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Abstract

The present case study reports on an innovative teacher training course with 14 Iranian senior
undergraduate student teachers majoring in Teaching English as a Foreign Language (TEFL).
The course was developed after a Competency Based Teacher Education theory (CBTE) to
assess student teachers’ practicums via three sources (i.e. self, peer-group and teacher
educator) and based on the Teacher Observation Instrument (TOI). The aim was primarily to
see if there was congruence among the three sources in assessing student teachers’
performance and secondly to know what the attitude of the course participants was towards
the course and three modes of assessment. Pearson Correlation showed peer group assessment
relatively congruent with both teacher educator assessment and self-assessment. The results
from semi-structured interviews with student teachers showed that they favored peer group
and teacher educator assessment more than self-assessment and that the course made them
teach more reflectively.

Keywords: competency, peer group assessment, self-assessment, teacher educator’s

assessment
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Introduction

Although teaching practicum is congruently viewed as a core element in
teacher preparation courses, the issue of its assessment has always been a challenge.
Teaching practicum is a multidimensional activity involving student teachers,
cooperating teachers, university supervisors, administrators, and students (Gan,
2014). It plays a major role in bridging theory and practice and more importantly
offers the context for student teachers to develop their personal teaching competence
(Smith & Lev-Ari, 2005).

Measuring the performance of student teachers is a major concern in
teacher training courses. Assessment may negatively influence their performance
and make them anxious about the way they are assessed, which results in a poor
teaching performance and negative evaluation by the teacher educator (Canh, 2014).

Although assessing teachers’ practicums has always been a complicated
process, using different sources of assessment based on explicit criteria can result in
a more reliable judgment (Dochy et.al., 1999). Application of multiple sources for
assessment can therefore contribute to a fairer evaluation which is what Somervell
(1993, p.227) defines as “a more democratic approach”; the approach is also claimed
to help the achievement of learning autonomy since self- and peer-assessment can be
considered as complementary learning tools to teacher assessment (Dochy et al.,
1999; Gale et al., 2002; Hanrahan & Isaacs, 2001; Segers & Dochy, 2001).

Given the need for more democratic teacher training courses, the researcher
was intrigued to answer the question if employing different sources can lead to a
more congruent assessment result. To respond to this question and know if an
assessment-oriented teacher training course with a criterion-based practicum
observation instrument can lead to congruent assessment results and consequently a
more reliable evaluation, the researcher in the current case study took advantage of a
course based on CBTE and three sources of assessment, self-, peer- and teacher

educator assessment.

Review of the Literature
The literature on the congruence of assessment from several sources such
as self, peer and teacher assessment has been well documented. Nonetheless, most

of the research has centered on assessment of students particularly their productive
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language skills, writing essays and oral presentations (e.g., Cheng & Warren, 2005;
Langan, et al., 2008; Matsuno, 2009; Patri, 2002; Saito & Fujita, 2004).

Student teachers’ performance, on the other hand, is an ill-defined area
(Deering, 2011). Very few studies, to the best of the author’s knowledge, have paid
attention to assessing student teachers using various sources and criterion-based
frameworks. Almutairi and Shraid’s (2021) research, for instance, dealt with
assessing high school teachers’ performance through four sources: heads of the
department, self, peer and student. Their study showed a significant difference
between the internal sources considering instruction, assessment, management,
student, interaction, and cooperation. For instance, students assessed their teachers’
instruction higher than the teachers themselves and peer-teachers judged their
colleagues harshly. Peer evaluation was found to be more accurate than teachers’
self and head of department evaluation. Teachers’ self-evaluation was more accurate
than the head of department evaluation. In another study, Al-Mutawa and Al-
Dabbous (1997) observed 36 competencies in five categories of components such as
personal qualities, linguistic knowledge, inter-personal relations, planning, and
implementation to assess 34 Kuwaitian student teachers. The assessment of
teachers’ practicum resulted in a significant correlation between all categories of
competence.

The issue of student teachers’ view and their satisfaction about being
assessed was the focus in Merg’s (2015) research. His qualitative results revealed
that student teachers saw planning-preparation, general organization, and university
supervisors as the best performance measures and peer teachers, writing observation
and reflection reports, and evaluation by cooperating teachers as less effective. His
quantitative findings showed a significant difference among the criterion measures
for assessing teaching practicum. Assessment by the cooperating teachers was found
as the weakest measure both on his survey items and during the interviews. The
survey items in Merg’s research failed to cover teaching competences and mainly
targeted the sources for collecting information: reports from cooperating teachers
and peer teachers, university supervisors and the organization. His results were not
consequently easily transferable to other contexts as the evaluation of student
teachers’ practices were not based on the teaching competences in general.

Kili¢ (2016) is one of the rare researchers who used various sources and
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criterion-based assessment forms to know the level of agreement among teacher, self
and peer. While there were no significant differences between teacher- and self-
assessment ratings, peer assessment was found to be significantly higher than the
other two modes. The researcher justified higher peer-ratings through the common
summative assessment approach within the context of study. Contrary to Kili¢’s
(2016) case study which was on 15 teachers, Oren (2018) investigated the
correlation between the three sources of assessment on 203 pre-service science
teachers using a similar assessment-form with twenty-five teaching abilities. Self
and peer assessment in her research showed a moderately high correlation and
significantly higher than the teacher scores.

Overall, studies on the congruence of self, peer and teacher assessment are
relatively few (Oren, 2018) and the existing studies have resulted in controversial
findings. While there is consensus on promoted reliability and validity of assessment
when various forms are utilized, there are very controversial findings in the
literature about their congruence and attitudes towards them. While Teacher
assessment correlates with self-assessment (e.g., Kili¢, 2016), it correlated higher
with peer-assessment in some other studies (e.g., Oren, 2018). In general, the
literature on teacher and self-assessment has shown more controversial results than
on teacher and peer-assessment. Several reports, e.g., Patri (2002), Ross (2006) and
Saito and Fujita (2004), have shown a low correlation while some other studies (e.g.,
Oldfield & Macalpine, 1995) revealed a significant relationship between teacher and
self-assessment. Ross’s (2006) review article indicated the students’ highly
consistent rating in self-evaluations, but much less reliable with other measures and
sources (e.g., test scores, teacher ratings or peer ratings). These controversial results
highlight the need for further research. This study, hence, aims at the congruity
among three assessment modes in a CBTE course using an instrument designed

based of the pre-defined competencies and teaching criterion.

Competency Based Teacher Education

Many teacher education programs have defining characteristics which lean
toward one of several theories: behaviorist or competency-based, outcome-based,
humanistic, and developmental theories. The heydays of the Competency Based

Teacher Education (CBTE) programs were in the 60s and 70s. CBTE has its roots in
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behavioral philosophy but persisted into the twenty-first century (Ducharme,
Ducharme & Dunkin, 2017). While many of the Outcome-Based teacher education
programs focus on learners and the program outcomes, the traditional teacher
training programs aim at assessment based on entry requirements, hours of
classwork and homework and written examinations. CBTE takes instructional
processes into account and focuses on public observable performance. It heavily
relies on assessment of performance against a clear set of criteria (Houston &
Brown, 1975).

The literature uses the terms competency and performance indiscriminately
(Gillie, 1974). Teaching activities comprise many individual competencies varying
from very general activities like writing or verbalizing a philosophy of vocational
education to more specific activities, such as demonstrating a manipulative
skill'(Field, 1979). Learning is strongly influenced by assessment; therefore, CBTE
can be more successful when the assessment program is also based on competency
(Birenbaum, 2003). The main goal of competency-based assessment is to assess
students’ ability to perform professional tasks according to specific criteria
(Gulikers, et.al., 2010). Before the students tackle learning tasks, they should
therefore be provided with clear assessment criteria which are often formulated as
competencies and seek what the students are able to do (Crossley & Jolly, 2012).
Lurie (2012) advised the language of these competencies to be prescriptive (e.g., “to
be able to communicate properly”) rather than descriptive since it integrates
knowledge, skills, and attitudes. Hence, the present teacher training course was
designed based on CBTE with multiple modes of assessment based on a set of pre-
established prescriptive criteria. The researchers aimed to know if the course could
reveal congruence amongst the assessors and consequently more effective teaching
and learning how to teach.

Despite the existing models and the plethora of research on alternative
forms of assessment of the students-teachers’ practicum, not many researchers have
paid attention to both the integration of several sources and implementing them into
a CBTE. The current study, however, aimed to employ three modes of assessment,
i.e., teacher, peer and self in a criteria-based assessment teacher training program. In
other words, student- teachers were engaged in a program in which their practicums

were assessed by teacher educator, peers and themselves based on a Teacher
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Observation Instrument (TOI) comprising 41 competencies. The course instructor
asked them to observe their peer’s instruction, reflect on it, give interactive oral
feedback and learn how to teach more efficiently through using alternative modes of
assessments. Effective teaching competencies in the TOI for the current study were
elicited from Harmer (2007). This paper also used the term peer-group assessment
interchangeably with peer-assessment since the mean of all peers for every
practicum was computed for more convenient analysis. The following research
questions were consequently raised.

1. How do peer-group, self and teacher educator’s assessment of student

teachers’ practicums relate to each other?
2. What is the attitude of student teachers towards peer-group, self and teacher

educator’s assessment in a competency-based teacher training course?

Method
Participants

The present case study recruited 14 English as Foreign Language (EFL)
senior undergraduate student teachers (5 males and 9 females). For brevity, student
teachers will be referred to by the acronyms ST1, ST2... ST14.They were selected
based on convenience sampling and from an English Language Teaching
Department at a state university in Iran. With no prior teaching experience, they had
willingly enrolled in the teacher training course and consented to participate in this
research which indicated their strong motivation. They participated in both
quantitative data collection (questionnaires) and qualitative (semi-structured
interviews) phases.

The researcher was designated by the university to be the course instructor.
Aged 38, with 15 years of experience as EFL teacher and 5 years as teacher trainer,
she led the course through both teacher training and the research process. Ethical
issues were handled through the debriefing session which was held before the
course. The participants were informed that pseudonyms were used to protect their
privacy; the course was not a mandatory course in the students’ curriculum, and they
were free to resign from the course, the research or even both. The participants were
initially 16 but two of them resigned from the research halfway through the study

and their data were not employed. The participants were also assured that their data
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would be strictly kept confidential and restricted to the study.

Procedure

The present case study encompassed five phases: teacher training, planning
and preparation, practicum, multiple-assessment, and course evaluation. These
phases are also illustrated in Appendix 1.

The first phase of the study was educating student teachers in an overall
360 minutes (4 sessions of the course) with a focus on the main competencies for a
successful teaching of language skills based on Harmer (2007) (See main themes in
Appendix I). The educator posed What, Why and How else questions to elicit the
responses from the participants and came up with a list of criteria for more effective
teaching; for instance, “don’t teach too fast or too slow.”, “have clear instruction.”.
In addition to teaching the main competences, in this phase, the researcher
developed a list of dos and don’ts for effective teaching.

In the second phase, the participants were given a twenty-day preparation
gap in which they were demanded to select, plan and practice a lesson to teach. The
selection of the content to teach was opted by the participants but was checked and
supervised by the teacher educator. They had access to the DVD of the actual class
demonstrations (Harmer, 2007) and were required to watch them as models of good
teaching practices prior to their own practice. In this phase, the researcher/course
educator developed the TOI based on the list of criteria/competencies that had been
taught in the first phase.

The third phase of this research gave an opportunity to each student-teacher
to teach one or more activities (reading, writing, listening, speaking, discussion,
conversation, vocabulary, pronunciation) from the international English books. They
had access to the supplementary teachers’ guidebooks.

In the assessment stage (fourth phase), which occurred immediately after
each practicum, student teacher, peers and the teacher educator simultaneously
assessed the practicum via TOI. Self, peers and teacher educator assessment was
conducted after every teaching from the fifth to thirteenth session of the course.
None of the ratings (self, peer, or teacher) could influence the other modes since no
one was aware of the feedback from other sources. This multiple-assessment phase

was followed by ten-minute feedback exchanged orally on each practicum. The
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teacher educator and student teachers shared their thoughts when the TOI ratings
were collected.

If no feedback was voluntarily produced by the peer-group in the
assessment phase, the teacher educator asked what, why and how else questions on
the criterion in the TOI, for instance “What do you think about her/ his pace of
teaching? Why do you think she asked the question.....? ", “How else could she teach
the vocabularies?” To respond to the first research question, the ratings from the
three sources were compared and correlated.

For responding to the second research question, all TOIs were assigned to
each participant at the end of each session so that the student-teacher could compare
the ratings from all sources and reflect on their teaching by comparing different
modes of assessment. In the last phase of research (Evaluation in Appendix I), semi-
structured interview and attitude questionnaire were used to collect data and
discover the attitude of student teachers towards a CBTE course with multiple
modes of assessment. All the interviews were audio-recorded and transcribed for

further analysis.

Instruments

Teacher Observation Instrument (TOI). TOI was developed by the
researcher with 41 statements targeting different criteria/competencies such as
appropriate teaching pace, classroom management, asking questions, assigning
enough wait time, creating fun, implementing audio-visual sources, using body
gesture, teachers’ movement, using eye contact and repetition. Appendix II shows
the instrument with 41 statements which targeted 41 competencies. In this article,
the words criteria and competencies are used interchangeably. The student teachers
were required to read each statement with 5 possible ratings, strongly agree, agree,
no idea, disagree and strongly disagree, and indicate their opinion about each. They
assigned the highest rate of 5 by selecting strongly agree and the lowest by choosing
strongly disagree.

The competencies for language teaching were adapted by the researcher
from Harmer (2007). Since the book had been taught in the teacher training phase of
this research, the researcher could ensure that the participants were familiar with the

technical terms in TOI. The items were written in English since English was the
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medium of instruction and interactions along the course and the student teachers had
mastery on it. TOI only concentrated on student teachers’ teaching practice inside
class. Their outside- class competencies such as material development, teacher’s
relationships with the school, family and society were not taken into the researcher’s
account due to practicality issues and time limitation.

The instrument was checked for its validity through expert judgment and its
reliability through Cronbach’s alpha. Prior to its implementation, TOI items were
piloted by two more experienced teacher trainers as the field experts and were
modified by the researcher. Also, in line with Howell (2002), the researcher in this
study estimated reliability of the TOI through Cronbach’s alpha for inter-rater
reliability of all the 15 measures (student teachers’ and teacher educator’s
assessments of practicums). Cronbach alpha revealed the value of .87, which
suggested a high inter-rater consistency for TOI.

Attitude Questionnaire. This study employed a researcher-developed
attitude questionnaire with four-point rating scales for sixteen statements to explore
the student teachers’ attitudes toward the course in general and peer, self and teacher
assessment in particular. The items targeted helpfulness of each assessment mode,
learning opportunity each mode could provide, attitude to reliability and congruence
of each mode as well as oral comments and interactive feedback. The questionnaire
was validated by two expert judges in the field and improved in wording and
content. It gained a relatively high reliability estimated by Cronbach's alpha (r=.74).

To the best of the researcher’s knowledge, the literature did not document
any questionnaires on student teachers’ attitudes towards a teacher training course
which incorporated all modes of assessment employed in this study; hence, the
researcher had to develop an instrument for the purpose of this research. The
development of this questionnaire, however, was informed by McMillan (2001), and
Sadeghi and Abolfazli Khoni (2015).

Interview Questions. To answer the second research question more
qualitatively and triangulate the data collected through attitude questionnaire, a
semi-structured interview (Appendix III) was also conducted. It consisted of nine
open questions to elicit the student teachers’ opinions about the use of multiple
assessors and the CBTE course. More specifically, questions 1, 2 and 3 were asked

to collect data on the congruence of different modes of assessment in the course and
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questions 4, 5, 6 and 7 to elicit the student teachers’ attitude towards the CBTE
course and its features. The whole interview was held in English and in the last two

sessions of the course.

Data Analysis

Both qualitative and quantitative data analyses were used to answer each
research question. For the first research question, correlation analysis was conducted
on the data obtained from TOI completed by student teachers, their peers and the
teacher educator. For the second research question and to know the attitude of the
course participants towards using multiple assessors and competency-based
assessment, the researcher benefitted from frequency analysis of the data gained
through administering attitude questionnaire. To respond to both research questions
qualitatively and triangulate the data collected through TOI and attitude
questionnaires, the content of the transcribed semi-structured interviews was
analyzed based on Corbin and Strauss’s (2008) theoretical comparative method. In
other words, the data were collected through theoretical sampling or pre-established
concepts (i.e., congruence, fairness, and attitude in this study, See Appendix II).
Each incident of the concepts in the transcribed data was compared with other

incidents to find similarities and differences.

Results

To address the first research question and to find the congruence between
every two assessment modes and in order to do correlation analysis on the collected
data from the TOI, the Statistical Package for Social Science (SPSS), 19th version
was utilized. Prior to that, however, descriptive statistics, such as mean and standard
deviations were calculated for the assessment scores from the three sources. Table 1
shows the mean of the assessment scores based on TOI from each of the three
sources. Teacher educator had the lowest assessment score for practicums while
student teachers had the highest mean score when they assessed their own

performance.
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Table 1

Descriptive statistics for self-, peer group- and teacher assessment

Assessor Mean Std. Deviation N
Teacher educator 143.4 24.94 14
Self-assessment 168.3 20.92 14
Mean of all peer-groups 165.9 12.89 14
Mean of all modes 159.2 14.94 14

The teacher educator’s mean score to all the student teachers’ practicums
was 143.4. Student teachers’ mean score on peer-assessment and self-assessment
were closer to each other (165.9 and 168.3 respectively) but higher than the
assessment from the teacher educator.

Besides descriptive statistics, to fulfill the requirements of performing
parametric correlations and respond to the first research question, Multiple
Scatterplot (Appendix IV) was run for checking assumptions of linearity and
normality. It showed that the linearity assumption was met for teacher educator and
peer-group as well as peer-group and self-assessment correlations. The effect size,
for both correlations, was large with a fairly wide CI (R*=.33, CI=95%). The third
relationship between self and teacher educator assessment, however, was not fairly
linear and the associated effect size was found to be small too (R2=.009, CI=95%)).
Consequently, to respond to the first research question, Bivariate Pearson Product
correlation was run for the first two comparisons while for the third comparison (self
and teacher educator), nonparametric Spearman Correlation was employed. Table 2

represents the results of the three correlations.

Table 2

Correlations between peer-group, self and teacher educator assessment

Teacher educator ~ Peers’ mean self
Pearson Correlation 1 57
Teacher educator Sig. (2-tailed) .03
N 14 14

Pearson Correlation 1 S5T7*

Peers’ mean Sig. (2-tailed) .03

N 14 14
Spearman's rho -.037 1
Self Sig. (2-tailed) .899

N 14 14
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As is shown in the above table, peer-group shows a moderately significant
correlation with teacher educator’s assessment and with self-assessment (for both
comparisons r = .57, n = 14, P < .05). There is no positive correlation, however,
between self-assessment and teacher educator’s (r = -.037, n = 14, P < .05),
measured through Spearman’ rho correlation coefficient due to the violation of
normality assumption. Semi-structured interview revealed similar results on the
congruence of teacher educator and peer-assessment but different results on self-
assessment and teacher educator’s. Except for ST11, all student teachers believed
that assessment by their peers based on the checklist of competencies through TOI
was similar to the teacher educator’s assessment. Despite peer and teacher
educator’s congruence, the participants’ opinions in the interview did not confirm
the non-significant correlation between self and teacher assessment. Except for three
(ST7, ST9 and ST13), all the student teachers believed that their self-assessment was
similar to the teacher educator’s. ST7 explained in the end of the course interview
why his assessment did not match with the teacher educator’s and why he had
overrated himself, “Having regarded grammar as one of the most demanding
components of language to teach, I overrated my teaching practice. I thought I
deserved a high rating since I had selected a tough language skill to teach.”

To find the answer to the second research question, the percentages of
student teachers’ responses to the four scales of the attitude questionnaire were

calculated. Table 3 illustrates these results in the following.

Table 3

Percentage of student teachers’ attitudes toward peer-group, self- and teacher assessment

Very much  very little or
Or Much %  Not at all %

Items

Attitude to peer-assessment

1. My peers’ assessment helped me to analyze and review my

teaching. 100
11. I liked it when I knew based on what criterion my peers

92.1
assessed me.

Attitude to assessing peers

5. Tliked it when I could assess my friend’s teaching practice. 100
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6. By assessing my peers’ practicums, [ learned teaching skills
better.

14. I liked it when I could express my opinion about my
friends’ teaching orally.

15. T liked it when I could express my opinion about my

friends’ teaching on paper.

Attitude to Self-assessment
3. I'learned when I assessed my own teaching.
4. 1 liked assessing my own teaching practice and scoring

myself.

Attitude to teacher educator’s assessment
2. The teacher’s assessment of my practicum and my peers’

helped me.

Attitude to reliability of each mode

7. My peer student teachers’ assessment of my practicum was
reliable.

8. As an assessor, I was reliable when I assessed my peers’
teaching practice.

9. The teacher educator assessment was reliable.

Attitude to multi-modal assessment congruence

10. 1 found the teacher’s comments and assessment on my
practicum similar to my friends’.

12. The teacher’s comments and assessment about my teaching
were similar to mine.

13. T liked it when I could see and compare my teacher’

assessment with my friends’ assessment.

16. Overall, I like the course.

100

100

71.4

92.9

92.9

100

100

78.6

92.9

78.6

100

71.4

64.3

As Table three reveals, the majority of the participants liked all the

assessment modes in the course except for its self-assessment. In general, all of the

student teachers liked the course very much or much (item 16). Six more items (1, 5,
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6, 14, 8 and 9) showed a consensus of 100% of the participants. More specifically,
all the participants in the course were interested in how peers assessed their
practicums (item 1). They all liked to critically assess their peers through oral
feedback and believed that they had learned better (items 5, 6 and 14). Only two
participants didn’t like filling in the TOI after every practicum and reported in the
interview that they found the process trite and boring; however, they enjoyed
assessing their peers through giving oral feedback and sharing it with the course
instructor (item 14).

In contrast to peer and teacher educator’s assessment, items on self-
assessment showed participants’ negative attitude; the majority of participants had
learned very little from their self-assessment and liked assessing and scoring their
own performance very little (71.4% and 64.3% respectively for items 3 and 4).
Despite the participants’ negative attitude to this mode, most student teachers found
multiple modes of assessment congruent (items 10, 12, and 13); only one participant
didn’t find his self-assessment similar to the teacher educator’s assessment (item
12).

The results on these items in the questionnaire were also supported
qualitatively in semi-structured interview. Thirteen student teachers reported in the
interview that peer assessment on their practicum was fair, although they did not
accept it to have the lion’s share in their final rating. They believed that they
required more training on peer-assessment prior to the course and that it could not be
impartial due to student teachers’ subjective assessment. In a similar vein, two
student teachers explained that they tended to avoid the lowest scale of TOI because
they did not want to hurt their peers’ feelings.

When the interviewer asked the participants about their attitude towards
competency-based assessment and being assessed based on TOI, they expressed
their interest because competencies made the goal clearer from scratch and could
provide them with more convenient quantitative measurement scales, which they
assumed resulted in fairer assessment of their peers’ practicums. Nevertheless, the
course attendees thought if they had delivered more teaching practices and had been
assessed more than once; they would have improved their subsequent performances
through their prior teaching experiences.

Seven of the participants thought some of the criterion in the TOI could not
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be implemented in assessing their practicum. ST7, for instance, admitted that he
didn’t need to use whiteboard for teaching grammar as frequently as his peers who
had taught reading skills or idioms. To be assessed more fairly, he believed he
should have taught more than once during the course or should have been assessed
through a different set of criterion or different observation scales.

In response to the fifth question of the interview (Appendix III), i.e., what
they liked about the course, the student teachers referred to several features such as
peers’ and teacher educator’s oral feedback, hands on learning in the course,
assessment orientation based on a clear set of criteria, everyone’s engagement in
assessment and great learning opportunities every practicum provided. ST6, for
example, told the researcher, “I liked it when you asked our views on what the
teacher (i.e., student-teacher) had or hadn’t done and what he/she should or
shouldn’t have done.”

The participants in this case study did not show similar attitudes about
implementing self-assessment in overall rating of their practicum. In response to
question 7 (Appendix II), 12 of the participants did not view self- assessment to be
fair or accurate due to being subjective. ST9 admitted, “I am crazy about reading
and enjoyed teaching it especially my selected text. With that passion, I overrated
myself.” ST13 confirmed it saying, “I assessed myself believing that as for the first
experience, I had done a great job. My self-assessment was pretty higher since my

peers didn’t think of my teaching that way.”

Discussion

This case study was conducted based on a well-organized assessment-
oriented teacher training course with the aim to improve student teachers’ reflective
learning through various assessment modes and feedback based on a set of clear pre-
defined competences. It reported the assessment conducted by three sources and
based on a criterion observation instrument.

The results were in line with many other studies (e.g., Longhurst & Norton,
1997; De Grez et al., 2012; Sedumedi & Mundalado, 2012; Kili¢, 2016, Oren,
2018), and could show a statistically significant correlation between teacher
educator and peer-assessment. However, this study showed no relationship between

self and teacher educator’s assessment, a finding which could probably be due to
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participants’ lack of assessment experiences in general and self- assessment in
particular.

Contrary to similarities in procedure and the congruence of various modes,
this study was different from Kili¢ (2016) in the assessment mode with the highest
rating. Peer-assessment in Kili¢’s study and self-assessment in this study were the
highest ratings and in both different from the teacher’s rating. This could probably
be attributed to a distinct set of criteria utilized in assessing teachers’ performance in
the two studies. Competencies required for effective teaching such as
comprehensible expression; effective application; being planned and controlled;
management of time; using body language, gesture and facial expression efficiently
were only a few of the items or competencies in TOI but all the criteria which Kili¢
utilized. Unlike the student teachers in this research, the participants of his study
had both theoretical and practical experience on self- and peer-assessment
procedures. The finding that the self-assessment scores were higher than peer
assessment contrasted with the results reported by other researchers in the literature
(Magin & Helmore, 2001; Rudy et.al., 2001).

Langan et.al. (2008) attributed incongruent assessments to gender effect
with females underscoring their performance. Brown and Harris (2013) associated it
to age with younger participants’ self-assessment being more optimistic, lenient or
generous and less congruent with teacher’s ratings than older participants’. Segers
and Dochy (2001) justified overestimations in self-assessment of one’s performance
by the difficulty of critical analysis of one’s own performance compared to assessing
peer’s performance. Borgmeier et al. (2016) related the cause of inconsistencies in
teachers’ self-assessed use of evidence-based classroom practices to the school
levels (primary, intermediate, secondary).

In addition to the aforementioned justifications for incongruent teacher and
self-assessment, Orsmond et al. (1996) attributed it to criterion for rating
performances which was understood differently amongst students and teachers.
Accuracy of self-assessment can be fostered through clear rubrics and criterion
(Andrade, 2010; Jonsson & Svingby, 2007); however, there are still teachers who
are reluctant to implement self-assessment, even in higher education (Tan, 2012).
This reluctance was what the researcher in the current study could similarly observe

when the course attendees were asked to assess their own teaching performance.
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Inconsistencies of self-assessment and their incongruence with the teacher
assessment were furthermore justified in Dochy et al’s (1999) review article through
more factors such as the time effect, methods for self-assessment and the content of
the self-assessment. The participants in this study revealed some more contributing
factors such as their different perspectives about the nature of language activity and
the difficulty of its instruction, their insufficient teaching and assessment experience
in comparison with the teacher educator. What they seemed to be unaware of was
the opportunity that self-assessment provided them to reflect on their own learning,
as Sadeghi and Abolfazli Khonbi (2015) and Kearney (2013) referred to. Through
reflection and self-assessment, the students can promote autonomous learning as a
valuable aspect of sustainable learning.

Regarding the result related to the participants’ attitudes, while all the
student teachers enjoyed the course and learned from assessment sources,
particularly peers- and teacher educator’s, they liked formative function of
assessment more than evaluative function. They had particularly learned from peer-
assessment and oral feedback in the course but did not like to be rated by their peers.
This could probably be due to the participants’ distrust in their peers as an impartial
and experienced source of assessment.

The participants’ traditional view that assessment should be the sole
responsibility of the teacher educator is in line with the participants’ views in
Ballantyne et al. (2002) and Davies (2000). Despite this attitude, all of the student
teachers in this course perceived that the peer and teacher educator’s assessment had
many benefits in facilitating their learning of a more effective teaching. In particular,
they agreed that their peer feedback based on the clear set of competencies on TOI
could help them in learning how to teach because it involved them in reflection on
their own and their peers’ performance.

The course made teacher-students reflect more on the criteria in the
observation instrument and the way they themselves or their peers taught different
language skills. The teacher educator in this study, by asking interactive questions
orally in the assessment phase, required student teachers reflect before and after they
delivered their own or their peers’ teaching and consequently came up with
alternative ways if they found shortcomings in teaching practicums. The questions

encompassed not only questions of “what the student-teacher did” but also “what
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else he/she could do and why”; they were, consequently, based on all descriptive,
dialogic/analytic, and critical reflection introduced by Schon, D. A. (1983, p. 68) as
reflection-in-action and reflection-on-action based on contextualization of multiple
viewpoints. In line with Cosh’s (1999) reflective approach, peer observation is not
only to judge the teaching of others, but to encourage self-reflection and self-
awareness. The general consensus is that dialogic and critical reflection are more
conducive to development than descriptive reflection alone (see, e.g., Collier, 1999;
Davis, 2006; Jay & Johnson, 2002; Stanley, 1998; Ward & McCotter, 2004; Watts
& Lawson, 2009).

The variety of assessment modes, particularly the interactive oral
assessment, enabled the student teachers to spend time exploring why they acted as
they did and provide alternatives through reflection on their own or their peers’
action. The course could also be in line with Greiman and Covington (2007) and
Yost et al. (2000) who called for multiple, diverse opportunities/modalities for
reflection in teacher-educational courses, including verbal reflection, self-reflection,
and written reflection. In the current teacher-education course, the participants had
the chance to reflect on their own and their peers’ practices and share their thoughts
in plenum and individually on the assessment instrument. Seifert and Feliks’ (2019)
research similarly showed a strong contribution of peer-assessment and assessment
rubrics (known here as criterion-based assessment) to teacher training programs.

Although oral interactive assessment and peer assessment based on TOI
were both reported by all the participants’ to be interesting and helpful, self-
assessment mode was not favored by student teachers as much because, as novices,
they didn’t view themselves capable of self-monitoring and self-assessing. This
negative attitude towards self-assessment in this study was in line with
Wolffensperger and Patkin (2013) but in contrast with Seifert and Feliks (2019) and
Longhurst and Norton (1997). The former researchers found self-assessment
experience of students far from faultless while the latter researchers stated that self-
assessment could clearly help their participants to improve their own learning, as it
focused their' attention on the metacognitive aspects of their learning and effective
self- monitoring. The reason could probably be in the skill under assessment which
in the current research was not only language skills but also teaching skills.

Overall, teacher training assessment courses with explicit criteria for
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effective teaching can, in line with Leshem and Bar-Hama (2008), be used as a
guideline for trainees to identify their own and their peers’ strengths and
weaknesses. The integration of multiple modes of assessment with CBTE in this
course helped the student teachers have a central role in their own assessment and

develop their teaching competencies through reflection and sharing feedback.

Limitations of the Study and Suggestions for Further Research

Despite the valuable insights that the present case study can provide for
teacher education programs, there are several limitations which open new pathways
for further research. Firstly, the small sample size did not allow the researcher to
generalize findings and apply them to the wider population of EFL teachers. It could
not allow the researcher to apply factor analysis and quantitative validation
measures on the instruments that were developed for this research. Further research
can, therefore, be conducted in the future to fulfill this. Another limitation of the
present study relates to its cross-sectional nature and the time constraints; it was
only possible for the participants to carry out one microteaching activity. Giving
student teachers more opportunities to engage in microteaching activities help them
to develop their teaching and reflective skills. It can also provide teacher educators/
researchers with more insight into the prospective teachers’ teaching and reflective
processes. An assessment of long-term professional development would also give a
fairer and less biased evaluation.

More research can be conducted to implement the same features of the
program in this study but to trace the changes in teaching behavior of every student-
teacher over a longer period and probe their long-term professional development.
Last but not least, further studies can include other qualitative tools such as think-
aloud protocols and diaries which might help provide further insight into the student

teachers’ development.

Conclusion

This study was conducted to explore the congruence of three modes of
assessment in a competency-based teacher training course. While peer-group and the
teacher educator’s assessment were more similar, student teachers’ self-assessment

was overrated. Although the course helped the student teachers reflect on their own
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and their peers’ teaching based on a pre-determined set of competencies and a
Teacher Observation Instrument (TOI), they did not seem to be confident about their
own assessment skills.

The student teachers’ overall positive attitude towards an assessment-
oriented teacher training course in which assessment is formatively used for the
purpose of learning rather than simply evaluating can be implemented in teacher
training programs not only for educating EFL teachers but also teachers in many
other fields. The researcher encourages teacher educators to utilize peer-assessment
along with their own assessment of the training practices since their combination can
be valuable as a formative assessment method and hence as a part of the learning

process.
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Appendix I

The phases of the research

Phase Session Course Content
Main themes
1. Teacher Education 1 - Learner differences, traits of a successful
eacher, teacher skills and knowledge,
classroom management
2 - Teaching grammar, teaching vocabulary,
teaching pronunciation
3 - Teaching reading, teaching writing
4 - Teaching speaking, teaching listening
2. Preparation Student teachers ...
(20 day gap) - selected a lesson
- developed a lesson plan
- consulted with the teacher educator
- watched the model teaching practices
- practiced the lesson and got prepared for the
actual practicum
3. Practicum 5-13 Teaching practicums (30 minutes each)
4. Multiple- Assessment 5-13 Assessments through the TOI* (5 minutes
each)
student teachers’ and teacher educator’s
interactive oral assessment (10 minutes for
each teaching practice)
Student-teacher’s comparison of all
assessments
5. Course Evaluation 14, 15 Semi-structured interview

attitude questionnaire

* TOI (Teacher Observation Instrument) which was developed from the dos and don’ts in the

first phase
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Appendix I1.

Teacher Observation Instrument (TOI)

Items/ criteria
SA|A|[NI|SD|D

1 | She/he had a good first impression on the students.

She/he talked clearly about the objective and purpose of the

lesson.

The teacher’s warm up could involve the students and

reveal the purpose of the lesson.

She/he used the instructional strategies and activities that
4 | reflected attention to students’ experience, preparedness, and

prior knowledge.

She/he encouraged a collaborative approach to learning

among the students.

She/he devoted adequate time for every activity (time

management).

7 | The teacher appeared confident in his/her ability to teach.

The teacher’s classroom management style/strategies

8 enhanced the quality of the lesson.

9 The pace of the lesson was appropriate. The teacher had
balanced speed in all the steps of instruction.

10 The teacher was able to “read” the students’ level of

understanding and adjusted instruction accordingly.

The teacher’s questions could enhance students’

understanding/problem solving

The teacher used all sorts of questions including questions
12 | that made the students think on the answer (higher level of

cognition)

The teacher waited enough for the students to answer the

questions. (enough wait time after questions)

14 | The teachers’ questions were clear to understand.

15 | The teacher could engage all the students into the lesson.

There was a climate of respect for students’ ideas and

16 .
questions.

17 Teacher encouraged interactions (student/s with students/s
& teacher with student/s).

18 The teacher used a good warm up, went on to the main

lesson and concluded well. (lesson plan)
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Items/ criteria ° > .
SA NI | SD

19 The teacher used the audio visual resources (e.g. cassette
player, computer,...) very well.

20 Teacher could create fun in the class (a lively class) so that
students learn better.

21 | The teacher had mastery on English (fluency and accuracy).

22 | The teacher had knowledge of the subject matter.

2 She/he used body gestures (e.g. clapping, snapping
fingers,...) to make students attend.

24 | She/he established a friendly rapport with students.

25 She/he did not interrupt nor interfere the students’
activities or responses.

26 | The teacher used variety in his/her tone of voice.

27 The teacher was fair and even-handed in treating with
students.

98 The teacher was aware of what was happening in her/his
class and what the students thought.

29 She/he moved around the class in the right way and the
right time.

30 The teachers’ voice was audible (easy to hear, loud and
clear).

3 The teacher was conservative in energy and breathing (did
not spend too much energy).

3 She/he could rough-tune his/her language at the level of
the students.

3 The teacher used repetition in the right time and
appropriately.

34 | Classroom activities were meaningful.

35 | She/he could personalize students’ learning.

36 | She/he used the whiteboard appropriately.

37 | She/he had a legible handwriting.

18 The teacher’s instructions were clear for the students to
understand.

39 The teacher provided enough examples and exercises for
the lesson to contextualize the lesson content.

40 | She/he used pictures in the book in the best way.

4l The teacher had eye contact with every student. She did not

have a blind spot.
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Appendix 11T

Semi-structured Interview Questions

(Congruence)
After comparing your self-assessment with your peers’ and your teacher educator’s,
1. Did you see the congruence between your self- and peer assessment?
2. Did you see your own assessment in line with your teacher’s?
3. Did you see your peers’ assessment in line with your teacher’s?
1. (Attitude)
4. To what extent do you think peers assessment has been fair to you?
Explain.
5. What did you like or dislike about this course?
6. To what extent do you think your peers’ assessment should be taken into
your teacher’s consideration? Explain your reasons.
7. To what extent do you think your self-assessment should be taken into your

teacher’s consideration? Explain.



36 / A Case Study of a Competency Based Teacher Training Course/ Tavakoli

Appendix IV
Figure 1 Multiple Scatterplot for Self, Peer-group and Teacher educator

meanofalpeersteachereducstor: R? Lirear = 0.323
r;meanofalpeers: B2 Linear = £.333
teachzreducato;meanafalpeers: R2 Lirear = 0.323
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Introduction

Completing tasks in academic discourse communities requires learners to
master the linguistic and discursive norms (Gessesse, 2016). On the other hand,
promoting the novice members’ status in their academic and professional
communities is possible if they publish their research findings in scholarly journals
in their field of study (El-Dakhs, 2018). To this end, familiarity with the generic
construction of academic research articles is instrumental in inspiring and boosting
complete confidence in their research activities (Suntara & Usaha, 2013).

Being informed of the generic conventions enables novice researchers to
adhere to existing writing norms and speed up their alliance with their community
experts (El-Dakhs, 2018; Pho, 2008). These instructional and practical contributions
to academic literacy development have emphasized the critical role of genre analysis
in English for academic purposes (EAP) courses offered to students from various
disciplines.

EAP courses are an indispensable part of the academic curricula, aiming to
bridge the gap between general English knowledge and discipline-specific English
competency of university students (Atai, 2002). Needs analysis research has
highlighted the considerable role of writing skills in the students’ academic literacy
in EAP courses (Atai & Asadi, 2013; Atai & Shoja, 2011; Shahini & Riazi, 2001)
where the goal of the learners is to use English in a particular domain (Paltridge &
Starfield, 2013). Accordingly, writing lies at the very heart of EAP. However, non-
native members of academic communities face obstacles in adhering to the
international editorial board standards (Flowerdew, 2008). Knowing the generic
conventions empower EFL learners to resolve difficulties and comply with the
standard discursive practices.

As one of the important academic genres, a research article abstract serves
as a screening device (Huckin, 2006) for an article to be accepted or rejected and
acts as the primary locus of flaunting the novelty of the research (Hyland, 2009) and
giving a concise summary of a serious academic endeavor (Tankd, 2017).
Considering the critical role of abstracts in determining the ultimate fate of the
manuscripts, various models have been proposed to investigate its move structure
(Bhatia, 1993; Hyland, 2000; Santos, 1996; Swales, 1990) with Hyland’s (2000)

five-move framework serving as a comprehensive one, encompassing introduction,
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purpose, method, product, and conclusion moves (Ghasempour & Farnia, 2017).

All these frameworks have proposed a set of generic principles for the
structural organization of RA abstracts irrespective of discipline. However,
subsequent studies have demonstrated that the structure of RA abstracts may bear
significant variations across disciplines and languages (Kaya & Yagiz, 2020). For
the most part, the focus has been on unraveling the organization of abstracts
concerning the disciplinary or linguistic context. Few studies have compared the
move structure of RA abstracts published in different locally and internationally
published scholarly journals in one particular discipline (Saidi & Talebi, 2021). In a
recent attempt, variations were observed in the organization of the RA abstracts,
even between the local and international journals of applied linguistics, raising the
question of whether there is variation between the local and international venues of
research of other disciplines (Saidi & Talebi, 2021). In this regard, the journals
published by Chabahar Maritime University and Elsevier related to English for
Academic Purposes (EAP) were considered and the move patterns of their abstracts
were compared. The results pointed to the higher degree of generic variations in the
international corpus. To our knowledge, no study has yet addressed this question in
the field of history. Thus, the current study sought to determine whether there were
differences in the generic organization of RA abstracts in journals of history
published locally and internationally. There appears to be no research on the generic
norms that characterize the history of RA abstracts (Coffin, 2002).

On the other hand, patterns of interaction vary according to the disciplinary
and generic contexts (Hyland, 2010). History as “a distinct form of knowledge”
underlines the need for its community members’ repertoire of persuasive discursive
practices (Coffin, 2002, p. 3). It can no longer be considered a factual record of the
past because it has been encapsulated in an explanatory and interpretive form,
relying on specific lexico-grammatical resources to convince readers of the true
value of its narratives (Blanco & Rosa, 1997).

Those novice members yearning to become acculturated in such a discourse
community must master the rhetorical devices and textual tools required to express
their attitudinal stances and simultaneously conform to the specific academic norms
of interaction in their own discipline (Hatipoglu, 2007). A comprehensive model is

needed to unfold the interactional subtleties among the academic community
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members (Fu & Hyland, 2014). In this regard, Hyland’s (2004) notion of
interactional metadiscourse seems to fit as it untangles “the writer’s efforts to
control the level of personality in a text” (p.139) and divulges the author-reader
pattern of interaction. Metadiscourse markers provide the authors with the required
resources to organize their propositions and establish a link with their audience
(Hyland, 2000). They are divided into two major categories of linguistic tools
including interactive ones which enable the writers to connect the presented
statements in a coherent and comprehensible way and interactional ones which
facilitate the formulation of an interaction between the writers and their intended
group of readers (Hyland, 2004).

Previous research has examined metadiscourse markers in various
academic genres, including research articles (Abdi, 2002; Atai & Sadr, 2008;
Hyland, 1996, 2005; Yagiz & Demir, 2015), book reviews (Hyland, 2004; Tse &
Hyland, 2006; Gezegin, 2016; Junqueira & Cortes, 2014), and master and doctoral
dissertations (Akoto, 2020; Hyland & Tse, 2005; Salahshoor & Afsari, 2017;
Samraj, 2008). Moreover, various parts of academic research articles have been
studied, including abstracts (Gillaerts, 2010), introductions (Rubio, 2011), and
discussions (Faghih & Rahimpour, 2009).

Metadiscourse markers, like genre markers, have been scrutinized across
multiple disciplines (Hyland, 2004; Tse & Hyland, 2006) and languages (Gezegin,
2016; Junqueira & Cortes, 2014). Nevertheless, the literature review demonstrates a
dearth of research on the use of interactional metadiscourse markers across the
moves of the abstracts published in local and international history research venues
(El-Dakhs, 2018). In filling this void, the current study further explored whether RA
abstracts in history differ between the local and international journals in terms of the

interactional metadiscourse markers across their moves.

Review of Literature
Genre Analysis of Research Article Abstracts

Abstracts as “major scholastic enterprise” (Seidlehofer, 1995, p.2) allow
the authors to present the synopsis of their academic contribution (Tanko, 2017) and
manifest the novelty of their study (Hyland, 2009). The authors become involved in

the successful commercialization of their research by writing a well-organized
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abstract (Saidi & Talebi, 2021).

Numerous models have been proposed for analyzing the generic
constituents of the abstracts. Swales (1990) identified Introduction-Method-Results-
Discussion (IMRD) moves. Bhatia (1993) put forth another categorization and
considered introducing purpose, describing methodology, summarizing results, and
presenting conclusions concerning the four moves of the abstracts. Santos (1996)
added one move and provided a five-move framework, including situating the
research, presenting the research, describing the method, summarizing the results,
and discussing the results. Similarly, Hyland (2000) presented a five-move model
encompassing Introduction, Purpose, Method, Product, and Conclusion (IPMPrC).

A wide range of studies has attempted to analyze the genre of RA abstracts
in light of Hyland’s (2000) framework. In one study, Saeeaw (2014) conducted a
genre analysis of RA abstracts in environmental science and applied linguistics and
demonstrated the prevalence of the purpose, method, product, and conclusion
moves. Furthermore, Sidek et al. (2016) examined the generic structure of abstracts
from conference proceedings in applied linguistics and linguistics and discovered
that authors emphasized the purpose, method, and product moves. Likewise,
Darabad (2016) compared the RA abstracts in applied linguistics, applied
mathematics, and applied chemistry in their generic constituents and showed the
frequency of purpose and product moves.

Adopting the same framework, El-Dakhs (2018) compared the RA
abstracts published in less prestigious and more prestigious journals in linguistics
and revealed the general conformity of the RA abstracts to the five-move model.
The analysis results demonstrated that less prestigious journals included abstracts
with a lengthier introduction, purpose, and method moves while abstracts in more
prestigious ones focused on reporting the research outcomes in the form of longer
product moves. Saidi and Talebi (2021) conducted a recent study comparing the RA
abstracts published in a local and an international journal dedicated to English for
academic purposes as a subfield of applied linguistics. The findings indicated that
the two corpora frequently used purpose, method, and product moves. Nevertheless,
varied move patterns were found across RA abstracts in the two sets of abstracts.
The existing literature indicates the focus on different disciplines and subdisciplines

of social sciences. However, it appears as though no study has addressed the generic
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norms that govern abstracts in the field of history (Coffin, 2002).

Metadiscourse

Metadiscourse refers to “the interpersonal resources used to organize a
discourse or the writer’s stance towards its content or the reader” (Hyland, 2000,
p.109). It entails a wide range of linguistic features to launch, continue, and finish
the arguments and comply with the audience’s expectations to establish a successful
relationship and achieve the intended interpretation. Metadiscourse resources may
carry textual or interpersonal meanings and forms (Vande Kopple, 1985) and unfold
the patterns of interaction across various contexts (Hyland, 2017).

Textual interactive interaction is concerned with how the information is
organized, and the ideas are connected by employing such rhetorical resources as
transition, frame markers, endophoric markers, evidential, and code glosses. On the
other hand, interactional interaction entails formulating an interaction with the
intended audience and presenting the authors’ assessment of the presented ideas
(Hyland, 2004). The interactional metadiscourse resources reveal “the writer’s
efforts to control the level of personality in a text and establish a suitable
relationship to his/her data, arguments, and audience” reflecting the author-reader
interaction (Hyland, 2004, p.139) and encompass such rhetorical devices including
hedges, boosters, attitude markers, engagement markers, and self-mentions. They
untangle the cooperative framework injected into the text to transfer certain bulk of
information to the readers’ minds (Bal-Gezegin & Basg, 2020).

Drawing on metadiscourse framework, a more significant number of
studies have focused on revealing the interpersonal and textual patterns of
interaction across various academic genres, namely research articles (Abdi, 2002;
Atai & Sadr, 2008; Hyland, 1996, 2005; Yagiz & Demir, 2015), MA and Ph.D.
theses (Akoto, 2020; Tse & Hyland, 2006; Salahshoor & Afsari, 2017; Samraj,
2008), book reviews (Hyland, 2004; Tse & Hyland, 2006; Gezegin, 2016; Junqueira
& Cortes, 2014), and non-academic genres, such as newspaper articles (Dafouz-
Milne, 2003, 2008), and popular science articles (Saidi & Karami, 2020). Moreover,
the frequency of metadiscourse markers was examined in research article
subsections, including abstracts (Gillaerts, 2010), introductions (Rubio, 2011), and

discussion sections (Faghih & Rahimpour, 2009).
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Furthermore, numerous scholars have tried to reveal the metadiscourse
devices in academic genres across different disciplines. Marandi (2003) compared
the frequency of metadiscourse markers in Persian and English Master’s theses and
found variations of such categories as connectives, hedges, attributors, and persona
markers across three corpora written by native Persian speakers, non-native Iranian
English speakers, and native English speakers. Tse and Hyland (2006) analyzed
book reviews in sociology, philosophy, and biology and discovered that the corpus
of philosophy research articles contained a higher frequency of interactive and
interactional metadiscourse markers. In addition, Faghih and Rahimpour
investigated the discussion sections of applied linguistics research articles written in
English and Persian in terms of the frequency of metadiscourse markers. They found
out that interactive metadiscourse markers were more frequently used by both
groups of authors. McGrath and Kuteeva (2012) revealed the low frequency of
hedges and attitude markers by taking a corpus of math research articles. In another
study, Salahshoor and Afsari (2017) explored the frequency of interactional
metadiscourse markers in the discussion and conclusion sections of natural and
social science master theses. They found out that social science master theses
contained more interactional metadiscourse markers than natural science master
theses. Besides, the hedges were the most frequent category in both groups of theses,
while attitude markers and self-mentions were the least prevalent ones in social
science and natural science corpus, respectively. Additionally, Jalilifar, Hayati, and
Don (2018) compared book reviews and blurbs from four disciplines of applied
linguistics, literature, history, and psychology and discovered that metadiscourse
markers were genre-specific rather than discipline-specific.

However, a review of the existing literature reveals a dearth of research on
history research articles. Previous studies have focused on exploring the
interactional resources in academic writing across various disciplines, excluding
history (Coffin, 2002). The current study aimed to fill this void by analyzing the
metadiscursive practices of academics in the local and international community of

history experts.
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Method
Corpus

The corpus included 80 abstracts from four leading journals in the field of
history on the national and international scales. A list of highly ranked prestigious
journals at the local and international scales was prepared based on the impact
factors. The list was given to two associate professors and two PhD candidate in the
field of history. The highly recommended journals (which enjoyed high impact
factors and accessibility of full-text articles) were listed and were given to two
associate professors. The final journal selection was based on the expert judgment of
two associate professors in the field of history who were active researchers in their
field. Only the abstracts published between 2020 and 2021 were included in the
corpus to prevent data contamination resulting from the impact of the publication
date (Atai & Habibie, 2012).

As a result, 40 RA abstracts were selected from two internationally
published journals, Public Opinion Quarterly and Comparative Studies in Society
and History. Public Opinion Journal is an academic journal published by Oxford
University Press and is among the most frequently cited journals. Comparative
Studies in Society and History is also a peer-reviewed journal published quarterly by
Cambridge University Press. Additionally, 40 RA abstracts were selected from the
archive of two locally published journals in Iran, Journal of Historical Research and
Journal of Historical Sciences Studies. Both are peer-reviewed academic journals
that are indexed in the Islamic World Science Citation Center (ISC). We extracted
titles, keywords, and author affiliations from 80 RA abstracts and created the local

and international corpora.

Data Analysis Procedures

In order to identify the generic organization of the RA abstracts, Hyland’s
(2000) five-move model was applied. As a comprehensive framework, it divides the
abstracts into five moves, including introduction (establishing the background of the
study), purpose (stating the objectives and questions addressed in the study), method
(outlining the design, data collection, and analysis procedures), product (reporting
the major outcomes), and conclusion (elaborating on the theoretical and practical

contributions of the findings).



Scientific Quarterly Journal of Language Horizons, Alzahra University,V 7,14, Winter 2024 / 45

We relied on existing literature (Saidi & Talebi, 2021) to distinguish
between conventional and optional moves, classifying those with a frequency of
more than 60% as conventional and those with less than 60% as optional. Both
researchers analyzed the RA abstracts, and inter-coder reliability of 0.96 was
achieved. Before the data were finalized, the areas of disagreement were negotiated,
and the frequency and percentage values were calculated. A chi-square test was used
to observe the existence of a significant difference between the two sets of RA
abstracts published in local and international history journals.

As for the second purpose of the study, Hyland’s (2005) model of
metadiscourse was employed. Hyland considered two groups of resources

encompassing interactive and interactional (See Table 1).

Table 1
Hyland's model of metadiscourse (Hyland, 2005, p. 49)

Category Function Examples

Interactive Help to guide the reader through the text ~ Resources

Transition Express relations between main clause In addition; but; thus; and

Frame markers Refer to discourse acts, sequences or Finally; to conclude; my
stages purpose is

Endophoric Refer to information in other parts of the ~ Noted above; see fig.; in

markers texts section 2

Evidentials Refer to information from other texts According to x; z states

Code glosses Elaborate propositional meanings Namely; e.g.; such as; in

other words

Interactional Involve the reader in the text Resources
Hedges Withhold commitment and open Might; perhaps; possible;
dialogue but

Booster Emphasize certainty or close dialogue In fact; definitely; it is clear
that

Attitude markers Express writer's attitude to proposition Unfortunately; I agree;
surprisingly

Engagement Explicitly build relationship with reader =~ Consider; note; you can see

markers that

Self-mentions Explicit reference to author(s) [; we; my; our
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While interactive metadiscourse markers enable the authors to cherish the
cohesion and organization of the text, the interactional metadiscourse markers
impart the authors’ attitudes towards the topic under study along with the intended
audience. Interactional metadiscourse markers entail five subcategories of hedges
(displaying academic modesty and reticence), boosters (highlighting the claims and
achievements), attitude markers (appraising or dispraising propositions),
engagement markers (demonstrating the authors’ solidarity with the readers), and
self-mentions (taking an authorial stance). Two researchers coded the interactional
metadiscourse markers in each move of the RA abstracts to achieve the second study
objective. Inter-coder reliability of 0.99 demonstrated the researchers’ consensus
over the data analysis. The nuances were negotiated and removed, and the frequency

plus percentage values were calculated and reported.

Results and Discussion
Move Occurrence

In order to identify the moves of the RA abstracts within the two corpora,
Hyland’s (2000) model was applied. Table 2 displays the frequency and percentage
values of the moves in the RA abstracts published in local and international journals

in the history field.

Table 2
Frequency and percentage values of moves in abstracts of local and international journals in

the field of history

Local Journals International Journals
Moves
F P(%) F P(%)
Introduction 40 100 35 87.5
Purpose 38 95 34 85
Method 13 32.5 14 35
Product 21 52.5 30 75
Conclusion 13 32.5 25 62.5

The comparison of the frequency of each move revealed that introduction
and purpose moves were prevalent in the local corpus, while introduction, purpose,

and product moves were common in the international corpus. The authors of RA
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abstracts in the field of history appear to have been informed of the significance of
the first two moves, which may reflect the authors’ proclivity to emphasize the
existing void before presenting the research horizon (Kaya & Yagiz, 2020).

The inclusion of the introduction move in all local abstracts and most of the
international ones may indicate the emerging nature of the discipline (Atai &
Habibie, 2012; Ozturk, 2007). Indeed, researchers in emerging disciplines tend to
underscore the necessary background for perceiving the new research products
presented in the entire paper. The high prevalence of the introduction move
corroborated El-Dakhs’s (2018) genre analysis of RA abstracts in less and more
prestigious journals in the field of linguistics and contradicted previous research
indicating that this move was optional (Darabad, 2016; Saceaw 2014; Sidek et al.,
2016; Saidi & Talebi, 2021). Following the introduction move, the purpose enjoyed
a high frequency of occurrence. However, the product move was included in 30
international abstracts while its low frequency of occurrence failed to place this
move among the conventional ones within the local corpus. In fact, local authors
frequently kept their readers in suspense until they reached the end of the paper. The
obligatory nature of the purpose move in local and international corpora
corroborated previous research on this genre in various natural and social sciences
(Darabad, 2016; El-Dakhs, 2018; Saceaw, 2014; Saidi & Talebi, 2021; Sidek et al.,
2016).

Furthermore, the product and conclusion moves had a lower frequency of
occurrence in the local abstracts and conclusion moves in the international corpus,
indicating that the local authors were unaware of the importance of the remaining
moves in attracting the scholarly audience’s attention (Kaya & Yagiz, 2020). On the
other hand, the low frequency of the conclusion move in both corpora may refer to
the authors’ focus on presenting their research rather than elaborating on its
theoretical and practical contribution to the field.

The chi-square test was conducted to observe any significant difference
between the history RA abstracts in locally and internationally published journals

regarding their constituent moves (See Table 3).
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Table 3
Results of Chi-square tests for comparing the history RA abstracts in local and international

Jjournals in terms of their constituent moves

Chi-square test of independence Value Df Sig.

Local vs. International Abstracts 5.341 4 0.254

According to Table 3, no significant difference was found between the two
corpora regarding the constituent moves of history RA abstracts implying that the
authors of both local and international journals in history adhered to the seemingly
similar generic norms in writing RA abstracts. In this regard, the results were
commensurate with the existing bulk of research, which revealed no significant
difference between the locally and internationally published RA abstracts (El-Dakhs,
2018; Saidi & Talebi, 2021).

Move Patterns

The study also focused on exploring the most frequent move patterns in the
two corpora to complement and supplement the results of the previous phase. Figure
1 shows the variations in the move patterns of the local and international history RA

abstracts.

Figure 1
Percentage of the most frequent move patterns in the local and international journals RA

abstracts (I: Introduction, P: Purpose, M: Method, Pr: Product, C: Conclusion)

Local Corpus

mIP
W IPPr 46%
11PC
Others
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International Corpus

W [PPr

mIPC . 10%
IPMPrC 68%
Others

As shown in Figure 1, the frequent move patterns were IP, IPPr, and IPC in
the local RA abstracts and IPPr, IPC, and IPMPrC in the international corpus. The
results indicated that RA abstracts contained 16 and 26 move patterns in the local
and international corpora, respectively, indicating that the generic structure of RA
abstracts in local and international journals in the field of history varied by 40% and
75%. This may betoken the presence of various generic norms across different
research venues within a field of study (Saidi & Talebi, 2021).

The researchers tended to highlight the required background and what the
study added to it through including the introduction and purpose moves in both
corpora. They preferred to omit the rest of the moves to save more space for
elaborating on these two components. This may root in the word limitation set by
the journals for writing abstracts. Moreover, the authors may presume that their
scholarly audience would pursue their interest and read the full paper provided that
the background and purpose were clearly presented. Indeed, this may refer to the
history experts’ intentional discursive practices to emphasize particular parts of their
research work (Kaya & Yagiz, 2020). This corroborated the low degree of generic
variation among the RA abstracts in the local journals compared to the ones in
international venues of research (Saidi & Talebi, 2021).

In general, the analysis of move patterns across the local and international
journals revealed that the authors followed their own generic conventions regardless

of the prevailing move patterns in academic communities (i.e., IPMPrC). Hence, it
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might be said that Hyland’s (2000) model failed to account for the generic
construction of RA abstracts in the field of history, either in local or international

communities.

Interactional Metadiscourse Markers

The study further attempted to investigate the interactional metadiscourse
markers in RA abstracts published in local and international journals in the history
field. Table 4 displays the frequency and percentages of interactional metadiscourse

markers in the two corpora.

Table 4
Frequency and percentages of interactional metadiscourse markers in the RA abstracts in

local and international journals of history

Interactional metadiscourse markers Local Journals International Journals
F P(%) F P(%)
Hedges 20 29.85 29 17.36
Boosters 31 46.26 65 38.9
Attitude Markers 3 4.47 12 7.1
Engagement Markers 3 4.47 1 0.59
Self-mentions 10 14.92 60 35.9
Total 67 100 167 100

The presence of interactional metadiscourse markers confirmed the existing
literature in that the interpersonal meanings were embedded in the academic
writings of social sciences (Jalilifar et al., 2018; Salahshoor & Afsari, 2017; Tse &
Hyland, 2006). The interactional metadiscourse markers used to express personal
and attitudinal stance in the abstracts challenged the widely held belief in academic
discourse’s impersonal, objective nature (Conrad & Biber, 2000). Indeed, the
existence of a set of textual principles persuading their audience in social sciences in
general (Coffin, 2002) and in history in particular (Blanco & Rosa, 1997) was
validated in the current study. The findings disputed the existing claims about the
pure objectivity in history (Coffin, 2002) and revealed the value-laden account of
the historical academic outcomes (Farmer & Knight, 1995).

As Table 4 indicates, the most frequent category of interactional
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metadiscourse markers was boosters in the local and international RA abstracts.
Following this category, hedges were more frequently used by the local authors
while the international researchers took advantage of more self-mentions in writing
the RA abstracts. This might imply that the authors of both corpora considered the
significance of employing boosters at the service of commercializing their full paper
to highlight the key points of their studies. However, the authors of the local RA
abstracts seemed to be cautious in claiming their own academic territory by
including a more significant number of hedges. In contrast, those of the international
RA abstracts took more personal stances towards their own findings and presented
the summary of their research by making more use of self-mentions.

The general studies on interactional metadiscourse markers in social
sciences academic discourse have revealed the high occurrence of hedges
(Salahshoor & Afshari, 2017). Contrarily, the findings demonstrated the high
frequency of boosters in the two corpora. This may imply the discipline-dependent
nature of metadiscourse besides its genre-based variation (Jalilifar et al., 2018). This
was further substantiated by the prevalence of self-mentions in the RA abstracts in
the field of history, as a representative of the social sciences discourse community,
which contradicted the low frequency of these devices in academic texts in natural
sciences (Salahshoor & Afshari, 2017; McGrath & Kuteeva, 2012).

As Table 4 illustrates, a total number of 67 and 167 interactional
metadiscourse markers were identified in the local and international RA abstracts,
respectively, which may refer to the international authors’ higher tendency to take
advantage of these rhetorical devices to establish communication with their
scholarly audience. This was in line with Tse and Hyland’s (2006) study results
which demonstrated the interpersonal nature of academic writing in soft disciplines.

The study further aimed to investigate the distribution of interactional
metadiscourse markers across various moves of history RA abstracts in the local and
international corpus. Table 5 illustrates the frequency of interactional metadiscourse

resources in five local and international RA abstracts move.
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Table 5
Frequency of interactional metadiscourse markers in the RA abstracts in local (L) and

international (1) journals of history

Markers/Moves Introduction Purpose Method Product Conclusion
L I L I L I L I L I
Hedges 8 15 1 3 0 1 6 3 5 7
Boosters 22 14 3 11 0 1 4 27 2 12
Attitude Markers 3 3 0 3 0 0 0 3 0 3
Engagement Markers 2 0 0 0 0 0 0 0 1 1
Self-mentions 1 5 5 18 2 12 0 18 2 7
Total 36 37 9 35 2 14 10 51 10 30

The introduction move seemed to be loaded with these resources, and the
boosters were the most prevalent category in both corpora, considering the
frequency of interactional metadiscourse markers across five moves of the abstracts.
Out of 67 and 167 interactional metadiscourse markers, 36 and 37 ones were
included in the first move of the local and international RA abstracts, respectively.
Out of these numbers, 22 and 14 boosters were used in the introduction move of the
local and international abstracts, respectively. This might root in the authors’
inclination to form a sound background of the study in their readers’ minds. Indeed,
the authors aimed to persuade their audience to embrace the truth value of their
claims in the first move through including a more significant number of boosters.
Some examples are presented below.

Heritage and modernity are among the most challenging and perhaps the

most sensitive issues of the last two ............... (Historical

Researches, 2021)

At the beginning of the 20th century, Bushehr was the most important

Iranian port in the Persian Gulf. (Historical Sciences Studies, 2021)

........... whose first children were girls rather than boys—daughters rather

than sons—were more likely to support gender-equality policies. (Public

Opinion Quarterly, 2020)

Although Ottoman cities long have been recognized as sites of significant

ethnic and religious heterogeneity, very little scholarship exists that

documents or analyzes patterns of residential sorting, ..............
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(Comparative Studies in Society and History, 2021)

The international authors also included hedges to moderate their claims and
accommodate the degree of certainty at the beginning of the article. Out of 37
interactional metadiscourse markers in the introduction move, 15 of them were
hedges. In this way, they attempted to adhere to the widely held academic norms of
modesty and objectivity. The epistemological nature of such soft disciplines as
history may justify the authors’ lenience towards lower degrees of certainty and rapt
attention to the rubrics of impersonality in an academic context (Author, 2021).
Some examples are as follows.

These gaps could reveal that partisanship colors perception or,

alternatively, that in answering survey questions, ............... (Public

Opinion Quarterly, 2020)

This can be acceptable for many purposes. But there may be also good

reasons to distinguish between them. (Comparative Studies in Society and

History, 2021)

The analysis revealed that the authors of the local RA abstracts used
interactional metadiscourse markers significantly less frequently in the remaining
moves (i.e., 9, 2, 10, and 10 in the purpose, method, product, and conclusion moves,
respectively). In contrast, their international counterparts maintained the same
pattern of interactional resource distribution as the first move throughout the
remaining moves.

The purpose move of the international RA abstracts encompassed many
self-mentions, which might imply the authors’ tendency to adopt a personal stance
on their research work. Out of 35 devices in the purpose move, 18 were self-
mentions. It seemed that the authors attempted to establish their authorial stance
when they stated the aim and objectives of their study.

In this paper, we study the question of democratic accountability in the

(Public Opinion Quarterly, 2020)

I compare how the groups at the bottom of these ethnic hierarchies... ........

(Comparative Studies in Society and History, 2020)

Likewise, their authorial presence was marked in the method move of the

international RA abstracts due to the prevalence of self-mentions. In this sense, 12
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out of 14 interactional markers belonged to self-mentions. This might root in the
authors’ propensity for marking their own territory.

We have been obliged to organize the exhibition around categories that did

not correspond with the logic of the photographic archive............

(Comparative Studies in Society and History, 2021)

Furthermore, the international authors showed a disposition to highlight
their findings through inserting boosters in the fourth move. Accordingly, 27 out of
51 ones were boosters in the product move of the international corpus. Using these
devices enabled the authors to draw the scholarly audience’s attention to their
outcomes and highlight their contributions to the academic community (Fu &
Hyland, 2014).

African Americans responded by emphasizing racial discourses while Dalit

mobilizations foregrounded more porously bordered community visions.

These different circumstances enabled more widespread African American

mobilization, but offered Dalits more favorable interethnic alliances,

............ (Comparative Studies in Society and History, 2020)

I argue that a group of bondsmen accused of rebelling against the chiefly

household were actually seeking to preserve it ...... (Comparative Studies

in Society and History, 2021)

The same trend was followed in the conclusion move of the international
RA abstracts in which boosters were the most frequent category of interactional
metadiscourse markers. In this sense, 12 out of 30 interactional markers in the final
part of the abstracts were boosters. The researchers used these resources to wrap up
their summary with a higher degree of certainty to persuade the readers to peruse the
entire research article. In this way, they enticed their audience to welcome the
recommendations and suggestions resulting from their research findings.

We suggest that paying attention to embodied reading—that is, readers’

social entanglements with both language and materiality—yields a fuller

analysis of what reading is, in particular, historical situations, and

ultimately ... ...... (Comparative Studies in Society and History, 2021)

Therefore, group representation and policy benefits increased sooner and

more in India than in the United States, ....... (Comparative Studies in

Society and History, 2021)
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Overall, the findings revealed the traces of interpersonality in the RA
abstracts of a soft academic discipline (i.e., history). The results showed that the
authors of international RA abstracts took more advantage of interactional
metadiscourse resources than their local counterparts, implying the international
history experts’ cognizance of the role of these devices in their academic dialogic
interactions (Hyland, 2005). The international authors seemed to have maintained
control of the level of personality instilled in their research synopsis (Hyland, 2004),
which confirmed the results of previous studies on the frequency and distribution of
interactional resources in academic discursive practices (Fu & Hyland, 2014).
Moreover, the results challenged the widely held view towards academic writing and
revealed the informed subjectivity at the service of presenting a persuasive account
of the research objectives and outcomes in the field of history. This was
commensurate with the representation of authorial presence and visibility in soft
disciplines discourse (Hyland, 2006). Academic texts in soft disciplines have proved
to enjoy a “more interpretive” nature (Hyland, 2005, p.145), and interactional
metadiscourse might serve as a discursive tool to fulfill these textual norms of the

history of ?? academic discourse community.

Conclusion

The current study aimed to investigate the generic construction of RA
abstracts published in Iranian local and international journals of history. Despite no
significant difference observed between the two corpora regarding the constituent
moves, the RA abstracts in the international journals displayed a higher degree of
generic variations. In general, the results indicated that even different venues might
carry their own generic conventions within a single discipline. Moreover, it might
imply that Hyland’s (2000) five-move model failed to account for the generic
organization of RA abstracts in the history field. As a result of the emerging nature
of the discipline (Ozturk, 2007), it is possible to conclude that the authors followed
their own generic patterns to focus on specific aspects of their research. In this
regard, researchers in both groups considered including a well-developed
introduction move as a preliminary stage for presenting their novel historical
research while they had a miscellaneous move pattern for proceeding and ending the

RA abstracts.
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The study further sought to investigate the interactional metadiscourse
markers across the moves of the two corpora. The results manifested the traces of
this genre’s authorial stances and attitudinal discursive practices (Blanc & Rosa,
1997). Accordingly, it might imply that history RA abstracts presented a value-
ridden account of the academic outcomes, regardless of the publication venue
(Farmer & Knight, 1995). The local and international authors practiced
commercializing their research works by including a large number of boosters.
However, the local authors slightly withdrew from the text’s interpersonal
interference through hedges, while their international counterparts claimed a more
authorial presence by including many self-mentions. In conclusion, the analysis of
RA abstracts revealed the interpretive nature of history as one of the social sciences
(Hyland, 2005).

The current study’s findings have pedagogical implications for EAP
courses for history students. Therefore, the academic writing instructors are
recommended to incorporate genre-based instructional plans to familiarize the
history graduate students with the writing conventions of their own community of
academic practice (El-Dakhs, 2018). The results can also contribute to the novice
researchers’ awareness of existing norms within prestigious and refereed history
journals. The results proved the validity of the interpersonal model of metadiscourse
in disclosing “the rhetorical preferences of different discourse communities”
(Hyland, 2004, p.18). Being aware of these venue-based, discipline-dependent
interaction conventions enriches the academic learning procedures (Swales, 1990).
Moreover, shedding light on the expectations of disciplinary communities raises the
writing and reading instructors’ consciousness regarding the rhetorical devices.
Accordingly, they can transfer these findings to the EAP materials and methods to
enhance the academic skills, particularly in EFL contexts, since “the opportunities
for language socialization are limited” (Cook, 2001, p.84).

The present study focused on the generic organization of RA abstracts
published in the local and international journals of history. Further studies can
explore the generic variations across various venues in other disciplines within
social or natural sciences. Furthermore, more research can be conducted on the
interpersonal meanings embedded in other sections of research articles in history to
see whether authors’ personal stances characterize the whole academic
communication of the research findings. Other understudied disciplines’

interactional metadiscourse markers could be investigated in RA abstracts.
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Abstract

This study reports on an extended learner needs analysis carried out at different stages of
course progress in the undergraduate course of Consecutive Interpreting. The participants
were 32 undergraduate translation students. Two questionnaires were used to identify the
initial- and final-stage lacks and wants, and learners’ reflective diaries served as a tool to gain
ongoing insight into their lacks. At each stage, after the identification of lacks and/or wants,
the required adaptations were decided on and implemented, and their effect was traced on
learners’ views. The ongoing lacks were mainly related to L2 listening comprehension and
note-taking from L2. The final stage investigation of the lacks revealed that although the
majority of the learners reported progress in note-taking, listening comprehension, and
consecutive interpreting, almost half of them did not feel confident to be active members in
class. Moreover, the investigation of wants revealed that a high percentage of the learners
believed the class materials and activities were effective regarding their progress. However,
activities in which interaction and cooperation were essential were least preferred. This
together with the final-stage investigation of lacks revealed that the course curriculum needed
to work more toward creating a non-threatening atmosphere for interaction. Although the
study was conducted in a specific setting, it bears implications for different settings since it is

a practical example of how an extended needs analysis could be done. Besides, the nature of
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the problems the learners reported and the measures taken to address them could be very
similar in other contexts.

Keywords: consecutive interpreting, lacks, listening, needs analysis, note-taking, wants

Introduction

Needs analysis is defined as “the activities involved in gathering information
that will serve as the basis for developing a curriculum that will meet the learning
needs of a particular group of students” (Brown, 2001, p. 35). Needs are viewed in
the literature from apparently different perspectives. According to Brindley (1989),
for example, they could be regarded as objective and explored prior to the course, or
subjective and addressed while the course is in progress. While objective needs are
factual and determined based upon learners’ real context of use, their current skills
and difficulties, subjective needs have to do with such affective and cognitive
factors as personality, attitude and expectations. In a similar vein, Hutchinson and
Waters (1987) propose the classification of target needs and learning needs. To
accurately capture the breadth of needs, they further subdivide target needs into
necessities, lacks and wants. Necessities, which are objective in nature (Brindley,
1989), are also termed as required knowledge, and target whatever a learner needs to
know to function effectively in the target situation. Lacks, still fitting into objective
needs, emerge when what learners already know is set against the necessities.
However, wants represent what learners feel they need to acquire to perform
appropriately in the target situation.

Practitioners and theorists alike assume that any program or course should be
designed based on the results of the needs assessment. This is a prerequisite and a
phase that gives validity to all other phases of the process. Nunan (1994) asserts that
needs analysis is a determining factor in the selection and sequencing of the content,
teaching methodology, and length, duration and intensity of a given course. Richards
(2001) recognizes it as a distinct phase in the plan of educational courses and
confesses that a sound curriculum should be based on needs analysis. Likewise,
Ozdemir (2018) believes an effective course design which motivates learners relies
heavily on needs analysis. In parallel with such theoretical considerations, in recent
decades, several empirical studies in different fields have been reported which base

one or different aspects of a course and/or curriculum design, from objective setting
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and materials development to assessment, on the findings of needs analysis. The
meta-analysis study conducted by Bocanegra-Valle (2016) provides a good review

of such studies in the field of English for Academic Purposes.

Literature Review

Along with the rise of learner-centered approaches to teaching and learning,
needs analysis has gained even more significance in different settings within the last
two decades. Interpreter training has been no exception. Focus on learners’ needs
has had different manifestations in interpreting research. Among the empirical
studies that bring the learners’ interpreting needs to the fore, some have focused on
the learners’ views. Jeong (2005), for example, gained insight into the past students’
views to improve the existing translation and interpreting program in South Korea.
Takeda (2010) investigated interpreting students’ feedback to identify their interests
and expectations. Furthermore, learners’ diaries have served as a tool for gaining
insight into learners’ interpreting needs. Miyamoto (2008), for instance, used
learners’ diaries to understand learners’ cognitive and metacognitive strategies in
their self-learning practices. In a recent study, Madrid (2020) focused on oral
expression as an important component for interpreting among undergraduate
students. Using learners’ diaries as pedagogical introspection tools which foster
among learners such skills as critical self-analysis, she gained insight into students’
experiences and attitudes.

Some researchers have focused on objective needs and attempted to include
real-world considerations in training based on a situated learning approach. Authors
such as Cho and Roger (2010) and Baxter (2012) emphasized the role of theatrical
training and role-play on the grounds that in such activities real-world conditions
can be simulated. Others, with the same concern of training interpreters capable of
meeting real-world demands, emphasized the gap between the skills acquired by
students and the needs of the translation industry and focused on the inclusion of
components in the curriculum that contribute to employability (Cuminatto et al,
2017; Rodriguez de Céspedes, 2017). In one recent study, Afolabi (2019) compared
the actual market needs with what learners acquired at interpreter training centers in
Nigeria. Finding the gap between the actual needs and the training offered, he

stressed the need for a paradigm shift and offered a number of practical solutions for
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revising the existing programs.

A brief review of the literature reveals learners’ interpreting needs have been
in focus during the last two decades and different aspects of learners’ needs have
been studied. Even so, few empirical studies could be found to show how a
systematic needs analysis is carried out at different stages of course development,
and how the findings of each stage can be served as the steppingstones for the rest of
the same semester. Besides, although needs analysis should not be limited to one
point and conducted only prior to curriculum or course design (Nation & Macalister,
2010; Ozdemir, 2018), the existing studies have limited collecting data on the
learners’ needs to a specific time (either the outset or the end of the semester). This
highlights a research gap that needs to be addressed. Against this backdrop, this
study aims to report a needs analysis study in which learners’ views in the
undergraduate course Interpreting are investigated and reflected upon throughout the
semester. The study, borrowing from the concept of needs originally proposed by
Hutchinson and Waters (1987), specifically aims to explore the learners’ major
initial, on-going and final-stage lacks. At each stage, upon the identification of the
lacks, the authors sought to explore remedies and accordingly make the required
modifications and/or enhancements. Besides, to see if the course meets the learners’

expectations and needs, final-stage wants are also investigated.

Method
Theoretical Framework

This study was conducted to gain insight into the lacks and wants of
undergraduate Translation students in the undergraduate course Interpreting 1 from
the learners’ perspective. As for the framework for needs analysis, Nation and
Macalister’s (2010) categories of needs were used which are, in turn, adapted from
Hutchinson and Waters (1987). According to this classification, needs are defined
and analyzed in terms of necessities, lacks, and wants. The guiding principles for
outlining necessities were drawn out of the features Gile (2009) enumerates for

consecutive interpreters.

Participants

The participants were 32 students who registered in the undergraduate
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course Interpreting 1 at an institute of higher education in Isfahan, Iran. They were
male (n = 4) and female (n = 28) learners whose L1 and L2 were Persian and
English, respectively. Their ages ranged from 20 to 38 with an average of 22.3. Prior
to the study, participants were informed that their performance and feedback to
instruction would serve as the research data with the purpose of improving
educational practice. They were assured that if any data was to be used, it would
remain anonymous. The diaries completed by the learners as part of their regular
assignments were a source of data and, therefore, were submitted to the researchers.
However, the students were encouraged but not required to participate in this study

if they so chose.

Data Collection Instruments and Procedures

Necessities were basically elicited based on the features Gile (2009)
outlines including knowledge of learners’ working languages, knowledge of the
subject matter, and declarative and procedural knowledge. Moreover, he includes
such intellectual and personal features as self-confidence, concentration, and public
speaking abilities. Having necessities in mind, learners’ lacks were traced
throughout the semester; i.e., data on needs was collected at the outset and end of the
semester through questionnaires and continually throughout the semester using
learners’ diaries. For the ease of data presentation and discussion, three stages were
assumed which represent the whole semester: at the outset of the semester while the
course was in progress and at the conclusion of the semester. To see if the course
was effective in pursuing learners’ needs, data on wants was also collected at the
end of the semester.

The First Self-report Questionnaire. To gain insight into the learners’
lacks in the initial phase, a self-report questionnaire was used. The questionnaire
was administered at the outset of the semester and comprised two general questions,
one asking about the last level of English listening practices they experienced, and
the other asking them to evaluate themselves in terms of a number of skills and
characteristics. They majorly reflected the necessities which were based on Gile’s
(2009) characteristics enumerated for consecutive interpreters. The questionnaire

was in Persian.
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The Second Self-report Questionnaire. This questionnaire was designed
by the instructor-researcher (the first author of the article) and content-validated by
two other experts to be administered at the conclusion of the semester. It comprised
17 items on a five-point Likert scale in learners’ L1. Five questions were intended to
investigate the learners’ degree of progress (final-stage lacks) and 12 questions were
designed to gain insight into their wants of which nine focused on teaching and
learning effectiveness from the learners’ perspective and three were about the
learners’ satisfaction. The questions were organized under three thematic
subheadings of Class materials and activities, Assignments, and Your skills. The
reliability of the questionnaire estimated by Cronbach’s alpha was 0.78.

Learners’ Reflective Diaries. To gain continual insight into the learners’
lacks, they were asked to write reflective diaries on a regular basis. They were
requested to reflect on their individual experiences in L2 listening comprehension,
note-taking in both L1 and L2, and expressing ideas in L1. In their reflections, they
were asked to focus on the problems they faced (be they linguistic or affective in
nature), their possible source, and the solutions they came up with. Besides, they
were asked to compare their present performance with the preceding ones and see
how satisfied they felt with their work. Considering their weaknesses and strengths,
the problems they faced, and the possible solutions they came up with, they were
also said that it would be a good idea to determine the specifications of their
upcoming task. As for the language of diaries, they were free to choose either their

L1, Persian, or their L2, English.

Data Analysis

Data obtained from the five-point Likert scale items was analyzed through
descriptive statistics. As for the open question in the questionnaire, the content of
the answers was analyzed to be classified thematically. Concerning the learners’
reflective diaries, content analysis was also done and the learners’ problems,
solutions, suggestions, and strengths were classified in terms of the skills and

characteristics pertinent to each case.

Results and Discussion

In what follows, the results of the study are presented in terms of different
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stages at which needs analysis was conducted. Then, the findings are discussed and

the implications are put forth.

Initial Phase

Investigation of Needs. At the outset of the semester, to gain insight into
the learners’ initial lacks, they were asked to (1) report their last level of listening
comprehension practices, and (2) judge themselves in terms of a number of
characteristics and skills pertaining to interpreting. Regarding their English listening
comprehension skill, 21 learners reported that the last practices had been in their
speaking and listening courses they had passed within the first (two) semester(s) of
university. They reported that the main book they worked on had been Tactics for
Listening, Expanding. Six students reported the same book, but they added that
meanwhile they had been occasionally engaged in watching movies. Two other
learners reported that they were engrossed in watching movies and documentaries.
The remaining three learners mentioned other sources: one of them reported that she
worked on Contemporary Topics series without mentioning the level; another
referred to Contemporary Topics 3, and one referred to Northstar 4.

As for the second question, the results of the learners’ self-evaluation are
reported in Table 1. Among the skills and characteristics listed, listening
comprehension seemed to be the most challenging area for the learners: less than
13% of them reported possessing a very good or good command of listening

comprehension.

Table 1

Learners’ initial self-evaluation

Skill or characteristic Very Average Very No
Good Weak

good (%) weak Idea
Listening comprehension 3.12 9.37 34.37 43.57 9.37 0
Note-taking 15.62 50 21.87 12.5 0 0
Delivering ideas in L1 21.87 40.62 15.62 12.5 3.12 6.25
Public speaking 9.37 21.87 37.5 15.62 6.25 9.37
Concentration 3.12 21.87 40.62 28.12 3.12 3.12

Confidence 9.37 37.5 31.25 18.75 3.12 0
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Implications and Measures Taken. As stated above, the major perceived
lack was in learners’ ability to comprehend English listening materials. Overall, this
finding affected the decisions made by the instructor in four ways: (1) materials
selection, (2) materials development, (3) class procedures, and (4) weekly

assignments.

Materials Selection

Since the last level of the listening comprehension practices of the majority
of learners was intermediate, the upper-intermediate level was chosen as the level of
the first materials to be interpreted in class. Besides, considering the learners’
weakness in listening comprehension, it was decided that it would be best to start
with materials on more general topics as the sources for in-class interpreting
practices. The idea was that more specialized topics posed additional challenges to
the learners. To have a smooth transition and to pose a workable challenge to the
learners, therefore, the authors decided on a pattern of progression for the class

interpreting materials which moved from general to more specialized topics.

Materials Development

The instructor designed two types of materials as further help for each
interpreting topic. Enhancers were developed to give the learners a general account
of the topic of interpreting and provide them with linguistic (basically lexical) and
extra-linguistic (e.g., names of places, people, events) knowledge on the topic. The
materials usually started with a paragraph or two giving learners some general
information regarding the topic of the interpreting material they were to work on.
This was followed by a section in which those vocabulary items and expressions
were included that the instructor believed most of the learners were not familiar
with. Moreover, if a grammatical point was crucial to comprehending the
interpreting material, it was included in the Grammar Focus section of the enhancer.
Enhancers, therefore, served as tools by which the learners were hoped to be guided
through fostering top-down processing. Moreover, worksheets were designed to
serve as listening comprehension exercises for the class interpreting material. Both
files were sent to a channel created for this course and launched on a social

messaging application one week before the class. Meanwhile, the learners were
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expected first to gain more general information about the topic of the material
introduced in the Enhancer, and second to study the linguistic information they were

provided with.

Class Procedures

As for the in-class provisions, in each session, the linguistic content of the
enhancer was reviewed mostly in the form of question-asking. Then the learners
were invited to share the result of their searches about the topic. Prior to interpreting,
depending on the challenge of the track, the learners had the opportunity to listen
once or twice to the whole track as multiple exposures to a passage can improve
comprehension (Chang & Read, 2006). This was followed by the completion of

listening comprehension exercises in the worksheet.

Weekly Assignments

A number of websites containing English podcasts as well as several
listening comprehension practice books were introduced which entailed different
levels of proficiency, a range of different topics, and different accents. As it was
their first course in interpreting and considering learners’ weaknesses in listening
comprehension, the materials were not highly specialized. The learners were asked
to listen to at least ten minutes of the materials weekly. They were asked to start
their practices considering their current level, but they were expected to make
progress by the end of the semester. In addition to the progress in their level, they
were also expected to choose the material for their weekly practices from among
different sources and different topics. That way, they had the chance to listen to a

range of topics with different accents.

During the Semester

Investigation of Needs. To gain continual insight into the learners’ lacks
from their perspective, reflective diaries were used as tools for collecting data and
were analyzed while the course was in progress. The learners’ diaries were mainly
focused on two areas of (1) English listening comprehension, and (2) note-taking
from both Persian and English materials. As it was mentioned before, the learners

were free to choose their L1 or L2 as the language of diaries. However, all
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participants wrote their diaries in Persian.

Listening Comprehension

One demanding aspect appeared when the learners were listening to a track
on a specific subject matter containing technical words. The focus of some reports
was on the technical words:

(R1) I couldn’t get some parts. | think the reason was I didn’t know about

medicine. There were some medical words and the name of drugs.

Sometimes I couldn’t understand even the words coming immediately after

them... While I was concentrating on the medical word, I lost the next

words; sometimes I couldn't recognize where the medical word ended, so I

lost the next word.

Statements reflecting almost the same concern were frequently reported
concerning other subject matters such as politics, economy, geography, and tourism.
Still, in an almost relevant area of challenge, they reported their difficulty
understanding proper names:

(R2) The material I was listening to right now had four parts, each about a

character. There were many names; I got only Mother Teresa! It was

confusing and difficult to go on when I even didn’t know about whom the
talk was. I got tired; I lost concentration in some parts.

Problems with non-technical, unfamiliar words and expressions were also
among the learners’ major challenges, which are related to vocabulary size. Most of
the learners were well aware of the root of the problem:

(R3) I lost many words... I lost many sentences... there were many new

words. The level wasn’t appropriate for me.

Difficulty in understanding word boundaries was another problem area that
was highlighted in the learners’ diaries. Close attention to R1 reveals that the student
refers to this problem as well, as she points out her difficulty recognizing where one
word ends and the next starts. Following is a more illuminating report:

(R4) One annoying problem is that sometimes I can’t get even the words I

know; there are some words following one another, but I can’t recognize

them. Sometimes I even lose one or more sentences for that. For example, I

listened to a part several times, five or six times, but I couldn’t even find
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out how many words that part consisted of. It was a strange rapid string to

me. When I read the script, I found that it was “extra liquids” and I knew

both words, but I couldn’t even recognize it wasn’t one word.

Speakers’ accent was another challenge; those students whose listening
comprehension experiences were mainly focused on the American accent had
difficulty understanding other English accents let alone understanding a non-native

speaking English.

Note-taking from L1 and L2

The learners’ problems in note-taking comprised problems with notes taken
from both Persian and English listening materials. Among the problems listed here,
the first two were reported for both L1 and L2 with L1 having a remarkably less
share; the rest were specific to L2.

The first major problem was the length of the material. They reported that
when the listening material got lengthy, they faced problems in note-taking. The
following quote from a learner could be revealing in this regard:

(R5) When it gets lengthy, my hand gets tired and I can't go on; I lose my

concentration.

The second area of problem in note-taking relevant to both languages was
the habit of writing all of the sentences as completely as possible; this was
recognized by some learners as a barrier impeding them from noticing the upcoming
statements. Other students who tried not to write all the ideas completely, faced
some problems as well:

(R6) When I try not to write all the ideas, I forget some of them.

Another problem reported as a major challenge was the rate of speech. This
was reported to be a problem merely in the case of note-taking from English
listening materials. Below, is a part of one learner’s diary:

(R7) When 1 start writing the first words in a sentence, I lose the next

words and the whole sentence altogether. Writing a sentence needs more

time; the speech is so fast that I can’t. I have the same problem in class; it is
even worse there!

The same problem was voiced out by other learners frequently, sometimes

from a different point of view and, therefore, way of expression:
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(R8) My biggest problem is that while listening I can’t take notes and if I

don’t take notes, I won’t remember the points.

Besides, the learners’ diaries revealed another area of difficulty pertaining
to their English note-taking experiences, i.e., failure to understand the link between
ideas from which they had taken note:

(R10) I had written some phrases and ideas but when it came to reading

them, I couldn’t understand how they were related to one another; [...] I

couldn’t make meaningful sentences.

Implications and Measures Taken.As it was reported above, the learners’
diaries were telling of their problems in English listening comprehension, and note-
taking from both L1 and L2. In what follows, the implications and measures taken

are discussed.

Listening Comprehension

Learners’ listening comprehension challenges entailed problems in both
top-down processing and bottom-up processing. This was indicative of the fact that
in many cases the learners needed to activate both processes so that the two work in
synergy.

A good number of problems enumerated in the diaries were centered on the
learners’ unfamiliarity with a topic. This problem is acknowledged and discussed in
the literature on L2 listening comprehension as possessing the knowledge of subject
matter is believed to be a factor that facilitates comprehension (Chang & Read,
2006; Goh & Aryadoust, 2016; Vandergrift & Goh, 2009). The use of this
metacognitive strategy, which facilitates top-down processing, can even help
learners compensate for their shortcomings in getting some words in the continuous
chain of speech; that is to say, it even can help them compensate for their
weaknesses in bottom-up processing. This could be helpful, especially for less
proficient listeners.

Vocabulary size, which was among the learners’ concerns, is also regarded
as a prerequisite to guarantee success in listening comprehension (Bonk, 2000;
Buck, 2001; Kobeleva, 2012). Proper names, however, have been partly overlooked
in the literature because of having a limited area of reference (Berezowski, 2002).

The learners’ self-reports suggested that they needed guidance in this regard. This is
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a need highlighted by Kobeleva (2012) who valued possessing knowledge of proper
names and found that it affected students’ perception of the ease of the listening
task.

Being in the situation and teaching the course for eight semesters prior to
the semester in focus, the instructor was aware of these problems. Therefore, pre-
planning as a metacognitive strategy had been thought to be a solution. To meet the
need of the learners in class practices, Enhancers were the materials designed to
serve as tools for pre-planning . The learners started to receive Enhancers early in
the semester and for the very first sessions of class practices.

Enhancers could also work as models for the learners’ pre-planning prior to
home listening practices. Considering the lack they perceived, we were optimistic to
see learners make use of this metacognitive strategy on their own in doing their
weekly practices. This hope came true for some learners. As an example, working
with a listening book, a learner gave the following report in her diary:

(R11) I did the pre-listening exercises first and then listened to the track.

There were words I didn’t know, and some parts I didn’t get but it was

better than last week’s practice. [...] For example, there was the term “a

flair for” which I hadn’t known or heard. If I hadn’t seen it in the exercises,

I couldn’t get it.

It was worth noting that some learners’ in their own learning experiences
perceived that they lacked and needed the background knowledge and the
vocabulary required for completing such tasks. That way, they themselves chose to
pre-plan, a decision that was soon expressed in the diaries. The value of this process
gone through by the learners was that they, in their personal ventures, felt a gap, i.e.,
a need, and thought about a solution for it. This makes the solution more effective.

Later diaries in which learners expressed their failure to get words and/or
ideas despite pre-planning were indicative of the fact that although top-down
processes and metacognitive strategies were necessary in their path toward progress,
they were not enough. R1 is a case in point, which is a telling account of the
learners’ failure in recognizing word boundaries, i.e., word segmentation.
Considering that listeners do not enjoy the advantage of spaces in print, Vandergrift
and Goh (2009) confirm that word segmentation is a major problem for language

learners. They assert that the challenge of parsing a stream of sounds could be so
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disruptive that listeners may even fail to recognize known words in “concatenated
speech” (p. 399) since the problem has partly to do with adjacent sounds influencing
one another in the stream of speech (Chang, 2012). Vandergrift and Goh (2009)
believe that problem with word segmentation needs to be explicitly addressed in the
course of instruction. A variety of techniques and practices are suggested in the
literature; i-1 level listening (Hulstijn, 2001), dictogloss (Wilson, 2003), the six-step
listening procedure (Hulstijn, 2003), and dictation and analogy exercises (Field,
2005) are among the most-cited ones. To address the problem, we decided to choose
Hulstijn’s (2003) six-step procedure as the technique to be introduced to the learners
with this problem. It was chosen on the grounds that the procedures went well with
learners’ weekly listening comprehension practices.

Regarding their problem with less familiar accents, it should be noted that
familiarity with the accent of the passage positively affects comprehension (Major et
al., 2005). According to Floccia et al. (2009), the effectiveness of accented speech is
in that it both decreases the successful retrieval of the passage and calls for more
effort on the part of the listener to identify the words pronounced. Since most of the
learners’ practices in our study had been focused on American English, attempts
were made to include materials in the class representing other accents as well. The
researchers also asked learners to include other accents in their weekly practices.

This was counted as one of the criteria for evaluating their weekly assignments.

Note-taking from L1 and L2

Generally, areas of challenge in the learners’ note-taking practices were the
length of speech, their habit of writing sentences in full, forgetting the points not
taken note from, rate of speech, and inability to link the ideas. Among them, the first
two were commonalities between note-taking from L1 and L2, while the rest were
reported to be problematic only in their L2. Besides, note-taking from a text spoken
in L1 was the area with the least reported challenges. Justifying this observation
through the lens of Gile’s Effort Model (2009), it could be argued that working with
L1 lessens the L Effort, leaving more room for the N Effort which results in a
wholly more successful performance.

A closer look at the problems reported reveals that they were interrelated.

When learners write sentences in full, they cannot write all the ideas; this is a
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problem acknowledged in the literature on note-taking. The students in Piolat et al.’s
(2008) study also reported it as a major challenge. The difference between the speed
of speech and note-taking turns note-taking into a cognitively demanding
undertaking that requires note-takers to implement wise content and formal
reductionist strategies (Barbier & Piolat, 2005; Piolat et al., 2008). When learners
fall behind, they attribute this failure to the rate or length of the speech. It is
important to note that research has also supported that students tend to attribute their
problems to the rate of speech while it may have been caused by other factors
(Moore et al., 2007). In our case, the learners needed to pay attention to the
meaning, not form, and be selective in taking notes.

If being selective is a solution, why then the selective learners in this study
were also complaining that they forgot the ideas from which they did not take notes?
Why did they fail to find the link between ideas in their notes? The answer is that
they could not decide what to take notes from and what to leave. In addressing these
challenges, it was explained to them that some of the problems they faced in note-
taking had their roots in their L2 comprehension. Using Gile’s terminology, this, in
turn, facilitates L effort, opens up the way to N effort, and, as a result, leads to a
more successful experience. However, to tackle the specific problems reported by
the learners in note-taking, the instructor inspired by Gillies (2005) introduced three
practices to the class.

A Mini Summary was introduced as a technique for increasing their
attention to the ideas and not the forms (Gillies, 2005). This exercise requires
learners to write a summary of the main ideas for each part of the passage in the
margins. Structure map (Gillies, 2005), as a practice for drawing attention to macro-
elements of speech, was the technique introduced to the learners to overcome
problems with finding the links between ideas. In this exercise, learners write the
function of each part of the speech concisely in the margins; they do not summarize
the content but focus on the function. Later in the semester, for those learners who
had difficulty taking notes from the content and/or those who were complaining that
writing all the ideas left them behind in listening, and being selective resulted in
forgetting some ideas, another practice was introduced. The practice was to take
notes from ideas in terms of their basic units, i.e., subject, verb, and object. This

practice was further emphasized in the class activities, especially sight translation
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practices, which, with the written script in front of the learners, provided a good

opportunity to further elaborate on and work with the technique.

At the Conclusion of the Semester
Investigation of Needs. As both lacks and wants were investigated at this

stage, the findings are presented and discussed in terms of both categories.

Lacks
In the final questionnaire, items were designed so that we could gain insight

into the learners’ progress in the components under investigation.

Table 2

Learners’ self-report of their progress

I have made progress in ... 1 2 3 (%) 4 5 6
note-taking from L1 28.12 65.62 3.12 0 0 3.12
note-taking from L2 9.37 46.87 25 12.5 3.12 3.12
listening comprehension 9.37 50 28.12 6.25 3.12 3.12
consecutive interpreting 6.25 34.37 50 9.37 0 0

confidence level for active
3.12 43.75 12.5 37.5 3.12 0

class participation

1= strongly agree; 2=agree; 3=indifferent; 4=disagree; 5=strongly disagree; 6=no answer

Table 2 reflects the learners’ views. Regarding the statement asking the
learners about their progress in note-taking from Persian materials, 93.74% marked
either strongly agree or agree, and thereby expressed their positive view toward their
progress. Regarding note-taking from English materials, almost half of them
reported their progress; however, 15.62% clearly expressed their weakness in this
area. As for their listening comprehension skill, 59.37% reported progress during the
semester. As for the affective side, 40.62 % of the learners still felt they made no
progress in boosting their confidence level and, as a result, they could not cooperate

in class.
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Wants

To evaluate the success of the course from learners’ view, their wants were

investigated.! To do so, some items were included in the second questionnaire that

addressed teaching/learning effectiveness as well as the learners’ satisfaction.

Table 3

Learners’ report of teaching/learning effectiveness

Effectiveness of ... 1 2 3 (%) 4 5 6
Enhancers 3437 5937 6.25 0 0 0
Worksheets 31.25 53.12 125 0 0 3.12
Sight translation practices 25 5625 125  6.25 0 0
Role-play 625 5937 25 9.37 0 0
Class note-taking 3125 5625 625 6.25 0 0
Class discussions on progress, problem,

and solution 15.62 53.12 21.87 625 3.12 0
Listening comprehension assignments 21.87 5625 15.62 6.25 0 0
Note-taking assignments 9.37 50 25 9.37 0 6.25
Writing reflective diaries 312 937 21.87 3437 21.87 3.12

Table 3 reveals the learners’ perceptions concerning the effectiveness of

materials, class activities, and weekly assignments. Altogether, they confirmed the

effectiveness of the materials developed by the instructor. Concerning class

activities, the most well-received practice turned out to be sight translation. Besides,

the majority of the learners found role-play, note-taking exercises, and class

discussions on their progress, problems, and solutions effective. However, the

effectiveness of role-playing and class discussions was dubious for a good number

of learners. As to the effectiveness of weekly assignments (the last three items in

Table 3), listening comprehension practices turned out to be the most welcome

assignment. However, only 12.49% of the learners confirmed the effectiveness of

writing reflective diaries in their progress.

1 The investigation of wants, as in the case of lacks, was conducted throughout the

semester. In this article, for space reasons, the report of wants is limited to the final

stage.
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Table 4

Learners’ satisfaction

Satisfaction from ... 1 2 3 (%) 4 5 6

level of English materials interpreted in class  15.62 31.25 125 28.12 125 0

progress of materials from general to subject-
] 28.12  65.62  6.25 0 0 0
specific

class atmosphere for activities and
6.25 3437 125 3125 1562 O
cooperation

Learners’ satisfaction was another factor included in the questionnaire. As
Table 4 shows, they reported the highest rate of dissatisfaction with the statement
regarding the atmosphere of the class being tensionless for their cooperation
(46.87%), though almost the same number felt satisfied (40.62%). The highest
degree of satisfaction was reported for the statement concerning the sequencing of

the class interpreting practices.

Implications and Measures Taken
Lacks

The majority of learners believed they had made progress in note-taking
from L1 and L2, listening comprehension, and consecutive interpreting. However, it
could not be overlooked that some learners expressed they did not make much
progress. Even if these learners were among the less-motivated low-performing
ones, the implication was that the curriculum still had way to go to reach excellence
in engaging less motivated learners in learning. Considering that learning through
self-engagement, cooperation and interaction was a key in the design of the course,
this could be a threat to the fulfillment of the course’s objectives. Although the
instructor had been trying to encourage silent learners by assuring them that their
participation, regardless of the accuracy of their answers, was valued, this seemed
not enough for all the learners; i.e., the affective side still had room for improvement
since almost half of the learners did not feel confident to be active members in the

class.
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Wants

The majority of learners believed that class materials and activities were all
effective. Amid them, role-play and class discussions planned for the learners’
problems, solutions, and experience sharing turned out to be the least favored
activities. A closer look at these activities revealed that common to both of them was
interaction and cooperation. Therefore, the learners may have had problems with
interaction and cooperation inherent in such activities, not the activities themselves.
This, in turn, could have been the result of the weaknesses they perceived to have in
their skills and their low confidence. This argumentation gains strength considering
the learners’ attitude when they were asked to report their degree of satisfaction with
the atmosphere of the class for cooperation and engagement in activities (Table 4).

Moreover, there was an additional reason for the learners to perceive class
discussions on problems and solutions and experience-sharing as not effective
enough: the class time did not allow the instructor to hold such discussions
regularly. While in the initial plan it was intended to start each session with a short
discussion as such, considering the time limit, it turned out not to be feasible in
practice. Considering the importance of such discussions guided by the instructor on
problems and solutions (Orlando, 2011), any defect in their true fulfillment could
impede the pre-set objectives, resulting in the learners’ perception of the
ineffectiveness of the discussions. The negative effects of this were extended to the
learners’ reflective diaries; seeing that reflective discussions were limited to a few
sessions, some learners downplayed writing reflective diaries. That being the case,
they did not submit their diaries regularly or wrote some repetitive fabricated
sentences that lacked any reflection. That could be the main reason why the majority
of the learners were indifferent or in disagreement when they were asked if writing
reflective diaries as a part of assignments had been useful (Table 3).

These results bore implications for the next-semester implementation of the
same course. The instructor needed to take a two-fold action: she needed to first
further clarify to learners the advantages of these activities both verbally and in
practice since it is believed that being explicit about the reason behind the choice of
instructional activities adds to learners’ motivation and reduces their resistance
against learning (Felder, 2007). Secondly, the instructor needed to provide a

feasible, safe, and unthreatening ground to facilitate interaction and cooperation
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among the learners.

Conclusion

This article reported on an extended needs analysis investigation conducted
at three stages of course progress to gain insight into the weaknesses and strengths
of the curriculum that had been developed for the course Consecutive Interpreting.
Although the study explored learners’ needs in a context with a particular group of
learners and their specific needs, it bears implications for different settings because
the nature of the problems the learners faced and their expectations could be similar
in any other introductory course in interpreting. More importantly, the study bears
implications for other contexts since it shows the implementation of an extended
needs analysis in practice. It can be served as a practical example of how such an
investigation could be informative at different stages of curriculum implementation.
At the commencement of the semester, it can be revealing in that it shows the
learners’ weaknesses. Upon detecting the weaknesses, the instructor should make
sure that the curriculum developed can meet the needs of the learners. If the
shortcomings are identifiable; therefore, the instructor should take early action to
address them. The ongoing investigation of lacks works as a signpost indicating how
the learners respond to training, where they perform well, and where they need
further guidance. This is followed by remedial actions for addressing the problems.
The final-stage investigation into the lacks provides the course designers and
instructors food for thought for the future implementation of the course. Therefore,
while a needs analysis should be conducted before course design, it is not an action
completed at a given point; it should be, instead, extended through the course
progress. That way, the curriculum could be continuously monitored and reflected
upon to detect shortcomings and strengths. In some cases, the drawbacks could be
tackled within the same semester; however, if addressing the problem needs
fundamental changes or enhancements, it would be put on the priority list for the

next-semester implementation of the course.
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Abstract

Discourse is monitored through the employment of discourse markers in the process of human
communication. The present article investigated two translations of the most frequent,
complex, and ambiguous Qur’anic discourse marker wa into the Persian language. Two
theories of coherence and translation spotting shaped the foundation of this research. Two
Persian translations were selected based on purposive sampling. The analysis of the Persian
parallel corpora revealed that the translation of this elaborative discourse marker was
performed innovatively and dynamically by resorting to four categories of contrastive,
elaborative, temporal, and inferential discourse markers and their various combinations. The
creative, flexible, and dynamic approach observed in the analysis of the parallel corpora
indicated that translation is complex pragmatic, culture-based, and discourse-oriented
phenomenon. It is a dynamic discourse construction system underpinned by the invocation of
different theoretical perspectives in discourse and the pragmatic enrichment of linguistic
elements between languages, cultures, and discourses. As these creative and flexible
approaches applied by translators are not put into practice in the areas of lexicography,
curriculum development, and other areas of translation education, researchers, teachers, and
other authorities are recommended to revise their approaches based on research findings and
the relevant implications arising from parallel data analyses.
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Introduction

Rational, linguistic, pragmatic, and metalinguistic processes of decoding
and encoding information in the process of translation are activated according to the
principles and standards of the target culture and discourse (Chesterman, 2016).
From a discursive perspective, prepositional phrases, adverbs, coordinators,
conjunctions, fixed expressions, and some sentences such as in addition,
accordingly, besides, then, as a matter of fact, and you see are referred to as
discourse markers (DMs). DMs are meta-lingual, meta-communicative, and meta-
commentative elements that are applied by interlocutors in the comprehension,
production, and creation of a context sensitive discourse in the process of
exchanging ideas (Aijmir, 2002; Frank-job, 2006). As inseparable constituents of
human communication, DMs are considered as the most frequent, productive,
multidimensional, and meta-discursive variables in the processes of decoding and
encoding information in human communication. Principally, DMs are very context-
sensitive and ambiguous, do not play any grammatical role in the text, and lack any
propositional meaning (Aijmir, 2002; Hyland, 2005; Faghih Malek Marzban, 2008).
Moreover, the DM and is the most frequent elaborative DM in many languages,
such as Chinese, Arabic, English, and Persian (Nejadansari & Mohammadi, 2014;
Yang, 2011), with almost all of the above complex features in discourse
comprehension and production. EDMs are either applied for the purpose of adding
units to discourse or for the sake of clarification of ideas in communication.
Consequently, translators confront multidimensional challenges in the translation of
DMs (Furko, 2014).

The present comparative and exploratory investigation analyzed two
Persian translations of the Qur’anic elaborative discourse marker (EDM) wa based
on the coherence theory in discourse (Glanzberg, 2018) and the Translation Spotting
theory in translation studies (Cartoni and Zuferry, 2013). These translators have
applied an interpretative approach and their methodology is different from the other
semantically accurate translations. Moreover, the researcher tried to examine the
innovative and creative courses of action in decoding and encoding information
between the source and target texts to present the readership with an intelligible and
fluent text and investigate how the natural use of language in the creation,

distribution, and utilization of discourse in translation is activated. Against this
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background, this research addressed the following questions:

1. How was the encoding of the Quranic EDM wa approached in these
Persian translations?

2.  What groups of Persian DMs are employed in encoding the Qur’anic
EDM wa in these Persian renderings?

3. What are the different theoretical resources, justifications, and
explanations that underpin the approaches and strategies of the Persian
translators in encoding the Qur’anic EDM wa?

Seeing the natural application of language as an essential variable in

encoding information in the process of translation (Forko, 2014), this researcher
hypothesizes that translators might resort to some sort of adjustment, development,

and enrichment in the process.

Review of Literature

This review covers various lines of research. The first part focuses on
elaborative relations. Elaborative relations in discourse focus on the interlocutors’
imagined, envisaged, and projected association, relationship, and connection
between the preceding, current, and following units in human communication and
represent various types of logical relations in discourse. These logical relations add
up more ideas to the text for the sake of description and development of ideas. They
are substantiated through parallel, additional, and explanatory connotations,
implications, and associations between units of discourse (Schiffrin, 2006). That is,
through elaborative reasoning, interlocutors try to indicate that the current unit is
complementary, compatible, and well-matched with the preceding units, and offers
further evidence appreciating the following units to support the argument by
applying EDMs (Urgelles-Coll, 2010).

The second part analyzes the empirical studies conducted in the study of
translations of the Quran. This part provides a report of three lines of research on the
translation of the Quran by researchers in Iran. The first group of researchers
focused on the strategies applied in the translation of the Quran and discovered the
following approaches: problem-solving strategies and creative thinking skills
(Tayyebi, 2010), versified translation of the Quran (Poshtdar, 2010), explicitation
(Karimnia & Gharekhani, 2016). The next group of studies focused on strategies for
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rendering terms and figures of speech: conservation and substitution (Afrouz &
Mollanazar, 2017).

Some other researchers analyzed the rendering of metaphoric expressions
and foregrounding and backgrounding in the Quran and found the following
procedures: literal translation, rendering of metaphor by metaphor and simile by
simile (Movahhedian & Yazdani, 2020), literal, semantic, and interpretive strategies
(Eghbaly, 2010), marked structures and unmarked structures (Manafi Anari &
Ramezanpour Sobhani, 2017).

The second line of research examined the rendering of various aspects of
words in the translation of the Quran. Ashrafi and Seyedalangi (2010) investigated
polysemic words. The researchers concluded that they did not properly translate the
polysemic words of the Quran. Kafash Roodi et al. (2010) identified, classified, and
analyzed the collocation errors made by four English translations of the Quran and
discovered that some collocational errors were made due to low competence in the
English language. Mansuri (2015) investigated the translation of the repetition of
words and their collocations in Arberry’s and Yusuf Ali’s translations. The findings
revealed that Arberry benefitted from fewer equivalents in his translation.

Other studies analyzed the translation of metonymies and emphatic devices.
They discovered the following approaches: literal translation, overlooking figurative
meanings, and describing the implicit concepts (Valavi & Hassani, 2016), literal
translation, transferring implied meaning, employing content-based translation
(Mohammadi & Valavi, 2018), applying union, balanced, and unbalanced outlooks
in selecting the equivalents (Vaezi et al. 2018).

Finally, the last line of studies examined ideology-driven approaches to
Quran translation. They investigated the impact of gender and different world views.
Eriss and Hashemi (2018) studied the influence of gender-oriented ideologies on
translations of the Quran. They reported that translators’ gender-based ideology
intentionally and automatically affected their translations and their translations
represented their gender-driven orientations, hypotheses, and impressions.
Taghipour Bazargani (2010) comparatively investigated two translations of the Holy
Quran based on critical discourse analysis. He applied the three-dimensional
analytical framework of Fairclough (1989). His findings revealed that these

translators used different translation strategies based on ideological differences.
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Mosaffa Jahromi (2010) investigated the ideological approaches used in translating
metaphors in the Holy Quran from a cognitive perspective. The analysis of the
parallel corpora revealed that due to the various ideological backgrounds of Shia and
Sunni Muslims in terms of metaphors in the Holy Quran, they were translated
differently. He concluded that strategies for the translation of metaphors were
influenced by translators’ different ideologies. Since there are no studies on the

translation of the EDM wa into Persian, this study attempted to fill this gap.

Method
Research Design

As this research takes theoretical perspectives, analyzes data derived from
the natural use of language, and asks research questions, it is both descriptive and

qualitative (Seliger & Shohamy 1989).

Theoretical Perspectives

This investigation was theoretically supported by coherence in discourse
analysis and translation spotting in translation studies. Glanzberg (2018) maintains
that the validity, precision, and legitimacy of an idea depend on its connection to
other concepts in discourse. This connection shapes the foundations of coherence
theory in discourse. According to Cartoni and Zuferry (2013), the investigation of
professional translators' pragmatic approaches and strategies in solving their
problems would result in the exploration of new translation strategies, novel
translation universals, and new theories and models in research. Therefore, Cartoni
and Zuferry (2013) introduced translation spotting theory in translation studies for

pragmatic exploratory purposes.

Corpus and Sampling

Our corpus consisted of two sections: the source text and target text. The
source text corpus was made up of 6 sections of the Quran called Juze. And the
target text was two Persian translations of the Quran: Maleki’ (2018) and Safavi’
(2008). The reason for sampling these two Persian translations is their interpretive
approach to translation. That is, both translations were based on Almizan, an

interpretation of the Quran by Allameh Tabatabaee (1960). Thus, the target text
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corpus was selected based on purposive sampling and included the same sections.

Procedures and Reliability

First, 20% of the Quran was selected randomly for the purpose of analysis.

Then, the instances of the EDM wa were identified in the source text corpus. There

were 1236 examples of this DM, accounting for 48% of the instances in the corpus.

Therefore, the highest frequency of distribution belongs to this DM (Tables 1 and 2).

Afterward, the equivalents offered by the two translators were identified, sorted,

analyzed, and reported. After that, 150 instances (12%) were sent to the raters for

evaluation. Research reliability was established by the two raters' contributions to

the data analysis process. They were to judge and evaluate the instances of

equivalents reported by the researcher. The raters verified all instances of

equivalents.

Table 1

Frequency of selected sections, words, and DMs in the corpus

Number Elements Analyzed Frequency Percentage
1 Sections 6 20%
2 Total words 77807 100%
3 Words in the corpus 16906 22%
4 DM in the corpus 2535 15%
Table 2
Frequency of distribution of four groups of DMs in the Quranic corpus
Number DM Frequency Percentage
1 EDMs 1262 51%
2 IDMs 950 38%
3 CDMs 169 7%
4 TDMs 89 4%
Table 3
Frequency of distribution of EDM wa in source text corpus
Number DM Frequency Percentage
1 EDM wa 1236 48%
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Results

According to Table 4, 77 different types and combinations of Persian DMs
are applied in rendering the Quranic EDM wa into Persian. They consisted of four
different groups of DMs expressing linguistic, logical, communicative, and
discursive relations of elaboration, contrast, inference, and temporality (question 2).
In 57 instances, accounting for 74% of distribution, rendering of this DM underwent
adaptation and adjustment- a very high index of pragmatic creativity in translation

(question 1).

Table 4

Categories of DMs applied in rendering the Quranic wa into Persian

Number DM Frequency Percentage
1 IDMs 26 33%
2 EDMs 20 26%
3 TDMs 17 23%
4 CDMs 14 18%
Total 4 groups 77 100%
Elaborative DMs

Twenty different types and combinations of elaborative discourse markers
(EDMs) were applied in translation of this Quranic EDM by these Persian
translators. They have applied two groups of additive and descriptive EDMs.
Additive EDMs have the function of adding units to discourse in the process of
communication. That is, they are applied for the purpose of increasing items in the
list and are in the service of construction of discourse by going into details.
Descriptive  EDMs provide further explanation, elaboration, and analysis of
discourse to provide the audience with a comprehensive and comprehensible
discourse in the framework of different units of discourse in the corpus under

investigation, and they are shown in Tables 5 and 6.
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Table 5

Persian Additive EDMs Equivalents for the Quranic EDM Wa

Translator

Equivalent

Extracts

Reference

1

G9al2s iy 131557 ol Igleis s

Al-Bagarah, 22

Maleki

Also

P2 YUisgS> Sua55 4148 gllies 155§l ysy

315 (olias 155 oS silsg0 wig>

Sty Lod 53l allLall 195l ouddl Salgl

gl 19318 b g fogs L

Al-Bagarah, 16

Maleki

And ... also

ol Cuoud o |y o1 408 68 35l sbws giT
LR G2 aml by 3560 Colses gsls
Iy ldciwd P S g 3l Gliul o 53gw

S pS 500

b 3235 BT 1631 5 o)1 Sae falall 6] U5

Al-Molk, 26

Safavi

And ... also

[0 oy 0 )l 8,5 (195 g ol
N '-'QJMIJML.#QPJSJMILSHL'#

S0 gl Lo

Ll g asbig Lgio 1915 lgigi> g 1316...

Al-Haj, 36

Maleki

And also

QLiigS I glisg> o 33Ul glg, o 89

2330 Sa0g T ¢l s 6w e 9 Suygi

=0 9S85 Laog Sio T Ll mgog sl Iglls
915-8ll pSig L 135 5 oS, LS sl g3

1351 JLadilg

Al-Momtahene, 4

Maleki

Iy pbisolic g @ula0 518 Suiw 50 155 o
Sl L5 losis 9 Lo gy 550 oS (05 Jg8

LSl 6auS g Sauid

Pakd yo ylall g JIMI 9:9:5 2™l

Al-Hashr, 9
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Translator

Equivalent

Extracts

Reference

Maleki

Also

U8 68 ol (5330 Lo jLasl gl e ygb (e

23516390 pSbw 8aus0 4 030 Gyl yolgo I

o ngh LAS § s Lilkial g

Al-Haj, 44

Safavi

And also

Uboge 8 s jl P awgo g (2o Jol s g

08 169155 38 0 1588 Gl G ot o

Al-Taghabon, 5

Safavi

Also

JL 9 JJ9 9 333249 45 65 5luS jus LT
Lo o Sz ylgz yaos J3 | gliys

bl aslgS Sbs s (olde

8 09 135 9 oo 0o 33 150

Al-Anbiya, 24

Safavi

And ... also

5913 6o o Lol joss (sl T8 =l
sl gl o aLBAS BloulsS g Cuwl

.Cuu'bbg..: lSJgTbLl QJLD \‘.ku‘t'?‘;'

10

U simg 8Ui50 5.8 61 16 sile yalls ol 3.

g (U3 335 685Ul § ¢puiogall 2og

Al-Tahrim, 4

And in
addition...

also

309183 sugb Gliwls P gl 3uo 4o Slg..
yliogo jl GALo g J a2 9 Duwgl jgbs 595
P OSidyd Glivl jo oglc g Niugl jobs jus

.dgs dasslgS gl ULu.uu.r

U g ple 3 ol o8 JsLas b ywlidl (108

226 UGS U § 538

Al-Haj, 8

Maleki

Moreover ...

or

US> 155 &3 0L 5> 6S Siilus o slose

Plgll wie s gy o T S0 152 9
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Translator | Equivalent Extracts Reference
12 bgl 035 § ool 3l 095 § | Al-Haij, 43
) Moreover... . .
Maleki bg) P98 g ol 12l Pg8 P jgb (ju00
also
Lilas LIS § 5185 Cg g § laiul ) Lidg 9
13 . Al-Anbia, 72
s
23Sy el ol o Gl EL 6 D (5 puy
) Also... and in o . -
Maleki N UL S0 cogdsy b o slogs T 2 ogle g
addition
[D.JAJS A.A.uu'.w 6)|J§| |J
Table 6

Persian Descriptive EDMs Equivalents for the Quranic EDM Wa

Translator | Equivalent Extracts Reference
99 67139 Ly (49457 § Lade sl Ly 095...
1 .. . . | Al-Bagarah, 91
J9L e JjU glodgs oS 1 55l yg5 bidd bo
Maleki Yea G2 0S3T b 3aaS as 5gb |1 g3 oy oS 50
'AJIALJS'.‘B |J leJT\'_lng.'Jgf_u.ul
2 ... pghii; Ug ) b y9alsi g... | Al-Bagarah, 102
g ylo g gyl jl 1y ol juz ubisgg: T
Safavi Yea 939 JLobj GUT sl 68 3358 8 o 143
35S oo glvsole (539w
Syjim g @S> SJ 4655 00> 19)g8 9.
3 ) | Al-Baqarah, 58
U s |y gloglelS Lilss =395, g
Maleki Furthermore OB (goud s i 1) gUslelhs
33l paslgS Jlei g Suby o0
0o JS JASUI 135 (u 319 Jucloinl §
4 Al-Anbia, 85

ueball
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Translator | Equivalent Extracts Reference
Moreover...al o SIS ¢z S 6 gk it U
Maleki . B
80 03y jguo GBI 92 e
el 535 § gla> Ja> I3 S @i
5 | Al-Haj, 2
Jus ol 31l oo |y Liniuis olols ...
Maleki Altogether
cee030 0 3 30 paw jl Jic oS iSao
9 5 LSl ol Gl 5381 o bl 05 §
6 L o L Al-Saf, 7
Ul pgall (53gs U dlllg pllwll I 23]
U2 0065 30l ol I 45 jSeiw olwsS o2
£90° Siuid 135 69 (9 Mg (50 uges pllwl
Maleki Whom
o0 1 58 30 P j0 iz Cuws 135 Sassao
S
7 09l6%5 oy Ju> &I § &giu)g 8l lgaabl... | Al-Mojadelah, 13
ol 6y 135 68 3y 0 glogd |y G jaolir g 135
Safavi Who
ol o8T 3aS 50 65
Sl pSle L jsig ploddl pSale L 3.
8 -~ Al-Bagarah, 57
... 59lullg
B gl g2 g udsS Glimw oglw 1 ol o jU
Maleki In addition .
P2l 8 (23l g puSSl
U g pauall o8 Ll Ig)jiels 63 g 5
9 .. _ _ .| Al-Baghareh, 222
Uk S g9 85
OJQQJQU**;!)JI)E’JSUJJIJUC*“:U:!ISS{
L ¢l (g iwaos I ssluslo iilsle
Maleki That is _
S35 YT b i 3o jusd g GLES| juosd
10 136989 Lhiwgll bllall § clghall Ll IghS5 | Al-Baghareh, 238
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Translator | Equivalent Extracts Reference
ol8 ol
More 9 Saibly ygh jlod 09 by b jlod a8l so UolS
Maleki )
specifically Sl jld 6y g3 L g 155 jbls oy
11 09 pliiiug iysall Jal 45 5 | Al-Hejr, 67
On the other o0 UbgS 9 03] 3593 sl Yl o B b T
Maleki
hand 33301 byl 60l 8 4b 6w ¢l UigS
12 foassl ol il (2 o@is § | Al-Hejr, 51
To clarify the ) 88 Glimls culbo ¢3S L sl 2
Maleki .
issue 23330 sl il ¢jlogo 65 S ¢S L
ol e o2ty (uall Jgis o) ol Lk i g
13 | Al-Jen, 5
Uas
b 22 g b lussl oS (50 4S80S b b
Maleki Also g3 4> gzl 393 505 €95 155 o9 B9 s
P23,S Jgb 1y
14 1)98b Ul b fogs)) fosdliw 9. Al-Ensan, 21
02025l Jlaassy ol ol 155 0 I 5.
Maleki Above all
2oligs 0 BT
Contrastive DMs

These Persian translators have applied 14 different types and combinations
of contrastive discourse markers (CDMs) in the translation of the Quranic EDM wa
into Persian. This group of discourse markers has got the lowest frequency of

distribution in the corpus. However, they also displayed another aspect of creativity

in the rendering of this DM (Table 7).
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Table 7

Persian CDMs equivalents for the Quranic EDM Wa

Translator

Equivalent

Extracts

Reference

3 S8 Glgal s 5 ol 285 s

Al-Baghareh, 28

Maleki

Although

U 2 63 o o Tagla0 Jga8 1 155 55k

O 1 S Sy S35 Lo 60 153 g Sudg:

51 yaoao 1 Loy

iy 2l 1903859 JbLl 2l Igiuls U

Al-Baghareh, 42

Safavi

While

1y B> 9 S jlus ST Jbl osg2 53 153> 9

3ls 5o 1y T oS s 3885 ¢ lasS

8lia>l Igloz Loy oginiid s 811 fogiais g

S0 b US e 811 § bgius g I

Al-Mojadele, 6

Maleki

But

033 1 glivewas o Lgs 15565 (559, J>
3o Gl Sl soles S 6T jI g 33550
0355 b Ll 5Su GBS 135 88 Ll S las
Sl 135 353,8 bgol 48 Libags g Cawl

Ul 9353 b § 1936T (il 81 (gestsy

092 g g

Al-Baghareh, 9

Safavi

But

2w 35163 9T ¢lagl 68 (SlwS g 135 L
D30T w8 1) 395 2 g Wb o0 So g

Swbos gyl g

o ol 30 I5E s 3 228 S

s US e 81 ] lasod &I oS, ool 193985

0

_’JQ

Al-Baghareh, 148

Maleki

Though

B3b 6y 65 315 lold o o oy g S s
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Translator

Equivalent

Extracts

Reference

2 030> Gl Sl i Uag 23S 50 95 T

J1oes sl S o Jiols 6y g 5SS Ly alid

b oo L gl 1 8 0 U 5

JEI SIAE 8,5T1 o8 ogd § Lol

Al-Hashr, 3

Safavi

And anyhow

03,55 80 gl 2 1) by sU> ool 155 Sl g
39 609 35550 Wlde s 3 1y U ek >g
salgs Ui wlde &)3T s 0T 6l Jo

D9

Sale 020 93 9 EPagdlad g lwl PSeiL ()19
094859 LS Gasl ()giogidl pgsl 45!

B -u":

Al-Baghareh, 85

Maleki

However

Ol sl b 1 T 3594 s jawl o S|

Jgz 885 L b 53S0 6J3bo lings

e Uidgl jl oS gm0 g ujlw o sl T
jl ras .3g s losi o Liss ;S olgT

3yl o g 3o iy oo | Ol gs g plSol

T30S0

PS93E § 59 19335 U 19asT (udl gl
PS> Ly 1948 35 § 635alL gl (ygals LW
}§§JI oo

Al-Momtaheneh,
1

Safavi

While

g o gl 3ol 6397 ¢loul 63 (SLwsS 5l
ub’l_blnm).,_,&umgb 1y glbsgs ol
QBT 65 55500 3 3831 4o g @b
NINSOMTMGIJ{&SIJb&fTSUTﬁ

,M)JS JlS.'J' Cowl g
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Translator

Equivalent

Extracts

Reference

Usiu ) Sae o ol 198835 U O9igaz (el o
lglaidl o135 ol § Iguadi; Lid ol

-0geia; U guastall (SJg ya)Ulg

Al-
Monafeghoon, 7

Maleki

While

08 ulgiT 6y 3ugS 5o 68 3l S Ylas LgiT
9093 jI U 3050 SoS siglaS juoly oy
Gz oS T JLo s5g4i 03581 4y Uy
o 38Lo Jg Cuwlss Jlo a0 9 slasT

10 1 inogd

10

3801 555 baysall I bes) il oglgis
0SJg (ar0galls adgiu g 6jsll o) 5 J3UI lgio

08k} U passiall

Al-
Monafeghoon, 8

Safavi

And while

oS5 2k (o3 S jL 60 6y JSI 3iugS 50
Lol Il j5 ggej oS 1y o ol Sjoje
Ol jlews e o83T b g.5,S salg> g w
bnbulﬁﬁ&ololﬁwluhngoguiﬂoﬁgl_\ﬁ

Suwls

11

R JPICR S PT AT EVINT Y
§ by LT Ll 35 § glid (o ¢l

Al-Mojadeleh, 5

Maleki

Yea despite

g Gl 00 e ol (3lin 48 3929 L oy
J3 3aidlo o Gidgaw g 135 b oS (Slws
oiidS s liv JUiol 65 jghilass Sigibi,o
o s e JLiias ulde sslosui Juld

-3940 ol (3w

12

3 U132 Ja 19alb (M1 (595301 1g yawl

w9 pass pil gyl ygilid] pSlio

Al-Anbia, 3




102 / Monitoring Discourse in Translation: An Analysis of .../ Mohammadi

Translator

Equivalent

Extracts

Reference

Maleki

However

2SS o igS G ot LS 3y ¢l
L Cuwlosdy Jo (5 i o g2l 6830l 05 S0
o B yb oo Suiuun g g ls puliz 68 ol

309 5o U jeol 2w sl

Ol Gt § 08U 8,8 9@ g JUidl pSale LS
19225 Ol it § @SJ 135 909 Linds 1955

0945 U sl g folay Allg 80 s 300 Ui

Al-Baghareh, 216

Safavi

While

Ol 63 ol L Cuwl 630 wizlg lasi o Sas
G2 Sl Cuwl 3uligSb g ylgadss lad sl
Lo 51 g T 0S5 5 3015y SilingSL |
Soulag Cungs 1 (a2 Sabib 9 CuwgSes

LLWIJ.WLD.MJGIJJUTQS.LI[JJ)

14

Al-Anbia, 2

Maleki

But

3T il g 155 <8 b 1 51 035 8,5 y
w29 oy 1y T Lol 338350 UivgS g5 | jalb

ol 62gd0 Ui g 39 S50

15

od) Sl cpallBll § 0via>) 3 L b U552

i Ulae

Al-Ensan, 31

Safavi

But

I3 395 Lo o dalgdy 1) 0S8 4 g ol
9 ubogo (5l s | il 9 39T oo
Ul ySaiw 5l bl Cuwl eciwlgs ¢ Buinylgas

ol O)JS OALDT tSL'J)J) b.'JI').C

16

99 9 133u0 8859 b UL padSi pis 131 9

Al-Nahl, 58

Safavi

However

OUT jl oSu 60 89 68 Cuwl s s ¢l
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Translator

Equivalent

Extracts

Reference

0 ol S I Ublojg2 Sy yi5s 650

SR 0 948 1) 395 EduS g Sgul

Us o 1331 oy i o 1 S 50 U

Al-Hejr, 88

Maleki

But

LISl 60 i 1uSs 03035 EugS (50 (B9

o380 ol jl 1yl oS oo jl 2ldeg S oS (53lo
Gl 1303 5l 9 j933 uiiz pules S sio

9 32 J2J Ly ylogo JLo (e 5> 920 693l

Sl

Maleki

Ul Igig g Licl )y Igigas U IgaaT ¢l gl G

Pl S13E (g 88U § Ig2oiulg

Al-Baghareh, 104

Otherwise

30980 Uil ou g biely 3gSs jS0s ¢blaluo
03359 304255 (633 | buogs ol .U ksl

oyl JgT_}?_j L,.,IL\: 9w ol gl UL\.uSJ..w

18

62939 = 5all G 00 (98 44) b lagio (galaind

oI 3L UL 35T (40 65 (g jlias foid 6 §

Al-Baghareh, 102

Maleki

Although

a8 S 50 3L 2l juz o8 95 T jl g
2152 Ui pusns 9 30 g T L oS
505 135 6ol 1y 65 33> 4 S0

D0 Jo 60D S o 93 L Saciulgy

19

ol 531 81 1931 § (5981 § yully 19515 ...

U9 5 e

Al-Mojadele, 9

Safavi

Rather

Bl 1S oy Uil S 1 gl sl 192 53 650
9 39T Ubio 80 (i 1985 Cule ) 9 03035y
192 g 0 jgduzo gl (S oy 6S 135 ]I

Syl
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Inferential DMs

In rendering the Quranic EDM wa into Persian, the translators have applied
26 different types and combinations of IDMs comprising the highest frequency of
distribution in the corpus with 33% of the instances. They consist of three groups of
argumentative, conditional, and conditional IDMs in the corpus. Argumentative
IDMs comprised of 10 different DMs. Argumentative IDMs are applied to approve a
point of view. Conditional IDMs consisted of 7 different types and combinations.
Conclusion indicating IDMs are concerned with the expression of conclusions and
consequences between units of discourse in the target text and, they include four

different categories and combinations (Tables 8, 9, and 10).

Table 8
Persian argumentative IDMs equivalents for the Quranic EDM Wa

Translator | Equivalent Extracts Reference

9 § Ua)U1 § ol o8 Jsdll ol o) U6
1 . . Al-Anbia, 4
rulall zaomll

63 o b ylowwT J3 84> 4o S ol
Maleki 1 Ol 9S4 5l o e odas I Sguis @dlgo

Cuwbls glgiis gl 1 3515 o 155

Ubsae o § ud)UI § lglosdl o3 o & 3
2 S | Al-Anbia, 19
Og i U g oddlie oo g S

Of Jl ol a0 g lgslawT 368 jo 15
Safavi Because B3lgo
9 335 50 jLw gl i g jl 9 35,9500

0 1S § 38 40 830 fousl ol LT g
3 i Al-Anbia, 51
Uzolle

S oo |y sl ol P gl g wgo I a8
Maleki Since B3lgo
ol (Sl I Loug...?p,p..‘ahuJU.'i_"Ugn
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Translator

Equivalent

Extracts

Reference

2392 > L

ol g Saall e 19gs § Bg y2ally 1901 § ...

90Ul 635le

Al-Haj, 41

Safavi

02T g M350 los8 Cuwl el 6237 oy g
190l P> 48 651 52 «3US 50 5@y Tl Biuglil

Cowlas T I

@3lg0

oSonl G & o8] ol b Bl

55t ol Jgd

Al-Anbia, 80

Maleki

Because of

39915 001 5 jlw 6, 8 9 gd Loy jbl> oy
9 b 5ldeg jua I o) T U pusls sb

2338 lilias ¢

@3lg0

Ol sES US (1085 99 § lRlall (o Joss (309

O9LS &) Ll § ussin)

Al-Anbia, 94

Maleki

Due to

sl S slasiel g glagl 595 j1 63 o ool b
o8 S 63050 gl LiigS g IS 23S0 LigS
b 9 Cagl Uil s 1) e o g Sgibia5

iS50

e § gmiv ol § ogrold Ll Al i

fostic 15z gl § ogLin fos o]

Al-Baghareh, 7

Maleki

Also due to

By Jgo yliols UibgS g lgls 15 g2
Iy glisls pie sol> ilde 03 5T 65 ]
oj|_\3|u..:|__i|;\cf0.mck§mk5|ﬁ@u|0ﬁ§;

Cuwl U'J}JJIB.'LH PA

belil jol b § 2)U1g Iglamll Cust ol §

US e 8l gl )31 6 gl jiadll 201S Ul

Al-Nahl, 77
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Translator | Equivalent Extracts Reference
Caolid )l pwl odoz I o 9 lgslownT 1wl
LJJLIJJUMGIJJMIMJLLDI 3> has
Maleki So U s o0 pie2 So o 135 sl gy Ceolid @dlgo
6L g oxge jl 133 1) yibwl S5 g Cuwl
BNy
9 ...89:388 fogio Jgiw) piol> 3 9 | Al-Nahl, 113
Ol ladaly 6l g glisgs (6 juoly ool
Maleki Of course @lgo
o0 Sale Loaiad b Lo y5 19l sl Lle g
10 .| Al-Nahl, 118
Of P 15 5552 Bl o Ylisggy e 01
Maleki @3lgo

course...also

1 @i Sl U 05 3,8 ol >

Table 9

Persian conditional IDMs equivalents for the Quranic EDM Wa

Translator | Equivalent Extracts Reference
1 9alk; gauisl 193S (SJg pdlialb b 5. | Al-Nahl, 118
QLisgS T oSl 3,55 > gl oy o @819 >
Maleki In fact @3lg0
29355 3 395 o0
B3l o8 61 G5 b i o il Ui U g
2 . Al-Baghareh, 228
Ul pgall § oL (08 oS Wl
3L 3015 glogl ColiB jg g 155 6y Sl g
Maleki And if Bdlgo
S Lado | ¢l Sdol>
3 099555 6l § b § awis 8UI g | Al-Baghareh, 245
9338 5o b g ES 1) OB 5 jgy 155 bad
Maleki Only 50 633155 1 gl (5guw 6w hEd P 45T Cuws @dlgo
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Translator | Equivalent Extracts Reference
(1095 88 § Bl 31 JS3 (4o o Yoz o
4 L _ . | Al-Nahl, 97
odub 6L> bazuls
U 62 Sl 330 62 SuS LgS IS aS LT oy
Maleki Due to 3 g lbw S35 bz 392 loal b by o Bdlgo
sl 331 o5 bl ings S5 341 §
5 L . Al-Baghareh, 92
09 Pl g 0325 o
gy Bl 0 jamo YUl wgo Ludud> >
Maleki Really oJlwgS Jgsiso gl 395 5> Lo g .5 9T Bélg0
.;,Q;JS:.:.oSliw_iilg 2SSl S gy
6 pLall i 9 5 6uls 8 b e 8l g g | Al-Baghareh, 204
MLLUAJJ'AJ)JAQSGJ‘,L?G'_H |J |A§OJL'J
Maleki Perhaps Cadw an G LT Blas! 555,850 @3lg0
3l
Ol e § 03I 85 9y YUl pSile S
L o .| Al-Baghareh, 216
80 335 9ag L 19855
2 9 ol waolg b o s b Sas
Maleki Maybe CowgS |y 52 Sl Wuwl sagligSt gLl
RN UL‘:‘&&.‘: o0 ol (a3l oLl o
Table 10
Persian conclusion indicating IDMs equivalents for the Quranic EDM Wa
Translator | Equivalent Extracts Reference
| S Ighiniy § {15zl oS) 193955 Sgadis o) Al-Momtaheneh,
gl pgidig pgisal | 2
A0S (50 oo Loud b sl Cuws Lok g jSI
Safavi Therefore dlgo

QBT .3ib 0315 GUT 60 iwgs Cows 3i2 4
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Translator | Equivalent Extracts Reference
ou 530 o0 1y gliwlyj 9 Cuws Sygeo ol s
2 el LIE 0 6530 lky SBIL 6ud 3,500 9 | Al-Haj, 25
31231 b 6S !l olgdT (5l juw wlde TUS
Maleki Generally o3lalb (o j puw gl 4o dasdlgd o Lududo I @3lg0
o 193351 § Lidlg Lwlill 85U il s> 31
3 ) i | Al-Baghareh, 125
Ghao pusl | plio
I ol P50 g P30l BSSLES L
Safavi So dlgo
les §lp GBul> pasl ol plio jI Gy Eosls
9 LB"'9"| ae gl lgs g A we :"'JI sy Al-Baghareh,
4
O92las pSla) 61 1gasl | 189
Sl U lid ) Bl o 68 Cuwl T 29> 6SL
3393294 3 lg il ISy 4> Gy
Maleki So @dlg0
CingS U sl gbyls ) o810 155 jgua
(55 o 23, 01 il Uy AL ol 1576 5
5 . Al-Baghareh, 88
Ugiod: Lo
Maleki Well then Cuwl 638 Glinie) glinl s o2 sl 155 8lgo
23,97 5o Ylogl 3T I oS oxe uy
6 oo {003 U § oid 12 b 98l 5. | Al-Baghareh, 102
Maleki In sum B3lgo

ol S5 s (5losuld g 5 5o pd lgT oo
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Translator | Equivalent Extracts Reference
133 Ul $S39355 ol 19348 el ST 1319
7 i (a5 I S5, i 5 ST JS35 631 1381 | Al-Anbia, 36
EILS
oS (al 1 S0 | 95 Wl oo i8g
LT 235155 (518 ol 33 S50 16 j5umo o0
Maleki Well 30950 S YUslacy jl oS Cuwl Glos ¢l
Olaal 63 Gloz 5183 oy cuwl b >
RNPTRN
Table 11

Persian conclusion indicating IDMs equivalents for the Quranic EDM Wa

Translator

Equivalent

Extracts

Reference

&l § Ub 3o 61 oo 3135 (1d 1o ogyslS 9

i385 19388 Loy foli Culde

Al-Baghareh, 10

Maleki

Consequently

1) gl a0 Ea 155 g 3551 U o lgiT
o (ol 62uis 5> .33aS (Lo 9 05 i

igais0 9l 2) Ide JUB S ugS 95

it 2 £ oo~ . 7 et e i et f
Salgl g 605] g gr) o Sglo peale Salgl

w9digall pa

Al-Baghareh, 157

Safavi

And as a result

ol S35 9 33 Lol jI il 68 syl
1y ObT ez o o s 9 i SalgS (Linlls
B3> B9 0y 620 5> g 8 S salgS 1,8

Bl salgs ol

Gl 5

9 wgosally LS Igigh (Ml L Ug
136 (g 381819 (435 fogsgld 5 (Ml Jgid

... 13gs 811 3151

Al-Modather, 31

Safavi

And finally

9 3355 33,5 Y8 Cuslé> s gliogo j 9
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Translator | Equivalent Extracts Reference

9 Sub 5l ylinlgls §3 63 HlwsS plasl

Cuwl 038 o5yl (5 ju2

olinl 61T § jud 40 b b LSS bJ Liaiiuld
4 L | Al-Anbia, 84
Uzl (5533 g Laace (40 605 (ogRo pglio 9

635 |y il 6330 sl 62 lo wahl yuw i
620 9l 6 b Slawi Ylod 60 65U g P23 S
Maleki Until G 5a
1y les g juo Uil oBsasS sl U pusls

Temporal Discourse Markers

In rendering the Quranic DM wa into Persian, 17 different types and
combinations of Persian TDMs are applied, comprising 23% of the frequency of
distribution in the corpus. These two Persian translators have applied three groups of
Persian TDMs (Table 12): A. TDMs indicating the end of the time sequence. They
indicate the end of the time sequence and provide information about the outcome
and consequences (extracts 1, 2, 3, 6, 11). B. TDMs indicating time in progress: this
group of DMs provides information about the even seen progress at the moment of
construction of discourse (extracts 4 and 5). C. TDMs indicating the ordinal
sequence of events. They deal with the order of events within the units of discourse

(extracts 7, 8, 9, 10).

Table 12
Persian TDMs equivalents for the Quranic EDM Wa

Translator | Equivalent Extracts Reference

03 S i s o
: . . Al-Anbia, 35
wgR> i il g ais

23 1y bk Lo g Sz Salgs |y S jo oluwsl
Safavi And finally
50 S5 9 30 0 b 0S5l Ylijes o
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Translator

Equivalent

Extracts

Reference

150 633135 5L Lo (594 60 L3 o 9 oulo T

I985hal § oo 9 959 § (ogias 9.0yl o3

Al-Haj, 29

Maleki

So at the end

3L 9 90 S 0LgS by juw g3l 45 b S
oo 1y gl 2> Jlocl ovidy g S99 2L el =l
w2 eals 59 3T Cuws 68l U sojglu b

235S WBlgb susS

L9 00 o Lo g5 yb sl Ll §

Cellall 6T lgiilg allasg

Al-Anbia, 91

Maleki

And finally

o 392 ol SSLy S35 43 gl zpuyo L 4> 9
o2 g P S Jiyla b glo gl 03151 L pe
Olslg> 60 S jo slo jzeo Glgic oo |y ol

ool Sobwlid

3130l o8 laSag 3 leglin § 39315 6

Al-Anbia, 78

Maleki

Now

030> 59 wlebw g 3991 jI gl UL
o (sloe jo Ll gl e S9eS2
> sloae Ulmgs p&m il 68 3355 ,0

23392 638 Jlauls g 03042 T

. Lubles LS 31 gl 13

Al-Anbia, 87

Maleki

Now

P50 U9k Ylozl 6255 4 :udgy 6uad J5

A.ai:aJLiJg.ib_lelﬁ.'Dl Jl Jdg) ol b L

31§ L Selis § cgall 0&I13 uds JS

09R5 5 Ll g s

Al-Anbia, 35

Maleki

And also at the

end

Gl §5ls1 b siizuo | S0 psb S o
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Translator

Equivalent

Extracts

Reference

P IS 13T g puiSpo g ylasiol S0 g g

331558 5o YU o (59w o had

g8 o 1 SL50 I3 o 45 e o 5

SPRVE]

Al-Anbia, 34

Maleki

So far

il Glagle joc (5 b gusd o Jo oo U
3368 (o gy Uy LT g0 Lo 1 SI

Salo,0 (ylagle solodiuins S o 59T

e 19055 Ol 337 pSaliial (35U ol 5

Al-Anbia, 57

Maleki

Then

it g ol 43 135 0 S Jsg5 L e
palgs ol (b sle Cu sl o gl ouiuds Lok

558

sSlall L2 fogud e o IS Aiwlll 3T fole §

lia o8 ) s a9l b

Al-Baghareh, 31

Maleki

After

Pl ot G2li> plad 155 T i 8T j1 sy
Olis B8 oo | giT seu sls sb gl o |

sl

gl @Sl ol 6S1s 55T ol ges gl U 5

02 (0 diSin 6ud

Al-Baghareh, 248

Maleki

Then

o5ldus s> 0350 LQL'JT o uLuJJ..I.DLu Cudg UT
53ge (3930 Lgllh o35lo 48 (39 laS
9 508 15 30T 50 Lous sy 65 Sl

il 155 U8 b 1 ol ST

11

s U3 1> ol ol S5 o U

L'kt);l.;njﬂ

Al-Hejr, 66

Maleki

Finally

-30980 S ouiiny g 3T oo JruniSg
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Discussion

Different types and combinations of Persian DMs (77 types) were applied
in rendering the Quranic EDM wa into Persian language. They included four
different groups of DMs expressing discursive relations of elaboration, contrast,
inference, and temporality between units of discourse. This result demonstrates
logical, pragmatic, and social adjustment, flexibility, dynamism, and creativity in the
construction of discourse. As a result, these discourse-monitoring components are
not translated literally. How can this innovative approach in rendering this Quranic
DM be interpreted and substantiated? What are the justifications for this pragmatic
creativity and enhancement?

This researcher’s assumption in the introduction was that, translators
generally appeal to some sort of adjustment and development in the encoding of
information in translation. The adaptation and creation are stemmed from the
structural, contextual, cultural, and social dynamics of human communication. The
translators are supposed to approach the encoding of information based on the
requirements of different languages, cultures, and discourses to provide their
addressees with a culturally, pragmatically, and rhetorically coherent and
understandable text. The examination of strategies applied by these Iranian
translators proves that this assumption about their methodologies is substantiated.

There are different lines of justifications for these various categories of
innovations and adjustments. This creative approach to the construction of discourse
in translation is reported by different researchers. The first line of explanation deals
with the role of natural language use in the encoding of information in the
communicative process of translation. Frank-Job (2006) and Frisson (2009)
discovered that translators appealed to the natural use of language in translation. As
a result, new inferences, interpretations, and functions were generated for DMs on
the basis of flexible conditions of various social contexts in human communication.
In line with this finding, Furko (2014) and Mohammadi (2021) reported that
translators assumed a context-sensitive procedure in discourse construction in the
translation of DMs and translated DMs communicatively on the basis of the context
and situation. That is, no literal rendering was substantiated in the analysis of the
Persian parallel corpora.

Another line of justification focuses on speakers' and writers' manipulative
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approaches to the use of language in social settings. Some researchers (Aijmir, 2002;
Egg & Redeker, 2008; Frisson & Pickering, 2001) conclude that communicators
utilize and make sense of DMs differently in the construction of discourse. That is,
DMs are context-dependent, are manipulated dynamically by interlocutors, and as a
result, undertake widespread categories of senses, uses, and functions. Then these
diverse realizations in decoding and encoding of DMs become more predominant in
rendering and, DMs are generally replaced with numerous types and combinations
of DMs in the translation process (Crible et al. 2018). Another group of researchers
(Egg & Redeker, 2008) resort to underspecification theory- a theory in discourse - to
justify modifications of DMs in rendering. In underspecification theory, the
difference between the meaning and the pragmatic functions of linguistic
components in contexts of use is analyzed and explored. Therefore, these
substitutions, adaptations, and modifications are viewed as the different
manifestations, demonstrations, and indexes of underspecification in translation
(Frisson & Pickering, 2001; Mohammadi, 2021).

Mohammadi (2021) analyzed the interpretation of DMs in Persian and
English parallel corpora and reported different types of adaptations and changes in
translation. This researcher concluded that as translators attempt to construct a more
comprehensible discourse for their audience, these adaptations can be justified on
the basis of Grice’s (1975) cooperative principles. This researcher maintains that
translators try to encode the information on the basis of the requirements of different
languages, cultures, and discourses. Hence, they try to facilitate the process of
comprehension of text by their target audience.

Another source for justification and explanation for these changes in DMs
translation can be based on the theory of pragmatic enrichment. It is the process
whereby words, statements, and expressions adopt new meanings and functions that
are different from their literal and semantic content, or are added to their literal and
semantic meanings. These words, statements, and expressions as the components of
an utterance are enriched by the contextual variables such as different places, times,
and people involved in discourse constructed by the utterances in real-life situations

such as writing, speaking, and translation (Cummins & Rohde, 2015).
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Conclusion

What translators are expected to achieve is the adaptation of their
approaches, lines of practical work, and equivalents to various syntactic, lexical, and
semantic elements in other discourses and cultures. The creativity, innovation,
flexibility, and dynamic approach observed in the translation of this EDM revealed
that translation is a creative process in the construction of discourse in the context of
the natural use of language in society through the employment of different pragmatic
theories in human communication in other walks of life such as translation,
interpretation, and interlocution. The theoretical perspectives applied in rendering
this Quranic EDM into Persian include underspecification, cooperative principles,
and pragmatic enrichment; that is, these modifications, amendments, and
adjustments that bring about pragmatically enriched relationships between discourse
units in the process of translation are based on the application of these theoretical
perspectives within the framework of the natural use of language. The present
research analyzed the translation of the most recurrent, complicated, and ambiguous
EDM wa in the Quranic texts into Persian. Other comparative investigations need to
be conducted on the translation of this DM into different African, American, and
Asian languages. The findings of these investigations will shed light on various
educational, research, and scientific components of curriculum planning and
development through introducing new programs and courses in these pragmatic and
discourse-oriented areas, rethinking material development procedures, and
modifying translation quality assessment system. Generally, translators approach the
use of language creatively, professionally, innovatively, and provide new synonyms,
functions, and usages for the words, phrases, and expressions (Haug, 2014). Their
results and findings and the analysis of the translators’ professional language use are
not put into practice in relevant fields, for instance, translation quality assessment,
material development, and lexicography. For that reason, these findings would

provide solutions to the problems and answers to the questions in the above areas.
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Abstract

Motivational development can no longer be considered as the stable phenomenon as it was
considered in the past. It is now an element of individual difference which is constantly
influenced by contextual factors. This study applied a dynamic system perspective and drew
upon Dérnyei’s (2005) L2 Motivational Self-System to examine both male and female Iranian
EFL learners’ motivational and behavioral variability over time with different levels of
proficiency. To this end, 590 beginner to upper intermediate male and female students
completed the Motivational Factors Questionnaire at one-month intervals during the semester.
The results indicated that the students’ motivation could possibly be explored under dynamic
systems’ principles. The findings demonstrated how students’ motivation changed over time
and how it could be predicted in a moderately stable manner. The outcomes also showed that
students’ motivational and behavioral developments were mediated by their proficiency levels
and gender. Implications and directions for further research were also stated.
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Introduction

Dynamic view toward language learning stating cause-effect relationships
can no longer justify all the complex patterns in second/foreign language
development. This does not denote that systems are always in their unpredictable
states but rather it is possible to recognize the fixed stages and frequent structures of
the system’s variations, implying that predictability is no longer significant.
Individual differences (IDs) including motivation, personality traits, aptitude, and
attitudes deal with variations in the process of language development (Dornyei,
2005; Roberts & Meyer, 2012). Some scholars have focused on the investigation of
different ways individual differences interrelate with each other and with the
external environment dynamically (Dérnyei, 2010).

Motivation is treated as the driving force that enables individuals to
proceed against learning. Without motivation, even learners with the highest degree
of language aptitude cannot achieve their goals. The motivation construct might
compensate for existing shortcomings in learners’ capabilities (Dornyei et al., 2015).
Different L2 motivational theories were presented over the past decades.
Undoubtedly, the most influential one refers to Dornyei’s (2005) theory of L2
Motivational Self System (L2MSS) that has been examined in the current study.
Learners’ intended effort is an important construct that could predict other outcomes
such as educational achievements and motivation. It relates to students’ efforts to
acquire a foreign or second language (Wen, 2011). The relationship between
different levels of proficiency and motivation considering the role of gender has
been also stipulated in different research studies.

With regard to individual differences, a dynamic perspective focuses on a
shift from fixed and rigid status to dynamic and multi-componential materials. de
Bot (2015) states the motivational patterns differ over various time spans. To
examine such issues empirically and investigate whether the outcomes are consistent
with dynamic oriented approach, this study applied a dynamic perspective to
examine Iranian EFL students’ motivational variability/stability over time at varying
proficiency. It should be noted that learners’ motivation (including ideal L2 self,
ought-to L2 self, and L2 learning experience) and their motivated learning behavior
(i.e., intended effort) were considered as the foci of the study, while their proficiency

level and gender were treated as the moderating variables.
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Review of the Related Literature
Dynamic Systems Theory (DST)

Dynamic System Theory has been devised to explain the behavior of the
system by taking interactions between various components into account (Rind,
1999). In DST, the behavior of the system cannot be understood by analyzing the
constituents alone rather the internal and external resources are to be considered as
well. As confirmed by Ushioda (2009), dynamic system theory views learners as
real persons having the authority to make changes in environment rather than being
theoretical abstractions. Causal relationships between variables have no place in
DST as it takes a holistic view towards variability to explain “how the interaction of
the parts lead to the new behavior” (Larsen-Freeman & Cameron, 2008, P. 231).

Larsen—Freeman (1997) believed DST is characterized as “dynamic,
complex, nonlinear, chaotic, unpredictable, sensitive to initial conditions, open, self-
organizing, feedback sensitive, and adaptive” (p. 142). To perceive some of the
basic features of dynamic system theory, three key features of system dynamics
including change, context, and attractor state were addressed in this paper. Change
refers to the constant variations to the system state (i.e., variables under
investigation at a particular span of time). Such changes are usually nonlinear as
confirmed by Spoelman and Verspoor (2010). It emphasizes the fact that changes in
output cannot be predicted proportionate to changes in the received input. A closely
related concept introduced by Waninge et al. (2014) is the butterfly effect denoting
that sometimes a great amount of input has little or no influence, while in other
cases, little increase in input might give rise to a considerable amount of changes in
the system. It could be concluded that the observed changes are not predictable and
cannot be attributed to a definite reason. Confext is an inseparable part of any system
that helps understand the behavior and outcome of the system (Ushioda, 2015).
Context encompasses the background factors prior to any interactions. Therefore, it
can either confine or broaden the outcomes. Radford (2008) maintained that not only
did outcomes and changes emerge within the context; they might be also adapted by
contextual factors. As Dornyei (2009) suggested, the mutual impact of individuals
and environment help us understand the progression of a dynamic system. Attractor
state deals with the certain level a system is intended to reach and settle down

through self-organization (Papi & Hiver, 2020). Any dynamic system needs to reach
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to the preferred states (attractor state) during the progression. In fact, learners settle
down in their motivational levels over time (Hiver, 2015). Attractor states allow us
to perceive how predictability and stability occur as the outcomes of complexity
(Hiver, 2015). The nature of stability enables the results of the progression to

become visible or tangible (Mercer, 2011).

L2 Motivational Self-System and Dynamic Systems Theory

Motivational Self-System model drew on self-theory or possible selves
introduced by Markus and Nurius (1986). As Ddérnyei (2005, p. 102) maintains,
possible selves represent “individuals’ ideas of what they might become, what they
would like to become, and what they are afraid of becoming”. The theory offers a
broad construct consisting of three dimensions: the ideal L2 self, that is associated
with the favorable self-image one seeks to get in the future, the ought-to L2 self;
which reveals the attributes that individuals think they ought to have to meet their
objectives and keep away from undesirable outcomes, and L2 Learning Experience
(L2LE); that focuses on the individuals’ experience, learning atmosphere, the
influence of the instructor and/or peers, etc. Learners are constantly engaged in
forward movement in the process of learning suggesting they are making progress
consistent with the principles of self-discrepancy theory (Higgin, 1987). Learners'
motivation would potentially change in the course of time, however the progression
of motivational development sounds to be specific to each individual (Papi & Hiver,
2020). In spite of these individual differences, scholars have recently taken interest
in realizing the shared patterns of motivational development among different
learners which are perceptible at a group level (e.g., Zheng et al., 2020; Peng, Jager,
et al., 2022). Dornyei (2005) emphasized that “possible L2 selves are
“phenomenologically constructed” (p.86). Such construction process is dependent
upon individuals’ varying capabilities to create lucid intellectual visions (Dornyei &
Chan, 2013) and their social challenges. As the learners find themselves in different
circumstances, the capability to build a possible self is probable to change. This

occurs due to contextual features and individuals’ differences. Lee and Ju (2021)

examined motivational fluctuations of learners in South Korea. They investigated
how competence beliefs influenced motivational development in the course of time

and presented a holistic view of the development of multidimensional motivation. In
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view of above, the trajectories of learners’ L2 motivation as the focal point of the

study were investigated in the present research.

Learners’ Intended-Effort: Challenges and Problems

Motivated learning behavior is often assessed through intended effort,
however; it suffers from two major problems. The first refers to the biased
regulatory focus of the measure. Regulatory Focus Theory (Higgins, 1997)
delineates two points: eagerness and vigilance strategies. L2 learners possessing the
predominant promotion-focused inclination draw on an “eagerness” strategy to
increase gains and reduce non-gains by making the most of every opportunity that
may lead to positive outcomes. While L2 learners having the predominant
prevention-focused inclination take a “vigilance” strategy to decrease losses and
increase non-losses by keeping away from choices that may bring about negative
consequences. The second problem of intended effort measures is their mostly
hypothetical nature and, thereby, possible inapplicability to the current time. While
some of the items of this measure referred to the actual motivated behavior (e.g., “I
am working hard at learning English,” Ryan, 2009), some other items assess time
and energy L2 learners expend on language development (e.g., “I would like to
spend lots of time studying English,” Taguchi et al., 2009), which may not
essentially be similar to the language behavior in reality (Sheppar et al., 1988).

These two problems have been partly accounted for the emergence of ought
to and ideal L2 self as weak or strong predictors of motivated behavior
(respectively) in most studies. Accordingly, in the present study, attempts have been
made to avoid the aforementioned problems by using an improved measure of
respondents’ intended effort without any regulatory focus issues. Moreover, to
address such gap in literature in line with Papi and Hiver’s (2020) recommendations,
the variable of intended effort has been used in the study to explain various
motivational patterns in the ideal L2 self, ought-to L2 self, and L2 learning

experience in both male/female Iranian EFL participants.

Proficiency Levels and Gender as the Moderating Variables
As already stated, several studies have been carried out on the links

between varying proficiency and the motivation construct to-date. Gardner (1985)
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demonstrated that learners having the integrative motivation are in higher
proficiency levels comparing to those who have instrumental motivation. Tsuchiya
(2006) examined motivational variances between low and high proficient learners.
High proficient learners were reported to have external demotivating elements like
classes, teachers, negative group attitudes, and obligatory essence of studying
English while the low proficient learners were reported to have both internal and
external factors like decreased self-confidence. Cho (2013) found that highly
proficient learners had high degrees of motivation and less proficient learners were
found to be less motivated. She found a positive correlation between the students’
varying proficiency and the motivation so as the former predicted the latter.

The impact of gender on learners’ motivation has been addressed in
different studies as well. Previous studies highlight the great differences between the
males/females’ motivation. In majority of cases, female outperformed the males as
reported by You et al. (2016) among others. Female students focused on
interpersonal communication and had higher sense of empathy with others. They
tried to imagine themselves in future L2 situations and thus could increase their
motivation (Henry & Cliffordson, 2013). Yashima, et al., (2017) found a relatively
big difference between men and women’s motivation. Furthermore, several studies
investigated the role of learners’ gender from Ddrnyei’s (2009) Motivational Self
System perspective. The findings on ideal L2 self provided contradictory evidence
(Doérnyei, 2009). In the research examining the Japanese learners of English (Ryan,
2009) and Swedish L3 learners of German, French, and Spanish (Henry &
Cliffordson, 2013), females were reported to have more vigorous views of
themselves as successful learners than their male counterparts. Sylven and
Thompson (2015); however, found no evidence of gender differences. They
highlighted that language and context were more influential. There have been few
studies examining distinctions between the ought-to L2 self and L2LE with respect
to gender due to the construct validity and/or the operationalization problem as
confirmed by Csizer and Kormos (2009). In this study, the proficiency level of
participants as well as the gender were considered as the moderating variables

accounting for their L2 motivational ups and downs during a semester of instruction.
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Research Questions

As confirmed by Dornyei et al., (2014), the issue of motivational dynamics
needs further development. It is still questioned how motivation shall be treated and
analyzed from a dynamic perspective. To address such gap empirically and
determine how students’ motivation might vary within a four-month-interval, the
current research intended to inquire into the motivational fluctuations of Iranian EFL
university students- as the main variables of the study- during an academic term
with regard to their intended effort, gender, and proficiency levels. Based on
Dornyei’s (2005) Motivational Self-System, the current study attempted to address
the raised research questions:

RQ1. Is there any variability in participants’ motivational construct during
a semester of instruction at increasing L2 proficiency in male and female
participants?

RQ2. Is there any variability in participants’ motivated learning behavior
(i.e., intended effort)

during a semester of instruction at increasing L2 proficiency in male and female

participants?

RQ3. What is the interrelationship between motivational and behavioral
trajectories that emerge out of male and female participants during a semester of

instruction at increasing L2 proficiency?

Methodology
Participants

The sample consisted of 590 Iranian university students (251 female and
339 male students) with different majors, who were studying English for specific
purpose (ESP) at IAU East Tehran Branch. Their age range was between 18 and 29
years old (their mean age was 23.54 (SD= 2.23)). Students’ levels of language
proficiency were different and ranged from beginner to upper intermediate as
selected by an Oxford Placement Test (OPT) and administered by the researchers in
the beginning of the study. Participants filled in the Motivation Factors
Questionnaire. All the participants were requested to sign an ethics consent form.

Table 1 outlines demographic characteristics of the participants:
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Table 1
Demographic background of the participants

No. of Students 590
Gender Males (339) Females (251)
70
Beginner 65
) 95
Post Beginner 85 62
Lower intermediate 50 52
Intermediate 37
) ] 39
Upper intermediate 35
Proficiency Level Beginner to upper-intermediate
Native Language Persian
Major ESP (Different Fields of Study)
University IAU
Academic Year 2018-2019
Instruments

To meet the purposes of the research, the researchers used the following
research instrumentations:

Oxford Placement Test (OPT). To determine the students’ levels of
language proficiency, an OPT (version 1) was administered in the beginning of the
study. This test is often used by researchers as the language proficiency test in which
participants' scores are ranked according to the test norms from beginners to upper
intermediate levels. The OPT consists of two parts with 60 items in the form of
multiple-choice questions and cloze tests. The first part consists of 40 questions
measuring learners' grammar knowledge and the second part consists of 20
questions assessing learners' vocabulary knowledge. The allocated time for this test
was 60 minutes.

The Motivation Questionnaire. The Motivational Factors Questionnaire
by Ryan (2009) along with some items of Taguchi, Magid, and Papi’s (2009)
questionnaire (see the appendix) were administered to participants, 30 items of
questionnaire including items measuring the motivated behavior (i.e., learners’

intended effort) and L2 Motivational Self System (i.e., ought-to L2 self, ideal L2
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self, and L2LE), as the focus of the study, were analyzed. Parallel with Piniel and
Csizer (2013), the researchers administered one questionnaire gaining advantage
from its different parts to collect data on the motivational and behavioral
components. A further practical consideration was to derive significant data and the
need to administer a comprehensive survey that could “elicit maximum
participation” (Ryan, 2009, P. 135). The questionnaire consisted of items in question
and statement type measured by six-point Likert scales. The former items ranged
from ‘not at all’ to ‘very much’, and the latter ranged from ‘strongly disagree’ to
‘strongly agree’ with 1 showing not at all/strongly disagree and 6 showing very
much/strongly agree. The questionnaire went through multiple stages of translation
(into Persian), back translation (to English), and piloting. Two EFL experts
examined the consistency and accuracy of the translated copies, then it was
administered to 55 students who were studying in the same university as the
participants and were similar to them. Table 2 represents the main variables of the

study, their reliability coefficients, and standard deviations.

Table 2

Cronbach’s alpha measures and descriptive for the variables used

Variables M SD o
Ideal L2 self 3.68 1.26 0.93
Ought to L2 Self 3.79 0.79 0.84
L2 Learning Experience 3.78 1.15 0.91
Intended effort 3.25 1.06 0.90
Procedure

The progression of students’ motivational changes was estimated during the
academic semester with one-month intervals. The students had adequate time to get
familiar with instructor’s personality and attitudes, classroom atmosphere, etc.
during this time span. In fact, the questionnaire was once administered at the outset
of the term, once at the end of it and twice with one month interval after the first and
before the last administrations. The respondents were asked to answer the items
unhurriedly at their convenience. They were also allowed to ask for clarifications
when necessary. After this step, the data were entered into SPSS, then average

scores were computed and subsequently line graphs and related tables were drawn
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by to investigate the type and degree of change in participants’ motivation and

intended effort.

Data Analysis

The use of line graphs and tables enabled the researchers to depict the
temporal variation and/or stability of the variables of the study. Learners’ gender,
proficiency levels, and motivated learning behaviors (i.e., intended effort) were also
included in the analyses to systematically investigate their moderating effects on the

main variables.

Results
Change and Variability in Participants’ L2 Learning Experience (L2LE)

The findings demonstrate a considerable degree of variation in participants’
motivation. Figure 1 summarizes the progression of participants’ motivation with
the subcomponent of L2 learning experience over a term (i.e., four months) with the
data collected at one-month intervals. The key patterns observed show a steady
decrease from a higher level (in the first month) to a moderately lower level (in the
second month) followed by an increase (in the third month) and another decrease at
the end of the semester. Such progression remains the same for varying proficiency
from beginner to intermediate students. Regarding upper-intermediate students, the
trend was different. It showed a steady decrease from a higher level to a moderately
lower level followed by a decrease and then another decrease at the end of the term.

The fluctuations of beginner male students’ L2 learning experience were
more than their female counterparts. However, the post beginner male and female
students showed similar variations. As far as lower intermediate and intermediate
students were concerned, the female students indicated more variation comparing to
that of their male peers. The upper intermediate male and female students’ L2
learning experience fluctuations were close to each other. In essence, the progression
of intergroup L2LE (i.e., students with different proficiency level) showed more
variations comparing to that of intragroup. As displayed in Table 3, intergroup
variations for example at the first row were statistically significant (2.36,, 3.76y,
426, 5.174, 5.344) while most of within group variations were not significant in

spite of the meaningful trend and fluctuation observed in the progression. The initial
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L2 learning experience of all the students was high in the beginning of the semester
and even after the decline, it still increased and then at the end of the semester it
decreased again and reached to a lower level. As was illustrated in Table 3, as the
level of students’ proficiency increased, their L2 learning experience increased as

well.

Table 3

Mean score of learners’ L2 learning experience (L2LE) based on gender & proficiency levels

Post Lower Upper
Beginner Intermediate
Beginner  Intermediate Intermediate

Mean Mean Mean Mean Mean

L2LE 1 2.36, 3.76, 4.26, 5.174 5.344

L2LE 2 2.08, 3.03, 3.73. 4.44,4 4.804

Female

L2LE3 2.20, 3.23, 3.84, 4.614 4.714

L2LE 4 2.15, 3.05, 3.69, 4.424 4.504

Gender

L2LE 1 3.15, 343, 4.14, 4.98, 5.19,

L2LE2 2.24, 2.75 3.82, 4.584 4.754

Male

L2LE 3 2.52, 2.93, 3.88; 4.654 4.654

L2LE 4 2.31, 2.76y 3.80, 4.534 4.47,4

Notel: Values in the same row and subtable not sharing the same subscript are significantly
different at p< .05 in the two-sided test of equality for column means. Cells with no subscript
are not included in the test. Tests assume equal variances.

Note 2: Tests are adjusted for all pairwise comparisons within a row of each innermost
subtable

using the Bonferroni correction.
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Figure 1

The progression of participants’ L2 learning experience (L2LE) during a semester
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Change and Variability in Participants’ Ideal L2 self

Figure 2 illustrates variation in students’ ideal L2 self during a semester.
The key patterns observed indicate a steady decrease from a relatively higher level
to a moderately lower level and then a moderate increase and finally a slight decline.
However, the beginner female students’ trajectory did not follow the general pattern
in any case. Despite the minor fluctuations (see Figure 2), the beginner female
students showed low degree of ideal L2 self till the end of the semester. However,
the line graphs of post beginner and upper intermediate male and female students
were quite close to each other and showed the similar trend. The fluctuations in the
lower intermediate and intermediate female students’ ideal L2 self are slightly more
than their male counterparts.

It is noteworthy that intergroup motivation (ideal L2 self) showed more

variations comparing to that of intragroup. As illustrated in Table 4, intergroup
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variations for example at the first row were statistically significant
(1.77, —» 3.61, —» 429, —» 5.064 —» 5.49,) while most of within group
variations were not significant in spite of the meaningful trend and fluctuation
observed in the progression. As indicated in Table 4, as the level of participants’

proficiency increased, their ideal L2 self increased as well.

Table 4

Mean score of learners’ ideal L2 self based on gender & proficiency levels

Post Lower Upper
Beginner Intermediate
Beginner  Intermediate Intermediate

Mean Mean Mean Mean Mean
Ideall 1.77, 3.61, 4.29. 5.064 5.494
Ideal2 1.91, 3.03, 3.89, 4.634 5.164

Female
Ideal3 1.72, 3.17, 4.01, 4.774 5.174
Ideal4 1.71, 3.02, 3.92, 4.674 5.064

Gender
Ideall 2.86, 3.33, 4.24, 4.954 5.424
Ideal2 2.39, 2.83y 4.04, 4.804 5.064
Male

Ideal3 2.52, 2.97, 4.10, 4.864 5.104

Ideal4 241, 2.85; 4.05, 4.834 4.994
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Figure 2

The progression of participants’ ideal L2 self during a semester
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Change and Variability in Participants’ Ought-To L2 self

The analyses revealed noticeable degree of variability in students’ ought-to
L2 self. Figure 3 represents the trajectory of students’ ought-to L2 self in
comparison with their male/female peers at each proficiency level. The pattern of
female beginner students’ motivation showed a considerable decrease from a
relatively higher level to a moderately lower level and then a modest increase and
finally a very small decline at the end of the term. The trajectory of male beginner
students decreased in the second month and then increased fairly in the third month
and remained unchanged till the end of the term.

The trajectory of post beginner female students displayed that the students’
ought-to L2 self decreased in the first month and actually increased in the second

month and then there was a negligible decline at the end of the semester. The
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progression of post beginner male students indicated a slight decrease followed by a
gradual increase and another small increase at the end of the semester.

The progression of students’ ought-to L2 self in lower intermediate female
students showed a small decrease in the first month followed by a moderate increase
in the second month and a slight decline at the end of the semester. However, such
progression is quite different for low intermediate male students. They were rather
motivated in the first month and then there was a modest increase in the second
month and another slight increase at the end of the semester.

The trajectory in intermediate female students displayed a decrease from a
relatively higher level to a moderately lower level in the first month with an increase
in the second month and a small final increase at the end of the semester. The
motivational development of intermediate male students remained the same within
the first month with a small increase at the second month and a very slight increase
at the end of the semester.

The motivational development of the upper intermediate female students
displayed a significant decrease from a relatively higher level to a moderately lower
level with a small increase followed with a small final decline. The upper
intermediate male students showed a small decrease in the first month followed by a
small increase in the second month and another modest increase at the end of the
semester.

It sounds that intergroup motivation (ought-to L2 self) showed more
variations comparing to that of intragroup. As illustrated in Table 5, intergroup
variations for example at the first row were statistically significant
(2.53, 3.54, 3.88, 447, 5.114) while most of within group
variations were not significant in spite of the meaningful trend and fluctuation
observed in the progression. As demonstrated in Table 5, it can be inferred that as

the level of students’ proficiency increased, their ought-to L2 self increased as well.
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Table 5

Mean score of learners’ ought-to L2 self based on gender & proficiency levels

Post Lower Upper
Beginner Intermediate
Beginner  Intermediate Intermediate

Mean Mean Mean Mean Mean
Oughtl 2.53, 3.54, 3.88, 4.47, 5.114
Ought2 2.07, 3.19, 3.63, 4.254 4.90,

Female
Ought3 2.41, 3.50, 3.85, 4.634 4.984
Ought4 2.37, 3.48, 3.84, 4.684 4.94,4

Gender
Oughtl 3.08, 3.25, 3.84, 4.59. 4.90,
Ought2 2.71, 3.22, 3.85, 4.594 4.834
Male
Ought3 3.10, 3.39, 4.01, 4.74, 4.92,
Ought4 3.10, 3.43, 4.07, 4.79, 4.93,
Figure 3

The progression of participants’ ought-to L2 self during a semester
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Change and Variability in Participants’ Motivated Learning Behavior (Intended
Effort)

As figure 4 displayed, the female beginner students’ intended effort showed
a steady decrease and then a moderate increase and finally a small decrease at the
end of the semester. The trajectory of male beginner students showed the similar
pattern with more considerable decrease at the first month and a relatively big
increase at the second month and finally a negligible decrease at the end of the term.

The female post beginner students’ intended effort decreased in the first
month considerably and increased in the second month moderately and then
increased slightly till the end of the semester. The trajectory was quite the same in
post beginner male students till the second month and then remained unchanged till
the end of the term.

The progression of students’ intended effort in lower intermediate female
students showed a large decrease in the first month followed by a moderate increase
in the second month and a small increase at the end of the semester. The progression
is quite the same for lower intermediate male students.

The trajectory in intermediate female students displayed a large decrease
from a relatively higher level to a moderately lower level in the first month with a
big increase in the second month and then no change till the end of the semester.
The intermediate male students indicated the same pattern till the end of the second
month and then followed by a slight decline at the end of the semester. The upper
intermediate female students’ intended effort displayed a big decrease from a
relatively higher level to a lower level with a large increase followed with a
negligible decrease at the end of the semester. The progression is the same in upper
intermediate male students all over the semester.

It can be assumed that students’ intended effort showed more variation
between different proficiency groups comparing to that of within group variations.
As represented in Table 6, intergroup variations for example at the first row were
statistically significant (1.91, 3.54 391, 4.824 5.46.) while
most of within group variations (excluding upper intermediate male students’
variations) were not significant in spite of the meaningful trend and fluctuation
observed in the progression. As demonstrated in Table 6, it can be figured out that as

the level of students’ proficiency increased, their intended efforts increased as well.
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Table 6

Mean score of learners’ intended effort based on gender & proficiency levels

Post Lower Upper
Beginner Intermediate
Beginner Intermediate Intermediate

Mean Mean Mean Mean Mean
Intended1 1.91, 3.54, 391, 4.824 5.46,
Intended2 1.60, 2.43, 2.94, 3.654 4.26,

Female
Intended3 1.92, 291, 331, 4.24,4 5.07,
Intended4 1.79, 2.99, 3.47, 4.24,4 5.01,

Gender
Intended1 2.64, 3.09, 3.89, 4814 5.344
Intended?2 1.88, 2.22, 2.93, 3.864 4.264
Male
Intended3 2.27, 2.61, 3.32, 4.434 5.00,
Intended4 2.23, 2.61y 3.47, 4.324 4.93,
Figure 4

The progression of participants’ intended effort during a semester
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Interrelationships between Participants’ Motivational and Behavioral Trajectories

The research question 3 inquired whether any interrelationships exist
between participants’ motivational and behavioral trajectories during a semester of
instruction at increasing L2 proficiency. The analyses revealed several meaningful
interrelationships between measures of L2 motivational constructs and participants’
motivated learning behavior. Figures 5 and 6 visually show interrelationships at
monthly intervals between L2 motivation and motivated learning behavior. Lines are
color—coded to differentiate between the variables of the study. As can be visibly
discerned in the diagrams, the following interrelationships emerged; 1) there is a
positive relationship between ideal L2 self and motivated learning behavior in
almost all proficiency levels. Nevertheless, such relationship is reverse for beginner
female students, 2) there is a positive relationship between ought-to L2 self and
motivated learning behavior except for intermediate male and upper intermediate
students (both male and female). The trajectories of these students’ intended effort is
somehow considerable, while their ought-to L2 self’s progression is quite smooth
and remains unchanged till the end of the semester, 3) there is a positive relationship
between L2 learning experience and motivated learning behavior at the beginning of
the semester. However, such relationship turns negative at the fourth month. The
pattern is somehow different for upper intermediate male and female students; there
is a positive relationship in the first month, while the relationship turns over from
that point. In other words, L2 learning experience possessing a decreasing
progression and its trajectories are somehow negligible whereas the ebbs and flows
of participants’ motivated learning behavior are both different and considerable till
the end of the semester.

Regarding the cases when there is a violation in the common emerged trend
between students with varying proficiency, it is noteworthy to mention the initial
condition is quite influential and contributes to the trajectory of the system. For
example, when the trend of ideal L2 self and motivated learning behavior is inverse
for the beginner female students, it could be explained by the initial motivational
level with which the students entered the classroom. Indeed, the events prior to an
instructional semester may have impacted the learners’ initial motivation, and
therefore the emerged behavior during the semester. Further, the warm up activities

introduced by the teacher, specific strategies used to keep students’ attention, and
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the character of the teacher herself all may have been influential for the beginner
female students. Regarding the intermediate and upper intermediate students who
did not follow the trend, it should be stated that since “the ought-to L2 self is
external to the students and deals with duties and obligations imposed by friends,
parents, and other authoritative figures, it does not lend itself to the emerged
motivational pattern” (Dérnyei, 2009, p. 32). It seems the upper level students would
care more about their own ideals and aspirations rather than their friends/family’s.
Lastly, we should keep in mind even in cases where some powerful regulating forces
are at play, it might not have a good influence on all the students in a similar way
confirming the principle of non-linearity of DST. As Waninge et al., (2014)
highlight “the most motivated students may lose their interest after half an hour and
therefore would be in need of a motivational boost, while a student who generally
seems to be unmotivated can suddenly become engaged in a new task” (p.719).
Therefore, different factors may assist shape students’ overall L2 motivation during

the semester.

Figure 5
The interrelationships between participants’ motivational and behavioral trajectories
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Figure 6

The interrelationships between participants’ motivational and behavioral trajectories
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Discussion

The present study attempted to explore the dynamic patterns of changes and
their outcomes on male and female students” motivation and behavior at different
proficiency levels over a semester. In addition to data on L2 Motivational Self-
System (i.e., ideal L2 self, ought-to L2 self, and L2LE toward L2 leaning), students’
motivated learning behavior (intended effort) was also obtained from Ryan’s (2009)
Motivational Factors Questionnaire. These data were analyzed to recognize the
students’ motivational trajectories as the main point of the research at each
proficiency level. As findings revealed, there was a noticeable degree of variability
in students’ motivation and behavior. As far as the first main variable (i.e., L2
learning experience) is concerned, the results reveal when the level of male and
female students’ L2LE decreases in most of the levels (three levels out of five) of
language proficiency, their intended effort decrease as well in the first month. As the
level of students’ L2LE increases, their intended effort also increases in the second
month. While the level of students’ L2LE decreases, their level of intended effort

decreases in the third month as well. These findings confirm the fact that there is a
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direct relationship between male and female students’ L2 learning experience and
their intended effort. The outcomes that L2 learning experience and intended effort
are positively correlated are in conformity with the results of previous studies (e.g.,
Dornyei et al., 2006; Lamb, 2012; MacIntyre & Serroul, 2015).

Regarding the second main variable (i.e., ideal L2 self), the data indicate
that when the level of male and female students’ ideal L2 self decreases in most of
the levels (three levels out of five) of language proficiency, intended effort decrease
as well in the first month. As the level of students’ ideal L2 self increases, their
intended effort also goes up in the second month. While the level of students’ ideal
L2 self descends, their intended effort falls down in the third month as well. These
findings show a direct link between male and female students’ ideal L2 self and their
intended effort. The outcomes that students’ ideal L2 self and intended effort are
directly related to each other are in line with the results of some previous research
(e.g., Dornyei et al., 2006; Lamb, 2012; MacIntyre & Serroul, 2015). With respect to
the third main variable (i.e., ought-to L2 self), the findings showed no significant
correlations between this variable and students’ intended effort in either way
(positive or negative).

The findings indicated that the motivation and behavior subsystems
underlying the L2 development function hand in hand forming part of the learner’s
internal system (van Geert, 1995). Moreover, “fluctuating relationships among
subsystems show that the correlation between cause and effect can be negligible at
one point in time, or in one particular context, but substantial at others” (Ellis &
Larsen—Freeman, 2006, p. 563). The findings are consistent with common belief in
L2 motivation research that ideal L2 self is usually treated as the primary source of
motivation in learning process (Al- Hoorie, 2018; Hiver & Al-Hoorie, 2019).
Nevertheless, the outcomes run counter to the Papi and Teimouri’s (2012) findings,
who found ought-to L2 self as the robust component accounting for students’
behavior.

Further, the analysis of the line graphs along with the tables revealed the
fact that variations were not always random or unpredictable. In fact, three main
features of dynamic system including change, stability, and context put forward by
Waninge et al., (2014) helped demonstrate the position of the system at one-month

intervals. In sum, in line with DST perspective, the self can be viewed as a
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multifaceted concept consisting of cognitive and affective features. Its stability and
changeability can be conceptualized by means of dynamic system theory. As
findings revealed, the dynamic development concerns the way internal and external

attributes interact with each other giving rise to emergent changes.

Conclusions

The goal of the current research was to examine how motivation and
motivated learning behavior as the most salient variables of the study might change
and interact with respect to moderating role of gender and proficiency level. To the
end, the researchers evaluated the motivational and behavioral development of
students at one month intervals during an academic semester. The results proved the
learners’ motivational and behavioral patterns were exposed to fluctuations over the
semester of instruction. Moreover, it was found that variation was not uniform
throughout the term implying that motivation and behavior changed in different
ways. The analyses of line graphs indicated noticeable variations among the
motivational components. In essence, where the L2 learning experience and ought-to
L2 self were exposed to variations, the ideal L2 self and motivated learning behavior
remained stable or showed negligible changes for highly proficient learners (i.e.,
intermediate and upper intermediate students). It highlights that the advanced
learners might possess a strong, internalized view of themselves in the future,
however this perception could not totally protect them from external pressures,
assumptions and negative outcomes. Furthermore, in many of the proficiency levels
studied, the trajectory of students did not match with any of the other students’
trends in different proficiency levels. It was best demonstrated by the case that the
female beginner students indicated a steady increase in their motivation whereas
their male peers experienced a decrease in their motivation. The findings also
showed the cases when all the students reacted in a similar manner.

Apart from the contextual factors that influence students’ motivational
trajectories, there are some other factors that are hard to identify including students’
moods in the class, their peace of minds, their general interest to the subject matter,
etc. Identifying all those factors can be a useful means for instructors to promote and
keep students’ motivation all throughout the semester. Teachers are

recommended to give enough attention to classroom activities and do their best to
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draw every student’s attention in the beginning of the term before starting to teach
the instructional materials. It seems that dynamic system theory provides a helpful
tool for inspecting the classroom events thoroughly. It is noteworthy that students’
motivational development is not a stable trait: even the students with highest degree
of motivation may lose their enthusiasm to the class activities and learning materials
by an inappropriate reaction of the teachers for example.

The researchers of the study took one month intervals into account. Shorter
time span is suggested for future studies. The scope of the study was limited to the
data obtained solely from the motivational questionnaire. Other methods of data
collection and/or different types of participants are suggested for future studies to
assure the validity of the research. Examining classroom interactions between
teacher and learners and/or learners and peers is also recommended as they might
influence the students’ motivation to some degree.

The findings of the study would make significant contributions to the
literature with respect to dynamics of L2 Motivational Self-System. By providing a
holistic view of learners’ internal factors, this study would enable us to recognize
interactive operation of some components that function as integrated part of wholes
and can be treated as influential attractors (Dornyei, 2010). This can help understand
novel patterns of emergent language behavior (Larsen-Freeman & Cameron, 2008).
The study makes us recast our appreciation about cause and effect relationships and
question our conceptions about the end state. Presumably, the main contribution of
the study is that it emphasizes the research without the assumptions of an ultimate

and definite answer.
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APPENDIX
ITEMS AND VARIABLES USED IN THE MFQ

Ideal L2 Self

The things I want to do in the future require me to speak English.

Whenever I think of my future career, I imagine myself being able to use English.
I often imagine myself as someone who is able to speak English.

If my dreams come true, I will use English effectively in the future.

I can imagine speaking English with international friends.

When I think about my future, it is important that I use English.

Ought-to L2 self

I study English because close friends of mine think it is important.

I have to study English, because, if I do not study it, I think my parents will be
disappointed with me.

Learning English is necessary because people surrounding me expect me to do so.
My parents believe that I must study English to be an educated person.

I consider learning English important because the people I respect think that I should
do it.

Studying English is important to me in order to gain the approval of my
Peers/teachers/family/boss.

It will have a negative impact on my life if I don’t learn English.

Studying English is important to me because an educated person is supposed to be
able to speak

English.

Studying English is important to me because other people will respect me more if I
have a

knowledge of English.

If I fail to learn English, I’ll be letting other people down.

L2 Learning Experience
Do you like English?
Learning English is really great.
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I really enjoy learning English.
I’'m always looking forward to my English classes.
I find learning English really interesting.

Learning English is one of the most important aspects in my life.

Motivated Learning Behavior

I am working hard at learning English.

It is extremely important for me to learn English.

If an English course was offered in the future, I would like to take it.

When I hear an English song on the radio, I listen carefully and try to understand all
the words.

I can honestly say that I am really doing my best to learn English.

If I could have access to English-speaking TV stations, I would try to watch them
often.

I am the kind of person who makes great efforts to learn English.

If English were not taught in school, I would try to go to English classes somewhere

else.
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Abstract

Reducing anxiety in foreign language learning has long been a concern for many teachers.
This study focused on exploring the effects of three dynamic assessment models on L2
speaking and listening anxiety. The participants were 120 pre-intermediate Iranian learners of
English at a language institute in Qazvin, Iran. The learners were randomly assigned to four
groups (three experimental groups and one control group). Before the treatment, the students’
homogeneity was checked using Oxford Placement Test (OPT). Then, all the groups were
given listening and speaking anxiety questionnaires as pretests. During 10 sessions, the first
group received listening and speaking instruction using Buddof’s Learning Potential
Measurement Approach (LPM); the second group was treated with Guthke’s Lerntest
Approach; the third group was treated with Testing-the-Limits Approach. Lastly, the control
group was taught conventionally in a teacher-fronted way. The same questionnaires were
given to the participants in the twelfth session as posttests. Data were analyzed using two one-
way analysis of covariance procedures. Significant differences were found among the groups’
listening and speaking anxiety mean scores on the posttests after controlling for the initial
differences. Those experimental groups that received testing-the-limits and Lerntest

approaches had a lower level of listening and speaking anxiety on the posttest. It was
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concluded that employing dynamic assessment models can decrease speaking and listening
anxiety among EFL learners and enhance their productivity. The findings can have important
implications for students, teachers and materials designers.

Keywords: anxiety, dynamic assessment, Learning Potential Measurement Approach,

Lerntest Approach, Testing-the-Limits Approach

Introduction

Listening and speaking skills are usually neglected in Iranian public
education, and teachers mostly spend their time on reading and writing skills. Due to
learners’ deficiency in listening and speaking skills, they usually feel anxious in
classes involving oral activities (Zarei & Rezadoust, 2020). Anxiety is an affective
factor that can hinder the learning process and demotivate learners. According to
Horwitz (2001), there are three main types of anxiety, including state, trait, and
situation-specific anxiety. Anxiety in a foreign language (FLA) is situation-specific
anxiety (Aydin, 2008; Bailey et al., 1999). According to Abu-Rabia (2004), anxiety
can have negative effects on all the four language skills. Although speaking is seen
as the most anxiety-inducing skill, listening can also provoke high levels of anxiety,
especially when it is incomprehensible (Young, 1992). Hence, second language
teachers have always been seeking a way to help L2 learners deal with their listening
and speaking anxiety.

One of the important variables that can potentially affect anxiety is
assessment. Generally, classroom assessment can be classified into three categories:
formative assessment (assessment for learning), summative assessment (assessment
of learning), and self-assessment (assessment as learning) (Earl, 2006). Dynamic
assessment (DA) is kind of assessment for learning. According to Hidri (2019),
traditional assessments are used to assess the knowledge that a student has already
acquired by experience while dynamic assessment determines the students'
knowledge while they are being evaluated. Despite the fact that the concept of
dynamic assessment has been around for more than 80 years (Poehner, 2008), it has
not received much attention (Murphy & Maree, 2009), especially in Iranian
language classes (Sanaeifard & Nafarzadeh Nafari, 2018).

There are two broad views regarding DA including interactionist versus

interventionist (Lantolf & Poehner, 2011). Since there is a lack of standardization in
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the interactionist approach and also the fact that it is a time-consuming, human-
based assessment (Thouésny, 2010), three types of interventionist models, Guthke’s
Lerntest Approach, Budoff’s Learning Potential Measurement Approach, and
Carlson and Wiedl’s Testing-the-Limits Approach, along with the conventional type
of treatment were used in the present study to see if, and to what extent, they can
decrease the level of L2 learners' listening and speaking anxiety. More specifically,
this study attempted to address the following two research questions:

1. Do models of dynamic assessment differently affect L2 listening

anxiety?
2. Do models of dynamic assessment differently affect L2 speaking

anxiety?

Literature Review
Foreign Language Learning Anxiety

Generally, learning a language is regarded as a complex process, and many
language learners do not feel comfortable learning or communicating in a foreign
language. Many EFL learners report that they are stressed out in the process of
learning a foreign language. In a study by Worde (1998), more than one third of
language learners believed that they experienced high levels of anxiety.

The main sources of language anxiety, as stated by Horwitz et al. (1986),
include concerns over negative evaluation and communication, and the effect of the
test. Young (1991) enumerated several sources of anxiety in language learning. He
also mentioned that the reasons behind language anxiety include interpersonal and
personal anxiety, beliefs in learning a language, beliefs in language teaching,
interactions based on instructor and learner relationship, procedures of classes, and
target language test. Meanwhile, Chang and Read (2006) pointed out that three
factors contribute to foreign language anxiety, including lack of confidence in oral
language, prerequisite listening courses, and fear of test difficulty. Regardless of the
sources of anxiety, a frequent observation in language classes is that anxiety is more
vividly noticed in oral activities that include listening and speaking (Zarei &

Rezadoust, 2020).
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Listening Anxiety

Given the important role of listening, the issue of listening anxiety has been
emphasized in the literature. Young (1992) pointed out that listening can cause great
anxiety, especially among EFL learners. Many language learners have difficulties
with this skill for different reasons such as invisible word boundaries and reduced
forms (Ito, 2008). Besides, some language learners are not able to monitor the
speech rate, or have limited processing skill (Buck, 2001). In addition, some EFL
learners do not have a wide range of vocabulary, or they lack knowledge of the
accent and topics in the target language (Buck, 2001). The effects of listening
anxiety on the success of pedagogical activities has always been stressed by
language scholars (Kimura, 2017). Some related studies have indicated that listening
anxiety among foreign language learners influences their listening performance
(Kimura, 2017). Young (1992) noted that when learners have difficulty figuring out
the target language, they become anxious, especially when the teacher asks some
questions about a listening file.

Furthermore, Vogely (1998) tried to identify the sources of foreign
language listening anxiety in L2 pedagogical settings and found that it is related to
the nature of input and the strategies and techniques that teachers use for teaching
listening. Besides, Kim (2000) noted that the nature of listening input, like
pronunciation, intonation, speed, the level of vocabulary, and the length of the text,
plays a key role in listening anxiety. In the same vein, when students fail to
distinguish the oral form of a sentence part, it has negative effects on their listening.
Similarly, Yan (2005) showed that listening anxiety has a negative effect not only on

listening comprehension but also on other language skills of students.

Speaking Anxiety

The relevant literature suggests that to many learners, speaking in a foreign
language can generate a huge level of anxiety (Phillips, 1992). Ortega (2014) found
that foreign language speaking anxiety is manifested in different ways, such as the
high temperature of body, blood pressure, and the absence of eye contact. There are
some sources of foreign language anxiety consisting of cultural, psychological, and
linguistic factors. With respect to the low level of linguistic abilities, Ellis (2015)

points out that learners with a lack of linguistic knowledge have indicated a higher
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level of speaking anxiety.

Young (1992) listed six potential reasons for speaking anxiety including
both interpersonal and personal factors like learners’ beliefs on the language they
intend to learn, the beliefs of teachers on the teaching process, interactions between
teacher and learners, the procedures of the class and language tests. However, to
date, those identified by Horwitz et al. (1986) have been regarded as the most
influential. They listed three reasons for speaking anxiety including fear of negative
evaluation, test anxiety, and communication apprehension.

Although it has been shown that speaking anxiety has a negative effect on
L2 learners’ performance (Horwitz, 2001; Maclntyre, 1995), there are only a few
studies on how to control and reduce this anxiety (e.g., Safdari & Fathi, 2020).
Therefore, there is a need for more investigations. It is important for language
teachers to find ways to reduce the anxiety of learners in order to enhance their

performance. One potential way is the use of dynamic assessment.

Dynamic Assessment (DA)

Developments in the methods of language teaching have provided parallel
expansion in language assessment. Lantolf and Poehner (2011) noted that it is
crucial to make a connection between education and assessment, and that these are
combined well in a novel assessment approach called dynamic assessment.

Heywood and Lidz (2007) stated that DA mainly looks for distinguishing
the unique characteristics of people, their weaknesses as well as their strengths, and
their particular learning style to find effective methods for enhancing the
effectiveness of learning for each individual. Actually, DA is an expansion-based
process that shows the current abilities of learners, assists them to overcome any
performance problems, and finds out their potential (Shrestha & Coffin, 2012).

The theory behind DA is the sociocultural theory (SCT). According to
Murphy (2008), the founder of DA is Vygotsky, and the theory expands his common
concept of the zone of proximal development (ZPD). According to this theory,
learning can be defined as a process that happens in social contexts that are shaped
by human intelligence. This process can affect the lives of learners and is focused on
social and cultural domains. Since learning happens in a social context and is,

therefore, socially mediated, interaction plays a key role in it. Vygotsky highlighted
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the basic role of interaction in a social context in the cognitive expansion process
(Kazemi et al., 2020). Given this theory, teaching is regarded as the process of
assisting learners to expand their mental functions as well. Besides, according to this
theory, teaching is seen as the process of working collaboratively with learners in
such a way to develop their mental functions (Roebuck, 2001). In other words,
assistance from more capable partners in interactions enable learners to improve
their cognitive abilities and perform mental functions that they would not be able to
perform without such assistance.

In DA, assessment and instruction come together and their combination
occurs when intervention takes place within the evaluation process; its objective is
to find out the abilities of learners and to guide them to higher levels of performance
(Tabatabaee, et al., 2018). According to SCT, the fact that individuals respond to
mediation that is geared to their ability level indicates that their cognitive functions
have not completely expanded and that they need such assistance. Besides, suitable
mediation permits individuals to control their performance independently, and this,
in turn, leads to further expansion (Poehner, 2007).

The issue of mediation plays a critical role in the ZPD (Lantolf & Becket,
2009). Lantolf and Poehner (2011) pointed out that in DA, a particular type of
mediated assistance is presented for learners. Thus, what causes an assessment to
become static or dynamic is not the tool; it is whether the assessment of the course
includes mediation or not (Pochner & Lantolf, 2005).

Generally, Lantolf and Pochner (2011) suggested two schools of thought
concerning DA, referred to as interventionist and interactionist; both of them are
regarded as a type of mediation. In interactionist DA, assistance will improve
learning when the mediator and the learner are interacting and, thus, it is highly
influenced by the learner’s ZPD. However, interventionist DA is standardized and
regarded as assistance according to the needs of learners to lead them to a pre-
determined point quickly and effectively.

Sternberg and Grigorenko (2002) introduced two popular approaches of
‘cake’ and ‘sandwich’ for interventionist DA. The sandwich format mostly employs
pretest, mediation, and posttest design to signify the improvement of learners and
compare the pre and post-test. In the cake format, when learners fail to reply, the

teacher intervenes throughout the test and employs preselected clues or prompts.
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Thus, the learner is assessed during the process of intervention (Ahmadi Safa &
Beheshti, 2018).

Furthermore, Poehner (2008) identifies interventionist models of DA as
Lerntest Approach (Guthke’s model), Learning Potential Measurement Approach
(Budoff’s model), Graduated Prompt Approach of Brown, and Testing-the-Limits
Approach of Carlson and Wiedl. Because the interventionist and interactionist
models of DA have already been compared in the literature in terms of their
effectiveness on listening (Ahmadi Safa, & Beheshti, 2018) and speaking anxiety
(Zarei & Rahmaty, 2021) and even other areas such as writing (Thouésny, 2010) and
reading (Naeini, 2015), this study did not aim to compare the two general models.
Instead, it focused on the different interventionist models, which are claimed to be
standardized and lead learners to pre-specified objectives more effectively. For
practicality reasons, from among the different interventionist models, the Learning
Potential Measurement, the Lerntest, and the Testing-the-Limits models were
employed.

Learning Potential Measurement. According to Poechner (2008), Budoff
(1987) claimed that the possible effects of learners’ background on their
performance in tests can be stronger if learners are made familiar with the provided
test and the strategies they need for problem solving in this process. In this respect,
Budoff employed the sandwich format, a type of DA that borrowed most of its
features from the classical ‘pretest, treatment, post-test’ research design. Such an
approach made a crucial contribution to the claim of DA that cognitive abilities are
dynamic since participants in Budoff's work reacted differently to mediation. Budoff
classified learners based on their scores on the pretest and the posttest and showed
that learners respond differently to instruction (Poehner, 2008).

Lerntest. Guthke and his associates extended the work of Budoff and
designed a DA model referred to as the Lerntest (Poehner, 2008). Guthke (1982)
stated that there is not one ZPD that is for general intelligence, but several ZPDs in
different domains. His model moved the procedures of DA beyond the intelligence
domain testing to consist of content areas like language. Guthke incorporated
mediation into the test itself, which is in contrast to the work of Budoff. In the
earlier forms of the model, learners were given only one kind of assistance when

they gave a wrong answer; they were encouraged to try again. If learners still could
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not give the right answer, the teacher provided it, so they moved on.

Later, Guthke developed five standardized hints. Pohner (2008) gives an
example to show how LLT is conducted. According to Poehner, if a learner’s initial
response is not correct, the examiner provides some vague hints like “it’s not
correct, do you want to try it one more time”. If s/he fails again, the examiner
suggests a somewhat more explicit clue. And if the learner’s attempt is still
unsuccessful, the examiner presents a still more explicit clue. If it fails again, a
rather explicit clue is offered. In the end, if this attempt also fails, the examiner
presents the right pattern and elaborates why it is right. Then, the learner moves on
to the next item of the text.

According to Guthke (1982), the list of standard points can be employed
throughout different tests to run dynamic assessment. Such approaches employ tests
in which dynamic assessment is the main focus; therefore, mediation between
students and teachers is generally essential in such activities.

Testing-the-Limits. This approach is regarded as an alternative approach
to the Lerntest; it was developed by Carlos and Wiedl (1978). These researchers also
used standardized prompts and requested that learners explain how they came to
their response. However, this approach is an extension of LLT. Carlson and Wiedl
(1978) asked learners to elaborate on their reasoning regardless of whether or not
their responses were correct so that they could find out the thought processes of
learners completely. They believed that it is critical first to know how learners come
to the answer and then decide if their answer is right (Zarei & Khojasteh, 2020).

Generally, testing-the-limits approach is mainly based on the belief that
intra-individual differences in information processing result from personality and
intellectual factors. This approach is mainly different from dynamic assessment
approaches because particular mediations are combined within the process of testing
(Safdari & Fathi, 2020). Measures of testing-the-limits approach seem to be
restricted to general measures of the cognitive-based ability. This DA approach does
not need modifications in the general structures or content of traditional tests.

Instead, changes are at the heart of the testing process.
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Related Studies

Several studies have been carried out on various aspects of the variables of
this study. Alemi (2015) studied the effect of DA on L2 writing self-assessment and
self-accuracy. She asked learners to write on seven topics. Data were collected
through a pretest phase of DA when the students wrote a paragraph and evaluated
their composition and filled out a questionnaire. In the final session, they wrote a
paragraph again as the posttest and scored them according to the feedback they
received. It was discovered that using DA led learners to a more accurate self-
assessment. Moreover, engaging learners in assessment enhanced their autonomy.

In another study, Naeini (2015) compared the possible effects of Mediated
Learning Experience and Graduated Prompt on L2 reading comprehension. The
findings suggested that learners progressed gradually throughout the sessions of
assessment, and DA assisted them to improve their reading comprehension.

Moreover, Abdolrezapour and Ghanbari (2021) examined the effect of
employing self-regulated DA on enhancing self-regulation as well as listening
comprehension. The members of the experimental group showed better scores in
listening comprehension; their self-regulation also improved. In a similar study,
Tabatabaee, et al. (2018) found that cumulative dynamic assessment had a
significant effect on EFL learners’ writing accuracy.

Ahmadi Safa and Beheshti (2018) investigated the effects of interventionist
and interactionist DA on L2 listening comprehension. They found that interactionist
dynamic assessment was more effective on developing listening comprehension. In
the same vein, Safdari and Fathi (2020) examined the effect of DA on EFL learners’
speaking fluency and accuracy. They concluded that DA had a significant positive
effect on speaking accuracy, but it did not influence speaking fluency.

In their study, Kazemi and Tavassoli (2020) compared the effect of DA
versus diagnostic testing on L2 speaking ability. They concluded that both dynamic
and diagnostic assessments had a significant effect on EFL learners’ speaking
ability. Similar results were reported by Ahmadpour and Asadollahfam (2018). In
addition, Wang (2015) reported the effectiveness of DA on listening skills.

Estaji (2019) investigated the short and long-term effect of DA approaches
on the anxiety and oral performance of EFL learners. The findings suggested that

both groups made progress in their speaking; they had better scores and lower
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anxiety. Similarly, Zarei and Rezadoust (2020) investigated the effects of scaffolded
and unscaffoled feedback on EFL learners’ speaking self-efficacy and anxiety. They
concluded that using both feedback types could decrease speaking anxiety and
improve speaking self-efficacy in a foreign language. Meanwhile, Sohrabi and
Ahmadi Safa (2020) reported that group dynamic assessment had a positive effect
on learners’ oral skill, and it reduced their anxiety.

Koroglu (2019) examined the role of interventionist DA in speaking skills
with a focus on ELT teachers. The findings showed that employing interventionist
dynamic assessment positively influenced the participants speaking ability. In
another study, Zarei and Khojaste (2020) compared the effect of three DA
approaches including Group Dynamic Assessment, Intensive Mediated Learning
Experience (MLE) and Learning Potential measurement on learning the lexical
collocations of English. The findings indicated that MLE was more effective than
both of the other models on the comprehension and production of lexical
collocations.

Furthermore, Zarei and Rahmaty (2021) investigated the effects of
interactionist versus interventionist DA models on L2 learners’ willingness to
communicate (WTC), foreign language anxiety (FLA) and perfectionism. They
concluded that dynamic assessment reduces learners’ FLA and reduces WTC and
perfectionism. Besides, Woodrow (2006) found a negative relationship between L2
learners’ speaking anxiety and speaking skill. The learners reported that interacting
with native speakers was their main source of anxiety.

In their study, Capan and Karaca (2013) examined the relationship between
education level, gender, and reading and listening anxiety. They concluded that the
reason for these two skills (listening and reading) lies in the ambiguity in classroom
objectives and that this ambiguity should be avoided in activities so that learners
understand what they are supposed to do and for what reason.

Although there is no shortage of evidence on the effectiveness of DA
models on improving language skills, few studies have checked their role in
reducing anxiety. Even less research has been carried out on the comparativeness of
effects of DA models on EFL learners’ listening and speaking anxiety. Therefore,
the goal of this study is to examine the effects of three kinds of DA on learners’ L2

speaking and listening anxiety.
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Method
Participants

The participants were 120 pre-intermediate Iranian English language
learners (including members of both genders) with the age range of 18 to 35 selected
through convenience sampling based on availability. They were in intact classes;
therefore, Oxford Placement Test (OPT) was used ensure the homogeneity of the
participants. They were all Persian speakers who had never lived or stayed longer
than a 2-week period in any foreign country. They had the experience of studying

English for almost six years.

Instrumentation

To accomplish the purpose of this study, the following instruments were
used:

Oxford Placement Test (OPT). The OPT includes 60 items in a multiple-
choice format. According to the scoring method and the criteria based on which to
determine the level of proficiency of test takers, the students of this study were at
pre-intermediate level, whose OPT score ranged between 30 and 39. The test has
already been used extensively as a reliable instrument. Nevertheless, its reliability
was re-estimated in the context of this study, and the index of internal consistency
(Cronbach’s alpha) turned out to be .90.

Foreign Language Listening Anxiety Scale (FLLAS). This instrument,
which was designed by Kim (2000), includes 33 items; each item is on a five-point
Likert type scale that ranges from “Strongly Disagree” (1) to “Strongly Agree” (5).
The possible range of scores is from 33 to 165. High scores on this questionnaire
indicate high levels of listening anxiety. Cronbach's alpha was used to estimate the
internal consistency reliability index of this questionnaire in the new context of the
present study, and it turned out to be .88.

Foreign Language Classroom Speaking Scale (FLCSS). Horwitz et al’s.,
(1986) (FLCSS) consists of 12 items on a 5-point Likert type scale ranging from
“Strongly Disagree” (1) to “Strongly Agree” (5). The scores could possibly range
from 12 to 60. The higher the score, the higher the level of speaking anxiety. The

internal consistency of this scale in the context of this study was assessed to be .85.
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Procedure

The participants were selected from among the pre-intermediate students of
Kish-e-mehr language institute in Qazvin. They selection was done through
convenience sampling that was largely on the basis of availability. Four intact
classes of learners were selected, each with 30 students.

Both questionnaires were administered to the learners in the first session.
Then, treatment was given for ten sessions. Three groups were treated by three
models of dynamic assessment as experimental groups. The first group was
randomly selected to be treated with Budoff’s LPM Approach which included
pretest, treatment, and posttest. Learners were taught strategies of problem-solving
through a standardized procedure. In fact, learners were grouped on the basis of the
differences that they showed in their scores on the pretest and posttest. There were
three categories: ‘high scorers’, who performed well on the pretest; ‘gainers’, who
performed well after receiving the treatment; and ‘nongainers’, who did not perform
well on the either the pretest or the posttest. The second group was treated with
Guthke’s Lerntest Approach. In applying this approach, there were five standardized
hints. When a leaner’s initial attempt was not successful, s/he was given a vague
clue. When the second attempt was also unsuccessful, s’he was provided with a
more explicit hint. When the response was still incorrect, the examiner offered a still
more explicit clue. When s/he still failed, a very explicit hint was offered, and
finally, when the last attempt failed again, the tester provided the correct answer and
explained the reason for the answer. The third group was treated with Testing-the-
Limits Approach. Based on the principles of this approach, the examiner employed
standardized hints (like in the previous treatment group) again and also asked the
learners to explain the reason for their responses. The fourth group acted as the
control group. In this group, the participants were not treated with any dynamic
assessment model; instead, they were taught conventionally. Like the other three
treatment groups, this process continued for ten sessions.

In the last session of the treatment period, in the twelfth session, the same
listening and speaking anxiety questionnaires were administered again to all the
learners in the four groups. Lastly, the scores of all the four groups on both the pre-
and the post-test of listening and speaking anxiety were compared and analyzed to

address the two research questions of the study.
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Data Analysis

To answer the first research question probing the comparative effects of
three models of dynamic assessment on L2 listening anxiety, one-way analysis of
covariance (one-way ANCOVA) was used. The scores of the students on the pre-test
were taken as the covariate in order to 'control' for the already existing differences
among the groups. Another one-way ANCOVA was used to address the second
question exploring the effect of different models of dynamic assessment on L2

speaking anxiety.

Results and Discussion
Research Question 1

The purpose of the first research question was to find out whether or not
there were any meaningful differences among the models of dynamic assessment
with regard to their effectiveness on listening anxiety after controlling for the initial
differences. An ANCOVA was used to address this question. Before so doing, its
assumptions were checked. The results of checking the assumption of the linearity
of the relationship between the posttest of listening anxiety (the dependent variable)
and the pretest of listening anxiety (the covariate) are displayed in Figure 1. As
shown in the scatter plot, there are four straight lines in the scatterplot of the
dependent variable as well as the covaiate scores of the four groups of the study.

These straight lines indicate that the linearity assumption was not violated.
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Figure 1
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As it is evident from Tablel, the significance level of the Levene’s test
(-19) was greater than (.05). This means that we can safely assume that the variances
of scores in the listening anxiety questionnaire across the groups enjoys

homogeneity.

Table 1

Levene's test of equality of error variances for listening anxiety

Levene Statistic df1 df2 Sig.

1.596 3 116 .194

Table 2 indicates that the interaction between the pretest of listening
anxiety and the treatment (F3 11, = 1.46, p = .23) did not reach statistically
significance level. This shows that the assumption of homogeneity of regression

slopes was also met.
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Table 2

Homogeneity test of regression slopes for listening anxiety

Type III Sum of Mean Partial Eta

Source df F Sig.
Squares Square Squared

Corrected Model 19481.19 7 2783.02 69.81 .00 .81
Intercept .36 1 .36 .009 .92 .00
Group * Pretest 174.99 3 58.33 1.46 22 .03
Error 4464.77 112 39.86
Total 1643774.00 120

Corrected Total 23945.96 119

Table 3 summarizes the descriptive statistics for the listening anxiety
scores. The mean score of listening anxiety in the potential measurement group (M =
123.77, SD = 13.23), Lerntest group (M = 125.40, SD = 12.91), testing-the-limits (M
=126.33, SD = 13.64), and control group (M = 123.70, SD = 13.56) are not far from
one another on the pretest; however, when the posttest results are compared, the
average of the testing-the-limits group (M = 112.97, SD = 14.94) is the lowest of all,
followed by the Lerntest group (M = 114.10, SD = 13.37), the potential
measurement group (M = 116.57, SD = 13.61), and the control group (M = 121.10,
SD = 14.08).

Table 3

Descriptive statistics of listening anxiety scores

Post-test
Group N Pre-test Mean
Mean
Potential measurement 30 123.77 116.57
Lerntest 30 125.40 114.10
Testing-the-limits 30 126.33 112.97
Control 30 123.70 121.10

Table 4 contains the result of ANCOVA. After considering the scores of the
participants on the pretest of listening anxiety, the differences among the study

groups were significant with respect to their scores on the listening anxiety posttest,
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(F3, 115y = 16.20, p = .000, partial eta squared = .28). Besides, a strong relationship
(Fa, 11s) = 449.51, p < .005) was detected between the pre- and posttest scores of
listening anxiety. This shows that the scores on listening anxiety on the pretest
influenced the listening anxiety scores obtained on the posttest, with an effect size of

.79.

Table 4
ANCOVA results for listening anxiety

Source Type III SS df  MS F Sig. Partial n’

Corrected Model 19306.200a 4 4826.550 119.630 .000 .806

Intercept 238 1 238 .006 .939 .000
Pretest 18135.966 1 18135.966  449.513 .000 .795
Group 1960.968 3 653.656 16.201 .000 .285
Error 4639.767 115 40.346

Total 1643774.000 120

Corrected Total 23945.967 119

To further explore the possible differences among the average scores of the
four groups on listening anxiety, pairwise comparisons were made (Table 5).
Pairwise comparisons revealed a statistically meaningful difference in the listening
anxiety mean scores between the control group and the three experimental groups.
Moreover, a statistical difference was observed between the Lerntest and potential
measurement groups, with the mean difference of 3.99 in favor of the potential
measurement group. Likewise, pairwise comparisons yielded a significant difference
with regard to the listening anxiety between the testing-the-limits and potential
measurement groups, with the mean difference of almost 6.00 in favor of the
potential measurement group. However, the difference between the testing-the-

limits and the Lerntest groups was statistically insignificant.
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Table 5

Pairwise comparisons for listening anxiety

(I) GROUP (J) GROUP Mean Difference (I-J)  Sig.
Lerntest Potential measurement -3.993" .015
Testing-the-limits Potential measurement -5.998" .000
Testing-the-limits Lerntest -2.005 224
Control Potential measurement 4596 .006
Control Lerntest 8.588" .000
Control Testing-the-limits 10.594" .000

Research Question 2

The second question of this study was intended to find out whether or not
there were any meaningful differences among the three models of DA with respect
to their effectiveness on speaking anxiety. Another ANCOVA was utilized to
answer this research question. To check whether or not there was a linear
relationship between the speaking anxiety pretest and posttest, a scatter plot was
drawn, which showed that the linearity assumption was met. The probability level of
the Levene’s test (Table 6) confirmed that the speaking anxiety scores enjoyed

homogeneity in their variance.

Table 6

Levene's test results for speaking anxiety

Levene Statistic dfl df2 Sig.

115 3 116 874

According to Table 7, the interaction between the grouping variable and the
pretest of speaking anxiety (Group * Pretest) did not turn out to be statistically
significant (F3, 112) = 2.10, p > .05) showing that there was no serious threat to the

assumption of homogeneity of regression slopes.
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Table 7

Homogeneity test of regression slopes for speaking anxiety

Source Type III SS df MS F Sig. Partial n’
Corrected Model 11030.476 7 1575782  550.637 .000 .972
Intercept 1.675 1 1.675 .585 446 .005
Group * Pretest 18.015 3 6.005 2.098 .104 .053
Error 320.516 112 2.862

Total 205839.000 120

Corrected Total 11350.992 119

Having made sure that every assumption was met, the researchers went on
to use the one-way ANCOVA. The speaking anxiety scores of the four groups are
summarized in Table 8. It shows that the pretest average scores of speaking anxiety
in the potential measurement group (M = 43.17, SD = 11.39), Lerntest group (M =
43.93, SD = 9.94), testing-the-limits (M = 44.03, SD = 9.28), and control group (M =
42.43, SD = 10.95) are rather close to one another; however, when it comes to the
posttest, the average of the testing-the-limits group (M = 39.73, SD = 9.33) is the
lowest of all, followed by the Lerntest group (M = 39.87, SD = 9.67), the potential
measurement group (M = 40.40, SD = 10.44), with the control group coming last (M
=41.03, SD =10.03).

Table 8

Descriptive statistics of speaking anxiety scores

Post-test
Group N Pre-test Mean

Mean
Potential measurement 30 43.17 40.40
Lerntest 30 43.93 39.87
Testing-the-limits 30 44.03 39.73
Control 30 42.43 41.03

Table 9 summarizes the main ANCOVA results. It shows that, after

controlling for the initial differences in speaking anxiety scores, there was still a
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meaningful difference among the four groups' speaking anxiety mean scores on their
posttest, (F3, 115y = 16.84, p < .005, partial eta squared = .30). In addition, the pre-
intervention scores were a significant covariate of speaking anxiety scores on the

pOSttCSt (F(l, 115) = 373027,p < 005) .

Table 9
ANCOVA results for speaking anxiety

Source Type III SS df MS F Sig.  Partial 1
Corrected Model 11012.461 4 2753.115 935243  .000 930
Intercept 354 1 354 120 729 .001
Pretest 10980.970 1 10980.970  3730.275  .000 .930
Group 148.756 3 49.585 16.844 .000 .305
Error 338.530 115 2.944

Total 205839.000 120

Corrected Total 11350.992 119

Pairwise comparisons (Table 10) yielded a meaningful differences in the
speaking anxiety meanscores between the control group and the three treatment
groups. Furthermore, a significant difference could be seen between the Lerntest and
potential measurement groups, in favor of the potential measurement group.
Moreover, pairwise comparisons revealed a difference that reached statistical
significance between the testing-the-limits and potential measurement groups in
favor of the potential measurement group. However, there was only a negligible and
statistically insignificant difference between the testing-the-limits and Lerntest

groups.
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Table 10

Pairwise comparisons for speaking anxiety

Mean Difference Std.

(I) GROUP (J) GROUP @) Error Sig.
Lerntest Potential measurement -1.255%* 437 .005
Testing-the-limits Potential measurement -1.505* 437 .001
Testing-the-limits Lerntest -.251 438 .568
Control Potential measurement 1.298* 438 .004
Control Lerntest 2.554* 438 .000
Control Testing-the-limits 2.805%* 438 .000
Discussion

This study showed that the selected models of DA were differentially
effective on L2 speaking anxiety. In fact, it was observed that the testing-the-limits
model was the most effective model of all. These findings support those of Sohrabi
and Ahmadi Safa (2020) in which they concluded that employing group dynamic
assessment can enhance the oral productivity of EFL learners as well as reducing
their speaking anxiety.

Also, the findings are compatible with those of Ahmadpour and
Asadollahfam (2018) who found the effectiveness of DA on the oral performance of
EFL learners. It can be argued that better oral performance may result in a lower
level of speaking anxiety. Furthermore, this finding of the study confirm that of
Estaji (2019) and Kazemi and Tavassoli (2020) who found that employing both
immediate and delayed dynamic assessment approaches can reduce the speaking
anxiety of EFL learners and improve their oral performance.

This study also found meaningful differences among the selected models of
DA with regard to their effect on L2 listening anxiety. Such a finding is congruent
with that of Abdolrezapour and Ghanbari (2021), Ahmadi Safa and Beheshti (2018),
and Wang (2015) who concluded that employing self-regulated dynamic assessment
can reinforce EFL learners’ listening comprehension. Since better performance in
one skill is normally associated with a lower level of anxiety in that skill (Sohrabi &
Ahmadi Safa, 2020), it can be said that the results of their study were compatible

with the findings of the current study. Besides, these findings correlate with those of



Scientific Quarterly Journal of Language Horizons, Alzahra University, V 7,14, Winter 2024 / 169

Zarei and Rahmaty (2021), who showed that both interactionist and interventionist
dynamic assessment reduced foreign language anxiety of EFL learners.

Meanwhile, the finding that both the Lerntest and the Testing-the-limits
models were more effective than the potential measurement model on reducing both
speaking and listening anxiety may be accounted for by the fact that in the potential
measurement model, which follows the sandwich format, there is only one stage of
feedback, whereas in both of the former models, there are a series of staged
feedback; specifically five stages of feedback in more recent versions of the models.

Another reason that could potentially explain the superiority of the Lerntest
and the Testing-the-limits models over the potential measurement model in reducing
speaking and listening anxiety is that in the potential measurement model of DA,
mediation is almost completely focused on the learners’ cognitive characteristics,
assuming that learners with different cognitive characteristics respond differently to
mediation. However, in the Lerntest model, and the Testing-the-limits model which
is an extension of the Lerntest, the assumption is that learners do not have just a
single cognitive ZPD; rather, they have a number of domain-specific ZPDs that need
to be considered when giving mediation. In other words, in these models, learners
are expected to be involved in learning in multidimensional ways. This means that in
addition to the cognitive characteristics of learners, their emotional and social
characteristics are also considered in the mediation phase. Since both listening and
speaking anxiety are affective variables, it seems that theoretically the results of this
study make sense.

One final reason accounting for the effectiveness of the Lerntest and the
Testing-the-limits models in comparison to the potential measurement model in
reducing speaking and listening anxiety may be that both of the mentioned models
are more sensitive to individual differences among learners in responding to
mediation. In other words, they offer more individualized and personalized

mediation to learners. As a result, learners can benefit from the mediation more.

Conclusion
From the results of the present study, it is concluded that although all the
three models of dynamic assessment can have more positive effect than

conventional testing and instruction on reducing speaking and listening anxiety,
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each of these models appears to be more useful for specific purposes. Generally,
employing such models in EFL pedagogical settings can reduce speaking and
listening anxiety among EFL learners and enhance their productivity.

The potential measurement model focuses on the cognitive abilities of
learners and makes a critical contribution to the claim of DA that cognitive abilities
are dynamic. Lerntest assumes that each person can have multiple ZPDs in different
domains, not just one ZPD for general intelligence. In Testing-the-limits, the teacher
asks learners to explain how they got to their answer irrespective of whether their
responses are correct or incorrect so that they can find out the thought processes of
learners thoroughly. This model can present more information given leaners’
abilities. It is employed to evaluate the limits of learners’ abilities by integrating
different procedures that causes higher levels of performance.

In sum, the focus of dynamic assessment is on the process of learning not
its final product. That is why employing this assessment was successful in reducing
the anxiety of students. According to the sociocultural theory, human learning can
be seen as a type of mediated learning. It means that employing mediation assists the
cognitive development of humans independent from other regulations. In other
processes of regulation, there is no graduated prompt to move learners toward
effective processing. Besides, in models and approaches in which teachers
emphasize the final outcome of learners, students have high levels of stress and
anxiety since they try to do their best to score well. The use of relevant DA models
can be both effective in preventing the occurrence of such anxiety and helpful in
reducing it when anxiety has already been generated.

Therefore, the results of this study can extend the literature on the
effectiveness of DA models in reducing listening and speaking anxiety of EFL
learners. The effectiveness of DA models can be explained with the assumption that
while students at varying levels of language proficiency complete the same set of
activities, each learner actually needs particular, and somehow individualized,
feedback adjusted to their personal needs. As a result, it can be deduced that this
feature of DA models stresses learners’ needs. Thus, employing DA can be seen as a
more ethical and equitable way of assessing learners (Shabani, 2018).

The findings of this study can also inform language teachers about how to

treat learners to provide the best learning conditions by bringing the level of
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listening and speaking anxiety to a minimum. It is undeniable that oral activities in
foreign language learning classes are anxiety-inducing. The knowledge of which
model of DA can reduce listening and speaking anxiety can hugely facilitate
teachers’ job in listening and speaking classes. Moreover, materials developers can
include materials in course books that encourage and guide both teachers and
learners to engage in the right kind of activities, thus reducing the anxiety of the
learners. Nevertheless, the limitations of this study including the number of
participants and the duration of treatments, call for more studies in this area and a

greater level of care to be exercised in generalizing these findings.
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