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Abstract 

As a part of a more extensive computerized dynamic assessment (CDA) project deliv-
ered through a dedicated website, www. linge li. com, this study explores EFL learners’ 
perspectives on an online listening comprehension dynamic assessment software 
focusing on inferential listening skills while trying to minimize the guessing effect. The 
study participants were 94 Iranian EFL learners selected through convenience sam-
pling to participate in a 1-month dynamic assessment targeting EFL learners listening 
comprehension using the developed software. The researchers involved half of the 
study participants in semi-structured interviews held in their native language (Persian) 
to shed light on the pros and cons of the software. Six major themes emerged from the 
interviews’ content analysis, encapsulating participant’’ generally positive perceptions 
and some negative perspectives about the software. They perceived the CDA software 
as novel and interesting, stress-relieving, supportive, convenient, and cost-effective in 
terms of time and money, and removing the time and location limitations. In contrast, 
a few others assumed it was time-consuming and stressful, with limited learning and 
ignoring the benefits of social aspects of teaching. The study’s findings recommend 
that learners’ perspectives be considered when developing future CDA listening 
comprehension software to increase the validity of CDA projects by addressing their 
drawbacks and fully implementing the CDA test’s potential to enhance EFL learners’ 
listening comprehension abilities.

Keywords: Computerized dynamic assessment, Inferential listening comprehension 
skills, Listening comprehension skills, Learners’ perspectives, Qualitative research

Introduction
Computerized dynamic assessment (CDA), as a new strand of dynamic assessment (DA), 
originated from the Russian psychologist Lev Vygotsky’s Sociocultural Theory (SCT), 
relying on the reintegration of assessment and instruction to simultaneously account for 
the developed and the developing capabilities of individuals (Sternberg & Grigorenko, 
2001). CDA enjoys an interventionist approach to providing automatic pre-scripted 
mediation to learners through computers. In this way, CDA has enabled researchers to 
target not only second/foreign language (L2/FL) skills in general (e.g., Ebadi et al., 2018; 
Ebadi & Saeedian, 2015; Estaji & Saeedian, 2020; Li & Zhu, 2013, 2017; Ma, 2017; Mehri 
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Kamrood et al., 2019; Teo, 2012; Yang & Qian, 2017, 2019), but also listening compre-
hension skill which has been regarded as the most challenging language learning skill for 
EFL learners to overcome (Kern, 2000).

In our comprehensive project, CDA was applied to targeting inferential listening com-
prehension skills as one of the main mechanisms involved in producing or understand-
ing spoken or written discourse (Kern, 2000). Ableeva (2010) has argued that listening 
comprehension is an inferential mechanism that requires working on the details that are 
not always obviously provided in the text. Inferential comprehension requires listeners 
to integrate concepts, make inferences, analyze and assess information, and recognize 
tone and voice. On the other hand, the software aimed at minimizing the guessing effect. 
Alnabhan (2002) regards guessing as one of the primary mechanisms that negatively 
affect listening comprehension skills. Thus, negative marking could effectively minimize 
pure guesswork and contribute to more accurate test scores (Jaradat & Sawaged, 1986). 
Increasing the number of options in multiple-choice queries can also be used as the 
main strategy of test developers to minimize the impact of guessing (Burton, 2001, 2004; 
Karandikar, 2010; Mameren & Vleuten, 1999; Zimmerman & Williams, 2003). However, 
Lesage et al. (2013) state that it is quite probable that additional options do not serve as 
productive distractors and miss their function. Also, there is no guarantee that the test 
taker has not guessed the correct response, resulting in a false reporting of actual and 
mediated scores. Therefore, our CDA software introduced guess-checking questions as a 
new strategy for controlling the guessing effect in assessment.

The CDA test software, delivered through the dedicated website, www. linge li. com, 
acted like an exam and provided users with gradually delivered prompts after each fail-
ure in choosing the right answers. More precisely, the interventionist mediation was 
applied in a cake format (Sternberg & Grigorenko, 2002) to assess and trigger learn-
ers’ development using the web-based multiple-choice CDA software developed by the 
researchers. It is noteworthy that, in developing the CDA software, the researchers fol-
lowed the steps in the listening section of Poehner and Lantolf ’s (Poehner & Lantolf, 
2013) CDA project designed for languages other than English. Thus, our CDA software 
provided us with quantitative data on learners’ performance concerning the targeted 
features (inferential listening comprehension and guess-checking).

Vandergrift (2007) notes that in order to obtain insights into the mechanisms that can-
not be touched upon through quantitative methods, L2 listening studies can primar-
ily implement qualitative methods such as interviews to determine what students are 
attending and why they are paying selective attention to it. For this reason, in the present 
research, a semi-structured interview was used to conduct diagnostic and process-based 
research in L2 listening comprehension by exploring participants’ attitudes toward the 
newly developed CDA software. In sum, this study was guided by the following question;
RQ: What are Iranian EFL learners’ perspectives toward using the inferential listening 

comprehension CDA software?

Literature review

The influence of DA on listening skills has been highlighted over the last few decades. 
Ableeva (2008) applied DA to French listening comprehension and concluded that, 
unlike the case with the non-dynamic pre-test, the DA approach uncovered the unique 
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development capacities of the learners. Similarly, Shabani (2014) investigated the effects 
of DA on L2 learners’ listening comprehension and found that DA increased and eased 
college L2 learners’ listening comprehension. The results also proposed that applying the 
DA approach to listening tasks may help educators in language classrooms recognize 
comprehension issues. The influence of non-DA and DA treatment on listening com-
prehension of 60 Tunisian L2 college students was also compared by Hidri (2014), who 
confirmed that the DA approach increased students’ cognitive development and resulted 
in substantial gains in listening comprehension compared to the traditional assessment 
techniques.

The DA contributions to Chinese EFL learners’ listening comprehension were exam-
ined by Wang (2015). The researcher selected five subjects and played audiotapes for 
them during the pre-test sessions. After recognizing their difficulties, the researcher 
mediated the students and replicated their learning sessions to assess their degree of 
assimilation. The study found that DA could provide a more in-depth analysis of the 
students’ listening comprehension problems. In another research, the schema theory’s 
effectiveness on students’ listening skills was examined by Farangi and Saadi (2017). The 
researchers chose two groups of learners, each of them including 42 members. The DA 
group participated in a pretest-enrichment-posttest procedure, whereas the schema the-
ory group went through a pre-listening, listening, and post-listening procedure, includ-
ing shadowing and semantic mapping. The results showed that although both groups 
established and strengthened their listening skills, there was no significant difference 
between their development.

Using Vygotsky’s (1978) socio-cultural theory as a conceptual foundation, Al-Dawoody 
Abdulaal et al. (2022) aimed to evaluate the effect of dynamic assessment (DA) vs. non-
dynamic assessment (NDA) on Ethiopian intermediate EFL learners’ receptive skills. 
This study involved 96 intermediate learners from a high school. They were then split 
into three equally sized groups: one control group (CG) and two experimental groups 
(EG1 and EG2). After giving a pretest, the EG1 and EG2 received group dynamic assess-
ment-based training, whereas the control group received conventional instruction. A 
post-test was conducted after the treatment. One-way ANCOVA analysis showed that 
dynamic assessment significantly affected receptive skills. This study had implications 
for educators, learners, and material designers. Teachers are recommended to incorpo-
rate DA into their language lessons to assist pupils with strengthening their English lan-
guage skills.

In spite of the increasing interest in adapting the DA approach to computer-based 
EFL/L2 studies in the past few decades (e.g., Darhower, 2014; Ebadi et al., 2018; Ebadi 
& Bashir, 2020; Ebadi & Rahimi, 2019; Ebadi & Saeedian, 2019; Estaji & Saeedian, 2020; 
Karlström & Lundin, 2013; Li & Zhu, 2017; Ma, 2017; Mehri Kamrood et  al., 2019; 
Oskoz, 2005; Vakili & Ebadi, 2019; Yang & Qian, 2019) only a few studies have targeted 
listening comprehension skills. Poehner et  al. (2014) investigated the improvement of 
reading and listening comprehension skills through an online electronic mediation pro-
gram. Although the online mediation in their study was an innovation, they also used a 
fixed and standardized mediation design identical to the previous studies (e.g., Ableeva, 
2008). They utilized multiple-choice online assessment, gradually offering mediation 
from the most implicit to the most explicit prompts. They made the diagnosis based 
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on the test-takers’ actual and mediated scores. According to the study’s findings, these 
two scores, together with an analysis of the test-takers’ performance on particular items, 
provided a precise diagnostic of their L2 progress and useful data for further instruction 
and learning.

Ebadi and Vakili Latif (2015) investigated the efficiency of electronic concept mapping 
in enhancing EFL learners’ listening skills by examining relevant changes in their ZPDs. 
After each listening track in ten DA sessions, the participants were instructed to make 
concept maps. According to the study’s findings, the participants’ ability to go from the 
feedback intervention stage to self-regulated learning demonstrated that their listening 
comprehension ZPDs had developed. In another attempt, Mashhadi Heidar and Afghari 
(2015) conducted web-based research to examine how dynamic listening comprehen-
sion assessment could help EFL learners develop their socio-cognitive abilities. They 
emphasized the actual potential of individual students and the evaluative potential of the 
developmental phase of listening.

Drawing on previously created software by Poehner and Lantolf (2013), Mehri Kam-
rood et  al. (2019) constructed and executed an interventionist online computerized 
program for the dynamic assessment of the listening abilities of Iranian EFL students. 
The program offered students ZPD-based mediation through hints and prompts. It gen-
erated three scores: an actual score, a mediated score, and a Learning Potential Score 
(LPS), which reflected the difference between the actual and mediated scores. The 
results showed a significant difference between learners’ actual and mediated scores, 
illustrating the insufficiency of non-dynamic evaluation in taking learners’ responsive-
ness to mediation into account. Additionally, LPS could distinguish between students 
placed at the same level by non-dynamic assessment. It was also helpful to look at each 
learner’s scoring profile and LPS to diagnose their strengths and weaknesses in key lan-
guage constructs and develop carefully catered, tailored lesson plans and resources for 
their future learning.

An online computerized test of implicature comprehension (i.e., indirect meaning) 
was designed and administered by Qin & van Compernolle, 2021. The assessment’s pri-
mary focus was on indirect acceptances, refusals, and opinions. Its dual objectives were 
to examine test-takers’ (a) existing abilities as shown by their independent performance 
and (b) developing abilities as shown by their responsiveness to mediation. Sixty-seven 
individuals studying Chinese as a second language at US universities, evenly divided into 
beginner, intermediate, and advanced levels, took the test. Despite the fact that all test 
takers improved after mediation, the results showed that there was a large amount of 
individual variation in terms of response to mediation. The findings demonstrated that 
performance that underwent mediation was more instructive as a diagnosis of the learn-
er’s capacities compared to autonomous performance alone.

Kao and Kuo (2021) applied CDA principles using iSpring Quiz Maker to evaluate the 
unique learning requirements of 172 L2 English learners, diagnose their listening diffi-
culties, and optimize their potential for future learning. The junior high school students 
who took part in this CDA program had their performance evaluated on three different 
types of English listening questions—overview, detail, and inference questions. The test 
results showed each participant’s present performance, mediated performance, learn-
ing needs, and learning potential score. The study findings revealed that (1) participants 
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encountered challenges while responding to all three types of questions, (2) the CDA 
program’s mediation was most effective in assisting participants in responding to infer-
ence questions, and (3) participants with low LPSs had more difficulty answering infer-
ence questions while participants with mid- or high-level LPSs needed more assistance 
when answering detail questions. Even when they earned the same scores, the partici-
pants’ listening difficulties for the three different question types varied considerably. The 
study illustrated how CDA might give a comprehensive picture of EFL students’ English 
listening skills, which could therefore have an impact on English pedagogical strategies 
and instructional design.

The effects of two dynamic assessment models on the speed and accuracy of L2 
pragmatic comprehension were examined by Malmir and Mazloom (2021). The study 
included a convenience sample of 52 upper-intermediate female EFL learners who 
were randomly assigned to three groups: two experimental groups of dynamic assess-
ment (GDA), a computerized dynamic assessment (CDA), and a non-DA control group. 
The pre- and post-test was a 26-item pragmatic listening comprehension test created 
by the researchers, and 14 sessions of treatment were conducted. The findings showed 
that CDA and GDA may dramatically improve pragmatic comprehension accuracy when 
compared to conventional non-DA training, with CDA being noticeably superior to 
GDA. According to the study’s findings, using CDA in the classroom can improve prag-
matic learners’ comprehension speed and accuracy.

Pileh Roud and Hidri investigated the effects of computerized dynamic assessment 
(CDA) on the TOEFL iBT listening comprehension test administered to 185 Iranian EFL 
students who enrolled in TOEFL exam preparation classes at various language centres 
in Iran (Pileh Roud & Hidri, 2021). In order to generate actual, mediated, and learning 
potential scores, test-takers were given hints to help them comprehend the listening 
questions. The results of the study demonstrated that, for almost all question types, the 
mean scores created by the actual and mediated scores varied significantly across dif-
ferent levels of listening comprehension ability. Furthermore, the findings showed that 
CDA considerably enhanced EFL test-takers’ performances in conducting the mono-
logue and dialogue tasks.

Moreover, some researchers focused on learners’ perspectives on DA and CDA pro-
cedures. For instance, Modarresi and Alavi (2014) investigated how DA and non-DA 
learners perceived CDA and discovered the following common perceptions: more 
opportunities (19.1%), novelty (20.7%), reaction to scores (8%), feeling at ease (15.4%), 
motivation (6.8%), and test timing (5.9%). The study’s findings indicate that when CDA is 
used, students experience an emotionally safe setting, less stress and anxiety, less worry 
about the consequences of their failure, and a boost in self-esteem and self-concept. In 
another study, Ebadi and Yari (2015), by conducting a post-study semi-structured inter-
view and using thematic analysis on the interview transcripts, sought to learn about 
learners’ perceptions of the efficacy of DA mediation on vocabulary development. The 
study’s results indicated that the participants had positive viewpoints toward imple-
menting DA in instructing vocabulary.

Adokh and Rafiee (2017) made another effort to explain the procedure and applica-
bility of DA based on the viewpoints of EFL students and teachers in the Iranian edu-
cational system. After offering an interventionist DA model in which participants were 
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instructed to compose essays, 25 EFL teachers and 45 EFL students were required to 
complete two questionnaires. The findings showed that although their opinions were 
not entirely positive, student participants had positive perceptions of DA in language 
schools. At the end of another CDA study on reading comprehension conducted by 
Yang and Qian (2017), a questionnaire was used to gather information about learners’ 
opinions on CDA. According to the survey’s findings, CDA was warmly welcomed by 
the students and was thought to be especially beneficial in boosting the self-confidence 
of those who performed poorly on standard static assessments.

Babamoradi et al. (2018) also investigated the learners’ attitudes regarding the instruc-
tion and assessment of writing through CDA. The researchers created software that 
included 11 tests with multiple-choice questions. Throughout each test, participants 
received feedback depending on their requirements and Zone of Proximal Development 
(ZPD). The students were expected to record their opinions regarding the efficacy of 
CDA in teaching and assessing writing after each lesson and test. After reviewing their 
diaries, it was discovered that every learner had a positive view of the use of CDA in 
writing instruction. As the final step of another study, Ebadi and Rahimi (2019) con-
ducted a semi-structured interview to explore the learners’ opinions on the effects of 
online DA on their academic writing skills. The learners’ positive perceptions of the 
impacts of online DA on improving online DA’s impact were underlined by thematic 
analysis, which was utilized to analyze the data gathered through interviews.

As the reviewed studies imply, numerous studies have demonstrated the effectiveness 
of DA and CDA procedures in the instruction of listening comprehension. They have 
noted positive attitudes regarding applying this assessment in teaching different com-
ponents of English. Additionally, there is a gap in the literature about reflecting learn-
ers’ perspectives on the ways and means to target listening comprehension skills. These 
encouraging findings prompted us to learn about learners’ perspectives on utilizing 
CDA in teaching and assessing inferential listening comprehension skills.

Method
Study design

This study (part of a bigger project) adopted a multiple case study design and undertook 
semi-structured interviews to investigate learners’ perspectives on an online comput-
erized dynamic assessment of inferential listening comprehension skills. According to 
Lodico et al. (2010), a case study is a type of qualitative research that aims to gain an in-
depth understanding of an individual, group, or circumstance. In a multiple case study, 
different cases are examined to identify their similarities and differences. According to 
Baxter and Jack (2015), this allows the researcher to analyze both within and between 
settings. When cases might not accurately represent the entire population they were 
chosen from, multiple cases are sometimes preferred to a single case. However, choosing 
several cases restricts how deeply each case may be examined. According to Yin (2003), 
multiple case study approaches are more reliable since they offer more evidence from 
various sources. Although Baxter and Jack (2015) note that data gathered from several 
case studies is strong and reliable, they also note that gathering such evidence can be 
very time-consuming and expensive.
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In the project’s first stage, the researchers developed a web-based multiple-choice 
CDA software to assess and promote Iranian EFL learners’ inferential listening compre-
hension skills. This was done by applying the interventionist approach of DA in a cake 
format (Sternberg & Grigorenko, 2002) using the listening section of Poehner and Lan-
tolf ’s (Poehner & Lantolf, 2013) online CDA project designed for languages other than 
English. After collecting the data, the researchers fed the quantitative data into SPSS to 
carry out the analytical process. Two paired-sample t tests were run to compare EFL 
learners’ mediated and actual scores to explore the development of their inferential lis-
tening and compare the actual scores of learners with and without calculating guessing 
effect scores, respectively. The results showed that learners’ responsiveness to media-
tion significantly changed their performance on the CDA of inferential listening skills. 
Additionally, adding guess-checking items significantly decreased the impact of guess-
ing in the CDA multiple-choice tests, which provided the opportunity to obtain a more 
comprehensive picture of learners’ abilities. The findings provided more insights into 
the effective role of CDA in improving EFL learners’ inferential listening comprehension 
skills. They called for the implementation of CDA programs to diagnose learners’ defi-
ciencies and strengths and uncover their zones of proximal development.

Afterward, to investigate learners’ perspectives, the study conducted volunteer semi-
structured individual interviews (Drever, 1995) with half of the initial participants to 
identify the strong and weak points of the software. A review and analysis of the litera-
ture that came before the interviews served as a design manual for them.

Richards (2009) points out that the dialogic nature of the interview offers significant 
evidence for exploring individuals’ attitudes toward the data analysis process and high-
lighting underpinning values, which necessitate more flexibility for in-depth investiga-
tion of its subtleties. Furthermore, the qualitative approach reveals truth through how 
people perceive their surroundings (Merriam & Tisdell, 2015). As previously indicated, 
this study explores how learners perceive using CDA in teaching and assessing inferen-
tial listening comprehension skills, and this renders personal interviews the most appro-
priate tool.

In this phase, open-ended questions were used in 47 semi-structured interviews to 
allow participants to discuss their experiences, perceptions, and concerns. According 
to Stuckey (2013), semi-structured interviews let the researcher create an outline of the 
themes that will be covered. However, because it is frequently preceded by observation 
or informal interviewing, the interview is guided by the interviewee’s responses. This 
aids researchers in better comprehending the topic and generating appropriate interview 
questions (Stuckey, 2013). The interviews were then coded for transcription. Following 
that, content analysis was conducted to reveal the major themes in the data.

Participants and sampling

The selection and number of participants are determined by the research objectives 
and the characteristics of the study population (Mack & Woodsong, 2005). This study 
needed samples similar in terms of their initial inferential listening skill. Therefore, it 
used a convenience sampling method and worked with 94 (38 males and 56 females) 
Iranian EFL university students for the first stage, wherein the learners were engaged 
in using the software. DonYei (2007) argues that convenience sampling fulfills specific 
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practical requirements such as ease of access or similarity in proficiency level as required 
in any given study. For the second stage of the study, where learners’ perspectives were 
targeted, only volunteer learners were involved in the interview process. Given that, 47 
study participants were interviewed, and their ideas were reflected in this paper.

Ethical considerations in this study were observed by ensuring participants that their 
collaboration was voluntary and that the data from their performance would remain 
confidential and anonymous. Moreover, the participants were assigned numbers P1, P2, 
..., and P94 to protect their identities throughout the research.

Data collection

A total of 108 Iranian EFL learners (47 men and 61 women) with a B2 proficiency level 
reported by DIALANG, took the CDA test at first. The participants in the study were 
briefed about the CDA project and were made aware of the nature of the research. Fol-
lowing that, students were given a web link to participate in the 80-min CDA test of 
inferential listening comprehension skills available at www. linge li. com . Ninety-four 
original volunteers (38 men and 56 women) were chosen to participate in the study. The 
remaining students were omitted since the CDA test analysis showed that they did not 
devote enough time to it. After passing the test, individuals could generate their scoring 
profiles on the website.

Finally, semi-structured individual interviews were performed to explore participants’ 
attitudes on the effects of the CDA software on their inferential listening comprehension 
skills. The researcher interviewed 47 students, which constituted half of the study partic-
ipants. Each participant was interviewed for around 15 min in their mother tongue (Per-
sian) to thoroughly minimize confusion and elicit learners’ perceptions on the issue. The 
interviews were audiotaped, transcribed, and translated into English to conduct content 
analysis. To preserve learners’ privacy, their consent was requested to record their voices 
and use the data for research purposes.

The semi-structured interviews included questions about learners’ perceptions of the 
usefulness of the CDA software employed in this study. Participants’ personal prefer-
ences and experiences throughout the test and suggestions for more effective CDA 
implementation were also investigated. Finally, the interviews ended by asking the par-
ticipants about any concerns not addressed in the interview questions.

Instruments

The following instruments were used in different phases of our study:

1. A web-based CDA software

The current study’s researchers designed a web-based program to assess and improve 
the inferential listening comprehension skills of Iranian EFL learners. The program rep-
licates the listening part of Poehner and Lantolf ’s (Poehner & Lantolf, 2013) online CDA 
project that was created for languages other than English (with slight modifications). 
The ASP.NET programming language was used to create the software. There stages of 
test development, test piloting, and software development were followed in the CDA 
software development process.

http://www.lingeli.com
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Twenty multiple-choice items, followed by a short audio recording lasting about 30 
s, made up our CDA exam. Lantolf and Poehner (2013) used a multiple-choice format 
for the test items in their CDA study. Each question had five options, so there would 
be enough room for each option to be attempted multiple times without immediately 
revealing the right choice. This study follows the same format: a multiple-choice test 
with five options for each question. In what follows, a test item is exemplified (Fig. 1).

Four prompts were set for each question following Aljaafreh and Lantolf ’s (Aljaafreh & 
Lantolf, 1994) regulatory scale for providing ZPD-based feedback. This study presented 
its ZPD-based prompts like Aljaafreh and Lantolf (1994); they were conditional (pro-
vided only when test-takers requested them) and graduated (organized from the most 
implicit to the most explicit level). In this approach, hints 1 and 4 were the same for all 
items since the first one, the most implicit hint, invited learners to try the item again 
after failing to select the correct answer on their first try.

The latter was the correct answer, followed by its explanation of the most explicit hint. 
However, depending on the nature of the item, hints 2 and 3 could change from one item 
to the next. Given that hints were contingent, the feedback that composed our hints was 
supposed to achieve the following goals:

1. Notifying the students that they chose the incorrect answer on their first try and urg-
ing them to listen and try the item again (mediation level 1).

2. Explaining the nature of the items, offering advice on the best strategies to address 
that type of question, and encouraging students to pay attention to the speakers’ 
reactions to a change in sound or a particular response to a request or question 
(mediation level 2).

3. Providing learners with a transcription of a specific sentence from an audio file and 
asking them to choose the best option based on how they perceive the sentence in 
the context of the audio file (mediation level 3).

4. Presenting the appropriate response and elaborating on it (mediation level 4).

Each audio file had to be listened to twice before the learner could choose from the 
available options. If they did not correctly respond to a test item on their first attempt, 
the first hint would appear on the screen, instructing them to try again. If the students’ 
second attempt was successful, they would receive three points and move on to the fol-
lowing question. If not, the second hint was displayed on the computer. The process 

Fig. 1 An item in the CDA test consists of a stem and five options
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would continue if the students could not come up with the right response. After receiv-
ing each hint, a point would be subtracted from the overall score of each test item; thus, 
if a student received all four hints, they would receive a score of zero. An example of a 
listening question with its ZPD-based hints is shown in Fig. 2.

In our CDA project, an innovative extra step was taken to reduce the generated scores’ 
guessing effect. In this regard, a guess-checking question that asked, “Why did you 
choose this option?” appeared immediately after an item had been properly answered on 
the first try. Then, two choices—one presenting the right explanation and the other the 
incorrect one—appeared on the screen. The program would move on to the next item if 
the test-taker selected the accurate description, assuming that the item had been com-
pletely mastered. Otherwise, it would be assumed that the test-taker had successfully 
responded to the item only by chance, which meant that special hints and prompts had 
to be given in the same way as they were to someone who had answered the question 
incorrectly. An example is illustrated in Fig. 3. Some screenshots of the website are also 
provided in the Additional file 1: Appendix.

Participants could receive their software-generated scoring profiles after finishing the 
test. The profile information is presented in Table 1.

In sum, learners’ scoring profiles reported their scores and measured their success 
regarding the number of hints they used for each item in the test.

Fig. 2 A listening question, together with its ZPD-based hints
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2. Semi-structured interviews

Due to the study’s exploratory nature, interviews were conducted to collect data as 
they provide dynamic approaches through which participants can share their under-
standing of their world. Cohen et al. (2007) explained that the interview is not simply 
related to collecting data about life; it is a part of life itself.

The study’s semi-structured interviews gave us an in-depth understanding of sig-
nificant issues around the use of CDA in teaching and assessing inferential listening 
comprehension skills, as we were able to draw on the experiences of learners who 
have taken part in our online CDA test of inferential listening comprehension skills. 
The semi-structured interviews included questions about learners’ perceptions of the 
usefulness of CDA in general and the CDA test employed in this study in particular. 

Fig. 3 A guess-checking item in the CDA test

Table 1 The scoring profiles of learners generated by the dedicated website

Score Definition

1. The actual score This score is almost the same as the conventional test scores and is 
calculated based on a pre-determined scale to make it compara-
ble to the mediated test score (0 to 80 points, four points for each 
item).

2. The mediated score This score is obtained by subtracting the score of hints each test 
taker uses from the overall hints’ scores (80). It is worth mentioning 
that 1 point was subtracted for each hint.

3. The LPS (learning potential score) It is calculated based on the formula developed by Kozulin and 
Garb (2002); LPS = (2*Mediated score _ Actual score) /Maximum 
score.

4. Hints used The number of hints used for each item.

5. Missed items These are items that each test taker might not have answered 
within the time allotted for each question.

6. Total time The total time spent on the test.

7. The guessing effect score It shows the total number of questions each learner has answered 
correctly by chance on the first try and their effects on the learner’s 
actual and mediated scores.

8. The with-guessing-effect actual score This score equals the actual score minus the guessing effect on the 
actual score (Four points are subtracted from the actual score due 
to recognizing any guesswork).

9. The with-guessing-effect mediated score This score equals the mediated score minus the guessing effect on 
the mediated score (minus 1 point is subtracted from the mediated 
score due to recognizing any guesswork).

10. The with-guessing-effect LPS. This score equals LPS minus the guessing effect on the LPS (the 
with-guessing-effect actual and mediated scores are replaced in 
the LPS formula to calculate this score).
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Participants’ personal preferences and experiences throughout the test and their sug-
gestions for more effective CDA implementation were also investigated. Finally, the 
interviews ended by asking the participants about any concerns not addressed in 
the questions. The formulation of the interview questions is rooted in the research 
question and the literature review. Also, based on supervisor feedback and time esti-
mates, the interview questions and protocol were adjusted until they were used in the 
interviews.

Data analysis

This study implemented a conventional approach to qualitative content analysis to 
derive the themes from the documented interviews. Thus, audiotaped interviews were 
transcribed, coded, and categorized into six major themes, each encapsulating one or 
more sub-themes, by going through the systematic approach of open, axial, and selec-
tive coding (Glaser, & G,, & Strauss, A., L., 1967). In other words, instead of imposing 
prescribed themes on the data, the researcher derived themes from the data collected 
(Kondracki et al., 2002). Hsieh and Shannon (2005) define qualitative content analysis as 
a research method for the subjective interpretation of text data content using a system-
atic categorization of coding and discovering themes and patterns.

The content analysis aims “to provide knowledge and understanding of the phenom-
enon under study” (Downe-Wamboldt, 1992, p. 314). The theme is defined by Boyatzis 
(1998, p. 4) as “a pattern found in the information that at a minimum describes and 
organizes the possible observations and at a maximum interprets aspects of the phe-
nomenon.” Conventional content analysis is typically employed with a research design 
whose goal is to describe a phenomenon, in this case, the test-takers’ perceptions of the 
CDA test they have participated in. This data analysis approach is usually appropriate 
when the existing theory or research literature on a phenomenon is limited. Its advan-
tage is that it allows researchers to obtain direct information from study participants 
without imposing pre-existing categories or theoretical perspectives (Hsieh & Shannon, 
2005).

Since semi-structured interviews involved using open-ended questions (Hsieh & Shan-
non, 2005), the data analysis process began with a thorough review of all data to achieve 
immersion and gain a sense of the whole (Tesch, 1990). Next, the data were read word 
by word to extract codes (Miles & Huberman, 1994; Morgan, 1993; Morse & Field, 1995) 
and the exact words from the text that seemed to encapsulate key thoughts or concepts. 
Finally, the texts were explored again to check the whole analysis process. Inter-rater 
reliability was assured in this study by checking the consistency of the analyses between 
different researchers.

As the process progressed, labels for codes evolved that reflected more than one key 
concept. These were directly taken from the text and used as the basis for the first coding 
scheme. The codes were then categorized depending on how closely they were related 
and linked. The codes were organized and grouped into meaningful clusters using 
these emerging categories (Coffey & Atkinson, 1996; Patton, 2014). Based on the links 
between these larger subcategories, the researcher combined and organized them into 
smaller categories, later referred to as sub-themes and themes.
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The researcher will reach a point when they must stop after going through the vari-
ous stages of data analysis. According to Corbin and Strauss (2014), this saturation point 
is “the point when all the concepts are thoroughly defined and described,” and no new 
information is gained. They claimed that the development of categories in terms of their 
attributes and dimensions is indicated by saturation. According to Ragin and Amoroso 
(2018), it is hard to identify this point in advance and they go on to say that research-
ers will only be able to do so once they are well-versed in the subject of their study. 
The analysis process continued until it had reached its saturation point where no more 
codes or categories could be extracted from the data analysis and no further analysis was 
necessary.

A tree diagram (Fig. 4) was then created to aid in organizing these categories into a 
hierarchical framework (Morse & Field, 1995). Exemplars for each theme and sub-theme 
were also discovered from the data and are presented in the results section.

Results
Content analysis of the gathered data resulted in the emergence of six major themes, 
each encapsulating one or more sub-themes. In what follows, the results are presented 
and explained.

As demonstrated in Table 2, the major themes included participants’ perceptions of (1) 
the general features of the CDA test, (2) their personal experiences during the CDA test, 
(3) the effectiveness of the CDA test, (4) the brand-new feature of the CDA test, (5) the 
possible applications of the CDA test, and (6) their negative perceptions of the CDA test.

Discussion
The sub-themes for each category (reported in Table 2) are covered one by one in the 
following sections.

The test’s appearance and its face validity

The first group of sub-themes, which captured participants’ perceptions of the CDA 
test’s appearance and its face validity, is presented here to exemplify learners’ responses 
to the investigated items. Nearly all participants had a positive attitude toward learning 
through testing, describing it as a novel and engaging approach that strongly emphasizes 
understanding the material rather than getting a high grade. However, some students 
claimed that though learning through testing may be one of this method’s strengths, it 
would cause stress and anxiety for those unable to answer the questions on their first few 
attempts correctly.

Additionally, as Poehner (2011) argues, the interventionist approach’s scripted-based 
interactional behavior provides a chance for score comparison across participants. How-
ever, the scoring procedure does not necessitate a significant number of qualitative pro-
files. The quantification procedure supports the test’s face validity, which makes it easier 
for examiners to satisfy both students and parents (Poehner, 2011). This further supports 
those learners who commented that the auto-generated scoring profiles have made them 
more eager to retake the test.
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The test as a time‑consuming one

Most participants agreed the test was a fantastic learning experience, even though it 
took longer than a typical test. Additionally, by lengthening the exam, a great opportu-
nity was offered to review previously learned material that had been taught over a sub-
stantially longer period. The time, expense, and in-depth knowledge needed by teachers 
to use the DA technique in curriculum design, according to Haywood and Lidz (2007), 
may impede its widespread use. Despite the problem, Mehri and Amerian (2015) believe 
that if DA is utilized for educational reasons, a high-quality approach to training may 
reward the decision. Some participants stated that CDA assessments should not be 
viewed as time-consuming because extra time was only allowed for those who required 

Fig. 4 Themes and sub-themes of the data gathered through the interview in a hierarchical framework
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Table 2 Content analysis of the data gathered through the interview

Themes Sub‑themes Excerpts

1. The general features of the CDA 
test

1.1. The test’s appearance and its 
face validity:

• This exam made me feel like the 
main point is to learn the material, 
not to achieve a good mark. That was 
fantastic!
• It was a novel and intriguing tech-
nique. A good attitude toward the 
exam is created through variety and 
novelty.
• Depending on the individual’s 
needs, hints were offered from 
indirect to more direct instructions. 
So, the difference between someone 
who simply needed a quick flip and 
someone who required a more thor-
ough explanation was considered.

1.2. The test as a time-consuming 
one:

• Although the test was time-
consuming, the quality of the work 
produced was superior to that of a 
typical test. So, it seemed ok.
• The exam time would be extended 
only for those who wanted further 
help, which was fantastic.

1.3. The absence of a teacher in the 
computerized tests:

• The computerized test allowed me 
to get hints at my own pace.
• Because the exam was computer-
ized, human emotions were elimi-
nated, the scores were not biased, 
and the error rate was minimized.
• Computerization reduced the stress 
of being monitored by a teacher or 
an invigilator who might object to 
me.

1.4. The test’s practicality: • It reduced the cost and time 
required to commute to school.
• There were no limitations on how 
many times you could take the 
test or how many times you might 
participate in it.

1.5. The fairness of the test results: • In the classic exams, no point was 
lost for receiving hints, which was 
why the distinction between some-
one who needed help and someone 
who performed well independently 
was not included in the test results.
• Because each question had five 
options plus a guess-checker, the 
degree of chance effect in the out-
comes was substantially lower than 
in a traditional multiple-choice exam.
• The error rate in announcing the 
results was meager because the 
human had no role in correcting it.
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Table 2 (continued)

Themes Sub‑themes Excerpts

2. Learners’ personal experiences 
during the CDA test

2.1. Stress levels during the test: • Because of the shift in our mindset 
toward the exam as a means of learn-
ing rather than an evaluation, the 
stress level was pretty low because 
of the comfort we acquired from the 
tips.
• The fact that you do not answer 
any question suspiciously and do 
not pass it until you are sure it is 
answered correctly frees your mind 
and reduces stress.

2.2. Willingness to retake the test: • Knowing that the exam had an 
instructional aspect increased my 
desire to retake the test.
• Knowing that we’d get our score 
right after the exam was over made 
us even more motivated to retake it.
• The idea that I would not be penal-
ized when I answered a question 
incorrectly and the hints would even 
assist me made me more eager to 
retake the exam.

2.3. Degree of involvement and 
engagement during the test:

• This nature of the examination 
made me feel like I was playing a 
game; I was utterly immersed in the 
exam.
• We were not distracted by the sur-
roundings and were engaged in the 
test since we immediately received 
our performance results and realized 
our mistakes.

3. The effectiveness of the CDA test 3.1. The amount of learning that 
occurs as a result of taking the test:

• I learned the techniques and strate-
gies needed to answer inferential 
questions with the help of hints.
• While we were having fun with the 
hints, I believe some implicit learning 
occurred.
• Hints eliminated the need to resort 
to additional resources to root out 
our problems, and we instantly iden-
tified the cause of our mistake.

3.2. The test’s side-effects or long-
term effects:

• It internalizes this concept as the key 
is to learn the topic instead of getting 
a good grade in the long run.
• In the long run, it teaches the 
students that there is a solution to 
every problem and that they must 
first master the required techniques 
to solve any problem.
• Students become accustomed to 
not answering questions by chance 
after using guess checkers for a long 
time.

4. The brand-new feature of the 
CDA test

4.1. The guess-checker option: • It was achieved successfully if 
the purpose was to ensure that 
the students had truly learned the 
information and taught the material 
via hints.
• A guess-checker in the test indi-
cated that the main goal was to think 
and understand the content, and the 
score was of secondary importance.
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extra support. It is consistent with Mehri and Amerian’s (Mehri & Amerian, 2015) claim 
that adopting CDA saves time and effort compared to earlier DA realizations.

The absence of a teacher in the computerized tests

Many students argued that the absence of a teacher from CDA exams was a good idea 
because it gave them the freedom to learn tips at their own pace, eliminated biases and 
error rates caused by human emotions, decreased the stress of being observed during 
the test and removed time, location, and accessibility barriers that a teacher might pose. 
Others argued that using CDA tests as a supplement to an accessible instructor rather 
than as the teacher’s replacement would be preferable. These findings reinforce Tzuriel 
and Shamir’s (Tzuriel & Shamir, 2002) comparison of the gains made by students who 
received both human and computerized mediation vs. those who only received human 
assistance. They found that learners who received both types of mediation benefited the 
most, which is not surprising.

Others supported what Sardrood and Javad (2011) revealed in their research on the 
Iranian EFL environment and said that using computers rather than teachers to deliver 
the mediation levels is a good idea since it eliminates the need for a qualified and expe-
rienced teacher. His research found that most teachers had a negative view of DA and 
thought implementing it in Iranian EFL classes would be difficult due to a lack of DA 
training, guidelines, technology resources, and large class sizes. However, as some of the 
participants in the current study have noted, using a computer to provide the media-
tion levels eliminates the need for lecturers to undergo significant training to carry out 
dynamic assessments fairly and transparently.

A participant said, “A computer can’t analyze students’ needs as effectively as a 
teacher, and it can’t direct them precisely based on their needs. Besides, if I had a 
question, I could not get help from the computer.” This statement echoes Mehri and 
Amerian (2015)’s claim that the prescribed standardized procedure for applying the 

Table 2 (continued)

Themes Sub‑themes Excerpts

5. The possible applications of the 
CDA test

5.1. The test’s possible applications: • We spent a long time learning 
something, and then with only a 1- or 
2-h dynamic test, we could evaluate, 
review, recall, and establish a large 
amount of that content.
• These types of tests, in my opinion, 
were ideal for instructional software, 
quizzes, midterm examinations, and 
any other form of exam which aimed 
to train and prepare students.

6. Negative perceptions of the CDA 
test

6.1. Negative comments: • It would be preferable to be able to 
skip some questions and rearrange 
the order in which they are answered.
• Because the computer could not 
interact emotionally with the partici-
pants, the sense of support provided 
by the teacher’s presence was lost.
• The fact that participants were not 
being monitored during the test 
raised the likelihood of cheating.
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interventionist technique in CDA limits the mediator’s ability to respond to the learners’ 
needs. Harding et al. (2015) asserted that computers could only provide general and pre-
scripted feedback; as a result, tailoring the hints to the learners’ idiosyncrasies is sacri-
ficed in favor of standardization, enabling CDA tests to be administered to an infinite 
number of students.

The test’s practicality

Some students remarked that this approach is convenient because it requires less time 
than a conventional test conducted in a classroom setting. They all mentioned the test’s 
time flexibility, noting that they could take and retake it whenever they were motivated 
or in the mood. Another advantage for some learners was the possibility of reviewing the 
hints and mediations. Others referred to the software’s ability to simultaneously host as 
many test-takers as needed as a positive feature. Additionally, the related literature sup-
ports these advantages of CDA. For instance, Poehner (2008) claims that CDA provides 
the following advantages over DA: (1) it may be administered to many learners at once; 
(2) individuals can retake the test as frequently as they wish; (3) a report of each learner’s 
performance is provided automatically.

The fairness of the test results

According to many participants, one of the most favourable aspects of the exam is the 
fairness of the CDA results. They claim that this fairness is achieved by providing the 
same hints to all test-takers gradually and based on their individual needs; reducing the 
same amount of score for receiving each hint; minimizing the guess effect on the scores 
by adding a guess-checker option to each question; eliminating stress, distraction, and 
environmental factors by giving test-takers a second chance to answer any question; and 
removing the effect of human biases on the scores. They added that these factors aided 
the test-takers in demonstrating their true abilities. Besides, the difference between 
someone who knew a question entirely, someone who knew it just partially, and some-
one who did not know it was well projected in the test scores.

These comments align with Lantolf and Poehner (2004), stating that in dynamic assess-
ment, fairness entails giving students feedback based on their scaffolding needs to reveal 
their full potential. They also support Nazari (2017)’s study on lecturer viewpoints on 
DA, in which some participants stated that DA would help their students more because 
it is fairer, less stressful, and produces a clearer picture of their abilities.

Stress levels during the test

While some learners cited certain test features as stressful, others mentioned different 
aspects, such as eliminating or removing stress. Therefore, some students suggested 
adding several features such as setting an available time for the entire exam rather than 
setting individually timed questions and providing an option to skip some questions or 
to rearrange the order of answering the questions, all of which could help them to get 
rid of their high-stress levels. Some of these comments are in support of, and others 
are in opposition to, Nazari (2017)’s study on lecturer perspectives about DA, in which 
some participants believed that DA is less stressful and produces a clearer picture of 
their abilities students’ abilities. Furthermore, these suggestions can significantly help 
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future researchers improve their CDA software design to follow Malmir and Mazloom’s 
(Malmir & Mazloom, 2021) claim that CDA tries to achieve maximum L2 learners’ coop-
eration with test-makers by creating a non-threatening and learning-oriented setting.

Willingness to retake the test

Many participants cited certain aspects of the test as factors making them more eager to 
retake it. For instance, they referred to having an instructional aspect and going beyond 
the function of a typical test; being novel, nostalgic, technology-based, and somehow 
in a fun mode; not requiring a specific time and place with anyone to participate in the 
test; not penalizing the test-takers for answering a question incorrectly; providing them 
with a second chance; offering gradual hints while needed; producing fair and unbiased 
results; and offering the scores right after the exam was completed.

The findings of this part of the study were consistent with previous studies’ findings 
(e.g., Adokh & Rafiee, 2017; Babamoradi et al., 2018; Dastjerdi & Taheri, 2016; Ebadi & 
Yari, 2015), showing that participants had positive attitudes toward the implementation 
of DA or CDA and found them effective in teaching or assessing English language skills. 
However, in this study, the learners’ views were not entirely positive, and as one can see, 
there were several negative perceptions.

Degree of involvement and engagement during the test

Some students were pleased with their level of involvement in the test. They noted, for 
example, that the nostalgic and fun format of the test made them feel like they were play-
ing a game, allowing them to become completely immersed in the exam. Others claimed 
that getting immediate feedback and instantly understanding their mistakes made the 
exam more challenging and helped them stay focused and avoid being distracted by their 
surroundings. However, several students reported not taking the test seriously since a 
teacher was not monitoring them.

The amount of learning that occurs as a result of taking the test

Regarding the design and the effectiveness of the hints, some stated they were helpful, 
informative, and instructive. Others noted that explanations for correct answers were 
very beneficial and informative because they helped them understand the reasons for 
their correctness. These comments further support Dunn and Lantolf (1998) notion that 
DA enhances the “learning to learn” criteria for instructional programs while improving 
the quality of learning. According to Mehri and Amerian (2015), one of the features of 
DA is metacognitive awareness, which is thought to make learners aware of their mental 
processes and hence improve their problem-solving skills.

Others stated that hints were efficient because they eliminated the need to ask the 
teachers or students questions whenever a mistake occurred. Others commented on the 
hints’ nostalgic character, saying, “this type of mediation is nostalgic and reminds us of 
teachers’ guidance in the classroom during our childhood tests, but the difference is that 
these hints are the same for all learners, so they are fairer than a typical guidance.”

On the other hand, some learners thought the hints were ineffective or only served as 
a reminder or alert and did not accomplish anything else. According to Mehri Kamrood 
et al. (2019), the quality of ZPD-based mediation supplied in such tests is a significant 
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problem for all interventionist CDA procedures. In the piloting stage of the study, we 
tried to follow Poehner et al. (2014) in offering ZPD-based mediation by delivering the 
test in an interactionist format to some students so that we could have the best possible 
arrangement of hints through communicating with learners; however, we admit that this 
mediation mechanism is far from perfect.

The test’s side effects or long‑term effects

Regarding the side-effects or long-term effects of the test, they also listed some positive 
points, such as encouraging students and instructors to keep up to date with the most 
recent technological advances, boosting students’ bravery and confidence in taking the 
exam because of the test’s idea of always having a second chance after making any mis-
take; internalizing the concept in the long run because the key is to learn the content 
rather than getting a good grade; accustoming the students to not answering questions 
by chance as a result of long-term use of a guess-checker option; and some of them even 
mentioned less paper consumption.

As there are always some far-sighted students in every class, assigning these long-term 
effects to the test can positively affect their and their parent’s attitudes toward imple-
menting CDA tests, which can improve their performance in the test, as proved by 
Dastjerdi and Taheri (2016). Also, some students mentioned that using these tests can 
lead to more independent learners in the long run, which is in line with Poehner (2007), 
stating that learners in DA are expected to take on greater responsibility and receive less 
help as they become progressively autonomous. However, some participants disagreed 
with this claim, noting that using CDA tests might encourage laziness and mediation 
dependency in the long run.

The guess‑checker option

Considering the guess-checker option, certain participants acknowledged that it had 
worked since they had attempted to answer some questions by chance and the program 
detected it. Others mentioned that the degree of chance effect on the outcomes was far 
lower than in a regular multiple-choice exam because each question featured five alter-
natives plus a guess-checker. This brand-new feature of our CDA test could, in turn, 
enhance the test’s fairness which is highlighted by numerous studies stating that teachers 
and test developers should pay close attention to test fairness and the elements that may 
jeopardize it (Abobaker et al., 2021; Ahmed & Ganapathy, 2021; Bachman, 1990; Burger, 
2017; Wallace & Qin, 2021).

In conclusion, in response to Mehri Kamrood et al. (2019)’s call for finding a solution 
to overcome the guessing effect as a common drawback of all the previously conducted 
CDA studies, the comments made by the students on the guess-checker item confirmed 
the findings of our project’s first phase. They showed that the solution was successful in 
minimizing the impact of guessing on test scores.

The test’s possible applications

Regarding the CDA tests’ purpose and applicability, it should be noted that the litera-
ture has recognized two types of assessment purposes: summative and formative (Bach-
man, 1990). Practitioners argue that instruction and assessment practices should be 
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harmonized and integrated for formative assessment procedures to be more efficient in 
learning (Brandon & Quarin-Wright, 2011). While explaining the differences between 
DA and formative assessment (FA), Lantolf and Thorne (2006) point out that DA may be 
used as a formative process in the classroom. Many participants in this study saw CDA 
as highly relevant and perfect for formative assessments, quizzes, midterm examina-
tions, and any other type of test intended to train and prepare students, which is in line 
with the claims mentioned by Poehner and Lantolf (2005).

Poehner et al. (2014) argue that learner profiles created at the end of CDA exams can 
provide instructors with detailed and immediately applicable information about the 
sorts of help that individual learners require for various constructs in the test. Our anal-
ysis revealed that some participants had a similar idea by arguing that “the exam results 
help you discover any conceivable form of support and the extent to which it is needed. 
Consequently, you may develop lesson plans for future training sessions depending on 
your students’ exam results.” These findings are also referred to in the definition of form-
ative assessment by D’Anglejan et al. (1990), regarding it as the process of information 
gathering that will inform instructors and learners about the degree of success associ-
ated with their respective efforts in the classroom. Formative assessment enables teach-
ers to assess students’ strengths and weaknesses in connection to specific curricular 
objectives, guiding them in the organization and structuring of instructional materials.

Negative perceptions of the CDA test

The majority of participants perceived the CDA test as fun and amusing, novel and 
interesting, stress-relieving, nostalgic, learning-centred, and having a lot of long-term 
positive advantages, which could be applied to a wide range of subjects and situations. In 
contrast, a few others assumed it was time-consuming, stressful, and carelessly designed, 
resulting in limited learning, increasing the likelihood of cheating, encouraging laziness 
in the long run, and ignoring the benefits of social aspects of teaching. These comments 
further support Poehner and Leontjev (2018), stating that, despite the insightful results 
obtained from the CDA studies, CDA’s efficacy needs further investigation.

Conclusion and implications
The importance of developing inference-making skills while teaching listening compre-
hension as the most challenging skill for L2 learners cannot be overstated. And CDA, as 
a new strand of DA, has been used more and more in listening comprehension research. 
It is also important to highlight that, in L2 research, guessing is considered a key prob-
lem when employing multiple-choice questions in CDA studies developed so far.

This study (which is a part of a more extensive CDA project delivered through a dedi-
cated website, www. linge li. com , focusing on inferential listening skills while trying to 
minimize the guessing effect) adopted a multiple case study design and undertook semi-
structured interviews to investigate learners’ perspectives on an online computerized 
dynamic assessment of inferential listening comprehension skills.

The study’s results indicated that, in sum, positive perceptions outweighed negative 
ones, as most of them were mentioned by more than 75% of test-takers. However, the 
negative comments were beneficial and eye-opening as they contained suggestions that 
may help the researchers add or adjust some features and move forward in improving 

http://www.lingeli.com
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CDA tests’ design which is a necessity according to many of the previously done CDA 
studies, including Mehri Kamrood et al. (2019), and Poehner and Lantolf (2013).

Additionally, the study’s findings can strengthen the validity of CDA projects by 
including learners’ perceptions and opinions of dynamic assessment. They can also help 
researchers make this assessment approach more applicable depending on the view-
points of its potential recipients. During the interviews, the research participants men-
tioned some challenges to fully implementing the CDA test’s potential capabilities to 
improve their listening comprehension.

The findings of this study have some implications for future practice. First, most par-
ticipants strongly desired to retake the CDA test and reported a favorable opinion of 
it as opposed to the traditional quizzes or mid-term exams. Therefore, universities and 
institutions need to rearrange teaching and testing hours by offering less teaching and 
more assessment-as-learning employing computerized dynamic assessment models like 
the one presented in this study.

Second, the study’s results showed how CDA generates a learning environment where 
objectives for both teaching and assessment are synchronized and linked. Additionally, 
language teachers can create a learning environment seen as amusing, nostalgic, novel, 
and stress-free by implementing consecutive CDA examinations in a few sessions over 
each term. It could thus have a favorable wash-back effect during exam times, possibly 
resulting in more efficient learning. It implies that those who create curricula and course 
materials can create syllabi that support CDA as a teaching strategy. It is hoped that it 
may stimulate modifications within the discipline or institution (Norton et  al., 2006). 
To achieve this goal, academic professionals need to take courses in which examples of 
CDA are presented. Because as Guskey (2000) notes, meaningful education improve-
ments hardly ever occur without professional advancement.

Third, curriculums that apply the CDA approach can help language learners by offering 
mediation suited to their requirements, enabling them to uncover and realize their full poten-
tial and develop autonomy within the classroom and in future activities. According to the par-
ticipants, it may also have some long-term benefits, such as keeping teachers and students up 
to date and boosting students’ confidence in taking the exams. The CDA software also inter-
nalizes that learning the material is more important than getting a good grade. Decreasing the 
chance effect contributes to forming the habit of not answering questions by chance.

While the present study’s findings may give a clear picture of the Iranian EFL learners’ per-
ceptions of the online computerized dynamic assessment of inferential listening comprehen-
sion skills, they should be interpreted with care due to the study limitations. For instance, 
this study did not examine potential gender differences or similarities in learners’ percep-
tions. Different genders may view CDA and its possible applications from different aspects. 
Thus, another subject for future research could be investigating potential gender differences 
and similarities in English language learners’ perceptions of CDA and its potential applica-
tion in English language courses. Furthermore, in light of some learners’ negative perception 
of the test’s graphical appearance, additional work is required to improve the test and make 
it more appealing to learners, such as using avatars to offer audio hints during mediation. 
Finally, more research is required to examine learners’ perceptions of CDA software across 
different proficiency levels. It will assist researchers in gaining more insight into how applica-
ble, preferable, and acceptable CDA is to students with different proficiency levels.
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