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Abstract 

Dynamic assessment (DA), premised on Vygotsky's Sociocultural 

Theory (SCT), constitutes a valuable venue for language teachers 

to promote the dialectical praxis and awareness of language 

assessment and teaching in the EFL context. In spite of the surge 

of interest in the importance of DA in assessing the dynamically 

emergent abilities, little has been written down regarding EFL 

teachers' attitudes toward DA. The current study attempted to fill 

that void by unearthing Iranian EFL teachers' beliefs about DA 

and also to determine if there is a statistically significant 

difference between university and language institute teachers' 

attitudes with regard to DA. To this end, forty Iranian EFL 

teachers in the two contexts (i.e., universities and language 

institutes) were selected through purposive and snowball sampling 

procedures. Adopting an exploratory design, the researchers 

collected the data through an Email interview. The results of the 

Chi-square tests indicated that there is no significant difference in 

the attitudes of university and language institute teachers toward 

DA, and both groups held a positive attitude toward it. In addition, 

the content analysis of the data resulted in the emergence of three 

major themes namely, teachers' classroom assessment practices, 

EFL teacher's attitudes toward DA, and impediments to applying 

DA principles in EFL classes. The findings of this study cater for 

implications for teachers to voice their concerns about the edifice 

of language testing and assessment in Iran.     
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1. Introduction 

With a profound impact on how language evaluation is conceptualized, Vygotsky's 

Sociocultural Theory (SCT), over the last few decades, has promoted the dialectic 

unity of assessment and instruction as a benchmark for the sustainability of 

instruction in the field of ELT (Karimi & Shafiee, 2014; Lantolf, 2009; Lantolf & 

Poehner, 2010). This dialectic unity displays assessment and instruction as two 

unified phases of the learning process (Lantolf, 2009). Complying with this 

viewpoint, improving language learning necessitates redefining assessors' and 

teachers' capabilities for performing classroom evaluations beyond the restrictions of 

traditional psychometric concerns and the drawbacks of standardized exams (Inbar-

Lourie, 2008). Therefore, the thread of inquiry into assessment as an integral aspect 

of education and social practice has attained significant popularity, owing to social 

constructivist viewpoints and poststructuralist transgressive dilemmas that elucidate 

the boundary-creating consequences of language practices (Inbar-Lourie, 2008; 

McNamara, 2012). These epistemological innovations in the social sciences pave the 

way for laying more emphasis on the importance of involving all ELT stakeholders in 

assessment and instruction, particularly teachers (McNamara, 2001; Yan & Fan, 

2021). Subsequently, teachers are motivated to be involved in critical reflection about 

classroom-based assessment to increase their understanding of classroom 

performance, score interpretation, progress, value-laden constructs, validity issues, 

and the political and social nature of assessment (McNamara, 2012). To that end, as 

Shohamy (2005) asserts, teacher training programs should prioritize teachers' 

engagement to assessment theory and practice, as well as the enduring effects of 

assessment. This requires training and educating teachers to be proactive decision-

makers who are "responsible and involved leaders in their assessment practices by 

obtaining training and knowledge in assessment" (Shohamy, 2005, p. 107). 

Dynamic assessment (DA) constitutes a valuable venue for language teachers to 

promote the dialectical praxis and awareness discussed previously. DA, an 

interactive assessment approach, is an ongoing process from entry to exit of the 

second language(L2) program that gives a great deal of attention to students' 

learning (Poehner, 2007; Rahimi et al., 2015). Ebadi et al. (2018) explains that "in 

DA, a two-way interactive relationship is developed between the teacher and the 

learner whereby both parties could initiate questions" (p. 3). The DA is an 

―instantaneous and cyclical: Assessment-decision-instruction-assessment- decision-

instruction‖ (Bachman & Palmer, 2010, p. 28). Lantolf and Poehner (2008) argue 
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that in DA, "assessment and instruction are a single activity" (p. 273) in which 

intervention is delivered simultaneously to identify and promote learner progress. 

It is critical to recognize that discovering teachers' cognition can shed light on 

the mental processes which affect their classroom behaviors (Bliem & Davinroy, 

1997). Borg and Al-Busaidi (2012) believe that teachers' beliefs influence their 

teaching and that comprehending and modifying teachers' beliefs can contribute to 

the promotion of systematic change in educational systems. Likewise, teachers' 

perceptions of assessment are critical, as they impact classroom instruction and 

assessment. In the educational system of Iran, teachers and experts who have 

undergone L2 education may verify that there is very little, if any, attention given to 

the perceptions of DA by instructors and teachers (Mohammadi et al., 2020; Nazari, 

2017). Therefore, there is a paucity of research in this thread of inquiry that 

constitutes a major void in the literature. In an attempt to address this gap, the 

current study investigates Iranian EFL teachers' beliefs about DA and also to 

determine if there is a statistically significant difference between university and 

language institute teachers' attitudes with regard to DA. 

Research Questions 

 The research questions put forward by this study are as follows.  

1. What are Iranian EFL teachers' beliefs about DA in their classrooms? 

2. Is there any significant difference between Iranian EFL teachers' attitudes 

working in institutes with teachers working in universities regarding DA? 

 

2. Literature Review 

2.1. Dynamic Assessment 

In the spirit of increasing the popularity of DA in applied linguistics, many research 

initiatives have been conducted to investigate its applications in L2 instructional 

contexts. Luria (1961) introduced the notion of DA to Western educators and 

researchers. Luria discussed DA within the broader context of Vygotsky's program 

of defectology. DA procedures can be characterized as those in which assessment is 

conducted in conjunction with an instructional intervention (Sternberg & 

Grigorenko, 2002).  
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2.1.1. Teachers' Cognition and Assessment 

Over thirty years ago, Bandura (1986) argued that teachers' individual beliefs 

influence their crucial classroom decisions. Following that, an increasing number of 

teacher research projects aimed to examine teachers' beliefs and their impact on 

their classroom (Wilson, 1990). As Khader (2012) explains, the literature on teacher 

beliefs provides sufficient evidence that teachers' beliefs significantly impact 

classroom practices. Examining the relationship between teachers' pedagogical 

beliefs and practices, Pajares (1992) demonstrated a strong relationship among 

teachers' beliefs, decisions, teaching plans, and classroom practices. He continues 

by stating that pre-service teachers' pedagogical beliefs are critical in explaining 

their knowledge and teaching behavior when joining the teaching profession. 

According to him, the strongest predictors of teaching behavior are these beliefs.  

In the same research strand, Rahim et al. (2009) conducted a study entitled 

classroom assessment: juxtaposition teachers' beliefs with classroom practice. He 

emphasizes that teachers' beliefs have an effect on their decision-making and also 

on their classroom practice. Although the teachers held similar beliefs on 

assessment objectives, the interview and observations revealed that they used quite 

varied assessment techniques. In the same vein, Brown et al. (2019) investigated 

teachers' perception of the nature and aim of assessment. For the purpose of this 

study, secondary data analyses were used in which eight previously published 

models of teacher conceptions of assessment were systematically compared across 

11 available data sets. The purpose of this study was to determine a globally 

homogeneous construct of teacher conceptions of assessment. The results revealed 

that there is indeed no single global model, and more importantly, culture, context, 

and local factors are the considerations that shape teacher conceptions of 

assessment. 

The extant literature on teachers' beliefs of DA in the Iranian context is not 

particularly rich and comprehensive. The only studies in this line of inquiry are Es-

hagi Sardrood (2011), Karimi and Shafiee (2014), and Mohammadi et al. (2020). 

Es-hagi Sardrood (2011) used a structured interview and a questionnaire to examine 

51 Iranian EFL language schools, institutes, and universities teachers' perceptions of 

DA. The findings indicated that the majority of teachers held a negative attitude 

toward DA and believed that the implementation of DA in the Iranian context is 

difficult. Teachers also raised objections about the viability of DA in Iranian EFL 

classrooms owing to lack of DA training and guidelines, the lack of infrastructures 
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and practical tools, the time-constrained essence of DA, the highly crowded classes, 

the commonality of static examinations, and a high reliance on the teachers' 

teaching and assessment abilities. In a similar line of research, Karimi and Shafiee 

(2014) explored the attitudes of Iranian EFL teachers toward DA. Their research 

reported an investigation into the thematic analysis of Iranian EFL teachers' 

perspectives of DA, taking into account their educational background and teaching 

experience. The researchers recruited 42 Iranian English as foreign language 

teachers. Twenty-two teachers held bachelor's degrees and twenty teachers held 

master's degrees in ELT-related fields, with varying service levels. To obtain 

information about teachers' attitudes of DA, semi-structured interviews were 

conducted. The examination of the audiotaped interviews demonstrated substantial 

differences in individuals' judgments of DA trends and obsessions. The key themes 

addressed in the content analysis of data were teachers' conceptions of DA as a 

classroom practice, their own commitment to implementing DA, the importance of 

learners in such assessments, and their understandings of contextual restrictions 

influencing DA implementation. In a more recent date, Mohammadi et al. (2020) 

carried out a research to inquire into the attitudes of Iranian TEFL teachers 

regarding the implementation and significance of DA. They employed 25 teachers 

for the study by purposive sampling. According to the content analysis of the semi-

structured interviews, Iranian teachers had a favorable attitude toward the use of 

DA in their classes. In addition, it was shown that teachers were unable to 

implement DA due to the variables such as educational system constraints, financial 

concerns, time constraints, and teachers' lack of literacy. 

With respect to the prominent importance of context in the instruction-

assessment process, research on ELT teachers' views about DA provides insight on 

the factors that contribute to the assessment implementation in any educational 

setting. For instance, Troudi et al. (2009) carried out an investigation to determine 

EFL teachers' perspectives on language assessment and their personal roles in the 

incorporation of L2 assessment in the United Arab Emirates and Kuwait. The 

results demonstrated that EFL teachers' conceptualizations of assessment, and their 

personal involvement in assessment, are influenced by their field knowledge, 

contextual milieu, and employment regulations. As a result, it is said that top-down 

management methods to assessment distort teachers' roles in implementing 

classroom assessment. To this end, it can be argued that context is of paramount 

significance when it comes to the implementation of classroom assessment 
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procedure, and that context may assist in distinguishing and defining teachers' 

perceptions of assessment in different contexts. 

The literature reviewed above shows that the usefulness of DA empowers EFL 

teachers whose conceptualizations and philosophies are informed by societal and 

institutional restrictions, as well as their own interpersonal values and beliefs. 

Therefore, investigating the underlying assumptions and beliefs of EFL teachers in 

a variety of contexts can lay the foundation for increasing their assessment literacy 

(Inbar-Lourie, 2008). To this end, the current study was an attempt to investigate 

the Iranian EFL teachers' beliefs about DA, and also to determine if there is a 

statistically significant difference between university and language institute 

teachers' attitudes with regard to DA. 

 

3. Methodology 

3.1. Participants  

The participants of this study included 40 Iranian EFL teachers (25 female and 15 

male). The teachers were MA graduates and PhD students and English-major 

graduates who worked in two educational settings (i.e., universities and language 

institutes) in Tehran and Kermanshah. The teachers were selected via purposive and 

snowball sampling procedures. They were all of Persian background and had a 

minimum of three years of experience teaching various ELT related courses. In 

addition, 18 of the teachers were from the university context and 22 were from the 

language institute context. The university teachers taught BA, MA, and PhD 

courses in TEFL, English language literature, translation studies, and linguistics. On 

the other hand, teachers at the language institutes taught advanced and pre-advanced 

levels at their corresponding language institutes. 

3.1.1. Data Collection, Design, and Procedure 

Due to the exploratory nature of the research, the researchers chose Email 

interview as the primary data collection method since it enables participants to 

reflect on their comments and experiences while also allowing them to participate at 

their convenience (James, 2016). Furthermore, by conducting the interview by 

Email, we may save time scheduling appointments, traveling, and transcribing the 

data. Similarly, the interviewee may feel at ease disclosing any facts they wish 

(Miller & Cannell, 1997). As Cohen et al. (2011) endorsed, "the very factor that 
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interviews are not face-to-face may strengthen their reliability, as the interviewee 

might disclose information that may not be so readily forthcoming in a face-to-face, 

more intimate situation" (p. 206). The Email interview questions (see Appendix) 

were sent to 60 teachers through Email, LinkedIn, and telegram groups. Out of 60 

Emails that researchers sent out, 40 teachers replied. The Email interview gathered 

information about teachers' attitudes toward DA, their professional experiences, and 

their considerations about contextual issues with regard to the use of DA in classes. 

To validate the Email interview questions, five ELT assessment experts were asked 

to review and substantiate whether the questions effectively addressed the research 

topic, were unambiguous, and identified any other potential difficulties. Some of the 

questions were modified in response to experts' comments to ensure they were 

appropriate for the study's objectives. 

3.1.1.1. Data Analysis 

To analyze the data, responses to the Email interview questions were coded and 

classified into three primary themes via a systematic approach that included open, 

axial, and selective coding (Glaser & Strauss, 1967).  Following that, the total 

frequency of the emerged themes was calculated. The reliability of the frequencies 

was determined by having a qualified third party (with a PhD degree in TEFL) rate 

50% of the data. The percentage agreement amongst raters ranged from 0.80 to 

0.95, indicating a high level of reliability across all themes and subthemes. 

 

4. Results 

4.1. Research Question 1 

1) What are Iranian EFL teachers' beliefs about DA in their classrooms? 

 The content analysis of the data resulted in the emergence of three major themes 

namely:  

1. EFL teachers' classroom assessment practices 

2. EFL teacher's attitudes toward DA 

3. Impediments to applying DA principles in EFL classes  

The frequency of the themes and sub-themes which emerged from them is 

displayed in Tables 1, 2, and 3. 
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Table 1 

Theme 1: EFL Teachers' Classroom Assessment Practices 
 

Subthemes University 

teachers (%) 

Institute 

teachers (%) 

1. I evaluate students' progress and improvement using oral, 

pictorial, midterm, and final exams. 

50 50 

2. I assess my students through interviews, written projects, 

presentations, reading exercises, and worksheets. 

25 75 

3. Current assessment procedures do not provide sufficient 

information about students' real development and ability. 

66.6 33.3 

4. Current assessment systems prevent students from reaching their 

full potential. 

33.3 66.6 

5. Exams create a stressful environment that stops students from 

learning, and students' attention is therefore focused on grades and 

results. 

50 50 

6. The majority of the examinations developed by the institutes are 

not standardized 

0 100 

 

 

Table 2 

Theme 2: EFL Teachers' Attitudes Toward DA 
 

Subthemes University 

teachers (%)  

Institute 

teachers (%) 

1. DA allows me to intervene during the assessment process since 

students may need some pre-arranged level(s) of mediation to obtain 

the correct answer. 

40 60 

2. DA enables us to conduct innovative investigations into students' 

progress and development. 

40 60 

3. DA is a profound form of teaching, learning, and assessment at the 

same time. 

50 50 

4. DA fits my ideals, knowledge, and experience better. 40 60 

5. DA creates a more appealing atmosphere than rigid, static 

assessment, relieving students of tension and stress. 

33.3 66.6 

6. The combination of DA and static assessment is appropriate.  100 0 

7. By implementing DA, students will receive adequate peer and 

teacher feedback on their performance. 

50 50 

8. DA can increase learners' motivation and creativity, which in 

result facilitates the language learning process. 

75 25 

9. DA has the potential to increase teacher-student interaction and is 

more relevant to real-world circumstances. 

50 50 

 
Table 3  

Theme 3: Impediments to Applying DA Principles in EFL Classes  
 

Subthemes University 

teachers  % 

Institute 

teachers % 

1. The teachers' traditional understanding of the term "assessment." 33.3 66.6 

2. The amount of time and effort requires to engage every single 83.3 16.6 
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Subthemes University 

teachers  % 

Institute 

teachers % 

student in DA. 

3. The overcrowded classrooms make it difficult, if not impossible, 

to consider the learners' individual needs. 

75 25 

4. DA needs certain mediation tools that are not available in our 

classrooms. 

50 50 

5. The rigid laws of institutions/universities, which are score-based.  25 75 

6. Students' and teachers' unwillingness to use DA is a significant 

factor. 

50 50 

7. Teachers may be unfamiliar with this type of assessment and 

should be instructed on how to conduct it. 

55.5 44.4 

 

As illustrated in the Tables, both university and language institute teachers held a 

positive attitude about DA and believe that it better reflects their ideals, knowledge, 

and experience (Table 2, item 4, university teachers: 40%; language institute 

teachers: 60%). Table 1 demonstrates the teachers' classroom assessment practices, 

and the findings indicate that 50% of teachers in both contexts use the mid-term, 

oral, and final exams as their primary instruments for evaluating their students 

(Table 1, item 1, university teachers: 50%; language institute teachers: 50%). 

However, language institutes employ a broader range of assessment instruments, 

including presentations, interviews, reading exercises, written projects, and 

worksheets (Table 1, item 2, Institute teachers: 75%).  This finding can be explained 

by the fact that teachers in institutes have greater discretion over their methods for 

instruction and assessment than university teachers do. Besides that, the number of 

students participating in institute classes is smaller than those attending university 

classes. As a result, institute teachers may employ a variety of assessment 

procedures more easily than university teachers. Likewise, the aims of English 

language teaching in language institutes and universities in Iran are distinct; in 

institutes, teaching is more communicative and task-oriented. Moreover, teachers in 

both contexts had negative attitudes concerning their context's current assessment 

practices and expressed a strong desire for more DA-based assessment (Table 1, 

items 3, 4, and 5). The following statement from one of the MA holders sheds some 

light on this matter. 

I believe that the most recent procedure (traditional assessment) is mundane and 

constrained. It prevents students from accomplishing their greatest potential. Exams 

foster a stressful environment that stops students from learning. Rather than that, 

they would study only to pass the course. Correspondingly, this environment would 
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exacerbate students' negative competitiveness, dwindling the importance of learning 

and placing a premium on scores and results.  

A further problem that is visible in the context of institutes is their assessment 

team's lack of assessment literacy (Table 1, item 6, Institute teachers: 100 %), as 

evidenced by the following comment from an MA holder in TEFL who has taught 

English at language institutes for ten years. 

The primary issue with our assessment system is that the large proportions of 

institutes' tests are not standardized. Some of them are more difficult, easier, or 

simply unrelated to what the students learned. As if the examinations were designed 

by someone with no prior experience teaching the book.  

Regarding Table 2, it is obvious that the majority of teachers in both contexts 

held a positive attitude regarding DA. They claimed that DA is a profound form of 

teaching, learning, and assessment(Table 2, item 3, university teachers: 50%; 

institutes teachers: 50%)  that evaluates students' abilities and creates an appealing 

learning environment (Table 2, item 5, university teachers: 33/3%; institutes 

teachers: 66/6%) in which students can learn a great deal without feeling stressed. 

This is demonstrated in the following comment by a TEFL PhD student. 

Implementing DA practices and principles can result in dramatic innovation and 

benefits for both English language teaching and testing practices because it attempts 

to integrate language testing into language teaching. There are many tangible 

benefits associated with DA. It attempts to incorporate teaching and assessment. As 

a result, it takes a more holistic approach to education. Moreover, when assessment 

becomes more meaningful to students, they will adopt a more positive attitude 

toward it.  

Subsequently, teachers in both contexts (Table 2, item7, university teachers: 50 

%; institute teachers: 50 %) emphasized the role of DA in providing feedback by 

students and teachers, which creates a situation in which the relationship between 

testers and testees is no longer that authoritative and serious one because the testers 

are regarded as learning contributors, not assessor of the learning process. The 

following statement by one of the assistant professors in the field of TEFL indicates 

the importance of the role of DA in providing feedback for the students. 

The nature of DA is suitable for the continuous measurement of students' 

abilities. Therefore, even if students do not perform well in one dimension of the 

assessment, they can make up for it on subsequent occasions. In addition, because 
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DA is formative, it enables students to receive continuous feedback from their 

teachers/peers, allowing them to adapt their attempts throughout the semester. 

Moreover, university teachers stated (Table 2, item 6: 100 % ) that combining 

DA and static assessment is beneficial because they believe that Iran's assessment 

procedure (traditional assessment procedure) is still influenced by traditional 

methods of assessment and scoring and that the system is not prepared to implement 

DA in classes due to the need for special foundations and infrastructures. Also, 

Table 2 exhibits that DA has a critical role in enhancing motivation and teacher-

student interaction (Item 9, university teachers: 50%; institute teachers: 50%). In 

this respect, the assessment would be far more representative of real-life situations 

(Table 2, Item 9, university teachers: 50%; institute teachers: 50%). 

 Concerning the data in Table 3, some substantial obstacles that can impede 

DA's implementation in classes have been mentioned. One of these problems is a 

lack of time and the time-consuming nature of DA, which is evident in the remarks 

of university teachers (item 2: 83.3%) as compared to institute teachers (item 2: 

16.6%). The time concern for university teachers may be connected to the fact that 

classes in universities are highly crowded, whereas classes in language institutes are 

much smaller, making implementation of DA much easier. This may explain why 

most university teachers (Table 3, item 3: 75%) cited extremely crowded classes as 

an impediment to applying DA. This reality is illustrated by the following comment 

by a university teacher with a doctorate in linguistics: 

In a university setting, time is extremely restricted, and students with varying 

degrees of language proficiency are learning at the same educational level. As a 

result, the DA may have a different effect on each student. This issue precludes the 

adoption of the DA method. 

Along with the time constraint, there are additional aspects to consider, such as 

teachers' lack of knowledge and willingness to implement DA (Table 3, Item 7, 

university teachers: 55/5%; institute teachers: 44/4%), as well as the various rules 

and regulations that require teachers to adhere to a score-based system (Table 3, 

Item 5, university teachers: 25%; institute teachers: 75%), which makes applying 

DA exceedingly difficult. Teachers were outspoken in their criticism of this score-

based system; one interviewee, for instance, acknowledged: 

I am unable to believe in this method (traditional assessment) for a variety of 

reasons. I think that assigning a grade to a student does not accurately reflect their 
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skills. I have encountered many cases where a student performed admirably 

throughout the semester but did not obtain the required mark on the final exam. 

This could be because of the student's mental/social/emotional state at the time, or 

because the student was unable to review the lessons due to his/her various 

problems. Additionally, this strategy focuses students' attention on achieving a 

grade or passing a test rather than learning and comprehending the teaching content 

(MA holder in TEFL). 

However, some other issues hamper DA applications, including resistance on the 

part of students, teacher who has been taught based on traditional approaches to 

testing(Table 3, Item 6, university teachers: 50%; institute teachers: 50%) and, last 

but not least, a lack of adequate infrastructure at universities and institutes(Table 3, 

Item 4, university teachers: 50%; institute teachers: 50%). 

 

4.2. Research Question 2 

2) Is there any significant difference between Iranian EFL teachers' attitudes 

working in institutes with teachers working in universities regarding DA? 

This research question focuses on the similarities and differences in teachers' 

views toward DA at universities and language institutes. To determine if there is a 

statistically significant difference between university and language institute 

teachers' attitudes, the Chi-square test was calculated for each theme and the results 

are shown in Table 4. 

 

Table 4 

Results of the Chi-square Tests for Themes 1, 2, 3 and Overall  
 

Pearson Chi-Square Value df Asymp. Sig. (2-sided) 

Theme 1  3.000 5 0.700 

Theme 2 4.521 8 0.807 

Theme 3 4.706 6 0.582 

Overall 0.000 8 1.000 

 

The results of the Pearson Chi-Square test, as reported in Table 4, demonstrated 

no significant difference across university and language institute teachers in each of 

the themes regarding their perceptions of DA. That is, χ
2
 (5, N = 28) = 3.000, p = 

.05 for Theme 1, χ
2
 (8, N = 57) = 4.521, p = .05 for Theme 2, and χ

2
 (6, N = 34) = 
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4.706, p = .05 for Theme 3. As demonstrated in Table 4, none of these ratios 

(Asymp. Sig. (2-sided)= 0.700, 0.807, or 0.582) are equal to or less than 0.05. 

Consequently, there is no significant difference in the attitudes of university and 

language institute teachers toward DA, and both groups adopted a positive attitude 

toward it. Moreover, this fact can be deduced from the overall Chi-square test over 

all three themes, which revealed (Asymp. Sig. (2-sided)=1.000, which is not 

statistically significant. 

 

5. Discussion 

The purpose of this study was to investigate Iranian EFL teachers' beliefs about DA 

as a contemporary assessment procedure capable of raising students' motivation 

(Zoghi & Malmeer, 2013) and diminishing their stess levels (Tzuriel, 2001). The 

study  also sought  to determine if there is a statistically significant difference 

between university and language institute teachers' attitudes with regard to DA. To 

achieve the stated purposes of the study, an exploratory design was applied to 

address the research questions. 

The current study's findings are corroborated by from previous literature on 

concepts such as DA and teachers' beliefs toward DA. In that regard, the findings of 

the present study are consistent with those of earlier researches on DA, both 

theoretically and empirically (Lantolf & Poehner, 2010; Sternberg & Grigorenko, 

2002). In the same manner, the findings of the current research corresponded to 

previous research on teacher cognition and assessment in the related literature 

(Brown et al., 2019; Karimi & Shafii, 2014; Nazari, 2017).  

This study's findings seem to align with those of Matese et al.’s (2002) study, 

which explored teachers' perceptions about assessment in inquiry-based science. 

This study illustrated that the new assessment procedures are dependent on teachers' 

beliefs about the nature and purpose of assessment. It also exemplified how 

teachers' beliefs and practices are intricately intertwined and that teachers might 

hold beliefs that conflict with the practices advocated by education reformers. 

The findings of this study indicated that university teachers evaluated their 

students mostly through midterms and final examinations (Saniei, 2012). This could 

be tied to Iran's top-down educational system (see Gan & Lam, 2020), in which 

authorities 'on behalf of the people' determine which procedures should be followed 
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in classrooms (Sadeghi & Jabbarnejad, 2012). Consequently, teachers are 

discouraged from doing assessments using DA and are compelled to use one-shot 

assessment procedures. This argument is made concisely by Babaii et al. (2020) in 

the following comment. 

Iranian L2 teachers often experience barriers in executing their preferred 

assessment practices. This dilemma seems to be mostly a function of the way 

assessment is understood in this context. That is, assessment is dominantly defined 

in achievement terms and little systematic attention is paid to formative, and much 

less dynamic, assessment of the teachers. (p.13) 

Subsequently, the teacher's involvement in this system is minimized, and they 

are spoon-fed with whatever knowledge and theory theorist produces 

(Kumaravadivelu, 2003), thereby disregarding teachers' sense of plausibility 

(Prabhu, 1990). In light of the aforementioned issues, teachers' attitudes shift toward 

examination-based procedures (see Firoozi et al., 2019), in which teachers minimize 

and ignore the role of DA and remain committed to the rules and regulations 

enforced on them because "programme teams are finding it challenging to move 

away from examination based practices, constrained by institutional culture, lengthy 

regulatory frameworks and lack of training" (Hamilton, 2014, no page number). 

This exam-oriented system emphasizes that score is really important and that 

students would place a high premium on the score rather than on learning 

(Mohammadi et al., 2020).  

A score-based system can have a detrimental effect on students' motivation and 

higher-order thinking and it also put a significant deal of stress on students' personal 

lives, diminishing their academic interest (AlAmin & Greenwood, 2018). In the 

long run, this score-based system may contribute to a repetitious educational system 

in which students seek good grades above all else and at any cost, and students' fear 

of failing tests may drive them to cheat on examinations (Kirkpatrick & Zang, 

2011). This practice is referred to as grade inflation in the academic literature, in 

which students' grades are inflated irrespective of their academic achievement 

(Dashti, 2019). 

The results of this study showed that teachers in language institutes lack 

assessment literacy potentially due to a lack of training in this area. Language 

institutes in Iran attempt to train teachers for teaching in their own institutes, so they 

concentrate on practical techniques necessary for teaching a special book series 
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tailored to the institutes' needs (Bax, 1997), and DA and assessment procedures 

may not be included in the institutes' needs and practical techniques. Due to 

language institute directors' lack of support, English teachers may be discouraged 

from enrolling in long-term assessment training courses or workshops. In Iran, 

institute teachers are still evaluated on the basis of their teaching practices and 

assessment procedure receive inadequate attention (Babaii & Asadnia, 2019). 

Additionally, language institutes do not prioritize professional development in terms 

of assessment training. A further possible avenue for the lack of attention and 

training on assessment, particularly DA in language institutes, is that most authors 

and publishers of textbooks provide unit tests, ready-made quizzes, and even item 

banks, which eliminates the need for teachers to construct their own assessment 

procedures (Stiggins, 1993), making assessment training unnecessary. 

Additionally, the findings of the study indicated that teachers held a positive 

attitude toward DA in the sense that they believe it is a combination of assessment 

and teaching that can benefit students at various proficiency levels (Brookhart et al., 

2010). Despite their positive attitudes toward DA, they acknowledged that some 

constraints in their setting prevent them from incorporating DA principles in EFL 

classes. A significant factor was a lack of time for adopting DA in classrooms. This 

finding is in lockstep with the findings of Karimi and Shafiee (2014), Nazari 

(2017), and Mohammadi et al. (2020).  The following excerpt from one of 

participant of this study, who was a university assistant professor, sheds more light 

on this point. 

Moreover, implementing DA in classes requires time and the constant attention 

of teachers. We are strained for time to complete the syllabus in the allotted two 

months time. This leaves me with insufficient time to evaluate 35-40 learners 

individually. The purpose of DA is to improve learners' competencies and 

performances. Therefore, when the time of the class is inadequate for the evaluation 

of learners' classroom performance, I investigate their shortcomings through paper 

and pencil tests. 

The second reason for the absence of DA implementation in classrooms has been 

that teachers lack sufficient knowledge and training regarding DA. This finding was 

indeed substantiated in various contexts (e.g., Vogt & Tsagari, 2014), however, it 

contradicts from Lam's study (2019), in which participants indicated a greater 

prominence of professional training in language assessment in Hong Kong. This 

discrepancy might be supported by the argument that teachers in Hong Kong are 
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required to get professional training in order to pass the Language Proficiency 

Assessment for teachers and receive corresponding qualifications to commence 

their teaching journey (Coniam & Falvey, 2013) and that language assessment 

training is commonly accessible to pre-service teachers in this territory (Lam, 

2015).  In Iran, English teachers at universities and language institutes are not 

required to obtain such a professional certificate, which probably correlates to a 

dearth of training in this context. Besides, numerous academics in the field have 

emphasized the necessity of teacher training courses for professional development 

in assessment (Ahangari & Alizadeh, 2015). The training and teacher development 

courses for teachers are extremely critical in the sense that, as Guskey (2000, p. 4) 

argues, "One constant finding in the research literature is that notable improvements 

in education almost never take place in the absence of professional development."  

To this aim, it is highly recommended that teachers receive training through 

various TTC and teacher development courses, with these courses focusing on both 

the theoretical and practical components of DA in terms of classroom experience 

(Shafaghi & Estaji, 2020).  It is plausible to claim that teachers can modify their 

assessment beliefs and practices through participation in professional development 

programs (Brookhart et al., 2010). It would be highly beneficial if students were 

also trained and encouraged to adapt themselves in EFL classrooms that use DA for 

assessing students. It is more likely that students who have received more 

instruction and training on DA will feel more at ease when using DA principles for 

assessment purposes.  

Some other factors, such as teachers' and students' reluctance to use DA, the 

traditional Iranian system, which prevents teachers from using DA, and a lack of 

infrastructure, all contributed to the difficulty of implementing DA in classes 

(Eshaghi-Sadrood, 2011; Hessels-Schlatter & Hessels, 2009). Previous research has 

also reported compatible findings with those of this study regarding the teachers' 

perceptions about impediments to applying DA in EFL classes. The study by 

Mohammadi et al. (2020) upheld the finding that instructors were unable to 

integrate DA due to issues such as educational system constraints, financial 

constraints, time restraints, and a lack of literacy on the side of teachers. The 

variables stated above were mostly identified as barriers to implementing DA in 

EFL classes in this study. 

In light of the aforementioned concerns about implementing DA in classes, it is 

strongly recommended that language institutes and universities provide adequate 
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infrastructure and effective tools for teachers to use DA effectively in their context. 

There also seems to be much potential for teachers to maintain reflective journals 

for assessment procedures in classrooms, just as they do for their teaching practice. 

Hence, reflection on language assessment contexts can be a promising concern of 

study for teachers seeking to increase their language assessment literacy (Babaii & 

Asadnia, 2019), of which DA is a component. Trying to reflect on critical situations 

may be "a rich source of teacher-generated information" since teachers "reflect on 

how they got where they are today, how they conduct practice, the thinking and 

problem-solving they employ during their practice, and their underlying 

assumptions, values and beliefs that have ruled their past and current practices" 

(Farrell, 2014, p. 108).  

Furthermore, teachers should be encouraged to keep reflective journals and 

conduct action research and observation, which are commonly used resources for 

promoting teachers' reflective practices (Burhan-Horasanl & Ortaçtepe, 2016), in 

order to delve more deeply into the insights and potential benefits of various 

assessment procedures in the classroom and bridge the gap between theory and 

practice and also assist them in overcoming their language assessment issues. In 

addition, the profile of language assessment, of which DA is a component, in Iran 

should be raised, and in response to this concern, language institutes and 

universities offering teacher education programs, as well as program administrators, 

should collaborate to develop compulsory language assessment touchstones for pre-

service teachers as one type of exit prerequisite via continuous assessment (Lam, 

2015). Nevertheless, the very first move toward accomplishing that objective is for 

university-based instructors and teacher trainers at language institutes to obtain 

professional development on how to promulgate up-to-date assessment practices, 

theories and principles to their students through the use of university-sponsored 

conferences, seminars, on-the-job training workshops, and text-based materials.  

Lastly, the study's findings and recommendations regarding the provision of DA 

and the role of testing in Iranian educational settings should be interpreted 

cautiously. The issue of DA and testing should not be considered as all or nothing; 

rather, they should represent a continuum to establish a more equitable, inclusive 

and balanced assessment system. There are many contextual factors that determine 

the utilization of various educational and assessment procedures in Iran. Iran's 

educational context has always included testing, and thus tests cannot be ignored 

because "in a country where connections are imperative in doing anything, it is 
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difficult to find other fairer ways than the college entrance exams" (Kirkpatrick & 

Zang, 2011, p.41).  To this aim, it is proposed that different assessment procedures, 

particularly formative and DA-oriented assessments, be used in combination with 

testing in Iran. 

 

6. Conclusion 

The findings from the current study reported that the evaluation system currently 

exercised in Iran's language institutes and universities suffers from a number of 

drawbacks. In consideration of that point, it is critical to shift the focus of teachers' 

assessment away from psychometric and score-based mainstream assessment 

systems and toward a multi-dimensional DA-oriented evaluation system. Therefore, 

the findings of this study brought light to the fact that assessment competence and 

capacity are significant determinants of teachers' assessment practices (Cheng et al., 

2004), and that formal teacher training courses are extremely crucial for 

encouraging both teachers and learners to utilize novel assessment procedures such 

as DA.  

      The findings of this study cater for implications for teachers to voice their 

concerns about Iran's assessment system. This study may also be of potential help in 

noticing teachers' voices and proposing a series of amendments to Iran's assessment 

system, as well as in determining how teachers should evaluate their students in 

EFL classrooms. Whereas the results of the current study have implications for 

teacher development programs to emphasize DA principles in EFL classes, the 

generalizability of findings requires caution owing to the study's restrictions. While 

Email interviews illuminate the interviewee's underlying attitude, they do not 

account for the actual application of stated beliefs.  

       Therefore, enhancing the reliability of the results requires additional research, 

including observation of assessment sessions and lessons, to inquire into the 

teachers' perceptions of DA. Moreover, ethnographic research and longitudinal case 

studies are recommended in order to provide more insight into the teachers' 

perceptions of DA. Lastly, the replication of data-driven studies, such as the current 

study, in various settings can contribute to the validation of the grounded theory 

upon which this study is founded.  
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Appendix: Interview Questions 

1. Bio- demographic description of teachers and lecturers:  

Age:  

Gender:  

Years of teaching experience:  

The level you are teaching:  

The context of teaching:   

2. Could you please tell me about the assessment tools (for achievement and 

attainment) you use to assess the English language skills of your students? Would 

you please give me some examples? Why do you use these tools?  

3. What is your opinion about the current assessment practices in your 

institute/university? If there were no institutional/university constraints, how would 

you assess your students' English language skills (in terms of their achievement and 

attainment)? Why?  

4. Do you ever intervene during the process of the assessment (achievement and 

attainment) of your students? If yes, how and why and what is the outcome? If not, 

why not?  

5. What do you think of the use of dynamic assessment of the English language 

skills of your students? Why? (Probes: such as peer- assessment, self- assessment, 

portfolios, presentations, group projects).  

6. What do you think makes dynamic assessment different from other assessment 

approaches (e.g., static assessment)? 

7. What do you think are the main factors facilitating or inhibiting the 

implementation/application of dynamic assessment approaches in your teaching 

context? 

8. Do you think dynamic assessment is challenging in your teaching context(s)? 

Why/why not? 

9.  As far as assessing the achievement and attainment of your students are 

concerned, which assessment(s) (dynamic, static or both) is/are more in line with 

your values, knowledge and experience? Why?  

10. Do you have anything else to say about dynamic assessment?  

Thank you so much for your cooperation. 
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