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Series Editor’s Foreword

Language Policy Book Series: Our Aims and Approach

Recent decades have witnessed a rapid expansion of interest in language policy
studies as transcultural connections deepen and expand all across the globe.
Whether it is to facilitate more democratic forms of participation, or to respond to
demands for increased educational opportunity from marginalised communities, or
to better understand the technologisation of communication, language policy and
planning has come to the fore as a practice and a field of study. In all parts of the
world the push for language policy is a reflection of such rapid and deep globalisa-
tion, undertaken by governments to facilitate or diversify trade, to design and
deliver multilingual public services, to teach less-commonly taught languages and
to revitalise endangered languages. There is also interest in forms of language pol-
icy to bolster new and more inclusive kinds of language based and literate
citizenship.

Real world language developments have pushed scholars to generate new the-
ory on language policy and to explore new empirical accounts of language policy
processes. At the heart of these endeavours is the search for the resolution of com-
munication problems between ethnic groups, nations, individuals, authorities and
citizens, educators and learners. Key research concerns have been the rapid spread
of global languages, especially English and more recently Chinese, and the eco-
nomic, social and identity repercussions that follow, linked to concerns about the
accelerating threat to the vitality of small languages across the world. Other topics
that have attracted research attention have been persisting communication
inequalities, the changing language situation in different parts of the world, and
how language and literacy abilities affect social opportunity, employment and
identity.

In the very recent past language diversity itself has been a popular field of
study, to explore particular ways to classify and understand multilingualism, the
fate of particular groups of languages or individual languages, and questions of
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literacy, script and orthography. In this complex landscape of language change
efforts of sub-national groups and national to reverse or slow language shift have
dominated concerns of policymakers as well as scholars. While there is a discern-
ible trend towards greater openness to multilingualism and increasing concern for
language rights, we can also note the continued determination of nation-states to
assert a singular identity through language, sometimes through repressive
measures.

For all these reasons systematic, careful and critical study of the nature and pos-
sibilities of language policy and planning is a topic of growing global significance.

In response to this dynamic environment of change and complexity this series
publishes empirical research of general language policy in diverse domains, such as
education, or monographs dealing with the theory and general nature of the field.
We welcome detailed accounts of language policy-making which explore the key
actors, their modes of conceiving their activity and the perspective of scholars
reflecting on the processes and outcomes of policy.

Our series aims to understand how language policy develops, why it is attempted,
how it is critiqued, defended and elaborated or changed. We are interested in pub-
lishing research dealing with the development of policy under different conditions
and the effect of its implementation.

We are interested in accounts of policy undertaken by governments but also by
non- governmental bodies, by international corporations, foundations, and the
like, as well as the efforts of groups attempting to resist or modify governmental
policies.

We will also consider empirical studies that are relevant to policy of a general
nature, for example the local effects of transnational policy influence, such as the
United Nations, the European Union or regional bodies in Africa, Asia and the
Americas. We encourage proposals dealing with practical questions of when to
commence language teaching, the numbers of hours of instruction needed to achieve
set levels of competence, selection and training of language teachers, the language
effects of the Internet, issues of program design and innovation.

Other possible topics include non-education domains such as legal and health
interpreting, community and family based language planning, and language policy
from bottom-up advocacy, and language change that arises from traditional forms of
power alongside influence and modelling of alternatives to established forms of
communication.

Contemporary language policy studies can examine the legal basis for language
policy, the role of social identity in policy development, the influence of political
ideology on language policy formulation, the role of economic factors in success or
failure of language plans or studies of policy as a reflection of social change.

We do not wish to limit or define the limits of what language policy research can
encompass and our primary interest is to solicit serious book length examinations,
whether the format is for a single authored or multi-authored volume or a coherent
edited work with multiple contributors.
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The series is intended for scholars in the field of language policy and others
interested in the topic, including sociolinguists, educational and applied linguists,
language planners, language educators, sociologists, political scientists, and com-
parative educationalists. We welcome your submissions or an enquiry from you
about ideas for work in our series that opens new directions for the field of lan-

guage policy.
Series Editors

Professor Joseph Lo Bianco, AM, University of Melbourne, Australia
Professor Terrence G. Wiley, Arizona State University, USA



Notes on Transliteration

Contributions in this volume offer a flexible and diverse range of transliteration
systems. This is because strict regulations—either of IPA, ALA-LC, or any other
systems—cause technical issues in chapters with a particular focus and a need for a
limited frame of analysis. Authors had the freedom to use their selected terms either
in the original Persian or in a transliterated format. Whereas many chapters fol-
lowed IPA, others had a choice to exercise otherwise. Assuming that potential read-
ers for this volume will come from a plethora of academic backgrounds, in many
cases, chapters offer a reader-centered and accessible text.

ix
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Abstract The concept of academic English, which caters to both practice and the-
ory, is well discussed. However, for other languages with huge academic actors/
markets—e.g., the Persian language market with an existing body of 1260 Persian-
only academic journals—few studies offer insights on what academic could mean
in terms of genre(s), style(s), and discourse(s). The current chapter supposed that a
solid understanding of academic Persian will not only help the academics, but also
practitioners like aggregators, publishers, and policy-makers. This chapter sug-
gested that long-term policies of academic Persian necessitate separate local,
national, regional, and international policies—each of which requires their particu-
lar sets of policy, politics, and polity. The author argued that while the first two (i.e.,
policy and politics) played their role—though with some confusion—in the contem-
porary status of Persian, polity never shaped language planning. Some notes regard-
ing the structure of this edited volume and a summary of contributions were also
included in the chapter.

Keywords Academic Persian - PAP - Language planning - Policy - Politics - Polity

The idea of what academic Persian is, first came to me when I was finishing an
introduction to a previous book, Persian Academic Reading (2019). “What is aca-
demic Persian?” I asked myself. Should we anticipate academic-ness in a language
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that has long been known as a language of literary prose and poetry? Does Persian
have manifest and specific features that differentiate its academic and non-academic
discourse? Did the time come to speak of Persian as a foreign Language (PFL),
Persian as a Second Language (PSL), Persian for Academic Purposes (PAP), and
Persian for Specific Purposes (PSP), or should such concepts continue living in an
English-only world? These questions and many others signaled the necessity to
invite various disciplines and approaches, which will help open the way to new
analyses beyond linguistics discourse and offer a myriad of applied interdisciplin-
ary solutions. This, of course, requires the efforts and contributions of many future
scholars and cannot be covered in a single volume.

I, therefore, decided to share these questions. A proposal was drafted and sent to
the publisher, which welcomed the idea after the proposal was reviewed by three
anonymous peer-reviewers—to whom I express my gratitude. I am glad that the call
received attention from various scholars worldwide, though the scope of the volume
and its limitations allowed me to shortlist a few manuscripts only.

The question of the nature of academic Persian becomes more relevant when one
knows there are tight competitions among major Middle Eastern players in terms of
academic status, position, and ranking. Given that authorities in these languages
endeavor to produce and thus emphasize their academic discourse, languages like
Persian, Turkish, and Arabic have no choice but to move towards new styles and
genres to produce quality academic texts. In Iran only, as of October 2020, there
were 1366 peer-reviewed journals under Ministry of Science, Research, and
Technology (MSRT) and 436 peer-reviewed journals under Ministry of Health and
Medical Education (MHME). The former publishes 1109 journals in Persian, while
the latter has 151 active journals in Persian. In other words, a total of 1260 peer-
reviewed journals are published in Persian, which includes bi-monthly, quarterly,
and semi-annual titles. These titles are strictly required to follow conventional pat-
terns of academic writing and publishing. How could academics, both inside and
outside of Iran, produce scholarly works in Persian, while few works studied and
analyzed features of academic Persian?

Studies on the Persian language and linguistics have attracted much attention and
great contributions have been made; however, several areas and questions remain
unanswered. Although the available literature discusses the literary aspects of
Persian exhaustively—examples are numerous works on Persian poetry and prose—
and recently volumes on pedagogical areas of teaching Persian to non-Persian
speakers were published, not much has been done so far in terms of academic
Persian. Even in pedagogy, some areas are left untouched.

With the influx of some south-/west Asian students to the Iranian universities,
new pedagogical questions and needs are raised, which differ significantly from the
previous ones. If once instructors of Persian mirrored their classroom experience
with language learners of English-, German-, French-speaking backgrounds, whose
proficiency level was crafted based on meticulous curriculum designs and philo-
logic traditions of former Iranologists, the new markets demand pedagogical analy-
ses and strategies to answer the needs of short-spanned learners of Persian with no
solid foundation in basic Persian. Interestingly, this generation of learners includes
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many M.A. and Ph.D. Arabic-speaking students, whose urgent needs are more often
academic. Now that new issues of more analyses of academic Persian are raised,
more examples are due.

At the time of writing this work, the literature is scant on numerous technical
issues that scholarly services for academic Persian require. Metadata indexing,
abstracting, crawling algorithms, bibliometrics, citations, and visibility are becom-
ing burning issues for service providers (e.g. publishers and aggregators) and
policy-makers (e.g. academic officials). Yet, few studies, if any, provide timely sug-
gestions for these market demands. Let us imagine that an academic aggregator like
Elton B. Stephens Company (EBSCO) likes to offer the experiences it had with the
Arab World Research Source: Al-Masdar for Persian sources. Does the literature
inform about technical intricacies, or does it offer any moderate solutions? Assuming
that such a repository or database is made, are there any models to easily analyze the
metadata in such a database and provide probable bibliometrics for local and
regional practitioners?

Another example is artificial intelligence (AI) solutions for the translatability of
academic texts in Persian. What particular criteria define machine-learning level(s)
of academic-ness so for the translator web-services to avail the output data? The
scenario here is not complex since in languages like English, the frequency of aca-
demic terms, and their probable web of compounds and structures, based on corpus
studies, rank the words and their possible designations so for the service providers
not to face issues in translatability. In the case of Persian, the accuracy level for
machine translation (MT) needs more future studies. What this issue has to do with
the academic genre(s) of a language could be questioned here. The connections
between genre/syntactic variations and linguistic complexity have been extensively
studied (e.g., Strobel et al., 2018; Carney et al., 2014; Staples et al., 2016). Of note
is to decode complexity, which means to define a genre for a machine or system. A
recent study showed how inaccurate google translation for Persian could be when it
comes to similar adjectives (Oraki, 2015). Now the question is if a corpus analysis
of frequent adjectives in academic Persian can help disambiguate similarities. Stated
differently, defining and designating the realms of academic Persian as a semi—/
distinct genre, seems to accelerate the integration of this language with some exist-
ing solutions. Although conceptual labels like register or genre might not be surface
elements (and thus easy to recognize), it is essential to have an understanding of
their boundaries so to improve Al solutions.

To talk about an academic language and its features, one expects to see local,
national, regional, and international sets of plans. As for the local and national lev-
els, it can be argued that Persian follows its academic norms and conventions—of
course somewhat vaguely, since there is no clear definition of what academic Persian
is and, more importantly, what it is not. However, in the case of regional and inter-
national frameworks, linguistic plans for academic Persian remain less defined, if
not completely ignored. It could be argued that, for academic Persian, the absence
of clear linguistic plans in local and national levels, and particularly in regional and
international areas, has its roots in linguistic and/or language policy, politics, and
polity—to borrow an Aristotelian term.
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Numerous discussions exist on language policy, very few on language politics,
and even fewer on language polity. Definitions seem due here. Polity refers to “a
particular form or system of government,” an example of which is “civil polity,”
while politics sets the discourse and/for representation, where one will find the con-
texts and values. The terms policy offers a solution to the problems, and therefore,
might include techniques, decisions, and strategies. In brief, the polity means the
prospect and the way of a structure, with the politics as the process and the forma-
tion, and the policy as the solution for the two.

Among the key features of polity, one may notice the (institution and the struc-
ture of) norms. It should be noted that a polity, regardless of its interactions and
inter-dependence on both policy and politics, incorporates a wider spectrum; that is,
it dominates both policy and politics. In the words of McConnel (1991), who bor-
rows from Fishman, language polity will include “broader works of international
scope.” To add to his words, language polity comprises of the prospect and the way
of a particular language in the international scope. Although scholars like Akbari
(2020) argued that “[language planning] is more planning for a polity using the
excuse of alanguage than for a language,” as if language polity, per se, never existed,
it does not seem accurate to separate polity from language planning.

Given the importance of language polity, I would like to ask if language planning
for the Persian language has ever offered a polity, as such. There is no room in this
introduction to cover this question, but to the best of my knowledge, language polity
is (and was) not a part of language planning for Persian, much less academic
Persian. Naturally, no language polity results in a set of disorganized language poli-
tics in terms of actors and resources. The absence of polity is a good signal of policy
confusion, if not disarray in language planning.

Examples can be the existing domestic reductionist views on language policy,
which is more often reduced to decision-making about possible interactions with
foreign languages and how they influence the mother tongue. One can see that in the
case of the Persian language, how confusions in language politics and policy, due to
the absence of a clear language polity, lead to various disparities in areas like atti-
tudes towards neologism. In neologism, competing ideas exist from puritanism and
prescriptivism, to descriptivism and pragmatism, whose solutions remain isolated,
if not completely alien, to the practitioners. That is why, in the words of McConnel
(1991, p. 84) the result of macro polities, “appears to be both sensitive to context
and applicable to a wide variety of settings, viz. vertically on a macro-micro spec-
trum and horizontally on an inter-polity, inter-cultural basis.”

This edited volume is a modest proposal to open new doors to numerous future
studies on polity, politics, and policy in the Persian language, especially academic
Persian. Contributions in this volume offer a range of different views. Given the
interdisciplinary nature of the contributions, I did not follow a strict categorization.
Broadly, the chapters in the first half lean more towards theories and concepts, while
the second half covers more practical areas in academic Persian. That said, each
chapter shares connections and similarities with the other half of the volume. The
chapters, therefore, should be read independently.
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Reza Rokoee, in Chap. 2, Historical Grounds for a Rational Grammar in
Academic Persian, discussed and reviewed the history of rational grammar so to
show how the history of Persian may accelerate the possibility of an academic
approach. His view of an “educated language,” which suggested to accommodate
the needs of the public offered a new perspective.

Seyed Hassan Talebi and Javad Fallahi, in Chap. 3, Amendments to Linguistic
Interdependence Hypothesis: Moderating Role of Affective variables in Ll
(Persian)-L2 (English) Academic Reading Relationship, tried to extend possible
horizons in Cross-language transfer. They employed a critical content analysis to
address the particularities of developing L1-L2 literacy in the context of Iran with a
reference to basic interpersonal communicative skills (BICS), cognitive academic
language proficiency (CALP), and linguistic interdependence hypothesis (LIH) and
the notion of multi-competence. They offered a novel proposal to elevate the con-
struct of interdependence to one which can integrate affective variables that moder-
ate the relationship between L1 and L2 reading at cognitive level.

Mehrdad Vasheghani Farahani, in Chap. 4, Writer-reader Interaction in
Written Discourse: A Comparative Corpus-based Investigation of Metadiscourse
Features in English and Persian Academic Genre, tried to unearth the distributional
patterns of metadiscourse features as well as investigating writer-reader interaction
in an academic written genre in English and Persian languages. He developed a
corpus using Sketch to suggest that the English contained more interactive and
interactional metadiscourse features than the Persian. Due to the numerical differ-
ences and the distributional pattern(s) of metadiscourse features, he concluded that
the way interaction between writer and reader was constructed differed in
both languages.

Hossein Davari in Chap. 5, One Concept, Many Names! Analyzing a Serious
Challenge Lying ahead of the Formation of Academic Persian Vocabulary, reviewed
the status of vocabulary in Academic Persian or Persian for academic Purposes
(PAP) to show that this area suffered from a lack of consistency in academic vocab-
ulary selection and use. The result of such inconsistency in the view of the author
was that many texts faced glaring inconsistency in the selection and use of Persian
equivalents for the related academic concepts.

Asmaa Shehata, in Chap. 6, Neologisms in Contemporary Persian Approved by
the Academy of Persian Language and Literature: A Case Study of Epidemiology
Terms, offered a different view. The author followed a corpus analysis to show how
the approved terminologies by the Academy of Persian Language and Literature
(APPL) in the field of epidemiology reveal a mixed success. The author argued that
the Academy needed to work more on equivalent terms of concepts that are domi-
nated by foreign terms such as fest and vaksan.

Hussein Meihami, in Chap. 7, The Promises of Action Research to Develop
Persian for Academic Purposes Teachers’ Professionalism, developed a model to
address action research in education programs for PAP teachers. The author consid-
ered education programs for PAP teachers an engine to develop critical thinking
abilities, reflective practices, and consciousness-raising through collaboration
among different genres related to PAP.
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Reza Falahati and Mahya Shojaei, in Chap. 8, Promoting the Status of an
Academic Language: Participant Interaction, used a reflexive model of metadis-
course to investigates the distribution of forms and functions of metadiscursive
devices of research articles (RAs) in sociology, education, and medicine. They
showed that the RAs in Sociology and Education have higher density in terms of
metadiscourse markers than RAs in Medicine and suggested that linguistic policies
of academic Persian should be implemented in a way that they direct it towards a
more writer-responsible language along the writer-reader responsibility continuum.

Leila Rahmati Nejad and Masood Ghayoomi, in Chap. 9, Application of Frame
Semantics to Teach Persian Vocabulary to Non-native Speakers, addressed the
extent of the appropriateness of frame semantics to teach Persian vocabulary to non-
native speakers. They selected the verb shodan as a complex and controversial
Persian verb and discussed its semantic properties within frame semantics to deter-
mine its senses to create a frame semantic model to be used for teaching. The authors
discussed the requirements to construct the Persian FrameNet. They concluded that
detailed and organized information about each sense in a frame of a Persian word
made it possible for language learners to increase their attention during the learning
process and make a better classification of the information in their brain to find out
about the relations between the senses along with similarities and dissimilarities
between them. Also, the application of frame semantics such as Persian FrameNet
would facilitate the learning Persian vocabulary for non-native speakers.

In Chap. 10, Chiew Hong Ng and Yin Lin Cheung discussed Academic Writing
for Academic Persian: A Synthesis of Recent Research. The authors used the method
of qualitative meta-synthesis of 40 empirical studies specifically on academic writ-
ing in Persian in refereed journals, book chapters, and conference proceedings pub-
lished during the period of 2005-2020. Theoretically and pedagogically, the findings
from the comparisons contribute to our understanding of styles and genres specific
to academic writing for Academic Persian. They concluded that researchers and
educators engaged in academic writing for Academic Persian needed to take account
of the web of complexity both in writing for publication and teaching academic
writing styles.

Maryam Sadat Ghiasian in Chap. 11, Moving Forward in Writing a Persian
Academic Text: an Introduction to Cohesive Devices, extracted her numerous sam-
ples from medical, basic sciences, humanities, and social sciences. Findings showed
the crucial role of cohesive devices and grammatical metaphors in approving and
publishing an article. The author concluded that a professional academic text, apart
from its genre, is determined by several discursive instruments such as cohesion,
grammatical metaphor, and two/three words conjunctives clusters.

Masoomeh Estaji and Leila Kia Shemshaki, in Chap. 12, Representations and
Uses of Conjunctions in Persian Learners’ Academic Writings: The Predictive
Power of Saadi Foundation Writing Rubric, examined the type, frequency, and
accuracy of conjunction use in a collection of Persian learners’ academic essays.
They graded Persian learners’ essays based on the Saadi Foundation writing rubric.
They showed that the use of conjunctions, both in terms of number and type,
increased as language levels raised, while there was no significant relationship
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between language level and the use of low-frequency conjunctions or the correct
application of these conjunctions. They concluded that the predictions made at dif-
ferent levels regarding discourse conjunctions were not entirely comprehensive.

Before ending this introduction, I want to reinforce the importance of multi—/
inter-disciplinary approaches to issues in the Persian language and linguistics. The
emerging needs (and the markets) of our times do not wait for long-established clas-
sical trends and boundaries of linguistics. Of course, disciplinary boundaries are
still shaping many disciplinary identities, which makes it hard, if not impossible, for
scholars of various fields to embrace scholarly works and projects that stand outside
of their latent field identity. More often, this trend hinders experts to embrace new
challenges since a territorial identity ring in scholars’ minds.

I hope that scientists and researchers from various backgrounds and disciplines
read this volume and find it interesting. Surely, by reading the current volume many
more questions will arise, which I hope would make a sizable part of future scholar-
ship on the Persian language and linguistics.

Mennat Khoday ra bar payan-e in ketab.
Abbas Aghdassi

Abkouh, Mashhad, Iran

Azar 1399 — October 2020
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Historical Grounds for a Rational
Grammar in Academic Persian

Reza Rokoee

Abstract The postulate at the core of this research is that today’s Persian not only
has the ability to translate rational and philosophical ideas, but that it has been able
to create an intelligent and self-aware language due to its intrinsic capabilities.
Thus, in this paper, we show that Persian, on the one hand, is an educated language
that can be used as a tool of thought, and on the other hand, that it can gain a new
universality. This latter goal has already been attained by neology, but more impor-
tantly, Persian grammar should be reviewed so as to create an intelligent language
that can be as companion of thought. The past of the Persian language as seen in
literary and philosophical writings as well as its modern reconstruction through the
translation, fiction and poetry movements is another reason for Persian dynamism
and many men of letters have tried to transcend this language in their works. The
use of historical data opens a promising future for an intelligent Persian language,
both by grasping the people’s language and with the help of the Academy of
language.

Keywords Persian language - Rational language - Smart language - Language
evolution

1 Introduction

Mohammad Ali Foruqi (1877-1942), who wrote the first part of his book, History
of Philosophy in Europe [Sayr-e hekmat dar oriipa] in 1931, i.e. four years before
the foundation of the first Academy of language in Iran, paves the way for the mod-
ernization of the vocabulary by the Academy (Farhangestan, 1940). His writing is a
blatant example of modern Persian writing, albeit in a traditional linguistic system.
In his era, three aspects of modern Persian writing have brought this language to the
attention of Iranians in Iran, in accordance with the knowledge and ideas of the
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time, and announcing today’s world. The first endeavors of renovated writing are
represented by Sa’id Nafisi (1896—19606) in the field of literary history, Mohammad
Ali Jamalzadeh (1892-1899) in the domain of fiction and Ahmad Kasravi
(1890-1946) in the area of history. We identify as a second trend the translation
movement, to which we can link the translators Mahmud Sana’i (1919-1985) and
Hasan Lotfi (1920-1999) and the translators and thinkers Manucehr Bozorgmehr
(1911-1986), Mir Samsuddin Adib Soltani (1932-) and Dariu§ Asuri (1938-). In a
last phase, mature modern Persian writing is embodied by Mahmud Dowlatabadi
(1940-) in fiction, Bahram Beyza’i (1938-) in screenwriting or Parviz Azka’i (1939-)
in philosophy. These latter Iranian thinkers try to use the modern Persian language
to express the position of Persian self in today’s world and to apprehend the world
(Safi’i Kadkani, 1999: 83,104—110).

Considering the new efforts of some educated Iranians (Sahidi, 1985: 250-263,
ASuri, 1993, Kasravi, 1996: 51-80), we understand that they are struggling to
enhance their culture. The cultural and educated language, examples of which are
now evident in the media and among some Persian writers, is the outcome of a pro-
cess of exploration in which the Persian language intends to present itself as a lan-
guage that reflects the thoughts and actions of today’s human beings. We thus
observe a kind of smart Persian that finds its meaning in itself and aims at translat-
ing its past into the language of today as well as become a language of its own for
its existence in the modern era. This rational language deals not only with concepts
but also with the variation of words and syntax (word overturning and formal and
grammatical change as well as the diachronic variations of words), in other words
the language updates itself to gain a new momentum.

In this paper, I intend to analyze the perspectives of the evolution of a rational
Persian language, or in other words of a smart language adapted to its time as well
as faithful to its origins, and examples of written language, especially regarding
human and social sciences, philosophy and cognitive sciences.

The ancient writings in Dari Persian are the symbol of a rational and educated
Persian language in which an author, in spite of the experience and the environment
of the traditional system of the language, finds at his disposal a particular syntactic
construction as well as a rich system of words and concepts in order to build his
thinking and create a language with structured sentences (Lazard, 1995: 19). The
historic and rational turning point of a new system could today give a new shape to
the Persian language, which I qualify as a conscious and intelligent language. Here
we are not talking about human behavior and its relation to language, from a psy-
cholinguistic angle, nor about a historical analysis of language and its dialects or the
normative rules of an era, but we question the way in which language reflects and
thinks in itself and has the intelligence and the freedom to shape itself, to incarnate
in harmony with the data of the world around it, which it incorporates into it - to
understand the world and to enter into resonance with the universe.
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2 Formation of Modern Persian in Contemporary Times

I will first focus on the current situation of the Persian language supported by some
historical reminders, then on three trends that characterize the language. In this
regard, I will talk about the content of works in Persian and of Persian as a target
language for translation, then I will analyze Persian as an intelligent language, and
I will conclude on its prospects.

Asking the question of the Persian language amounts to asking the question of
several histories and several languages, in the sense that linguistic transformations
are linked to many political, social and cultural facts, and above all, that it has gone
through “two centuries of silence” that deeply marked it. Aside from certain parts of
the language, the first modern Persian writings in Dari Persian, for example the
Introduction to the Shahnameh of Mansuri [Mogaddameh-ye Sahnameh-ye
Mansuri], the translation of Tabari’s Commentary or even The Limits of the World
[Hodud al-‘alam], were written more than three centuries after the arrival of Islam
in Iran (Arberry, 1994: 24). The Persian language has very relevant historical
resources for its current events: from literary data (the first Persian poems, then the
authors following Rudaki, as well as the writings of mystics such as Sana’i, Attar
and Ahmad Qazali), to scientific texts such as Biruni’s Al-Tafhim, the Treasury dedi-
cated to the King of Xwarazm [Zaxireh-ye Xwarazmsahil, the Encyclopedia of Ala’i
[Danesname-ye Ala’i] by Avicenna, including the translation of the Book of the
result [Al-Tahsil] of Bahmanyar and the writings of the following centuries up to the
writings of Nasir Tusi and Afzaluddin Kasani, we are dealing, despite the differ-
ences in styles, with a solid set of data which can constitute the syntactic and stylis-
tic base of a living and vibrant language as we see in Mohammad-Taqi Bahar’s work
on stylistics (Bahar, 1970), undoubtedly a fundamental written work in this field.
We can also refer to Mohammad Jafar Mahjub’s study (1993) of the Xorasanian
style in Persian poetry and to Sirus Samisa (1994) who openly bases his analysis on
new data, using the western method. The latter also praises Bahar (1970) though
highlighting its shortcomings (Samisa, 1994: 142-148).

As history teaches us, and as is the fate of any language, the styles and manners
of Persian, from the outset and then under the domination of the Arabic language,
have undergone many evolutions. For example, the two versions, Persian and
Arabic, of Al-Tafhim (Biruni, 1972) are so similar that it is impossible to determine
which is the original and which is the translation. This proximity is indicative of a
sort of grammatical convergence, all the more that we find other examples in his-
tory, among them the Persian translation of Tabari’s commentary, which attempts to
render the Qur’an word for word but is accompanied by a commentary (Tabari,
1977: Vol.1, 44 sq.) written in a Persian language rid from the barriers of translation
and which develops in freedom. During the historic vicissitudes of the Persian lan-
guage, despite the efforts of the men of letters, it was the Arabic style that domi-
nated the Persian language (Kasravi, 1996: 270-271). It is not surprising in this
context that Alisir Nava’i, in his Judgment between the two languages [Muhakima
al-lugatayn] written in the ninth century AH, at the end of his life, expresses the
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powerlessness of Persian against Turkish. Neither Nava’i nor other Persian scholars
have ever had the intuition of the intrinsic power of the Persian language, alone, in
my opinion, Ferdowsi, Afzal Kasani, Tarzi Af$ar and Kasravi having shown unex-
pected inventiveness, at special historical moments.! The power of Dari Persian in
the reinvention of the language, backed by the Pahlavi language and the Avestan
etymology (Lava’i, 1937; Bageri, 2001: 10-11; Windfuhr, 2009: 419) and enhanced
by philological investigations (Kuz’mina, 2007: 183-184), goes beyond questions
of “national unity” and political opinions (Safa, 1986: 657-683).

Since the second half of the nineteenth century, Persian has gradually taken on a
new face and has become a field of experimentation and intelligent exploration in
which authors have tried to speak of the world as they lived and saw it (Natel
Xanlari, 1990: Vol. I, 375-382). If Axundzadeh’s claim regarding the transition to
the Latin alphabet remains a pioneer, other Iranians have in turn analyzed this ques-
tion over time and questioned Persian through this project without going to the
foundations of language (Zoka, 1950; Neysari, 1995; Behruz, 1984). Although their
initial motivation was to modernize the language by means of a change of alphabet,
it seems obvious that it is modernity and the advent of modern times which were the
real levers of its transformation (Adib Soltani, 1992: 244-245; Zandi Mogaddam,
2007: 203-220).2 A modality of reconstruction of the modern language was the
attempt to use the popular spoken language, to make the language evolve from its
old functioning to more current circumstances (Marzolph, 2010: 208-209). Aside
from the poetic style of the satirist Iraj Mirza (Iraj Mirza, 1977: 63-82), the writings
of Dehxoda (1962) are worth mentioning, as he introduced street language into his
journalistic chronicles. In another social and political register, we can recall some of
the poems of Abolqasem Lahuti (1941: 8, 37, 40-50, 71-79).

Concerning the historical aspects of modern Persian, we mainly refer to three
forms, each of which makes an important contribution to the reconstruction of the
new language: translation, fiction and poetry.> By way of comparison, it can be said

'In the twentieth century, many Iranians consider Persian grammar to be similar to Arabic gram-
mar, and some people insist on it (Marzban Rad, 1979; Derax$an, 1990). Obviously, our point is
not to oppose the two languages but to consider how to establish and revive a language such as
Persian within its own linguistic boundaries. Persian men of letters were more concerned with a
conservative Arabic based grammar than a dynamic Persian grammar.

>This point reflects the efforts of Iranian scholars who have always seen the Persian language in
the mirror of French and English and compared it with these, which created an obstacle for them
to think about the Persian language in their own language (Bridjanian, 1994: 5-8). However, we
find the simplified romanization scheme proposed by Adib Soltani (1992) so efficient that we
chose to use it in the present paper.

3These are three fields in which the language expresses its vigor, which, in my opinion, paves the
way for the research and exercise of philosophical thought. It is obvious that these fields reflect
socio-political and artistic movements as well as historical and human exchanges. The language
here develops sometimes under Kasravi’s pen as a “pure language”, sometimes in the field of
poetry, in which we can quote Ahmad Samlu, who transcends the language of poetry with fearless-
ness and whose lexicon expresses human nature and the depth of being. In historical research,
Fereydun Adamiat’s language has opened up new avenues for reflection by mixing historicity and
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that the efforts of the Iranians to translate from European languages in the second
half of the twentieth century more or less created the same situation for Persian as
the translation movement in the second and third centuries after the advent of Islam,
in other words, the Persian language had in these two cases to digest and assimilate
languages (in the past, through the Arabic language). Translating led to the incorpo-
ration of many foreign words into the Persian language, and even more importantly,
expressions, idioms and metaphors, and even the syntax and structure of the lan-
guage take on a foreign color. Although these exchanges are a consequence of the
wave of modernity through translators who let the source languages take prece-
dence over Persian, some other translators and men of letters were able to find a
balance in order to put Persian on an equal level as foreign languages. Among these
personalities are Najaf Darya Bandari, Sams al-Din Adib Soltani, Saraf al-Din
Xorasani, Hamid Enayat, who linked the language of translation to the language of
thought, thus marking the rise of current thought in Persian.

In the fiction form, besides the works of Jamalzadeh, who tells in his Sar-o tah
yek karbas [All cut from the same cloth] the history of Iran and the customs of the
Iranians through his heroes, as well as those of Sadeq Hedayat, Buf-e kur [The blind
owl] and Tup-e morvari [Canon of pearls], and later of Sadeq Cubak, who in Sang-e
Sabur [The patient stone] brought to the highest point the vigor of Persian narrative
and monolog, it is necessary to mention narrative psychology in the novel of Ali
Mohammad Afqani, Sohar-e ahu xanum [Madam Ahu’s husband], in which the
author tries to draw the labyrinth of the interior language of the modern man and in
particular the new figure of the oriental woman. In his Kalidar, in which dialect
takes on a universal face, Mahmud Dowlatabadi, voluntarily or not, managed to
“teach psychology to speak Persian”. It is also worth recalling Bahram Beyzai’s
works, especially his dramatic works, which language is based on ancient Dari
Persian. The novel, conducive to the expression of the functionalities of language in
social and human space, offers it a freedom that allows it to become universal. The
resulting “language game‘‘then makes it impossible or at least difficult to translate
(Qadami, 2013: 25-27).*

Besides those who have practiced a “poetic” form of Persian (Said Nafisi in his
Farangis, Fereydun Adamiat in his historical analyzes, Dariu§ ASuri in his trans-
lations), the poets have sublimated the language and, in doing so, not satisfied
with mere language games and poetic techniques, they went further by conceptu-
alizing in order to clear the path for thought. After the 1979 revolution, poets, and
in particular the “silent half” represented by women such as Fariba Se§ Boluki or
Leyla Kordbaceh (2015), made Persian a big field of words and their works sowed
rich seeds. Thus, the poetic power of Kordbaceh’s short forms, for example, testi-
fies to the deep subtlety of his gaze. In this case, we see that the poetess links the
force of imagination to the force of language to create a new and universal language.

conceptualization. Political literature, religious literature and spoken language each have their
place in these areas.

“The untranslatable nature of a language can be considered as its culmination, as it thus stands on
such heights that they must be reached and grasped.



14 R. Rokoee

We also see that she manifests the force of femininity through her poems to chal-
lenge the tradition of femininity in her own culture, when she writes “Hell is
under your feet” (Kordbaceh, s.d.), thus reversing the idea that paradise lies under
the feet of mothers. In other words, the language of poetry tells of a woman’s life
at a time when motherhood and femininity were ruined.

In the three forms mentioned above, although the structure of language and its
grammar have evolved, the most salient aspect is the manifestation of a word system
which epitomizes the intelligence of language and the noetic exploration.

3 Vocabulary and Life of Words

We designate by the life of words their evolution and the process of neology. Most
of the modernization of the vocabulary is due to translations, which led the Iranians
to transform their system of words to adapt it to the modern world. Neology and the
revival of obsolete words are two major tasks undertaken by the first Academy from
its creation in the 1930s, but this approach was not limited to this institution and the
Iranian scholars introduced it into their research and works. Translation, which
developed after Foruqi, takes on a different face after World War II, in a world full
of new confrontations, and then in the second decade after the Iranian revolution. In
this challenging phase, neology and modernization of vocabulary take two distinct
paths, the making of words being developed sometimes by translation sometimes by
writing itself.

In the first approach, the translator’s job is to find Persian words equivalent to
those in the source language, and if unable, to identify the nearest word. We are
talking here about the humanities and social sciences, which are a difficult area for
men of letters who must achieve a linguistic and cultural balance between two
worlds. In this context, the paradox does not come from the system of word per se
because there existed in Persian a lexical corpus, even several, due to the Arab influ-
ence, in the fields of philosophy, theology, art and literature, but it is often difficult
to make a choice among the multiple possibilities offered.

We can for example cite words such as man, eyn, ruh, ravan, zehn, for the trans-
lation of which it has always been difficult to find a consensus, despite many efforts.
In this context, the word hasti is among the most difficult to deal with, since men of
letters assimilate it to its Arabic equivalent vojud and use the same equivalence in
many translations.’ In the same vein, words such as nags, tasawwur, aqgl, and many
other Arabic words should be replaced by their Persian conterparts negareh,
engareh, xerad (or andiseh), etc. in order to be able to constitute a rigorous noetic
and philosophical language.

3Of course, this is found in religious ou arabized Persian. The concepts of ousia and einai, central
to modern Western philosophical thought, must not be translated in Persian by vojud because their
source and essence go back to the Greek, who envision the question of existence and the world
differently.
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This difficulty concerning words and concepts has always plagued the Persian
language, and men of letters, instead of building a culture of the language, have
rather sought to cultivate a lexical culture, always tending to seek an equivalent for
each word. Although making words through translation is a constraint for all trans-
lators, not everyone approaches it in the same way. This is what notably distin-
guishes the works of Mahmud Sana’i and Manucehr Bozorgmehr from those of
Hamid Enayat, or those of Adib Soltani and Saraf al-Din Xorasani from those of
Mohammad Reza Lotfi, according to the differences in their motivation and their
cultural backgrounds.

In the latter approach, the effort of the Persian-literate scholar consists in finding
equivalences of words in classical Persian, making the history of the language take
precedence over the culture of neology. An example of this effort is found in the
work of Adib Soltani, who sees the historical significance of the Persian language
and conceives the construction of word in this context. The choice of equivalents
and the invention of new words by Adib Soltani is not based simply on a linguistic
analysis but it is, so to speak, a cultural philology, although his primary motivation
is translation, which he bases on scholarly language.® Likewise, Dariu§ Asuri makes
words in the writing process, but with different choices, and these two methods have
asserted their position in Persian culture today. The following examples show this
invention of words aimed at creating an intelligent language in the field of human
sciences.

Adib Soltani in his translation of Kant (1983) forges the following words for
which we recall the translated word in square brackets: metagitic [metaphysics],
anakavi [analysis], do’icemguik [dialectic], pratom [a priori], agazeh [principle],
roxdad [event], dadeh [data, also used by Dariu§ ASuri), paradaxsi [paradox],
ustanes [extension], nayes [negation].

Darius$ ASuri (2016), for his part, creates rayaneh [computer], gofteman [speech],
barahanjidegi [subjectivity, also used by Adib Soltani), andarbdsi [immanence],
dideman [vision], sazmayeh [element], basandeh [human being], faradad [tradi-
tion], xodpu [dynamic], bon engareh [postulate], etc.

This creative approach makes it possible to shape the language and to energize
philosophical thought. This is how a culture of the language and an intelligent gram-
mar can develop, and it is then that Persian can express the sciences both by translat-
ing them and by experiencing its own freedom. In this movement, the Persian
language preserves its classic elements while changing skin.

Neology and the search for equivalences pose to Persian the challenge of syn-
onyms. Arabic words have been assimilated and persianized, thus creating dou-
blets of Persian words (ar. mo’alejeh = per. darman, ar. tabib = per. pezesk, ar.
xejalat = per. Sarmandegi or Sarmandki, ar. faraqat = per. asayes, etc.), not to men-
tion the many cases of polysemy and synonymy. This difficulty will persist until

®Those who criticize Adib Soltani on the pretext that he has made very unfamiliar innovations in
Persian forget that he uses a traditional language that used to be a philosophical language.
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a solid, assertive grammar is established, and meanwhile word formation is one
way of enriching the language (Xodaparasti, 1997).

Through these approaches, language intelligence has enabled Persian to enrich
its corpus and rediscover its ancient resources. The history of the Persian language
teaches us that if neology seems new to us, it was however already in the past a cur-
rent process, as is shown by the example of Afzal al-Din Ka§ani (Bahar, 1970: Vol.
II, 163). Living more than a century and a half after Ibn Sina, he uses a lexicon as
fluid as it is deep, that Persian speakers, unaware of the range and power of their
language, still fail to integrate into the domain of human sciences; for example the
words of peydai, gonjai, yabandegi, gomarandeh, andisegar, bovesn, ydfte, etc.
(Kasani, 1987). The arduous and complex path of language through poetry, fiction
and the translation efforts of men of letters that reflect the effervescence of their
thought, leads to perspectives that could be used to reconstruct and found an intel-
ligent and conscious language, some aspects of which we will illustrate below.

4 Grammar Structure of Intelligent Language

If the Persian of Bal’ami and Ferdowsi is understandable for their posterity, it is
only because the language contains a ferment allowing it to adapt to man’s faculty
of knowledge and to the noetic data. This possibility goes beyond historical and
literary exchanges as well as the influence of Arabic or Turkish, the domination of a
king (or any kind of political form) or any other social and cultural data. To become
intelligent and modern, language should obey three rules, fluidity of expression,
aesthetics of grammar and sound, and finally structural homogeneity. In the current
Persian language, these three elements have no place and we are confronted with a
chaotic language which handicaps its dynamic and intelligent evolution. To better
bring out the intelligent language which remains underlying, three basic things can
be proposed, starting from grammatical and syntactic elements.

Although we are aware of the role of initial verbs in classical Dari Persian
(Abolgasemi, 1988: 6-24),8 we emphasize as a first principle the importance of the
final position of the verb in the Persian sentence (for example: Disab, xab-i dar ham
o bar ham didam or Har jur Sodeh in kar rd be payan miresanam) which seems to
consolidate the act of thought and speech (Bateni, 1969: 60 sq.). This rule is not of
an extreme rigidity and the classic texts show a certain freedom in the order of
words, depending on the periods and in particular in the poetic texts but the main
objective of a renovated grammar should be to require that the language organize
itself so as to place the verb at the end of the sentence.

7Only realize that in order to designate a mouth, you have to play the language game and face the
difficulty of picking out the best word in such an inhomogeneous list of words as dahan, nok,
menkar, nul, puzeh, zakan, zanaxdan, tanul, batfuz, and so on!

8In Persian writings from the fourth and fifth centuries, including poetry, the sentence could end
with something other than a verb (Biruni, 1972: 2; Hodud al-‘alam, 1983: 28, 35, 38, 60, 97).
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The second point is the language game and the freedom of words, that is to say
an endless game with words and sentences, and their shaping. This is how language
establishes its intelligence through metaphors, allegories, symbols and other rhe-
torical techniques, also using what can be called “common sense” (Homa’i, 2010;
Samisa, 2007). The language game in the Wittgensteinian sense is a perpetual chan-
nel of exchange between man and language. In the sentence Emruz ce aftabi xub va
garm bar zamin mitabad, each time we pronounce the word aftab (sun), we make a
simple judgment, but in a language game, the sensation that is felt can express
affects that go beyond. Indeed, at the origin of the judgment, this aftab does not
have the same aspect of comfort and warmth for everyone, not only because the
human being lives in different parts of the world (from the equator to the pole), but
also because the words reflect different human experiences. To grasp this judgment,
we must understand the origin of the words xub and garm, and if they are on the
same level then, beyond that, ask ourselves how the aftab may not be hot and not
radiate on earth. Our knowledge of the language may not go beyond scientific data,
but it can experiment with folk data. We can say that semiology is the other side of
this language game, going in the direction of the Lebenswelt of the language, with
the difference that in the Persian Lebenswelt, it is not only “the poetic soul” which
elaborates the intelligence of the language but the very elements of the language and
its culture which give it the possibility of building an intelligibility inherent to its
structure.

Finally, in support of better intelligibility, we can recommend the use of simple
verbs in place of compound verbs, as well as a certain number of other principles
such as for example the correct use of the postposition ra (Maskur, 1987: 223-226),
the use of suffixes and prefixes to modulate the meaning, the distinction between the
indefinite “” “and the “” marking the singular (Mo’in, 1984: 15-19, 20-22), and
the agreement between the verb and the subject (Bateni, 1992: 45-62). The concise-
ness induced by the use of simple verbs consolidates the force of the expression
(Natel Xanlari, 1990: Vol. II, 116). In the sentence In kar dasti ra sal-e pis saxteh
budam va an ra be dust-am hadieh dadam, example of the current Persian language,
the compound verbs obstruct the breathing of the language when one could say and
write In kar dasti saxte-ye sal-e pis beh dust-am armaqanideh-am. Without a doubt,
for the Persian mind who considers the word armagan as a name, it is inconceivable
to transform it into a verb although the language definitely has the capacity to turn
to simplicity (ASuri, 1993: 33-34). This is not, however, exclusive of the use of the
formation of new compound verbs to reflect the modern world in which the lan-
guage lives (Kesani, 1992: 83-84; Tabataba’i, 2016).

In many instances, simple verbs could be substituted for compositions using the
verb kardan, in order to free the language from its complexities. In the sentence
Saheb xaneh ba hokmi az dadgah mosta’jer ra birun kard we can easily replace
birun kardan by randan to build the sentence (...) mosta’jer ra rand.’ In this drive

Natel Xanlari (1990: 182-189), despite his sagacity and his extensive knowledge, ignores simple
verbs, remaining thus in the scope of the traditional language.
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towards a universal language supported by its richness, we can already try to sim-
plify and diversify the hundreds, even thousands of existing compound verbs
(Ahmadi Givi, 2001: Vol. 1, 885-1045, Vol. 2, 1119-1141, 1155-1156, 1180-1186),
such as for example:

— rah sepordan instead of hamrahi kardan

— baz goftan instead of bazgu kardan or tekrar kardan
— dagazidan instead of dqaz kardan or soru’ kardan

— beyusidan instead of entezar kesidan

— etc.

Verbs composed with s@xtan or gastan can also be simplified (Bahar, 1970: Vol.
1, 326, 329-330). On the other hand, certain verbs such as Sodan, amadan and geref-
tan can be used in composition to strengthen the language (Bahar, 1970: Vol. I,
328-329).

Of course, we could add other elements to these three points, but in any case, our
aim is to promote a rational development of the language so that it can analyze the
world and man. This is the condition for Persian to be recognized by the contempo-
rary sciences, for the human sciences to think in Persian (“farsani”) and for philoso-
phizing in Persian (“farsafeh”).

We can not only think that Persian has the capacity, as scholars have told us, to
use its historical data to extend its semantic and cultural wealth, but more than that,
it can innovate by freeing itself from its chains. The derivation of a noun or adjective
to make a verb is an example that is found in texts, for example in the poetry of Tarzi
AfSar (1959).!° Neology can also be supported, in order to model new words and
regenerate the lexicon. But all this is only possible if Persian can correctly assimi-
late these novelties. In other words, the life of words at the heart of the culture of the
intelligent language is different from a simple artificial neology. It is here that the
Farhangestan-e zaban va adab-e farsi appears as capable of educating society in
language learning. However, before taking care of grammar, this institution pays
more attention to calligraphy, spelling and terminology (Ahmadi Givi, 2007;
Farhangestan, 2009).

As a result, it appears that the language needs to be proofread to be, so to speak,
“translated” into itself. In other words, before trying to translate other languages,
the language must first be in a state of rational consciousness and use its own tools
to cultivate itself. In this respect, the evolution of translations into Persian is a field
full of traps, such as that which would consist in translating Kant or Heidegger into
the language of Ibn Sina or Molla Sadra Sirazi. The intelligence of Persian is char-
acterized by openness, which allows us to think and find freedom of expression, in
a game of reciprocity which leads us to express what we want while enriching the
language from an “archaeological” approach.

10The creation by this author of the verbs xubidan, Saidan, caqgidan, xarabidan, Samsiridan, nega-
hidan, etc. marks a key moment in the history of the Persian language which is no more apparent
but stays forever in its history.
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5 Conclusion

During its long history, and especially in modern times, the Persian language has
experienced recurring problems, including grammatical disorder (Karimi Dustan,
2007: 189-202). Persian is a language that has developed intelligence and rational
strength as we see in some rigorous endeavors such as Heydari-Malayeri’s major
project (2020). The language of the cultivated men of the twentieth and twenty-first
centuries has not yet found its place among the speakers of Persian. On the other
hand, there are many men of letters in contemporary history who, rather than con-
sidering the language from a literary, historical or philosophical point of view, are
stuck in petty quarrels (Qazvini, 1984: 312-348).!!

The question of the intelligent and conscious language brings back to its essence,
to its own internal structure, and to its historical resources. Today, as English,
French, German and, to a lesser extent, Italian, have become the reference lan-
guages in the Academy, the duty of Persian, like that of other “peripheral” lan-
guages, is to carry out a task of translation based on neology. But as we have seen,
the renewal effort towards an intelligent language must go beyond simple transla-
tion and think itself in itself in order to find a universal position (Natel Xanlari,
1968: 160-174).

Undoubtedly, an educated language should not be cut off from the popular lan-
guage and the Lebenswelt, including in its historical aspect, but this cannot be the
only reference and it is necessary that the Farhangestan-e zaban va adab- e farsi
endeavors to spread a cultivated language through education and helps to get out of
a troubled situation (Bateni, 1994: 42, 46-64) by developing grammar and lexicon.
The crystallization of a culture of the language and the daring confrontation with the
world and modern sciences will be the soil for the constitution of a new language.
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1 Introduction

In language learning endeavours it is important for language teachers and learners
to be aware of the nature of interaction of languages in mind. Language awareness
helps to facilitate the noticing or consciousness raising process (Kumaradivelu,
2003). Transfer is a controversial issue in applied linguistics (Ellis, 1994) due to the
complexity of the interaction of languages in mind. Transfer refers to “using what is
already known about language to assist comprehension or production” (O’Malley &
Chamot, 1995, p. 199). CLT was investigated from different perspectives; first it
began by focusing on linguistic aspects and then it moved to non-linguistic aspects.
The concept of transfer in second language acquisition research was first introduced
in Contrastive Analysis Hypothesis according to which certain elements in L1 hin-
der or facilitate the acquisition of L2. However, from this perspective L1 transfer
was regarded to hinder the process of L2 learning. Later, transfer was recognized a
psycholinguistic asset that would accelerate language learning in certain ways. CLT
known as an important psycholinguistic phenomenon in language education is now
regarded to assists students in capitalizing on their cognitive abilities in their mind
with two or more languages. This study is an attempt to have a critical perspective
to CLT studies and the related theories, especially with a focus on academic reading
comprehension where the two languages involved are Persian (as L1 or the first
language) and English (as L2 or the second language) with different orthographical
differences (Gholamain & Geva, 1999).

2 Unravelling the Context: Persian-English Reading

The 6-3-3 educational system has been officially established by Iranian Ministry of
Education since 2010 whereby elementary, lower secondary, and upper secondary
education span 6, 3, and 3 scholastic years, respectively (Foroozandeh & Forouzani,
2015). Developing L1-L2 reading in this system follows a consecutive order in that
L1, the official language of government or education (Pishghadam & Saboori, 2014;
Moradi, 2020), is exclusively taught and learned for several years (i.e. the first six
years of elementary education) prior to delivering formal L2 instruction in grade 7th
(Sadeghi & Ghaderi, 2018). From grade 7th where instruction in L2 reading begins
to grade 12th where it ends, L1 reading instruction is concurrently maintained as
well (Kheirabadi & Alavimoghaddam, 2016).
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Owing to the fact that the mainstream education in Iran has been literally formed
to prioritize ‘learning literacy-related skills and strategies in L1’, one would rightly
surmise that Iranian school-age students are not totally unfamiliar, after completing
elementary education, with literacy goals, processes, skills, and strategies when
proceeding to acquire literacy in their L2. It is not therefore unwise to expect them
to draw on their L1 literacy-related experiences in the process of L2 literacy learn-
ing (Talebi, 2015). This makes sense when one considers the potentials of CLT in
relation to literacy in general and reading in particular (See Hornberger, 2003;
Cenoz, 2009) and provides the rationale for teaching for transfer.

3 Behaviourist Perspective on Transfer

Transfer was interpreted differently in SLA studies. In the 1950s and 1960s, under
the influence of behaviourism, and based on claims made by Contrastive Analysis
(CA) hypothesis, positive transfer would occur where two languages are similar,
and negative transfer (or interference) would occur where two languages are differ-
ent. Drawing upon structural linguistics, CA placed a strong emphasis on differ-
ences between languages (Lado, 1957). However, CA was criticized as it was found
that differences between languages can have a facilitative effect on L2 learning
(Odlin, 1989) and that many errors, known as developmental errors, occurred
because of hypothesis testing that the learners went through, and not interference
from L1 (Dulay & Burt, 1973). Most importantly, CA studies focused primarily on
the linguistic systems and the linguistic product itself, rather than on the psycholin-
guistic processes that the learners go through (Selinker, 1972).

4 Cognitivist Perspective on Transfer

There was a paradigm shift in transfer studies in such a way that attention was
moved from the behaviourist to the cognitive perspective of language transfer.
Under the influence of Chomskyan framework and cognitive psychology, research-
ers re-investigated the role of L1 in L2 learning. According to creative construction
hypothesis learners continuously formulate hypotheses about the L2 system and
match them against input available to them. Therefore, errors were regarded as a
learner strategy and unavoidable, and their occurrence was not failure in L2 learning
(Corder, 1967). However, this view was also criticized as it considered a very small
role for transfer from L1 to L2 (Sharwood Smith & Kellerman, 1986). According to
Danesi (1995) transfer and creative construction are both influential factors in the
process of learning a second language.

One of the cognitive theories that support the positive roles of L1 in L2 devel-
opment, was proposed by Cummins (1981) as the common underlying profi-
ciency (CUP) or Linguistic interdependence hypothesis (LIH) claiming an
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underlying cognitive/academic proficiency common across languages.
According to Cummins there are two types of language proficiency. According
to the first type of language proficiency known as basic interpersonal communi-
cation skills (BICS), which is formed in context-embedded situations (e.g.,
actions with eyes and hands, instant feedback, cues and clues), verbal and/or
non-verbal contextual supports are considered to secure understanding.
According to the second type of language proficiency known as Cognitive/aca-
demic language proficiency (CALP), academic language is described as de-con-
textualised occurring in academic situations. Cummins believes CALP skills
such as phonological awareness, reading strategies, and vocabulary, if develop
in L1 would transfer to L2 and support acquisition of literacy skills in L2. In
fact, LIH is based on an assumption that academic or cognitive dimensions of
L1-L2 proficiency known as CALP (Cummins, 1981, 2000), are not independent
of one another but inextricably linked through CUP which, in turn, allows CLT
of strategies, skills, and concepts (Cummins, 2016), especially in relation to
academic reading. CUP refers to the interdependence of concepts, skills and
linguistic knowledge across languages that are found in a central processing
system, through which cognitive and literacy skills established in L1 will trans-
fer across languages. Further, LIH further maintains that students’ level of L2
competence is partly dependent on their level of L1 competence at the outset of
exposure to L2 (Cummins, 1979). In fact, those with high level of L1 compe-
tence can progress more rapidly in their L2 than those with low L1 competence
when beginning to receive L2 exposure (Cummins, 2000).

Therefore, as a result of a paradigm shift from behaviorist to cognitivist psychol-
ogy as well as a growing recognition that contrastive analysis is limited in both
theory and scope, CLT research went beyond the boundary of contrastive analysis
and hence looked into CLT of non-structural properties of language learning, par-
ticularly in relation to literacy-related skills and strategies. In other words, studies in
this line of inquiry have swung from a concern over merely linguistic dimension of
language to nonlinguistic aspects of language learning (Talebi, 2014). According to
Cummins’ (1979) linguistic interdependence hypothesis (LIH) L1 not only dis-
tances itself from its traditional role, but it also takes a complementary role.

LIH is still supported by ample research evidence, especially in studies related to
L1 and L2 academic reading. Dressler and Kamil’s (2006) review similarly con-
cludes: “In summary, all these studies provide evidence for the cross-language
transfer of reading comprehension ability in bilinguals*“(p. 222). However, LIH
does not readily accept CLT of reading from L1 to L2 without considering the vital
role of L2 proficiency in L2 reading outcome; rather, it assumes that effective and
efficient CLT of reading across languages is a function of L1 reading ability together
with L2 proficiency, which is commonly defined as “an index of L2 grammar and
vocabulary knowledge” (Pae, 2018, p. 2). This contention is embodied in threshold
hypothesis (Cummins 1979; Alderson, 1984) and the short-circuit hypothesis
(Clarke, 1980). For L2 readers in order to employ their L1 reading skills in L2 read-
ing tasks a certain amount of control over L2 vocabulary and grammar is necessary,
and a critical linguistic threshold must be crossed. Clark (1980) calls this “certain
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amount” as a “language ceiling”, and Cummins (1979) calls it a “threshold level of
linguistic competence®, below which reading strategies in L1 are unlikely to be
transferred to L2 reading and are therefore, short-circuited. According to the hypoth-
eses, task- and level-appropriate threshold of L2 proficiency is required to allow
access to CLT of reading ability from L1 to L2; otherwise, low L2 knowledge is
highly likely to short-circuit CLT of L1 reading ability in consequence.

It should be noted that studies (e.g. Carrell, 1991; Lee & Schallert, 1997,
Bernhardt & Kamil, 1995; Alderson, 1984; Rahimi et al., 2009) which put LIH and
threshold hypothesis to test are focused too frequently on the relative contribution
of L1 reading ability and L2 knowledge to L2 reading and conclude, in turn, a
greater contribution of L2 knowledge to L2 reading, suggesting a moderate CLT of
reading from L1 to L2. Bernhardt and Kamil (1995) found that 10% to 16% of the
variances in L2 reading are attributable to L1 reading, whereas 30% to 38% of L2
reading performance was attributable to L2 proficiency.

However, strategic knowledge in L1 reading compensate for low L2 proficiency
(Bernhardt, 2005). Collecting data from 561 Thai university EFL students, Phakiti
(2008) gave two different tests for L2 reading and an L1 strategy questionnaire and
using structural equation modeling, he found that cognitive and metacognitive L1
strategies explained between 11 and 30 percent of L2 reading performance.

5 Multi-competence

In language studies, L1 and interlanguage are very common terms (Selinker, 1972).
Interlanguage is the type of linguistic system of second- and foreign-language
learners when learning a target language. It is an approximation to an L1 system in
native speakers. Cook (2003, p.1) employs the term ‘multicompetence’ to mean the
knowledge of two or more languages in one mind. Rather than viewing L1 and
interlanguage as separate components in mind, multicompetence treats the mind of
the L2 learner as a whole. Multi-competence is defined as either “The compound
state of a mind with two grammars“(Cook, 1991, p. 112) or “individual’s knowl-
edge of a native language and a second language, that is L1 linguistic competence
plus L2 interlanguage*“(Cook, 1995, p. 93). Multi-competence proposes three mod-
els of L1-L2 relationship in one mind (Cook, 2003). The separation model states
that language users’ languages are independently stored in one mind and no transfer
from L1 to L2 or L2 to L1 is therefore possible. On the contrary, the integration
model brings language users’ languages so much closer to one another that L1 and
L2 get integrated into a single system. Apart from these two extreme views, a more
moderate version of relationship is manifested in interconnection model whereby
the knowledge of L1 and L2 is deemed partially overlapped in one mind. This mod-
erate version of L1-L2 relationship is advocated in CLT research such that L1 and
L2 reading are seen as partially connected in one mind. According to Cook (2004)
learning another language does seem to affect the learners’ think to some extent.
According to multicompetence model, not only L1 impacts L2, L2 also impacts
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L1 in many layers of language. This model is more comprehensive than the interlan-
guage model where the direction of transfer is just from L1 to L2. It is also more
specific than LIH about the effects that languages have on each other. The available
studies mentioned above testing LIH had a view that L1 concepts and skill contrib-
ute to L2 improvement. However, Cook (2003) has a wider perspective in this rela-
tionship and regards this relationship as a bi-, and not mono-sided road. From this
perspective L1 academic reading can be affected by L2 academic reading habits, a
clear advantage that bilinguals have over monolinguals in L1 language skills.

In order to investigate whether L1 and L2 reading were guided by two processing
systems or merely one processing system, Talebi (2007) conducted an experimental
study on process and product of reading in L1 and L2 among Iranian students at
advanced and intermediate levels of L2 proficiency. Building on multi-competence,
he concluded that as far as reading process was concerned, L1 and L2 reading
shared one processing system, suggesting the explanatory power of the interconnec-
tion model; however, when it came to reading product across languages, only L1
reading score was seen to improve as a result of strategy-based reading instruction
in L1, suggesting the inadequacy of interconnection model in relation to reading
product. Quite on the contrary, Talebi (2012) investigated the reverse transfer of
reading strategies from L2 to L1 from multi-competence perspective. In so doing,
he delivered strategy-based reading instruction in L2 and assessed its effect on read-
ing process and product in L2 and L1. He found that the experimental group fared
better than the control group on both L1-L2 reading process and product. He con-
cluded that the direction of CLT of reading would be also possible from L2 to L1
both in the process and the product of reading. In other words, from his findings it
can be gathered that, even if we regard ifs and buts in transfer of concepts, skills and
strategies from L1 to L2 and set conditions where L1 can affect L2, as was regarded
by LIH, these conditions are non-existent in L2 to L1 transfer in CLT studies.
Therefore, Talebi’s findings are more in keeping with Cook’s multicompetence
view than Cummins’ LIH perspective which holds that “to the extent that instruc-
tion in Lx is effective in promoting proficiency in Lx, transfer of this proficiency to
Ly will occur provided there is adequate exposure to Ly (either in school or environ-
ment) and adequate motivation to learn Ly.” (Cummins, 1981, p. 29).

However, despite providing evidence for CLT of reading, these studies may not
lend complete support to interdependence or interconnection because they focus
mainly on cognitive factors, thereby paying little, if any attention to other factors.
As an instance, one might doubt whether the observed results are a function of inter-
connection at a cognitive level or there might be other factors (e.g. affective factors)
contributing to such interdependency. The value and legitimacy of the constructs
should not hence be absolutely seen within cognitive boundaries but should be con-
stantly assessed and established against new proposals.
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6 Affective Aspects of Reading Across Languages

Linguistic transfer was mainly in the areas of phonological transfer, orthographic
transfer, lexical transfer, semantic transfer, morphological transfer, syntactic trans-
fer, discursive transfer, pragmatic transfer, and socio-linguistic transfer Jarvis and
Pavlenkos (2008). However, transfer studies began to move from the linguistic
domain to the non-linguistic domain. According to Cummins (2016) the interdepen-
dence construct is “psycholinguistic in nature” (p. 943) and languages are inter-
twined “at a cognitive level” (Cummins, 2017, p. 106) through CUP. Such
psycholinguistic constructs which connect languages only cognitively have been
criticized for not incorporating affective considerations into their conceptualization.
Thus, studies (e.g., Urquhart & Weir, 2014; Yamashita, 2004) that traditionally
employed reading process and product as common measures concerning the cogni-
tive domain of reading were replaced by studies which, in turn, tapped more specifi-
cally into measures (e.g. reading attitude questionnaire, reading motivation
questionnaire) relevant to affective domain of reading.

It should be noted that the psycholinguistic constructs in question do not totally
disregard affective variables when it comes to the specified relationships. In fact,
Cummins (1980) argued forcibly for not separating affective domain in cross-
language relationships as he opined, “these relationships do not exist in an affective
or experiential vacuum” (p. 179). Nevertheless, the lacuna is the narrow treatment
of affective factors such that only motivation was ostensibly identified as the sole
affective moderator which decides the degree to which CLT from Lx to Ly occurs.
According to Cummins’ LIH “to the extent that instruction in Lx is effective in
promoting proficiency in Lx, transfer of this proficiency to Ly will occur provided
there is adequate exposure to Ly (either in school or environment) and adequate
motivation to learn Ly.” (Cummins, 1981, p. 29). To fill this lacuna, researchers
turned to other affective factors (e.g. reading attitude, reading anxiety, etc.) while
including reading motivation.

7 Reading Attitude in L1 and L2

Transfer of attitudes is a recent research exploration. One contributing factor to
develop attitude toward reading in L2 is attitude toward reading in L1 (Day &
Bamford, 1998). Reading attitude generally refers to a set of feelings pertaining to
reading which makes readers like or hate a reading situation (Alexander & Filler,
1976). Several studies have shown the relationship between L1 and L2 reading atti-
tudes (e.g., Akbari et al., 2017; Yamashita, 2007). In fact, L1 reading attitude seems
to be partly contributing to formulation of its L2 counterpart (See Day & Bamford,
1998). In bilingual reading research, Yamashita (2004) investigated the relationship
between attitudes in L1 and L2 reading, and learners’ performance in extensive
reading in L2. She considered four reading attitude variables both in L1 and L2,
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including comfort, anxiety, value, and self-perception and found that the affective
domain of reading (attitudes) transferred from L1 to L2 and that L2 proficiency did
not affect this transfer, as it did in the cognitive domain. Yamashita (2007) examined
the transfer of reading attitudes across languages through the perspective of linguis-
tic threshold hypothesis. Using a variety of measures, she found that students’ read-
ing attitude in L1 is different from that of L2. Despite finding differences between
L1 and L2 reading attitudes, she further pointed to the significant contribution of L1
reading attitude to L2 reading attitude which implies transfer in the affective domain
of reading across languages. In another study, Keshavarz and Mirzaei Jegarlooei
(2011) verified that the cross-language transfer holds true for transfer of reading
attitude from L1 to L2. Using think-aloud protocol, interviews, and questionnaire,
Kambhi-Stein (2003) explored whether attitudes toward home language or reading
belief impact on reading behavior in L2. She concluded that L1 attitude and reading
belief have an impact on L1-L2 reading processes. Italian college students’ reading
attitude has been examined by Camiciottoli (2001) and the results showed that L1
reading amount was a significant predictor of reading attitude in L2, suggesting the
interdependence between L1 and L2. More recently, Akbari, Ghonsooly, Ghazanfari
and Shahriari (2017) primarily examined the link between L1-L2 reading attitudes
and further assessed the contribution of L2 reading attitude to L2 reading outcome
among a total of 230 intermediate Iranian language learners. The results of their
study suggested a high correlation (r = .71) between L1 and L2 reading attitude;
51% of the variance in L2 reading attitude was significantly explained by L1 read-
ing attitude; and L2 reading attitude significantly contributed to L2 reading
achievement.

8 Reading Motivation in L1 and L2

Motivation to read research in the first language is not new. However, the study of
L2 reading motivation is more recent (Akbari et al., 2019). Research in L2 reading
motivation has been motivated mainly by research in L1 reading motivation.
According to Wigfield et al. (2015) as adult second language learners already know
a first language, their knowledge of L1 may affect their motivation to read in L2.
However, there is a dearth of research on the relationship between motivation to
read in L1 and L2. Kim (2010) launched a study on the connection between reading
motivation in L1 and that of L2 among a number of Korean EFL students. She found
a small amount of variance (16.7%) in L2 reading motivation was explained by its
L1 counterpart, suggesting insignificant contribution of L1 reading motivation to its
L2 parallel. However, any account of CLT of reading motivation should be taken as
tentative rather than definitive, particularly in relation to Iran’s educational context
wherein almost no empirical studies have been conducted to date to document the
role of CLT of reading motivation from either L1 to L2 or L2 to L1.
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9 Reading Anxiety in L1 and L2

Although reading motivation and reading attitude have been empirically studied in
CLT research, reading anxiety is still an unexplored territory in this line of inquiry.
This is partly due to the fact that compared to L2 reading anxiety, little is known
about L1 reading anxiety (Piccolo et al., 2017), particularly in relation to Persian
learners of English as a foreign langage (Baghaei et al., 2014). However, one would
suspect the source(s) from which L2 reading anxiety emerges given Iranian stu-
dents’ experiencing L2 reading anxiety (Mirhassani & Hosseini, 2006; Razavi,
2008; Rahemi, 2009; Jafarigohar & Behrooznia, 2012) that leads, in turn, to either
low reading performance (Maleki & Zangani, 2007) or low reading motivation in
L2 (Atef-Vahid & Kashani 2011). One possible account for this might be the CLT
of L1 reading anxiety whereby L2 reading anxiety is likely to be explained, to a
lesser or greater extent, by its parallel in L1.

Examination of English as a Foreign Language Reading Anxiety Inventory
(Zoghi, 2012;) may provide tentative support for the contribution of L1 reading
anxiety to its L2 parallel. For instance, investigating the items pertaining to top-
down L2 reading anxiety in this inventory (e.g. I worry when I cannot get the gist of
the text although no new vocabulary items or grammatical points exist in the text.)
reflects how similar the case might be made for even L1 readers when struggling to
read in their L1. Thus, we might tentatively agree with CLT of the attribute in ques-
tion, possibly from L1 to L2.

10 Discussions and Conclusions

CLT research experienced a paradigm shift when it moved from a CA perspective to
a cognitive perspective in studying the relationship between L1 and L2. Many theo-
ries were proposed each of which were criticized for some shortcoming. CA which
was under the influence of behaviorist psychology was rejected as it regarded errors
as a sign of failure in language learning and the result of the negative effects of L1
on L2. With the advent of cognitive psychology, there was an improvement in our
conception of errors and researchers began to view them as a developmental stage
in language learning. However, as the best policy is to take a middle course, it was
wise to think that language transfer is both the result of L1 influence, no matter if it
is negative or positive, and a creative construction process that happens as the L2
learner makes hypotheses and tests the them to get closer and closer to L2 linguistic
norms. In the cognitive framework, Cummins’s LIH and threshold hypothesis have
helped us to largely recognize the need for transfer of L1 to L2 in academic context.
However, there was a dire need to include non-linguistic aspects of CLT, including
affect as a mediating variable in defining the relationship between L1 and L2 and
the transfer of concepts, skills and strategies from L1 to L2 in academic settings. It
seems CLT research has begun a new paradigm shift which considers the role of



32 S. H. Talebi and J. Fallahi

affective factors, along with linguistic and cognitive factors in studying the effects
of languages on each other. In an attempt to investigate if Iranian students are aware
of the nature of cross-linguistic interactions of two or more languages in their minds,
Talebi (2014) conducted a semi-structured interview with four Iranian university
students and found that students’ awareness of cross-linguistic transfer did not
move much beyond linguistic aspects to cover the cognitive and affective aspects, as
students had no or very limited awareness of the non-linguistic aspects of cross-
linguistic transfer. He also found that the participants did not know about the factors
causing CLT, or the way to improve it. He concludes that it is important for teachers
to raise learners’ awareness of cross-linguistic transfer and help them to have a
comprehensive view of cross-linguistic transfer in language learning.

Therefore, we need to start to have a comprehensive model in investigating the
relationship between L1 and L2, especially in reading for academic purposes in the
Iranian context; due to the fact that reading instruction in Iran is initially delivered
in L1 courses for several years before instruction into L2 and L2 reading begins, L1
teachers should therefore take this opportunity to help school-age students to
develop their reading skills and strategies in L1 with the aim of enabling L2 teachers
to focus more predominantly on L2 knowledge development rather than putting a
lot of their energy and time on teaching the basics of reading in L2 which are pro-
posed by LIH to be common across languages, and supported by multicompetence
model to transferable from L1 to L2. L1 Teachers should help learners to go beyond
the narrow linguistic and cognitive scopes of CLT and understand that the affective
domain of cross-linguistic transfer is also very critical in success in academic
reading.

In an investigation about strategic reading behavior of Iranian EFL students to
find out where reading strategies should be taught first (i.e., in L1, L2 or L3) Talebi
(2015) gives a brief report of his own three published papers about reading strategy
transfer from L1 to L2, L2 to L3 and L2 to L1. He proposes that as in CLT studies
the idea is that languages affect each other, it seems most reasonable and cost effec-
tive to boost students’ strategic reading competence in L1. This will make reading
in L1 a successful experience and as a result reading skills and strategies gained in
L1 will most possibly transfer to L2 as the affective factors that most likely occur in
L1, such as improvements in L1 reading attitude and motivation to read in L1 as
well as a decreased level of L1 reading anxiety are expected to transfer to L2 and
pave the way for a successful and effective linguistic and cognitive transfer from L1
reading to L2 reading.

Unfortunately, as L1 reading classes are not producing strategic readers in the
current Iranian academic context, especially at undergraduate levels, and fortu-
nately English reading courses are doing this job, we are somehow lucky to see that
our students are becoming strategic readers not only in L2, where they receive read-
ing strategy instruction, but also in L1 where no such instruction is introduced. This
is due to the reverse transfer that was claimed to happen according to Cook’s (2003)
multicompetence model. In an investigation into the reverse transfer of reading
strategies from L2 to L1 from multi-competence perspective, Talebi (2012) deliv-
ered strategy-based reading instruction in L2 and assessed its effect on reading
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process (awareness and use of reading strategies) and reading comprehension abil-
ity as reading product in L2 and L1. He found that the experimental group fared
better than the control group on both L2-L1 reading process and product.

Since it is now evident to us that LIH operates at affective domain of reading
across languages besides cognitive one, reading instruction in L1 has the double
advantage of addressing reading problems (i.e. reading skills and strategies) and,
more importantly, overcoming affective barriers to reading (i.e. reading demotiva-
tion and anxiety & negative reading attitude). Regarding the latter, L1 teachers
should be made aware of the cross-language repercussions of negative affective
factors for L2 reading and look for varying ways of helping students become par-
ticularly interested in reading, identify the sources of their reading anxiety, and
develop a positive attitude towards reading. In other words, L1 teachers who do not
pay attention to L1 affective factors pertaining to reading or otherwise underesti-
mate the importance attached to L1’s affective factors not only would negatively
impact students’ L1 reading outcome, but they would also contribute to negative
CLT of affective factors from L1 to L2 reading.

It is suggested that L1 reading materials be developed in such a way that teachers
teach explicitly for transfer. This is beneficial for L1 teachers and leaners. It is also
of benefit for L2 learner and teachers as learners transfer concepts, skills and strate-
gies from L1 to L2, and teachers need not teach these concepts, skills and strategies
as a result of CLT. However, as positive and negative transfer can occur at linguistic
and non-linguistic levels, L1 reading teachers should aim at setting conditions under
which learners are likely to transfer their learning from L1 to L2. Our proposition is
to teach L1 in such a way that not only we boost L1 knowledge among our students,
but we can remove the burden from the shoulders of foreign language teachers in
re-teaching concept, skills and strategies that are common across languages.
Interconnections between L1 and L2 reading in both cognitive and affective dimen-
sions of reading should also be well-research. That is, affective considerations
linked to L1-L2 reading such as reading motivation, reading anxiety, and reading
attitude should be incorporated in LIH to further enrich the construct and offer, in
turn, an explanation as to why L2 reading is not the sum of L1 reading ability plus
L2 knowledge.

Bernhardt’s (1991) compensatory model of L2 reading comprehension is closely
aligned with current description in that reading comprehension is literally concep-
tualized in relation to L2 knowledge, L1 competence, and motivational or generally
affective factor(s). Attention to a myriad of factors incorporated in this model will
help us to meet Cummins’ (2016) ‘usefulness’ criteria for judging the constructs he
proposed to the field because researchers and practitioners may wish to understand
“the extent to which the framework can be used effectively by its intended audience
to implement the educational policies and practices it implies or prescribes” (p. 941).
With respect to the lack of in-depth discussions linked to the affective side of the
assumed relationships, researchers and practitioners in general and those of work-
ing within EFL contexts (e.g. Iran) in particular, are invited to reassess the con-
structs on the basis of usefulness criteria to see how foreign language users with
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differential levels of reading anxiety and motivation as well as different reading
attitudes in their L1 are able to transfer their L1 reading ability to L2 reading.
As Talebi (2014) states:

To promote transfer, material developers should set clear course goals and objectives, orient
language teachers and learners to the course objectives, use activities that engage both lin-
guistic and non-linguistic elements of different languages in different contexts, provide
opportunities for reflection on tasks, evaluate learners’ awareness of linguistic and
non-linguistic elements, help learners develop checklists showing records of language
transfer effects, provide feedback to language learners about the influence of language
transfer on their language production or comprehension, and motivate learners to apply
their previous learning strategies to new learning situations.

Taken the studies into considerations, it is hence logical to conclude that L1 and L2
link to each other at an affective level, despite the general differences between L1
and L2. Extending it to Iran where school-age students have to initially read in their
L1, one may tentatively come to see the problems of L2 reading as a result of or at
least in relation to L1 affective factors. Thus, CLT of affective variables should be
counted as an important contributor to L2 alongside CLT of cognitive dimensions of
reading. As LIH and its overemphasis on affective factors in CLT do not present a
comprehensive picture of the effect of reading ability in L1 on L2 reading ability, a
more comprehensive model is therefore needed to take many variables ranging from
linguistic to contextual factors into accounts when dealing with Academic reading
in Persian.
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Abstract Metadiscourse features are the elements which constitute the writer-
reader and/or speaker-audience interaction in communication. For this reason, this
study set out to unearth the distributional pattern of metadiscourse features as well
as investigating writer-reader interaction in academic written genre in English and
Persian languages. For this aim, 82 texts of English and 91 texts of Persian languages
were gathered to create a do it yourself (DIY), balanced and representative corpus
of 1,223,750 tokens. For detacting and categorizing metadiscourse features,
Hyland’s model whose model is divided into interactive and interactional features
was used. For extracting the metadiscourse features through concordance lines,
Sketch engine corpus software was used. As the statistics and concordance lines of
the corpus showed, the English corpus contained more interactive and interactional
metadiscourse features than that of the Persian corpus. In addition, in both corpora,
there was a propensity towards interactive metadiscourse features. Added to this,
due to the numerical differences and heterogeneous distributional pattern of
metadiscourse features, it was found out that the way interaction between writer and
reader was constructed differed in English and Persian languages. The results of this
paper are hoped to have useful and practical implications for researchers in such
fields as, writing analysis, genre analysis, corpus linguistics, and contrastive
analysis.
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1 Introduction

When interacting, in either written or spoken mode, authors resort to textual
features through which they construct, maintain, and guide their intended interaction
with their prospective audience. With regard to this interaction between writer and
reader or speaker and audience, it is claimed that (Hyland, 2019) texts are constructed
at two various levels of meaning; namely as propositional or content level and
interactional level. To add support to this claim, Herriman (2014) puts forward the
idea that

Texts may be seen as consisting of different levels of meaning, a propositional content level,
which refers to actions, events, states of affairs or objects in the world portrayed by the text,
and a writer-reader level, where The writers interact with their readers, explicitly guiding
them through its structure and organization, commenting on the writing process itself or
expressing their opinions and beliefs concerning its content (p. 1).

Considering this two-dimensional aspect of writing, the level on which the com-
munication is created, maintained, and guided is called interaction which is yielded
by metadiscourse features (Hyland, 2014). The terminology of metadiscourse was
first coined by Zelig Harris in the 1950s (Hyland). It received, after a short-period
gap, further attention of the academia, commenced by Williams (1981) and resumed
by other researchers such as Vande Kopple (1985) and Crismore (1989) to refer to
“a self-reflective linguistic expression referring to the evolving text, to the writer,
and to the imagined readers of that text” (Hyland, 2004, p. 133). In the same vein,
Vande Kopple (2012) defined metadiscourse features as “elements of texts that con-
vey meanings other than those that are primarily referential” (p.37). In another defi-
nition, Schiffrin (1987), described metadiscourse features as “sequentially
dependent elements which bracket units of talk” (p.31) for establishing the
relationship between writer and reader.

As Hyland (2017) defines metadiscourse as “the ways in which writers and
speakers interact through their use of language with readers and listeners” (p.16), he
assigns three internal roles to metadiscourse features; distinguishing it from other
aspects of text elements. These three unique roles are: first, metadiscourse features
should be separated and distinguished from propositional aspects of text analysis.
Second, metadiscourse features consider, solely, those aspects of texts which
establish the writer-reader interaction, and third, metadiscourse features refer to
those internal aspects, not external ones, of the discourse.

As far as metadiscourse features in academic genre in English and Persian lan-
guages are concerned, there are reportedly some related and semi-related studies (see
for example Crismore & Abdollahzadeh, 2010; Abdi, 2011; Adel, 2018; Akbas &
Hardman, 2018; Alkhathlan, 2019; Bal Gezegin & Bas, 2020; Capar & Turan, 2020;
Dahl, 2004; Gezegin-Bal, 2015; Harwood, 2005; Hyland, 2001, 2004; Jalilifar et al.,
2018; Kawase, 2015; Kuhi & Behnam, 2011; Samraj, 2008; Yagiz & Demir, 2015).

Likewise, an array of previous studies demonstrated that usually, Iranian writers
employ fewer metadiscourse features as compared to those of the native authors of
English. As an example, in one related study, Marandi (2002) ran a comparative
study on the distribution of metadiscourse features in the introduction and discussion
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sections of 30 master thesis between Iranian and English students. For doing so, she
analyzed three types of texts written by British English writers, Persian texts written
by Iranian writers, and English texts written by Iranian writers. By analyzing the
first 1000 words in each section, Mardani realized that in the introduction section
were more interpersonal metadiscourse features, whereas in the discussion section,
texts were more replete with interpersonal metadiscourse features. More, she found
out that native speakers of Persian language used logical connectors as the most
used type of metadiscourse features; while, English native speakers used them as
the least used type of metadiscourse features.

In the same line, Vasheghani Farahani (2017) embarked on a comparative study
of metadiscourse features usage and distribution in Applied Linguistics research
journals written by English and Persian native speakers. Being a corpus-based
study, he found that usually English native speakers used more metadiscourse
features as compared to those of the Persian writers. Besides, Vasheghani Farahani
found that both English and Persian native speakers exploited more interactive
metadiscourse features than the interactional ones.

In another research, Dehghan and Chalak (2016) researched the distributional
behavior of code glosses in academic writing among Iranian writers and English
native authors. Compiling a corpus out of 30 journals in Persian and English
languages, they found that there was statistically no significant difference between
the distributional behavior of code glosses in English and Persian languages.

In the same vein, Ghazanfari and Barani (2018) launched comparative research
on the way metadiscourse features were used by native and non-native university
students. For this objective, they collected 40 papers written by native males,
nonnative males, native females, and nonnative female writers based on Hyland’s
and Tse’s metadiscourse features typology (2004). Their study showed that there
were subtle differences between the way metadiscourse features used and distributed
by different groups.

Contrary to the commonplace and rudimentary method (s) of quantifying lan-
guage features manually, which is time-consuming and subject to human error
(Heng & Tan, 2010), one plausible and reliable method of extracting specific
language features within the immediate context of usage is through corpus which is
defined as “an electronically stored, searchable collection of texts*“(Jones & Waller,
2015, p.6). Although corpora are finding their way(s) to language studies, a fleeting
look at the previous research (see for example Akbas, 2012; Permana Sukma & Sari
Sujatna, 2014; Singh & Daniel, 2018) demonstrate that most (if not all) of them
lacked the exploitation of corpora as the data were small and there was no
systematically designed method of gathering language data (in terms of corpus
analysis); impugning the issues of corpus representativeness and balance as well as
the validity and reliability of the results. Besides, there seems, to the best knowledge
of the researcher, to be a lack of authentic research in comparing English and Persian
language pair in relation to metadiscourse features and academic written genre as
the existing accounts failed to delve into such issue. Moreover, most of the studies
done in this area of inquiry were circumscribed to the sheer frequency-based
analysis of metadiscourse features which deprived the competent reader (s) of the
qualitative and solid analysis and results.
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Taking these gaps into consideration and in line with the research priorities, the
impetus of this research was to unearth, by the virtue of corpora, the distributional
pattern(s) of metadiscourse features in English and Persian language pair to identify
the potential differences in academic written genre as well as investigating writer-
reader interaction shaping in academic written genre in English and Persian
languages. As a result, the questions of this comparative corpus- based research
were 1: how were metadiscourse features used and distributed in academic written
genre in English and Persian languages? and 2: Were there any differences between
the way metadiscourse features were used and distributed in the academic written
genre of English and Persian languages? and 3: How did the interaction between
writer and reader shape and establish in academic written genre in English and
Persian languages? Concerning these research questions, the null hypothesis was
that there were no differences between the distributional pattern of metadiscourse
features in academic written genre in English and Persian languages and that the
writer-reader interaction in written academic genre in English and Persian languages
shaped similarly and remained unchanged.

2 Method

2.1 Data Gathering Regime and Corpus Compilation Scheme

As this research was a contrastive corpus-based study, it was inevitable to compile
a balanced and representative corpus (Anthony, 2009). Because commercially com-
piled corpora which may fit the research objectives were not available, efforts were
made to compile a Do It Yourself (DIY) corpus defined as an ensemble of texts
gathered, in an electronic format, by the user for a specific purpose (Zanettin, 2012)
which could meet the requirements of the study. For this purpose, 6 different sub-
corpora were selected in different fields of study; each with miscellaneous resources
and text types (genre) to compile this bilingual comparable corpus defined as “texts
in two or more languages, which have been gathered according to the same genre,
field and sampling period criteria” (Delpech, 2014, p.7). This miscellaneous cate-
gory of sources ensured the issues of corpus diversification, corpus balance, and
corpus representativeness as prerequisites for corpus compilation (Baker, 2006Dash,
2007). Table 1 represents the data gathering corpus regime in English and Persian
languages. It is worthy to note that as metadiscourse features are used and found
more in humanities (Akbas & Hatipoglu, 2018; Sorahi & Shabani, 2016; Yazdani
et al., 2014), it was decided to compile texts more from this area of study to ensure
the issue of corpus representativeness. However, it should be mentioned that papers
were not limited to humanities as they were selected from miscellaneous sub-
branches of each field of study for ensuring the matter of corpus diversification,
balance, and unbiases (Brezina, 2018).

Setting the corpus creation criteria, the texts were selected randomly from differ-
ent open access journals in English and Persian languages through searching the
web as a corpus creation resource (Brezina, 2018). The Persian texts’ authors were
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all native speakers of Persian language. Contrary to Persian language, not all of the
English papers were written by English native speakers as not all of the internation-
ally reputed journals were open access; limiting the access of the researcher to
search for the natively written papers. For corpus compilation, the English papers
were selected from open access journals which were indexed in highly impact factor
scientific databases like SCOPUS, Master Journal Lists, Journal Citation Reports
Clarivate Analytics, and Scimago Journal & Country Rank. Likewise, the Persian
papers were selected from journals that were open access and indexed in such highly
scientific and reputed databases as ISC Master Journal List, DOAJ, SCOPUS and
SID. The issue of authors’ gender was not taken into consideration as this variable
had nothing to do with this study in hand. As a result, papers from both male and
female authors were selected for the corpus compilation. The papers were selected
from 2015 onwards; creating a more synchronic corpus. The reason why more
recent papers were selected for corpus compilation was the such variables as time-
period and historical perspectives (diachronic vs. synchronic dichotomy) were
beyond the scope of this paper.

Before the texts were uploaded into Sketch engine corpus software, which is the
corpus software of this study, they underwent text cleaning policy (Sinclair, 1991;
Szudarski, 2018). This cleaning text policy entailed the obliteration of unnecessary
and superfluous parts of the texts like graphs, diagrams, photos, illustrations,
footnotes, endnotes, acknowledgments, name of the journals as well as reference
section and biography of the authors. In addition, in some of the Persian papers,
abstracts were written in two languages of Persian and English. For this reason, the
English language abstracts of the Persian journals were obliterated as they were not
in line with the Persian language corpus creation criteria. Except for these,
the researcher did not exert any alteration in the texts, nor did he add anything to
them. Table 1 below summarizes data gathering resources scheme for creating two
monolingual, comparable, DIY, synchronic, unannotated, balanced, specialized,
and representative corpora of academic genre in English and Persian languages.

Table 1 Data gathering sources scheme for corpus compilation

English language Persian language
Number of Number of
Field of study texts Field of study texts
Applied Sciences & 10 Applied Sciences & 12
Engineering Engineering
Humanities 24 Humanities 25
Experimental / Basic 13 Experimental/ Basic Sciences | 16
Sciences
Medical Sciences 10 Medical Sciences 12
Arts 12 Arts 13
Agricultural 13 Agricultural 13
On aggregation English Corpus Persian Corpus
Number of Number of Number of Number of
texts tokens texts tokens
82 611,914 91 611,836
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Table 1 delineates quantitatively related information on the corpus compilation
scheme. As can be seen, the English corpus was compiled out of 82 texts and
611,914 tokens. The Persian language corpus, on the other hand, consisted out of 91
texts and 611, 836 tokens.

2.2 Metadiscourse Typology

As this study was an effort to investigate metadiscourse features in English and
Persian languages, it was plausible, therefore, to adopt a classification of
metadiscourse features as part of the theoretical framework. A scan of the related
literature demonstrated that there was a wide range of metadiscourse features
classification (see for example Abdi et al., 2010; Crismore et al., 1993; Fraser, 2006;
Tan et al., 2012; Vande Kopple, 1985); however, from among these miscellaneous
typologies, the one created by Hyland was exploited in this study. The logic beyond
this selection was due to the fact that Hyland’s typology and his classification of
metadiscourse features stands among the most recent classifications of metadiscourse
features which is not only easy to grasp but also straightforward in comparison with
other classifications.

Hyland’s typology is classified into two main categories as interactive and inter-
actional. The interactive category is used to “organize propositional information in
ways that a projected target audience is likely to find coherent and convincing.
They are clearly not simply text-organizing as their deployment depends on what
the writer knows of his or her readers” (Hyland, 2019, p. 59). The interactive cat-
egory is composed of five sub-categories including transitions (devices to improve
the connections between sentences and paragraphs.), frame markers (devices used
to refer to sequences and acts), endophoric markers (devices to refer to information
in other sections of the text), evidentials (devices to refer to the information to
other sources) and code glosses (devices to elaborate propositional meaning). The
interactional category, on the other hand, refers to those features which “involve
readers and open opportunities for them to contribute to the discourse by alerting
them to the author’s perspective towards both propositional information and read-
ers themselves” (Hyland, 2019, p. 61). This category is composed of five sub-cat-
egories as hedges (devices used to show uncertainty), boosters (devices used to
show certainty), attitude markers (devices used to show writer’s affective attitude),
self-mentions (devices to reveal the writer’s personal presence in the text) and
engagement markers (devices used to indicate the interaction of the readership)
(Table 2).
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Table 2 The category of Hyland’s metadiscourse features

Category Function Example
Interactive Help to guide the reader through the text | Resources
Transitions Express relations between main clauses | In addition; but; thus; and

Frame markers

Refer to discourse acts, sequences and
stages

Finally; to conclude; my
purpose is

Endophoric Refer to the information in other parts of | Noted above; see figure; in

markers the text Sect. 2

Evidentials Refer to information from other Texts according to X; Z states

Code glosses Elaborate propositional meaning Namely; e.g.; such as; in other
words,

Interactional Involve the reader in the text Resources

Hedges Withhold commitment and open Might; perhaps; possible; about

dialogue
Boosters Emphasize certainty and close dialogue | In fact,/definitely/it is clear that

Attitude markers

Express writer’s attitude to the
proposition

Unfortunately; I agree;
surprisingly

Self-mentions

Explicit reference to authors

I; we; my; me; our

Engagement

Explicitly build a relationship with the

Consider; note; you can see that

markers reader

3 Procedure

To put this study into practice, a wide array of various steps was taken. First, the
data were compiled based on the data gathering scheme explained, at lengths and in
details, above. Then, by converting the PDF files into TXT format, the text cleaning
process was done. Once the data were compiled in two languages, they were read
line by line, manually, to detect any occurrence of metadiscourse features (tokens).
When they were detected, metadiscourse features were categorized based on the
model of Hyland. The texts were then merged into two comparable corpora in
English and Persian languages in order to create two unified corpora. In the final
stage, the frequency (types) of each of the metadiscourse features tokens was
calculated through concordance lines in the immediate contexts of usage. In order
to make sure that the identification of metadiscourse features was flawless, the data
gathered from the automatic scanning was analyzed by hand.

4 Statistics

In order to have a deep understanding of the distributional pattern of metadiscourse
features, the statistical analysis was done by using SPSS. It is worth mentioning that
first statistics for the corpus of Persian language were done, then statistics for the
corpus of the English language. The results are as the following.
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4.1 Persian Language Corpus

Table 3 represents the frequency and distributional pattern of metadiscourse fea-
tures in the Persian corpus. As can be seen, the corpus consisted of 1601 interac-
tional and 6797 interactive metadiscourse features; constituting 19.1% and 80.9%
of the corpus’ respectively. This signifies the fact that as far as the Persian corpus
was concerned, the Persian language was interactive oriented.

Table 4 reveals information of the distributional pattern of interactional metadis-
course features in the Persian corpus. As can be seen, from among the interactional
metadiscourse features, boosters, and self -mentions with 62.8% and 23.7% were
the most prevalent types of interactional metadiscourse features. With 7.4% and
5.0% were hedges and attitude markers the third and fourth used interactional meta-
discourse features. The least used type of interactional metadiscourse features were
engagement markers with 1.1%.

Table 5 shows the distribution of interactive metadiscourse features in the Persian
corpus. As can be understood frame markers and endophoric markers were the most
frequent interactive metadiscourse features in the Persian corpus with 43.9% and
21.9%; respectively. After that transitions were the third most frequent interactive

Table 3 The distribution of interactive and interactional metadiscourse features in the Persian
language

Frequency Percent Valid percent Cumulative percent
Valid Interactional 1601 19.1 19.1 19.1
Interactive 6797 80.9 80.9 100.0
Total 8398 100.0 100.0
Table 4 The distributional pattern of interactional metadiscourse features of the Persian corpus
Frequency | Percent | Valid percent | Cumulative percent
Valid | Attitude markers 80 5.0 5.0 5.0
Boosters 1006 62.8 62.8 67.8
Engagement markers | 17 1.1 1.1 68.9
Hedges 119 7.4 7.4 76.3
Self-mentions 379 23.7 23.7 100.0
Total 1601 100.0 100.0
Table 5 The distributional pattern of interactive metadiscourse features in the Persian corpus
Frequency | Percent | Valid percent |Cumulative percent
Valid | Code glosses 882 13.0 13.0 13.0
Endophoric markers | 1491 21.9 21.9 34.9
Evidentials 450 6.6 6.6 41.5
Frame markers 2985 43.9 43.9 85.4
Transitions 989 14.6 14.6 100.0
Total 6797 100.0 100.0
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Table 6 The cumulative frequency of metadiscourse features in Persian corpus

Frequency | Percent | Valid percent | Cumulative percent

Valid | Attitude markers 80 1.0 1.0 1.0
Boosters 1006 12.0 12.0 12.9
Code glosses 882 10.5 10.5 234
Endophoric markers 1491 17.8 17.8 41.2
Engagement markers | 17 2 2 41.4
Evidentials 450 5.4 5.4 46.7
Frame markers 2985 355 355 82.3
Hedges 119 1.4 14 83.7
Self-mentions 379 4.5 4.5 88.2
Transitions 989 11.8 11.8 100.0
Total 8398 100.0 100.0

metadiscourse features followed by code glosses as the fourth used interactive
metadiscourse features with 14.6% and 13.0%; respectively. The least used interac-
tive metadiscourse features were evidentials with 6.6%.

Table 6 delineates the cumulative frequency of interactive and interactional
metadiscourse features in the Persian corpus. As can be seen, from among the meta-
discourse features, frame markers (35.5%), endophoric markers (17.8%), boosters
(12.0%) and transitions (11.8%) were the most frequent metadiscourse features.
Then, code glosses, evidentials, and self -mentions with 10.5%, 5,4%, and 4.5%
were the most applied metadiscourse features in the Persian corpus; respectively.
The least used metadiscourse features of the Persian corpus were engagement mark-
ers (.2%), hedges (1.4%), and attitude markers (1%).

As can be inferred from Fig. 1. frame markers, endophoric markers, boosters,
and transitions were the most frequent types of metadiscourse features in the Persian
corpus followed by code glosses, evidentials, and self -mentions. The least used
metadiscourse features in the Persian corpus were engagement markers, hedges,
and attitude markers.

In order to see if the distributional pattern of interactive and interactional meta-
discourse features was statistically significant in the Persian corpus, a binomial test
was run. The results are represented in the following (Table 7):

Table 7 shows the results of the binomial test run for the Persian language cor-
pus. As can be shown, the p-value was smaller than 0.05 which means that there was
a statistically significant difference between the distribution of interactive and inter-
actional metadiscourse features in the Persian corpus.

4.2 English Language Corpus

Table 8 refers to the distributional pattern of interactive and interactional metadis-
course features in the English corpus. As can be seen, the English corpus contained
20,069 tokens of interactive metadiscourse features and of 3636 tokens of
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Fig. 1 The distributional pattern of metadiscourse features in the Persian corpus

Table 7 Binomial test of the Persian corpus

Category N Observed prop. | Test prop. | Exact sig. (2-tailed)
Corpus | Group 1 | Interactive 26,866 | .84 .50 .000
Group 2 | Interactional 5237 | .16
Total 32,103 | 1.00

Table 8 The distribution of interactive and interactional metadiscourse features in the English

language
Frequency Percent Valid percent Cumulative percent
Valid Interactive 20,069 84.7 84.7 84.7
Interactional 3636 15.3 15.3 100.0
Total 23,705 100.0 100.0

interactional metadiscourse features. This signifies that the English corpus was
inclined towards interactive metadiscourse features.

Table 9 shows the cumulative distribution of metadiscourse features in the
English corpus. As can be seen, from among the metadiscourse features, transitions
(34.5%), frame markers (28.7%), and code glosses (12.0%) were the most frequent
types of metadiscourse features in the English corpus. Then, boosters (9.9%), endo-
phoric markers (7.6%), and self-mentions (5%) were the next most used types of
metadiscourse features in the English corpus. However, the least used types of
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Table 9 The cumulative frequency of metadiscourse features in English corpus

Frequency | Percent | Valid percent | Cumulative percent
Valid | Attitude markers 56 2 2 2
Boosters 2338 9.9 9.9 10.1
Code glosses 2848 12.0 12.0 22.1
Endophoric markers 1802 7.6 7.6 29.7
Engagement markers 606 2.6 2.6 323
Evidentials 450 1.9 1.9 342
Frame markers 6800 28.7 28.7 62.9
Hedges 516 2.2 22 65.0
Self-mentions 120 5 5 65.5
Transitions 8169 34.5 34.5 100.0
Total 23,705 100.0 100.0
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Fig. 2 The distributional pattern of interactive and interactional metadiscourse features in the
English corpus

metadiscourse features in the English corpus were engagement markers (2.6%),

hedges (2.2%), attitude markers (.2%), and evidentials (1.9%).

Figure 2 represents the distributional pattern of interactive and interactional
metadiscourse features in the English corpus. As can be seen from the graph, transi-
tions, frame markers, and code glosses were among the most used metadiscourse
features followed by boosters, endophoric markers, and engagement markers.
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Fig. 3 The comparative distribution of metadiscourse features in Persian and English corpora

Table 10 The distributional pattern of interactional metadiscourse features in the English corpus

Frequency | Percent | Valid percent | Cumulative percent
Valid | Attitude markers 56 1.5 1.5 1.5
Boosters 2338 64.3 64.3 65.8
Engagement markers | 606 16.7 16.7 82.5
Hedges 516 14.2 14.2 96.7
Self-mentions 120 33 33 100.0
Total 3636 100.0 100.0

However, the least used metadiscourse features of the English corpus were eviden-
tials, self-mentions, and attitude markers.

Figure 3 signifies the comparative distribution of interactive and interactional
metadiscourse features in English and Persian corpora. As can be seen, in both cor-
pora the inclination was towards, more, to the interactive category of metadiscourse
features. Also, the English corpus contained more metadiscourse features when
compared to that of the Persian language in both categories of interactive and
interactional.

Table 10 shows the distributional pattern of interactional metadiscourse features
in the English corpus. As can be seen, from among the interactional metadiscourse
features boosters and engagement markers with 64.3% and 16.7% were the most
used interactional metadiscourse features. Hedges with 14.2% were the third used
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Table 11 The distributional pattern of interactive metadiscourse features in the English corpus

Frequency | Percent | Valid percent | Cumulative percent
Valid | Code glosses 2848 14.2 14.2 14.2
Endophoric markers 1802 9.0 9.0 23.2
Evidentials 450 2.2 22 25.4
Frame markers 6800 339 33.9 59.3
Transitions 8169 40.7 40.7 100.0
Total 20,069 100.0 100.0

Table 12 Binomial test of the English corpus

Category N Observed Prop. | Test Prop. | Exact Sig. (2-tailed)
Corpus | Group 1 | Interactive 20,069 | .85 .50 .000
Group 2 | Interactional 3636 | .15
Total 23,705 | 1.00

interactional metadiscourse features of the English corpus. The least used interac-
tional metadiscourse features were self-mentions with 3.3.%.

Table 11 shows the distributional pattern of interactive metadiscourse features in
the English corpus. As can be understood from the Table 11, transitions (40.7%),
frame markers (33.9%) and code glosses (14.2%) were the most frequent used inter-
active metadiscourse features in the corpus. Then, endophoric markers and eviden-
tials with 9% and 2.2% were the least used type of interactive metadiscourse features
in the English corpus.

In order to see if the distributional pattern of interactive and interactional meta-
discourse features was statistically significant in the Persian corpus, a binomial test
was run. The results are represented in the following:

As can be seen in Table 12, the Binomial result was smaller than 0.05 which
means that there was a statistically significant difference between the distribution of
interactive and interactional metadiscourse features in the English corpus.

4.3 Persian & English

Table 13 shows the ensemble of metadiscourse features in English and Persian cor-
pora. As can be seen, the number of metadiscourse features was more than that of
the Persian language corpus with 8398 and 23,704 items; respectively.

To see if there was a statistically significant difference between the distributional
pattern of interactive and interactional metadiscourse features in both corpora bino-
mial test was conducted. The results are shown in the following table.

Table 14 shows the results of the binomial test. As can be seen, the P-value was
smaller than 0.05. As a result, there was a statistically significant difference between
the distributional pattern of metadiscourse features in English corpus and that of the
Persian corpus.
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Table 13 Cross-tabulation of metadiscourse features in the English and Persian corpus

Text corpus crosstabulation

Count
Corpus
Interactive Interactional Total
Text Persian 6797 1601 8398
English 20,069 3636 23,705
Total 26,866 5237 32,103

Table 14 The results of Binomial test of English and Persian corpora

Chi-Square tests

Asymptotic Exact significance | Exact Significance
Value | df|significance (2-sided) | (2-sided) (1-sided)
Pearson 63.045*| 1 |.000
Chi-Square
Continuity 62.772 |1 |.000
correction®
Likelihood ratio | 61.381 |1 |.000
Fisher’s exact test .000 .000
Linear-by-linear | 63.043 |1 |.000
association
N of valid cases 32,103

a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 1369.98.
b. Computed only for a 2x2 table.

5 Results and Discussions

This contrastive corpus-based study was aimed at revealing and comparing the dis-
tributional pattern of metadiscourse features in academic genre as well as unveiling
writer-reader interaction in English and Persian languages. To this end, two bal-
anced and representative corpora of English and Persian academic written texts
were created with the total tokens of 1,223,750 in 6 different fields. For classifying
metadiscourse features, Hyland’s model which consists of interactive and interac-
tional metadiscourse features (2006) was used. Based on the statistical analysis as
well as reading of the corpus, an array of results can be drawn.

According to Fig. 3 and Table 14, in both interactive and interactional metadis-
course features, there was statistically a significant difference between English and
Persian languages. Moreover, English, and Persian corpora followed a dissimilar
pattern of interactive and interactional metadiscourse features in terms of hierarchy
position. The more reliance of the English authors on applying metadiscourse fea-
tures in writings can add support to this idea that they were more cognizant and
aware of the role(s) and function(s) of the metadiscourse features in their writings.
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Moreover, it can be concluded that the English authors knew that metadiscourse
features could promulgate the rational appeals, writers’ authority as well as respect
for the reader’s perspectives and needs as these functions can be achieved through
the exploitation of metadiscourse features.

5.1 Interactive Metadiscourse Features of English
and Persian Corpora

As the statistics in Tables 3 and 6 as well as Fig. 1 delineate, in both corpora, there
was an inclination towards interactive metadiscourse features. The more reliance of
authors on interactive metadiscourse features signifies the fact that writing “as an
interactive process” (Hyland, 2019, p. 12) requires the deployment of specific lan-
guage features (forms and expressions) based on which the authors could convey
their intended meaning(s) to the prospective readership. This can be consistent with
the fact that the authors were looking for expressions and features in order to be able
to make complex argumentations discursively. Although both corpora contained
more interactive metadiscourse features as compared to that of the interactional, the
English authors used more interactive metadiscourse features (see Table 13) than
that of the Persian ones. The more presence of interactive metadiscourse feature in
English corpus means that authors of the English texts were more aware of and
concerned with creating a well-established interaction as well as a coherent
relationship (by the virtue of structural links) with their prospective readers and
helping them to comprehend them better as such functions can be achieved through
interactive metadiscourse features.

5.1.1 Transitions

Academic writing is a form of wring that requires a high command of transitions as
the prospective readers need to clearly understand the message conveyed by the
writer. Transitions are those elements that are used to create an internal linkage to
various parts of the text. Transitions can be in various functions such as addition,
comparison, and compensation. As the data in Tables 5 and 11 revealed, there was a
different pattern in using transitions in English and Persian corpora. To put it
differently, although, in Persian corpus, transitions were the third used interactive
metadiscourse features, in the English corpus, they were the most frequent ones.
The more emphasis of authors of the English corpus on transitions may signify their
more concern with the internal connections of their argumentations in academic
writing. This is in line with the efforts that they made to create disambiguate
postulations and make the process of comprehension easier and fathomable for the
readership (Fig. 4).



54 M. Vasheghani Farahani

CONCORDAMNCE | english corpus of Academic Texts e ® B @ @ M 2§
gl Thus ZOT (60 02 e mtan) Q 2 m ®® ¥ = 8 @ - 0 =wean- + O
D Detils sentence
[0 cockD <s» Thus , i four years (2012-2015) the Minstry of Environment approved only 10 management pians, whils = T first § months of 2016 more than 210

obtaned approval, covenng 500 Natura 2000 sites, including thase without 8 custodian (Minstendl Medalul Apeior s: Padurilor, 2016¢) <fs>
0 ) dockd <s> Furthermaore, the poltical instabéity and repetead changes of the Ministry of Environment jurisdichons have a negative impact on the govemnance of
prefected areas and thus _ influence the implementation of the Birds and Habilats Directives. </s>

O O docsd <s> Thus | my main aim in this paper is to identify boxt functions and linguistic leatures that pestain 1o 8 new genre that recently appeared in digtal ka lby
studijos/studiesaboutianguagesno. 35/201935 contes /s>
' dockl <s= They often mitate some ciher convention- al genres, such as academic bexts. and thus wer ific naratives about bread
gen ¥ Spac
and s producers. </s>
O (. dockh <3= For the purposes of this study. Eagleton™s {1091) and Adolphs’ (2006 definition of ideciogy has besn adopted and i thus perceived "as a felatiely

neutral lgm that relates lo beliefs and attiludes™ (Adolphs, 2008, p. 84) </s>
#0 s> The least negalive results, though, ane those lor prapared expressiveness and descriptiveness, which can thus be said 1o be the mast characlensbic

funcbions of bread descriptions </s>
#0) 3= Il is representative of official public discussions and spoken inleraction in geneval and thus is not charactenst: of written bread descriptions which are,

regarding this functon. closer 1o fiction. </s»
#0 <3> Directveness comelates with modals, present tense verbs. and enumerations and thus might be expected n promotional foxds; but i broad

O O 0O

descrplions it is not typical (—40.3%) </s>

Fig. 4 Concordance line of “thus” as a transition in the English corpus
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Fig. 5 Concordance line of “wi > “as a frame marker in the Persian corpus

5.1.2 Frame Markers

Frame markers are those elements that are used to structure the discourse as well as
shaping the organization of the discourse. Again, the English corpus found to have
more frame markers as compared to that of the Persian corpus (see Tables 6 and 9).
However, the Persian language authors used frame markers as the most prevalent
interactive metadiscourse features. Regardless of the frequency, that the authors of
both English corpus and Persian corpus used more frame markers as the first and the
second used interactive metadiscourse features is consistent with the fact that usu-
ally, academic writing requires a well-organized sequence and stage structure so
that the readers can follow the sequential follow of the text easily and effortlessly.
This can be attributed to this fact that authors of both English and Persian were
aware of how to write academic papers that required a very clear and understand-
able sequential follow for the readership (Fig. 5).
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=<3> Afihough the pubbc opimion peovides support 1o environmental scbons, it was not the same in Romania at the beginning of Natura 2000 network

anphimentation. </s>
#0) =5= INTRODUCTION At the beginning of the sixieenth century, the Satavid 100k power in lran and they remained in power for two centuries. <is>

40 <3> Samilarly. other studies show thist temparal profiles of NOVI vary every fortnight, especially at the beginning and at the end of each cyche (Junges ot

al 2018) <'s>
#) <g» The exceptions happen at the beginning and the end of the Ln series, whene his diference vanishes. </s=

OD OO O

#1 =5> Many weighing ca 50 g at the beginning of the experiment and ca. 350 g al the end), which were fed dady with an amount of feed equivaient 1o

shudies have highlighted the roie of exogencus Ca. apphed both 2 5-3% of the fish weight (the composition of the feed is mdicated in pre. and postharvest
N a wide range of species such as apple, Supplementary Table 15). peach, pear, and some berry fruts17 as well as its migation of Melon plants of the
type "peel g sapa” (Cuciamis medo L
dockl «s» Thus. af the beginning , the frst-generabon residents did not expend a kot of energy on improving the condition of Me house, </s= 1]

#1 <> Thes low-frequency pseuco-nductive behavier appeared 1o be more intensa at the beginning of the exposures and then lowered in mlensity, but did

not compiletely disappear </s»
#1 <5 The ruling regimes were more powesful at the beginning . then, revalutionanes gained more power, and finally Islamists jumped io the forefiont. <is>

DO oo

1 «s> insh s a computationally underJescurced language, and the lack of speech. and text-based resources means that the uptake of CAT looks among
Inshanguage translators has been siower than among ihose who work wilh major languages (Dowing, Cassidy, Maguine, Lynn, Srivastava, & Judge
2015) 5 insh is & haghly inflected verb-subject.object language, in which a word may change at the beginning _ middie or end (Artan et 8l 2016), and in

which the infinitive verb form is replaced by the verbal noun (Nofan, 2012) </s>

#1 <3> One needs only look at the influence of the multi-fibre arrangement (MFA] in the ciothng and texties industries 1o be aware of this (the aboltion of the
MFA at the beginning of 2005 is having a massae influence on GPNs in these industries). </s>

[m]

Fig. 6 Concordance line of “ at the beginning” as the endophoric marker in the English corpus
5.1.3 Endophoric Markers

When it comes to endophoric markers as the elements which refer to other sections
of the texts, there seems to be a quite different manner in English and Persian cor-
pus. In other words, in terms of frequency, the English corpus had more types of
endophoric markers; whereas, in terms of position, the Persian corpus took a higher
position (see Tables 4 and 11). This more reliance of authors of the Persian corpus
on endophoric makers can have a logical relationship with transitions. Indeed,
Persian authors used endophoric markers significantly (in terms of position, not the
frequency) as they used fewer transitions; therefore, trying to make extra and added
ideational materials salient for the readers. This flashback to other parts of the text
was a compensation for less use of transitions which are used to link different parts
of the texts and for facilitating the comprehension as well as supporting argumenta-
tions (Fig. 6).

5.1.4 Evidentials

In terms of hierarchy, evidentials were the least used types of metadiscourse fea-
tures in both corpora; despite the more frequency of the English corpus. Evidentials
are references to other materials as a supporting factor for the authors’
argumentation(s). These elements appear through the citations (either direct or indi-
rect quotations). This lackluster presence of evidentials in corpora may be attributed
to the fact that the authors had novelty in their propositions and claims; finding
themselves independent of referring to other supporting ideas and argumentations
(Fig. 7).
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sentence

1 <> The pest onginated in tropical Mesoamerica {southem Mexico and parts of Central Amenca) from which it has dispersed and become established in
ofher regons and countries wheds it causes sgnificant losses o cotion erops 1 jas cesanet org Journal of Agneultural Science Vil 11, No. 5, 2019
{Roehrdanz, 2001, Showler 2009, Jeger et al 2017) </s>

#1 <s> Damage inflicted by A grandss grandss is from feeding on flower buds (also called “squares”), particutarly large ones (5 5-8 mm diam), by chewing
through the outer “ind” and mserting its rostrum o consume the regroductive structures within ( Showler | 2004, 2005, 2006), and by oviposition in the
buds. </s>

#1 <s= Unloss the cotion crop & planted late, most ingury 1o buds ccturs on the middle and upper potions of the coltion plant's canopy (Busoli o1 al , 2004

Showler  Greenberg Scott Jr. 8 Robinson, 2005). </s>

1 «<5» Eggs are usually daposited singly inside a cotion bud, afler haichng, larves feed, pupate, and ext as adults usually afier the bud has abscisad and
fakien 1o the sol surface (Lesgh, Roach, & Watson, 1906, Showler & Cantu, 2005, Showler & Robinson, 2008) </s>

doc#t <s> Eggs are usually deposied singly insxde a cotion bud, after haichng. larvas feed pupate, and et as adults usially afier the bud has abscised and &
falian to the sod surface (Leigh, Roach, & Watson, 1096; Showler & Cantu, 2005, Showler & Robinson, 2008). </s>

1 <> injured buds and bods that reman attached 1o the plants often do not apen properly, and mjury can Cause yield reducton by abarbion and by decreased
fiber quantity and quality (Bastos et al, 2005, Showler | 2006, 2007) </s=

#1 <g> In some mstances commercial cultvars show a degree of resistance or susceptibdity that s related 10 the size of fruling structures they produce (Siva
ot al, 2015) whach is important for A grandis grandis development { Showler | 2005) </s»

1 5> In addiben to wild conon traits Such as frego beacts (Jenkins & Pamot, 10 jas ccsenet org Jounal of Agriculiural Science Vel 11, No. 5, 2010 1971)
ckra leaves (Vidal Neto, Siva, Bleicher. & Melo, 2005), trichomes, and some alliochemicals (Hagenbucher of al | 2013), the se of colion Truiing siructures
affects the axtent of & Cultvar's suscoplibity { Showler | 2005) </s>

#1 5> Some prolectant effects of infercroppeng and vegetabonal diversification can also be achieved from the mcreased inodence of natural enemies (Altieri

Fig. 7 Concordance line of evidential in the English corpus

5.1.5 Code Glosses

Code glosses as the elements which demonstrate the writer’s evaluation of the sub-
ject manner took similar positions in English and Persian corpora. In terms of fre-
quency, however, the English corpus contained more types than that of the Persian
corpus. These elements are used by the authors to ensure that the reader has under-
stood the essence of the message by such techniques as rewording, paraphrasing,
and elaborating. The results (see Tables 5 and 11) show that these features were not
among the most used and applied interactive metadiscourse features in Parisian;
whereas they were taken quite seriously in the English corpus. In addition to the
technical knowledge of academic writing, it can be said that authors of the English
corpus made more efforts to ensure the understanding of their message on behalf of
the readers. In addition to this, by using more code glosses than the authors of the
Persian corpus, the authors of the English corpus showed their more freedom and
latitude to provide complementary information to the satisfaction of the readers.

5.2 Interactional Metadiscourse Features of English
and Persian Corpora

These elements construct a dual relationship with the readers as well as providing
them with the opportunity to contribute to the discourse by the virtue of alerting the
readers about the propositions and argumentations in the text. The interactional
features have dual implications: one for expressing the authors’ opinions as well as
engaging themselves with the readership and the other one for guiding them in the
course of discourse (Hyland, 2019). According to statistics in Tables 4 and 10, there
was difference between frequency and distributional pattern of the interactional
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metadiscourse features in English and Persian corpus. As can be seen, the English
corpus contained more types of international metadiscourse as compared to that of
the Persian corpus (3636 vs.1601 tokens). This is in line with the interactive
metadiscourse features which means that the English authors were more aware of
and more competent in exploiting these features for the sake of the readability of
their writings. Concomitant to the frequency, the distributional pattern of the
interactional metadiscourse features, also, differed in two corpora. As a matter of
fact, in the English corpus, the interactional metadiscourse features were distributed
as boosters, engagement markers, hedges, self-mentions, and attitude markers;
respectively. On the contrary, in the Persian corpus, the interactional metadiscourse
features were distributed as boosters, self-mentions, hedges, attitude markers, and
engagement markers; respectively.

5.2.1 Hedges

Hedges refer to the elements which show uncertainty of the author(s) by allowing
the interjection of the alternative voice (s). Indeed, by using hedges, the author will
demonstrate his subjectivity towards the proposition and will emphasize that his
words are more of opinions than facts. This uncertainty is quite common and
prevalent in academic writing where the researcher will not fully remain insistent on
the results. This plausible reasoning and argumentation entails the insertion of
alternative voice in the text. Interestingly, there is a reverse relationship between
hedges and boosters; meaning that, when hedges are low in number, boosters are
high and vice versa. Considering this, in both English and Persian corpora, boosters
secured the third rank in terms of frequency and distributional pattern. Regarding
such pattern, this could mean that the authors were, to a great extent, not fully sure
of their propositions, claims, and results found in their research; opening the
alternative voice (s) path in their reasoning (Fig. 8).
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Fig. 8 Concordance line of “Vi-! “as an example of hedges in the Persian corpus
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5.2.2 Booster

Contrary to hedges, boosters have closing functioning which means that the author
will prevent the interjection of any other voice in the texts. By applying boosters, the
author accepts and shows that there could be some alternative voices; however, he
is steadfast, unwavering, and persistent in his reasoning. The alternative and reverse
use and function of hedges and boosters will delineate the extent to which the author
wants to either welcome or prevents the interjection of any alternative voice.
Considering this, in the English and Persian corpora, boosters were the most
frequent type of interactional metadiscourse features; meaning that although the
authors, by applying hedges, accepted and welcomed some alternative voices, they
are confident and decisive in their reasonings as they underlined and underestimated
their uncertainty by these features.

5.2.3 Attitude Markers

Attitude markers represent the solidarity with the readership and towards the propo-
sitions. In other words, they are used to show affective appeals rather than logical
claims by signaling an informal voice and tone. As far as the English and the Persian
corpora are concerned, there seems to be some commonality and shared ground in
terms of solidarity. In fact, in the English corpus, these features were the least used
interactional features (see Table 10). Likewise, in the Persian corpus, they were only
more than engagement markers in terms of frequency (see Table 4). This similarity
in distributional pattern stems from the fact that usually, academic writing is not a
milieu in which authors can represent their affective stance rather than logical
towards an argumentation. Instead, in academic writing, the author will put forward
his epistemic point of view. The rare exploitation of attitude markers in both Persian
and English corpus signify the fact that they were more engaged with showing their
logical and epistemological point of views rather than their emotional feelings.

5.2.4 Self-mentions

Self-mentions refer to the author’s presence in the discourse. In other words, by
applying self-mentions, the authors shape, establish and promote personal
competence and identity in their writings. According to the data (see Tables 5 and
10), the English and Persian corpora followed two discrepant and inconsistent
patterns. To put it differently, as far as the Persian corpus was concerned, the self-
mentions were the second most prevalent interactional metadiscourse features;
however, for the English, self-mentions were the one before the least used
interactional metadiscourse feature. This wide diversified pattern of self-mentions
can be attributed to the combination of these features and boosters in the Persian
language and of the self-mentions and hedges in the English corpus. As a matter of
fact, in Persian corpus, the combination of boosters, as the most common
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interactional metadiscourse features, with self-mentions created a space in which
the Persian authors demonstrated their certainty and identity at the same time. On
the other hand, in the English corpus the combination of self-mentions and hedges,
as the elements of uncertainty, created a space in which the English authors showed
their uncertainty which requires the minimum use of self-mentions.

5.2.5 Engagement Markers

Engagement markers are the elements for constructing an explicit relationship with
the readership. In fact, by using these elements, the author will create a feeling of
integrity and engagement with the prospective reader. By highlighting the presence
of their readers, authors will construct such a relationship. As far as the English and
Persian corpora are concerned, the two languages followed an unwavering pattern.
To put it in another way, engagement makers were the second top interactional
metadiscourse features in the English corpus; whereas, in the Persian corpus, they
were the least used interactional metadiscourse features. In this way, it can be said
that in the English texts, authors applied engagement markers to directly address the
potential reader as a part of the text participant. This prevalence of engagement
markers is in line with the lackluster use of self-mentions; meaning that the reliance
of engagement markers necessitated the withdrawal of self-mentions. On the other
hand, in Persian corpus, engagement markers were the least used interactional
metadiscourse markers which is consistent with the reliance of the Persian authors
on self-mentions as the second most prevalent interactional metadiscourse markers.

6 Concluding Remarks

Metadiscourse views writing as a social engagement shaping between writer and
reader and/or speaker and audience (Thompson, 2001). The results of the quantitative
analysis revealed that the English corpus contained more interactive and interactional
metadiscourse features when compared to that of the Persian corpus. For this reason,
with regard to the first research question, it can be said that the distributional pattern
of the interactive and the interactional metadiscourse features differed significantly
in English and Persian corpora (see Tables 5, 8, 9, and 11). In other words, the
English corpus and Persian corpus followed two different and discrepant patterns.
Whereas both corpora were interactive oriented (Tables 3 & 8), the English corpus
followed a different path as compared to that of the Persian corpus in terms of
subcategories of interactive and interactional metadiscourse features. Considering
the second research question, it can be said that there was a statistically significant
difference between interactive and interactional metadiscourse features distribution
in English and Persian corpora which means that the English corpus contained more
types of interactional metadiscourse features than that of the Persian corpus. As a
result, the null hypothesis of the first and second research questions was rejected.
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As far as the third research question was concerned, the results showed that the
interaction between authors and readers was constructed differently in English and
Persian corpora. In other words, the more insertion of metadiscourse features in the
English corpus revealed that the authors took their writings as a mutual interaction
with the emphasis on attitudes, personalities, and needs of the competent leadership.
In other words, although both corpora were more interactive oriented which meant
that the authors knew how to build their writings more coherent, the English corpus
was constructed in such a way that the readers were informed of where and how
they were being directed as the English corpus contained more interactive
metadiscourse features. Added to this, in terms of subcategories of interactive
metadiscourse features, the English and Persian corpora took different instances
which signified the fact that the authors of these two languages had various
perspectives on their readers as well as on academic writing specifications. In the
same vein, the English corpus and Persian corpus were dissimilar in interactional
metadiscourse features which could be attributed to the different perspectives of the
authors towards the prospective readers. The differences of writer-reader interaction
construction showed that the mechanisms and dynamics of writing and
communication in English and Persian languages may differed. Considering this, it
can be said that the hypothesis of the third research question was rejected as there
were differences between the way metadiscourse features were used in both corpora
and there were differences in establishing the writer-reader interaction in both
languages.

The results of this study are consistent with those of Azizi (2001 as cited in
Crismore & Abdollahzadeh, 2010); Abdollahzadeh, 2003; Marandi, 2002;
Rahimpour, 2006 and Vasheghani Farahani, 2017. These studies showed that there
was a statistically significant difference between the usage of metadiscourse features
between English and Persian writers in that the former (English) used significantly
more metadiscourse features as compared to the latter (Persian language). However,
the results of this research are not in line with the results of such studies as
Abdollahzadeh, 2007; Bagheri et al., 2013; Mehrabi Boshrabadi et al., 2014;
Dehghan & Chalak, 2016 and Ghazanfari & Barani, 2018. The results of these
studies indicated that there was statistically no significant difference between
metadiscourse features used by English and Persian writers or that the Persian
writers showed more tendency in using metadiscourse features than those of the
English writers.

This study can have implications for various beneficiary groups. Researchers
who are interested in doing corpus-based studies may find the method and corpus
creation section of this paper useful. Researchers who will embark on doing
contrastive studies in the domain of language studies will benefit from the findings
of this study. Last but not the least beneficiary group of researchers are those who
are interested in doing genre analysis. They will find the results of this study useful.
Despite all of the steps taken, this study had some limitations. One limitation was
that maybe some of the metadiscourse features analyzed in this study belonged to
more than a group simultaneously. Another shortcoming was that it was not
impossible to extract corpus of the study (especially the English one) from all of the
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journals indexed in top scientific database as some of the journals were not open
access; requesting money for giving the full length of their published papers.
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Abstract Academic language or language for academic purposes in its both forms,
namely language for general academic purposes and language for specific academic
purposes, addresses various common language skills among which the importance
of academic vocabulary or terminology is now widely accepted. The occurrence of
such vocabulary, created and used to communicate ideas about their specialized
worlds, is a common and important feature of academic or specialized texts in any
subject field. Despite such importance, reviewing the status of vocabulary in
Academic Persian or Persian for Academic Purposes (PAP), as a newly-grown dis-
cipline, reveals that this area suffers from a serious challenge namely lack of consis-
tency in academic vocabulary selection and use. Undoubtedly, the use of various
designations or equivalents for an imported concept is clear evidence to the claim.
Thus, in this research, at first the significant position of academic vocabulary in
academic language in general and academic Persian in specific as well as the
Academy of Persian Language and Literature (APLL)’s activities especially in
word selection and terminology, as its central concern, are introduced. Then, through
providing notable examples taken from the disciplines of linguistics and literature,
the problem of using various designations for one concept and its consequences in
Academic Persian language are dealt with. In doing so, through reviewing and com-
paring at least twenty books and dictionaries in the fields of linguistics and literature
written, developed or translated by Iranian researchers, it was found that such texts
were faced with glaring inconsistency in selection and use of Persian equivalents for
the related academic concepts. To approve this claim, thirty terms, chosen randomly
from the above-mentioned texts, are provided as a sample and then analyzed.
Reviewing the haphazard use of these terms in such texts revealed that even the
equivalents proposed by the APLL, as the legitimate authority of word selection for
the Academic Persian, could not have terminated this inconsistency which has
turned into a source of misunderstanding among specialists and users.
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1 Introduction

From the second half of the twentieth century onward, the spread of science and
technology across borders has intensified because of globalization. While it is
still in its infancy, because of its position, importance and great amount of influ-
ence, much has been written and expressed on globalization itself, its causes, its
results and the domains affected by it including social, cultural, economic and
educational ones. Obviously, language as the primary medium of human social
interaction and information exchange is not an exception to the rule and not
only is influenced by it, but also plays a significant role in creating such a
situation.

Such tremendous changes in the contemporary scene, moving at an unprece-
dented pace, have raised many questions about the function of language as the main
medium of scientific dissemination and communication especially in academic and
research contexts. In such a situation, there is no surprise that communication in
specialized areas has spread considerably in a way that the formation of a special-
ized language with its own vocabulary, grammar and discourse has been inevitable.
This language which is known as academic language has caught the researchers’
attention especially in recent three decades.

While due to the predominant role that English plays amidst the contempo-
rary landscape and consequently academic language has been mostly used syn-
onymous with academic English (Hirai et al. 2010), the growing advent of other
languages in their academic forms including Spanish, Portuguese, Chinese, etc.
has been evident. Though, as Pérez-Llantada (2012) writes, in terms of science
these languages have a completely different status to that of English, they are of
particular interest for understanding the geopolitics of languages in the schol-
arly contexts.

Thus, conceiving the increasing significance of the role and use of academic
languages in today’s research world, in this chapter, along with introducing the
academic language and its attributes, the author attempts to deal with the academic
Persian, and then specifically analyzes a serious challenge lying ahead of the forma-
tion of academic terminology in this language.
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2 Academic Language: Definition and Attributes

As Hirai et al. (2010) mention that many consider the term academic language to
mean the vocabulary of their discipline, when in reality it encompasses social and
academic discourse, interpretation of content-area reading, and types of writing dis-
course. Cummins (1980), as the first researcher who labeled academic language as
such, considered academic language synonymous with academic English. In his
words, there are two different types of language proficiencies that English learners
must acquire in order to acquire this language. The first is basic interpersonal com-
munication skills (BICS; which involves speaking and listening skills), which are
used for social conversational purposes, and the second is cognitive academic lan-
guage proficiency (CALP; which is related to reading and writing skills) which are
used to convey academic learning and take much longer to acquire (pp. 2-3).

Following this classification, Short (1993) defined this language as one which
includes semantic and syntactic features such as vocabulary items, sentence struc-
tures, transition markers and cohesive ties, and language functions and tasks such as
defining terms, explaining historical significance, reading expository text, and pre-
paring research reports (p.1).

Professionally speaking, academic language which is also known as language for
academic purposes (LAP) can be defined as a distinctive approach to language edu-
cation based on an identification of the specific language features, discourse prac-
tices, and communicative skills of target academic groups, which recognizes the
particular subject-matter needs and expertise of learners (Hyland, 2006). Mauranen
(2006) also describes academic language as a form of specialized discourse that
does not have native speakers. Thus, all users of this language need to learn its
norms and conventions through secondary socialization in educational systems.
Bailey (2007) also defines being academically proficient as “knowing and being
able to use general and content-specific vocabulary, specialized or complex gram-
matical structures, and multifarious language functions and discourse structures —
all for the purpose of acquiring new knowledge and skills, interacting about a topic,
or imparting information to others” (pp. 10-11).

Such a language which is central to teaching any discipline content is narrowly
characterized at the lexical (vocabulary), syntactic (forms of grammar), and dis-
course (rhetorical) levels (Hirai et al., 2010) which among them, the position of
discipline-specific vocabulary and phraseology or its terminology seems more
pronounced.

From a broader and more comprehensive perspective, the distinguishing attri-
butes of academic language as well as its differences with non-academic language
(see, Humphrey, 2016) can be classified and compared as follows (Table 1):
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Table 1 The academic & non-academic language features (Humphrey, 2016)

Non-academic contexts
* typical linguistic realization

Academic contexts
* typical linguistic realization

Purpose
(genre)

Familiar everyday spoken genres
e instruction, observation, anecdote, personal
response, commentary, personal recount

Institutionalized socially valued and socially
valuable written genres

» report, explanation, procedure, analytical
exposition, discussion, narrative, historical
recount

Subject matter
(field)

Understanding of personal issues disconnected
from society at large

* specific human participants

* everyday lexis in simple nominal groups

e action verbs

Technicality bounded by academic disciplines;
focus on issues of collective

« generalized participants

e technical lexis, defined and classified in
complex nominal groups

» grammatical metaphor (science)

« relational, defining verbs

Reader relationship
(tenor)

Personal (evaluative)

Strong solidarity

Familiar roles — Emoter

* high frequency of personal pronouns

* active voice

* subjective personal modality & attitudes
e variety of mood choices (questions,
statements, exclamations, commands)

Impersonal (objective)

Decrease in solidarity

Expert roles — Interpreter & adjudicator

* low frequency of personal pronouns

* passive voice

* objective impersonal modality and attitudes
* statements —except in procedural

Texts

Channel
(mode)

Spoken dialogue (concrete)
* low lexical density

* high grammatical intricacy
e variation in theme choice

Written monologue (abstract)

* high lexical density

* low grammatical intricacy
 grammatical metaphor (science and
humanities)

e clear progression of themes

3 From Academic Language to Academic English

When facts and figures indicate that English is the most widely used language in the
scientific domain and it is now the world’s predominant language of research and
scholarship, there is no surprise that academic English is used synonymously with
academic language. Regarding the growth of academic English, Hyland (2006)
writes that now more than 90 per cent of the journal literature in some scientific
domains is printed in English and the most prestigious and cited journals are in
English. In his words, countless students and academics around the world must now
gain fluency in the conventions of English-language academic discourses to
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understand their disciplines, to establish their careers, or to successfully navigate
their learning (p. 24).

Driven by the growth of English as the leading language for the acquisition, dis-
semination and demonstration of academic knowledge, English for Academic
Purposes (EAP) has emerged to become an important force in English language
teaching and research. This discipline that focuses on the specific communicative
needs and practices of particular groups in academic contexts involves instruction in
an understanding of the cognitive, social and linguistic demands of specific aca-
demic disciplines (Hyland & Hamp-Lyons, 2002). This field, which has witnessed
rapid expansion and development over the past 30 years, is a branch of applied lin-
guistics, consisting of a significant body of research into effective teaching and
assessment, descriptions of the linguistic and discoursal structures of academic
texts, and analysis of the textual practices of academics (Hyland & Shaw, 2016).
This development has taken a number of different forms and directions, but together
these have reshaped the ways that English language teaching and research are con-
ducted in higher education (Hyland & Hamp-Lyons, 2002). What sets EAP as an
academic language apart from general language study is its focus on specific, pur-
poseful uses of language (Hyland, 2016) manifested in its terminology, syntax,
genre, discourse, etc.

Bearing in mind that in any study of EAP, an awareness of the distinction between
English for General Academic Purpose (EGAP) and English for Specific Academic
Purposes (ESAP) is crucial to a full understanding of this discipline (Robinson,
1991). The former largely deals with study skills and four main skills of listening,
speaking, reading, and writing to help the learners survive in an academic context.
The latter is concerned with the learners’ language needs in a specific academic
discipline (Carkin, 2005). According to Dudley-Evans and St John (1998), EGAP
isolates the skills associated with study activities such as listening to lectures, par-
ticipating in tutorials, reading textbooks and articles, and writing essays, examina-
tion answers, dissertations and reports. In their words, ESAP integrates the skills
work of EGAP with the help for students in their actual subject tasks. In a more
precise word, in this approach, students transfer the skills they have learnt in the
EGAP classes to meet their ESAP requirements. Thus, the issue of specificity is the
distinguishing characteristic that made specialists specify EGAP from ESAP
(Gnutzmann, 2009; Harwood & Petri¢, 2011; Hyland, 2016).

4 From Academic English to Academic Languages

According to Hyland and Shaw (2016) the expansion of EAP as a force in language
education has been accompanied by a growing sense of disquiet concerning the
socio-political implications of both the dominance of English at the expense of
other academic languages, and the additional burden which such demands place on
students and scholars alike. This sense of disquiet, rooted in the advent of critical
theories in the field of applied linguistics in general and ELT in specific including
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linguistic imperialism (see, Phillipson, 1992), has been accompanied by a trend
known as critical English for academic purposes (Benesch, 2001) claiming to com-
bine the theory and practice of EAP with that of critical pedagogy. Due to these
critical trends toward English spread in other societies and its social, scientific and
discoursal influences, a tendency toward the formation or revival of other academic
languages in order to lessen the impact of English academic discourse has emerged.
In this regard, Pérez-Llantada (2012) points out that while it is difficult to reduce the
current hegemonic position and the established order of discourse of English in
academia, it is not completely impossible to diminish the predominant status of this
language in the domain of scientific communication. Currently, the appearance of
some minor-scale languages in their academic forms including German, French,
Spanish, etc. is evidence to the claim. Pérez-Llantada (ibid.) writes:

Despite being minority languages they are significant for their impact on contemporary
science. The roles and uses of languages such as Spanish, Portuguese, French and German
are in need of empirical and theoretical discussion so that greater attention can be placed on
the geolinguistic dimensions of these minority vehicular languages in communicating sci-
ence worldwide. Though in terms of science these languages have a completely different
status to that of English, they nonetheless play a key role in the discourse practices and
communication procedures conducted in some geographic areas of scientific activity
(pp. 181-182).

Tracing this trend in such societies reveals that the language planners’ endeavors
have mostly aimed at standardizing terminologies. As Cabré (1999) points out,
some countries systematically organize standardization of terminology on the
national level by making the creation of terms comply with their guidelines by
means of a standardization policy for the language. Concerning such endeavors,
she writes:

In order to undertake this process, specialized commissions of experts and terminologists
are usually created according to subject fields. The commission members coordinate their
work by following guidelines that usually come from a central standardization body.
Terminology commissions acting within a language planning policy require recommenda-
tions that are particularly aimed at making existing designations consistent and at creating
new words. They therefore usually base themselves on written criteria for the creation of
terms and the treatment of borrowings and loan translations from other languages (p. 201).

Of course, this process is not straightforward and is faced with various challenges.
Among the challenges requiring intervention is the case that one concept belongs to
more designations (Fischer, 2010). In a more precise word, when two or more des-
ignations converge in a concept, this results in a negative impact on communication.
In this case, as Cabré (1999) mentions, the various designations must be reduced so
that only one remains for the benefit of accurate communication.

This challenge, which is more or less available in the formation of academic
terminology in various languages, is really outstanding in Persian. Due to the com-
plexities which this challenge has posed, its introducing and analyzing have been
the main focus of this chapter.



One Concept, Many Names! Analyzing a Serious Challenge Lying Ahead... 71
S Terminology: The Main Component of Academic Persian

There is no doubt that from a scientific perspective, academic Persian is experienc-
ing its infancy and lack of enough literature on the topic is clear evidence to the
claim. However, tracing the formation of this language indicates that the standard-
ization of terminology through coining or choosing new terms especially for the
technical and scientific words has been followed for decades.

Although terminology, as a discipline concerned with the collection, processing,
description, and presentation of terms, which are lexical items used to designate
concepts belonging to a specialized subject field (Sager, 1990, p. 2), is not a new
field of study and profession in Iran, only in recent decades it has been systemati-
cally developed, with consideration of its principles, bases and methodology.

In fact, the accelerated development of science and technology in recent times
has been accompanied by the appearance of a large number of new concepts and
even new conceptual fields which require new names. The fact that scientific and
technological creation occurs almost exclusively in the dominant economic powers
means that there is a one-way transfer of knowledge and new products, entailing
large-scale borrowings of technical and scientific vocabulary in other countries
(Cabré, 1999, p. 4) and undoubtedly the Iranian society has not been an exception
to the rule.

Needless to say, as a result of this situation, the overwhelming prevalence of
foreign words especially borrowed English forms in both the general vocabulary
and academic or technical terminologies of this language has caused significant
challenges for language planners, terminologists, scientific authors, and translators
in recent decades (Akbari, 2020). Overcoming this challenge, like many societies,
the Iranian government has created an official organization to manage it. In her
words, adapting a language policy by this official organization to preserve the
national language through the coinage of Persian equivalents for foreign terms can
mainly be attributed to the continuation of the long tradition of Iranians’ passion for
their language which is considered a crucial element of their identity and has been
preserved for centuries (p. 3). Inspired by this passion as well as the ideological
goals, we can see that the contemporary Iran has experienced the government inter-
vention in creation and/or selection of appropriate terms at least in five phases.
Thus, it is not surprising to see that the main focus of Iranian language-planning
activities for the past several decades has been new word coinage (Modarresi, 2001).
To show the significant position of word coinage and the standardization of termi-
nologies in the formation of academic Persian, in the following, on the basis of the
main official language planning endeavors undertaken in order to counteract the
terminological dependency of Persian on other languages, such activities are briefly
reviewed in five phases:

(a) The first confrontation with foreign words dated back to more than one hundred
years ago. According to Roustai (2006 cited in Akbari, 2020), the first academy
of language was officially established in Iran by its government in 1903 during
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the Qajar dynasty. The academy coined Persian equivalents for a number of
European language terms, many of them are used today.

The second confrontation dated back to the Pahlavi dynasty. According to
Sadeghi (2001) and Dabir-Moghaddam (2018), the purification of the Persian
language from both Arab and European words became popular among a num-
ber of scholars and several bodies were formed to designate Persian equivalents
for foreign words. For instance, the Society for Coining Scientific Terms was
formed in 1932 and was active in making Persian equivalents for foreign terms
until 1940. Its activities encompassed terms of natural sciences, mathematics,
physics, chemistry, philosophy and literature. Some 400 out of 3000 terms
coined by this society entered textbooks (Sadeghi, 2001).

The first Iranian Academy informally began its activities in 1931 and formally
established in 1935 (Kianush, 2002). Constructing Persian equivalents for for-
eign terms was the main purpose of the First Academy, a policy driven mainly
by the contemporary political atmosphere (Akbari, 2020). Around 6 years of its
activity, the Academy coined some 2000 terms that about 70 percent of them
gained currency in written or spoken Persian (Sadeghi, 2001). However, the
first Academy confronted waves of criticisms from literary men to the religion
leaders (Karimi-Hakkak, 1989).

The Second Academy, known as the Iranian Academy of Language, was estab-
lished in 1970. Like the Iranian Academy, the Second Academy was chiefly
engaged in making Persian equivalents for foreign terms (Dabir-Moghaddam,
2018; Fathi, 2017; Zarnikhi, 2010, 2014). Composing 20 committees for vari-
ous branches of science, technology, and art, each composed of a number of
specialists who were invited to collaborate with linguists in word selection, the
Academy’s main mission was to choose Persian equivalents for foreign terms
used in Persian (Sadeghi, 2001).

There is another noteworthy point here. While, both Academies demonstrated

interest in terminology as their main mission, as Jazayeri (1999, cited in Akbari,
2020) writes, the processes adopted by the First and Second Academies to dissemi-
nate coined terms differed greatly. The approved terms by the First Academy were

dis

seminated and their use was mandatory, but the use of terms coined by the sec-

ond was optional.

©)

The third Academy, known as the Academy of Persian Language and Literature
was founded in 1991, namely in Post-revolutionary Iran (Davari Ardekani,
2011). According to Azizi (2012), the first and second academies were actually
the forerunner of the third Iranian Academy. As Akbari (2020) points out,
among its fourteen departments, the Terminology Department is one of the most
active departments of the Academy. In her words, this department which began
its activities immediately after the establishment of the Third Academy, aims at
contributing to the strengthening and expansion of Persian, equipping it to meet
cultural, scientific and technical needs, and to coordinate the activities of word
formation and the construction of equivalents for foreign words (p. 34).
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The Department’s duties of the Academy including terminology planning and
management, the organization of borrowed terms in Persian and the construction of
equivalents for them, and the modernization of Persian terms and concepts in differ-
ent fields of science, technology and the professions (Akbari, 2020) reveals that as
Modarresi (2001) and Dabir-Moghaddam (2018) assert, the main focus of Iranian
language-planning activities for the past several decades has been new word coin-
age which has been in line with its major goal, namely the modernization of Persian.

6 One Concept, Many Designations: Where
the Problem Lies

Generally, as Cabré (1999) writes, the appearance of a new concept normally coin-
cides with the appearance of a new designation. This new name arises in the lan-
guage of the society that created the new concept. Neology, seen as a way of creating
new designations, is obviously necessary in special subject fields in which the emer-
gence of new concepts entails constant neological activities (203—204). Regarding
the introduction of new concepts into Persian, especially in the domains of science
and technology as well as modern fields of study which are rooted in the West such
as psychology, sociology, linguistics, etc., we can see that the Iranian society is
mostly the consumer of such imports. As a result of this situation, we can see that
such concepts along with their designations are introduced to this society. In this
process, in which English as a global language plays a vital role, Persian like many
other languages is affected at different linguistic levels, especially at lexicon and
terminology.

Reviewing this process shows that in recent decades an inevitable contact with
the English language and formerly with the French language, has led to a language
policy that developing national terminology and preserving the official and national
language against such borrowed terms has been followed. This approach, as Akbari
(2020) points out, which clearly demonstrates the role of ideological doctrine in and
political approaches to language policy, can mainly be attributed to the continuation
of the long tradition of Iranians’ passion for their language which is considered a
crucial element of their identity and has been preserved for centuries (p. 3). This
approach which has been mostly followed by preserving the national language
through the coinage of Persian equivalents for foreign terms, has not been restricted
to the Iranian Academies. In other words, according to Akbari (ibid.), at the same
time, the entrance of an enormous number of English terms in specialized language
in almost all domains encouraged some authorities and publishers as well as
researchers, lexicographers and translators to coin new designations for the new
concepts.

The outcome of this confrontation has led to a challenge lying ahead of the for-
mation of academic Persian vocabulary, namely one imported concept, but more
than one equivalent for that concept. To show this problem, in the following, the
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current equivalents used for some of the imported concepts in the field of language
studies including linguistics and literature are presented. Here, it is worth noting
that after reviewing at least twenty books and dictionaries in the field of language
studies, the researcher faced at least one hundred English terms with more than
three equivalents in such sources. Comparing the equivalents with the designations
proposed and approved by the APLL also reveals that: a) In many cases, the fre-
quency of APLL’s equivalents are lower than the ones proposed by lexicographers,
researchers or translators; b) For some common terms and concepts, there is no sign
of APLL’s word selection or approval.

In the following, thirty English terms, as representatives, have been randomly
selected. The equivalents presented for each one in the above-mentioned sources
were extracted and the terms coined or selected by the APLL are listed too. Having
a glance at the following table can be clear evidence to the claim that academic
Persian is faced with a challenge with great complexity (Table 2).

To show the problems which this apparent inconsistency poses for the audience,
let’s imagine the following scenario which might be revealing:

Suppose a translator intends to render an academic English textbook into Persian.
This person encounters the word genre as a frequent one in linguistic texts. At first,
probably the word 5 comes to his mind, but in order to avoid the use of a foreign
word, namely a French word which entered Persian formerly and is frequently used
in Persian texts, he decides to use a Persian one. Referring to authentic general and
specialized English-Persian dictionaries might be the first choice. In Haghshenas
etal. (2002), he faces two equivalents as: ¢; / «5 and in Bateni (2006), he encoun-
ters 4 / ¢5. Referring to specialized dictionaries makes the issue more complicated.
In Aasi and Abdeali (1996) and Farahzad (2015), <5 and ;. g5 are presented as its
equivalents, respectively. So far, the translator has faced four different equivalents.
Browsing through some known translated books on the topic indicates that these
equivalents have also been used: g g5 / ok <5 /. Now, facing this complexity, he
decides to refer to the equivalent which has been approved and presented by the
APLL for this academic word. He finds that in the field of linguistics, the Persian
equivalent for genre is <. 5. Two points are worth mentioning: a) This equivalent
for genre was not found in the books which was reviewed as the sample of this
study. b) Referring to specialized dictionaries such as Aasi and Abdeali (1996) and
Mohajer and Nabavi (2002) shows that .. «$has been presented as the equivalent
for stylistic variant or stylistic variety; a concept that is different from genre. There
is no doubt that this Persian equivalent is much more suitable and precise for stylis-
tic variant/variety than genre.

A reader of this chapter can imagine a similar scenario in which a researcher on
the topic desires to write an academic text in Persian and is faced repeatedly with
glaring inconsistency in the use of Persian academic terms. This scenario might be
more complicated when a user of Persian academic texts encounters such
inconsistency.
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Table 2 One English Term and Many Persian Equivalents
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English term Persian equivalents APLL equivalent
1 | Association Rl Sead (S35 sl (Bl gy ¢ Sog < £ S
2 | Adaptation et ol (G5B L llal S
3 | Alliteration Gl i O P Jae By 2 BT SR TG KR T | -
4 | Anachronism Ak ¢ b s« ooy <l Blyneb (Slesab -
5 | Animism Syl 5 Sl s 5Kk (3l Klare 5\l
&Kl
6 | Archetype ol 5t g i g oo ST 25 Do SV S s
s
7 | Assonance S Sl G5P (Dgae i 81 STy calit ST\ A Gl 2 -
8 | Burlesque el 0 B B (st Sy iSoniae (S oz
9 |Clause dr ot e gl da oy dar o %
10 | Collocation S Rl e puis s e
11 | Cognate P odlgls @ ol ilas gliag SR casy, B gl 2
12 | Conjunction oy S dyose 48 s o <Ly (dny O3 Sy
13 | Discourse it S ol WS (58 P e sles ol oS L
analysis 555 kS
14 | Denotation 8 Slon 538 CI5 o I (g S csllan SV g live | e sine
15 | Diction G A ol G ol ol sl ol b ol 3 sl -
16 | Fable Oblyer 4 (Bl i EYS) oo L8 aludl (L Ll (oK -
17 | Fantasy omls 3 (535 Jl sy ety 3V JE (s By s by, s
18 | Figure Caio (s b Esbio (a2 Cobio cColo 2 -
19 | Function S sy i 3 SLE (i o5 )
20 | Genitive case Sy o 3l (S wlo) 2l S e Sl o 5 bl o
21 | Genre P A‘A}{‘g__,jb ‘d\‘;}a‘ﬁ;()}u}_:\;} ie; ‘5.....4.;
22 | Gerund G ol (b e (5 ke sy i (S o) o o) s )
23 | Identification Sl (5 s ol (sl (Gl o) esilutla (sl SR eSS
24 | Illusion S e sl Byl p5 -
25 | Image el 83 s (s Oy (583 0SS -
26 | Literal meaning | o ke e Shiwn « G sline ¢ il Sine (5 Sine Sas
el o
27 | Plot wbg b S s 2l (K b Sin
28 | Prototype i gt o o) gt < ool 5t <3 i st e sk o
S
29 | Rhetoric Sy e eallas b ol i ol Glae (BN e -
30 | Typology S 03 (it 03y it i o g oleses,
7 What Is the Solution?

Needless to say, such intolerable inconsistency in the selection and use of such
terms can be a source of misunderstanding for their users. For example, in order to
translate academic or specialized texts, it is necessary to know the respective spe-
cialized terms in both languages. Now, when for a concept in English, there is one
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designation in the source language and there are more than one equivalents for the
concept in the target language, namely Persian, the outcome of translation of the
relevant texts will be the presentation of various terms for one concept. Such a prob-
lem can be raised in writing academic texts such as textbooks or research papers
too. Also reviewing the specialized bilingual dictionaries or glossaries reveals the
variety of equivalents which can be problematic for the users. Undoubtedly, this
challenge is more serious for the readers of Persian academic texts which are more
or less faced with various terms for one concept. In this regard, Talavan (2012)
maintains that due to this inconsistency, not only it leads to misunderstandings
between non-specialists, but results in problems of understanding among special-
ists. That is why the registration of new specialized terms becomes so important in
these specialized fields, in order to clarify and determine their exact meaning and
promote their appropriate and consistent use in a particular area of specialization.

In such a situation that is not specific to Iranian academic setting, the interven-
tion is suggested. In this regard, Cabré (1999) writes:

There are two types of situation that require specific intervention. First, when two or more
designations converge in a concept and this results in a negative impact on communication;
and, secondly, when a special language does not have the designation required for express-
ing a concept. In the former case, the various designations must be reduced so that only one
remains for the benefit of accurate communication. In the latter case a new designation must
be created to express the new concept (p. 204).

Concerning the first situation which involves terminology unification, it is usually
referred to as terminology standardization in the science of terminology. Terminology
unification or standardization is defined by Nahir (1984), as establishing unified
terminologies, mostly technical, by clarifying and defining them, in order to reduce
communicative ambiguity, especially in the technical and scientific domains
(p- 300). This process which is mostly known as terminology standardization
(Cabré, 1999) involves the evaluation of alternative terms used to designate a single
concept. The purpose of terminological standardization is to aid communication in
special languages, and is not applied to the vocabulary of the general language.
Terminological standardization is a concern of all special fields, i.e. humanities and
social sciences as well as scientific-technical subjects (p. 200). Of course, this point
merits our attention that while this process as a normative one is mostly pursued by
language agencies, its success involves implementing a comprehensive language
policy and planning which, as Akbari (2020) points out, its goals are not only set by
authorities with greater power than language agencies, but also its implementation
is beyond their power.

Here, it is worth pointing out that standardization of terms as a complex process
that entails a number of operations and criteria involves government intervention
and cannot be carried out without the intervention of subject specialists, who, after
all, are the real end-users of its products (Cabré, 1999).

Facing these facts, we can assert that the challenge which has been introduced in
this chapter is not confined to the Iranian academic setting and the guidelines pro-
vided in the related works on the topic to combat this situation can be considered
and followed by the researchers and language planners in this society.
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In all, the function of the third Academy shows that it has suffered from some
shortcomings as follows:

First, before coining or selecting equivalents for the foreign terms by the
Academy, various equivalents have been coined or selected by the related special-
ists, translators and lexicographers. There is no doubt that such equivalents, even
inappropriate, are not easily replaced by the equivalents proposed and verified belat-
edly by the Academy.

Second, while the Academy as a government-based language policy and plan-
ning agency benefits from governmental support and have more access to other
resources, including education systems and the media, as Modarresi (2008) men-
tions, the Academy, like many language academies in developing countries through-
out the world, suffers from a lack of support from its language speaking community.
In his words, negative attitude toward the activities of the Academy especially
among the specialists is one of its key challenges in achieving the planned goals (see
also Barzegar & Khemlani David, 2012; Fathi, 2017).

Third, as pointed out, the accompaniment of the specialists as the real end-users
of the academic and technical terms is essential for any lexical modernization, as the
prerequisite of developing a modern language. Reviewing the current situation of
the Iranian academic setting indicates the insufficient accompaniment of these
stakeholders.

Fourth, as mentioned, any government intervention in language subjects termi-
nology to standardization processes (Cabré, 1999). However, such a process with-
out enough guarantee with regard to the usage of the new terms would not be
sufficient. Despite the governmental support of the Academy, its products are not
favorably accepted or used in Iranian education system.

8 Concluding Remark

Academic Persian is still in its infancy, but it is faced with various challenges in
morphological, syntactic, semantic and discoursal levels. Among such challenges,
the author maintains that the issue which has been introduced and discussed in this
chapter- namely the availability of two or more common designations or equivalents
for an imported concept- is the most serious problem in the formation and develop-
ment of academic Persian.

Persian language has recently evolved into a topic of concern for language policy
makers and planners, researchers and educators. Bearing in mind that its audiences’
support is the prerequisite to its success, the intervention of subject specialists is
emphasized again. In addition, paying attention only to some formal linguistic cri-
teria such as well-formedness, morphological motivation, possibilities for deriva-
tion, etc. without attending to sociolinguistic factors including usage, medium,
language policy, user needs, etc. as well as psycholinguistic factors including idio-
syncrasies, customs, morals, aesthetics, inhibitions, etc. (see, Cabré, 1999) can
result in adverse outcomes.
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Undoubtedly, achieving Persian for academic purposes as a discipline of Persian
teaching involves implementing language policy and planning at its three major
levels or types, namely status, corpus and acquisition (see, Johnson, 2013) to be
able to deliberately influence the function, structure or acquisition of academic
Persian in its relevant settings.
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Neologisms in Contemporary Persian
Approved by the Academy of Persian
Language and Literature: A Case Study
of Epidemiology Terms

Asmaa Shehata

Abstract Amid the openness we witness in the world, it is difficult to control the
mixing of foreign terms and loanwords that enter into the vocabulary of other lan-
guages — be it Arabic, Persian, or French. However, some countries are still setting
out to codify the use of foreign terms and maintain their language and national
identity. As such we find the Academy of Persian Language and Literature (APLL)
in Iran with its attempt to preserve Persian identity, culture, civilization, and heri-
tage. While its original goal was and still is to maintain the strength and originality
of the Persian language, this task has become harder with the influx of new words
from across all disciplines of science. Methodologically, this paper is based on a
corpus analysis using the software Sketch Engine. The corpus contains texts from
the online archives of numerous Persian-language Iranian newspapers. To shed light
on foreign terms and their Persian equivalents this paper identifies ten terms in the
field of epidemiology related to the outbreak of the Corona pandemic in 2020. The
shortlisted terms can be categorized into three different groups: (1) terms that have
no previously existing equivalent approved by the APLL, (2) terms that have been
accepted and approved by the APLL for their prevalence in popular usage, and (3)
terms for which the APLL has approved Persian equivalents but which are still in
use in parallel with foreign ones. The ten epidemiology-related terms in this case
study can be distributed among the three categories as follows: two in group 1, three
in group 2, and five terms in group 3. Two examples of group 3 terms will be given
compared to just one each from groups 1 and 2. The group 3 terms facilitate a direct
comparison between approved and non-approved terms and are therefore especially
relevant in the context of this study. This not only reveals the mixed success of
APLL approved equivalents, but it shows more generally how the APLL has created
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new terms or reused existing terms and how the APLL carries out its tasks in the
past, present, and future.

Keywords Academy of Persian Language and Literature - Approved terms -
Epidemiology - Language planning - Term formation - Terminology group

1 Introduction: Living Languages and Language Planning

Persian as language of one of the most important civilizations in history spoken by
tens of millions of people and surrounded by many other languages for many and
different reasons is also full of loanwords. Several attempts have been made over
history in Iran to replace these foreign words with Persian equivalents.

Azita Afrast (Afrasi, 1386, p. 88) considers borrowing words as a feature of all
languages with Persian being no exception. As stated in the Encyclopedia of
Linguistics (Strazny, 2011, p. 325), the lexicon of Farsi has been highly influenced
by borrowing from Arabic. It is estimated that 65% of the vocabulary used in mod-
ern novels and short stories is of Arabic origin. This number increases when consid-
ering conservative and formal writings. The influence of modern European
languages such as French, and more recently English, is also evident in the lexicon
of this language.

SamiT has divided all the foreign words that entered Persian over the years into
two parts: “A great amount of those words has mostly infiltrated [Persian] through
trade and imported goods while the other part such as scientific, cultural, and artistic
terms came through either translated works or students who studied abroad. If the
flow of foreign vocabulary were slow and gradual, we might not feel much danger.
We had at least a chance to digest them. But now that their numbers are on the rise,
their entry must be restrained” (Gilani, 1375, p. 2).

Language is an organism. It has the same features as humans: rich or poor,
spreading or receding, concentrated in one place or dispersed, alive or dead. As
language is influenced by the civilization of the people speaking it, it also inter-
twines and overlaps with other languages as they interact directly or indirectly with
each other. Unsurprisingly, there are many types of influence and impact between
the languages of the world. This may be due to neighboring countries, cultural rela-
tions between nations, trade relations, wars, invasions, and occupations.

Language overlap is not a new thing. The history of languages is full of mutual
language invasion, linguistic interference, word spread and transfer from one envi-
ronment to another. This linguistic transfer includes a variety of linguistic phenom-
ena in phonology, morphology, grammar, etc. Here, the decision remains to the
native speakers either to fight the new foreign terms or to adopt them.
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Creating new terms that are appropriate to the language is considered one of the
most important ways to keep the native language and the identity of it. Shohamy
(Shohamy, 2006, p. xv) identified the power of language as being “used as a form of
control, by imposing the use of certain languages in certain ways”.

Language planning as defined by Joan & Jernudd (1971, p. xvi) “is a deliberate
change in language by an organization set up to bring about the change”. The aim
of language planning is to bring about change in a language or linguistic activities
for many reasons, the most important of which is the preservation of the language
identity of a nation. Creating new terms and standardizing grammatical, phonologi-
cal, and morphological non-standard forms are some of these linguistic activities. In
the definition of Kaplan & Baldauf Jr. (1997, p. 3),

“language planning is a body of ideas, laws, regulation (language policy), change rules,
beliefs, and practice intended to achieve a planned change (or to stop change from happen-
ing) in the language use in one or more communities”.

Hence, language academies appeared as a responsible association to preserve native
languages. One prominent and classical example of language planning in the con-
text of a nation-building process is the centuries old Académie Frangaise in France
founded in 1634 and known today mostly for its strict approach to anglicisms, that
is, any English words making their way into the French language.

In the nineteenth century, there were also some European national movements
that were concerned with language planning. One of the other examples of language
planning and policy took place in Czechoslovakia in the 1920s and 1930s, the par-
ticipants of which were the linguists of the Prague Linguistic School (Nekvapil, 2011).

2 The Authority of Language Academies

Language academies as defined by Edward (Edward, 2009, p. 257) are “learned
institutions, found in most countries or national regions, charged particularly with
the definition, the protection, the purity and the enhancement of the national lan-
guage”. These academies have several tasks, starting from selecting foreign lan-
guages, determining rules and techniques by which equivalent terms will be formed,
and distributing the neologisms among users of the native speakers in addition to
many other tasks. As stated by Shohamy (Shohamy, 2006, p. 66), although language
academies have authority to create and renew foreign terms that do not exist in the
language and the ability of giving them national flavor, there is no guarantee that
they will succeed to insert those equivalent terms in the texts and daily dialogs
of users.

However, some countries are still trying to codify the use of foreign terms and
maintain their language and national identity. Iran has also established one of the
strongest language academies of the world. It was established three different times
throughout the twentieth century and the most recent one that was established well
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after the Iranian Revolution in 1990 is known as the Academy of Persian Language
and Literature (APLL).

Like many foreign terms in Persian that require being studied and researched, the
term Farsi itself was disputed by the Academy of Persian Language and Literature.
As Fatemeh Akbari mentions in her book (Akbari, 2020), Farsi is Persian’s Iranian
endonym that has gained popularity in English and several other languages in recent
decades, primarily due to the rapid influx of Iranian migration after the Islamic
Revolution of 1979.

It was highly recommended and encouraged by the Academy of Persian Language
and Literature in 1992 to use the term Persian (and not Farsi) in international com-
munication. The Academy argues that Persian has been applied in scientific, cul-
tural, and political documents for centuries and has semantic, cultural, and historical
associations. If one uses Farsi instead, one makes the “mistake” of ignoring this
long history, the Academy argues (Akbari, 2020, p. 26).

This chapter will focus on the efforts made by the APLL and especially its termi-
nology group that is concerned with researching the foreign terms and working on
finding or creating neologisms as equivalents to them.

3 Historical Background of the Academy of Persian
Language and Literature

The entity now known as Academy of Persian Language and Literature was built in
three phases. The first started in 1935 and was called Farhangestan-e Iran.

The main article of the charter of this first Academy stipulated that it was founded
for the maintenance, development, and promotion of the Persian language. With
regard to the tasks of the Academy, the second article stipulated that the Academy
should erase incongruous foreign words from the language and coin Persian terms
and expressions for every branch of life using Persian roots and words as far as pos-
sible and not Arabic or Turkish ones (Sadeghi, 2001, p. 23). Moreover, the Academy
was tasked with establishing a set of rules according to which new terms were made,
determining either the use of the foreign terms or their elimination altogether, col-
lecting terms from old books, and encouraging poets and writers to create master-
pieces (Saadat, 1393, p. 49).

The criteria of creating the new terms were detailed in the tenth rule of the char-
ter, which stated that the equivalent term must meet several conditions: In the first
place, it should be common, familiar, certain, and valid in addition to having a defi-
nite Persian root and a correct derivation. If this requirement did not apply to the
proposed term, then an Arabic word could be proposed or a compound word of
Arabic and Persian. If the right alternative could not be found, then it was possible
to choose a word from the abandoned Persian words with the same meaning or a
close one. In the last place came the option of keeping the international foreign bor-
rowed term to be used in its original language (Gilani, 1374, p. 139).
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In 1941, the terminology group succeeded to approve 1,700 terms and
another 2,000 words in 1942. That would be found in the book Vazehhd-ye no
(Farhangestan-e Iran, 1354). Some of the terms are still in use since then such as
havapayma (airplane) and forodgah (airport). The first Academy was shut down
in 1944.

In 1968, the second Academy — or what is known as Farhangestan-e zaban-e
Iran — was established by order of shah Mohammad Reza Pahlavi with two main
objectives: (1) keeping the Persian language on its long-standing cultural base while
preparing it to meet the various scientific, technological, and cultural needs of the
country and (2) researching or investigating all current and previous Iranian lan-
guages and dialects, especially for further identification and promotion of the
Persian language (Keya & Gol-Golab, 1355, p. 20).

The criteria of choosing and structuring the equivalent words in this Academy
were stricter than in the first one. Word formation was to start with the Persian origin
of the term and how common it was during that time in the first place, such as paygah
(base). In the case of the absence of such a condition came the possibility of using a
word from textbooks that was not very common during that time, such as nof or sedda
(sound). Next came the choice of using a word from Old or Middle Persian or its
dialects, such as barzidan (practice), a Middle Persian term. Finally, it was possible
to create a new word which observed the consistency of the language and its gram-
matical and phonological principles, such as dast’nameh (manual) (Moghadam,
1374, pp. 136-138). The second Academy coined around 35,000 terms to replace
mostly English terms. It was shut down after the Islamic Revolution in Iran in 1979.

The third Academy — the Academy of Persian Language and Literature — was
established in 1990. The idea of instituting the Third Farhangestan is to preserve,
strengthen, and disseminate the Persian language. These were basically the main
goals of the First and the Second Farhangestan, too. The third Academy was also
named Farhangestan-e zaban-e va adab-e Farsi thus continuing the academic tradi-
tion established in 1935 (Sadeghi, 1375, p. 149).

Its goals according to the statute of the APLL (Haddad-Adel, 1379) are:

* Maintaining the strength and originality of the Persian language — the “second
language of the Islamic world” according to the APLL — as one of the pillars of
Iranian national identity conveying knowledge and Islamic culture.

* Developing a clear and refined language to clarify the scientific and literary
thoughts and creating continuity between the past, present, and future
generations.

* Promoting the Persian language and literature and extending its domain inside
and outside Iran.

* Expanding the Persian language to fit the circumstances of the time and for the
preservation of human life and the development of science and technology.
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4 The Terminology Group in the APLL

The terminology group of the APLL was officially established in 1992. According
to the official website of the Academy (https://apll.ir/), there are many groups that
are active in the terminology department and working aside each other to contribute
to the fulfillment of the main goals.

The main goal that was set by the group is helping to strengthen and expand the
Persian language and equip it to meet the growing needs of cultural, scientific, and
technical developments. Coordinating the activities of terminology, word forma-
tion, and finding equivalents to the foreign terms in Persian is another goal.

In order to achieve the desired goal, it was necessary to create a number of bod-
ies such as a specialized word-selection working group of researchers and assistant
researchers, coordinating councils, a foreign sourcing unit, a culture log unit, a
national and international standards unit, and finally the responsible group for
selecting and registering the approved terms. As of 2020, there are fifty specialized
working groups, 15 of which have been outsourced!, and more than six coordina-
tion councils working on the supervision of the terminology group in the
APLL. Each group has at least five scientific and technical experts in word forma-
tionalong withresearchers (The Academy of Persian Language and Literature, 2019).

The first activities of the terminology group were to research and approve equiv-
alent terms in the public domain. However, due to the importance of term formation
in both scientific and technological fields, in 1997/1998, the terminology group
started cooperation with the academies of science, medical sciences, and arts as
well as research associations and universities.

S Principles and Regulations of the Terminology Group

The terminology group of the Academy of Persian Language and Literature has
defined a set of principles regarding the process of creating neologisms instead of
the foreign terms that entered the language. This set of principles was published in
a booklet (Terminology Department, 1388 (2009), pp. 43-58) by the Academy. This
section will highlight some of these principles:

e Persian grammar must be observed in the process of term formation.

e The chosen term must be suitable for the corresponding term-formation process,
such as derivations and combinations.

e Observing the phonetic elements of Persian and loan terms in the process of term
formation, the pronunciation of new words should be in accordance with the
phonemes and syllabic rules in Persian.

"Outsourced (borunsepari) is used in the main text of the Farhangestan’s website, but it was a
subject of discussion since it is not found in some Persian dictionaries.
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e The Persian writing system rules should be considered in the process of term
formation.

» Existing terms in the Persian language — whatever their origins — can be used in
forming new Persian terms from foreign terms provided that they can be prefixed
or suffixed according to Persian rules.

e In case of homonymy and polysemy in both source language and Persian, the
terminology group introduced a set of rules to follow:

1. When a foreign term carries more than one concept (homonymy), equivalents
to each of these concepts must be found in Persian.

2. Given a foreign term in a specific field, only one equivalent in Persian should
be selected unless that foreign term in the same field has more than one mean-
ing (synonymy). In order to avoid confusion in Persian, it is admissible to find
or create more than one equivalent to express different concepts of that for-
eign term separately.

3. When one concept is carried by more than one foreign term (polysemy in the
source language), it is better to find only one equivalent in Persian.

4. It is admissible to use only one Persian equivalent for different foreign terms
in many domains (homonymy in Persian).

6 Terms Considered Originally Persian by the Academy

The status of foreign terms from various languages in the Persian lexicon is diffi-
cult to compare because of the historical development of the language and depend-
ing on how deeply rooted any given foreign language is in the Persian dictionary.
Language evolution makes the comparison unfair between the existence of foreign
terms in Persian and accepting them as original terms as is the case with Arabic
terms in Persian when compared to English terms. English and European terms
have entered Persian since around one century ago while the relationship with
Arabic started fourteen centuries ago with the Islamic conquest of Persia (cf.
Paul, 2010).

Moreover, these European terms entered Persian in clusters and interrupted
Persian term-formation processes (Tabatabaei, 1385, p. 120). One example is the
word piyano (from the English piano) that was followed by the word piyanist.

In order to develop principles and specific approaches that specialists adhere to
for the proper selection of equivalents it was necessary for the Academy to define
which words are considered Persian. The booklet on principles and regulations by
the Academy of Persian Language and Literature (Terminology Department, 1388
(2009), p. 22) states that terms are considered originally Persian in the following
cases and may therefore be used in the process of term formation and creating
equivalents:

1. All originally Persian words that are documented in authentic dictionaries.



88 A. Shehata

2. All originally Arabic words that are either still used in contemporary Persian or
that appeared in authentic poetry and prose books till the end of the fifth
century AD.

3. All originally Indian, Turkish, Greek, and Mongolian terms and all similar ideas
that are still used either in contemporary Persian or used in prestigious special-
ized texts.

4. Originally European terms which are common in contemporary Persian and
simple terms which can be easily subject to morphological changes, for both of
which finding a Persian equivalent is not necessary if agreed by the responsible
terminology group committee.

7 Approaches to Term Formation by the APLL

This section will shed light on the approved language sources by the terminology
group as an official authority for term formation in Iran to be used in the process of
forming the equivalents in addition to the approved methods and approaches of
forming the new terms. With regard to the first point, the Academy has defined a set
of words that may be used in the formation of the new equivalent terms. First come
all the old words that are used in Persian regardless of their origins — as mentioned
in the previous section. Second, all those words may be used that belong to the liv-
ing languages and dialects of Persian and are still in use in contemporary Persian.
Living languages and dialects refer in this category to Kurdish, Balochi, Gilaki, and
Mazanderani, dialects such as Sivandi in Fars, Zoroastrian in Yazd and Kerman, as
well as other Persian dialects such as Shirazi, Kermani, Khorasani, and Kashani.
The terminology group acknowledges that using these words is highly recom-
mended in the process of term formation. Third, terms and roots that belong to
Middle and Old Persian can be considered.

The terminology group must follow specific steps in order to produce the final
equivalents: firstly, selecting a word or a phrase from the words or phrases that
already exist in the language (e.g. nabz, pulse). Secondly, choosing an existing word
or phrase to assign a new yet similar term (e.g. the old meaning of the term bdft)
(Terminology Department, 1388 (2009), pp. 34-36).

Thirdly, creating the term. Term formation occurs with three approaches starting
with the creation of a word according to the Persian morphological system. Terms
in Persian are subject to two morphological processes. Derivation is about creating
new terms by adding suffixes or prefixes to the stem (e.g. danesmand, scientist),
while combination is about creating new terms by combining at least two words to
create a new one (e.g. ketabhaneh, library). Words in Persian could be simple words
(e.g. ketab, book), derivative words (e.g. golestan, rose garden), compound words
(e.g. seyasatmadar, politician), or derivative-compound words that occur in both of
the morphological processes such as honarmandparvari (artist).

Using Persian syntactic elements in the process of term formation is another
approach. It refers to the process of linking one or more words through grammatical
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elements. Adverb phrases (e.g. ‘abzavol, bleach), adjective phrases (e.g. delgarm,
assured), and propositional phrases (e.g. bolandparvaz) are the most common syn-
tactic elements that are used in the term-formation process.

The third approach in this sense is the abbreviation which uses an abbreviated
form of the word or the syntactic form using one of the following methods: one-
letter abbreviation which is usually the first letter of the word (e.g. s instead of
safhe), multi-letter abbreviation by using the first letter of each word in the phrase
(e.g. S.m.r as an abbreviation of §imiyayi-ye Mikrobi-ye radiyo’aktiv), apocopes
(e.g. dz in dzmayesgah), compacting some of the letters — usually the first letter and
the last one and deleting the rest — (e.g. tak in tarih), creating a word by mixing parts
of each word (e.g. tesbad mixed from the words ’ates and bad), and the abbreviation
that is made of individual initial letters which is known as acronym (e.g. savak as an
abbreviation of sazeman-e ettela‘at va amniyyat-e kesvar) (Terminology Department,
1388 (2009), pp. 38-39).

Fourthly, borrowing the foreign term with the same concept as the source lan-
guage. This is usually the case with the chemical, medical, and physical terms.

Finding an equivalent to foreign terms in Persian — be it a word, a phrase, or an
abbreviation — should be done in two ways according to the principles book of the
Academy (Terminology Department, 1388 (2009), p. 41). The first is the conceptual
equivalent which is concerned with the meaning regardless of the grammatical and
morphological structure of the foreign word. The second way is concerned more
with the structure of the foreign term which requires finding an equivalent to every
meaningful part of the foreign term.

8 Terminological Activities

From its inception until now, the terminology group has succeeded to publish 15
dictionaries by the name of Farhang-e vazehd-ye mosavvab-e farhangestan (A
Collection of Terms Approved by the Academy), volumes 1 through 15, which con-
tain more than 60,000 equivalent Persian terms instead of the foreign ones. These
exist alongside specialized dictionaries in particular fields by the name of hezar
vaze (A Thousand Terms), such as hezar vaze-ye ‘olom-e ensani (A Thousand Terms
of Humanities) and hezar vaze-ye honar (A Thousand Terms of Art). In addition, a
lot of other publications regarding the approved terms and how to select them have
been issued.

In social media, the terminology group is also very visible. It has a platform in
many of the social media applications by the name of Cheshmocheragh such as
Facebook?, Instagram?®, Telegram®, and LinkedIn. It publishes new posts about

2https://m.facebook.com/vazhe.gozini.56?pn_ref=ec_friends_card&ref=bookmarks
3https://instagram.com/_cheshmocheragh_?igshid=mcmu9tzsfk7x
“https://t.me/cheshmocheragh
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https://instagram.com/_cheshmocheragh_?igshid=mcmu9tzsfk7x
https://t.me/cheshmocheragh
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approved terms on an almost daily basis. The terminology group created a channel
on Telegram in order to open a discussion about terms still in the process to be
approved with researchers who either work with them or researchers who have an
interest in forming the terms.

The dictionaries with the collection of terms approved by the Academy can be
accessed through many platforms, either the main website of the Academy? or the
Vajehyab® platform, which presents the terms with their definitions as well.

In order to achieve its goals, the terminology group cooperates with the press and
websites to consult experts and specialists about the suggested approved terms by
the APLL. They collaborate with radio and TV stations, too, as they are the main
authorities that communicate the most with people. The radio and TV communica-
tion office provides the terminology group with feedback on a regular basis so as to
help it to improve the research criteria as well as announce the linguistic content
directly and indirectly on its platforms. But did this succeed to spread the new terms
among the wider public, particularly in newspaper discourse? And how does the
terminology group react to suddenly upcoming situations such as the Corona crisis
in 2020?

9 Case Study: Term Formation and the 2020 Corona Crisis

In light of the changes that are occurring around us in society, especially in 2020
and in relation to the Corona pandemic, it seems that many terms have appeared in
Persian that were not widespread among the public and were only used among spe-
cialists. In an interview, the official speaker of the Academy said that it had to work
on Corona-related terms as it found that these terms were important at this time and
more dominant than before. Several terms have resurfaced and forced the APLL as
the governmental language planning authority in Iran to do new research regarding
these terms.

10 Methodology

The following section will explain the methodological approach of the chapter, the
used formula to get the targeted results, and the mechanism of selecting the approved
terms by the Academy to be measured. This paper is methodologically based on a
corpus analysis of the online archives of major Iranian newspapers. These papers
are among the largest and most widely read Iranian newspapers and therefore serve

Shttps://apll.ir/
®Vajehyab is a private Persian translation and localization association that offers a lot of ser-
vices including access to online Persian dictionaries. https://www.vajehyab.com/
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as the primary source of this research. Moreover, they cover the wide spectrum of
political orientation from hardline/conservative papers such as Kayhan to more
moderate titles such as Hamshahri to reformist-leaning papers such as Aftab-e Yazd
(Khiabany, 2010, p. 84), (Mahtafar et al., 2009).

Until a few years ago, the largest of them sold daily copies of several hundred
thousand. Although such figures should be viewed with caution, more recent num-
bers suggest a decline of daily circulation — some of it due to economic constraints.
As of August 2018, Hamshahri still sold around 180,000 copies per day while
Jam-e Jam was estimated at 70,000 to 80,000 daily copies. Most other papers —
among them Aftab-e Yazd, Shargh, Arman, and Etemad — sold less than 7,000 copies
per day (Khiabany, 2010, p. 85), (Payvand, 2018). Of course, this is a glimpse at the
print circulation only. A look at the number of readers of their websites might yet
reveal different results.

Numbers for the readership of the websites of the newspapers are difficult to
come by with. When it comes to the social media presence of these newspapers,
though, Table 1 will give some insight into their reach and popularity on selected
online platforms. This overview considers only Persian-language output and not
publications of those newspapers in other languages. All accounts mentioned have
been active at least several times a week, most of them are even updated on a daily
or hourly basis. Compared to the sales of the print versions, some distributions are
reversed. Several newspapers — such as Etemad, Jam-e Jam, and Shargh — show a
(considerably) stronger combined online following whereas Hamshahri has engaged
significantly fewer readers in social media.

Table 1 Social Media Presence of Selected Iranian Newspapers (November 6, 2020)

Twitter Telegram
Active Account Active

Account Followers since (https://t.me/) Subscribers | since

@SharghDaily | 422,836 August SharghDaily 11,929 2015
2013

@isna_farsi 207,060 July 2015 | isna%4 82,787 2015

@ 173,971 April 2014 | etemadonline 263,961 2017

EtemadOnline

@ 110,602 June 2016 | irannewspaper 19,359 2016

IranNewspaper

@vatanemrooz 50,794 February vatanemrooz 3278 2015
2014

@jamejamCPI | 48,551 October jamejamdaily 204,482 2019
2013

@ 34,825 December | kayhannews_1 1567 2018

KayhanNewsFa 2013

@ 14,899 September | hamshahrinews 14,020 2016

hamshahrinews 2017

@aftabeyazd_ir | Account blocked for Aftabeyazd_ir 2528 2016

violating Twitter’s
terms and conditions
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Table 2 Selected Newspaper Number of words

Newspapers in the Corpus Jam-e Jam 3256729
Kayhan ~1,805,583
Vatanemrooz ~1,700,235
Aftab-e Yazd ~1,531,872
Iran ~1,140,675
ISNA ~1,076,706
Hamshahri online ~1,001,044
Armanmelli ~776,670
Sharghdaily ~82,794
Etemad Newspaper | ~45,430

In order to collect all the documents from the newspapers and perform the terms
analysis, the platform Sketch Engine was used to build a corpus that contains
13,014,318 words in 11,951 documents, i.e. newspaper articles and other news
pieces. Sketch Engine is one of the rare tools that provide the function to build a
corpus in Persian and conduct the search in question by counting words, adjacent
words, and documents.” The corpus is up to date as of August 19, 2020. Table 2
shows selected Iranian newspapers that were used in building the corpus, including
the number of words in each of them.

Many terms have been circulating in the months since the Corona pandemic
began in early 2020. People all over the globe virtually mention the same terms dur-
ing the same period. The same situation occurred in Iran. With the aim to select the
terms to be measured in this chapter, the word Corona was searched for in two
ways: korond and kovid-19. Then the adjacent words that appear frequently together
with korénd and kovid-19 were searched for as Sketch Engine provides searching
for multiple words expressions (N-grams). Finally, these words were searched for
again in the corpus using the Sketch Engine wordlist, which shows the number of
times and documents those terms occur in the corpus. It is from these results that the
foreign terms discussed in this chapter were selected.

This chapter will discuss the usage of selected terms that are originally non-
Persian. It follows the question whether these foreign terms were previously
approved by the Academy or not. If yes, which terms are more accepted by jour-
nalists, the approved terms or the foreign ones? What was the reaction of the
APLL and the terminology group on the new terms that they did not deal
with before?

7Sketch Engine is an online platform that provides large high-quality word databases, lexical data,
wordlists, and lexicons in many languages such as English, Arabic, French, Spanish, German,
Persian, and other languages as well. Concerning Persian, this platform provides concordances
(examples of use in context), N-grams (multiword expressions), a one-click dictionary, a word list
(frequency list), and key words (terminology extraction). This platform supports researchers with
building a corpus or corpora and analyzing the data and gives also statistical results (https://www.
sketchengine.eu/).
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To check the availability of the equivalents for the terms under study, a list of
the terms approved by the Academy which were published in 16 volumes was
checked.® To be able to measure the effectiveness of the terms approved by the
APLL in contrast to the foreign ones there were two ways. Firstly, the frequency
of the specified term in the corpus could be counted but that might not be very
accurate to measure the power of the tested term in newspapers because the term
could be used many times in only one document. This gives the impression of a
higher frequency of a term that might not be spread far and used strongly in the
whole corpus.

Secondly, the weight of the term could be measured by using the document num-
bers of the whole corpus, the term frequency [tf], and the document frequency [df].
This way assesses the exact value of terms in the given corpus. In order to calculate
the term frequency of the term in the document, the following equation will be used.
This equation is known by the name TF-IDF.

_ Term i frequency in document j

TF (ij
( J) Total words in document j

Where T(i) is the term and j is the document. Then the inverse document frequency
will be calculated with the following equation.

1
IDF (i)=10g2( total documents J

documents with term i

Then the weight W of the chosen approved term i will be measured by the following
mathematical formula:

N
W. =1, .leOg(Ej

i

Where tf ; ; is the number of occurrences of i in j, N is the total number of documents
in the corpus, and finally df; is the number of documents that contain the word i.

The formula TE-IDF? is used here to weigh the importance of a word in spe-
cific texts, corpus, or society. TF-IDF is a mathematical test determining how
important and effective a term is to a subject in a document set. It is achieved by
combining two metrics: first, how many times a term appears in a text or a docu-
ment, and second, the word reciprocal frequency of a text across a series of
documents.!°

8The list was sent to the author by Mehnoosh Tehrani, the head of the communication broadcasting
office of the Academy of Persian Language and Literature. The volumes are cited as: (Terminology
Group of the APLL, 1382 (2004))

°TF-IDF is an abbreviation for term frequency — inverse document frequency.

"For more information about this formula see: (Rajaraman & Ullman, 2011), (Beel, Langer, &
Gipp, 2017), (Cheng, Yang, Zhao, & Gao, 2018) and (Aizawa, 2003).
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TF-IDF helps to understand the distinctive frequency of a term in a text when
compared to other texts. The TF-IDF score is obtained by dividing the term fre-
quency by the number of texts where that term occurs. Thus, it stands in contrast to
a pure term count or a term frequency relative to the text length and provides a more
in-depth understanding of the weight of the terms compared to other texts. The
TF-IDF score circumvents the impression that a term is important or relevant just
because it occurs frequently, which may be due to the fact that a specific author
prefers to use that term while others might choose different terms to express the
same idea (Ramos, 2003).

11 Selected Terms

The selected approved terms were chosen — as mentioned before — by searching the
corpus for the terms korona — which has 21,912 hits in the corpus — and kovid-19 —
which has 2,347 hits in the corpus (see Table 3) — and identifying the adjacent terms
that show up most with those terms. Some of the located terms that sound like for-
eign terms but were written in Persian letters are as follows: vaksan (French: vac-
cin), qarantineh (French: quarantaine), pandemi (French: pandémie), epidemi
(French: épidémie), fest (English: test, such as in blood test or corona test), viros
(French: virus), mask (French: masque), antibiyotik (French: antibiotique), antibadi
(English: antibody), and last but not least porotokol (French: protocole). By way of
example and for the purpose of this paper, only the first five terms will be selected
for closer scrutiny.

The terms will be divided into three groups: (1) terms that have no previously
existing equivalent approved by the APLL (e.g. vaksan, porotokol) although
there may be Persian words describing the same meaning outside of the formal
approval by the APLL, (2) terms that have been accepted and approved as foreign
terms by the APLL for their prevalence in popular usage (e.g. garantineh, mask,
viros), and (3) terms for which the Academy has approved Persian equivalents
but which are still in use in parallel with the foreign ones (e.g. epidemi/pandemi/
hamegir, antibiyotik/padzist, antibadi/padtan and test/azemayes) (see Table 4 for
details).

Table 3 Primary Search Key term | Number of search results
Results of Key Terms Korond 21912

kovid-19 2,347
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Table 4 Selected Terms, Number of Corpus Hits, and Categorization

Selected Foreign Term Persian Equivalent Number of Hits Category
vaksan 1795 Group 1
maye 7274 Group 1
maye kobt 0 Group 1
pordatokol 2564 Group 1
sivehnameh 135 Group 1
qarantineh 1222 Group 2
vIros 8424 Group 2
Mask 3400 Group 2
epidemi 402 Group 3
pandemi 226 Group 3
hamegir 904 Group 3
Test 1371 Group 3
azemayes 2164 Group 3
antibiyotik 96 Group 3
padzist 0 Group 3
antibadr 169 Group 3
padtan 118 Group 3

12 The Foreign Term vaksan

The term vaksan belongs to the first group mentioned above because it does not
have a previously approved term by the Academy of Persian Language and
Literature. Still, there is a Persian word that does exist in lexicons that carries the
same meaning. It can be considered used on a large scale. According to Amid’s
dictionary, maye, a noun, has various meanings in many fields: basis, capital,
amount, measure, and in the medical field it means a medicine that is injected into
a person to prevent a disease (Amid, 1389, p. 904).

Maye could also be found in so many noun compounds, adjectives, or compound
verbs, e.g., sohan maye (issue), por maye (wealthy), as an adjective mayedar (rich
man, wealthy), maye gozastan (to invest, to spend time, to spend money), maye kobr
(vaccine), maye kobi kardan (to vaccinate), and so many other meanings in other
compounds (Tabibian, 1384, p. 904).

The terminology group has approved a lot of terms that include the lemma maye
but not in the medical field and not as an equivalent to vaccine. For example, maye
(in the field of music) means tonality, padzimaye (biology, proteinology) means
antimicrobial or antienzyme, ravanmaye (psychology) means psychic energy or
mental source, daronmaye (cinema, television, music, and performing arts)
means theme.

The lemma maye has high frequency in the corpus with its 11,951 documents
covering 13,014,318 words. It appears in the corpus as a part of other terms 7,274
times, such as sarmaye (capital money) in economic contexts and sarmayegozari
(capitalization, investment). All the terms that include that lemma are seen in 1,772
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Table 5 Frequency of the Vaksan Maye

Terms vaksan and maye Number of hits 1795 7274
Number of hits per million 123.46 500.29
Number of documents 300 1772
Term Frequency TF 1.37925e-4 5.58923e-4
Inverse document frequency | 1.600282992 | 0.828940529
Weight 2.20719¢e-4 | 4.63314e-4

documents, that makes a TF of 5.58923e-4 (i.e. 7,274 divided by 13,014,318) and
the inverse document frequency 0.828940529 (i.e. log(11,951/1772)). Therefore,
the weight of that lemma in the corpus is 4.63314e-4 (i.e. TF multiplied by IDF).
Although this lemma has a heavy weight, the term that carries the meaning of vac-
cine is not among the results (see Table 5).

The term vaksan is used in Persian more often and does exist in many lexicons
with the meaning of vaccine, vaksanzani (vaccination), and as a verb vaksan zadan
(to vaccinate) (Tabibian, 1384, p. 1067).

The terminology group did not state the acceptance of that term as a foreign one
or even create a Persian equivalent although it is used in the definition of other
equivalents. Its definition of the expression kar’ azemay-ye meydant (field trial) in
the pharmaceutical and health sciences as it is defined by the terminology group in
the ninth volume of the collection of terms approved by the Academy (Terminology
Group of the APLL, 1382 (2004)) is as follows: “A clinical trial for vaccines, drugs,
and prevention programs performed at the community level instead of in laborato-
ries or at health care providers” (emphasis added).

The term vaksan has 1,795 hits in the corpus (123.46 per million) in 300 docu-
ments, the TF is 1.37925e-4 and the inverse document frequency is 1.600282992.
Consequently, the weight of vaksan is 2.20719e-4 (see Table 5).

Despite the heavy weight and the high frequency of the stem mdaye in the corpus,
no term is mentioned with the meaning of vaksan. This term would be maye kobi,
which does not occur in the corpus at all whatever the way of spelling. This indi-
cates the prevalence, spread, and domination of the foreign term.

13 The Approved Term garantineh

Qarantineh is one of the terms that the terminology group of the APLL approved as
a foreign term from the French term quarantaine in the Persian dictionary. It there-
fore belongs to the second group mentioned above. It was approved in the fifth
volume of the collection of terms approved by the Academy as langargah qarantineh
in the field of maritime transport, not in the medical field, to express the meaning of
quarantine anchorage which is defined as follows: “a sea side location next to the
shore that has a strong anchoring base” (Terminology Group of the APLL, 1382
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Table 6 Frequency of the qarantineh
Term garantineh Number of hits 1222
Number of hits per million 84.05
Number of documents 498
Term Frequency TF 9.38966e-5
Inverse document frequency | 1.380174904
Weight 1.2959%4¢-4

(2004)). The term garantineh as a medical term is defined in Amid’s dictionary
(Amid, 1389, p. 814) and Loghatname (Dehkhoda, 1998, p. 17519) as a place in
which individuals accused of developing a contagious disease are held for a desig-
nated period to verify whether they are well or not and to deter the transmission of
infectious diseases.

It comes often as a compound with other words, as in the following expressions:
‘ayyam-e qarantineh (quarantine days), doran-e garantineh (quarantine period),
qarantineh-ye hanegi (home quarantine), ruzhd-ye qarantineh (quarantine days),
qgarantineh be sar-bordan (to be quarantined), and Sarayet-e gqarantineh (quarantine
conditions).

Qarantineh is mentioned 1,222 times in the corpus (84.05 per million) in 498
single documents, which makes the frequency of it in the documents 9.38966e-5
and the inverse document frequency 1.380174904. Consequently, the weight of the
term is 1.29594e-4 (see Table 6).

14 The Foreign Term epidemi and the Approved
Term hamegir*

One of the terms that appeared most with the term korona was epidemi, which
belongs to the third group mentioned above. Epidemi was mentioned before in
Amid’s dictionary (Amid, 1389, pp. 68—69) and defined as follows: “outbreak of a
disease, a common disease, or a contagious disease that affects a large group of
people”. It is one of the terms for which the Academy found an equivalent replacing
it with the term hamegiri (in the medical field) defined as follows: “excessive out-
break of a disease or a sickness in a certain population”.

According to the concordance description'! of Sketch Engine, the term epidemi
as a foreign term still used in Persian appears in the corpus 402 times (27.65 per

""The concordance is a tool with a variety of search options. It searches words, phrases, tags, docu-
ments, text types, or corpus structures and displays the results in context in the form of a concor-
dance. The concordance can be sorted, filtered, and processed further to obtain the desired result.


https://www.sketchengine.eu/my_keywords/tag/
https://www.sketchengine.eu/my_keywords/text-type/
https://www.sketchengine.eu/my_keywords/structure/
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Table 7 Frequency of the Terms epidemi, pandemi, and hamegir
Epidemi Pandemr hamegir

Number of hits 402 226 904

Number of hits per million 27.65 14.92 62.18

Number of documents 202 138 476

Term Frequency TF 3.08891e-5 1.73655e-5 6.9462e-5

Inverse Document Frequency 1.772052877 1.93752516 1.399797294

Weight 5.4737e-5 3.36461e-52 9.723e-5

million).'? It appears 271 times in its lemma form. The remaining mentions refer to
derivatives such as the noun epidemiyolozi (50 times), the noun or adjective epidemik
(16 times), and the plural noun epidemiyoloZisteha (11 times). All other 15 deriva-
tives appear less than ten times each.

The corpus contains 11,951 documents covering 13,014,318 words wherein the
lemma epidemi (or a lexical variation thereof) appears 402 times in 202 documents.
Consequently, the term frequency TF of those terms is 3.08891e-5 (i.e. 402 divided
by 13,014,318) and the inverse document frequency IDF is equal to 1.772052877
(i.e. log(13,014,318/202)). This yields a TF-IDF score of 5.4737e-5 (i.e. TF multi-
plied by IDF).

In Persian, both epidemi and pandemi are used as synonyms for the approved
term hamegir. The foreign term pandemi is mentioned 226 times in the corpus in
138 documents. Consequently, the term frequency of those terms is 1.73655e-5 and
the inverse document frequency is 1.93752516. This gives a TF-IDF score
of 3.36461e-5 (see Table 7).

The term hamegir is the equivalent term to the foreign term epidemi approved by
the APLL. All the words that contain the lemma hamegir* appear 904 times (62.18
per million) in the corpus.'® The noun hamegiri appears 694 times all over the cor-
pus, while the adjective hamegir is counted 178 times. Each one of the other six
derivatives — including hamegirSenasi, hamegirsodan, and hamegirtar — occurs ten
times or less.

Therefore, regarding the terms epidemi and hamegir, hamegir does not only
occur more often and in more documents than epidemi in absolute numbers of docu-
ments all over the corpus. Its weight is also heavier than that of epidemi. The TF-IDF
weight of hamegir as an equivalent approved term by the APLL is 9.723e-5 in con-
trast to the weight of epidemi that is 5.473e-5 (see Table 7).

In line with the previous findings, the Academy succeeded to establish the term
hamegir as an approved term among journalists in contrast to the foreign terms
epidemi and pandemi. Nevertheless, the use of epidemi and pandemi as foreign
terms is not little and should not be underestimated.

2Frequency in Sketch Engine refers to the number of occurrences or hits of a word. The frequency
per million is the number of occurrences (hits) of an item per million. It is related to the whole
corpus, not to text type (Sketch Engine, 2020).

13The search was conducted with the search term hamegir* to be able to find terms with the same
stem even if they do not continue with 7 (i.e. hamegiri).
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15 The Foreign Term fest and the Approved Term dzemayes

Another example of a group 3 term is the term pair test/@zemayes. To express the
meaning of the medical test such as blood test or Corona test, the Persian lan-
guage uses the term azemayes. In the crisis of the Corona pandemic the term test
was used globally either to specify the tests used to detect the virus or clinical
tests to find a treatment or vaccine for the virus. In this context and from the per-
spective of the APLL the term azemdayes should be used but in parallel with this
term the English term fest is also used in the newspaper articles related to the
Corona topic.

Azemayes in Dehkhoda’s dictionary (Dehkhoda, 1998) is mentioned as gerund/
action noun extracted from the verb azmodan, which has multiple meanings such as
test, experiment, and affliction. Azemdayes is approved by the APLL in many fields
such as azemayes-e soqot in the air transport field which means drop test in English
or tarh-e azemdyes in the field of statistics where it means design of experiment as
well as in the field of microbiology azemadayes-e raqigsazi, which means dilution test.

In order to define the weight of the two terms — @zemayes as approved term and
test as a foreign term — used in Persian and determine the result of whichever is
more used in Persian and how successful the APLL was in making the Persian term
more popular, both lemmas were searched for in the corpus and the terms with the
required meaning were sorted for comparison.

The compound of test-e korond was repeated 120 times in the corpus whereas
azemayes-e korond was repeated 28 times. For accurate results, the TF-IDF value is
used to sort both compounds without repeating the same article. The weight of test-e
korond is 2.00989e-5 where the weight of azemayes-e korona is 5.69289%e-6 (see
Table 8). In this case, the use of the consecutive terms that include the approved
term by the Academy is lower than the foreign term.

Regarding the foreign term fest itself, it appears 1,371 times in the corpus (94.3
per million) in 377 documents which means that the TF-IDF weight of the term
is 1.5813e-4. The term dazemayes has 2,164 hits in the corpus (148.84 per million)
in 789 documents, which gives a weight of 1.96263e-7 (see Table 8).

The Persian term azemdyes that was previously approved by the terminology
group is considered significantly less heavy than the foreign term fest that is still in
use in the newspapers domain and reflects the usage of that term in public.

Table 8 Frequency of the Terms fest and azemayes

test azemdyes test-e korond | azemdyes-e korona
Number of hits 1371 2164 120 28
Number of hits per million | 94.3 148.84 8.25 1.93
Number of documents 377 789 79 27
Term Frequency TF 0.000105346 | 1.66278e-7 | 9.22061e-6 | 2.15148e-6
Inverse document frequency | 1.501062896 | 1.180327243 | 2.179777155 | 2.64604082
Weight 0.00015813 | 1.96263e-7 | 2.00989%¢-5 | 5.69289%¢-6
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16 Conclusion

The present analysis can draw from a large corpus in terms of word count and the
number and bandwidth of newspapers and individual documents contained therein.
This is important for a representative image of the use of foreign terms and Persian
equivalents created by the Academy of Persian Language and Literature and its
terminology group. It was shown that the terminology group follows a clear set of
rules to research foreign terms and create Persian equivalents.

The case study looks at terms from the field of epidemiology in current newspa-
per articles in the light of the Corona pandemic that affected the world in general
and Iran in particular since the beginning of 2020. A set of five terms were selected
by way of example and categorized into three different groups: (1) terms that have
no previously existing equivalent approved by the APLL, (2) terms that have been
accepted and approved by the APLL for their prevalence in popular usage, and (3)
terms for which the APLL has approved Persian equivalents but which are still in
use in parallel with foreign ones.

Group 1 contains terms such as vaksan, which are used in Persian even without
formal or official approval by the APLL. Consequently, there is no measure of suc-
cess beyond the impression that APLL processes were overtaken by facts in actual
language use.

Group 2, which includes terms such as garantineh, is special in the sense that no
visible term formation took place even if the absence of an originally Persian equiv-
alent does not mean that the APLL and its terminology group did not spend time on
doing their research and following procedures regarding such terms. They just con-
cluded that the foreign term is worth incorporating into the official lexicon of
Persian. Since this process is not public, further research into the term formation
process through interviews with specialists in the terminology group could shed
light on the alternative ideas and proposals put forward.

Finally, group 3 is of particular interest because it enables a direct comparison
between approved and non-approved terms. The two sample alternatives of
epidemilpandemi vs. hamegir and of test vs. azemayes revealed mixed results,
though. The trend seems to be that non-approved terms have a higher word count
when including the alternatives antibiyotik/padzist and antibadi/pdadtan, which,
however, occur significantly less in the whole corpus. The shortlisted terms met
with different success in Iranian newspapers. The approved equivalent term hamegiri
shows higher frequency than the foreign terms pandemi and epidemi. By contrast,
the foreign term fest is more dominant than the approved term azemdayes as a single
term and also in the comparison between the phrases fest-e korona and
azemayes-e korond.

The foreign term vaksan is also repeated substantially while the Persian term
mdye kobr that carries the same concept is not mentioned in the corpus at all. It
should be noted, though, that the term maye independently, which is included in the
structure of many other words, has a great weight and high frequency. This makes
reusing and approving the term maye kobi a double-edged sword. On the one hand,
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the term mdye kobi is approved with the old Persian main base mdaye that is widely
used in a lot of phrases and terms in many different fields and thus in line with the
Academy’s rules of term formation that give preference to Persian bases. On the
other hand, creating a new term all over would have been an option on the basis that
the term maye is already used to denote many other concepts, which may cause
confusion and difficulty in convincing language users of its use and which makes it
easy for them to use the foreign term vaksan instead. In this case, the likelihood that
people will accept a new, easy word is higher than a word that already existed before.

Since the APLL has already succeeded — according to the terms under study — in
spreading terms like hamegiri among journalists as a mirror to the people, the likeli-
hood of success in publishing new terms is not low. According to the efforts made
by the APLL and its terminology group to reach the largest number of researchers
inside and outside Iran in addition to other users, especially through all means of
social media, the possibility of obtaining better ideas and proposals for linguistic
alternatives as well as of publishing them later increases.

From its inside perspective, the Academy needs to work more on equivalent
terms of concepts that are dominated by foreign terms such as in test and vaksan.
There are, of course, still other terms that should be studied in relation to the field
of epidemiology, among them plasma (English: plasma), kit as in kit-e tashis-e
korona (English: corona detection kit), antibiyotik (French: antibiotique), and
antibadi (English: antibody). Further research can then consolidate the findings of
this paper.

Interestingly, with the spread of many words that were not widely circulated
among the public before the outbreak of the Corona pandemic — most of which are
foreign, especially French and English — the Academy of Persian Language and
Literature decided to intensify its work on finding Persian equivalents for those
terms. It is envisaged to publish a dictionary by the end of 2020 containing all the
terms related to the pandemic and their Persian equivalents. The dictionary will
probably contain around 360 new terms under the title “Corona” (Nazarmohammady
& Behramy, 2020). This highlights once more that the Corona pandemic affects all
walks of life including linguistics and that Persian is a language very much alive and
in flux with the national language planning institution influencing and reflecting the
use of Persian to different degrees.
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Abstract The purpose of this chapter is to examine the promises of action research
to develop Persian for academic purposes (PAP) teachers’ professionalism. To that
end, the critical characteristics of action research have been reviewed in this chapter.
Then, teaching PAP features have been addressed through the main features of
teaching languages for academic purposes proposed by Hyland (Teaching lan-
guages for academic purposes, The encyclopedia of applied linguistics, pp. 14,
2013). Later on, the promises that action research can have for PAP teacher educa-
tion are discussed. Finally, based on the discussions, a model has been proposed to
address action research in PAP teacher education programs. The model, metaphori-
cally, uses action research as its engine to provide energy for developing PAP teach-
ers’ critical thinking abilities, doing reflective practices, and raising their
consciousness about different issues in PAP. Based on the proposed model, collabo-
ration can be done among different PAP genres by engaging PAP teachers in action
research. In the concluding remarks, I discuss the importance of providing internal
and external supports for PAP teachers by PAP teacher educators and decision-
makers to engage PAP teachers in action research and to develop their professional-
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1 Introduction

In the twenty-first century, we think of teaching as a profession. Hence, teacher
education can have an influential impact on developing the professionalism of
teaching. The last two decades have witnessed a debate on teaching professionalism
from different theoretical and practical perspectives (Alexander et al., 2019). The
importance of teacher professionalism is also evident in the research conducted to
develop it among teachers, leading to the concept of “professionalism as a dis-
course” (Robson, 2006). Professionalism as discourse is a venue that encompasses
social, psychological, political, and cultural issues regarding teacher development.
Thus, teacher professionalism can be regarded as socially constructed knowledge
(Troman, 1996) which is dynamic and never-ending. That said, teacher profession-
alism is not just about how to act as a teacher in the classrooms, but it is to accrue
knowledge about social, psychological, political, and cultural issues and practice
the knowledge needed. However, there is always a critical discussion among the
teacher educators on how to develop teachers’ professionalism in different fields,
including teaching a language for academic purposes.

Teaching a language for academic purposes is a “distinctive approach to lan-
guage education based on an identification of the specific language features, dis-
course practices, and communicative skills of target academic groups, and which
recognize the particular subject-matter needs and expertise of learners” (Hyland,
2013). The main objective of teaching a language for academic purposes can be
enabling the learners to involve in academic communication. This will provide them
with the knowledge of “academic style” (Hyland, 2009) which through that they
will be able to conduct academic communications. Consequently, in teaching a lan-
guage as an academic language, learners’ difficulty will not be limited to linguistic
ones, but other academic skills need to be considered.

Persian for academic purposes (hereafter PAP) is originated from a quest in
which Persian academic speakers are planning to produce their academic discourse
through using the Persian language (Shabani-Jadidi, 2020). This causes a national
(in Iran) and international movement among Persian speaking countries to create
the necessary genres to establish academic styles for academic communications.
The development in Persian academic journals and conferences held in different
fields can be an exemplary of the development of PAP. Sequentially, PAP teacher
education programs need to approach academic Persian by designing the programs
to help the PAP teachers revisit their previous Persian perspectives as a language of
mere prose and poetry and change it to academic Persian; the language of research,
scientific communication, etc. One of the approaches to fulfill this revisiting issue
can be through action research.

Action research has a cyclical, dynamic, and collaborative essence (Hine, 2013),
which can help the teachers reflect upon different practices in their classes to obtain
a comprehensive understanding of them. Action research is more than mere conven-
tional teaching. According to Borg (2017), doing and involving in action research
by the teachers will put them in constant identity construction. This is critical for the
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teaching profession since action research can help the PAP teachers construct and
reconstruct their identity. Then, by so doing, PAP teachers can revisit their assump-
tions, thoughts, and beliefs about PAP. Thus, PAP teachers can benefit from the
privileges provided by action research such as developing new knowledge related to
their classes, promoting critical thinking, fostering openness toward new practices,
and developing teachers’ pedagogical skills (Hensen, 1996), if PAP teacher educa-
tion programs prepare PAP teachers to involve in action research.

However, to date, no such a study examines the notion of action research when
PAP teacher education is focused. Hence, the primary purpose of the current chapter
is to represent the main characteristics of action research, to manifest the crucial
issues in the PAP teaching profession that can be addressed through action research,
and to introduce the design of a model for PAP teacher education program which
can help PAP teachers to develop their competences and performances in doing
action research. It can be stated that this chapter can provide us with a picture of the
interrelationship between PAP teacher education programs and the role of action
research in developing PAP teaching professionalism.

2 Action Research: An Action Achieved Through Research

The term action in action research refers to an active sort of investigation. For
Nunan (1992), action research was a quest in which a teacher applies an interpretive
analysis to the data obtained from a set of questions. In a definition provided by Ax
et al. (2008), action research has been described as a reflection on practice con-
ducted by the teachers to identify their classroom problems to find and apply solu-
tions for them. Furthermore, Burns (2010) stated that the term action in action
research is the teachers’ intervention to understand the practices through research,
which is a systematic investigation of their understanding. Moreover, according to
Burns (2010), action research is a process in which the teacher is, simultaneously,
not only the participant of the study but also he/she is the researcher who is respon-
sible for conducting the study.

By examining the mentioned definitions of action research, it can be implied that
the teachers move to “become” researchers when they involve in action research.
The notion of “becoming” a researcher shows us that the teachers will try to con-
struct their identity as teacher-researchers (Britzman, 2012). Hence, it can be stated
that action research can be a venue in which the teachers will practice new identi-
ties, such as professional identity, and gradually construct and reconstruct the new
identity. According to Dikilitas and Griffiths (2017), action research is one of the
“critical strategies that teachers have engaged in for their professional development
with a view to gaining deeper insights into classroom contexts including learners,
teaching practices, and classroom management” (p. 2). All in all, although action
research has its purposes, audiences, and incentives, it uses the qualitative, quantita-
tive, or mixed-method approaches (Ary et al., 2014) to collect and analyze data
obtained for solving educational related problems. Accordingly, Ary et al. (2014)
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stated that “[a]ction research is a practical tool for solving problems experienced by
people in their professional lives” (p. 516).

2.1 Critical Characteristics of Action Research

The encouraging reason for using the term critical while addressing the characteris-
tics of action research is that action research is under a category called practitio-
ner research, including other types of research such as potentially exploitable
pedagogic activity, teacher research, and reflective practice. There are critical differ-
ences among these categories. In the following section, the critical characteristics of
action research are reviewed.

2.1.1 Action Research as a Cyclical and Dynamic Process

Kemmis and McTaggart (1988) stated that action research is a cyclical process, and
it is continued until the researcher will be satisfied with the research output. Hence,
it can be said that dynamicity is evident in the cyclical process of doing action
research. The nature of dynamicity in action research originates from testing differ-
ent issues regarding the educational practices that action researchers do (Mertler,
2009). To fulfill this process, the teachers need to go through different phases such
as planning (identifying the issue), action (addressing the intervention into teachers’
instructional situation), observation (observing the impact of the action systemati-
cally), and reflection (evaluating the impact of the action) (Burns, 2010). Each of
these phases has its practical procedures, which lead the teachers to go back and
force when doing action research. Hence, it can be said that action research has an
emergent nature.

2.1.2 Action Research Has a Locally Situated Context

Action research is planned to address the real problems existing in the educational
context in which the teachers are teaching. This characteristic of action research
provides flexibility and involvement of the teachers to approach the problems in a
step-wise manner to prepare an action to solve the problems (Burns, 2010). Given
this characteristic of action, research will contribute to the development of self-
awareness among the teachers. Hence, through teachers’ active involvement in
doing action research whose main purpose is to address the local educational prob-
lems, teachers’ problem-solving skills (Burns, 2010) and their reflective thinking
(Wang & Zhang, 2014) will improve. Thus, action research’s flexibility will help the
teachers consider a wide range of locally educational problems.
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2.1.3 Action Research Can Be Done on a Wide Range of Topics

Due to its exploratory essence, action research can be done across various topics
such as teaching practice, behavioral issues, co-curricular activities, administration
and organizational issues, and evaluation (Maheshwari, 2015). The teachers who
conduct action research can problematize each of the mentioned issues in their con-
text to bring about comprehensive solutions for the problems. Consequently, teach-
ers will need to put their steps into action research through collaborative, dialectical,
and reflexive principles (Winter, 1989) to create new educational changes to improve
the process of their teaching.

2.1.4 Action Research Has a Collaborative Nature

Metaphorically speaking, action research is a venue in which teachers can be called
actors who make different relationships in various environments and through differ-
ent processes (Weaver-Hightower, 2008). This is an ecological metaphor coined by
Weaver-Hightower (2008) to examine identity construction. Collaboration with
other actors, among different environments, and other processes will be of utmost
importance for the teachers while they are doing their action research. Hence, as the
actors of the action research environment, teachers start to establish their relation-
ships (Goodnough, 2010). The reason is that, sometimes, the collaboration leads to
developing knowledge in the teachers so that they can find comprehensive actions
for their problems. However, if each actor does not follow the principles necessary
to conduct action research, collaboration may not be established among actors.

2.1.5 Action Research Can Develop Teacher Identity

When teachers are involved in the action research process, they join a community of
practice to negotiate their professional identity (Yuan & Lee, 2015). Through par-
ticipating in such a community, the teachers will change their role from the trans-
mitters of knowledge to “independent professionalism™ (Leung, 2009). This is the
first stage in which the teachers’ professionalism is affected by the changes that
happen in their professional identity. All in all, it can be said that action research is,
metaphorically, a community of practice to develop teachers’ professionalism
through the active construction and reconstruction of their identity. It is pointed out
by McNiff (2013) that there are interrelationships between teachers’ identity con-
struction and their involvement in action research in that action research is “an
enquiry of the self into the self” (p. 23) that can help the teachers to develop their
professionalism (Goodnough, 2010). Through action research, negotiation of self
can happen in which the teachers negotiate their professional identity. Moreover, the
negotiation of meaning can obtain while teachers are involved in action research.
Meaning, here, can be regarded as the actions achieved through the research studies
conducted by teachers, such as PAP teachers, by involving them in critical thinking
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activities, consciousness-raising practices, and reflection practices. The results of
such a negotiation of meaning can be the actions to solve educational problems in
PAP contexts.

2.2 Summary of the Characteristics of Action Research

Through reviewing the characteristics mentioned above about action research, it can
be understood that action research is a type of dynamic, cyclical process of research
which is done by teachers on locally situated educational problems on a wide range
of topics with a collaborative nature whose main output can be the development in
teachers’ professional identity. That said, it can be argued that if a teacher education
program addresses action research characteristics when trying to train the teachers,
it can expect development in the teaching professionalism of the teachers. Although
the main principles of conducting a teacher education program across different
fields are the same, it is critical to know the teachers who will participate in a teacher
education program so that the teacher educators will be able to prepare the program
to be the most beneficial. Given Persian’s particular characteristics for academic
purposes, it is vital to look at different angles of PAP and its requirements to teach
Persian for academic purposes across different disciplines. To that end, in the fol-
lowing section, the main characteristics of PAP are reviewed to establish the ground
where action research can be helpful for PAP teacher education.

3 The Features of Teaching Persian for Academic Purposes

It is necessary to review the main features of teaching languages for academic pur-
poses to address features of Persian for academic purposes. Hence, the main fea-
tures of teaching languages for academic purposes are reviewed using Hyland’s
main features of teaching languages for academic purposes (2013). Then, PAP is
approached and discussed based on each feature.

3.1 Needs Analysis in Teaching Persian
for Academic Purposes

According to Hyland (2013), needs analysis uses different techniques to accrue
information about how and what of a course. Needs analysis is the inseparable part
of teaching language for academic purposes (Belcher, 2009). This may be due to the
dynamicity brings about by different learners, materials, purposes, etc. existing in
such programs. The term “needs” includes a broad range of issues from what
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learners know, do not know, want to know, and how the materials should be designed
for each specific purpose. Moreover, the way assessment is done in languages for
academic purposes needs to be addressed in needs analysis. According to Hyland
(2013), language learners’ needs are more than linguistic needs, and these learners
need to know about target contexts discourse. It can be explained that when a lan-
guage is considered for academic purposes, the learners of that language need to
learn the jargon of that language so that they can communicate through that lan-
guage in academic contexts. For example, suppose that biology students want to
learn how to use Persian in an international conference on biology. In that case, they
should learn not only the linguistic contents but, more importantly, the communica-
tive skills such as how to lecture, take note, communicate with keynote speakers
through Persian. That said, the needs analysis should draw biology students’ pri-
mary communicative needs, as an example, and develop materials for them to be
covered in PAP classes.

Needs analysis has a critical role in PAP. This can be due to the countless number
of disciplines in which PAP is used. PAP practitioners need to obtain the needs of
PAP learners across different disciplines to prepare materials and cover them in PAP
classrooms. Moreover, through needs analysis, PAP practitioners can obtain the
learners’ real needs and analyze them based on target needs to develop the final
design of the course. When thinking of different language skills (reading, writing,
speaking, listening), subskills (grammar, vocabulary), pragmatics, and discourse,
one can conclude that PAP teachers should conduct a series of needs analysis to
develop the quality of their PAP teaching.

3.2 The Importance of Collaboration in Teaching Persian
for Academic Purposes

One of the features of teaching languages for academic purposes proposed by
Hyland (2013) is its collaborative nature. The concept of collaboration can happen
at different levels and among different stakeholders involving in teaching languages
for academic purposes. Firstly, PAP teachers can collaborate their specific knowl-
edge with content teachers to consult specific issues. By so doing, the PAP teachers
will obtain the basic content notions of discipline to use the Persian language as a
vehicle to instruct the content knowledge in PAP classes. Secondly, collaboration
can be made among the PAP teachers who participate in related academic contexts
such as conferences to present their research. Such a collaboration type can lead to
development in PAP teachers’ professionalism since, in those contexts, the knowl-
edge about how to address PAP will be distributed. Thirdly, collaboration can be
made among PAP teachers and their PAP learners. Hyland (2013) believes that the
learners of language for academic purposes will bring specific knowledge of their
discipline to the classrooms, which can help teachers. PAP teachers, consequently,
can collaborate with PAP learners to use their specific knowledge to teach PAP. In
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other words, the PAP teachers address content knowledge through PAP tools; know-
ing that the content knowledge can be obtained in collaboration with PAP learners.

3.3 The Vital Role of Consciousness Raising in Teaching
Persian for Academic Purposes

One more feature of teaching languages for academic purposes is the vital role of
paying attention to consciousness-raising (Hyland, 2013). Focusing on
consciousness-raising activities will help learners to be aware of language discourse
and communicative practices. Moreover, by focusing on consciousness-raising
activities, the learners will reflect on texts and their discourses, which can be more
helpful for students than the mere linguistic information (Hyland, 2013). The learn-
ers will explore the text for different lexical, grammatical, and rhetorical features;
hence, they find out specific features of language for academic purposes.

Students of Persian for academic purposes need to develop their consciousness-
raising ability to find a better understanding regarding the lexical, grammatical, and
rhetorical features of academic Persian. PAP learners will be in academic contexts
in which they need to follow the features of academic Persian, and if their
consciousness-raising ability is developed in PAP classrooms, they will be able to
act in those contexts. That said, PAP teacher education programs need to address
and teach PAP teachers how to raise their learners’ consciousness.

3.4 Genre Pedagogy in Teaching Persian
Jfor Academic Purposes

The final feature asserted by Hyland (2013) about teaching languages for academic
purposes is genre pedagogy. According to Hyland (2013, p. 3), “genres are socially
recognized and repeated ways of using language and pedagogies support learners
with methods which foreground the meanings and text types at stake in a situation.”
PAP learners use Persian to fulfill and act in different genres. For instance, Persian
can be used for the sake of a research genre in which the researchers use academic
Persian as a vehicle to present their research claims. The genres in which Persian is
used for research issues are different from those used to narrate an experience.
Consequently, PAP teachers should help the learners be aware of different target
genres and their linguistic and paralinguistic features of those genres. The critical
point is that the genres should not be separated from their contexts, meaning that
genres should not be decontextualized when PAP teachers are involved in genre
pedagogy. To do so, PAP teachers can seek PAP learners’ target needs and provide
related materials for them (Paltridge, 2001). PAP learning, thus, will be more
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explicit in which PAP learners’ consciousness develops, which in its place can help
them to obtain new knowledge based on the specific genre used in a specific context.

3.5 Summary of the Features of Teaching Persian
for Academic Purposes

Through addressing the features of teaching PAP by what Hyland (2013) proposed
for teaching languages for academic purposes, it can be figured out that PAP should
have features such as needs analysis, collaborative nature, consciousness-raising,
and genre pedagogy. That said, PAP teacher educators need to address the instruc-
tion of these features in their PAP teacher education programs to develop PAP
teachers’ ability to consider each of these features. If PAP teacher education pro-
grams do so, the development in PAP teachers’ professionalism can be the result.
Action research can be a facilitative tool that can be addressed in PAP teacher edu-
cation programs to promote features of teaching PAP. Hence, in the next section, the
interrelationship between action research and teaching PAP features will be pre-
sented to examine the promising roles of action research in PAP teachers’ profes-
sionalism development.

4 The Promises of Action Research for PAP
Teacher Education

Now that the main features and characteristics of action research and teaching PAP
have been discussed, the ground for specifying where the juncture between action
research and PAP teacher education can be made. To that end, the promising contri-
bution of action research to PAP teacher development in PAP teacher education are
discussed. Based on the discussion, a model will be proposed to help PAP teacher
educators to plan and administrate PAP teacher education in which action research
plays its critical role.

L2 teacher education programs and PAP teacher education programs consider
teacher learning as a dynamic process (Johnson, 2009). This means that PAP teach-
ers will learn the what and how of teaching through processes which they involve.
As discussed earlier in this chapter, one of the critical characteristics of action
research is to be a cyclical and dynamic process. If PAP teacher education programs
provide PAP teachers with the contexts to conduct action research, the PAP teach-
ers’ consciousness will develop over time (Johnson, 2009). Here, one of the main
junctures will be made between needs analysis, which is one of the main features of
PAP teaching and action research, and PAP teacher education. Suppose PAP teacher
education programs will help the PAP teachers involve in needs analysis through
action research principles. In that case, the PAP teachers will be able to conduct a
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never-ending and reflective needs analysis. Moreover, by conducting action research
on locally situated problems, PAP teachers’ professionalism will develop. This is
because action research develops awareness and autonomy in teachers (Dikilitag &
Griffiths, 2017). Hence, if PAP teacher education programs help PAP teachers do
action research on their local problems, the PAP teachers’ professionalism will
develop through involving them in a dynamic process.

As it was stated earlier in this chapter, action research has a collaborative nature.
This feature can help the PAP teachers address different topics and issues in their
classes. Collaboration can happen among different PAP teachers who are the actors
and specialists of different topics. Moreover, by participating in different confer-
ences and presenting their action research, PAP teachers will create and participate
in different collaborative networks to develop their knowledge regarding various
topics. The collaborative production of knowledge, which is achieved due to the
reflective practices (Sachs, 2003), may lead to PAP teachers’ professional develop-
ment. However, PAP teachers need to develop their action research from their class-
rooms to a broader overview (Hancock, 2001), such as participating in conferences
or publishing action research reports. By so doing, PAP teachers will collaborate on
studying various topics of PAP to change the situations (Adelman, 1993) for better
teaching. Moreover, through collaboration based on action research, PAP teachers
will learn about different genres such as academic genres and the types of commu-
nicative skills necessary to run those genres. If PAP teachers understand academic
reading, writing, listening, and speaking when they participate in academic contexts
in which Persian is used for academic purposes, they will recognize the crucial
issues to be taught to PAP learners to make them competent in using Persian in dif-
ferent genres. The whole process will happen through different negotiations, which
are done during the collaboration of action research among PAP teachers, which can
be the start of development in PAP teachers’ professionalism.

Finally, through conducting action research, the PAP teachers’ professional iden-
tity may develop, leading to their professionalism. Action research may be regarded
as a community of practice (Wenger, 1998) in which the negotiation of knowledge
and activities may lead to the identity development of language teachers. Through
such negotiations with others, PAP teachers can invest in their relationships to
achieve a new identity. In this process, indeed, PAP teachers can also have an impact
on others. Based on the community of practice theory (Wenger, 1998), when nego-
tiation happens among individuals, such as PAP teachers, they align themselves
with others; which allows “the identity of a larger group to become part of the iden-
tity of the individual participants™ (Trent, 2010, p. 155). Hence, if action research
will be considered as a venue in which different communities of practices will be
established for the PAP teachers, then it can be stated that action research has a criti-
cal role in developing PAP teachers’ professional identity. Consequently, action
research can change the role of PAP teachers from the mere transmitters of knowl-
edge (Borg, 2017) to “independent professionalism” (Leung, 2009), based on which
PAP teachers can act in different roles, such as PAP material developers, PAP syl-
labus designers, etc. If this will happen, then one of the PAP teachers’ dilemmas that
they think they are only the transmitters of knowledge to the students will be solved.
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Because they see they can be involved in other issues that happen in their classes.
Hence, as Borg (2017, p. 3) stated, “teachers who become action researchers are
also engaged (consciously or otherwise) in the process of identity construction.”

5 A Model for Addressing Action Research in PAP
Teacher Education

After examining the interrelationships between action research and PAP teacher
education, a process-based, dynamic, cyclical model can be proposed to develop
PAP teacher education programs to develop PAP teachers’ professionalism through
action research. Figure 1 indicates the model. The model shows that PAP teachers
can participate in different genres (Genre N) through different collaboration activi-
ties by addressing action research in PAP teacher education programs.

Based on this model, action research can be thought of as an engine providing
the necessary energy to run reflective practice, consciousness-raising activities, and
critical thinking among PAP teachers. Action research is a venue to help teachers
conduct reflective practices (Dikilitas & Griffiths, 2017); moreover, based on the
proposed model, action research can provide the opportunity for the PAP teachers
who are participating in the action research-based PAP teacher education program
to conduct collaborative reflection (Malderez & Boddczky, 1999). This participa-
tion can be highly influential in developing PAP teachers’ professionalism. Based
on the model, the collaborative reflection can be done on different genres so that
they will be able to find the core knowledge about different genres in PAP. Furthermore,
thinking of PAP teacher education as an expert arena, the contribution received from
PAP teacher educators on action research done by the PAP teachers can be claimed
as the expert coach role (Halai, 2006) in that PAP teachers will receive feedback on
their reflections.

Collaboration
Genre 2

Reflective Practice

Genre N

Fig. 1 A Proposed Model for Addressing Action Research in PAP Teacher Education Programs



116 H. Meihami

The model also shows that if PAP teacher education programs address action
research in their educational syllabus, PAP teachers will be conscious about differ-
ent issues in their teaching. It is stated that language teachers’ assumptions and
beliefs about their teaching are not explicit and at the forefront of their conscious-
ness (Burns, 2010), especially when language teachers are at the beginning of their
teaching profession. However, suppose PAP teacher education programs address
action research in their syllabus and ask PAP teachers to conduct action research on
different topics. In that case, they will be more conscious about their teaching pro-
fession. Moreover, as shown in Fig. 1, the collaboration that may be done through
such PAP teacher education programs can raise the PAP teachers’ consciousness
about the different PAP genres. The whole process may lead to development in the
PAP teachers’ professionalism.

Action research as a metaphorical engine can provide the necessary energy for
developing PAP teachers’ critical thinking ability in PAP teacher education pro-
grams. Critical thinking is the ability to participate in different discourses and
genres (Lépez-Facal & Jiménez-Aleixandre, 2009). PAP teaching and learning are
the contexts of different discourses and genres that ask PAP teachers to develop
their competencies to participate in those discourses and genres. Development in
the PAP teachers’ critical thinking can lead to the development of their abilities to
participate in different discourses and genres. Action research has a dual relation-
ship with critical thinking. On the one hand, doing action research needs critical
thinking skills (Dikilitas & Griffiths, 2017). On the other hand, sustainable engage-
ment in action research over time can develop critical thinking skills (Dikilitas,
2014). On top of this, based on the proposed model, collaborative critical thinking
can be addressed through action research in PAP teacher education programs.
Action research will develop the relationship among critical friends (Child &
Merrill, 2003) through collaboration, which helps the PAP teachers to use the criti-
cal reflections of others and develop their professionalism. Dikilitas and Griffiths
(2017) stated that with the “support from critical friends or a mentor, you could
become the teacher you have always dreamt about being” (p. 250). Moreover, as can
be seen in the proposed model, the collaborative critical thinking abilities are done
among different genres, which can be facilitative to develop the critical thinking
abilities of PAP teachers to participate in different genres and discourses
related to PAP.

The model overall is a collaborative one. It is because collaboration is the com-
mon feature that is shared by both features of action research and teaching
PAP. Given that, collaboration can be seen in each part of the model, allowing PAP
teachers to develop their critical thinking through collaboration, raise their con-
sciousness by conducting collaborative works, and practice collaborative reflections
on their activities. In each of these collaborations, different genres can be selected
and worked upon based on the problems identified to be addressed through action
research. One notable feature of this collaborative model is that it will be able to
conjoin PAP teachers who are working on different genres in a context in which
they can share their actions and use their critical friends’ comments, opinions and
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ideas. That said, a community of practice will be created in which the PAP teachers
will be able to socialize their actions.

6 Concluding Remarks

This chapter was an attempt to show the potentials of action research in PAP teacher
education and how action research can lead to the development of PAP teachers’
professionalism. To such ends, the critical characteristics of action research have
been reviewed. Moreover, the features of teaching PAP have been addressed through
the main features of teaching languages for academic purposes proposed by Hyland
(2013). Then, in a discussion, the promises of action research for conducting PAP
teacher education have been explained. Finally, based on the overall discussion, a
model has been proposed. Action research is metaphorically considered PAP teacher
education programs’ engine to develop PAP teachers’ critical thinking abilities,
reflective practices, and consciousness-raising through collaboration among differ-
ent genres related to PAP.

PAP teacher practitioners and decision-makers should provide both internal and
external support (Yuan & Burns, 2017) for PAP teachers to conduct action research
if they want to develop PAP teachers’ identity and, finally, their teaching profes-
sionalism. PAP teacher practitioners and decision-makers should provide a context
in which the syllabus and policies do not hinder PAP teachers to stop doing action
research for internal support. Furthermore, external support such as in-service PAP
teacher education programs should be held for PAP teachers to update their knowl-
edge and will be able to collaborate with others about the topics of their action
research. Suppose the internal and external supports will not be made by the PAP
teacher practitioners and decision makers. In that case, the conducive features of
action research cannot be reached in PAP contexts, and PAP teachers who do action
research may be demotivated.

PAP teacher education programs that consider and address action research in
their syllabus represent a community of practices for PAP teachers. Through such a
community of practices, PAP teachers can practice whatever they have been
instructed in their programs. By so doing, PAP teachers will find the competence to
practice action research in the real contexts of teaching. However, if PAP teachers
will not be provided with a practice context such as the PAP teacher education pro-
gram, they may have difficulty in internalizing action research methodology in the
real contexts.

It is without saying that conducting action research can develop teachers’ pro-
fessionalism and cause reform in educational contexts (Thomas, 2005). This can be
discussed in different aspects. Firstly, the PAP teachers who engage in action
research will deliver the results and their actions to their educational contexts. This
will lead to the construction and reconstruction of new instructional elements based
on recent and real action research. Secondly, action research can raise the voice of
PAP teachers to conduct educational reforms. This is important since PAP is still in
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its infancy, so the PAP teachers who are in real contexts understand the complexities
better than PAP decision-makers who are, more often than not, out of the real PAP
contexts.

PAP teacher education is an uninvestigated topic that needs to be considered by
the researchers of the field (Mizza & Esmaili-Sardari, 2020). Action research in
PAP teacher education is not exceptional and should be addressed more in the future
by the researchers. Future research can be done on the problems that may be in PAP
teachers’ way to conduct action research. Moreover, the proposed model of the cur-
rent chapter can be empirically studied to identify its pros and cons. Furthermore,
PAP teachers’ identity development needs to be addressed to obtain new approaches
for negotiating PAP teachers’ identity. Moreover, future research can investigate
how to develop PAP teachers’ professionalism to improve the syllabus of their
classes by conducting action research. By conducting investigations on such topics,
one of the problems related to action research that may hinder PAP teachers from
doing action research may be solved (Ary et al., 2014). One more critical topic is
to investigate which types of strategies for recognizing problems in classes can be
more useful for PAP teachers. There are different strategies such as reflection,
explanation, and description, which can be examined to determine the appropriate
strategy for PAP teachers to find the problems and conduct their action research.
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Abstract This study investigates the distribution of forms and functions of meta-
discursive devices in research articles (RAs) in Persian across three academic disci-
plines (i.e., Sociology, Education, and Medicine) and compares the results with
English and Spanish RAs. Data consist of 36 research articles, 12 in each discipline,
resulting in 100,677 words (Sociology = 44,942, Education = 38,169, and Medicine
=17,566). The sample RAs were chosen based on the taxonomy of disciplines, rank-
ing of the journals, empirical nature of the articles, and their publication date. The
reflexive model of metadiscourse (Adel A, Metadiscourse in L1 and L2 English.
John Benjamins Publishing, 2006) was used in order to determine and classify the
metadiscourse markers in terms of both form and function. This resulted in a total
of 1001 tokens in the three disciplines. Findings showed that the RAs in Sociology
and Education have higher density in terms of metadiscourse markers than RAs in
Medicine. Further examination of the results showed that the ratio of using Personal
to Impersonal metadiscursive devices in Persian was one to ten, which is strikingly
different from both English and Spanish. The authors suggest that, in order for aca-
demic Persian to establish its position as an effective and persuasive language in a
larger academic community, it should show more participant interaction and writer-
reader involvement. Finally, it is emphasized that linguistic policies of academic
Persian should be implemented in a way that they direct it towards a more writer-
responsible language along the writer-reader responsibility continuum.

Keywords Metadiscourse - Academic writing - Interaction - Research article -
Rhetoric - Language policy

R. Falahati (P<)
Amsterdam University of Applied Sciences, Amsterdam, The Netherlands
e-mail: rfalahati @ gmail.com

M. Shojaei
Azad University, Isfahan, Iran

© Springer Nature Switzerland AG 2021 121
A. Aghdassi (ed.), Perspectives on Academic Persian, Language Policy 25,
https://doi.org/10.1007/978-3-030-75610-9_8


http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-030-75610-9_8&domain=pdf
https://doi.org/10.1007/978-3-030-75610-9_8#DOI
mailto:rfalahati@gmail.com

122 R. Falahati and M. Shojaei
1 Introduction

Writing an academic text is more than just putting together one’s thoughts and
applying the correct grammatical rules in the target language. In addition to using
language to refer to the experimental world in an academic paper, one should be
aware of how to use language to organize the text, guide the reader, and create an
engaging and interactive piece of work. The latter applications of language fall
within the scope of metadiscourse. Metadiscourse is a term which has been defined
and used differently by scholars. Vande Kopple (1985) considers it as a non-
propositional linguistic element which signals the presence of the writers in the text
as they help their readers to “organize, classify, interpret, evaluate, and react”
towards what is written about the subject matter (p. 83). According to this view,
metadiscourse is mainly being used for organizational, interpretive, and evaluative
purposes in a text. However, there are other researchers who consider metadiscourse
as having a wider scope. Hyland (2005), for example, describes metadiscourse as
“the self reflective expressions used to negotiate interactional meanings in a text,
assisting the writer (or speaker) to express a viewpoint and engage with readers as
members of a particular community” (p. 37). The viewpoint adopted by Hyland
stretches the boundaries of metadiscourse significantly. It not only includes the
organizational function of metadiscourse in a text, it also considers the interactive,
commentary, and attitudinal functions of this linguistic device in academic discourse.

The different applications of metadiscouse in academic and non-academic dis-
course are discussed extensively in the literature These include rhetorical (e.g.,
establishing coherence and logic), social (e.g., interaction between the writer and
reader and making bonds between participants), organizational (e.g., walking the
reader through the text), and pedagogical (e.g., enhancing reading/listening com-
prehension and recall) functions (Chaudron & Richards, 1985; Crismore & Vande
Kopple, 1997; Hyland, 2004; Mauranen, 1993; Vande Kopple, 1988). Despite the
fact that metadiscourse has received a lot of attention in the past, it is not still fully
explored (Adel, 2006). Hyland (2017) has also emphasized that “conceptions of
metadiscourse, and individual studies themselves, are more usefully seen as contrib-
uting different aspects to our understanding of discourse” (p. 19). More research is
still needed to underpin different functions of metadiscourse, especially in less stud-
ied languages. This chapter aims at exploring the conventions of metadiscourse in
Persian academic discourse. This paper, more specifically, investigates the distribu-
tion of forms and functions of metadiscourse across three academic disciplines (i.e.,
Sociology, Education, and Medicine) in Persian. To pursue this goal, we use Adel’s
(2006) reflexive model of metadiscourse which mainly considers “guidance” and
“interaction” as the primary functions of metadiscourse. The current research is
among the pioneering studies on Persian which explores the variation of metadis-
course in this language using a reflexive model. We hope that the findings of this
paper will provide some guidelines for language educationists and language policy
makers as to how improve academic Persian in order to communicate more effec-
tively and establish its position in a larger academic community. The outline of this
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chapter is as follows. The second section introduces academic language in general.
The different approaches to metadiscourse followed by the reflexive model used in
this study are presented in the next two sections. The following section will review
studies related to metadiscourse in Persian. The methodology used in this study
makes the next section of this chapter. The results and findings followed by general
discussion and conclusion will make up the last two parts of this paper.

2 Academic Language

The term academic language started to be used in the past 40 years when Cummins
(1979) made a distinction between basic interpersonal communication skills (BICS)
and cognitive academic language proficiency (CALP). He found that (English) lan-
guage learners spend little time on acquiring basic conversational skills while a
different register of the same language (i.e., academic) proved to be quite challeng-
ing and time consuming for the same language learners. He suggested that language
proficiency is not a uniform construct. This means that a unidimensional model of
general or global language proficiency cannot account for all aspects of language
use or performance. According to him, academic language is what people do with
language rather than grammatical features used in the text. Cummins stated that
“the essential aspect of academic language proficiency is the ability to make com-
plex meanings explicit in either oral or written modalities by means of language
itself rather than by means of contextual or paralinguistic cues (e.g. gestures, intona-
tion, etc.)” (Cummins, 2000, p. 69, emphasis in the original text). Cummins’
approach to academic language was not specifying the linguistic features used in
this register. Therefore, it is hard to apply his view in language classrooms where
educators need to know specific features of academic language before they start
teaching it (See Ranney, 2012 for further discussion).

In more recent years, scholars have started to shift their attention from BICS/
CALP distinction to academic language per se. The first motives behind this shift
was the abundance of rhetorical features shared between social and academic regis-
ters (Schleppegrell, 2001). The earliest studies which focused on academic lan-
guage mainly investigated the vocabulary of academic discourse. These studies
simply focused on the occurrence of lexical forms in academic language aiming at
providing an account of distributional frequencies of the lexical items in the target
language. This was done at the cost of missing sentential and discoursal dimensions
of academic language.

The second reason for academic language receiving a lot of attention was the
advances made in the fields like composition studies, second language writing, and
contrastive rhetoric. Contrastive rhetoric started by Kaplan (1966) and developed
later as an approach to examine the discourse and rhetoric. Kaplan assumed that
each language and culture has rhetorical patterns and categories which are unique to
themselves. He suggested that the differences in writing could reflect cultural and
educational trainings. Since that time, this approach has had a major influence on
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areas such as EFL/ESL and academic language teaching in university settings
(Connor et al., 2008). One of the contributions of this approach to the field of aca-
demic writing is that it opened new research topics where academic discourse could
be compared across different languages and disciplines. For example, the functional
categories (e.g., hedges, boosters, attitude markers, and engagement markers) and
different components (e.g., moves, steps) of different genres (e.g., research articles,
lab reports, or grant proposals) have been the major topics of research in the last two
decades or so (Connor & Mauranen, 1999; Myers, 1989). One of these rhetorical
features which has been widely discussed and researched in the field of academic
discourse is metadiscourse. The following section presents different approaches to
this rhetorical device in academic language.

3 Different Approaches to Metadiscourse

Due to the fuzzy nature of metadiscourse, there is a wide spectrum of perspectives
towards metadiscoursal studies.! This could range from a narrow text-centered view
in one end to a broad interpersonal view in the other end (Hyland, 2017). The sim-
plest approach to metadiscourse views it as metatext which includes discoursal
expressions refereeing only to the internal structure of the text and its purpose
(Mauranen, 1993). Sentence (1) provides an example:

(1) joftehnje in motple?e nefon nadnd ke teedzvize tizonidin pif &z emeal bnTese
kohefe deerd pes @z emele septoplosti deer bimorpn mifeveed.

The findings of this study did not show that preoperative tizanidine administra-
tion reduces postoperative pain in septoplasty in patients. (MED_3, S131)

In sentence (1), the author is explicitly referring to the whole text by using the
term this study. This illustrates using a metadiscourse marker by the writer as a
signpost to guide the reader with the text. On the other end of the continuum, there
are scholars who took an “integrative” approach where metadiscourse not only
refers to guiding the readers throughout the text and its organization, but also it
“involves the personalities, attitudes and assumptions of those who are commu-
nicating” (Hyland, 2005, p. 3). The integrative approach adopts Halliday’s three
levels of linguistic (meta)-function in its model, namely the ideational, the interper-
sonal and the textual levels. In the Systemic Functional Grammar (SFG) proposed
by Halliday (1973), metadiscoursal items have both interpersonal and textual func-
tions. As for the interpersonal function, the writer makes himself/herself visible
in the text through expressing his/her personal attitudes and feelings or starting
a dialogic conversation with the reader. The textual function is fulfilled by pro-
viding landmarks and signposts throughout the text to organize the text and guide
the reader. Adel (2006) criticizes that the SFG-inspired model uses the original
terminology used in Halliday’s SFG (i.e., “interpersonal” and “textual”) in a different

'See Hyland (2017) for the fuzzy nature of metadiscourse in academic discourse.
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way which could be a source of confusion. Moreover, she states that contrary to
the researcher’s expectation that consider the interpersonal and the textual func-
tions as the “twin main functions” of metadiscourse, these two are not at the same
level in the SFG-inspired model.? She takes a “reflexive” approach and develops
a new model for metadiscourse which adds personal discourse functions into the
model. The following section presents Adel’s (2006) model which is also adopted
in the current study.

4 Adel’s Reflexive Model of Metadiscourse

There are competing models for metadiscourse in the field of applied linguistics.
One of the reasons for such a diversity is that the existing approaches draw on dif-
ferent linguistic theories to develop their models. In contrast to integrative approach
discussed above, the reflexive model initially started by Mauranen (1992, 1993) and
further developed by Adel (2006) is mainly based on Jakobson’s (1998) three func-
tions of language: the expressive, the directive, and the metalinguistic. The corre-
sponding component of these language functions in the speech event are the writer,
the reader and the text/code. According to Adel, the reflexive metadiscourse includes
at least the following three aspects: (1) how scholarly writers refer to themselves,
(2) how they relate and speak to their readers, and (3) how they refer to their own
texts. As for the first aspect, research has shown that scientific disciplines vary from
each other in terms of how authors use first person singular / or exclusive first per-
son plural we to refer to themselves. There are some fields in English which favor
using self-reference to refer to the author of the paper while there are other fields
which mainly stick to impersonal style (Hyland, 2005). In addition to disciplines,
there are some studies which have shown different tendencies of languages (e.g.,
English, Finnish, Spanish) for using expressions referring to the author (Mauranen,
1993; Salas, 2015; Williams, 2012).

The second aspect is related to creating a dialogue and establishing relationship
with the readership. This could be performed either through using directives or
inclusive pronoun we. Similar to exclusive pronouns, research has shown that the
extent and functions of inclusive we vary both across disciplines and languages
(Harwood, 2005; Taki & Jafarpour, 2012). The last aspect of reflexive metadis-
course refers to the textual features or metatext which talk about the text itself. In
fact, this is the most basic function of metadiscourse which includes items in dis-
course which refer to the internal structure of the text, its organization, and purpose.

In the reflexive model of Adel, metadiscourse is all interpersonal and divided
into two main categories: “metatext” and “writer-reader interaction”. Metatext is
“described as metadiscourse that guides the reader through the text or comments on
the use of language in the text. ...“Writer-reader interaction’, on the other hand, is

2Read Adel (2006, pp. 16—17) for further details and evaluation of SFG-inspired model.
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Fig. 1 Reflexive model of metadiscourse. (Adapted from Adel, 2006, p. 38)

described as metadiscourse that is used by the current writer to interact with her
imagined reader in ways that create and maintain a relationship with the reader”
(Adel, 2006, pp. 183-184). Both “metatext” and “writer-reader interaction” are fur-
ther divided into Personal and Impersonal categories. Figure 1 below presents
Personal and Impersonal configurations of ‘metatext’ and ‘writer-reader interac-
tion” in Adel’s (2006) reflexive model.

Adel’s (2006) reflexive model extends the concept of metadiscourse from the
text to the writer of the text and its imagined reader. She argues that the reflexive
model as a functional model exhibits more consistencies and is more precise com-
pared to the reflective model. One of the main advantages of this model is that it
includes the writer and reader in their contextualized roles as writer and reader. Adel
(2006: 182) emphasizes that “by including both the writer and the reader, we can
draw a distinction between primarily writer-oriented and primarily reader-oriented
material”. The other advantage of reflexive metadiscourse model is establishing cri-
teria for identifying metadiscourse units. These include explicitness or self-
awareness of text, contextuality, current text, and writer/reader qua writer/reader.
Adel’s non-integrative approach allows a precise identification of micro-level dis-
course functions. This provides the researcher with a more accurate picture of the
metadiscourse phenomenon compared to other broader perspectives which include
stance and evaluation in their models. Toumi (2009) has made an attempt to modify
Adel’s (2006) model to render it more applicable to research article genre. He uses
a different classification for reflexive metadiscourse categories by including two
subcategories of high versus low explicit reflexivity in his model. These two subcat-
egories still contain instances which are identical to the original model. Moreover,
the second difference in Toumi’s model is that it does not “consider personality as a
metadiscursive category rather it regards it as a characteristic of the metadiscourse
unit” (p. 72). This means that if one of the elements in the unit is classified as per-
sonal, the whole unit is categorized under reflexive personality. The changes pro-
posed by Toumi to the model are minor and not very substantial. In the current
study, the original model developed by Adel is adopted due to its wider application
which allows a cross-studies comparison.
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S Academic Persian and Metadiscourse

The majority of studies investigating the metadiscourse strategies in Persian have
mainly examined this linguistic device either cross-linguistically (e.g., Persian vs.
English) or have explored its application by Persian native speakers using English
as L2 and compared it with English native speakers across different disciplines
(Abdi, 2009; Ariannejad et al., 2019; Falahati, 2004, 2007; Mozayan et al., 2018;
Rahimpour & Faghih, 2009; Salar & Ghonsooly, 2016; Shokouhi & Baghsiahi,
2009; Taki & jafarpour, 2012; Zarei & Mansoori, 2011). In one of the earliest stud-
ies on this topic, Falahati (2004, 2007) investigated the distribution of forms and
functions of hedging in academic research articles in Persian and English across
three disciplines (i.e., psychology, chemistry, and medicine) to see how writers use
this device differently across languages and fields. The findings of this study showed
that the English writers use hedges almost 61% more than Persian writers. The
English psychology and Persian medicine research articles were found to be the
most heavily hedged disciplines. The results also showed that the discussion sec-
tions of research articles (RAs, henceforth), in general, favor more hedges than the
introduction section. The author used both epistemological and interpersonal sig-
nificance of hedging in academic discourse to account for the difference in the fre-
quency of hedges across the two languages. Rahimpour and Faghih (2009), in
another study, examined metadiscourse in the discussion section of ninety Persian
and English research articles in applied linguistics. The English articles were writ-
ten both by native and non-native speakers. They examined a subset of metadis-
course categories proposed by Hyland (2004) which included transitions, frame
markers, endophoric markers, evidentials, code glosses, hedges, boosters, attitude
markers, engagement markers, and self-mentions. The first five items in this list are
interactive metadiscourse and the rest are classified as interactional metadiscourse.
Their results showed that the authors in the two languages used interactive metadis-
coursal factors significantly more than interactional ones. Moreover, English authors
employed interactional metadiscourse more than Persian writers while frame mark-
ers and code glosses were used more by Persian native speakers. In another study,
Ariannejad et al. (2019) investigated a number of interactional metadiscourse mark-
ers, namely hedges, boosters, and attitude markers in 100 research articles (50 in
Persian and 50 in English) in the field of architecture. The general findings of their
study showed that the English-language writers used more metadiscourse markers
compared to Persian-language writers. The former group used hedges and boosters
significantly more than Persian authors while attitude markers were used in Persian
articles more than English articles. The different writing styles across the two
groups is explained in terms of different nature of the two languages as being either
writer-responsible or reader-responsible. They explained that the higher application
of the markers and signposts in English articles is for guiding readers in the text and
helping them understand the authors’ interpretations while readers in Persian, as a
reader-responsible language, are expected to disclose the intended meanings of the
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author and discover the relationship between different units of the text which results
in lower frequency of interactional metadiscoursal markers.

In a similar study, Jalilifar (2011) used Hyland’s (2004) model and investigated
two subtypes of metadiscourse (i.e., hedges and boosters) in the discussion section
across psychology and applied linguistics RAs in Persian and English as L1 and L2.
The results showed that the authors used these two pragmatic devices differently in
terms of their frequency, type and function across languages and disciplines. The
English native writers used hedges almost two times more than Persian writers
where the hedges used by the former group were mainly reader oriented. The boost-
ers were reversely used more by Persian authors compared to English native authors.
The two disciplines showed close correspondence in terms of using the two rhetori-
cal devices due to both representing soft fields. In order to explain the existing dif-
ferences across Persian and English rhetorical systems, the author states that “while
in Persian writing, a reader-responsible language, writers use a less hedged discus-
sion and readers are assumed to infer much from the text, English texts, writer
responsible, allow more hedges in discussion and guide readers through the text”
(p. 184). The reviewed literature shows that metadiscourse has received good
amount of attention in Persian; however, these studies have mainly focused on this
rhetorical feature across both English and Persian. Moreover, they have primarily
applied a subset of Hyland’s (2004) metadiscourse model in their studies. To the
best of our knowledge, there is no study using a reflexive model of metadiscourse to
analyze research articles in Persian across distinct academic disciplines. To this end,
this research uses a reflexive metadiscourse model to investigate the employment of
metadiscursive markers for establishing a relationship between the writer, the
reader, and the text across three academic disciplines in Persian (i.e., Sociology,
Education, and Medicine). In the current study, we try to address the following three
research questions:

Q1: What are the lexical and grammatical markers (i.e., forms) which signal the
presence of metadiscourse in academic Persian discourse?

Q2: What are the functions of lexical and grammatical markers which signal the
presence of metadiscourse in academic Persian discourse?

Q3: Are there any differences between the three disciplines (i.e., Sociology,
Education, and Medicine) in terms of the frequency of metadiscursive markers
and their functions?

In order to address the questions in the study, we used the methodology which is
presented in the next section.
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6 Methodology

6.1 Data Selection Criteria

The research articles used in this study come from three disciplines: Sociology,
Education, and Medicine. This decision was made in order to make sure that the
selected articles represent different disciplines across the academy. Becher’s (1989)
classification was used for choosing the disciplines. According to this taxonomy,
disciplines are divided into hard and soft fields. Hard fields include sciences and
engineering while soft sciences include humanities and social sciences. After select-
ing the disciplines, the next step was to choose the journals from which articles
were supposed to be selected for the analysis. A few experts in each field were
consulted and were asked to nominate highly ranked journals in their disciplines.
Moreover, we considered the rankings of the journals from which we selected the
articles. These journals were mainly ranked as" " scientific by the Iranian Ministry
of Science, Research, and Technology (MSRT)? which is a top ranking for academic
journals. Twelve articles were selected in each discipline, making 36 in total (12
articles * 3 disciplines = 36).

The articles for the analysis were chosen based on different criteria. First, only
empirical papers with Swales’ (1990) Introduction, Method, Result and Discussion
(IMRD) rhetorical sections were selected. In the current study, we only analyzed the
metadiscursive expressions in the introduction and discussion sections of research
articles. This is due to the fact that it is these two sections which are the most rhe-
torical parts in research articles (Hyland, 2000; Mauranen, 1993; Vassileva, 2001).
In sociology articles, the introduction section was decided to be any parts appearing
before the method section. In this field the introduction section is divided into sub-
sections such as parts providing theoretical and empirical reviews of previous stud-
ies. All abstracts, footnotes, long quotations, endnotes, and reference lists in the
RAs were deleted before analysis. In the current paper, no attempt is made to com-
pare the metadiscourse markers across introduction and discussion sections.

The second criterion for selecting the articles was the date of publication. The
articles used in the corpus were all limited to those published within the last ten
years. It is assumed that time influences the style of the writers and we tried to take
this variable into account (See Appendix A for the complete list of articles). Table 1
presents the total number of articles, words, as well as the mean number of words
per articles across the three disciplines.

3This is the highest rank assigned to scholarly research journals in Iran by the MSRT.
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Table 1 Corpus description

Discipline Number of articles | Number of words | Mean number of words per article
Sociology 12 44,942 3745
Education 12 38,169 3180
Medicine 12 17,566 1463

6.2 Procedures

The main goal of this study is to identify and classify the linguistic units which act
as metadiscoursal expressions. In order to follow this goal, the introduction and
discussion sections of all research articles were read carefully and all the metadis-
coursal expressions were identified, annotated and then registered both in the pdf
files and an Excel file for quantitative and qualitative analyses. The reflexive model
of metadiscourse proposed by Adel (2006) was used in this study. This model
divides metadiscourse into two main categories of “metatext” and “writer-reader
interaction”. Metatext is divided further into four subcategories: text oriented,
reader-oriented, writer-oriented, and participant-oriented. Text-oriented metadis-
coursal expressions are further divided into four groups: reference to the text/code,
phoric markers, discourse labels, and code glosses. Sentences (2)—(4) are provided
as the representative for writer-oriented, participant-oriented, and text-oriented cat-
egories, respectively.

(2) der jek tehcici ke daerboreje &b?nde edztemn?ije reevonfenoxtije kotulegi
@ndzbm fode bud jeki @z ferkatkonendehn tedzrobei ke deer modete dzostodzuje
kor dofte ro bozgu keerde ke deer indza efore mikonim.

In a study of the social-psychological dimensions of dwarfism, one participant
recounted an experience he/she had while looking for a job, which we refer to here.
(SOCIO_11, S641)

(3) e?mple in five teenhp z&mpni movaedzzh ve mo?tebear xphad bud ke der
jek doreje zempnije mozjen bo goruhi @z foeron jn @&dibon movodzeh bofim ke
fpTer jo nevisendei bozorg ro be ostodi jo be menzeleje olguje edaebije xod pezi-
rofte vee sonzte @debije monsedzem vea tecriben jekdasti ro fekl dode bofend.

The implication of this method will be justified and valid only when in a certain
period of time we encounter a group of poets or writers who have accepted a great
poet or writer as a master or as their literary model and have formed a coherent and
almost uniform literary tradition. (EDU_11, S755)

(4) der edpme, netoyedze berxi @z in paezuhefho ro be tore moxtesar morur
mikonim.

In_the following, we review briefly the results of some of these studies.
(EDU_12, S771)

After identifying both the form and function of the metadiscourse markers, the
raw frequencies of the tokens representing them in the three academic disciplines
were counted separately. Since the number of words was not evenly distributed in
the three sub-corpora, we also calculated the relative frequencies of metadiscourse
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markers per 1000 words. The fact that metadiscourse is a pragmatic category means
that the same item could function as metadiscourse or not. In order to ensure that the
tokens were coded reliably, all items were read and examined in their sentential
contexts to make sure that they are functioning as metadiscourse. The second author
of this paper coded all the tokens in this study. The challenging units (almost 5% of
the total tokens) were highlighted in an excel file and were examined further by the
first author of this paper later. In order to determine the number of metadiscourse
markers/units in our corpus, we followed Adel’s (2006) method. This included
counting the smallest linguistic units which signaled the presence of metadiscourse.
Each grammatical sentence could contain more than one metadiscourse marker.
Sentence (5), for example, contains two tokens each representing specific subcate-
gory of text-oriented metadiscourse (i.e., Discourse Label and Reference to Text).

(5) haedef @z in pezuhef tehlile fekofe kejfiete xedemote pmuzefe medzpzi
vae hozuri @&z didgnhe donefdzujon bud.

The purpose of this study was to analyze the gap between the quality of virtual
and face-to-face education services from the students’ perspective. (EDU_1, S157)

The following section presents the results and findings of the study.

7 Results and Findings

In this section, the results of lexical and grammatical markers (i.e., forms) which
signal the presence of metadiscourse in academic Persian are presented along with
their functions. These results are given across the three disciplines (i.e., Sociology,
Education, and Medicine) in order to highlight the differences across academic
fields. In most of the tables, the raw frequency and relative frequency (i.e., fre-
quency per 1000 words) are presented together. This is because the size of corpora
across the three disciplines is different. Moreover, the relative frequency allows one
to have cross-studies comparison. Table 2 shows the total distribution of metadis-
course markers across the three disciplines. According to this table, the relative
frequencies of metadiscourse markers in Sociology and Education RAs are 10.7
(n =482) and 10 (n = 384), respectively. The rate of application of metadiscourse
markers in Medicine RAs is 7.7 (n = 135). This result shows that the number of
metadiscursive devices used by sociologists and educationists similarly is greater
than medical specialists. Such a pattern could be explained by considering the
nature of both education and sociology disciplines as soft sciences. Salas (2015) in

Table 2 Raw and relative Discipline | Frequency | F per 1000 words
frequency of metadiscourse Sociology 482 10.7
markers across the three N
disciplines Education | 384 10
Medicine 135 7.7
Total 1001 NA
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Table 3 Raw and relative frequency of Personal and Impersonal metadiscourse across three
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disciplines
Personal Impersonal
Discipline Frequency F per 1000 words Frequency F per 1000 words
Sociology 53 1.18 429 9.55
Education 31 0.81 353 9.25
Medicine 4 0.23 131 7.46
Total 88 NA 913 NA

her study on research articles in Spanish has reported that the total frequencies of
metadiscourse markers in linguistics, economics, and medicine RAs are 11, 7.71,
and 7.75, respectively. The results of our study remarkably mirror the ones pre-
sented by Salas once we divide the disciplines based on their soft or hard nature.
Hyland (1998) has also reported that the density of metadiscourse in marketing
articles is 20% more than biology, astrophysics, and applied linguistics.

Table 3 presents the raw frequency and relative frequency (per 1000 words) of
Personal and Impersonal metadiscourse across the three disciplines. The density of
Personal metadiscourse used by sociologist is the highest (1.18, n = 53) while
Medicine RAs use the lowest rate of this category (0.23, n = 4) and Education RAs
fall in between (0.81, n = 31). As for the Impersonal metadiscourse, the authors in
Sociology (9.55, n = 429) and Education (9.25, n = 353) use the highest rate of
Impersonal metadiscourse while writers of Medicine use the lowest rate (7.46,
n = 131) across the three disciplines. The occurrence of Impersonal metadiscourse
in the three academic disciplines is very similar to the total metadiscourse presented
in Table 2. This means that the two disciplines of Sociology and Education show
similar pattern in the density of Impersonal metadiscourse which make them dis-
tinct from RAs in Medicine. The Personal metadiscourse, on the other hand, shows
a considerable variability across the three disciplines. It is this category which is
employed by authors very differently across the three disciplines.

As for the ratio of Impersonal to Personal metadiscourse markers, Persian writ-
ers use Impersonal metadiscourse markers much more than Personal ones. Sociology
RAS show the lowest ratio (almost 8 times) while Medicine RAs have the highest
ratio (almost 32 times).

Table 4 below presents the results of Personal and Impersonal metadiscourse
taken from two other studies. The first set of results come from English RAs of biol-
ogy, astrophysics, applied linguistics, and marketing (Hyland, 1998) and the second
set are Spanish results from RAs in linguistics, economics, and medicine (Salas,
2015). Due to a different taxonomy used in the English study, its results are not
directly comparable to the results of the current study. The English results are pre-
sented here to provide a cross-disciplinary comparison for using Personal versus
Impersonal metadiscourse markers and their relevant subcategories.* The noticeable

“Please note that Hyland uses the terms “textual” and “interpersonal” metadiscourse which are
roughly parallel to Impersonal and Personal categories in the current study.
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Table 4 Frequency of Language and (Discipline) | Personal | Impersonal
Persoqal and Impersonal English (Biology) 19.9 40.1
metadlsF ourse ( per 1000 English (Astrophysics) 22.0 38.1
words) in English : :
and Spanish English (Applied 31.0 31.1
Linguistics)
English (Marketing) 37.0 36.6
Spanish (Linguistics) 4.94 7.06
Spanish (Economics) 2.95 4.77
Spanish (Medicine) 3.06 4.69

Adapted from Hyland (1998) and Salas (2015)

higher rate of metadiscourse in this language is due to additional categories such as
hedges, emphatics, and attitude markers existing in the taxonomy used in the study.
Please note that the numbers presented in Table 4, similar to the current study, are
frequency per 1000 words.

In general, Table 4 shows that both English and Spanish authors, similar to
Persian authors, use Impersonal metadiscourse markers more than Personal ones.
However, the variability across these two categories in the same discipline is much
greater in Persian compared to Spanish and English. In fact, the total ratio of using
Impersonal to Personal metadiscourse markers in Persian is greater than 10 whereas
this ratio for Spanish and English is 1.5 and 1.3, respectively. There is more balance
between the employment of Personal and Impersonal metadiscourse markers by
both English and Spanish authors compared to Persian authors. Persian writers use
personal metadiscourse markers considerably much less than their English and
Spanish colleagues. Another noticeable difference here is that the rankings for the
density of using Personal and Impersonal metadiscourse markers in English in the
same discipline changes while this ranking stays the same in Persian. This means
that while Persian sociologists used the highest rate of both Personal and Impersonal
metadiscourse and Persian medical specialists used these two categories the least,
the English biologists and astrophysicists used the lowest rates of Personal metadis-
course while they used the highest rates regarding Impersonal metadiscourse. From
this perspective, the Persian authors show similar pattern to Spanish authors; how-
ever, the density of Personal metadiscourse markers compared to Impersonal ones
in the same discipline in the two languages is remarkably different.

Further investigation of Personal metadiscourse in Persian shows that there are
two major functional categories used by the authors in the three disciplines. The first
category is self-mentions (i.e., referring to the writer/author) and the second is refer-
ence to the participants (i.e., both the writer and the reader). Education RAs contain
writer-mentions almost two times more than the other two disciplines. The writers
in all disciplines did not use any personal pronouns such as ".." I or "." we in the
subject position, rather the self-mentions were only realized through using words
such as " us" researchers or " Lua,3" researcher. The exclusive personal pronoun

"en

" we was only used in genitive structures accompanying other words such as " ;
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L sa" in our research. The majority of self-mentions (i.e., almost 75%) are made by
attached verbal suffixes. Persian is a pro-drop language which allows the subject of
the sentence to be dropped without losing its reference (See Salas, 2015, for a simi-
lar case in Spanish). Sentence (6) provides an example for the self-mention realized
through verbal ending.

(6) hempongune ke gofte fod heedef @&z eendzbme in teehcic on bud ke be faehme
bifteeri &z meeTlulizt va teedzorobe @frode doroje maTluliete dzesmpni deest jobim.

As mentioned, the purpose of this study was fo gain a better understanding of
disability and the experiences of people with physical disabilities. (SOCIO_11, S695)

The limited number of self-mentions in the corpus of current study suggests that
Persian writers do not show their presence explicitly and they are mainly invisible
in the text. These writers mainly tend to employ a strictly impersonal style.

The micro-level analysis revealed that when the writer was in focus, the Persian
authors used specific discourse functions. Table 5 below presents the frequency of
different discourse functions related to the writer’s presence across the three disci-
plines. The total results show that sociologists show the highest rate of writer-
oriented metadiscourse realization in their text (047, n = 21) followed by
educationists (0.21, n = 8) and medical specialists (0.17, n = 3). According to this
table, the discourse functions at work mainly included Introducing Topic, Saying,
arguing, Clarifying, and Contextualizing. The Persian writers mainly use this cate-
gory when they want to introduce what is going to come in their articles or bringing
up the topics which are important for the readers. Adel (2006) has also mentioned
that Introducing Topic is a very common function of personal metadiscourse in her
academic English corpus.’ Moreover, she has mentioned that the English authors in
her study employed a wide range of discourse functions including Reminding,
Exemplifying, and Focusing. These discourse functions were absent in the RAs writ-
ten by Persian authors. These writers used only a subset of discourse strategies
available in the academic discourse when compared to the English authors.

Salas (2015) has reported the frequency of writer-oriented metadiscourse in her
study for linguistics, economics, and medicine as 2.58, 2.02, and 1.20, respectively.
Hyland (1998) has also reported that for the category Person Markers® in his study,
the RAs in biology, astrophysics, applied linguistics, and marketing show the rate of
2.4,5.3,2.9, and 4.4, respectively. This confirms that Persian writers in the three
disciplines have less tendency to present themselves in their text compared to
English and Spanish authors. English and Spanish authors are noticeably more vis-
ible in their texts compared to Persian authors. This makes the English and Spanish
academic discourse more interactive and engaging than the Persian academic dis-
course which could lead to a stronger relationship and tighter bonding between the
writer and the reader in both English and Spanish texts compared to Persian texts.

5 Adel’s (2006) corpus is based on the argumentative essays written by both English native speakers
(L1) and Swedish learners of English as L2.

®Hyland (1998) defines Person Marker as an explicit reference to the author(s).
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The second functional category under Personal metadiscourse found in this study
was participant-oriented metadiscourse. Table 6 shows the frequency of various
functions of this category across the three disciplines. According to this table,
Sociology RAs contains the biggest number of this category (0.71, n = 32), followed
by Education (0.60, n = 23), and Medicine (0.06, n = 1). According to this table, the
most frequent discourse functions when the writer brings the reader into the dia-
logic scene are Aligning Perspective followed by Arguing and Contextualizing. This
ranking is strikingly different from the one reported by Adel (2006). She has
reported Appealing to the Reader, and Anticipating Reader’s Reaction as the top
two discourse functions used by American native writers in her corpus. The results
of our study show that the functional category Anticipating Reader’s Reaction even
has not been used by the Persian writers. Crismore (1989) has pointed out that
anticipating the reader’s reaction is a central function in metadiscourse. The consid-
erate writer should always foresee the reaction of the reader to their texts and the
probable objections raised by them (Adel, 2006). It seems that Persian authors do
not pay special attention to the imagined reader and do not plan to address the objec-
tions or counterarguments raised by the reader regarding the writer’s claims in
the text.

The Persian sociologists and educationists have predominately used Aligning
Perspective as the main discourse function in their RAs. They have mainly used
attached verbal suffixes corresponding to inclusive we in order to make the reader
involved in their text and fulfil the function. According to Adel (2006), the primary
goal of Aligning Perspective function is to have the reader take the writer’s perspec-
tive and agrees with his/her arguments regarding some issues. The writers of RAs in
Persian have usually used this function in conditional sentences. Moreover, the top-
ics which are discussed in such sentences are usually non-controversial so that the
chance of being accepted gets higher. Sentences (7) and (8) show that the writers are
inviting the readers to share with them the same perspective regarding a topic which
is not very controversial.

(7) lezn egeer bexphim nomreje honardzujon ro be donef va tevono?ije pnho
der derse mazkur nesbat dehim mitevon goft in honerdzujon der dershoje
mehpreti ve korgohi nomeroti behter kasb kerdeend, je?ni nesbat be dershnje
nezeri movafecijete bifteri dofteeend.

Therefore, if we want to attribute the students’ score to their knowledge and abil-
ity in the mentioned course, we can say that these students have obtained better
scores in skill courses and workshops, that is, they have been more successful than
theoretical courses. (EDU_6, S482)

(8) emruze phedim ke der besjori &z zemineho kenor goznften ve be hofije
rondane in @frod teeTedzob baraengiz nabude v be nehve besjor gostardei sureet
migired.

Today we see that in many areas it is not surprising to exclude and marginalize
these people and it is done very widely. (SOCIO_11, S643)
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The other discourse functions used in participant-oriented metadiscurse were
Arguing, Contextualizing, Appealing to the Reader, and Imagining Scenarios. The
fact that Persian authors use participant-oriented metadiscourse when arguing for or
against something is unexpected. Sentence (9) provides an example to illustrate this
function.

(9) baenpberin kem budane mizone haembastegi mijone barxi &z mozlefehnje
hufe kelpmie kudekone pifdebestoni bo nomreje rofde zebone pnho ro mitevon
ingune todzih nemud ke entezor mirevad bo @fzpjefe sene in goruh &z nopmuzon
hembestegie bifteeri mijone nomreje hufe kalomi vae rofde zabonie onho ro
fohed bofim.

Therefore, the low level of correlation between some components of verbal intel-
ligence of preschool children with their language development score can be
explained by the fact that as they age, we expect fo see more correlation between the
score of verbal intelligence and their language development. (EDU_9, S575)

Salas (2015) has reported that participant-oriented metadiscourse has been used
differently by the Spanish authors. The linguists used the highest rate of this cate-
gory (i.e., 1.13) while medical specialists and economists used it at the lower rate of
0.43 and 0.36, respectively.” Hyland (1998) has reported that the rates of occurring
Relational Markers® in English biology, astrophysics, applied linguistics, and mar-
keting RAs are 0.7, 1.4, 2.5, and 3.3, respectively. These results indicate that both
Spanish and English authors on average make more attempts to establish relation-
ships and interact with their audience compared to Persian writers. Adel (2006) has
also stated that the relationship between the writer and the reader is emphasized in
the English texts, especially by the discourse function Appealing to the Reader. This
metadiscourse function is ranked average-low in the Persian RAs while it is ranked
very high in the argumentative essays written in American English reported by
Adel (2006).

Table 7 presents the results for Impersonal metadiscourse markers. The total
results show that sociologists use the highest rate of Impersonal metadiscourse
(9.55, n = 429) while medical specialists use the lowest rate (7.46, n = 131). The
Spanish linguists, economists and medical specialist are reported to use this cate-
gory 7.06, 4.77, and 4.69, respectively (Salas, 2015). These results show that soft
sciences such as sociology, education, and linguistics are more dense in terms of
Impersonal metadiscourse markers compared to hard sciences like medicine.
Further examination of Impersonal metadiscourse markers showed that there are

"Please note that Salas (2015) has used two subcategories of Relational Marker and Reference to
the Participants to refer to participant-oriented metadiscourse. The numbers reported here are the
collapsed results.

8This category is defined as markers which “explicitly refer to or build relationship with the
reader” (Hyland 1998, p. 442). This category is considered to be equivalent to participant-oriented
metadiscourse in the current study.
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Table 7 Distribution of different categories of Impersonal metadiscourse across three disciplines

Functions | Discourse labels | Phorics Code Glosses | Reference to text | Total
Sociology | 208 (4.63) 53(1.18) |72 (1.60) 96 (2.14) 429 (9.55)
Education | 181 (4.74) 45(1.18) |12(0.31) 115 (3.01) 353 (9.25)
Medicine | 59 (3.36) 4(0.23) 6 (0.34) 62 (3.52) 131 (7.46)
Total 448 102 90 273

four major functional categories as Reference to Text, Code Glosses, Discourse
Labels, and Phorics existing under this category. The highest rate of functional cat-
egory across the three disciplines was Discourse Labels (n = 448) while the lowest
rate was Code Glosses (n = 90). The medical specialists used the highest rate of
Reference to Text (3.52) and educationists employed the most Discourse Labels
(4.74) across the three disciplines. English and Spanish writers use the functional
category Phorics among the top two in the list, while this category is ranked the
second from below in the Persian RAs (Adel, 2006; Salas, 2015). Adel describes
Phorics as the road signs which point to different portions in the current text at dif-
ferent times. Hyland (1998) states that this functional category “play[s] an impor-
tant role in making additional ideational material salient and therefore available to
the reader in aiding the recovery of the writer’s argumentative intentions”. (p. 443).
The fact that Persian authors make use of this functional category less than English
and Spanish authors suggest that unveiling the argumentations made in the text may
not be the primary goal of the Persian writers.

Further investigation of the four major functional categories of Impersonal meta-
discourse revealed that each has some subcategories. Table 8 presents the discourse
functions which are employed under each subcategory. The densities of subcatego-
ries Adding, Enumeration, In/Direct Code Glosses, and Whole Text are highest in all
subcategories. In general, the results in this section showed that the distribution of
metadiscousre in Persian is very specific and does not follow the existing patterns in
Spanish and English. While the density between Personal and Impersonal metadis-
course in English and Spanish was relatively balanced, Persian RAs were quite
skewed in terms of the distribution of these two categories. This means that Persian
authors are less visible in their texts compared to English and Spanish writers. As a
result, there is less interaction and probably less guidance provided to Persian read-
ers. Our findings also showed that sociologists and educationists use Impersonal
metadiscsourse markers similarly, but they get separate from each other when it
comes to using Personal metadiscsourse. The results indicated that Persian authors
use only a subset of metadiscursive features available in academic discourse. The
following section presents the discussion of this study.
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8 Discussion and Conclusion

The spread of a given language or its registers could happen either by social or com-
municative needs. The social needs are created as a result of receiving socioeco-
nomic benefits or achieving political integration. The communicative needs, on the
other hand, are created because the newly generated knowledge should be transmit-
ted via effective and persuasive mediums (Garcia, 2012, p. 2). This means that in
order for a variety of language to occupy the position of academic register, it needs
to have specific features to meet the needs of the larger target academic community.
The findings of the current study showed that the academic register of Persian does
not fully employ rhetorical resources to achieve communicative objectives. The
results showed that the application of Personal metadiscourse compared to
Impersonal metadiscourse in Persian texts is remarkably lower than that of English
and Spanish. This means that explicit reference to both the writer and the reader in
the Persian texts is not enough and this makes the academic discourse in this lan-
guage less interactive and more impersonal. Moreover, the results of our research
showed that Persian authors use functional categories of Impersonal metadiscourse
like phorics less than English and Spanish authors. This means Persian authors pro-
vide less signs to the reader for their navigation through the text. Hyland (2017)
emphasizes that “metadiscourse refers to how we use language out of consideration
for our readers or hearers based on our estimation of how best we can help them
process and comprehend what we are saying” (p. 17). This implies that writers are
responsible towards their readers when more clarification, guidance, and interaction
is needed. In order to account for the unexpected lack of both interaction and the
presence of the writer/reader in academic Persian texts, one could argue that this is
due to the nature of this language defined as a reader-responsible rather than a
writer-responsible language. Hinds (1987), in his seminal work on the typology of
languages, found that in some languages like English it is the writer who is primar-
ily responsible for effective communication while in some other languages like
Japanese this responsibility is on the side of the reader. More recent studies have
shown that both Spanish (Mur Duefias, 2011; Salas, 2015) and Persian (Jalilifar,
2011; Pishghadam & Attaran, 2012), similar to Japanese, are reader-responsible
languages. This means that writers in these languages tend to leave the responsibil-
ity to the readers to interpret the content and to make relationships between different
parts of the texts. This could also result in using less metadiscourse markers by the
Persian as well as Spanish authors.

The results of our study showed that Persian, a reader-responsible language, does
not show the same distribution of metadiscursive markers as Spanish, which is also
classified as a reader-responsible language. While both these two languages show
lesser density for metadiscursive devices which makes them a reader-responsible
language versus English, a writer-responsible language with higher density, both
Persian and Spanish diverge from each other as to how metadiscourse markers are
distributed. Our results showed that the ratio of using Personal to Impersonal meta-
discourse in Persian was one to ten whereas this ratio was one to two for Spanish.
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This means that Spanish is a more interactive language compared to Persian despite
the fact that both of these languages are classified as reader-responsible languages.
This indicates that terms such as reader-responsible and writer-responsible lan-
guages are very loose terms which cannot reflect the actual rhetorical practices per-
formed by a particular academic community. The classification of languages
categorically either as reader-responsible or writer-responsible language conceals
the rhetorical habits and activities practiced by the academic community. The find-
ings of the current study showed that the academic register of Persian lacks partici-
pant interaction. This means that Persian academic writers and language policy
makers need to pay special attention to this important rhetorical feature lacking in
the actual practices among the target discourse community.

Despite such shortcoming, the current status of academic Persian and the extent
of rhetorical features used in this register could still satisfy the primary needs of the
smaller and particular discourse community. But if academic Persian is to establish
its position in a larger discourse community among competitive Middle Eastern
languages, it needs to provide researchers with a rich strain of rhetorical strategies
and choices. The findings of this study showed that academic Persian texts used in
this study lack interpersonal resources in terms of the writer and the reader involve-
ment. The literature has emphasized that in order to win the community’s accep-
tance and create a powerful and persuasive text, keeping a good balance between
objective information, subjective evaluation and interpersonal negotiation as a
powerful convincing factor in social construction of knowledge is needed
(Abdollahzadeh, 2011; Bazerman, 1988; Kuhn, 1972). The results of our analysis
showed that the Persian authors were rarely visible in their texts and the readers did
not receive enough references. For promoting the existing status of academic
Persian, therefore, we suggest that the Persian academic community should aim for
pushing the current position of academic Persian on the continuum of writer-reader-
responsibility towards a writer-responsible language. This means that the partici-
pant interaction and the involvement of both the writer and the reader in Persian
texts should be increased. This could be achieved by implementing linguistic poli-
cies which direct the academic register of Persian towards such a goal. The enforce-
ment of such policies will provide more chance for academic Persian to establish
itself as strong medium of communication among a larger academic community
including both native and L2 users.

We need to mention that the data used in this study included only the introduc-
tion and discussion sections of the RAs. This may suggest that the peculiar distribu-
tion of metadiscourse markers found in this study is due to the nature of corpus.
Since the density of rhetorical devices in the introduction and discussion sections is
highest (Hyland, 2000; Mauranen, 1993; Vassileva, 2001), it is very unlikely that
including the other two sections (i.e., methodology and result) of the RAs will
change the distributional patterns found in this study. To sum up, we tried to find the
features and strategies which could promote the status of Persian as an academic
language in this chapter. We showed that interpersonal aspects and greater involve-
ment of the writer and the reader in the text are the boundaries which need to be
extended in academic Persian.
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Appendix: The List of Articles Used as the Corpus
for This Study
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Abstract There are different approaches to teach a foreign or second language to
non-native speakers in the world of education. Learning vocabulary is the most
important one within the language learning process; as a result, improving students’
knowledge about vocabulary in a language has a priority in language teaching.
Fillmore’s Frame Semantics Theory (Fillmore CJ, Speech, place and action. John
Wiley, London, 1982) is one of the newest methods in the field of Cognitive
Semantics that utilizes frame semantics to teach vocabulary. It is believed that the
meanings of words are perceived within a system of knowledge arisen from the
human cultural experience and semantic frames which display sections of an event
used for connecting a group of words to a set of meanings. On the other hand, verbs
are the most important elements in events and play a significant role in the interpre-
tation of the meaning, too. This chapter addresses the extent of appropriateness of
frame semantics to teach Persian vocabulary to non-native speakers. To this end, we
selected the verb /foden/ (to become) as a complex and controversial Persian verb
and discuss its semantic properties within frame semantics to determine its senses
and create a frame semantic model to be used for teaching.
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1 Introduction

Native speakers of a language know the meaning of each word based on their previ-
ous experiences, i.e. their encyclopedic knowledge (Evans & Green, 2006); whereas
non-native speakers might actually rely on their L1 knowledge. Fillmore (1982)
proposed a theory in which the meaning of interdisciplinary words is perceived
through knowledge emanated from human social and cultural experiences. He con-
siders Semantic Frames as indicators of an event used to connect a set of words to a
collection of meanings. According to this theory, Fillmore developed a computa-
tional lexicography model at Berkeley University called FrameNet to be used as an
online lexicon source along with an annotated corpus to be applicable in lexicogra-
phy, machine translation, building different kinds of ontology, and teaching lan-
guage tasks.

The development of this network for English and its rapid development for other
languages indicate the importance, innovation and efficiency of this theory. This
chapter addresses the issue to show the extent of frame semantics appropriateness
and the FrameNet model to teach Persian vocabulary to non-native speakers, and to
determine how feasible frame semantics works for students to learn the vocabulary
of a language and to use the linguistic knowledge more appropriately. To reach the
goal, FrameNet should be developed. Since Persian is our target language, we dis-
cuss the development process of Persian FrameNet and focus on creating the main
semantic frame of the verb/foden/ (to become). Finally, we introduce a model of
verb semantic frame that can be used for teaching Persian verbs to non-native
speakers.

2 Background

Fillmore’s frame semantic theory was practically used to develop FrameNet for
English. This approach was used to develop such data for other languages, including
German FrameNet (GFN) developed by Boas (2002) at Texas University, Spanish
FrameNet (SFN) by Subirats-Riiggeberg et al. (2003) at Barcelona University,
Swedish FrameNet (SweFN ++) by Borin et al. (2010) at Gutenberg University
and etc.

Also, a number of studies have been conducted based on Fillmore’s theory to
investigate this method for teaching language. Atzler (2011) investigated two ways
of presenting vocabulary in a German language learning classroom to determine
whether frame semantics is a feasible tool with respect to students’ vocabulary
acquisition, and whether it is appropriate to determine the usage of vocabulary with
respect to the culture. Additionally, Boas and Dux (2013) made a pilot study on the
usability of a novel on-line frame-based lexicon for foreign language education.
They focused on German and developed a lexicon called German Frame-semantic
Online Lexicon (G-FOL). They compared two groups of students using G-FOL or
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not using this lexicon to determine whether there is any significant advantage for
students using the frame-based approach on vocabulary acquisition. They briefly
reviewed previous research on pedagogical approaches to vocabulary acquisition.
Then, they offered a short overview of linguistic approaches to structure the lexicon,
most notably Frame Semantics (Fillmore, 1982) which served as the theoretical
backbone of the G-FOL. Afterwards, they presented the architecture of the G-FOL
and discussed some important differences in mapping word meanings from English
to German based on semantic frames. Finally, they reported the results of a prelimi-
nary classroom to investigate how first year German students, who used the G-FOL,
learned new vocabulary in comparison to a control group who used traditional
resources for vocabulary acquisition. The results of their pilot study indicated that
across-the-board, higher scores were achieved among the students who used the
G-FOL for vocabulary learning. Xu and Li (2011) utilized semantic frame within an
English vocabulary teaching model and studied its properties based on three aspects,
namely word accumulation, word in long-term memory, and pragmatic knowledge
accumulation, too. They observed that the lack of cultural linguistic contexts among
the Chinese students who learned English as a foreign language led to inappropriate
vocabulary utilization. Also, they found that frame semantics contributes to vocabu-
lary expansion, memory retention, and recall.

A number of Iranian studies, including Ghayoomi (2009), Khavari (2013),
Nayeblouyi et al., (2015), Safari (2015), Hesabi (2016), Motavalian Naeini (2016),
Shamli and Hajighasemi (2017), Delarami et al. (2017), Safari and Rahmati Nejad
(2017), Ajdadi and Razavi (2018) and Rahmati Nejad et al., (2019), Mousavi and
zabihi (2019), conducted within the domain of frame semantic theory and the
FrameNet project in general. Contrary to the studies done on Persian and frame
semantics, Gandomkar (2014) stated that it is impossible to put the outside world
events in specific and definite frames. She believed that Fillmore’s claim to achieve
lexical elaboration of Persian data proves to be futile; because providing such an
approach finally gets us involved in a kind of accreditation which is basically in
contrast with the theoretical basis of cognitive linguistics.

3 Review of the Literature

3.1 Frame Semantics

Fillmore’s Frame Semantics Theory (1982) is one of the most important achieve-
ments of cognitive semantics which makes the understanding of the meaning of
words possible in the form of a dictionary. This theory indicates a major principle in
semantics which claims that the meanings of interdisciplinary words are perceived
through knowledge emanated from human social and cultural experiences.

In this theory, semantic frames are parts of an event connected to a collection of
meanings. The difference between his theory and other lexical semantic theories is
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its emphasis on the background knowledge based on which the meaning of words is
interpreted (Fillmore & Atkins, 1992, 1994, 2000; Fillmore & Baker, 2010).
Fillmore (1982) believes that:

The feature-based approaches using primary categories are not likely to demonstrate the
semantic manifestation and fullness of meaning of words because the meanings of words
consist of vast information about the words enveloping us which can never be displayed
within a few numbers of primary categories (p. 353).

Fillmore also utilized the term Frame as a method for semantic analysis of the natu-
ral language. This term, in the beginning periods of his proposal, is used not in the
concept of the cognitive structural behaviors, but in the meaning of the almost tan-
gibly organized syntactic and semantic phenomena (Chomsky, 1965). Geeraerts
(2010) stated:

What Fillmore proposes in Frame Semantic theory, in the first place indicates that language
can be used for demonstrating the infrastructural conceptualization of the outside world. In
fact, we not only see the world around us in terms of conceptual patterns, but we also
express these patterns in different structures. In this condition, each of the method of
expressing a conceptual pattern creates a new semantic stratum. These patterns are mean-
ingful methods of contemplation in the outside world. The theoretical foundation of this
approach belonging to studying the meaning of the word is that the meaning of words
should be described in relation to the manifestation of semantic schematic frames of con-
ceptual structures and patterns of ideas, beliefs, and attitudes (p. 15).

Additionally, the computational lexicography research project named FrameNet has
also been brought up based on frame semantic theory (Fillmore et al., 2003, p. 235)
that is described briefly in the following section.

3.2 FrameNet

Fillmore (1997) pioneered to develop a computerized and corpus-based lexicon
called FrameNet, where the meaning of most words is perceived based on semantic
frames as mental concepts. A semantic frame, as a cognitive concept is a description
of three major elements, namely event, association, and the participants. Frames are
evoked by lexical units to display semantic distinctions. Two main aims were fol-
lowed to develop FrameNet: (a) to display human function how to learn words; and
(b) to display how lexical units are processed naturally. In the first phase of the
project, the British National Corpus was used for both aims. Next, the American
National Corpus was added to this data set and the data was organized in a database.
This database contained detailed data from potential syntactic manifestations of
frame elements drawn from the aspects existing in the annotated corpus. In this
database, instruments were presented for describing semantic frames, marking sen-
tences, searching for results, and providing reports. Also, this database provided
evidence from the annotated semantic and syntactic sentences for contemporary
English. A set of sentences indicating the domain of comparative possibilities of a
lexical unit were represented as a sample to include types of syntactic structures of
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the lexical unit to embed the elements of the frame. Finally, the developed data
became available online to be used by English language teachers to distinguish the
differences between words and frames.

3.3 Semantic Frame and Frame Elements

Each Semantic Frame in FrameNet contains five sections. (Fig. 1) displays the sam-
ple semantic frame of the English verb to become in FrameNet. It needs to be added
that semantic frames in FrameNet are often related to each other and this relation is
considered as an additional property of FrameNet. In a Frame-to-Frame Relation,

1)

Frame Become
name
An [ene Entity] ends up with some [finq Final quality]--a new fact about the [ Entity]. Alternatively,
based on a cluster of changes of characteristics, the [« Entity] newly meets the conditions for being a
member of a Final category.
g ® [en The weather] TURNED [finq cold].
g ® [ You] can BECOME a firefighter [4im today]!
2
a This frame should be compared with the Transition_to_state frame, which is more general in allowing

arbitrary descriptions of a final situation:

e We ENDED UP telling him to leave.
® There is no way to effectively paraphrase such a sentence in the Becoming frame.

Core Elements

Entity [ent]

The [ene Entity] which undergoes a change, newly ending up in the [n Final category] or taking on a
new [finq Final_quality].

®  [en I] GROW impatient with your insolence.

Core Unexpressed

Final_category [finc]

The category that the [en Entity] ends up in after the change. Typically, this entails taking on a number
of new characteristics.

e He never could understand how she ENDED UP [ an evangelist].

(3) Core and Non-Core Elements

Final_quality [finq]
A description of a characteristic of the [cn Entity] after the change.

®  Suddenly, she BECAME [, impatient].

Non-Core Elements

Fig. 1 Semantic frame of the verb Become in English FrameNet
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Circumstances [cir] This FE marks the set of conditions under which the [cn Entity]
enters the [sinc Final_category] or takes on the characteristic of the
[fing Final_quality].

How long the [ Entity] remains in the [fn. Final category],
Final_situation, or [snq Final_quality].

Duration_of final_state[dur] How long the [cn Entity] remains in the [gn Final category],
Semantic Type: Duration Final_situation, or [finq Final_quality].

He BECAME [qur for the next three years] the prophetic voice of
the Salvadoran people until his assassination on March 24, 1980.

Any eventuality or [ Entity] which brings about the change of
the [en Entity].

Explanation[Expl] Smithers BECAME tired [gxi from all the work he'd been doing].

Semantic Type: State_of affairs

Group [grp] A description of the kind of entities associated with instances of
the [ent Entity] and saliently affected by its change.

Initial _category [] This FE describes the category of the [ Entity] before a change.
Initial_state [] This FE describes the state of the [en Entity] before change occurs.
Manner [man] Any description of the event which is not covered by more
Semantic Type: Manner specific FEs, including epistemic modification (probably,

presumably, mysteriously), secondary effects (quietly, loudly),
and general descriptions comparing events (the same way). In
cases where the [cn¢ Entity] is intentional, [men Manner] may
indicate salient characteristics of an intentional [en¢ Entity] that
also affect the event (presumptuously, coldly, deliberately,
eagerly, carefully).

® The majority [man slowly] BECAME more and more
disenchanted with him.

Place [Place] e Where the change takes place.

Semantic Type: Locative_relation e  He always BECAME uncomfortable [pice in bars].

Time [tim] e When the change occurs.

Semantic Type: Time ®  [im By 1945] he had BECOME uncertain of the advisability
of anyone having such a weapon.

Transitional period [trp] The period during which the [en Entity] is in transition.

®  [upOverthelast 5 years], I've BECOME sick and tired of your
tomfoolery.
“4)
Lexical become.v, turn.v
Units

Fig. 1 (continued)

child frame explains parent frame in a hierarchy more elaborately. In this case, child
frame is considered as a kind of parent frame for other frames. In this hierarchical
relation, more abstract and less dependent frames are recognized as super-frames
and less-abstract frames with more dependency recognized as sub-frames. Moreover,
the relation can be labeled to determine how frames are related to each other
(Ruppenhofer et al., 2016), such as inheritance and causative relations.
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1 The process went so far in Algeria earlier this year that the army cancelled the results of general
elections when it BECAME™ ! [k, quaiiyclear] [Eniythat the Islamic Salvation Front would win
an overwhelming victory].

2 [eniyThe lengths to which he is prepared to go] will BECOME™¢ [y quaityclear] [imewhen he
and Esau meet].

3 Undecided and still bent over towards her [gniyhe] BECAME™$ [0 quaiiyaware of the patter of
running feet, approaching fast].

4 [EnityThe Nunnery Lane convent] BECAME™ ¢! [, quaiyinvolved in plans for the Carmelite
convent at Mafeking] [1imc after the German sisters were approached by the South African Bishop
of Kimberley and got in touch with Darlington].

5 [placeln the UK] it BECAME™ ! [gin, quatiyincreasingly apparent] [gniythat organisational change
in schools was not sufficient to guarantee change in established social attitudes].

6 [EniyThe chosen method which has been implemented] is described below, and BECAME Tt
[Final quatiyknown as the * backwards ", or " inverted look-up "].

7  ButI understand the cricket committee voted 4-1 to nominate West Indies batsman Richardson
for a one-year contract to fill the vacancy until [niyCraig McDermott] BECOMESTreet
[Final_quatiyavailable] [timein 1994].

(5) Annotation

Fig. 1 (continued)

In the followings, the elements of a semantic frame are briefly described.

3.3.1 Title

The first section of a semantic frame is Title to convey the general concept of the
target word.

3.3.2 Definition

Definition is a section of a frame that deals with the general description of the mean-
ing of a frame and its related examples. In fact, in theory of frame semantics, the
meaning of a phoneme is described with respect to its background frame without
any relation to other phonemes. In other words, the meaning of a phoneme is in the
form of schema based on experience created in the world (Ruppenhofer et al., 2016).

3.3.3 Frame Elements

Frame elements are situational roles that play as semantic roles of a frame. They are
considered as the basic units in a frame. These elements are categorized into core
roles and non-core roles. Core Elements introduce a constituent in such a way that
their presence in a frame is mandatory to distinguish a frame from another one.
There are principles to govern frames. There is also a set of core elements known as
Core Unexpressed Elements that are considered necessary elements, but do not have
concrete representation. Non-core Elements are the ones that describe concepts,
such as time, place, status, tool, amount, etc. These elements do not create a frame
by themselves; rather they are introduced in any frame that is required and suitable
in terms of meaning.



158 L. Rahmati Nejad and M. Ghayoomi

3.3.4 Lexical Units

Lexical Units are the words to evoke a specific frame in mind. In fact, a lexical unit
is a pair of words with their meanings. Typically, each sense of a polysemous word
belongs to a different semantic frame, a script-like conceptual structure that describes
a particular type of situation, object, or event along with its participants and props.
For example, the Apply Heat frame describes a common situation, involving a Cook,
some Food, and a Heating Instrument, that are evoked by words such as bake,
blanch, boil, broil, brown, simmer, steam, etc. (Ruppenhofer et al., 2016:8).

3.3.5 Annotated Texts

Annotated Texts are part of a frame along with core and non-core elements.

Moreover, in the FrameNet project, different colors are used to encode core and
non-core elements of frames to make distinctions of the semantic elements. In this
article, contrary to FrameNet, we annotate the data and add notations to convert the
data into Black and White mode.

4 Proposing a Frame Semantic Model for Persian Learning

In the introduction, it was stated that the contribution of this study is how frame
semantics is useful to teach Persian vocabulary to non-native speakers to help them
to use these sentential basic elements more appropriately. To this end, we describe
the semantic properties according to the data structure used in FrameNet. Among
the syntactic categories, we focus on the verb category which plays the major role
to construct a sentence.

Persian has about 400 simple verbs (Khanlari, 1986, p. 395-405), and a large
number of compound verbs composed of a preverbal element such as noun, noun
phrase, adjective, preposition or prepositional phrase, and a light verb (Bateni,
2014). There is a set of verbs that are both simple and light. These verbs are very
difficult to learn. The verb /[odan/ (to become) is a member of this set. We discuss
how to recognize its semantic concepts and frames by using Persian dictionaries and
corpora and compare its frames with the frame of the verb Become in English
FrameNet. Then, we develop the frame semantic model of / fodaen/ in Persian.
Finally, we investigate some advantages and disadvantages of this method to teach
vocabulary using frame semantics.
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Table 1 Different functions of the verb /[odzn/ in Persian (Golfam et al., 2011)

Functions of / fodeen/ | Example Phonetic transcription | English translation
1 | Main verb 22 4s« S | bobaek be yaneh [od. Babak came home.
2 | Auxiliary verb Sosm pan spts U | 20ya mifeeved May I go out?
berevam birun?
3 | Linking verb 5 pem o o8 | Cilinton re?is dsomhur | Clinton has become
fod. president.
4| A constituent of sa8 s s ok | temom-e hozzor All the spectators
compound verbs bolend Jodend. stood up.

4.1 Properties of the verb /lodcen/ in Persian

Verbs play a significant role in interpreting the meaning and describing the situation
of an event. The verb / /odzfn/ has been used in past by Persian speakers as one of
the most frequent verbs and it plays different roles in a sentence. Dabir-moghaddam
(2013) defined two general usages for this verb. One of them is its application in
passive construction and the other one is its contribution to construct a compound
verb. He proposed two processes to create a compound verb in Persian, either
through a combination process or a concatenation process. Sata and Bahraie (2010)
added a property that the verb / fodaan/ is used with or without interpretive adverbs
due to carrying the aspects of transferring and changing the situations in many con-
ditions for expressing hope and saying prayer. This verb contributes to make a huge
set of verbs and concepts among which idiomatic expressions can be found (Safa
etal., 2014, p. 1). Golfam et al., (2011, p. 152) proposed four different functions of
the verb / /OdEEIl/ to display how controversial this verb is, too. (Table 1) shows these
functions.

4.2 Semantic Domains and Frames of /lodcen/

Lack of availability of a Persian FrameNet enforced us to use rich resources to help
us to recognize and to determine the semantic domains and frames of the verb
/ /oda:n/. Thus, we choose a number of well-known, reliable Persian dictionaries,
such as Sokhan (Anvari, 2009), Persian-English Aryanpur dictionary (Aryanpur
Kashani, 2012), and a dictionary of Persian synonyms and antonyms (Khodapasti,
1997) to capture various meaning of the verb / [odzen/. Also, we use some Persian
linguistic corpora such as Persian Linguistic DataBase (Assi, 1997), FarsNet
(Shamsfard et al., 2010), and Dadegan (Rasooli et al., 2011) to collect relevant
samples for the target sense. In addition, equivalent frames of the verb become from
the English FrameNet are required for cross-lingual comparisons. Having studied
the verb / fodaan/ in the selected dictionaries and based on the consistency with
related frames in English FrameNet, we found 14 different senses for this verb in
Persian. These senses belong to contemporary and conventional periods, and the
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Table 2 Semantic domains and frames of the verb /fodan/ in Persian

Semantic domains and
frames of / fodzen/ Phonetic transcription English translation
| RN e tegjir-e holet doden To transform and change
2| sl slat ol s ruy dad®n ve Petefoc To take place and happen
?oftaden
3|l ?endzom /odaen To be done
4 | S anle mohasebeh cerden To calculate
5| g asb s o morden va nobud foda:n To die and annihilate
6 | e bimar /oda:n To become sick
T F oy ok monaseb buden *To be appropriate
8 | * s ol Pe?teraz cerde *To complain
9 | gl 55 ?emcon do fizen *To become possible
10 | % g, reften **To go
I1]#% s, e dzoda vee modzeza /odaen **To become separated
12 %% s s Sk o be temealoc der 2ameaeden **To own
13 | % 5238 00 ?wz had Jozz fien **To exceed
14 #* balec fodaen **To become mature

contemporary senses are used in daily and formal conversations. (Table 2) summa-
rizes 14 semantic domains and frames for the verb / fodaen/ in Persian. The verbs
marked with (*) are colloquial and the ones with (¥*) are archaic.

Among the 14 semantic domains and frames recognized in (Table 2) for the verb
/ /odaen/, frames can be created only for the first 9 domains, either formal or collo-
quial, to be used for teaching. The rest 5 frames are not worth creating because they
have an archaic meaning and they are not used in the contemporary Persian. Due to
space limitation, we selected only two semantic domains and created their frames
according to Fillmore’s theory in FrameNet. One of the domains is /tecjir-e halet
daden/ (to transform/to change) as the main domain and frame of the verb / fodaen/
based on the frequency distribution of the verb extracted from the Persian Linguistics
DataBase (Assi, 1997) and the manual analysis. Another frame is presented for the
domain /monaseb budan/ (to be appropriate) as a sample of colloquial meaning
used in contemporary Persian.

To understand semantic frames, the information is organized based on the con-
tent of (Fig. 1) in (Sect. 3.3) to be presented to non-Persian speakers. To make the
frame usable for language learners, each frame contains the Persian description, the
phonetic transcription using the International Phonetic Alphabet (IPA), and the
English equivalents of Persian texts. The provided information helps to learn about
the verb and the appropriate pronunciation of the Persian word and also learning
about its English equivalents. Moreover, in these semantic frames, after the Title of
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(e iz G e R
RN [ T

dijeerfun [odeen (Pariyon pur).

¢ Jeerdidaen, Ja[taen (yodo parasti).

Senses Phonetic Transcription English Translation
) _
Frame O adla il /tzeGjir-e halzet dadaen/ to transform/to change
name
g cas Alls L Cueagfvaez?iyet yo holet-e dsedidi peyda|To get involved in a new situation, to
A das a4 s Ol 02 Seerdeen, 2z hali be hale difer deer|change mood, to change, to change into
GRS (Bl RS O8I Dy maeden teecjir  yoften, tebdil|(Sokhan Dictionary) .
.2 ) a ’ ?
(oa) Ol Jodzen be Pon (soyan).
2 5 4 el 2 ila 4y
s S Jf?/‘d":' ol 5 be haleti der Pomadaen, be tfizi| To become something, to change into
Ot o0 08 R (il it . . |something, to become something else
g B N P fodaen, teradis fodaen, tliz-e diJeri 2 g >
}% “‘f“/ LoJsl o JESS fodzn,  tagiir fen,  deworiun to change, to transform, to
E oS cons w85 elatodan,  TEan - yOltEn, GeSRIIUN 1ot orphose, to transform,
2 (U0 o Jodzen, tecjir carden, tejir-¢ fecl yo (Aryanpur Dictionary).
a mohiyaet doden, deerfuneh Joden,

to become, to change (Khodaparasti

(3) Core and Non-Core Elements

W[ Dictionary).

[0 we cas][s) conn] @
ol 02 e hexva serd _[()d, e The weather TURNED cold.
e 20u pir Jodeh Pzst. e  He/ She has BECOME old.
shal palic ?2enasor-e ?zsli Core Elements

3¢ b w94 modgudiyzet yo nehad: Entity:
5 oS Geob ) 48 Jhasa sefmodgudiyeeti ce Pz teric-e tegjir vae|An entity which meets final state or
s L algiey 4 Jssiftehevol be  «maculeh  nahayix|category through transformation.

s | miresaed.

ES S gbde e oS o
¢ [ans S asy,, ) e naxhalhay-e cutjeci ce calte
e en][dusl )] budim, ?emsal bozord [odeh

Alead [0

2@ nd.

e Small saplings that we planted
have GROWN this year.

sadigly Lal palie

?anasor-e bayan nzfodeh

Core Unexpressed

HEETES)

3w Ol b 248 sl

8l e 3l Jsas

O [eee ms] e
G Logd el
Kia 5] [l
[Gle 5 0l Al caa
A (O s eas]

1 e b Al gha

A< llgia b Cunny ccilla

4 dlus) e ) on G e

s ysa

comn][WB A 2] e
o an] [l o
Asdea [y

ruydod:
ruydodi ce der tey-e ?on tegjir va
teehaevol ?etefac mi 2oftad.

iran der dzeni-e heelt sole-ye

o besyari 2@z Jehrhay-e dsonubi-e ¢

?iron v ?@roc viran Jodaend.

maculeh yo halaet-e naehayi:

halet, vez?iyet yo maculeh?i ce
modsudiyzet paes P&z yec ruydad be
?on miresad.

o der “?emser-e Jerma 2ob-e
deeryaha boyor mijaeveed.

Event:
an event during which a change has
occurred.

Many of southern cities of Iran
have got RUINED in the Iran-

Iraq’s eight-year war.

Final state or category:
a state, situation or category such that
an entity meets after an event.

e The water of seas VAPORIZES
due to heat.

Fig. 2 Frame of /teegjir-e holet doden/ (to transform/to change) as the main frame of /fodzen/
in Persian
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Fig. 2 (continued)

?enasor-e feer?i

tozih:

tozihi ?est beraye roy doden ve
zohur-e yec ruydad.

e vacti Pali mozu? ro fehmid,
pzerifcm Jod.

tleFunedi:

tosifat-e yec ruydad ce mote?a@ser
2@z 2onsor-¢ Galeb-e diJeri nebofad,
P&z cabil-e tosifut-e zati, tae?sirat-¢
sanzviyeh, tosifat-e coli-e
mocayeseye ruydad va vizelihoye
bardsesteye modsudiyet ce ber
ruydod ?@ser mitozarad.

Ll

?u bimar bud veeli hala yeili yub
Jodeh zest.

szbab:
vez?iyeti ce tegjir-e modsudiyaet
pasoyi be ?on Past.

be
derayton onc Jodaend.

. yoter-e  Fermoy-e

dore-ye ?entecali:
doreh?i ce der ?on modsudiyaet deer
hal-e ?entecal Pest.

der tul-e bahar Jocufeho be
miveh tzebdil mifzevaend.

zaemaon:
zemon ruy daden-e
teehaevol.

tegjir  vee

e Mearyem Zemsal yeyli laGaer

Jodeh zest.

faemyet:

madsmu?eh Jeroyeti ce der 2an
modsudiyat be halet yo macule-ye
naehoyi miresaed.

Ll
e Pozmaye(foh v teht-e te?sir-
e catalizor dotfar-e tzcjir vz
taehzevol mifzevaend.

L]
haeva

besyari 2z ?@nasor der mohit-[*

Non-Core Elements

Explanation:
is an explanation that expresses an
occurrence and advent of an event.

Ali GOT ANNOYED when he
found out the problem.

Manner:

descriptions of an event which are not
affected by other frame elements, such
as substantial descriptions, secondary
effects, general descriptions of
comparing an event and outstanding
features of an entity affecting the event.

e He was sick, but has GOT more

better.

Cause:
a situation that the transformation of an
entity is a response to it.

Because of the hot weather, the
trees DRIED UP.

Transitional period:
a period in which the entity is being
transferred.

Blossoms TURN INTO fruits
during spring.

Time:
the time of occurring transformation.

Maryam has LOST WEIGHT a
lot this year.

Circumstances:
a set of conditions in which the entity
meets the final category or state.

Many elements HAVE
UNDERGONE
TRANSFORMATION  in the

laboratory by using a catalyst.
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holzet yo macule-ye ?avaliye:
macule-ye ?evaliye-ye modsudiyzet
Gaebl ?az roy daden-e ruydod.

e dar

serzeminhoy-e  dzonubi
yayho bo Ferm Jodzn-e hava

xeili szeri? 2ab fodzend.

Joruh:

dzem? yo Joruhi ba
modsudiyt ce be Jecl-e Josteerdeh?i
teeht-e ta?sir-e tegjir-e 2on caror
mifiraend.

mortaebet

ba ?aludeh Joden-¢ deeryoha

zendedi coliyeh-ye modsudet-e
deeryayi motehzevel mifzevad.

modaet zzeman-e halaet-e naehayi:
modat zemani ce modsudiyat deer
halet yo macule-ye nahayi boci
mimonad.

deer maenatec-e serdsiri besyori

P®z dzﬁryatfeha der  tul-e
zemeston mondzaemed
mifzvaend.

macan:

meahel-e ruy doden-e tecjir ve
teehaevol.

o renl-e

der _boc va bostan
ba

dejaerjun mijaevad.

deraytan tegjir-e  faesl
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Initial state or category:

Initial category of the entity that exists
before the occurrence of the event.

e In Southern lands, ices MELT fast
as the weather gets hot.

Group:

the group of entities that related to the
entity which are extensively affected
by its change.

As the seas get contaminated, the
life of all marine creatures
UNDERGOES
TRANSFORMATION.

The period of the final status:
the period of time in which the entity
remains in the final status or category.

e In cold regions, most of the lakes

GET FROZEN during winter.

Place:
the place where a transformation
oceurs.
e In gardens, the color of trees
CHANGES as the seasons change.

(oM e (QAdRE (A
i o8 K oad o8 K
she m o uf
sosuly (O ol B
(Oad liie (Al e (ad
PISER G I I SRR

O3 Jy (i g K

(4) Lexical Units

Jodaen, tebdil Joden, 2evez Joden,
deJerfun Iodeen, diJerjun fodefn,
deferfuneh [oden, tfiz-e diFeri
Iodaen, teradis fodaen, pojt-o-ru fodaen,
moteceyer Iodaen, monceleb fodaen,
deJeerdis Iodasn, teeroriyt Iodzen,
deJeersan [oden, bedel Joden.

to become, to turn into, to change, to
transform, to change, to become into
something else, to change, to get upside
down, to change, to get transformed, to
change, to get changed, to convert to.

[Loms dils 40 (] [ cngnse
RYS P [TE R |

?ab be deelil-e serma be yay taebdil
mifzevzed.

[cause due to the cold] [eniy Water]
GETS FROZEN.

[ S B Cyisase
A Jaa 4l ea]

doxteer cutfulu be ?eliheh mobzedzl
Jod.

[Emity The little girl] [Final category iNtO
goddess] IS TRANSFORMED.

el 51 ] [ csnsd]
22 [l ] [Vla b

e

(5) Annotation

?u ?az parsal to hala yeyli 2evaez
Jodeh 2zest.

[ Transitional Period Since last year until now]
[Enity He] HAS CHANGED [manner @
lot].

['s6 o 2w L

0B8R [alaag,

o]

A

ba serd Joden-e heva rudyoneh
dejeerjun mifzevad.

[cause As the weather gets cold], [Enity
the river] GETS CHANGED.

Fig. 2 (continued)
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the frame, Definition of the sense from dictionaries and Core and Non-core Elements
are listed. Also, a number of verbs that contain the target concept of the verb / fodaen/
are selected as Lexical Units. Also, Annotation involves sentences extracted from
Persian corpora and annotated manually in way that the semantic roles are defined
in the sentences. (Fig. 2) represents the frame of /tegjir-e halet dadan/ (to trans-
form/to change) as the main semantic frame of/ fodzen/ .

As can be seen in (Fig. 2), the frame is named as/t@gjir-e halet dadan/ (to trans-
form/to change). From the Persian dictionaries, we found the meanings of this verb
and listed in the Definition section of the frame. Then, we focused on core and non-
core elements according to the samples found in the Persian corpora. The core ele-
ment of this verb is an Entity which meets a final state or a category through
transformation, as in Example (1) /bozor} fodaen/ (grow) determines the final state.

1. nzhalhay-e cutfzci ce co fte budim, ?emsal bozor¥ fodeh?aend.

Small saplings that we planted have grown this year.

This verb has two unexpressed core elements, namely Event, and Final State or
Category. The Event refers to an event during which a change has occurred, as in
Example (2) the cities ruined.

2. besyari P&z /zehrh(xy—e dzonubi-e ?iroan der dzent-e heft sale-ye ?iroan va
?erac viran fodaend.
Many of southern cities of Iran have got ruined_in the Iran-Irag’s eight-
year war.
Final State or Category refers to a state, situation or category in such a way that
an entity exists after an event, as in Example (3), where vaporizing is happened after
heating.

3. deer ?@sar-e fermo ?ab-e deryoho boyor mi faved.
The water of seas vaporizes due to heat.
There are 10 non-core elements for the frame/tagjir-e halet daden/ (to trans-
form/to change). Explanation is one of the non-core elements to express an occur-
rence and advent of an event, as in Example (4) where someone is annoyed.

4. vaati ?ali mozu? ro fehmid, peeri fon fod.
Ali got annoyed when he found out the problem.
Manner is another non-core element to describe an event which is not affected by
other frame elements, as in Example (5) where sickness is the event that is
talked about.

5. ?u bimar bud veli hala yeili yub jodeh Paeest.
He was sick, but has got more better now.
Cause is another non-core element to describe a situation that the transformation
of an entity is a response to it, as in Example (6) where the hot weather caused
tree to dry.
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6. be yater-e ceermay-e heva dereytan xo fc fodaend.
Because of the hot weather, the trees dried up.
Transitional Period, another non-core element, refers to a period the entity is
being transferred, as in Example (7) where during the spring time the blooms turn
into fruits and this period of time passes away.

7. der tul-e behar focufeha be miveh taebdil mi fzevaend.
Blossoms turn into fruits during spring.
Time is another non-core element which refers to the time of occurring transfor-
mation, as in Example (8) where a status is changed such that the change is occurred
in a certain time, such as losing weight in a certain time.

8. Maryzm 2emsal xeyli laceer fodeh ?aest.
Maryam has lost weight a lot this year.
Circumstances is another non-core element which refers to a set of conditions in
which the entity meets the final category or state, as in Example (9) where elements
are changed due to using a catalyst in the laboratory.

9. besyori ?®z ?enosor der mohit-e ?PozmayeJuh va teht-e te?sir-e
catalizor dot far-e teecjir vee teehaevol mi fzevaend.
Many elements have undergone transformation in the laboratory by using
a catalyst.
Initial State or Category, another non-core element, refers to an entity that exists
before the occurrence of an event, as in Example (10) where the melting event
changes the ice as the existing element.

10. der s@rzeminhoy-e dsonubi yayha bo Ferm /odaen-e havo yeili seri?
?0b fodezend.
In Southern lands, ices melt fast as the weather gets hot.

Group is another non-core element which refers to the group of entities that are
related to the entity which are extensively affected by its change, as in Example (11)
where all marine creatures are a group of entities in which any changes has an
impact on the whole group.

11. ba Poludeh foden-e deryaha zendeli coliyeh-ye modsudeet-e deeryoyi mote-
haevel mi fevaed.

As the seas get contaminated, the life of all marine creatures undergoes
transformation.

The Period of the Final Status is another non-core element which refers to the
period of time in which the entity remains in the final status or category, as in
Example (12) where during winter refers to a period of time. The preposition ‘dur-
ing’ is the keyword to recognize this non-core element.
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12. der manatec-e sardsiri besyari ?Pez deryat /ehu der tul-e zemeston
mondsaemed mi [zvend.
In cold regions, most of the lakes get frozen during winter.
Place is the last case of non-core element which refers to the place where a trans-
formation occurs, as in Example (12) where ‘gardens’ refers to a place. The preposi-
tions ‘in/at/on’ are the keywords to recognize this non-core element.

13. deer bac ve bostan reni-e derayton bo tecir-e faesl defeerfun mi faevaed.
In gardens, the color of trees changes as the seasons change.

In addition to provided information, the fourth section of a semantic frame con-
tains other lexical units that have similar meaning with respect to the target frame
sense. As it is clear in the translations of the lexical units, the verbs to turn into, to
change, and to transform have related meanings. The last section of a frame belongs
to a set of sentences extracted from a corpus. These sentences are annotated seman-
tically, where the thematic roles of the constituents are determined.

Also, (Fig. 3) represents the frame of /monaseb bud@n/ (to be appropriate) as a
sample of colloquial meaning of the verb / fodeen/ in contemporary Persian. This
sense has three core elements, including Evaluee which is evaluated in terms of suit-
ability for a purpose or user, Purpose for which the suitability of the evaluee is
evaluated, and User that expresses who a user is, and two non-core elements, includ-
ing Degree that expresses the degree and rate of suitability of an evaluee for the user
or purpose and Explanation that expresses extra explanation about an evaluee
or user.

In (Figs. 2 and 3), we introduced two frames of the verb / /odaen/ and their ele-
ments in Persian. [llustrations of frame elements along with examples are mani-
fested based on the perception of the Persian native speaker and Persian dictionaries.
Additionally, the part belonged to the annotated texts was completed with relevant
sentences.

4.3 Discussion about Advantages and Disadvantages
of the Learning Method

Using frame semantic method and semantic frame for teaching vocabulary in
Persian have advantages and disadvantages. Although Persian dictionaries such as
Sokhan, Dehkhoda, and Moein attempted to provide us useful information, they do
not provide the required background knowledge for Persian speakers; however, the
Persian FrameNet developed in the framework of frame semantics provides this
knowledge explicitly. The annotated data in the Persian FrameNet is deeply anno-
tated; therefore, precise information is required. Searching the available corpora to
seek more samples causes to collect a large number of data to be annotated in detail.
All the analyses have to be stored in the FrameNet. In the frame, syntactic aspects
and semantic distinctions are elaborated. This property is almost ignored in the
traditional dictionaries. Through data representation in frame semantics, it is
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An evaluee is evaluated in terms of
suitability for a purpose or user.

e Long dresses do not FIT him/her.

Purpose:
It is a purpose for which the suitability
of an evaluee is evaluated.

Pavements have BECOME
SUITABLE for crossing
handicapped and disabled people.

Fig. 3 Frame of /monaseb budcn/ (to be appropriate) as colloquial meaning of the verb / fodaen/
in Persian

possible to focus on one part of the frame and make it coherent for non-Persian
speakers. Relating the frames in a hierarchy and linking the frames in the form of a
network make the senses distinct and comparative to other frames. This advantage
is more informative when we have a comprehensive FrameNet for Persian. Computer
facilities such as visual representation of the networks make the semantic frame
relations more comprehensive to language learners.
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Fig. 3 (continued)

On the other hand, developing such data with precise information is very diffi-
cult, a tedious task, and time consuming. The main reason is that the detailed infor-
mation has to be extracted from a corpus that requires intensive manual task. As a
result, it is time consuming.

Although machine learning methods can be useful to develop such dataset, there
are some barriers to use this method. The main barrier is that this approach cannot
do deep analyses. But simple tasks can be done through the machine learning
approach. Among learning scenarios, unsupervised machine learning approach can
be used to find words which have similar properties to be grouped in one cluster
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without requiring any prior knowledge to train a model. Supervised machine learn-
ing approach can be useful to provide the required information. But this learning
scenario requires a large amount of data to build a statistical model. Developing the
Persian FrameNet paves the way to use this approach. Anyhow, machinery methods
cannot be used for all tasks in the process of FrameNet development. Gildea and
Jurafsky (2002) introduced a model to analyze the data in frame semantics. They
proposed a two-step model where a frame has to be assigned for a word in the first
step, and then the semantic roles have to be assigned to the elements. Semi-
supervised learning might be a shortcut to annotate data where a minimum amount
of data as informative samples is selected and extracted from the data pool to be
annotated manually. This approach reduces human intervention to develop the data
as Ghayoomi (2009) has practically showed how to use active learning as a semi-
supervised learning scenario to assign frames. Language changes by passage of
time, as a result the developed data requires to be updated. Additionally, some new
concepts may be added to the language, some existing concepts may change, or
some concepts may be outdated. These reasons indicate the importance of updating;
however, updating this data set is not very frequent. It needs to be added that since
basic tools and annotated data are not available for Persian, the difficulty for data
annotation of the Persian FrameNet and updating it doubles.

5 Conclusion

The main contribution of this chapter, which grounds in cognitive, computational
and applied linguistics, addresses the frame semantics theory and FrameNet’s prin-
ciples in teaching Persian vocabulary to non-native speakers. To this end, we
attempted to analyze the Persian verb / fodaen/ (to become) within the framework of
Fillmore’s frame semantic theory, and focused on the two most frequent senses of
this verb. The provided data for the target senses were organized according to the
English FrameNet and the annotated data according to the standard of this data were
set. As a result, 14 semantic domains and frames of the verb / fodaen/ were recog-
nized according to the resources, like using Persian contemporary dictionaries. To
develop the frames, we used Persian corpora to find natural samples. To represent
Fillmore’s theory practically, the frames of /tegjir-e halaet dadzn/ (to transform and
change) and /monaseb bud@n/ (to be appropriate) were created and described
in detail.

The provided detailed and organized information about each sense in a frame of
a Persian word makes it possible for a language learner to increase his attention dur-
ing the learning process and to make a better classification of the information in his
brain to find out about the relations between the senses along with similarities and
dissimilarities between them. Also, the application of frame semantics such as
Persian FrameNet eases the learning Persian vocabulary for non-native speakers.
However, the finding of this research is in contrast to Gandomkar’s (2014) point of
view she declared the futility of Fillmore’s claim to achieve the lexical explanation
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of the data in Persian. To prove the usability of Fillmore’s theory, we described how
FrameNet can be used to convey semantic information. Furthermore, we discussed
the requirements to construct the Persian FrameNet recently developed by Khavari
(2013) and Nayeblouyi et al., (2015). Conducting studies on other semantic frames
in different domains and providing analyzed data pave the ground to establish the
semantic frames for Persian words to be used as a rich language resource in theo-
retical semantics, cognitive science, and computational linguistics.
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Academic Writing for Academic Persian:
A Synthesis of Recent Research

Chiew Hong Ng and Yin Ling Cheung

Abstract Besides enhancing Persian academic reading, in an English only research
world, Persian academic stakeholders have to master English and/or Persian aca-
demic writing to disseminate findings globally to members of different disciplinary
communities through Persian and English language as a lingua franca. This chapter
uses the method of qualitative meta-synthesis of 40 empirical studies specifically on
academic writing in Persian in refereed journals, book chapters, and conference
proceedings published during the period of 2005-2020. An inductive approach to
thematic analysis synthesizes (a) the theoretical models for researching Academic
Persian in academic writing and (b) the similarities and differences between aca-
demic writers from Persian and English for different disciplines. Theoretically and
pedagogically, the findings from the comparisons and the systematic content analy-
sis following Sandelowski et al. (Res Nurs Health 20:365-371. https://doi.
org/10.1002/(SICI)1098-240X(199708)20:4<365::AID-NUR9>3.0.CO;2-E, 1997)
contribute to our understanding of styles and genres specific to academic writing for
Academic Persian, in terms of theoretical models for research as well as conven-
tions or expectations of different disciplines in academic writing for Academic
Persian.

Keywords Academic Persian - Academic writing - Qualitative meta-synthesis -
Theoretical models

1 Introduction

In an English only research world (Belcher, 2007), there is the need to enhance
Persian academic reading (Aghdassi, 2018) and academic writing for Academic
Persian. This is because Persian academic stakeholders have to master English and/
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or Persian academic writing to disseminate findings globally to members of differ-
ent disciplinary communities through Persian and English language as a lingua
franca. Research into the written academic genres has demonstrated that different
languages and disciplines have specific writing norms and each community has
particular genre or discourse (Zarei & Mansoori, 2007), specific rhetorical struc-
tures (Ghasempour & Farnia, 2017), metadiscourse (Hyland & Tse, 2004) and voice
construction (Zhang & Cheung, 2017). Research in academic textual analysis stud-
ies to investigate the similarities and differences between English and non-English
academic writers have emerged in the last 15 years but there has been no synthesis
of findings to look at the nature of academic writing for Academic Persian and the
chapter addresses this gap.

Yazdanmehr and Samar (2013) define academic writing as essays, articles and
theses. Mohammadi (2013) sees academic writing as “the fulcrum on which many
other aspects of scholarship depend” (p. 534) as it is the main form of communica-
tion in the expression of acquired knowledge within specific subject disciplines
through demonstration of theories or arguments using a specified discourse. For
students, academic writing pertains to writing essays, articles, and dissertations/
theses. For those in the academia, interest has gone beyond the “primary genres
(e.g. research articles, journal abstracts, books, dissertations, etc.) to the institu-
tional or occluded genres (Swales, 2004, p. 18) such as research grant proposals,
evaluation promotion letters, referees’ review of books or articles, and editorial cor-
respondence” (Mohammadi, 2013). Gillet (2020) lists these as genres in academic
writing: essays, reports, case studies, research proposals, book reviews, brief
research reports, literature reviews, reflective writing, introductions, research meth-
ods, research results, research discussions, writing conclusions, research abstracts,
research dissertations and theses. Therefore, academic writing covers a wide range
of genres. For writing in Academic Persian, this chapter looks at research articles
(RAs) as a key genre used by scientific communities to communicate and circulate
knowledge (Adel & Moghadam, 2015). Research article as a specific genre com-
prises eight main parts: Abstract, Introduction, Review of literature, Methodology,
Results, Discussion, Conclusion, and Reference (Adel & Moghadam, 2015).

The chapter reviews the literature by contextualizing writing in the domain of
Academic Persian and outlining the theoretical models for researching academic
writing. The six steps in the analytical approach and the two research questions are
described in the methodology section before the presentation of the findings in
terms of the research questions. Research and teaching implications for Academic
Persian are discussed in the concluding section.
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2 Literature Review

2.1 Writing and Academic Persian

Cross-cultural research studies in academic writing have highlighted differences
that can be attributed to nationalities with “discernible differences in patterns of
intellectual tradition” (Koutsantoni, 2005, p. 97) as “styles and modes of academic
interaction that are ultimately defined by cultural norms and values” (p. 98).
Therefore, there is a need to study the similarities and differences in academic writ-
ing composed in Persian and English.

In terms of writing for Academic Persian, Siami and Abdi (2012) were interested
in contributing to “contrastive rhetoric to help prospective Iranian writers in other
languages to develop a conscious awareness of engraved rhetorical options”
(p. 168). They studied metadiscursive conventions followed by Persian writers in
writing Persian articles. Zand-Vakili and Kashani (2012) have advocated a com-
parative analysis of two types of sub-genres, namely, abstract and introduction
parts, written in two different languages of Persian and English, in terms of con-
trasts and similarities in the moves and language. This is so that students involved
in writing in both English and Academic Persian can be explicitly taught academic
writing and be familiar with the structure of RAs in English as an international lan-
guage and Persian. According to Adel and Moghadam (2015), the norms and con-
ventions of Persian writing are still practically under-researched as compared to
some other scientific fields for these disciplines: Persian literature, psychology and
applied linguistics. They advocate more investigations on the structural and rhetori-
cal organization of genres written in Academic Persian as the tradition of genre
studies examining academic writing is not as extensive as it is in English especially
for RAs.

2.2 Theoretical Models for Researching Academic Writing

Since the 1990s, academics and researchers have analyzed RAs in terms of Genre
Analysis (GA) by Swales (1990). Swales (1990) has defined genre as a class of
communicative events with some shared set of communicative purposes identifiable
by members of the specific professional or academic community of the specific
genre. Genre studies have looked into organizational patterns (Pho, 2010), and
genre moves such as Abstracts, Introductions, Results, Discussions and Conclusions
(Peacock, 2011; Swales, 1990; Yang & Allison, 2003). Genre analysis has examined
how language is used in a particular socio-cultural context such as the textual and
the socio-cultural interactive features used by writers to engage their audience or
establish a writer-reader relationship (Mohammadi, 2013). Linguistic features such
as tense, voice, personal pronouns have also been studied (Adel & Moghadam,
2015). According to Bhatia (1997), non-native students and academics under
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pressure to publish in reputable international journals and novice writers engaging
in writing research papers will benefit from genre analyses.

Genre analysis involves looking at moves. Swales (2004) has defined a move as
“a socially recognized, highly structured and communicative discoursal event or
activity which fulfills a particular communicative or social function in a certain
community or in spoken or written discourse™” (p. 29). To Yang and Allison (2003),
a move is a function of a specific segment of the text in a general level involving
steps which are rhetorical means to manifest and realize the move functions.
Similarly, Bhatia (1997) sees moves as rhetorical instruments to realize specific
communicative purposes of a genre. Moves as semantic and functional units of texts
can be realized by clauses, sentences, and paragraphs (Adel & Moghadam, 2015).

Different scholars have proposed various models to analyze moves for different
sections of RAs such as Swales’ (2004) Create-A-Research-Space (CARS) model
to study the introduction section of the academic papers which has been applied to
other sections of academic articles — Abstract, Methodology, Result, and Discussion
sections. Abstracts are important parts of RAs because researchers are very likely to
read the abstracts first before deciding to continue or stop reading the RAs
(Ghasempour & Farnia, 2017). Zamani and Ebadi (2016) talk about how the struc-
ture of the conclusion section in RAs, presenting a complex array of moves and
steps, is of significance in academic writing. Yang and Allison (2003) have offered
a series of moves for the conclusion section of an RA and introduced a three-move
scheme — summarizing the study, evaluating the study, and deductions from the
research. According to Yang and Allison (2003), the objective of the conclusion is
to summarize the overall study by stating the results, evaluating and stating proba-
ble lines of future study, besides specifying implications for learning and teaching.
As there are differences in authors’ elaborations of conclusions, this section of the
RA still needs to be examined for understanding the practices and processes of aca-
demic writing.

As moves are rhetorical instruments, researchers have analyzed RAs in terms of
metadiscourse — a system of linguistic and rhetorical devices to enable a writer to
convey personality, credibility, audience-sensitivity in academic interaction
(Hyland, 2000). Metadiscourse markers link positions and arguments, create logical
explanations when there is no absolute proof in academic writing (Gholami et al.,
2014). Hyland (2005) divides metadiscourse into two broad categories: interac-
tional and interactive. Interactional features are used to “organize propositional
information in ways that the target reader should find coherent and convincing”
(p. 50). Interactive features “draw the reader into the discourse and give them an
opportunity to contribute to it and respond to it by alerting them to the writer’s per-
spective on propositional information and orientation and intention with respect to
that reader” (p. 52). The present study looks at research involving both categories to
assess if there are more similarities or differences between RAs written in English
and Academic Persian.
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3 Methodology

The method used in this chapter is qualitative meta-synthesis of 40 empirical studies
(see Appendix: List of selected studies) specifically on academic writing in both
Persian and English in refereed journals, book chapters, and conference proceed-
ings published during the period of 2005-2020. To guide our selection and interpre-
tations of research publications, we formulated two research questions: a) What are
the theoretical models for researching academic writing for Academic Persian? b)
What are the similarities and differences between academic writers from Persian
and English for different disciplines? In looking at empirical studies using system-
atic content analysis, we use the approach advocated by Sandelowski et al. (1997)
which involves “the integration of findings from multiple analytic paths taken within
a program of research by the same investigator(s); ... the synthesis of findings
across studies conducted by different investigators ... [and] the use of quantitative
methods to aggregate qualitative findings from cases across different studies”
(p- 367).

To identify research published between 2005 and 2020, we conducted systematic
searches of computer data bases (such as Taylor and Francis, Elsevier, ProQuest and
Wiley) in the National Institute of Education (Singapore) library and the Internet to
retrieve journal articles such as Journal of English for Academic Purposes, Journal
of Advances in Linguistics, The Journal of Teaching English for Specific and
Academic Purposes, Iranian Journal of Applied Language Studies and International
Journal of Language and Applied Linguistics. These keywords were used for the
searches: (1) “Persian” (2) “academic writing” (3) “Academic Persian” and (4)
“writing models” or “‘writing theories”. We also examined the reference sections to
identify relevant book chapters, unpublished theses or conference presentations. As
an illustration of the search and selection process, though we surfaced 23 articles on
the Internet using “Persian” and “academic writing”, we selected only seven for
inclusion upon closer reading. We excluded studies that did not involve empirical
research; the article was written prior to 2005; there was no mention of Persian
academic writing; the article was about academic textbooks, or dealing with theses
rather than academic articles.

An inductive approach to thematic analysis was adopted. The six steps in the
analytical approach involved: (1) familiarization of data (i.e., reading each of the
selected 40 empirical studies to do content analysis), (2) data coding in terms of the
two research questions, (3) generating themes in terms of writing theories used in
the RAs, (4) reviewing writing theories used, (5) defining and reorganizing the RAs
into two sub-themes for the writing theories: a) text organization or genre moves
and b) linguistic and rhetorical devices as well as coding in terms of similarities,
differences or mixed and (6) writing up the meta-synthesis to highlight similarities
and differences between writers from Persian and English for different disciplines
(see Tables 1 and 2 for the themes and coding). As this is a qualitative metasynthe-
sis, the findings were derived based on the researchers’ reflexivity to support judge-
ments while discrepancies were resolved through discussions. The results of these
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Table 1 Theoretical Models for Academic Writing in Terms of Similarities and Differences: Text

Organization or Genre Moves

Same | Different | Mixed
Toulmin’s (2003) model of argumentation 1
Hunston’s (1993) conceptualization of academic conflict 1
Hyland’s (2000) five rhetorical moves 1 1
Hyland’s (2000) Information-Purpose-Methods-Products-Conclusion 1
(IPuMPrC) model and Swales’ (1990) CARS model
Swales (1990) Eight-Move Structure 1
Swales’ (1990) CARS model and Introduction-Methods-Results- 2
Discussion (Lores, 2004)
Swales (2004) classification of moves and steps 1 1
Yang and Allison’s (2003) framework for moves 1 1
Total number of studies 1 9 2

Table 2 Theoretical Models for Academic Writing in Terms of Similarities

Linguistic and Rhetorical Devices

and Differences:

Same | Different | Mixed
Metadiscourse: Hyland (2004) 1 2
Metadiscourse: Hyland (2005) 1 6 4
Metadiscourse: Hyland and Tse (2004) 4 2
Metadiscourse: Hyland and Tse (2004) & Hyland (2005) 1
Metadiscourse: Vande Kopple’s (1985) classification, Mauranen 1
(1993) & Valero-Garces (1996)
Hedging 2
Lexical bundles 1
Reporting Verbs: Hyland (1999) & Francis et al. (1996) 1
Phrasal complexity in academic writing 1
Ethnolinguistic influence on citation: Coffin’s (2009) integrative 1
analytic framework
Total number of studies 2 17 9

analyses are presented as (a) theoretical models for researching academic writing
for Academic Persian and (b) similarities and differences between academic writers
from Persian and English for different disciplines in terms of (i) text organization or
genre moves and (ii) linguistic and rhetorical devices in the findings below.
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4 Findings

4.1 Theoretical Models for Researching Academic Persian
in Academic Writing

Out of the 40 studies identified, 12 studies pertain to text organization or genre
moves: one study used Toulmin’s (2003) model of argumentation for the discussion
section and another looked at academic conflict in Applied Linguistics using
Hunston’s (1993) conceptualization. Three studies utilized Hyland’s (2000) model,
five Swales’ (1990) CARS model and two Yang and Allison’s (2003) framework for
moves (see Table 1).

Twenty-eight studies focused on linguistic and rhetorical devices with 22 specifi-
cally on metadiscourse, two on hedging, one on phrasal complexity in academic
writing, one on lexical bundles, one on ethnolinguistic Influence on citation using
Coffin’s (2009) integrative analytic framework and one on reporting verbs (see
Table 2).

4.2 Similarities and Differences Between Academic Writers
from Persian and English for Different Disciplines

In analyzing in terms of theoretical models for academic writing, researchers
reported more differences than similarities between academic writers from Persian
and English for different disciplines (see Sects. 4.2.1, 4.2.2, Tables 1 and 2).

4.2.1 Text Organization or Genre Moves

In terms of text organization, Reza and Atena (2012) used Toulmin’s (2003) model
of argumentation to study the discussion sections of 30 native Persian writers, 30
native English writers and 30 inter-language by native Persian speakers. Sadeghi
and Alinasab (2020) utilized Hunston’s (1993) conceptualization of academic con-
flict to study the discussion section of applied linguistics papers of 20 native speak-
ers of English, 20 non-native English speakers and 20 Persian papers written by
native speakers of Persian. To them, English and Persian articles contained a similar
number of recurrent proposed and opposed claim structures and the main area of
difference between English papers (written by natives) and Persian articles was in
the use of inconsistency indicators and conflict resolution.

Three studies used Hyland’s (2000) five-move structure. Ghasempour and Farnia
(2017) looked at 90 Persian and English research articles abstracts for law and
found all moves (i.e., Introduction, Purpose, Method, Result, and Conclusion) were
considered as obligatory structural moves in English abstracts, while move one
(Introduction) and move two (Purpose) served as obligatory moves in Persian
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abstracts. Farzannia and Farnia (2017) examined the abstracts of 60 English and
Persian Mining Engineering RAs to find four conventional moves in abstracts in the
English corpus and five conventional moves in Persian abstract — Information-
Purpose-Methods-Products-Conclusion (IPMPrC). There was a statistically signifi-
cant difference in Purpose move but no significance differences in the use of other
moves such as product, method, and conclusion moves. Zand-Vakili and Kashani
(2012) too studied five English and five Persian abstracts and introduction sections
using Hyland’s (2000) IPuMPrC and Swales’ (1990) CARS model.

Ershadi and Farnia (2015) used Swales’ (1990) Eight-Move Structure rhetorical
structure for the discussion sections of 46 Iranian and English RAs on computer
studies. They found Move 1 “Background Information” and Move 2 “Statement of
Results” present as the most frequently used moves in the majority of English RAs
(Conventional Moves) while only Move 2 “Statement of Results” was identified as
the conventional move in the Persian corpus. Most discussions across the two cor-
pora opened with Move 1 “Background Information”. Omidi and Farnia (2016)
looked the introductions of Persian and English RAs on Physical Education using
Swales’ (2004) three-move structure. There were statistically significant differences
between move?2 step2 “presenting positive justification, move3 step2 “presenting
research hypothesis”, and move3 step3 “definitional clarification” between the
English and Persian corpora. Rahimi and Farnia (2017) found in the introductions
of 70 English and Persian RAs on Dentistry, movel stepl “claiming centrality”,
move2 stepla “counter-claiming” and move3.l “Announcing present research
descriptively and/or purposively” as the most frequently used moves in English and
Persian corpora (Swales, 2004). The majority of all RAs opened with movel.1
“Claiming centrality”.

Hastrai et al. (2010) used Swales’ (1990) CARS model and Introduction-
Methods-Results-Discussion (IMRD) (Lores, 2004) to look at 35 RA abstracts writ-
ten in Persian in the social sciences/humanities disciplines (6 Linguistics and 12
Persian Literature) and engineering (7 Chemical and 10 Power Engineering). In
looking at 90 English and Persian Literature abstracts using IMRD and CARS mod-
els, Marefat and Mohammadzadeh (2013) found the writers generally focused on
Introduction and Results, neglected Method and Discussion or mentioned the niche
in previous related work.

In examining moves using Yang and Allison’s (2003) framework, Zamani and
Ebadi (2016) found no significant differences in the conclusions of Persian and
English Civil Engineering and Applied Linguistics. Adel and Moghadam (2015)
unfolded significant variation regarding Move 2 but revealed no marked differences
in conclusion sections of the 30 RAs on psychology and applied linguistics.

In summary, in terms of text organization or genre moves, there are more differ-
ences and variations between writers writing in English and in Academic Persian for
RAs across the various disciplines (see Table 1).
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4.2.2 Linguistic and Rhetorical Devices

To Hyland (2004), metadiscourse (MD) reflects how writers seek to represent them-
selves, their texts and their readers through framing, scaffolding, and presenting
their arguments and research findings in discipline recognized and valued ways.
From a sociocultural view and using Hyland’s (2004) framework, Sorahi and
Shabani (2016) found Persian writers’ use of metadiscourse resources did not differ
enormously from English writers in looking at the introductions of 20 English and
20 Persian RAs on linguistics. Using Hyland’s (2004) MD framework, Faghih and
Rahimpour (2009) investigated the discussion section of 90 English and Persian
RAs in applied linguistics to reveal how academic writers differed in their rhetorical
strategies because of their respective mother tongues. Ebadi et al. (2015) looked at
the discussion and the conclusion sections of 30 Iranian and native English writers
in geology to reveal differences. The quantitative analysis of the result showed that
the native English writers used more interactional MD devices than the interactive
MD features in the argumentative sections of their RAs.

In terms of metadiscourse studies using the framework by Hyland and Tse
(2004), Keshavarz and Kheirieh (2011) analyzed 120 Persian and English applied
linguistics and civil engineering RAs to show that the writers from the two disci-
plines were significantly different in using metadiscourse elements collectively
though no difference was found due to language background of the writers. In
studying five Persian and five English RAs on engineering, Reza and Mansoori
(2011) found the two languages being distinct in their use of metadiscourse. Zarei
and Mansoori (2011) revealed differences in metadiscursive resources use both
within and between the two languages. Gholami and Ilghami (2016) examined 40
Iranian and 40 Persian RAs on biology to show a strong positive correlation between
the frequency of metadiscourse markers (MDMs) and impact factor of the journals.
Iranian authors employed interactive and interactional markers slightly more than
their American counterparts. In looking at five Persian and four English applied
linguistics RAs, Zarei and Mansoori (2010) revealed that while both used interac-
tive resources more than interactional ones, English applied linguistics is reader
responsible while Persian applied linguistics is to a lesser degree, writer responsi-
ble. Varastehnezhad and Gorjian (2018) studied 80 English RAs (40 applied linguis-
tics, 40 politics) and 80 Persian RAs (40 applied linguistics, 40 politics) to reveal
that English writers used metadiscourse markers more than Persian writers. Abdi
(2009) studied the metadiscourse strategies of 36 Persian and 36 English RAs using
Hyland and Tse (2004) and Hyland (2005). Similarities were in the use of interac-
tive metadiscourse to guide the readers, and significant differences in the use of
interactional metadiscourse that could represent the specific cultural identity of the
Persian writers.

Six studies using Hyland’s (2005) metadiscourse framework (interactional model
of stance and engagement such as how writers in different disciplines/cultures
acknowledge the presence of their readers) have found differences. Ansarin and
Tarlani-Aliabdi (2011) studied 60 applied linguistics RAs (20 English by native
English speakers, 20 English articles by native Persian writers and 20 Persian
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articles by native Persians). They found significant differences in the use of engage-
ment which refers to the ways writers relate to their readers and establish their pres-
ence in their texts. Khajavy et al. (2012) looked at the discussion sections of 20
English and Persian sociological RAs (10 English and 10 Persian) to find English
RAs used more interactive features than Persian articles in the sociological disci-
pline. The only subcategory that Persian RAs used more frequently was endophoric
markers. Siami and Abdi (2012) looked only at 60 Persian RAs from social and
natural sciences to find the writers using interactive and interactional strategies dif-
ferently. Yeganeh and Ghoreyshi (2014) examined 40 English RAs written by native
speakers of Persian to find gender differences. For the 120 English and Persian RAs
for Chemistry and Sociology, Taki and Jafarpour (2012) discovered sociologists for
both languages considered the expression of stance and engagement markers in
their writing important and there was a greater effort to interact with readers.
Gholami et al. (2014) compared 35 English medical texts and their Persian transla-
tion. The statistical results suggest that there was a significant difference in the
amount and types of metadiscourse markers in English medical texts and their
Persian translation (P<0.001) as well as the distribution of different types of meta-
discourse markers. However, in analysing 160 English and Persian medical RAs
using Hyland’s (2005) MD framework, Mozayan et al. (2017) found a rather cogent
homogeneity between the native English writers and Iranian Persian writers in craft-
ing nursing quantitative and qualitative RAs.

Four studies reflected similarities and differences in the findings using Hyland’s
(2005) framework. Pooresfahani et al. (2012) conducted a contrastive study for the
use of interactive and interactional metadiscourse elements of eight RAs from the
engineering discipline and eight from applied linguistics by Iranian applied linguis-
tics and engineering writers in English. Results showed that in both groups, writers
used more interactive metadiscourse than interactional. However, there were signifi-
cant differences on the overall frequency of metadiscourse features and the particu-
lar occurrence of some categories. In analyzing 50 Persian and 50 English applied
linguistics abstracts, Yazdanmehr and Samar (2013) found the Persian abstracts
were lengthier than their English versions, but in both, the interactive metadiscur-
sive resources were more prevalent than the interactional ones. Attarn (2014) exam-
ined 15 English and 15 Persian RAs about ESP for interactive and interactional
metadiscursive features. Both groups used interactive metadiscourse more than
interactional. Quantitative analysis of interactive metadiscourse categories revealed
significantly statistical similarities (in the case of transition, frame markers, and
code glosses) and differences (in the case of endophoric markers and evidential)
between English and Iranian writers. There was no significant difference among
categories of interactional metadiscourse except for self mention. Farahani (2017)
looked at 29 English native writers and Iranian non-native Applied Linguistics writ-
ers. Both groups made more use of interactive metadiscourse features than interac-
tional and the texts written by native speakers had more metadiscourse markers
compared to texts written by Iranian non-native speakers.

Shokouhi and Baghsiahi (2009) used Vande Kopple’s (1985) classification,
Mauranen (1993) and Valero-Garces (1996) for English and Persian sociology
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articles to find the frequency of textual metadiscourse markers was greater than the
interpersonal markers in both languages and both employed text connectors fre-
quently. Modality markers were the second most frequent in both although English
writers used nearly twice the number of these markers.

There are studies looking at specific metadiscourse markers. Two studies looked
at the use of hedging which allows researchers to establish an early niche for their
research. Samaie et al. (2014) looked at the introductions of 20 Persian and 20
English Literature RAs using Hyland (1996, 2000). The results indicated that
English writers were more tentative in putting forward claims and in rejecting or
confirming the ideas of others than Persian writers. English native writers used
modal auxiliaries, evidential main verbs, adjectives and nouns in RAs more fre-
quently than Persian native writers. Ghazanfari and Abassi (2012) selected 16 RAs
from Persian Literature and 16 RAs from Chemical Engineering to find the authors
use hedging mainly in its threat-minimizing and politeness functions, which are the
social aspects. Epistemic modality as a cognitive motivation for hedging appeared
to be less of a concern to the authors under the study. Esfandiari and Barbary (2017)
studied lexical bundles between English writers and Persian RAs in psychology
using frameworks by Biber et al. (2004) and Hyland (2008). The findings showed
that Persian writers employed fewer lexical bundles, using them structurally and
functionally differently than did English writers. Yeganeh and Boghayeri (2015)
looked at reporting verbs in 30 native Persian and 30 English RAs for the introduc-
tion and literature review sections using the list of reporting verbs introduced by
Hyland (1999) and Francis et al. (1996) to report some differences in the use of
reporting verbs between the two corpora.

Ansarifar et al. (2018) looked at phrasal complexity in abstracts for applied lin-
guistics by Persian writers (99 master’s theses and 64 PhD dissertations written by
L1 Persian students of Applied Linguistics), in addition to 149 RA abstracts by
expert writers through the framework provided by Biber et al. (2011). The findings
revealed that the MA group differed significantly from the expert writers in the use
of four types of modifiers: pre-modifying nouns; -ed participles as postmodifiers;
adjective-noun sequences as pre-modifiers; and multiple prepositional phrases as
noun post-modifiers. The PhD group however did not show any significant differ-
ence in producing noun modifiers when compared to expert writers except for mul-
tiple prepositional phrases as noun post-modifiers.

Shooshtari et al. (2017) studied ethnolinguistic influence on citation using
Coffin’s (2009) integrative analytic framework for 240 English and Persian RAs in
applied linguistics and psychology (soft sciences), and computer and mechanical
engineering. They found Persian researcher writers making use of integral citations
to stress the agents of research rather than acknowledge the works.

The above findings again reveal more differences and variations between writers
writing in English and in Academic Persian for RAs across the various disciplines
(see Table 2).
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5 Discussion

5.1 Discussion of Findings

In terms of organizational structures or genre moves, nine out of 12 studies high-
lighted differences (see Table 1). Reza and Atena (2012) revealed Iranians transfer-
ring their first language argumentation rhetorical patterns to their writing in English
such as using different types of parallelism as Persian is an implicit language.
Allami and Naeimi (2010) highlight how writers can introduce more than one claim
within a paragraph deliberately. Sadeghi and Alinasab (2020) found that English
papers (whether written by native or non-native writers) included more academic
conflict structures compared to Persian RAs. Studies using Hyland’s (2000) five-
move structure reveal differences between Persian and English writers (Ghasempour
& Farnia, 2017; Farzannia & Farnia, 2017). For Zand-Vakili and Kashani (2012),
“Introduction” move was only observed in one Persian article and the conclusion
move was found prominent only in English but not in Persian (only one out five
articles had this move in Persian). In terms of moves, Omidi and Farnia (2016) dis-
covered movel step2 “making generalizations of increasing specificity” and move3
stepl “announcing present research descriptively and/or purposively” present in all
English RAs as obligatory moves, while movel step2 “making generalizations of
increasing specificity” was the obligatory move in the Persian corpus. Rahimi and
Farnia (2017) found a statistically significant difference in certain moves between
English and Persian introduction sections. Hastrai et al. (2010) highlight how
Persian RA abstracts did not follow the two patterns often associated with English
academic prose: Introduction-Methods-Results-Discussion and Swales’ (1990)
“establishing a territory, establishing a niche, and occupying a niche”. To Marefat
and Mohammadzadeh (2013), Literature abstracts generally matched CARS more
than IMRD while abstracts written by Persian native speakers had minor deviations
from both the Persian and the international norms, and exhibited a standard of their
own. Zamani and Ebadi (2016) demonstrated how Persian literature articles dis-
played more variation, suggesting Persian writers follow a standard of their own for
writing conclusion sections.

In terms of use of metadiscourse markers, 17 out of 28 studies revealed differ-
ences between Persian and English writers (see Table 2). Ebadi et al. (2015) illus-
trated how native Persian authors applied more interactive metadiscourse resources
to organize discourse flow than the interactional one for building interpersonal rela-
tionship with the readers. Ansarin and Tarlani-Aliabdi (2011) reported native
English writers using reader engagement markers (REMs) twice as many as Persian
writers writing in Persian per 1000 words. Taki and Jafarpour (2012) suggested that
Persian academic writers reveal more feeling in their writing through the attitude
stance markers. To Yeganeh and Ghoreyshi (2014), Iranian males were more
inclined to use boosters in their academic writing while Iranian females prefer to
use more hedges to express the information.
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There are disciplinary differences in the use of metadiscourse markers. Reza and
Mansoori (2011) found Persian computer engineering provided more textual ele-
ments while English language valued a reader responsible trend. Zarei and Mansoori
(2011) discovered writers for applied linguistics representing humanities relied
heavily on interactive elements rather than interactional ones, compared with writ-
ers for computer engineering. Varastehnezhad and Gorjian (2018) reported some
cross-linguistics differences in English and Persian applied linguistics RAs, while
English and Persian writers of politics used MMs in almost the same way. To
Yazdanmehr and Samar (2013), Iranian applied linguists seemed to make little use
of attitude markers and engagement markers in their abstracts irrespective of the
language they write in. Use of hedges was significantly lower in Persian abstracts
than in the English ones. Self mentions and transitions were found to be more fre-
quent in the Persian abstracts compared to English. Shooshtari et al. (2017) con-
cluded that Persian culture seems to be more people oriented than performance
oriented in contrast to the Western tendency to credit the works irrespective of who
the researcher is.

5.2 Teaching and Research Implications

In terms of theoretical models for research in writing for Academic Persian, there
can be more research for text organization or genre moves for Academic Persian
using Toulmin’s (2003) model of argumentation, academic conflict using Hunston’s
(1993) conceptualization, Hyland’s (2000) model for moves, Swales’ (1990) CARS
model and Yang and Allison’s (2003) framework for moves. In terms of research on
linguistic and rhetorical devices for writing in Academic Persian, as there are 22
studies on metadiscourse, future researchers can focus on specific linguistic devices
such as hedging, phrasal complexity, lexical bundles and reporting verbs. Research
can also look at ethnolinguistic influence on citation using Coffin’s (2009) integra-
tive analytic framework. There can be more research on gender differences such as
hedging (Yeganeh & Ghoreyshi, 2014).

In teaching academic writing, educators can create awareness of differences in
writing in Academic Persian and English RAs such as the transfer of Persian argu-
mentation rhetorical patterns to their writing in English as in the use of different
types of parallelism (Reza & Atena, 2012). Educators can highlight to learners
obligatory structural moves in English RA abstracts (i.e. Hyland’s (2000) five
moves — Introduction, Purpose, Method, Result, and Conclusion according). They
can also teach students different models for moves for the various sections of an
RA: Swales’ (1990) CARS model / Eight-Move Structure (EMS) rhetorical struc-
ture, Swales’ (2004) three-move structure or Yang and Allison’s (2003) framework
to help them understand significant variations in comparing Persian and English
RAs when reading for Academic Persian. Creating such awareness will also enable
Masters and PhD students to understand how to structure appropriately their RAs
for submission to both Persian and international English journals.
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In terms of teaching linguistic and rhetorical devices for writing in Academic
Persian, educators can draw on the 28 studies on metadiscourse to teach students
how they can represent themselves as writers, how to frame and scaffold texts to
present their arguments and research findings in discipline recognized and valued
ways (Hyland, 2004). Educators can highlight disciplinary differences in the use of
metadiscourse features. For instance, Keshavarz and Kheirieh (2011) show that the
English linguistics and civil engineering writers were significantly different in using
metadiscourse elements. Zarei and Mansoori (2011) too revealed how applied lin-
guistics relied heavily on interactive elements rather than interactional ones, com-
pared with computer engineering. Educators can also create awareness by comparing
Persian and English RAs. For instance, Reza and Mansoori (2011) found the Persian
and English RAs being distinct in their use of metadiscourse with Persian relying on
interactive resources more than English. Zarei and Mansoori (2010) revealed
English applied linguistics as reader responsible while Persian applied linguistics is
writer responsible. Educators can also teach learners specific linguistics devices to
refine the academic writing such as the use of hedging, phrasal complexity, lexical
bundles, and reporting verbs.

6 Conclusion

The present chapter has captured a complex web of factors affecting Academic
Persian and academic writing for RAs in terms of the ways researchers are expected
to present their claims to the scientific community and the rhetoric and styles of
persuasion for Persian writers publishing for Academic Persian or in English for an
international audience. The complexity ranges from cultural characteristics (such as
the more frequent use of parallelism in Academic Persian) to notions of what con-
stitutes acceptable academic writing in Academic Persian and English, and the
degree of each individual’s socialization in a given disciplinary community. There
is the possibility of addressing differences as Bennet and Muresan (2016) have in
suggesting ways to address the differences in English academic discourse and tradi-
tional scholarly discourse of the Romance cultures (Portuguese, Spanish, Italian,
French and Romanian) with preference for complex syntax, lexical abstraction and
propensity for indirectness. For Academic French, O’Sullivan (2010) has explored
the use of academic text corpora in French to enhance language learners’ academic
writing skills for citation and this can be considered for Academic Persian. The RAs
written by authors of diverse disciplines show more differences than similarities —
reflecting disciplinary differences and cultural differences. For instance, six studies
using Hyland’s (2005) metadiscourse framework (interactional model of stance and
engagement such as how writers in different disciplines/cultures acknowledge the
presence of their readers) have found differences. Abdi (2009) using Hyland and
Tse (2004) and Hyland (2005) to study the metadiscourse strategies of Persian and
English RAs found similarities in the employment of interactive metadiscourse and
significant differences in the use of interactional metadiscourse that could represent
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the specific cultural identity of the Persian writers. Ansarin and Tarlani-Aliabdi
(2011) found native English writers using reader engagement markers twice as
many as Persian writers writing in Persian. As there are more differences than simi-
larities, to conclude, researchers and educators engaged in academic writing for
Academic Persian need to take account of the web of complexity both in writing for
publication and teaching academic writing styles.

Appendix: List of selected studies

Author (Year of

publication) Title

Abdi (2009) Projecting cultural identity through metadiscourse marking: A
comparison of Persian and English research articles

Adel and Moghadam A comparison of moves in conclusion sections of research articles

(2015) in psychology, Persian Literature and Applied Linguistics.

Ansarifar, Shahriari and
Pishghadam (2018)

Phrasal complexity in academic writing: A comparison of abstracts
written by graduate students and expert writers in applied
linguistics.

Ansarin and Tarlani-
Aliabdi (2011)

Reader engagement in English and Persian Applied Linguistics
articles.

Attarn (2014)

Study of metadiscourse in ESP articles: A comparison of English
articles written by Iranian and English native speakers.

Ebadi et al. (2015)

A comparative study of the use of metadiscourse markers in
Persian and English academic papers.

Ershadi and Farnia
(2015)

Comparative generic analysis of discussions of English and Persian
computer research articles.

Esfandiari and Barbary | A contrastive corpus-driven study of lexical bundles between
(2017) English writers and Persian writers in psychology research articles
Faghih and Rahimpour | Contrastive rhetoric of English and Persian written texts:

(2009) Metadiscourse in applied linguistics research articles.

Farahani (2017) Investigating the application and distribution of metadiscourse

features in research articles in Applied Linguistics between English
native writers and Iranian writers: A comparative corpus-based
inquiry.

Farzannia and Farnia
(2017)

Genre-based analysis of English and Persian research article
abstracts in mining engineering journals.

Ghasempour and Farnia
(2017)

Contrastive move analysis: Persian and English research articles
abstracts in law

Ghazanfari and Abassi
(2012)

Functions of hedging: The case of Academic Persian prose in one
of Iranian universities.

Gholami and Ilghami
(2016)

Metadiscourse markers in biological research articles and journal
impact factor: Non-native writers vs. native writers.

(continued)
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Author (Year of
publication)

Title

Gholami et al. (2014)

Metadiscourse markers in English medical texts and their Persian
translation based on Hyland’s model.

Hastrai et al. (2010)

A genre analysis of Persian research article abstracts:
Communicative moves and author identity.

Khajavy et al. (2012)

A comparative analysis of interactive metadiscourse features in
discussion section of research articles written in English and
Persian.

Keshavarz and Kheirieh
(2011)

Metadiscourse elements in English research articles written by
native English and non-native Iranian writers in Applied Linguistics
and Civil Engineering.

Marefat and
Mohammadzadeh (2013)

Genre analysis of literature research article abstracts: A cross-
linguistic, cross-cultural study.

Mozayan et al. (2017)

Metadiscourse features in medical research articles:
Subdisciplinary and paradigmatic influences in English and
Persian.

Omidi and Farnia (2016)

Comparative generic analysis of introductions of English and
Persian physical education research articles.

Pooresfahani et al. (2012)

A contrastive study of metadiscourse elements in research articles
written by Iranian applied linguistics and engineering writers in
English.

Rahimi and Farnia
(2017)

Comparative generic analysis of introductions of English and
Persian dentistry research articles.

Reza and Atena (2012)

Rhetorical patterns of argumentation in EFL journals of Persian
and English.

Reza and Mansoori
(2011)

Metadiscursive distinction between Persian and English: An
analysis of computer engineering research articles.

Sadeghi and Alinasab Academic conflict in Applied Linguistics research article

(2020) discussions: The case of native and non-native writers.

Samaie et al. (2014) The frequency and types of hedges in research article introductions
by Persian and English native authors.

Shokouhi and Baghsiahi | Metadiscourse functions in English and Persian sociology articles:

(2009) A study in contrastive rhetoric.

Shooshtari et al. (2017)

Ethnolinguistic influence on citation in English and Persian hard
and soft science research articles.

Siami and Abdi (2012) Metadiscourse strategies in Persian research articles: Implications
for teaching writing English articles.

Sorahi and Shabani Metadiscourse in Persian and English research article

(2016) introductions.

Taki and Jafarpour
(2012)

Engagement and stance in academic writing: A study of English
and Persian research articles.

Varastehnezhad and
Gorjian (2018)

A comparative study on the uses of metadiscourse markers (MMs)
in research articles (RAs): Applied linguistics versus politics.

Yazdanmehr and Samar
(2013)

Comparing interpersonal metadiscourse in English and Persian
abstracts of Iranian applied linguistics journals.

Yeganeh and Boghayeri
(2015)

The frequency and function of reporting verbs in research articles
written by native Persian and English speakers.

(continued)
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Author (Year of
publication) Title

Yeganeh and Ghoreyshi | Exploring gender differences in the use of discourse markers in
(2014) Iranian academic research articles.

Zamani and Ebadi (2016) | Move analysis of the conclusion sections of research papers in
Persian and English.

Zand-Vakili and Kashani | The contrastive move analysis: An investigation of Persian and

(2012) English research articles’ abstract and introduction parts.

Zarei and Mansoori Are English and Persian distinct in their discursive elements: An
(2010) analysis of applied linguistics texts.

Zarei and Mansoori A contrastive study on metadiscourse elements used in humanities
(2011) vs. non humanities across Persian and English.
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Moving Forward in Writing a Persian
Academic Text: an Introduction
to Cohesive Devices

Maryam Sadat Ghiasian

Abstract Teaching Persian academic writing as one of the crucial issues seems to
have been neglected. Reviewing the written books on writing and editing Persian
indicates there is no difference between general and professional Persian and the
writers consider formal standards in Persian scripts such as punctuation, continu-
ity, discontinuity in words, and prescriptive grammatical rules in the sentence
level. On the other hand, paying attention to the text has been done in several aca-
demic textbooks in which researchers report a quantitative statistics of cohesive
devises in their corpus. As an advanced foreign language learner in general Persian
language who tends to study MA/MS, PhD, or medicine cannot write an academic
article in her/his field based on the current mentioned books or research, this chap-
ter explores specific features of an academic text in Persian language and elabo-
rates on how and which cohesive ties and grammatical metaphors contribute to
producing a fluent and comprehensible text for professional readers. To reach this
purpose, the data will be extracted randomly from many professional articles in
different fields of medical, basic sciences, humanities and social sciences pub-
lished in the authentic journals. Findings of the study show the crucial role of
cohesive devices and grammatical metaphors in approving and publishing an arti-
cle. Furthermore, in spite of previous literature, substitution and ellipsis cannot be
applied in academic writings.
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1 Introduction

Many research papers and MA theses or PhD dissertations have been written by
Persian scholars or students about what zext is and what gives fexture to it. They
enumerate all types of cohesions in the examined corpus and compare them quan-
titatively. Furthermore, several textbooks on standards of writing in Persian lan-
guage have been published by Academy of Persian Language and Literature and
Textbook preparation and compilation organization (SAMT!), two governmental
organizations for language planning and compiling university textbooks in human-
ities respectively. Formal principles of writing Persian, no matter general or aca-
demic, like rules for punctuations, rules or regularities of separable and inseparable
words and some grammatical rules in sentence structure are the fundamentals of
the above-mentioned textbooks. None of these research projects and books can
resolve the writing problems of a foreign student who has learnt Persian in an
advanced level or the one whose mother tongue is not Persian but has been
acquainted with Persian language during 12 years of education? in Iran. One can
add native Persian speakers to the list of learners, to whom producing a report,
writing MA thesis, PhD dissertation or an academic paper in Persian would be an
enormous challenge. This chapter is designed to meet the demands of postgraduate
students, who are Persian language learners (PLLs) as a second or foreign lan-
guage, and to help them in how to write an academic report or paper in Persian in
their relevant field of study.

One can argue that many textbooks have been produced on Persian language
grammar in Persian or English to prepare PLLs to write Persian properly. As a lin-
guistics university teacher, majoring in functional linguistics for 20 years, I criticize
the traditional Persian grammar books for not taking academic language into
account, producing prescriptive stereotype rules, and not being practical in profes-
sional or even general language. On the other hand, most of the modern Persian
grammar books have been written based on formal grammar and sentence structure.
Focusing exclusively on sentences, they exclude PLLs from paragraph writing and
prevent them from seeing language as integrated and well-constructed pieces or
“chunks” (Brown & Yule, 1983: p. 190) with a shared topic and purpose rather than
a “random collections” (Johnson, 2017: p. 3) of simple or complex sentences.

The terms well-formed i.e. grammatical and ill-formed i.e. ungrammatical are
crucial in formal grammar (Chomsky, 1957) on the one side, and acceptable and
unacceptable in functional grammar on the other side. If a chunk conforms to pre-
scriptive “grammatical rules” (Richards et al., 1992: p. 192), it is well-formed or
grammatical, and if it is acceptable for “one group, variety” or situation, it will not to
be acceptable to another (Richards et al., 1992: p. 2). These statements confirm my
criticisms in previous paragraph and clarify the necessity of the application of

! This abbreviation extracted from the name of this organization in Persian language and its appli-
cation is very common between Iranian scholars.

2This period refers to the primary studies before university.
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functional approach in teachings PLLs. In fact, functional grammar has received
more and more attention from linguistic scholars in Iran since 1960s, but it is still
new to Persian foreign language (PFL)/Persian Second Language (PSL) teachers and
students.

Expression of key concepts of functional grammar in a plain language will pave
the way for grammar application in practice. Functional linguistics was developed
by Michael Halliday in 1961, and based on his social-semiotic approach to lan-
guage, systemic functional linguistics, he published a book on functional grammar
(1985, 1994), which was later revised in collaboration with Christen Matthiessen
(2004). By functional, he means “natural grammar, in the sense that everything in
it can be explained, ultimately, by reference to how language is used” (Halliday,
1994: p. xiii) and by systemic, Halliday defines language as a “system of choices”
(1994: p. F40) which we make whenever we use it: choices of structures, vocabu-
laries and registers in different contexts of situation. After functional and system-
atic, register is the most related term to the context of situation; Reports and
research papers are samples of scientific registers. In addition to these concepts,
text and texture are crucial terms in functional linguistics and relate to language
beyond the sentence level. These terms along with cohesion and coherence will
constitute the Sect. 3.

2 Methodology

In this chapter, functional grammar has been considered for theoretical framework,
and the discursive instruments of cohesion, coherence and grammatical metaphor
are the main elements which will be examined in the sample texts. As most of our
target audiences are not Persian native speakers, first, the theoretical framework will
be explained with evidences in English texts, then, in Persian. The sample is selected
randomly from academic papers published in authentic journals in the fields of
medical, basic sciences, humanities and social sciences.

3 Cohesion and Coherence in Academic Writing

The main fundamental difference between functional and formal linguistics is their
approach to language. As Saussure believed, “language considered in itself and for
its own sake” (1916: p. 230) Formal approach to language focuses on forms and
structures of words and sentences, while functional approach concentrates on lan-
guage in use, thus forms and structures follow function. For a piece of writing, a
writer has options and preliminaries based on social and cultural contexts s/he
encounters. Conforming a structure to a situation is what makes a text interpretable
for a reader. No one can ignore the necessity of producing the grammatical sen-
tences for a writer, but as Brown and Yule (1983: p. 223) specified, it is a mistake to
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think that readers can rely only with these literal inputs to their understanding. This
statement differentiates the fext from non-text as Halliday and Hasan (1976: p. 23)
demonstrated: “A text is a passage of discourse which is coherent in these two
regards: it is coherent with respect to the context of situation and therefore consis-
tent in register and it is coherent with respect to itself, and therefore cohesive”. Two
concepts of cohesion and coherence integrate with each other and I suggest they are
two sides of the same coin, i.e. text and therefore cohesion can be defined as a lin-
guistic realization of coherence. Some scholars (see Carrell, 1982) interpreted
Halliday and Hasan’s views on coherence and cohesion as the same concept and
elaborated several justifications that they were wrong. In addition, Carrell (1982)
claimed that Halliday and Hasan conveyed the term texture in a way that equals with
the coherence, but I believe they considered the texture as a product of being cohe-
sive. Following my suggestion about coherence and cohesion as two sides of the
same coin, the texture is arisen from this relationship and it is not exclusively related
to cohesion. Halliday and Hasan (1976) categorized cohesion into five types: refer-
ence, substitution, ellipsis, conjunction and lexical cohesion® with every category
having its variant subcategories which will be explained in the following sections in
details.

3.1 Reference

In traditional approach, the term reference is “the symbolic relationship that a lin-
guistic expression has with the concrete object or abstraction it represents” (SIL
glossary of linguistic terms) or what Brown and Yule defined as “relationship
between expressions in a text and entities in the world” (1983: p. 204). The second
meaning of reference which Halliday and Hasan used for the first time is “the
[semantic] relationship of one linguistic expression to another, in which one pro-
vides the information necessary to interpret the other” (SIL glossary of linguistic
terms). Brown and Yule (1983) offered a substituted term co-reference* as a rela-
tionship between expressions in different parts of a text. So, as a reader, you have
been directed to find the related information for the references. Whenever you find
the information outside of the text, “referring to something in the culture that is
understood” (Johnson, 2017: p. 2), the relationship is exophoric® and if the inter-
pretation of the reference is derived from the environment of the text, the relation-
ship is endophoric which in turn is of two kinds: cataphoric reference, which is the
result of looking forward in the text to find its interpretation and anaphoric

3Lexical cohesion is not explained here.

“Halliday and Matthiessen (2004: p. 553) utilize the term “co-reference for the same referent” and
“comparative reference for another referent of the same class”.

SHalliday and Matthiessen (2004: p. 552) assert that third person exophora like he, she, it and they
does not contribute directly to the text cohesion but if they are being referred repeatedly in a dia-
logue, their produced chain will contribute to the cohesion.
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reference enhanced by looking backward in the text for its interpretation (Halliday
& Hasan, 1976). Here are some examples of each concept in authentic academic
written texts:

Anaphoric

1. Functional grammar has aroused great interest for researchers. In spite of controversies about
its application into classroom, teaching functional grammar is gaining popularity in schools
(Feng, 2013).

Cataphoric
2. In his classic book An Introduction to Functional Grammar, Halliday (1994) points out that

functional grammar is so-called because its conceptual framework is a functional one rather

than a formal one (Feng, 2013).

Halliday and Hasan classified types of references into three categories (1976: p. 37),

personal, demonstrative and comparative. In personal reference, there are two sub-

categories of determinative personal pronouns and possessive determiners.

Determinatives are head in the nominal group and determiners are modifiers for the

nominal group. Generally, a writer has two options of personal reference and speci-

fied noun with two subcategories of proper and common noun. I will exemplify all
the mentioned classes in the Persian language part.

Demonstrative references are time (now, then), place (here, there), and partici-
pant (this, that, these, those). There is an example for demonstrative this as a spe-
cific near pronoun:

3. The scientific community has been discussing whether the COVID-19 virus, might also spread
through aerosols in the absence of aerosol generating procedures (AGPs). This is an area of
active research. (Word Health Organization, 2020a, b).

In example 4, currently is an exophoric demonstrative reference which refers to
the current situation in COVID-19 pandemic:

Demonstrative

4. Currently, the extent to which children contribute to transmission of SARS-CoV-2 is not com-
pletely understood (WHO, 2020a, b).

Comparative references are classified as general and particular. General references
are divided into three subclasses of identity, similarity and difference and particular
references are of two kinds: numerative and epithet. General comparison reveals the
sameness, similarities or differences “without respect to any particular property”
(Halliday & Hasan, 1976: p. 77) and particular comparison shows the quality or
quantity. The following examples illustrate some comparative references in an aca-
demic text:

General comparison of similarity

5. Although culture-competent virus has been isolated from symptomatic children with viral load
levels found to be similar to that in adults, evidence from available studies of contacts of
COVID-19 cases and cluster investigations suggests that children are unlikely to be the main
drivers of COVID-19 transmission (WHO, 2020a, b).

6. This may include processes for safe storage of used masks for reuse by the same child after
eating or exercising, storing soiled masks (e.g. in dedicated bags or containers) before they can
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be laundered and storage and supply of additional clean masks if a child’s mask becomes
soiled, wet, or is lost (WHO, 2020a, b).

General comparison of difference

7. In some countries, guidance and policies recommend a different and lower age cut-off for mask
use (WHO, 2020a, b).
General comparison of identity

8. A pre-print (non-peer-reviewed) study from Germany reported no differences in the amount of
viral RNA among adults and children (WHO, 2020a, b).
Particular comparison of quantity

9. Face shields may be considered as an alternative to masks as respiratory droplet protection or

as source control, based on availability, improved feasibility and better tolerability (WHO,
2020a, b).

3.2 Substitution

Continuing cohesion types, now substitution will be introduced as a “replacement
of one item by another” (Halliday & Hasan, 1976: p. 88). Unlike reference which is
a relation between meanings, substitution is a “grammatical relation” (1976: p. 90)
rather than semantic one. So, based on their grammatical functions, the substitute
items are of three kinds: nominal, verbal, and clausal. Here each kind will be
explained briefly and In the Persian part, all cases are exemplified in Persian in more
details:

3.2.1 Nominal Substitution

In English, “one/ones are always considered as the head of a nominal group and can
replace an item which is itself head of a nominal group” (Halliday & Hasan,
1976: p. 91):

10. Like me, you will not win the Nobel Prize for literature, but Hemingway’s style is a good one

to emulate (Mulholland, 2018).

In example 10, one replaces style and as a substitute. It excludes the “defining modi-
fier” (Halliday & Hasan, 1976: p. 92) Hemingway’s. The substitute routinely brings
its own modifier instead, in this instance good. Halliday and Hasan (1976: p. 98)
distinguished other types of one different from the substitution one. These are per-
sonal pronoun, cardinal number, indefinite article, and pro-noun. Personal pronoun
one refers to a generic person in example no 11:

11. One would expect frequent mention of words like Churchill, he, him, his (Carrell, 1982)

As you can see in example 12, cardinal number one is used as a modifier in the
nominal group one sentence, not as a head, as the substitute one does.
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12. If a speaker of English hears or reads a passage of language which is more than one sentence
in length, he can normally decide without difficulty whether it forms a unified whole or is just
a collection of unrelated sentences (Carrell, 1982)

The third type is indefinite one that can be replace with a/an as an indefinite articles:

13. It is important to emphasize that the use of masks is one tool and that children should also
adhere to physical distancing, hand hygiene and respiratory etiquette (WHO, 2020a, b).
The last one is pro-noun which refers to a human reference and corresponds to who
as an interrogative. As this case is not regularly used in the academic texts, there is
no need to be exemplified here.
In addition to one/ones, same is another nominal substitute in English, a replace-
ment for the whole nominal group, including modifiers, preceded by the:

14. That is the reason it is called the practice of surgery. The same holds true for most physicians,
regardless of their specialty (Mulholland, 2018).

3.2.2 Verbal Substitution

In this kind of cohesion, do in all of its morphological forms (do, does, did, doing,
done and do so if these is any choice) functions as the head of verbal group and
replaces lexical verb in English. Halliday and Hasan (1976: p. 117) believed that
verbal substitution is used more in spoken language than in written one and based
on my research in linguistics, psychology, medical and mathematical journal arti-
cles and also Altikriti & Obaidat’s records (2017) show low frequency in verbal
substitution in academic texts. Here four examples are given from psychology and
mathematics journals and more details of verbal substitution will be presented in the

Persian part:

15. We calculated subscales for the activities involving electronic media use and those that did not
(Mellor et al., 2020).

16. For each labeling of a graph E as in the proof of Lemma 11.1, one obtains explicit embedding
of both the graph Csx-algebras and the Leavitt path algebras into O2 and LR (E2), respectively,
in terms of their canonical genera-tors. This is done by expanding the scheme in [11,
Proposition 5.1] (Nyland & Ortega, 2019)

17. First of all we have to extend the definition of the topological full group to the locally compact
setting. This is done in Definition (Nyland & Ortega, 2019)

18. We find a significant connection between greater social cohesion and the strength of the per-
sonality traits of openness, conscientiousness and agreeableness. In doing so, we provide
evidence for the link between social cohesion and variation in personality, and highlight the
special role of personality in understanding social cohesion (Larsen et al., 2020).

3.2.3 Clausal Substitution

“In this kind of substitution the entire clause is presupposed and the contrasting ele-
ment which provide the context for substitution is outside the clause” (Halliday &
Hasan, 1976: p. 130). The substitute elements are so and not and the contexts of
their appearance are report, condition, and modality (see Halliday & Hasan, 1976:
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p- 131). I could not find any examples for this kind of substitution in the academic
journals as this kind of substitution is “specifically related to the question—answer
process in dialogue” (Halliday & Matthiessen, 2004: p. 563).

3.3 Ellipsis

Halliday and Hasan (1976) believed ellipsis is a substitution replaced by zero and
like substitution, it is nominal, verbal, and clausal. Halliday and Matthiessen state
that like all cohesive relations, “ellipsis contributes to the semantic structure of the
discourse” (2004: p. 562); It does not organize a semantic relation by itself like
reference, but “a relationship in the wording”. On the other hand, “ellipsis is not
investigated from intra-sentence point of view” (Varhanek, 2007: p. 21) since every
sentence has its own structural relation independent from cohesion. Therefore,
Varhdnek concluded that “the cohesive ellipsis was a typical feature of a conversa-
tional style and a scientific style seemed to be typical by the presence of incohesive
ellipses of clausal elements, especially of ellipsis of subject and auxiliary” (2007:
p- 59) found in coordinate sentences, but it is not our concern here. If we consider
Halliday and Matthiessen’s instances for ellipsis, most of them are in a conversa-
tional question-answer format (pp. 563-569). In my opinion, as the academic text
has a different structure, vocabulary, and register, and everything should be explained
in a clear way without any ambiguity, this kind of cohesion cannot be used in this
kind of text. In addition, no instance of cohesive ellipsis was found in English sci-
entific text.

3.4 Conjunction

The last grammatical cohesive relation is conjunction. This kind of cohesion differs
from reference, substitution, and ellipsis “in nature” (Halliday & Hasan, 1976:
p- 226). On account of the particular meaning represented by them, conjunctive ele-
ments are cohesive and they imply the existence of other elements in the text. On the
other hand, there are structural conjunctions of modal comment adjuncts like in fact,
as a matter of fact, generally, evidently, that compulsorily are thematic and should
be separated from cohesive conjunctions that are frequently thematic®. Halliday and
Matthiessen (2004: p. 540) refer to conjunction as a “logico-semantic relation of
expansion” and classified three types of elaborating, extending and enhancing con-
junctions, each with hierarchically delicate sub-classifications of two more levels
which the third level is not being further elaborated for not being perplexed. Here I

¢ As it will be explained in nominalization part, being thematic in English means to be the left most
constituent in a sentence or clause (Halliday’s term) and in Persian, it would be the right one.
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just exemplify some conjunctions in the following instances, and I will examine
Persian conjunctive in details later:

Additive

19. While we targeted 24 IU twice daily as the most commonly used dose in previous studies, we
also used flexible dosing to allow for selection of the most efficacious and well-tolerated dose,
including allowing clinicians and caregivers/participants to increase beyond the target dose in
the later portions of the trial (Spanos et al., 2020).

Exemplifying

20. Health workers are all people primarily engaged in actions with the primary intent of enhanc-

ing health. Examples are: Nursing and midwifery professionals, doctors, cleaners, other staff

who work in health facilities, social workers, and community health workers, etc. (WHO,
2020a, b).
Adversative

21. Concerns regarding a child’s social response, being referred to another professional at the first
consultation, parent satisfaction and needing to consult more professionals were correlated
with the timeliness of diagnosis; however these latter variables were not significant unique
predictors in the regression (Bent et al., 2020)

22. Causal and temporal respectively-These all will be briefly characterized in the following chap-

ters; however, at first, the distinction between simple and complex ellipsis should be clarified
(Varhanek, 2007).

4 Specific Structures of Academic Texts

Let’s discuss academic writing and features differentiating it from spoken texts.
Although the spoken and written language are different from each other, generally,
academic writing has specific features not found in non-academic written texts.

As Halliday (1994: p. F40) considers language as a “system of choices”, a propo-
sition can be expressed by the variety of syntactic structures, i.e. one form corre-
sponds to one conveyed function by a writer. The main regular syntactic forms in
Persian are:

(a) Declarative with Active voice

(b) Declarative with Passive voice

(¢) Nominalization

(d) Impersonal verbs

(e) It-Cleft

(f) Pseudo-cleft and reverse pseudo-cleft

A declarative sentence is “in the form of statement which describes a state of affairs,
action, feeling or belief” (Richards et al., 1992: pp. 97 & 351). As the language of
academic texts must be clear and without any ambiguities, form and function of
every statement require one to one correspondence and both must be declarative
rather than a form of declarative and function of interrogative or imperative usually
found in colloquial language. Voice is another “category to express the way
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sentences may alter the relationship between subject and object of a verb, without
changing the meaning of the sentence” (Crystal, 2003: p. 495). However, what
affects the writer’s choice of active and passive voice is more than the mentioned
formal differences: being more appropriate with the text register and context or
“may be a change in emphasis” (Richards et al., 1992: p. 402). Through using pas-
sive, a writer replaces subject by object in order to background the agency and
foreground and highlight the receivers or experiencers’ actions or events:

o g g oS o Sran i sriailin ) inics dalidies gy, Casl 005 ) S 83 jud) ) amy (85502880 51 Jale (a0 o/ sidaS 223
Saan ) o2l Calida dlagl 5o )5 38 (gaieculia ) 4S 251999JWs 2 Alexander s Cox b sisni (sl sl Sl 258 Sis
(Khiavi , Bayat, Dashti, & Sameni, 2015 Faraji) 4 oaléiu/ o} ) uials (585 348 slain (omiy 2
Kam shenavayi dovommin ‘amel-e natavan konande-ye zendegi ba’d az afsordegi
gozaresh shodeh ast. Porseshname-ye sanjesh-e rezayatmandi az sam’ak dar zendegi-ye
ruzmareh yek khod’arzyab-e tarahi shode tavassot-e cox va alexander dar sal-e 1999 bud
ke rezayat-mandi-ye fard ra dar ‘ab’ad-e mokhtalef-e estefade az sam’ak Barresi mina-
mayad ke dar pazhuhesh-e hazer az an estefadeh shod.

In the example 23, extracted from an academic article published in a journal, the
focus of the writers is on hearing loss sy § (Kam shenavayi) as an important event
in the paper rather than the researchers reporting the event. Furthermore, the writers
have given the priority to “the questionnaire for Measuring satisfaction with ampli-
fication in daily life” (., Sk 3 Saw 5l gl iown wliaes,) (Porseshname-ye sanjesh-e
rezayatmandi az sam’ak dar zandegi-ye ruzmareh) as a research instrument and
left a trace of questionnaire makers at the end of the statement. They also chose to
exclude themselves as the administrators of current research and highlighted “cur-
rent research” (sl ;,3) (pazhuhesh-e hazer) consequently. So, the main reasons
for preferring passive constructions to active ones are 1- avoiding repeating the
name of the doer/s of actions as it is mentioned in the subtitle of each paper or
can be retrieved somewhere in the text. In other words, events, factors, actions,
conclusions, and experiencers are more important elements to be focused than the
researchers. 2- Young researchers are strongly recommended to exclude themselves
in their research reports (thesis, dissertation and article) as a sign of humility and
deference for readers. 3- Avoiding inflammatory remarks by passive agent deletion
and “suppressing” (van Leeuwen, 2008: p. 29) the subject, with no reference to it
anywhere in the text. First and second items are exemplified in no. 23 and the third
case will be a realized in the following examples 24 and 25:

O 8 (s 58 CuaSla o iy ol Sna Uig S (s s 453 (Sise 3 58on 7ok (b A5AS 5550 24

(Taheri & Taheri Matin, 2020) 2% &35
Emruzeh gomaneh zani-hayi matrah mishavad mabni bar inke virus-e korona momken
ast be soghut-e hakemiyyat-e komonisti dar chin khatm shaved.

1523 L5l 5 sme S0 Sl Ol el JB 4 1) (5 e 43 (53 30 Anilin 48 Caul () 39 7 baa Gl (San 4S g K dgad 25
Asghari, Ghane, ) .35be oallsi | dee JB Koo (550 ) 5 35S Galial |52 50 g Sl 1 4S 35S e e
( Nourmandipour, 2015
shobhe-ye digari ke momken ast matrah shaved in ast ke chenancheh mardi be ‘amd

zani ra be qatl beresanad, faqi-han az yek su owliya-ye dam ra mokhayyar mikonand ke ba
pardakht-e diyeh, mard ra qesas konand va az su-ye digar, qatl-e ‘amd ra tasalohi mi-danand
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Van Leeuwen (2008) refers to the kinds of excluding agent of actions: passive
agent deletion (mentioned above) and nominalization, i.e. grammatical derivation
of actions (verbs) and adjectives to nouns, so their function changes from process
and attribute respectively to a thing in a nominal group (Halliday, 1994: p. 352). He
defines nominalization as “the single most powerful resource for creating gram-
matical metaphor” and refers to the gradual devolvement of this change first in
“scientific and technical registers” and later in other registers (p. 353). As science
needs more consistency in meaning, therefore, processes and properties with flexi-
bility movements in the structures of congruent spoken clauses change into a more
abstract complex nominal clauses which is static in an academic text. Consider the
following examples:

.(Sajedi, 2020) cand elaial slehuma )3 UG Glde sladla b 53 4nnsi slaadls ) So 26
yeki az shakhese-ha-ye towse’e dar har jame’e-yi mosharekat-e zanan dar mohit-ha-ye
ejtema’i ast.

By nominalizing participation <. (mosharekat) from the verb participate .5 :S=
(sherkat kardan) and constructing a nominal group from an “underlying clause”
(Crystal, 2003: p. 314), the ambiguity of whether women .s; (zanan) are subject of
the clause women participate .S :S= 44, (zanan sherkat mikonand) or object in the
passive construction women are participated s,z 4 s S 55 (zanan sherkat dadeh
mi-shavand) occurs and as Halliday believes (p. 353), an [expert] writer use this
grammatical metaphor for distinguish the experts from uninitiated readers:

4505 sl Al ) sl I e 4y il slalgd 5 Lty 50 5l e st Gl il 6 44 Jual il 27
(Sajedi, 2020) ol s> K ) CEulS 5 sy e i
barabar-e asl-e 44 qanun-e asasi, siyasat-e khosusi sazi dar bakhsh-ha va nahad-ha-ye
mokhtalef be ma’na-ye vagozari-ye omur az jomleh omur-e varzeshi be bakhsh-e gheir-e
dowlati baraye kastan az bozorgi-ye dowlat ast.

In example 27, four congruent clauses were derived from one complex incongruent
clause with many nominalizations as ‘privatization’ (s~ sse>) (khosusi sazi) is
derived from the infinitive verb privatize .5 s, (khosusi kardan) by deletion of
the auxiliary verb making .5 (kardan) and addition of a derivational suffix for mak-
ing noun, transfer s, (vagozari) derived from the infinitive verb transfer , .5,
(vagozar kardan) , then deleting the auxiliary verb do .5’ (kardan) and inserting the
derivational suffix — (-ye), reducing 7 ;.5 (kastan) derived from the infinitive verb
reduce . € (kahesh dadan),changing the verb to the past stem s (kast) and
adding the infinitive making suffix .- (-n)and enlargement $,; (bozorgi) which is
formed by changing the adjective enlarged S ; (bozorg) adding the noun making
suffix -.. (-ye)

Another kind of grammatical metaphor is known as metaphor of modality. In the
spoken congruent texts without any metaphor, modality is expressed in a group
within the propositional clause, while in academic written texts, it is realized in a

"It seems that this verb with the same present stem with (.3 ), usually used for abstract cases.
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“separate clause” (Halliday, 1994, p. 354; Halliday & Matthiessen, 2004: p. 646)
that embeds “the clause to which a modal value is assigned”:

Dl g 4t Flain /Ll cailaga sdi) sha (535 2 Db 4a - GuaastisS COVID 48 Cat padidia iy juals Ja 0 28
.(Tavakili, Vahdat, & Keshavarz, 2020) .S e )t 5 Wb S
dar hal-e hazer dagigan moshakhkhas nist ke covid korona virus che moddat bar ru-ye
sath zendeh mimanad, amma ehtemalan shabih be digar korona virus-ha rafter mikonad
oo DA Ll | i) 5 5 ) slaguly 48 cwin s sao s 5 Sl asdsesS o e bdati e glag3 29
b ha Jia s Gass 0 L denlse o) VL Jlais/, 3L Ciighe (pl 4o 3y i daatul 001 din 55 Gl (Saa c2ind
.(Tavakili, Vahdat, & Keshavarz, 2020) .23U ¢ s sa cal (512 (5500 sa3i€ < e ) 5381 ) 5
zhen-ha-ye mortabet ba imeni bar ru-ye koromozom-e iks va hormon-ha-ye jensi ke
pasokh-ha-ye imeni-ye zati va ektesabi ra that-e ta’sir qarar mi-dahand, momken ast
towjih konande-ye este’dad-e bishtar-e mardan be in ofunat bashand. Ehtemal-e balatar-e
movajehe ba in virus be dalil-e khatar-e shoghli mi-tavand faktor-e mosharekat konande-
ye digari baraye in mowzu’ bashad.
e LR s G slis S orake 4l (e 4S ae e BT gl dsas s Jla 248 e Sl il 230
.(Tavakili, Vahdat, & Keshavarz, 2020)
bar asas-e etela’ati ke dar hal-e hazer vojud darad, be nazar miresad ke mizban-e
avvaliye va tabi’i-ye korona virus-e jadid, khoffash-ha hastand.
5 eeldinl Gl 03 2 YL 0 e 5 s U Gl 5 elin) O RU R ladia e ) (3555 Cussl 5 il anilia 3]
525 A AR IS aga ol ) ilie a8 cund e o 258 S50 e lea st 5 plia 4 oSS 5 il Cinas

(Sajedi, 2020) 2eei s pSsla I sie 38 oa daand Andla s 48 linl let st 5 i )

chenanche ta’sir va ahammiyat-e varzesh dar ‘arse-ha-ye gunagun-e ejtema’l va
ifa-ye nagsh-e bi chun-o-chera-yash dar bala bordan-e salamat-e ejtema’i va
hamchenin ta’sir va komak-e an ba solh va dusti-ye jahani be dorosti dark
shaved, an zaman ast ke gheflat az in mohem kenar gozashteh khahad shod va az
hazine-ha va khesarat-ha-ye ehtemali ke bar jame’e tahmil mikonad, mi-tavan
jologiri kard.

As seen in example 28, the writer used the adverb probably Y (ehtemalan) in a
separate quite simple clause without any grammatical metaphor whose metaphori-
cal variant is realized in example 29 by forming the noun probability j« (ehtemal)
from the adverb probable Y (ehtemalan). This is an example for interpersonal
metaphor alongside of the impersonal verbs it is possible c.i <& (momken ast),
it seems that .., ; % « (be nazar mi-resad) and can prevent 55 s ,S)e o5 (mi-tavan
jologiri kard). Making use of impersonal verbs besides hedging elements like can,
may, seem, possible and probable/y help the writer to avoid absolute certainty in
scientific remarks.

There are still other structures in indefinite subjects to prevent shouldering
responsibility by a definite subject:

.(Asghari, Ghane, Nourmandipour, 2015)......... i Ll < 232
barkhi foqa-ha gofteh-and...

(Sajedi, 2020) wlyoe (s 438 S (B s gluliddels /5 b -33
besiyari az jame’e-shenasan varzesh ra yek reshte-ye nowpayi mi-danand.

Olsieds 3 5 0350 Leilsa (aa Tl 55 1 il Lati 0 O g8 (3505 4S 2 )Maon Jledal (s GLalid LS i (5 bass 5 35 041 =34
andls plaia) 5 bl (b goa Gled 5 IR AL 5 age dale L0 31 (o ki o 4Sh 33 e als (55 (ouibala

(Sajedi, 2020) 213
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emruzeh besiyari az karshenasan-e varzeshi ezhar midarand ke varzesh-e futbal na
tanha ta’sirgozar bar ravabet-e miyan-e dowlat-ha budeh va az an be ‘onvan-e diplo-
masi-ye varzesh nam mibarand, balke dar besiyari az keshvar-ha ‘amel-e mohem va
ta’sirgozar ba nahad-hayi chon siyasat, eqtesad, va ejtema’-e jame’eh mi-danand.

Another choice for ridding subject of responsibility is what Halliday and Matthiessen
(2004: p. 42) named collective we (also called inclusive we), which includes speaker
and other person(s):

Asgharkhani & Shafi’iye Inche’l, ) fuun Lo adlio 45 am ju s 1 g (9l aiSon Cumaa o adlia 3148 ey 235
(2015

zamani ke az manafe’-e melli sohbat mi-konim in so’al ra bayad beporsim ke manafe’-e
melli chist?

Persian language is a pro-drop language in which the subject pronoun in declara-
tive sentences can be deleted when it is inferred through inflectional verbal suffix
indicating person and number of the subject. In example 36, the subject pronoun
we . (ma) is deleted in both underlined sentences and can be identified in the end-
ing —¢ /im / of both present indicative auxiliary verb do s, (mi-konim) and lexical
verb ask in its present subjunctive mood ., (be-porsim). It can be seen that there
are some constrains in using pro-drop parameter in Persian language; For generic
impersonal third person pronoun one s5, ;S 5 (har fard, har kas, adam) the sub-
ject insertion would be necessary. Furthermore, sentences in which plural pronoun
we has a contrastive or emphasis function, it must fill the subject position.

1) 2955 Col lacalis Sl (e 3 3 Lo Ll el | ailalis Ui (S a8 (U155 g ps g5 D) o K sle K s 36
.(Shamsini Ghiyasvand, 2020)fdla a3
farhang-ha-ye digar pas az shoru’-e virus, tavanayi-e towlid-e yek nezam-e naqqa-

daneh ra dashtand, aya ma niz dar jahan-e pasa-koronayi-e-man in tavanayi ra kha-
him dasht?

In this example, we as a subject is given the sense of contrastive selection with other
cultures s 4»- oo (farhang-ha-ye digar), so its insertion is obligatory.

It-Clefts, pseudo-clefts, and reverse pseudo-clefts are other structures that a writer
can choose for their specific functions, namelyemphasis, contrast, and avoiding ambi-
guity. What happens in the it-cleft is changing a monoclausal structure to biclausal
“with a largely unambiguous focus structure” (Pavey, 2004: p. 11?). In Persian lan-
guage, it-cleft sentences usually initiate with an optional cleft demonstrative pro-
noun this . (in) as an emphatic marker followed by an emphasized clefted noun
phrase (NP), prepositional phrase (PP) or a shared adverb plus a form of verb be and
immediately the second clause occurs in a form of relative clause. The cleft demon-
strative pronoun here does not function as a modifier for the cleft NP constituent, so
there is not any agreement between the pronoun and the verb be (Moezzipour, 2010):

...... S e Gy 1 ) Cunle 48l S Gl 5 ol s (s3] an b JS gl (slina 4 g K o800 2 ines 37
By S i pilia Sl 4 (sladaili o sie 4y (5 JSan 4l )3 48 [ btlo g 5 SIS ] dish 52 s et gl O S
adilie o0l iy dalse 2eas Gainad 5 28 (Gl e Cuale (b 40 48 /i ) Sl pa L) S G G 2 s
ol yad 4y (e dati ) i e 25118 Sl e pilia sl 5 3 dae S Ol sie 4l ) e 0Fas 4S Qall 181 L aS 3 Sl e

.(Asgharkhani & Shafi’iye Inche’l, 2015) 25 2l 53 (Lo adlie 5 Cund Cin sa by i i GDA 3 L 5 280 aiil
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hamchenin dar didgah-e hegel sistem be ma’na-ye tafavot-e kol ya jam’-e ajza-ye
sistem ast va in kol hast ke mahiyyat-e joz’ ra ta’rif mikonad... banabarin in be sud-e har
dow tabaqe [karegar va sarmayehdar] ast ke dar noqteh-yeh hamkari be ‘onvan-e noqteh-i
ke bayangar-e manafe’-e moshatarek-e yekdigar mi-bashad, tavaqqof konand... amma dar
nahayat in sistem ast ke be-dalil-e mahiyyat-e gheyr-e khati-ye khod va hamchenin vojud-
e ‘avamel-e pishbini-na-shodeh moshakhkhas mi-sazad ke aya eqdam-e alef ke hamegan
bar ru-ye an be ‘onvan-e yek ‘amal dar rasta-ye manafe’-e melli eshterak dashtand mi-
tavand natijeh-yeh mosbati be hamrah dashteh bashad va ya bar khalaf-e pishbini-ha
mojeb-e asib bar manafe’-e melli khahad shod.

As seen in cases above, every item after this ., (in) contains new information which

is often contrastive:

The it-cleft construction is specificational, providing the value for a presupposed variable.
It “present[s] a referent into the “place” or “scene” of the discourse 156. The it-cleft takes
the existence of a referent as described in the subordinate cleft clause as presupposed. In
narrowing the identity to the correct interpretation, it follows that others are excluded, and
thus the asserted ‘value’ is inherently contrasted with other potential values (Pavey, 2004:
pp. 156 & 38).

The contrastiveness is seen in it-clefts in 37: and this is the whole.... ... =) 5.1, (va
in kol ast) means not parts of a system but all of it or in the sentence this is for the
benefit of both classes =\ ub ,5 »3,.4 ) (in be sud-e har dow tabage ast), the contrast
is not between two capitalist and working classes but instead, the it-cleft emphasizes
the benefit of both and not only one of them.

Biclausal cleft construction with a wh-clause as the subject is known as pseudo-
cleft and with a wh-clause as a complement is called reverse pseudo-cleft. Following
Lambrecht (2001), information structure for three following kinds of it-cleft,
pseudo-cleft and reverse pseudo-cleft in 38 is as in 39:

38- a. This is the whole that defines the nature of its parts (it-cleft).

280 |y ) Snle Tl 50

In kol ast ke mahiyyat-e ajza’ ra ta’rif mi-konad

b. What defines the nature of its parts is the whole (pseudo-cleft known also WH-cleft).

el K85 o |, ) Comle o agT

Anche ke mahiyyat-e ajza’ ra ta’rif mi-konad kol ast

c. The whole is what defines the nature of its parts (reverse pseudo-cleft or reverse
WH-cleft).

W85 i |y ) Sl S ol (el
Kol an chizi ast ke mahiyyat-e ajza’ ra ta’rif mi-konad
39- Presupposition: ‘x defines the nature of its parts’.

Focus: ‘the whole’
Assertion: ‘x= the whole’

The specific semantic component for pseudo-cleft is exclusiveness (Halliday &
Matthiessen, 2004: p. 71) which means “this and this alone”. Although Weinert and
Mliller (1996: p. 196) refer to this function as a “micro-function inside the immedi-
ate clause complex” of wh-cleft in comparison to “macro-function in larger stretches
of discourse™:

1 (ouilidh dnals Hlas ) aS) ald glae 3l ) gl il Gl sy 5 IOl yda e 53 sle s 2 Aiseicsl 2 =40
o 15 52 Gl S e (51 g AT 48 35S e ool ) Kl s (3150 daala o250 S 5 5 [ sllaalipili 5 e

.(Sajedi, 2020) Gl reilsa 5 Lo sl Ko i s Canlgil (sl 5 b 2 A lgi o
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bara-ye nemuneh dar bazi-ha-ye dow tim-e por-tarafdar-e esteqlal va perspolis resane-
ha-ye iran az vazhe-ha-ye khassi (ke ‘az nazar-e jame’eshenasan daray-e bar-e manfi va
ta’sir-e na-matlub dar rafter va goftar-e mardom-e jame’e mi-gozarad) bara-ye gozaresh
estefadeh mi-konand ke ancheh bara-ye tarafdaran-e dow tim mohem ast tanha natijeh-e
bord-e bazi bara-ye an-ha-st va na yek bazi-ye ziba va javanmardaneh.

In the above bolded pseudo-cleft sentence, ‘“What is important for the fans of these
two teams is only winning the game and not a beautiful and fair game’. The exclu-
siveness is represented by the redundant word only \+ (tanha), which is not usually
common to use in pseudo-cleft as it is implied in the cleft structure.

Returning to macro-functions of wh-cleft, Weinert and Mliller 3(1996: p.196)
consider two functions: forward pointing and showing the conclusion in a discus-
sion both of which are represented simultaneously in the following example:

1 il 2y a5 ke Jamsa 5 ongalind Cidlu (35 | Sadbie Cuale Ol sie IR i 53,805, L2 e Gl 4 -4
ol S S (5 i el s 4ail San e 4g 6313 )8 il 0y 5e i 4S5 K o | saigalind ale 5 el
S0 A4S mlliae 5 s A Sedse Jhis (S 8 Dt Gl (Sl 4 5 G sadigalin] sleRle 2 ee 2 S
Rezaee & Neisani, 2014) 3l Jled 4 Sl ool Jilat (5 ol asa ks Sl sie plaol 5 (i s O et (I8
{
be in tartib, dar ruykardi gheir-e gashtari mi-tavan mahiyyat-e moshakhkhasgara
budan-e sakht-e esnadi shodeh va mowsuli manand-e budan band-e esnadi ra dar ham
amikht va sakht-e esnadi shodeh ra an guneh ke hast mowred-e tahlil qarar dad; be ebarat-
e digar anche vazeh ast niyaz bara-ye yeki kardan-e in do ruykard dar mored-e sakht-ha-ye
esnadi shodeh ast va be ebarati, yek tahlil-e tarkibi-ye besiyar sudmand khahad bud va
mo’tagedim ke ruykardi gheyr-e gashtari hamchon dastur-e naqsh va erja’ mi-tavanad
charchubi monaseb bara-ye tahlil-e in sakht be shomar ayad.

This example is extracted from a linguistic paper written on cleft structure and the
text is the last part of the conclusion section. After discussion, the Wh-cleft sentence
functions as a last conclusive remarks which in turn is a forward pointing for the last
sentence.

As there are syntactic and pragmatic differences between it-clefts and wh-clefts,
they are not interchangeable, not only in English, but also in Persian (Paveey, 2004;
khormaee & Tabatabaee, 2012). I discussed the pragmatic differences before and in
the following texts, I will elaborate syntactic differences as a formal guide to iden-
tify them and by applying the pragmatic and syntactic clues, you can produce a
well-formed and appropriate text in Persian.

As it was asserted in the cleft constructions, a clefted constituent in it-cleft struc-
ture must be a NP, a PP or a NP/PP which functions as an adverb, but verbal phrase
and sentence are two items not allowed to use in the clefted constituent positions in
Persian. However, the clefted constituent in pseudo-clefts can be a NP or a sentence
but cannot be a PP, an adverb or verbal phrase. There is an exception in pseudo-
clefts in English that a chosen NP as clefted constituent should not be animate. In
contrast, Persian writers are free to use both animate and inanimate NPs for the
mentioned constituent in pseudo-clefts. Regarding the adverb in it-cleft structures,
one cannot use a pure adverb like certainly \\.. (mosallaman), never $» (hargez),

$Weinert and Mliller project was originally in spoken discourse, but I checked their results in the
Persian academic written texts.
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later ., (ba’dan) but a NP or PP which acts as adverbials (called adverbial noun or
preposition) is allowed. If one examines example 38, whole x'(kol) and for the ben-
efit of both classes <L ,» » s, « (be sud-e har do tabageh), are samples of noun and
prepositional phases as the clefted item in the it-cleft construction respectively. Last
but not least crucial structural feature of wh-cleft and reverse wh-cleft is that their
clefted constituent is an “instance of nominalization” (Halliday & Matthiessen,
2004: p. 69), so they are structures suitable for academic and professional texts.
Halliday called wh-clefts and reverse ones as “thematic equatives” and “marked
thematic equatives” respectively (1967/8 cited in Halliday & Matthiessen). By the
term equative, he means theme=rheme and you can reverse wh-cleft from unmarked
(normal) structure to the marked one and creates reverse wh-cleft. From the infor-
mation structure point of view, normally every declarative sentence starts with old
information as a theme followed by the new information as a rheme. Theme and
rheme are the terms in functional grammar which in above mentioned structures
function as a subject and predicate respectively in traditional grammar. In English,
both kinds of wh-clefts are equative, i.e. one can reverse their places with each other
without any change in vocabulary. However, in Persian instead of wh-words what,
where, who, when and why, you can use indefinite nouns such as & . V5« (an
chizi ke/ ancheh ke) s 3 (jayi ke) . (kasi ke) S S. - 3\ (zamani ke) &\ (dalili
ke) respectively. The only change occurs from wh-cleft to reverse one in Persian is
the words« «7 (ancheh ke)changes into < ;- i (anchizi ke) in reverse (see example
no. 39 b, c¢). To sum up, all different mentioned syntactic structures exemplified in
the Table 1.

Table 1 Frequent syntactic structures in Persian academic texts

Syntactic forms Examples
Declarative with sikals )y 415 ol Sy GBS ¢ s Fat 3l o S Sl SCn s
Active voice farhang-ha-ye digar pas az shoru’-e virus, tavanayi-e tolid-e yek nezam-e
naqqadaneh ra dashtand

Declarative with 33 e g2 G Sl b S S U ey Sl on 39 e sl 5mlS 0

Passive voice Emruzeh gomanezani-hayi matrah mi-shavad mabni bar inke virus-e
korona momken ast be soghut-e hakemiyyat-e komonisti dar chin khatm

shaved
Nominalization a4 il ol i 5 il popas ol o pulal 56 FE Lol L,

ol Sy S 1 el sl > g 55 4 sy sl e sl 5, UST,
barabar-e asl-e 44 qanun-e asasi, siyasat-e khosusi sazi dar bakhsh-ha va
nahad-ha-ye mokhtalef be ma’na-ye vagozari-ye omur az jomleh omur-e

varzeshi be bakhsh-e gheir-e dolati baraye kastan az bozorgi-ye dolat ast

Impersonal verbs sl o 3l ety K b gy plelid aanle il 5yl
besiyari az jame’e-shenasan varzesh ra yek reshte-ye nopayi mi-danand
It-Cleft S o gt |y i) ol oS Gl K
In kol ast ke mahiyyat-e ajza’ ra ta’rif mi-konad
Pseudo-cleft ol BuS it |y el Conle oS T

Ancheh ke mahiyyat-e ajza’ ra ta’rif mi-konad kol ast

Reverse a8 i |y il Cotle 5 Gl (51 TS
pseudo-cleft Kol inachizi ast ke mahiyyat-e ajza’ ra ta’rif mi-konad
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5 Cohesion in Persian

As mentioned in the introduction, many projects, quantitatively accounted all types
of cohesion done in Persian such as (Alavipour, 2012; Hashemi, 2012 Jalileh, 2017;
mirzaee, 2019; Pakrah, 2014; Zahedi, 2017; Zare’, 2009; Zarinkhu, 2014). However,
no one can learn from these examinations how to use cohesive instruments in writ-
ing an academic article, report or thesis in Persian. The main purpose of this chapter
is teaching the important cues in using grammatical cohesive relations in a piece of
Persian academic writing.

5.1 Reference

As it was mentioned before, “reference is a relationship in meaning” (Halliday &
Matthiessen, 2004: p. 561), in other words, a semantic relation between the ref-
erence and its antecedent/posterior referent. The most frequent kind of cohesion
is reference and among its subcategories, anaphoric co-reference is more frequent
than others in Persian. Let’s start with the personal pronouns in Persian. By using
the term determinative, these pronouns are substituted for a nominal group by itself.
I . (man), you 3 (t0), he/she V' °s, (vey/u), it 5 (an), we . (ma), you \= (shoma) and
they |7 (an-ha) are personal pronouns in Persian language. As you see, for second
personal pronoun (singular and plural), same in English, Persian language has two
different entries of s (f0) and = (shoma) respectively. The next important item is
third-person singular pronoun ,/ s, (vey/u) that unlike English, is neutral for gender
and you can use it for both feminine and masculine referents. Persian possessive
pronouns are: my — (-n)), your — (-t), his/her — (-sh), our —\- (-man), your —.s
(tan) and their - (shan).

Anaphoric co-reference relation is not restricted to the mentioned instances. The
same relationship can be seen in the (partially) repeated form of a referent (Brown
& Yule, 1983) as well.

Ol o8 do L glagl)y Calite £ 58 4 03 5 (o 22 Ry s Oley A i pacts slagl jg) i) Adsay 52 Sladllaa o g) 42
e 2 1y il e (lagl aline g5 4S 2L e el )l gn s JUi2 43 AS Cad 431 (s 1y (s e il
Gl 0 U e dAe A LAl b g Bl Siee L) 2 o U e a8 al Gl eSS ) Ui s

( Motavallian, 2017)..2 30 410} e ol 52 ¢s 3100 pana jial jly s ) s

avvalin motale’at dar zamineh-ye anva’-e zaban-haye zamir-andaz be zaman-e ritzi bar
mi-gardad. Pey bordan be anva’-e mokhtalef-e zaban-ha-ye fa’el tohi zabanshenasani
manand vey ra bar an dashteh ast ke be donbal-e vaz’-e parameter-hayi bashad ke anva’-e
zaban-ha-ye zamir-andaz ra dar bar mi-girad. Vey bish az yek parameter ra dar tashkhis-e
in amr ke zamir-e fa’eli dar zabani mitavand tohi bashad ya na dakhil mi-danad. Ritzi dar
avvalin suratbandi-ye parameter-e zamir-andazi, do parameter erayeh mi-dahad.

°The second word ;" is more formal than the first one *, but they are used interchangeably.
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In example 42, pro-drop languages - s> <»-o\; (zaban-ha-ye zamir-andaz) in the
first sentence, is a lexical expression repeated in the second sentence too. Rizzi
s, (ritzi) is also a proper noun used as an anaphoric reference for ke s, (vey) in
the second and third sentence but when the writer decides to draw attention of the
reader or avoiding pronominal form ., (vey), she repeats Rizzi in the last sentence.
Furthermore, in repeating the lexical expression, for common nouns, the first indefi-
nite expression like parameters 3=, (parameter-ha-yi) will change to definite rwo
parameters ;.\, ,» (do parameter) in its next occurrences. In Persian, the indefinite
marker - (-y) comes at the end of a noun and by adding number two ,: (do), changes
into the definite noun ;.\, (parameter).

Demonstrative references are also very common in Persian language and can
be used as a pronoun this/these \.V ., (in/in-ha) and that/those \/"° ;(an/an-ha), as a
deictic modifier of a noun /\i (an/an-ha), v, (in/in-ha) or as an adverbial group
here ) (inja) and there(anja) \s%.

-4l ) i 22 Ll O Tl 55 5 (b e b dai e 4S (il 58 53 5 3 5o Cuma (V51 8 4 O ) 4S o L5 (Ao plie <43
3513 )18 aled) 53 o1 Gl Slina « il 5 30 )08 GDA Ly L ol 4alS ) sama ) )
manafe’-e melli vazheh-i ast ke az an be faravani sohbat mi-shavad va dar har matni ke
mortabet ba ‘olum-e siyasi va ravabet-e beyn-ol-melal bashad mitavan neshaneh-i az hozur-
e in kalameh yaft, amma bar khalaf-e karbord-e rayej-e ‘an, ma’na-ye in vazhe dar ‘ebham
qarar darad.

As seen, third person non-specific singular pronoun if ;7 (an) in the first sentence
has an anaphoric relation with an indefinite noun a word s, (vazheh-i) in the first
sentence and also the same relationship with definite nominal group this word % |
(in kalameh) in the second occurrence. Avoiding the repetitious words, the writers
have utilized third personal pronoun it and nominal group this word interchange-
ably (Asgharkhani & Shafi’iye Inche’i, 2015). As Brown and Yule (1983: p. 193)
mentioned, a writer can posit repeated form, partially repeated form, pronominal
form (all types of personal pronouns explained here), lexical replacement (in the
example 43, the writers replace word ), (vazheh) with its synonym «&"(kalameh) as
a cohesive tie) and substituted form as a cohesive instrument.

5.2 Substitution and Ellipsis

Most of the mentioned instances of nominal and verbal substitution and also ellipsis
are recognized in a question- answer dialogue format or in a piece of personal nar-
ration. In addition, clausal substitution and clausal ellipsis are dedicated to the ques-
tion- answer dialogue. So neither substitution nor ellipsis of any kind concerns us in
academic texts. However, I searched several different scientific journal articles in
Persian for the above mentioned cohesive ties and there were no instances available.

-

10As the word ‘" used for both of third person singular pronoun’ it” and demonstrative reference
‘that’, it is more inclusive than its pair ‘this’ and can be used as a general reference to a thing/
non-specific noun.
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5.3 Conjunction

Conjunction is a system of logico-semantic relations of expansion by which a writer
can elaborate, extend or enhance preceding text. The three mentioned types of con-
junction have their secondary sub-types in turn which are shown in Fig. 1:

Now, each type will be explained and exemplified in Persian scientific texts.

Elaboration.

Reiterate or paraphrase the preceding text utilizing appositive conjunctions like that
is s (ya'ni), in other words . K> o)\« « (be ‘ebarat-e digar), s .z «(be sokhan-e
digar), for example (be ‘onvan-e nemuneh/ mesal) Ju/as o\se « 45i &, S (Masalan)
or clarification, confirm the previous statements precisely or summarize it by
in particular s, o/ syas «, (be khosus/ be vizhe) briefly «o¥s b o/ S aNs(be tor-e
kholase/ kholase inke).

300 e e So st Ol Sl el s s S (e sl lan 4 38 had Sl ladl e Js IS YL Ol e - 44
Ole 2 pmsead 40 e 0l 4S 358 Gl 053 J) 52 ) saea 3 7/1 Gl 81 ey 5 ol iS5 S0le 590 sl ¢ Sae 0 R
S i) ) sien ISa 0l dn s 28l Yl Sl (a5 (5580 il () e 45 i e ol 0250 K 035 sl 3l A
At |55 L) S pma aliy S pme e Se e sl i s I 611 JLE LS 5 1 G s 25 2 R S8 (alR
by Koo 3 4 i) 0358 o Jlpie 4 25 e i jemn (Sl 4p 5 035 (o 53 5 0100 e ¢ ALE O emma (l Cprines

( Nirumand, M. et al. 2020).2 50 Lasban il n 02 Caaglia 5 ayl pehans o851 5 2 ) (il 538

Fig. 1 The system of

conjunction by Halliday appositive
and Matthiessen (2004) elaborating
clarifying
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mizan-e bala-ye kolesterol dar ensan ba’es-e khatar-e ebtela’ be bimari-ha-ye qalbi
‘oruqi, sekteh va anva’l az saratan mishavad. Yek jire-ye ghaza-yi-e 300 gerami-ye meygu,
havi-ye 590 miligeram kolesterol ast va be’s-e afzayesh-e 7.1 darsadi-ye el di el-e khun-e
ensan mishavad ke in mizan bekhosus dar miyan-e afrad-e salkhordeh negaran konandeh ast.
Be khosus ke mizan-e kolesterol-e meygu-ye vanami besiyar bala mibashad...bara-ye hal-e
in moshkel mitavan az tarkibat-e giyahi komak gereft zira besiyari az tarkibat-e giya-han dar
asarati chon zedd-e esteres, zedd-e mikrob, moharrek-e roshd, moharekk-e eshteha va ener-
zhiza hastand. Hamchenin in mahsulat-e giyahi, besiyar arzan va dar dastres budeh va be
asani masraf mishavand. Be ‘onvan-e mesal afzudan-e zanjebil be ghaza-ye meygu ba’s-e
afzayesh-e roshd va erteqa‘-e sath-e imeni va moqavemat dar barabar-e bimari-ha mishavad.

48 a5 e g e dadia 02 315 (a5 s A s a5 L (O G 4y 5 Gl gl alile b s ege g aS Gl (Jleans- 45
200 e (Sl able 1) a0 2 )l se JSI 0 4 aadlE g 230 (Sal )l 53,50 el 5 e e sl naS Gl Gl deal by Gl e 2
(Asghari et al., 2015)
diyeh-e mali ast ke be ‘ohdeh-ye jani ya ‘ayele-ye u ast va be sabab-e an feshar va nara-

hati motevajeh-e jesm va jan-e vared konandeh-e sadameh nemishavad, dar hali ke dar
mojazat-ha asl bar in ast ke bara-ye mojrem to’am ba dard va narahati bashad va kholase in
ke dar aksar-e mavared diyeh ra ‘ayeleh-e jani mipardazad.

Extension.

Addition or variation. Additive conjunctions, are positive like the following
instances: and , (va), also .wshamchenin).(ham) .»(niz) %, moreover (‘alave
bar) .1, 50k o & (be ‘alave bar in), furthermore ( ‘alave bar in.! , Y ok «
(be ‘alave), negative for example nor « (na) and adversative such as but vali
4, W (amma), however J .\ \ (ba in hal) , nevertheless S sy, \ (ba vojud-e
inke) , on the other hand £ s,. 3 (az su-ye digar), in spite of that ¢, Jo (‘ala
raghm-e) and although & -\ cs 51 5 (dorost ast ke, agarche, garche). As
the meaning of adversative shows, these kinds of conjunctions have been applied
to express antithesis for what has been stated beforeVariation. By considering
instances of this type of conjunction, such as instead :x, (dar ‘avaz-e), apart
Jfrom that(ghat’-e nazar az) 3 Js s .3 sl (joda-ye az), you can recognize its
application for suggesting another possibility or option:

5 ot daln 3 (5 Rl e Ol 45 ol 3 O s Lo 3o 5338 e e e s oo lain (il 4y o LI L i 5146

01 I8 a8 s adlie Jlia 0

(Asgharkhani & Shafi’iye Inche’l, 2015).

u niz ba eshareh be qavanin-e ejtema’i, be mafhum-e manafe’-e melli nazdik mishavad
amma bar in bavar ast ke in mafthum pasokhgu-ye niyaz-e jame’e nist va dar moqabel-ee
manafe’-e haqiqi-ye fard qarar darad.

sl (W (s stme a4 0 R 513 ) Gk 0l syl 5 S Gl 51 03 8 (Ll 2 ple -47

We sl A
(Nirumand et al., 2020).
‘alaraghm-e taqaza-ye gostardeh bara-ye in meygu va bazarpasandi-ye an, besiyari az
afrad az khordan-e an be dalil-e mohtava-ye bala-ye kolesterol-e, khoddari mikonand.
31863 dls 53 i (cany Gand) sl (s iy 18 Olea e 51 (A odliind 3 ) 5e i e B 51 G505 Ol S 2sa s - 48
s ¢ S a 3 A el JUE (B35 00 4 el s 3 k) slasl ) 4 Leilgs @Bl s i 4S il s o Gl ey
Ll e Lacillae 5 il i 4y o Lealid )5 (5 S caibne plad) Saal e gl s (51 Ll 4S (80 DL Ly 55 088

. (Sajedi, 2020) .25

"'n religious texts, the word ‘. (likan)also used as a synonym with these.
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ba vojud-e inke in varzesh az gharn-ha pish mored-e estefadeh-e barkhi melal-e jahan
qarar dasht vali avvalin anjoman-e rasmi-ye futbal dar sal-e 1863 ta’sis va rasmiyat yaft...in
dorost ast ke bishtar-e mavaqe’ be rah-ha-ye ziyadi az anva’-e varzesh-ha be vizhe varzesh-
e futbal nasib-e khod mikonand, vali gahgahi niz ba tamami-ye talashi ke an-ha bara-ye
kasb-e natayej-e movafaqiyyat-amiz anjam midahand, sakku-ye varzeshgah-ha tabdil be
e’terazat va mokhalefat-ha ba ‘alayh-e an-ha mishavad

Enhancement consists of four types of spatio-temporal, manner, causal-condi-
tional and matter. Spatial conjunctions are usually spatial metaphors in the first
place(nokhost anke) i ¥, (avvalan) and in the second place (dar sani/dovvom
anke/dovvoman) L, (ut/<T -5/ 58 5. Temporal conjunctions represent the chrono-
logical order of events or arguments in the discourse. Examples: first (avval inke/
ebteda’) VS 4y, then (ba’d, sepas) s . s, NEXt, w e \m(ba’d, sepas, ba’dan)
at the same time i ;s .5 K 3 s b & (dar an zaman, dar yek zaman, be tor-e
hamzaman)..,, previously .\ ;\ s s Ges(pish az in, gblan, pishtar), finally(dar
nahayat) =\ » J\é\. (saranjam)

Manner conjunctives produce cohesion by positive or negative comparison such as
likewise(be hamin surat, haman tor) o se w2 & als, similarly s « sy o\ «(be
haman tartib, be haman qiyas, be tor-e moshabeh) s\ b « . 3 or by referring to
means such as thus L .\ , 2 o\« wb ol «(bar in asas, be in nahv, be in tariq) and
thereby (dar natije, bedin vasileh, be mojeb’e an) w.ys sy s (o g 4

Causal-conditional conjunctives illustrate reasons, purposes or results of what has
been done or happened previously. Some of these expression are general such as
S0 c& o o s o 4 M, ) i, (banabarin, az in ru, be hamin jahat, be hamin
dalil, leza’) then .\\ i (banabarin, angah), therefore il ) . )\ i > (AZ in
ru, banabarin, dar natijeh), consequently «s, .k J @ « (dar natijeh, bana-
barin, be taba’-e an), because of that(be ‘ellat-e..., be sabab-e..., be dalil-e ...,
be mowjeb-e ...)..cay 4 ;e & oo 4 .. s 4 SOMe are special like otherwise &,
O, o (dar gheir-e in surat), in that case o, 5 » (dar an surat), for that pur-
pose ... « (be hadaf-e), for that reason (bedan ‘ellat, bedan dalil) <l ol (s s,
despite this (ba vojud-e in, be raghm-e in) .\ sz, ) §, «

Matter conjunctives are often metaphorical place references like here ...\ (inja) and
there \<7 (anja) which refer to what has happened before. Some of the classified
conjunctions has been shown in the following texts:

A ) hile Gl e 5 N3k 03 ) ab (a0 g uSe 52 4REY D0 e 4y 5 02 ()55 A s) 3l se Lo il ) 49
4 e i i 208 033 g e e 3 dadia Lad S g a5 dse ol a0 R adlial daglie 4 (a5 aed S
Dlan) slaans 5o ie sl Calei o ax Kl 8 ol i yre 50 el 00 e 4y ¢ el sleSindly 55 ) lflan &) a

il (5o 3 Sl an 50 20 38 2 5 A (35U

(Nirumand et al., 2020).
bara-ye sakht-e jireh-ha mavad-e avvaliyeh towzin shodeh va be moddat-e 20 daqiqeh
dar mikser be khubi ham zadeh shodand va sepas ab-e moqattar bara-ye tahiyeh-e yek
khamir-e yeknavakht, be makhlut ezafeh gardid. In mavad az charkh-e gusht ya chesh-
meh 3 mili metr ‘obur dadeh shodand. Sepas jireh-ha-ye ghazayi be surat-e jodaganeh,
ru-ye pelastik-ha-ye tamiz, be modat-e 00 saat dar ma’raz-e bad-e fan qarar gereftand.
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Dar nahayat palet-ha-ye ghazayi dar kiseh-ha-ye zipdar-e nayloni basteh bandi va dar
frizer —e -20 darajeh-e santigerad negahdari shodand.

O s a8le Wi slet s Geylda 5 s 51U U35 e 005 sail ) (el lae 5) s Jla 53 S 050250
o2 5 sla( oo Ll (slos 3 sm S) 5bmar  1 003y <S5 S0y ety (8505 0 48 Lin a1 p53 s s o8l 5
e YIS S O siedy JUtish s . amed (5235 s ) (o151 a1 81 )tanlns caliaBl cails 5 e o8 (5 5 (sl
p3e (S5 ligid s 53L) 5 g A Goea ()5 S AlE ) 5 oan K gy Jad 2 se Lin Bl alai 53 (S5
calide (slaojsn 53 By Ol 4S Nlaige Jlelal Ohviadanl 3 (s b 45 Sl o Gpb Sad 031X o) e ales Sl Clea
- (Sajedi, 2020).2 15 Wil s 8 5 il Al 5 41l Cllas 581 8 ea Ko O sl axdla
bedun-e shak dar hal-e hazer az miyan-e tamami-ye reshteh-ha-ye varzeshi, varzesh-e
futbal az mahbubtarin va jazzabtarin varzesh-ha-ye donya ast mibashad va az ahamiyyat va
jaygah-e vizheh-’i barkhordar ast chera ke in varzesh be surat-e yek padideh-e faragir ba
besiyari az howzeh-ha-ye ejtema’i-e (manand-e khanevadeh, amuzesh va parvaresh, far-
hang, mazhab, resane, eqtesad, siyasat) afrad dara-ye ertebat-e nazdiki ast. Varzesh-e futbal
be ‘onvan-e yek kala-ye mohem va esteratezhiki dar tamam-e noqat-e donya mored-e qabul
vaqe’ gardideh va az qaleb-e yek varzesh-e serf kharej va ta’sir-e ziyadi bar sho’unat-e
zendegi-ye mardom-e jahan az jomleh mellat-e iran gozardeh ast. Bedin sabab ast ke besi-
yari az andishmandan ezhar minamayand ke in varzesh dar howzeh-ha-ye mokhtalef-e
jame’e be ‘onvan-e yek padideh-e farargir dekhalat dashteh va ta’sirat-e shegarfi bar an-ha
migozarad.

Sy Baa J s SulS 4z 58l lis 398 (5 e S hans 53 sl (53 iS58 Yl ey 128 g il mhass ) 5]
25l il o sy b 2
(Nirumand et al., 2020).
in sath-e kolesterol-e ghaza ba’es-e bala raftan-e kolesterol-e khun-e ensan dar sath-e
besiyar mozeri mishavad. banabarin , harche kolesterol-e meygu payintar bashad bazarpas-
andi-ye an bishtar khahad bud.

It seems that most of the cohesive conjunctions in Persian language are theme, i.e.
they occur at the initial position of a sentence, but several instances were found
whose occurrence was not obligatory, although their high frequency to be thematic
and demands more research. These conjunctions which are mostly more than one
word are called clusters (see Hyland, 2008) or formulaic patterns. As ray and
Perkins (2000, cited in Hyland: 43) believe, they are “being stored and retrieved
whole from memory at the time of use rather than generated anew on each
occasion”.

6 Conclusion

Every piece of writing needs several features to be predictable and interpretable by
a reader. Following structural, semantic, and pragmatic rules can help a writer to
create a cohesive and coherent text. As it was stated in this chapter, cohesion and
coherence are two sides of a coin named text. At first and superficial glance, one can
differentiate these from each other and attribute cohesion to the surface-structure of
a text and coherence to the underlying connectedness of a text, but after scrutinizing
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cohesion as a whole, it is not possible to separate cohesion and coherence from each
other. Regardless of lexical cohesion, which was not our concern here, cohesive
relationship of reference, substitution, ellipsis and conjunction, all works as a sys-
tem to represent facts about the world in a text based on the writer and reader’s
shared knowledge of the world and finally create a coherent text. My main purpose
in this study was to explore specific features of an academic text in Persian language
and elaborate how and which cohesive ties contribute to producing a fluent and
comprehensible text for professional readers. The findings reveal that a professional
academic text, for instance a research article, apart from its genre, is determined by
several discursive instruments such as cohesion, grammatical metaphor, and two/
three words conjunctives clusters to be published and approved. As the focus of
chapter was on the above mentioned means, other factors are not being considered.

The findings conflict with earlier studies of cohesion in Persian academic text-
books by Alavipour (2012); Jalileh (2017); Mirzaee (2019); Zahedi (2017); Zare
(2009); Zarinkhu, (2014) which show considerable records for all types of cohesion
and in spite of finding no instances of substitution and ellipsis in Persian academic
papers, they found many cases for both. It is obvious that they considered reference
as substitution, and their mistake was accounting incohesive ellipsis in coordination
and not cohesive ellipsis. The findings also have considerable implication for PFL
and PSL teachers and students. As the data are extracted from many authentic pro-
fessional articles in different fields of medical, basic sciences, humanities and social
sciences, they are reliable to be followed and learnt.
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Abstract This study examined the type, frequency, and accuracy of conjunction
use in a collection of Persian learners’ academic essays. To this end, the learners’
essays were graded based on the Saadi Foundation writing rubric, one of the com-
ponents of which is cohesion and coherence of the text. Then a list of Persian con-
junctions was extracted from four corpora: Bijan Khan, Hamshahri, Seraji, and the
Saadi Foundation basic words. The conjunctions, using Fraser’s (Toward a theory of
discourse markers. In: Fischer K (ed) Approaches to discourse particles. Elsevier
Press, pp 189-204, 2005; Int Rev Pragm 14(2): 1-28, 2009) framework, were then
classified as high-frequent, medium-frequent, and low-frequent. Afterward, 20
essays were selected from the data at each language level and the type, frequency,
and correctness of the application of the conjunctions were extracted and identified.
The results revealed that the use of conjunctions, both in terms of number and type,
increased as language levels raised. However, no significant relationship was found
between language level and the use of low-frequency conjunctions or the correct
application of these conjunctions. The examination of Saadi Foundation’s writing
rubric showed that the predictions made at different levels regarding discourse con-
junctions were not entirely comprehensive. This study has contributed to the field
by developing a table of the most widely used conjunctions in each level of Persian
proficiency.
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1 Introduction

Discussion of cohesion and coherence in the field of discourse analysis is one of the
key areas in the analysis of Farsi learners’ writings as well as an important topic
addressed by foreign / second language teaching researchers. In a section on prag-
matic competence, the Common European Framework of Reference (CEFR) pro-
vides specific predictions regarding the application of cohesion and coherence in
language learners’ linguistic production (de Europa, 2018). In Persian, the ability of
language learners in terms of cohesion and coherence is also described in the book
entitled “Standard Framework for Teaching Persian Language”, in the writing skills
section for each of the sevenfold levels (Sahraei & Marsoos, 2016). Similarly, a
rubric has been developed in Saadi Foundation for evaluating the writing skill of
Farsi learners, in which a section is devoted to describing the ability of language
learners in terms of cohesion and coherence. The descriptions provided in the cohe-
sion and coherence part of the Writing Evaluation Rubric as well as the classifica-
tion used in this reference are listed in the following two tables. Meanwhile, it
should be noted that this classification is in compliance with the classification men-
tioned in Standard Framework for Teaching Persian Language (Sahraei & Marsoos,
2016) (Tables 1 and 2).

Conjunctions, which are linking cohesive devices, comprise one of the key areas
in the analysis of Farsi learners’ writings, and to fully understand the concept on
cohesion, one must first define text. Richards and Schmidt (2010, p. 594) define text
as a piece of either spoken or written language with the following characteristics:

Table 1 Language learning levels according to Saadi Foundation standard

Level | Beginner | Elementary | Pre- Intermediate | Upper- Advanced | Expert
intermediate intermediate
1 2 3 4 5 6 7

Table 2 Descriptions of cohesion and coherence in the Writing Evaluation Rubric

Level Writing Evaluation Rubric

Beginner He uses very limited cohesive devices, and fails to employ logical connectives
correctly.

Pre- He uses certain basic cohesive devices, but they are repetitive and incorrect.

Intermediate | Also, he does not employ logical connectives correctly.

Intermediate | He uses almost all cohesive tools correctly but makes mistakes in employing
logical connectives.

Upper- He uses cohesive devices properly, and employs unmarked and high-frequency
Intermediate | logical connectives. The marked and low-frequency logical connectives
between sentences are, however, mechanical and low-frequency.

Advanced He uses cohesive devices and logical connectives appropriately while he may
do so either excessively or insufficiently.

Expert His text is so coherent that it is similar to a native Farsi speaker’s writing.
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1. It usually consists of several sentences that, together, form a structure or unit,
such as a letter, report, or article (of course, there are one-word texts as well,
such as the word “danger” as a warning);

2. It has distinct structural and discourse properties;

. It serves a specific communicative function or goal; and

4. Itis often fully understood only in the context in which it occurs.

(O8]

According to Hassan and Halliday (1976), a text is any piece of speech or writing
of any size that forms a unified whole, and it can be poetry or prose, conversation or
monologue either in written or spoken form. For them, a text is a functional unit of
language, not a grammatical unit such as a clause or sentence. They, therefore,
maintain that text is not a big sentence, but rather a semantic unit. Widdowson
(1979) defines a text as “a set of formal determinations that are put together by pat-
terns of equality, frequency, or cohesive devices” (p. 96). Beaugrande and Dressler
(1981) consider a text “to have seven standards, including cohesion, coherence,
intentionality, acceptability, informativity, situationality, and intertextuality, all of
which constitute text and create communication” (p. 3).

Every text has a certain texture, and this is the feature distinguishing text from
non-text. Hassan and Halliday (1976) define texture as the interaction between
cohesion and coherence (as cited in Taboada, 2019). In fact, cohesion involves “the
grammatical and/or lexical relationships between different components of a text that
may exist either between different sentences or different parts of a sentence”
(Richards & Schmidt, 2010, p. 94).

Cohesive devices have been introduced in researchers’ studies under different
titles, and there is no consensus among researchers in this regard. Through review-
ing multiple studies, Maschler and Schiffrin (2015) identified three different dis-
course, pragmatic, and interactional linguistics perspectives, and this indicates
researchers’ disagreement even at preliminary stages, i.e. the names of markers and
their definitions. Fraser (1999), for example, defines cohesive devices as discourse
markers while Blakemore (1987), Hassan and Halliday (1976) consider them to be
discourse connectives, sentence connectives, and discourse operators respectively
(Ali & Mahadin, 2016).

Likewise, these elements have been addressed as logical connectives in several
studies (Goro, 2016; Murray, 1995; Ozono & Ito, 2003; Romén et al., 2016;
Sternberg, 1979). Hassan and Halliday (1976) identify cohesion as a semantic con-
cept and divide cohesive devices into the five categories of reference, ellipsis, sub-
stitution, conjunction, and lexical cohesion. Similarly, Halliday and Matthiessen
(2014) divide cohesive devices differently as conjunctions, references, ellipsis, and
lexical organization. For them, conjunctions are devices that can link words, groups,
sentences, or even clauses.

Another classification that many researchers are interested in and has been the
subject of much research is Fraser’s classification (2005, 2009). To Fraser (2005),
discourse markers are types of pragmatic markers which signal a relation between
the discourse segment which hosts them and the prior discourse segment. In this
classification, he has divided discourse markers into the four categories of contras-
tive markers, elaborative markers, inferential markers, and temporal markers.
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Only two studies have been conducted on Farsi learners’ use of cohesive devices
so far. Hamedi Shirvan and Abbasnejad (2016) analyzed and compared the gram-
matical and lexical cohesive devices of text in the writings of advanced Farsi learn-
ers. In fact, based on the ideas of Hassan and Halliday (1976) and Helidi and
Mattison (2014), the authors extracted and summarized all cohesive factors and
determined the frequency and percentage of each of them. Findings showed that
there was a significant difference in the use of cohesive devices in two groups of
Persian students, i.e. the group with the highest score and the group with the lowest
score, and the cohesive factors used by the first group was 2.5 times more than that
of the second group. It was also found that in both groups, “repetition” had the high-
est percentage and frequency, followed by “conjunction and reference”, respectively.

In his thesis, Zahedi (2017) examined the process of cohesion learning in the
writings of foreign Farsi-learner students at three elementary, intermediate, and
advanced levels. The participants were 60 foreign Farsi learners studying at
Ferdowsi University of Mashhad. Results showed that there was significant improve-
ment in grammatical cohesion from the elementary to the advanced level while no
significant difference existed in the lexical and conjunctive cohesion of elementary,
intermediate, and advanced language learners from elementary to advanced level.

Research abounds in the literature on cohesion, coherence, and language learn-
ers’ productions, and some studies have addressed the relationship between the use
of cohesive devices and proficiency level. In his corpus-based study, Carlsen (2010)
examined the use of a range of different conjunctions in Norwegian learners’ writ-
ings to extract the pattern of their excessive or insufficient use of conjunctions. He
selected 36 articles (except articles of time) in Norwegian language, and identified
their frequency based on a review of texts selected by native Norwegian speakers.
Research data was selected from ASK, the Norwegian learners’ electronic corpus
which contains Norwegian students’ writings in ten different first languages. Results
of this study supported the predictions of Common European Framework of
Reference for Languages (CEFR). Furthermore, it was found that low-frequency
conjunctions were used more in higher levels of the framework of reference, and
their use in advanced levels might decrease. The author argued that this was due to
the fact that the learner used other cohesive factors at these levels to create coher-
ence in his/her text.

Similarly, Rahimi (2011) examined the frequency and type of discourse markers
used in English argumentative and explanatory texts by Iranian students and the dif-
ferences in the features of the text in these two genres. Results revealed that elabora-
tive markers (mainly “and”) enjoyed the highest frequency in both text types,
followed by contrastive and inferential markers, respectively. Reason, exemplifier,
and conclusive markers had the least frequency. It was also found that the average
use of discourse markers in argumentative texts is significantly higher than in
explanatory articles. Finally, the results demonstrated that the use of discourse
markers could not predict the quality of writing of these two types of text.

In a seminal study, Tejada et al. (2015) sought to identify the discourse profi-
ciency level of B1, B2, and C1 levels in CLEC corpus (CEFR-Labeled English
Corpus) using quantitative and qualitative approaches. Results of their research
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supported certain predictions of CEFR as the range of cohesive devices at high-
proficiency levels was high. Like Carlsen’s study, however, this analysis showed
that low-frequency conjunctions were employed in high levels of proficiency (C1)
more than in lower levels (B1). Of course, there were certain low-frequency con-
junctions that were gradually used at higher levels, but they reduced at the highest
level of proficiency.

In a practical study, Ali and Mahadin (2016) examined Jordanian English learn-
ers’ writings with different proficiency levels. Comparative analysis of the literature
revealed that advanced and intermediate-level learners use a comparable number of
discourse devices in their writing. Nevertheless, intermediate-level learners were
found to use a more limited set of discourse markers than the advanced-level learn-
ers. Moreover, intermediate-level learners employed discourse markers to realize a
more limited range of functions and in more limited situations. Likewise, discourse
markers applied by intermediate-level learners were selected mostly from intransi-
tive syntactic classes compared to that of advanced-level learners. The researchers
concluded that the use of discourse markers changes under the influence of English
learners’ proficiency levels.

This study seeks to examine a cohesive factor, i.e. conjunction in Farsi learn-
ers’ writings in order to quantitatively and qualitatively determine its frequency
and type of use in different Persian language proficiency levels. The importance of
this research study lies in the fact that the descriptions provided on language
learners’ ability in the Writing Evaluation Rubric regarding cohesion and coher-
ence are quite general, thereby leading to different interpretations of the defini-
tions. This has created problems and disagreements concerning Farsi learners’
writing evaluation to such an extent that, in many cases, evaluators assess written
texts intuitively. Not much research has been conducted on the cohesive devices
found in Farsi learners’ writings and, to the best knowledge of the researchers, no
study has particularly identified conjunctions at different levels of Farsi learners’
writings.

The purpose of this study was to determine the frequency and accuracy of con-
junctions in the writings of Farsi learners at different proficiency levels. Likewise,
the Writing Evaluation Rubric has been reviewed based on the research findings. All
in all, this study sought to answer the following questions.

1. What conjunctions are used in the written texts of Farsi learners at higher levels
of proficiency?

2. To what extent, if any, are lower-frequency conjunctions used at higher levels of
proficiency?

3. To what extent, if any, is the correct use of low-frequency conjunctions repre-
sented at higher levels of proficiency?

4. Which conjunctions in the writings of Farsi learners enjoy the highest frequency
at each level of proficiency?

5. To what extent do the predictions provided in the Writing Skill Evaluation Rubric
regarding cohesive devices correspond to the written data of the learners?
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2 Research Methodology

2.1 Corpus

The data used in this study were selected from the written data of Farsi learners who
had participated in Saadi Foundation’s knowledge-enhancement courses, from
which 20 texts were selected for each of the proficiency levels of 2, 3, 4, 5, and 6.
Levels 1 and 7 were not examined in this study since no language production is
made at level 1, and at level 7, the language learner achieves native-like proficiency,
and no serious problem is found in the evaluation of such language productions.
Moreover, not many written texts at expert level (7) were available in the writing
collection of Farsi learners.

2.2 Data Analysis Procedure

In order to prepare a list of Persian conjunctions, first, four corpora of Seraji (2015),
Bijankhan (2011), press core vocabulary (Sahraei et al., 2009), and Hamshahri
(Al-e Ahmad et al., 2009) were examined, the sizes of which are displayed in
Table 3. The size of each corpus has been quoted from the report of the corpus itself,
but in the case of Hamshahri corpus whose size was not reported, the size was deter-
mined using regular expression in Notepad++ environment, version 7.8.6 (Don
Ho, 2020).

Next, all conjunctions found in the corpora were extracted, and the frequency of
each conjunction in these four corpora was identified. A total of 260 conjunctions
with a total frequency of 12.027.722 were extracted from the corpora, and they were
grouped based on their frequency into the three categories of high frequency,
medium, and low frequency. In the table below, conjunctions with the frequency of
more than 1000 are listed with their frequency mentioned while the other conjunc-
tions are not. The main criterion for the selection of the linking words has been
Fraser’s (2005, 2009) model, and that conjunctions with frequencies above 1000
have been extracted from the four mentioned corpora. The rationale for such a cut-
point has been to cover more conjunctions and exclude low-frequency conjunctions
or the ones over which there has been no consensus (Table 4).

Table 3 Sizes of Corpus name Corpus size

Reference Corpora Seraji 151.625 words
Bijankhan 10.612.187 words
Press core vocabulary | 1.203.598 words
Hamshahri 124.090.827 words
Total size 136.058.237 words
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Table 4 Conjunctions extracted from the reference corpora

Conjunction Frequency
,And 6159830
o+ Then 2629123
s Till 422382
5 Also 380517
# Too 360468
LOr 273690
L But 266982
S0 168887
Sf 152818
oo Likewise 127044
« Either 122039
x> How many 99366
4, Yet 93179
& That 92750
1 Next 88039
o Such 76909
o Since 68711
= That is 61183
=, When 53095
&, Rather 49966
i Whether 47825
|, For 37753
-, Therefore 35494
& That 32493
11Hence 19082
o Like 19050
<51 Although 12042
« k- In case 10585
« S Though 10481
22 Albeit 9676
Jl,>» While 9161
815 In fact 5108
Sbole AS 4264
«5ls Just as 2273
&b,s Whereas 1809
5= Except 1436
sk Likewise 1170
Y% In addition 1141
Llzp So that 1132
&1 Due to the fact that 1083

(continued)
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Table 4 (continued)

Conjunction

Frequency

Medium-frequency conjunctions:Meanwhile (J- o« ,3), such that (i), then (:53),
likewise (2 ,), such that (<, «), hereupon (5, . 5), just as <, by\2)), anyway ((Jb s«
, that 7)), consequently «.x,5)), meanwhile &»)), when £.£)), even so :SJ)), since
SLgiy)), still ji>-2)), on the other hand £si5-5) ), in fact iz ), nevertheless Jo,\1)),

as much ,s;2)), in the meanwhile J., ), additionally (;,3cs), in addition .\,.,3k)),
while <,,-,5)), otherwise «5,)), even though <. »)), except £.)), as a result us)), while
£1Jl-)), nonetheless X)), on the one hand ,.)), or else v1,)), when <s,)), meanwhile
(), however \=.)), and then .. ,)), in addition to that .,.,3¢)), even if ), as ), in
the meantime ;\.-.\5)), €ven so s,-,,\)), to the extent that =), until £.1t)), due to the
fact that le1)), Whilst (£.1.2), depending (s, just as (< bols), despite this (iisssb),
in the meantime (Jl-;#,5), unless (K415, unless (K150)

Low-frequency conjunctions:After all (.s.), without (<1;), therefore (cs; ),

as (19), despite the fact that (<), on the one hand (,-5), given that (e 5b),

on the one hand (3 L), anyway (J,), on the other hand ( S0 L), such that («
Ss44), as far as (sk.gk), as a result (14,), even so (:5J,), once («.#), in addition to the
fact that (&),.,%), however (), in other words ( Sso)ls «), despite that (Sss,0),
owing to the fact that (7,5), aside (;) «=3), such that (< ,,...7), even though (is,,0),
notwithstanding (<), although (\»@), besides (,1,), as long as (&.bl), when (Kilsy),
still (#;5+), on the one hand (o), furthermore (.:), as soon as (&l 2= «), other
than (v1), anyway (1), beside (<7,.,%), in this regard (134), as long as («;11), despite
(Ks4,1), after all (s53.), despite this (cuels), accordingly (i), however (ﬂsc), since
(852), besides («2i5,1), this much (,A;@»)j before (1) ), even if (&1,), rather

(1), as much as (i), if (L), not that (ys), like this (s,,-x2), and in fact (829)s

as if (%), consequently (,,5), consequently (,,.), even so (X)), additionally

(&lx 052, on the contrary (.$es), particularly (o,=s+), as long as (), undoubtedly
(s, in this case (o),0:,1,2), for the time being (J-¢l k), at the same time as (e ),
while (), otherwise («,,), similar to (=), despite (#,)), in the same way (1),
first (¥,), such that (ss5;%), in other words (3 s+), as long as (;4), not that (<),
additionally («253%), on the other hand (,..£s), moreover (.3, if (), accordingly
(cs50), SO that (S41s),), simultaneously (b2 ,,0b+), secondly (L), meanwhile (i),
nevertheless (:5,), until (<), if not so (& ,,-:.¢,5), for example (3e), so much that
(s 1), god forbid (alsLa), as soon as (Kuls24), in any case (o ,,05,2), on the other
hand ( £s3.%), briefly (_z4), as (£,,by), considering that (S s\), especially

(_asY1), so much that (), except (5 ), as soon as (K0,24), as S00N as (K71 a24),
thirdly (), whereas (<.\J.-), on the other hand ( s.;,-), otherwise («57), as if (1),
similarly (L=1), such that (i), such that (8557, according to this (L.l ), later
(1), unlike (=), on the contrary (.S4L), except (.ki), in other words (S Ls),
other than (5)z«), suddenly (:8ts), prior to (<, ), as (15), however (e, slz), NO
matter how much (.2 2), even if (&iy,), although («), otherwise («,), including
(4207, including (ke7), so that (K750, S0 as to (<ies), on the other hand (- Ksy),
consequently (is,,:2)), that (7)), additionally (w1, 4.5, of course («J), as if (s, K1),
or (), eventually (1 47), where (<l-1), despite this (Ji,,1), except that (Ku152),
without (&ly,), in a way that (KL ,.), in this way («5.,..), in order that (s341,), such
that (<,,04), generally (5,b«), in addition (s,%cs), anyway (o, ,e ), truly (& o 5 o),
after (<)), that which (&%), such that (), currently (Jw), now («), about that
(&)l 53), from now on (..,;), that (s7,;), such that (s ,,L), specially ( »,t) ), for the
time being (J- 5k, since («&\S), when ($), as if (015), necessarily (s.Y), from (),
suddenly (;st), even ( z»), as (=), also (), nonetheless (<3,), surprisingly (..,
iy )
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Afterward, 20 writings were selected from Farsi learners’ written corpora for
each level, the conjunctions found in each of them were extracted, and their fre-
quency, type, and accurate or inaccurate use were determined. The model used in
this study was Fraser’s classification (2005, 2009), based on which Persian conjunc-
tions were divided into four categories as follows:

* Contrastive discourse markers: Markers that signify either direct or indirect con-
trast between two sentences, such as but, yet, rather, on the other hand, while,
and so on.

» Elaborative discourse markers: Markers that provide explanation in the second
sentence about information in the first sentence, such as and, too, also, in addi-
tion, for example, if, that is, likewise, and so on.

 Inferential discourse markers: Markers that show that the first sentence provides
a basis for inferring the second sentence. These markers include therefore, for,
because, consequently, so, because of this, hence, for this reason, till, and so on.

* Temporal discourse markers: Markers that indicate that the event in the depen-
dent clause provides a time frame for the event in the independent clause (Grote,
1998). These include then, when, first of all, later, next, ever since, and so on.

3 Discussion and Conclusion

The descriptive statistics derived from the conjunctions, which were extracted from
each level, are displayed in the following table. Items listed in the “‘conjunction
frequency” column under the title “unidentified” are conjunctions not included in
the list of conjunctions found in the reference corpora (Table 5).

Conjunctions used in Farsi learners’ corpora are grouped by the type of conjunc-
tion as follows, and the conjunctions in each row of the table are ranked based on
their frequency (Table 6).

The statistical tests of this study were performed using SPSS software version 24
(IBM Corp. Released, 2016), and to answer the first research question, single con-
junctions used at each level in the table were examined. Conjunctions in each row
of the table are listed in the order of frequency, and the numbers in parentheses
represent the frequencies of conjunctions at those levels.

Obviously, as the learners’ level of proficiency increases, the number of conjunc-
tions as well as the number of single conjunctions rises, and this is displayed in
Fig. 1, drawn using Microsoft Excel software (Microsoft, 2016). It should be noted
that the number of single conjunctions at level 6 is quantitatively lower than level 5,
and Table 7 provides the answer to question four of the research.

To answer the second research question, the relationship between the level and
frequency of conjunctions was obtained as shown in the table below. According to
the table, as the proficiency level of learners increases, a higher number of low-
frequency conjunctions is employed. However, the level of significance of Pearson
Chi-Square (1900) is 0.186 which is higher than 0.05. Therefore, the Chi-squared
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Table 5 Descriptive statistics of conjunctions found in Farsi learners’ writings

Conjunction

Level | number Conjunction type Conjunction frequency | Conjunction use

2 84 Inferential: 11 High-frequency: 75 Correct: 56
conjunctions conjunctions conjunctions
Elaborative: 58 Medium: 3 conjunctions | Incorrect: 28
conjunctions Low-frequency: 3 conjunctions
Contrastive: 12 conjunctions
conjunctions Unidentified: 3
Temporal: 3 conjunctions
conjunctions

3 218 Inferential: 41 High-frequency: 184 Correct: 192
conjunctions conjunctions Conjunctions
Elaborative: 136 Medium: 20 Incorrect: 26
conjunctions conjunctions conjunctions
Contrastive: 30 Low-frequency: 10
conjunctions conjunctions
Temporal: 11 Unidentified: 4
conjunctions conjunctions

4 357 Inferential: 50 High-frequency: 314 Correct: 314
conjunctions conjunctions conjunctions
Elaborative: 244 Medium: 28 Incorrect: 43
conjunctions conjunctions conjunctions
Contrastive: 52 Low-frequency: 10
conjunctions conjunctions
Temporal: 11 Unidentified: 5
conjunctions conjunctions

5 443 Inferential: 52 High-frequency: 365 Correct: 412
conjunctions conjunctions conjunctions
Elaborative: 310 Medium: 31 Incorrect: 31
conjunctions conjunctions conjunctions
Contrastive: 55 Low-frequency: 26
conjunctions conjunctions
Temporal: 26 Unidentified: 21
conjunctions conjunctions

6 463 Inferential: 69 High-frequency: 403 Correct: 443
conjunctions conjunctions conjunctions
Elaborative: 342 Medium: 24 Incorrect: 20
conjunctions conjunctions conjunctions
Contrastive: 40 Low-frequency: 17
conjunctions conjunctions
Temporal: 12 Unidentified: 19
conjunctions conjunctions

Total | 1565 Inferential: 223 High-frequency: 1341 Correct: 1417
conjunctions conjunctions conjunctions
Elaborative: 1090 Medium: 106 Incorrect: 148
conjunctions conjunctions conjunctions
Contrastive: 189 Low-frequency: 66
conjunctions conjunctions
Temporal: 63 Unidentified: 52
conjunctions conjunctions
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Fig. 1 The relationship between language proficiency level and number of conjunctions and sin-
gle conjunctions

test is insignificant (Agresti, 2018), meaning that the relationship between profi-
ciency level and frequency is not supported in this study (Table 8).

To answer the third research question, the relationship between the correct or
incorrect use of conjunctions by level was determined and is demonstrated in the
table below. As the proficiency level of learners improves, their incorrect use of
conjunctions reduces while their correct use increases. Result of Chi-squared test
(level of significance = 0.351 in level comparison based on frequency in incorrect
cases and 0.097 in correct cases), however, reveals that there is no significant rela-
tionship between proficiency level and use of correct conjunctions (Table 9).

To answer the fifth research question, the following table, which is a combination
of Tables 2 and 5, was drawn (Table 10).

Question 5 had to be addressed qualitatively. Nevertheless, it should be noted
that although this study supported the rise in the number of conjunctions used as
proficiency level increased, no significant relationship between proficiency level
and frequency of conjunctions or between proficiency level and the correct use of
conjunctions was found. Therefore, in adjusting the results of the study with the
Writing Rubric, care should be taken with the frequency of conjunctions or the cor-
rect application of conjunctions.

The ability of Level 2 language learner (Elementary) is described in the “Writing
Skill Evaluation Rubric” as follows: “He uses very limited cohesive devices, and
does not employ logical connectives correctly”. Here, it should be noted that logical
connectives are the same as conjunctions, and by examining the results of the
research, it can be argued that this prediction is changeable as, according to the
results, language learners had employed 50 percent of conjunctions correctly, and
were especially successful in using high-frequency conjunctions correctly. It, there-
fore, cannot be definitely maintained that logical connectives are not employed at
Level 2. Level 3 (Pre-Intermediate) is described as follows: “He uses certain basic
cohesive devices but they are repetitive and incorrect. Also, he does not employ
logical connectives properly”. Results, however, demonstrate that at this level, not
only have the language learners employed high-frequency conjunctions correctly,
but some of them have also managed to use medium and low-frequency conjunc-
tions correctly.
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Table 7 Conjunctions based on language learners’ proficiency

Level

Conjunction
number

Number of
single
conjunctions

Conjunctions

84

23

And (26) (,), that (17) (), but (8) (1), both (5) (#), because
(4) (os2), if (3) (50, therefore (2) (..1,1.),which (that) (() «
2)), both ... and (2) ( 2... #), yet (2) (4,), if (1) (<57), this
time (1) (cs, o), for this (1) (i &\,), for the reason that (for
this reason) (1) ((Ws o « sl «) S ) 1), why (1) (12), since
(1) (42), Tor (1) (1), unless (1) (30 $), when (1) (S csy),
when (1) (< 3,), nonetheless (1) (£,), or (1) (1), meaning
that (1) (<3),

218

33

and (46) (), that (44) (), but (18) (L), because (16) (),
if (15) (59, since (12) (5 ,2), both (12) (), or (9) (1), when
(6) (5 ), till (5) (v), yet (3) (4,), likewise (3) (u2), but
(2) ((w) ), therefore (2) (.\,), for the reason that ((1s ) «
2)), for example (2) (Sk), when (2) (), that is (2) (e),
hereupon (1) (,, .. ), on the other hand (1) (;,> 54 3), on
the one hand (1) (< <L ), ever since (when) (((< 5,)< 53, 5
1)), it not (1) (« 57), although (1) (. 1), for the reason that
(1) () &), next (1) (), rather (1) (i), moreover (s,M «
1) () ), 80 (1) (La), in the end (1) (27 ), for (1) (1), not
only ... but also (1) (&, ... \+ «), nevertheless (1) (:5,)

357

51

And (80) (,), that (66) (), but (30) (), both (28) (), or
(20) (), if (18) (50), yet (17) (4,), because (15) (u5), tll (s
7)), since (7) (< ), for example (7) (Sk), that is (7) (=),
50 (6) (), therefore (4) (..1,1), when (3) (3,), next (2) (w),
for this reason (2) (s ol «), such that (2) (i), neither ((«
2)), likewise (2) (uu2), When (2) (" ,), hereupon ((,, o) 5
1)), on the other hand (1) (&L K 3), on the other hand (5
1) (K5 e k), but (rather) (1) (<) W), firstly (1) (¥,), thus
(1) ((cs5) o), in order that (1) (<7 4,), in other words

(1) (K oo w) Ko ), after (1) (751 ), a8 (845 T+

1)), in general (1) ([, «), in other words (1) (s ols «),
additionally (1) (s,¥es), till (in order that) (1) ((<&41 s,)6), to
the extent that (1) (< . ), to the extent that (1) (& ),
due to the fact that (1) (1), either (1) («), in this case (
D) (e, ), at the same time (1) ((obs) <3, 2 2), for (1) (1),
owing to the fact that (1) (s(,), then (1) (), in addition
to that (1) (47, »3k), so that (1) (s <), even so (1) (<)), but
(yet) (1) ((4s) 5, not only ... but also (1) (& xb Ll... L «),
not only ... but also (1) (< ... L= «), also (1) (), likewise

(1) Co?)

(continued)
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Table 7 (continued)

Level

Conjunction
number

Number of
single
conjunctions

Conjunctions

443

62

And (112) (,), that (95) (), both (36) (»), yet (26) (&),
but (19) (u), if (16) (50, because (16) (), when ((< s,
15)), for example (11) (3k.), or (9) (v, till (6) (¥), since (-
6) (), that is (6) (=), likewise (5) (uz#), such that (e
4)), for this reason (3) (s ! «), when (3) ((,) <3,), when
(&), in terms of (2) (s s o) 5), whether (2) (1), rather ((<,
2)), because of this (2) (. b« ), because of ((< ;) bk
2)), due to the fact that (considering that) (cl .\ «) < ¢l
2) (s ) ke o /), to the extent that (2) (< b)) ob), for
the reason that (2) (<71,;), forasmuch as (1) (£ ;47 ), that
being the case (1) ((cr ot 4) Lk o 3), ever since ((€ s, 5
1)), moreover (1) (. . 5,2, although (1) (<. V), despite
this (1) () 3, 1), Without (1) (.1 5,4), unlike (despite)
(1) () o¥,) o3s,), next (1) (), later (1) (i), because of
this (1) (ck -\ «), for this purpose (1) (jse =) +), sO that («
1) (§ ,5k), furthermore (1) (5,3 «), for this cause ((cuw o
1)), for this reason (1) (ck o 4), either ... or (1) (& ... &),
while (1) (&7 J.), in this case (1) (¢,,- o ), Whereas (J- ,»
1) (), about that (1) (& ) 5,5 1), consequently (1) (s ),
meanwhile (1) (), for (1) (1), despite the fact that (¢, J
1) (<., that (and) (1) ((,) <), though (1) («.5), hence ((1
1)), except (1) (K), also (1) (5), whenever (1) (s, ), in
the same way (1) (1), still (1) (ykep), likewise (1) (slu2),
as (1) ((£,45)  ya-2), and then (1) ()

463

58

And (130) (,), that (102) (), if (22) (59, but (19) (u), both
(19) (p), because (18) (,7), or (17) (v), yet (14) (4,), till ((s
12)), also (10) (), likewise (10) (oe=2), when (7) (5 z,),
for example (6) (3), 50 (5) (L), since (5) (< ,5), that is
(5) (=), rather (3) (%), therefore (3) (.,.=), consequently
(3) (s 1), for (3) (1), that (and) (3) ((;) «), hereupon ()
2) (5, o, on the other hand (2) (£ <L 3), that (2) (s3),
because (2) (£ ..\ ), for the reason that (2) (s ) «),
because (2) (<. Lk «), secondly (2) (&), additionally
(2) (2 5 ), that (for) (2) (1) ), as well (2) (o o2),
including (1) (4= ), first of all (1) (1 Jy), thus ((css o
1)), for this purpose (for this reason) (1) (s 5x) G o),
consequently (1) ((ans ,3) b ,5), rather (not only ... but
also) (1) (( ... = «) L), as such (1) (csy o) «), for the
reason that ... (1) (... W o1 «), provided that (1) (& L= <),
in general (1) (¥, «), for example (1) (Ut .k «), so that («
1) ( ¢,5b), because of this (1) ((ck ;1 «) ol ok +), due to the
fact that (1) (< ;) <k «), until (1) (1), in the event that (s
1) (< 4,52), When (1) (s sls), for the reason that (1) (s71,),
in addition to that (1) (o . s,)), in addition to ((< ;! , s
1)), hence (1) (&), unless (1) (< <), not only ... but also
(1) (s ... Ls <), likewise (1) ((«5 o «) <5 :2), When (3,
1)), meaning that (1) (< s»), first (1) (&0 £)
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Table 8 Relationship between level of proficiency and frequency of conjunctions

Frequency
High frequency | Medium | Low frequency | Total
Level Number 75 3 3 81
Percentage of frequency |5.6% 4.6% 2.8% 5.4%
Number 184 9 20 213
Percentage of frequency | 13.7% 13.8% 18.9% 14.1%
Number 314 10 28 352
Percentage of frequency | 23.4% 15.4% 26.4% 23.3%
Number 365 26 31 422
Percentage of frequency | 27.2% 40.0% 29.2% 27.9%
Number 403 17 24 444
Percentage of frequency |30.1% 26.2% 22.6% 29.4%
Total Number 1341 65 106 1512
Percentage of frequency | 100.0% 100.0% 100.0% 100.0%

The ability of Level 4 language learners (Intermediate) in creating cohesion and
coherence is described as follows: “He uses almost all cohesive devices correctly
but makes mistakes in using logical connectives”. Here, a highly general description
of the rubric description is provided. In fact, as per the results, the number of correct
high-frequency conjunctions was significantly high, and the medium and low-
frequency conjunctions were employed correctly, as well.

At Level 5 (Upper-Intermediate), the evaluation rubric provides the following
description: “He employs cohesive devices properly. Unmarked and high-frequency
logical connectives are used but marked and low-frequency logical connectives
between sentences are mechanical and low-frequency”. It can, however, be claimed
that at this level, the correct use of marked and low-frequency logical connectives
has highly increased.

At Level 6 (Advanced), language learner’s ability is described as follows: “He
uses cohesive devices and logical connectives appropriately. However, they may be
employed either excessively or insufficiently”. Based on the research results, low-
frequency logical connectives at this level were highly successfully employed. In
order to identify the conjunctions in each corpus, the labels and reports of that cor-
pus were used which, in some cases, might have been mistakenly grouped as con-
junctions like “certainly”, “suddenly”, and “particularly”. Also, the criterion for
identifying the level of Farsi learners’ texts was the level assigned by the evaluators.
These levels were allocated based on the Farsi learner’s proficiency level in speak-
ing, writing, and multiple-choice test, and the level in writing test might be different
(in the report of Saadi Foundation’s Language Learner Corpus, levels are not speci-
fied separately for each test).

Another limitation of the study was the selection of 20 texts from each profi-
ciency level as well as the fact that all Farsi learners were affiliated with one educa-
tional center, i.e. Saadi Foundation. Use of writing level instead of the general level,
selection of more texts, and variety in Farsi learning centers can all increase research
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Table 9 Relationship between level of proficiency and accuracy of conjunction use
Frequency
High Low

Correct/incorrect frequency Medium | frequency Total

Incorrect | Level Number 21 2 3 26
Percentage of | 20.6% 15.4% 16.7% 19.5%
frequency
Number 15 3 7 25
Percentage of 14.7% 23.1% 38.9% 18.8%
frequency
Number 31 4 6 41
Percentage of | 30.4% 30.8% 33.3% 30.8%
frequency
Number 20 3 2 25
Percentage of 19.6% 23.1% 11.1% 18.8%
frequency
Number 15 1 0 16
Percentage of 14.7% 7.7% 0.0% 12.0%
frequency

Total Number 102 13 18 133

Percentage of 100.0% 100.0% 100.0% 100.0%
frequency

Correct | Level Number 54 1 0 55
Percentage of | 4.4% 1.9% 0.0% 4.0%
frequency
Number 169 6 13 188
Percentage of 13.6% 11.5% 14.8% 13.6%
frequency
Number 283 6 22 311
Percentage of | 22.8% 11.5% 25.0% 22.6%
frequency
Number 345 23 29 397
Percentage of | 27.8% 44.2% 330% 28.8%
frequency
Number 388 16 24 428
Percentage of | 31.3% 30.8% 27.3% 31.0%
frequency

Total Number 1239 52 88 1379

Percentage of 100.0% 100.0% 100.0% 100.0%

frequency

accuracy. According to the results of this study, use of conjunctions, either in terms
of number or variety, increases with proficiency level improvement (research ques-
tion 1). Nevertheless, no significant relationship was found between the increased
level of proficiency and use of low-frequency conjunctions or the correct use of the
conjunctions (research questions 2 and 3). Also, a table of the most widely used
conjunctions at each level of Farsi learning was prepared (question 4). As for
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Table 10 Description of conjunctions of each level compared to the Writing Evaluation Rubric

Conjunction Conjunction
Level Frequency Use Writing Evaluation Rubric
Beginner - - -
Elementary High-frequency: | Correct: 56 He uses very limited cohesive devices, and
75 conjunctions | conjunctions | does not employ logical connectives
Medium: 3 Incorrect: 28 | correctly.
conjunctions conjunctions
Low-frequency:
3 conjunctions
Unidentified: 3
conjunctions
Pre- High-frequency: | Correct: 192 | He uses certain basic cohesive devices but
Intermediate 184 conjunctions | they are repetitive and incorrect. Also, he
conjunctions Incorrect: 26 | does not employ logical connectives
Medium: 20 conjunctions | properly.
conjunctions
Low-frequency:
10 conjunctions
Unidentified: 4
conjunctions
Intermediate | High-frequency: | Correct: 314 | He uses almost all cohesive devices
314 conjunctions | correctly but makes mistakes in using
conjunctions Incorrect: 43 | logical connectives.
Medium: 28 conjunctions
conjunctions
Low-frequency:
10 conjunctions
Unidentified: 5
conjunctions
Upper- High-frequency: | Correct: 412 He employs cohesive devices properly.
Intermediate | 365 conjunctions | Unmarked and high-frequency logical
conjunctions Incorrect: 31 | connectives are used but marked and
Medium: 31 conjunctions | low-frequency logical connectives between
conjunctions sentences are mechanical and
Low-frequency: low-frequency.
26 conjunctions
Unidentified: 21
conjunctions
Advanced High-frequency: | Correct: 443 | He uses cohesive devices and logical
403 conjunctions | connectives appropriately. However, they
conjunctions Incorrect: 20 | may be employed either excessively or
Medium: 24 conjunctions | insufficiently.
conjunctions
Low-frequency:
17 conjunctions
Unidentified: 19
conjunctions
Expert - - His text is so coherent that it is similar to a

native Farsi speaker’s writing.
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question 5, the findings demonstrated that referring and relying on evaluation
rubrics alone to determine the ability of language learners in terms of logical con-
nectives’ application is not an efficient approach. Finally, the rubric calls for a com-
prehensive review in terms of text disambiguation and its approach to conjunctions,
and further detailed studies should be conducted on the quality of logical connec-
tives’ application in Farsi learners’ writings.
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