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Adapted from

Siwathaworn, P. (2018). Improving EFL undergraduate students' English speaking
skill through dynamic assessment. (Doctoral), Chulalongkorn University,

Bangkok, Thailand.
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APPENDIX M

Academic Vocabulary Pretest (Delayed Posttest)
It should be noted that the pretest also served as the delayed posttest in this study.

Time: 40 minutes
The examination paper consists of 4 parts as follows:

Part I: Morphology 8 points
Part I1: Part of Speech 8 points
Part 111: Guessing Meaning from Context 8 points
Part 1V: Sentence Writing 8 points

Total 32 points

This paper consists of 4 pages and students will write answers on this paper.

Part I: Morphology

Directions: Read the sentence and write the Thai meaning of the bold word and
its root (base) and all its affixes (prefixes and/or suffixes) in the blanks. (8 points)
Example:

Great inequality exists between the rich and the poor.

inequality = aonaldianania, pauldmindennu

root = equal affix(es) = _in, ity

1. Low lighting and soft music enhance the atmosphere in the room.

enhance =

root = affix(es) =

2. New production methods led to a cost reduction of about 50 percent.

reduction =

root = affix(es) =

3. Her piano playing has improved greatly since the last time we saw her.

greatly =

root = affix(es) =
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4. Our prices are comparable with those in other shops.

comparable =

root = affix(es) =
Part I1: Part of Speech

Directions: Read the sentence and select one word from Group A and another

from Group B to form a correct pair. Cross (X) one of the numbers 1-3 in both
groups.

The group that contains the target academic word is in bold. (8 points)

Example:
We are seeing the (A) (B) towards battery-electric cars.
A) 1. progress B) 1. moveable
X progressive 2. movingly
3. progressively X movement
5. We are (A) (B) on people who do not have health
care and educational opportunities.
A) 1. primary B) 1. focus
2. primarily 2. focused
3. primaries 3. focusable
6. We showed that there was a (A) (B) between
coffee and increased death rate at the high doses.
A) 1. strong B) 1. associate
2. strongly 2. associated
3. strength 3. association
7.You can use browser tools to (A) (B) to certain

web addresses and kinds of content.
A) 1. restrict B) 1. access
2. restricted 2. accessible

3. restriction 3. accessibly
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8. Technology librarians now have the opportunity to provide the same services for

(A) (B) apps and tools.
A) 1. new B) 1. emerge
2. newly 2. emerging
3. newness 3. emergence

Part I11: Guessing Meaning from Context

Directions: Read the given short paragraph and select the correct word from the
box to write in each blank (8 points)

Example:

She wanted to be away from Chai, who disagreed with her idea. So, she made the

kind of reason that people made at a big party when they wanted to isolate

themselves from a conversation and move on to talk with another person. She finally

separated from Chai and walked toward Mina.

foster stable racial variation
incorporate rapidly constraint  inevitably

9. To make the classroom look nicer, consider what student projects could be given

that would drawing, design, or artwork and that would support

what they are studying. Simple ideas are having students draw a concept being
studied. Then the teacher places their work throughout the room. Make sure they are

shown nicely.

10. The doctor is worried that children do not have enough sleep. There is

in the amount of sleep that each child needs; for example, some

kids need eight to ten hours a night while some kids need seven hours. Not all kids

need more sleep, but she sees many kids in her work who aren't getting enough.

11. The world has become warmer, and it is shaping the forests of the future. Our

forests are changing, which is opposite the slow change in the
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past. My job is to study these things, but | would like families to enjoy the forests

within their reach, whether in a city park or the mountains.

12. 1 have driven both small and full-sized pickup trucks in heavy rain and rough
roads. A driver would have a better chance of arriving home safely in the full-sized
pickup truck. The longer, wider, heavier truck will be much more
. It has more weight to hold it on the road, and its full size gives

the driver better control.

Part IV: Sentence Writing and Translation

Directions: Use the given word to write an English sentence according to the
provided meanings and part of speech. Then give the Thai translation of the
sentence. (8 points)
Example:
interpret (V) = ulapauvung, Aaanu
= to explain the meaning of something in understandable terms
Guiding grammatical pattern: S + V + Object/Complement

Your sentence: Taweesak interpreted technical words in computer to me.

The sentence meaning in Thai: nadnauilapumsnardnimaiianispaniamnas|idu

13. conflict (n) AT AN, N1TNZIAE

angry disagreement between people or group
Guiding grammatical pattern: S + V + Object/Complement
A singular or a plural noun is possible.

Your sentence:

The sentence meaning in Thai:

14. comprehensive (adj) = asaungy, ¥ lalandng
= complete and including everything that is necessary
Guiding grammatical pattern: S + V + Object/Complement
Adj before Noun, or Adj after V.be
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Your sentence:

The sentence meaning in Thai:

15. reinforce (v) = avluayy, yilfudeunsedu
= to give added strength or support to
Guiding grammatical pattern: S + V + Object/Complement
Changing a verb tense is possible.

Your sentence:

The sentence meaning in Thai:

16. subsequently (adv) = siax, neuag

= happening after something else has happened; later

Guiding grammatical pattern: S + V + Object/Complement
Adv before V, or Adv after V

Your sentence:

The sentence meaning in Thai:

End of the Test

Key - Pretest (Teacher Only)
Part I: Morphology — 8 points
1. i, i3, s AT, ensva (1 point)

root: enhance (0.5 point) affix: -/none (0.5 point)

2. nnsan, n3anas, n1sem, nsaanew (1 point)
root: reduce (0.5 point) affix: -tion (0.5 point)
3. atinmnn, aenege, 1nn, wez (1 point)

root: great (0.5 point) affix: -ly (0.5 point)
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4. Fofoudeuild, nenReudeuld, Feudeds (1 point)
root: compare (0.5 point) affix: -able (0.5 point)
Note: Any of the provided Thai meanings applies.
Correct spelling is needed to get the point.
Part I1: Part of Speech — 8 points
5. A) 2. primarily (1 point) B) 2. focused (1 point)

6. A) 1. strong (1 point) B) 3. association (1 point)
7. A) 1. restrict (1 point) B) 1. access (1 point)

8. A) 2. newly (1 point) B) 2. emerging (1 point)
Part 111: Guessing Meaning from Context — 8 points

9. incorporate

10.  variation

11. rapidly

12. stable

Part IV: Sentence Writing — 8 points

The scoring criteria below are for grading items 13-16.

2 points are given if the target word presents its concept appropriately in the sentence.

Its grammatical function is used correctly as well as other words used with it. The

sentence may contain some minor grammatical errors, but they do not interfere with

intelligibility.

1 point is given if the target word presents its concept unclearly in the sentence. Its

grammatical function as well as other words used with it are incorrect or hinder the

intelligibility.

0 point is given if the target word does not present its concept in the sentence. The

sentence is unintelligible or no English sentence is written.

Adapted from

Stubbe, R., & Nakashima, K. (2017). Comparing mastery sentence test scores with L2
to L1 translation test scores. The Journal of Teaching English for Specific and
Academic Purposes, 5(4), 719-726.
https://doi.org/10.22190/JTESAP1704719S
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APPENDIX N

Academic Vocabulary Immediate Posttest

Time: 40 minutes
The examination paper consists of 4 parts as follows:

Part I: Morphology 8 points
Part I1: Part of Speech 8 points
Part I11: Guessing Meaning from Context 8 points
Part 1V: Sentence Writing 8 points

Total 32 points

This paper consists of 4 pages and students will write answers on this paper.

Part I: Morphology

Directions: Read the given sentence and write the Thai meaning of the bold word
and its root (base) and all its affixes (prefixes and/or suffixes) in the blanks. (8
points)

Example:

Great inequality exists between the rich and the poor.

inequality = aonuldianenia, pauladminiennu

root = equal affix(es) = __in, ity

1. Students should be able to evaluate teachers because they are the ones who are
learning, and their opinions matter.

evaluate =

root = affix(es) =

2. Because of her efficiency, we got all the work done in a few hours.
efficiency =

root = affix(es) =

3. The VDO shows simple instructions that anyone can readily understand.

readily =

root = affix(es) =
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4. There are 31% who say they would pay extra for products that were more
sustainable than other products.

sustainable =

root = affix(es) =

Part I1: Part of Speech

Directions: Read the sentence and select one word from Group A and another
from Group B to form a correct pair. Cross (X) one of the numbers 1-3 in both
groups.

The group that contains the target academic word is in bold. (8 points)

Example:
We are seeing the (A) (B) towards battery-electric
cars.
A) 1. progress B) 1. moveable
X progressive 2. movingly
3. progressively X movement

5. Interviews lasted 30-40 minutes. The first few questions were (A)

(B) to the activities on the video clip.
A) 1. specific B) 1. relate
2. specifically 2. relation
3. specification 3. related
6. The city needs to develop a (A) (B) to finally get
beyond this terrible homeless problem.
A) 1. comprehensive B) 1. plan
2. comprehensively 2. planned

3. comprehensiveness 3. planner
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7. Please read the packaging closely and follow the directions. Applying the product

correctly should (A) (B)
A) 1. minimal B) 1. damage
2. minimize 2. damaging
3. minimally 3. Damageable
8. A community today will almost always be (A) (B)
from what it was ten years ago, or will be ten years from now.
A) 1. considerable B) 1. differ
2. inconsiderable 2. different
3. considerably 3. Difference

Part 111: Guessing Meaning from Context

Directions: Read the given short paragraph and select the correct word from the
box to write in each blank (8 points)

Example:

She wanted to be away from Chai, who disagreed with her idea. So, she made the

kind of reason that people made at a big party when they wanted to isolate

themselves from a conversation and move on to talk with another person. She finally
separated from Chai and walked toward Mina.

extend exclude merely inquiry

subsequently capability  excessive ongoing

9. Our teams still work very hard in the coming hours and days. We're going to go as
hard as we can, but we need a little more time. “How long are you willing to

the deadline beyond Tuesday?” We hope to finish it near the time

that we’ve set out. That is our goal.
10. Beginning cooks are welcome, but children should have an interest in cooking and

be able to stay focused. Also, the cooking class doesn't cover

cooking skills. On the fifth day, kids will learn simple rules of presentation, service,
and table setting. At the end of the course, each class will prepare a dinner party for

parents.
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11. The ability of an older person to control their body relates to the amount of work
of a person who takes care of them. When the older person who needs care has a low
for self-care, has little ability to control their body, or needs

more help from others, the work is greater and harder.

12. When | work in a bookstore, | also find it useful to have

light conversations with people - while I'm checking them out at the front desk or
walking up to them at the bookshelves and asking whether they would like some help.

The conversations help me find out what they enjoy and | can offer some books.

Part 1V: Sentence Writing

Directions: Use the given word to write an English sentence according to the
provided meanings and part of speech. Then give the Thai translation of the
sentence. (8 points)
Example:
interpret (V) = wiapauuaie, Aponu
= to explain the meaning of something in understandable terms
Guiding grammatical pattern: S + V + Object/Complement

Your sentence: Taweesak interpreted technical words in computer to me.

The sentence meaning in Thai: vadnaulapnuvanaadnyinaianiepaufiamas iy

13. critical (adj) = Mwafunisiansal
= giving opinions about the good and bad qualities of
something Guiding grammatical pattern: S + V + Object/Complement
Adj before noun, or Adj after V.be

Your sentence:

The sentence meaning in Thai:
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14. interaction (n) = nﬁiﬁﬂﬁﬁuﬁuﬁ (3TVdNYPAR)
= the activity of being with and talking to other people, and the
way that people react to each other
Guiding grammatical pattern: S + V + Object/Complement
A singular or a plural noun is possible.

Your sentence:

The sentence meaning in Thai:

15. retain (v) = Auld, sheld
= to keep or continue to have something
Guiding grammatical pattern: S + V + Object/Complement
Changing a verb tense is possible.

Your sentence:

The sentence meaning in Thai:

16. inevitably (adv) = eehavian@edlails
= certain to happen and cannot be avoided
Guiding grammatical pattern: S + V + Object/Complement
Adv before V, or Adv after V

Your sentence:

The sentence meaning in Thai:

End of the Test
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Key — Posttest (Teacher Only)
Part I: Morphology — 8 points
1. dszifiu, Uszifiuna (1 point)

root: evaluate (0.5 point) affix: -/none (0.5 point)

2. se@nsnw, Auillsz@ninim, auaansa (1 point)

root: efficient (0.5 point) affix: -cy (0.5 point)

3. atiw3anfa, adedundl, sdnsiuiiule (1 point)
root: ready (0.5 point) affix: -ly/-ily (0.5 point)
4, ot peatlduu (1 point)

root: sustain (0.5 point) affix: -able (0.5 point)

Note: Any of the provided Thai meanings applies for granting points.
Correct spelling is needed to get the point.

Part I1: Part of Speech — 8 points

5. A) 2. specifically (1 point)  B) 3. related (1 point)

6. A) 1. comprehensive (1point) B) 1. plan (1 point)

7. A) 2. minimize (1 point) B) 1. damage (1 point)

8. A) 3. considerably (1 point) B) 2. different (1 point)

Part 111: Guessing Meaning from Context — 8 points

9. extend
10. merely
11.  capability
12, ongoing

Part IV: Sentence Writing — 8 points

The scoring criteria below are for grading items 13-16.

2 points are given if the target word presents its concept appropriately in the sentence.

Its grammatical function is used correctly as well as other words used with it. The

sentence may contain some minor grammatical errors, but they do not interfere with

intelligibility.

1 point is given if the target word presents its concept unclearly in the sentence. Its

grammatical function as well as other words used with it are incorrect or hinder the

intelligibility.

0 point is given if the target word does not present its concept in the sentence. The

sentence is unintelligible or no English sentence is written.

Adapted from

Stubbe, R., & Nakashima, K. (2017). Comparing mastery sentence test scores with L2
to L1 translation test scores. The Journal of Teaching English for Specific and
Academic Purposes, 5(4), 719-726.
https://doi.org/10.22190/JTESAP1704719S
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APPENDIX O
Verbal Report Probes

UUIAIDNRINTUNSYATNENBAANNAR

The verbal report probes are for the researcher to ask the participants to report their

thoughts while learning academic vocabulary through dynamic assessment.

wwmaninAnsmadiananauAaiive iinddan ninAnwiszudnanisBauaAnyimnigininig

NNUNINARBLILLLNATR

Aspects of cognition

Probes

Explanation

- Please tell me why you said/did that
doavanlalnudvinluinAneye /yin &l

- What were you paying attention to at this point? Why’>
uﬂmm:mmmiummmu‘l,@fa”%@ﬂummww . yluAeauladaiy

Evaluations/inferences
generated

- What was your understanding of the situation at this point?
inAnsdnlaaniunisad ..... mewiuinasngls

Outcome anticipated

- At this point, what did you think would happen next?
dnAnAnINaziineslsTuAeNIMRIRN ...

Response considered

- What course(s) of action were you considering at this
point? Why?
inAnmAnazyinezlsluaed ... M lufeAnNnAeriu

Influencer

- What influenced your thinking at this point?
AelaTnafennuAneinAnE e ..

Adapted from

Suss, J., Belling, P., & Ward, P. (2014). Use of cognitive task analysis to probe
option-generation in law enforcement. Proceedings of the Human Factors and
Ergonomics Society Annual Meeting, 58(1), 280-284.

Ward, P., Wilson, K., Suss, J., Woody, W. D., & Hoffman, R. R. (2020). A historical
perspective on introspection: Guidelines for eliciting verbal and introspective-
type reports. In P. Ward, J. M. Schraagen, J. Gore, & E. Roth (Eds.), The
Oxford Handbook of Expertise (pp. 377-407). Oxford, UK: Oxford University

Press.




Week/d1lanvidi

The guideline for the researcher’s field note: wuimems@isuiuiinmasuinaasgd

APPENDIX P
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Date/5uf

Researcher’s Field Notes
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1. Setting anwil

Note

1.1 The setting of the
intervention

v davo ae
Haan 14139

1.2 Positions of the
participants in the room

RIS TR AP E IR X

1.3 How their positions
influence their behavior

o . v oo P
mmmﬂmamm@ﬂwmm WA

sangAnssNIBenInieetngls

1.4 Others

o
T

2. Participants gsasada

Note

2.1 Verbal & physical
behaviors in the session
anﬂﬁ‘i‘m'ﬂ'}\iﬂﬁﬁlLL@%Q’]’MIuﬂ’]ﬁ‘

v
o

= &
LIHUATIL

2.2 Baseline physical
behaviors such as eye
contact

Wqﬁmwm\‘imﬂﬁugmlfﬁu ng

AU
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2.3 Others

4'
21

3. Interaction

aw o o
msU)aNAuE

Note

3.1 Interactions between
participants

nsUfdniusszndnegiide

3.2 Interactions between
participants and

researcher nisufjdusiug

FEMINHFINIABUATINIAE

3.3 Non-verbal
communication

N7ARANTULILATAUNNEN

3.4 Certain behavior
such as conflict,
collaboration, and
decision-making

N ANgINL9RL Y N9dRuLN,

n139aNie, nesindula

3.5 Others

=
T

4. Critical reflection

nnadeauAANANATY

Note

4.1 The researcher’s
role as the mediator in
the session

v a o % v
unumeesdniduluguzguenld

Tuasail
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4.2 The quality of the
given DA mediation
prompts

AnsNIWIaIALan L il

4.3 Impressions

Anulszivla

4.4 Thoughts

ANAR

4.5 Feelings

AYNGAN

4.6 Biases

AAR

4.7 Concerns

ANNTINIA

4.8 Unanswered
questions

° Aoy yyo
Aol lfA ey

4.9 Corrections of
misunderstandings in
other parts

nsuilaranudnlatinlugaudug

4.10 A tentative
phenomenon and
reasons to support

dsngmeninduldifuazvana

aduayy

4.11 Plans for future

wuN1sluaNAR

4.12 Others
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Adapted from

Phillippi, J., & Lauderdale, J. (2018). A guide to field notes for qualitative research:
Context and conversation. Sage Journals, 28(3), 381-388.
doi:10.1177/1049732317697102

USC Libraries. (2021). Research guides: Writing field notes. Retrieved from
https://libguides.usc.edu/writingguide/fieldnotes
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APPENDIX Q
Students’ Diaries

@ = ¥ a @ 9
UUNNFAENDUAAUABIUNAN TN

Week Date

=b-

Alpniin 544

Pseudo name

UNANH A

Directions: Please answer the following questions

Aduas: nfgmﬁmuﬁ'}mwi@"lﬂﬁy
1. What academic words have you learned today? What are their meanings?

o d’lv =2 v o o Lo ¥ ' o A g '
‘Juuuﬂﬂﬂ‘]ﬁl”ﬁ,ﬂL?ﬂuﬁqﬁ‘WV]Qﬁ]”lﬂW?‘ﬂZiﬁ‘U%‘i LLm@xﬂWNﬂQWNﬂNWHQ”Iﬂﬂ’N%‘

2. What do you think about the vocabulary learning strategy employed today?

o = = | : ¢ o o oal o &
uﬂﬂﬂ‘iﬂ’]ﬁﬁﬂﬂWQbLiﬁ]ﬂﬂﬂﬂVlﬁﬂﬂiL?ﬂuﬂqﬂWVW]sL‘ﬂuQuu

*3. How has group dynamic assessment helped you learn academic vocabulary today? Please

explain and give some examples

NMINAABLILATUNNIFBUNLLINGNTa e N AN FRuA AT n1s ludutiasinglaing
nunesLNeELazenseegtsEnay

4. What problem did you encounter in today’s learning? How did you solve it?

fuildnAnswuymerlslunisBauwing dnAneudladywednsls

5. How do you feel about today’s learning? Why?

o K R 1 1 a o d’l
inAnfanedielasianisFanluiuil mazvela

* o a o L4 al [
NNELUB) TunisvinnsnagaunaIunIssauLLLLAg? AN luda 3 wlasutlu

3. How has individualized dynamic assessment helped you learn academic vocabulary
today? Please explain and give some examples

NNIVARDLNANLNITEAULLILLAENT 8N ANE Fe WA AN N1 s I uiasinglarTg

nunesLNELazENsetiNgsEnay
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APPENDIX R
Attitude Questionnaire

WUURAUDINNABAR

The attitude questionnaire is for investigating the participants’ attitudes toward the use
of dynamic assessment model to enhance English academic vocabulary knowledge
Lmum@umuﬁﬁLﬁlaﬁﬂmﬁﬂumﬁmmﬁéquﬁﬁﬂﬁﬁﬁi@mawmmummummamﬁfaﬁwmmmg”ﬁ’ﬁu
ANANYINN NN TR LTINS

Directions: Please read each statement and put v in the right box that is true to
you

Aizuas Tsasudanilunsazdauazyinieiamsng v adudemnaaniianuansnily
q34
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Additional comments / daAnifiuifisifia
1. What do you like about using group dynamic assessment to enhance English

vocabulary knowledge? Please explain and give example(s)

'
a o

azlspadantinAnegaslunimageuNaIUNIIAEULLLINAN NG WA A3 TINIg ngaun T

WRHALATENFIRE NS
1 2 3 4
. . Tadiudiu | ety | iu Wi
AR ABAINA o % % %
nIEl nIEl nIEl nIEl
LLRNER LLRNER
1. | I like learning English academic vocabulary

through group dynamic assessment.
FuraUFEUA AN SN HERTINIIAENITNAGEL

mmummammumﬁm

2. | | think group dynamic assessment enhances my
English academic vocabulary knowledge.
NIINAFBLNATUNIIADULLILNGNTIERENWIAINTAN AN

MENSINOHTITINTVRIAU

3. | I like group dynamic assessment because of the
assistance from the teacher.

FUTALNNINAABLILAUNNIAAUNLLINGNINTIZIN AT

AYINTILNRBANEABY

4. | | like group dynamic assessment because of the
assistance from peers.
FUTALNNINAABLILAUNNIADUNLLINGNINGIZIN AT

ANNTRENARAININ AN AL

5. | While I am taking group dynamic assessment, |
think the teacher can correctly assess my ability
to learn academic vocabulary.
TuszninadudnI N IMARALNAUNNTABULLILINAN 31

Anna1a9eaNNNTU s RNANNANNT TN TeY

AANYRIIN98sdulAatiNagnFia

6. | | feel comfortable while taking group dynamic
assessment.
FufanaunglasnizidndaninnIImMARa LA UNNIABULLL

naa




@ @ [~
. . laiviu | laiuiu | iu
) dannu . . .
Aael Aael Aael
LLEREER

WY
Al

asn9Eq

7. | Studying in a group helps me learn academic
vocabulary learning easier.

= o o o o e &
ﬂ’W?L?‘E]uLﬂuﬂQN‘H'JEIIMQ%L?‘EMQWﬂ‘WV]QTWﬂ’]N’W‘H%

8. | I learn academic vocabulary from the other
students in the group.

FuitufAAnRansaninAnsauaulunguisau

9. | I am confident in expressing my thoughts in the
group.

FuriulanazianInNAR BT WA NgNITE

10. | I like individualized dynamic assessment.
ﬁumaumammmummummammmﬁm

2. What do you dislike about using group dynamic assessment to enhance English

vocabulary knowledge? Please explain and give example(s)

'
a o

azlspadentinAne ligasulunimaseunaIun e uLLLNGN N WA A3 In1g ngaun T

WRNALAZENAIREN

-3. What are your additional suggestions?

TRLAUD UL LAN

mauqmﬁm%’umimauLn_l‘uﬂ'aumu
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APPENDIX S
Semi-structured Interview Protocol

LUIAIAINNILASIRSIY

The semi-structured interview protocol is to investigate the participants’ gain
from learning academic vocabulary through dynamic assessment and their
attitudes toward dynamic assessment.
wmonuislasairaiiedimals lemiasnsSaum ABenisiiunimageuuuLnashivediou

FRtuaziruARIa9TINIA NN FaN AR LLLLNATR

ANDH

1. Have you taken dynamic assessment before?
UnANEALFINNII AR LKA UN TAWTE L4l

2. Please describe what you did during group dynamic assessment?
TsnasunedntinAnveslslunimageunaiunisaeuiuungs

3. What do you gain most from group dynamic assessment?
unAnelAszTamiazlsannimegesnaiunisaeuuuLngs

4. Please describe the kinds of feedback and assistance that you received from the

teacher and peers. Which one is useful, and which one is not useful to you?
TusmesLnednEurnMIReUNALLA NS Tae AR T AnE IdT A neanstuaziien woylwfis

Useeelua uun v lifdusstenimednAne

5. How does group dynamic assessment differ from other vocabulary learning

techniques that you have learned?
ﬁﬂﬁﬂmﬁmdﬂmimm@uLL1_|1_|Nmumammmun@:uLermm"mfnnﬂmﬂﬁmmiﬁﬂuﬁ’]ﬁwﬁ%ujﬁﬁﬂﬁﬂm

Faunneeels

6. How did you feel during a group dynamic assessment?

inAneFanedelssianimagaunaiunsseBLLLINgH

7. How did you feel during an individualized dynamic assessment?

inAnuFAnatelasian1smaseLnaIuNITAULLLLAEN

8. What are your suggestions for improving dynamic assessment?

TnAnEIe8NLUEHNe L NN MUNININ ARBLNENLNTED U
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APPENDIX T
Pilot Study

A pilot study was conducted to examine the effectiveness of the instruments,
to determine the feasibility of administering the research, and to make appropriate
adjustments before the data collection took place. It included piloting the adapted
academic vocabulary test, the pretest (delayed posttest) and immediate posttest, and
DA tasks.

1. Piloting the Adapted Academic Vocabulary Test

The adapted academic vocabulary test, as a screening instrument, was piloted
with 60 students from the same educational context. The results were used to find the
test reliability and the means of difficulty and discrimination indices of the adapted
test. Since the test was adapted from Academic Vocabulary Test (AVT) (Percorari et
al., 2019) and maintained the cluster format, it followed the AVT to use Cronbach’s
alpha and KR-20 to find the test reliability. The results of piloting showed that
Cronbach’s alpha of the ten clusters was 0.81. The KR-20 of the 30 items (ten clusters
x three items) was 0.84. These reliability estimates were considered appropriate as it
was above 0.7 (Kline, 1999). The difficulty index and discrimination index were
calculated from the 30 items because the calculating scores must be 0 and 1. The
results revealed that the difficulty index mean was 0.40 and was in the acceptable
range of 0.3-0.7 (Bachman, 2004). The discrimination index mean (point biserial) was
0.34 which was above the desirable value of +.03 (Henning, 1987). It must be noted
that the discrimination index of each item was the corrected item-total correlation of
each item shown in SPSS, and the mean was the average of the 30 discrimination

indexes combined.
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2. Piloting the Pretest (Delayed Posttest) and Immediate Posttest

Piloting the pretest and posttest was to determine the internal reliability of
each test and the equivalent forms between the two tests. The tests were piloted with
students who shared a similar background with the participants. They were non-
English major students who were about the same age, studied at the same campus, and
took the same basic English foundation course. 30 homogeneous students were
randomly assigned to two groups. Each group consisted of 15 students. The pretest
was piloted with the first group, and the posttest was piloted with the other group. The
reason why two different groups of students were used was that they allowed the two
tests to be piloted at once, which was time-efficient for the research process. To
determine the internal consistency, Cronbach’s alpha was used, and the reliability
estimates of the pretest and posttest were 0.59 and 0.71 respectively. Although
Cronbach’s alpha of the pretest was a little low, Kline (1999) said that values below
0.7 can be expected for psychological constructs. To determine the equivalent forms
between the two tests, the independent sample t-test was run to examine whether the
tests generated a significant difference in the mean scores between the two groups
(Toprak, 2019). The result showed that the mean scores were not different as the p-
value was 0.91 (p > 0.05). This implied that the pretest and posttest were equivalent in
their difficulty since they did not yield a higher or lower mean score in any group.
3. Piloting the DA Tasks

The four DA tasks, namely the morphology task, the part of speech task, the
guessing meaning from context task, and the sentence writing task were piloted with
four students who were from the same university campus and were nearly the same

age, although their academic vocabulary scores from the adapted academic
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vocabulary test were higher than those expected from the participants of this study.
The pilot study was conducted to examine the feasibility of administering them before
the data collection began. Thus, the DA regular and transfer tasks of the four DA
tasks along with their mediation prompts were trialed to match the students’ learning
and to examine support that may be needed during the DA sessions. Also, the
researcher tested the prepared recording instruments including the video and audio
recorders to ensure that they were adequate and produced high-quality recordings. In
addition, the researcher practiced giving verbal report probes after items in the DA
tasks. After each task, the pilot students wrote diaries, and the researcher wrote a field
note and expanded it soon after the task. As a result, the pilot of the DA tasks helped

the researcher prepare to run the DA tasks for subsequent data collection.
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