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Abstract: Student motivation plays a crucial role in interpreter education. While extensive
research has explored ways to enhance learner motivation, there remains a notable gap in studies
specifically addressing the motivation of student interpreters. Social scientists widely acknowledge the
effectiveness of the situated learning approach, particularly through mock conferences, in fostering
students’ motivation. However, research on the application of this approach in interpreter training,
especially within the Vietnamese context, is still limited. To examine strategies for enhancing student
motivation in interpreting courses, this study employed action research, with the researcher also serving
as the instructor. A total of 26 senior students participated in the investigation, which aimed to assess
the impact of mock conferences as a form of situated learning on their academic motivation. Using a
mixed-methods approach, the study collected data through pre- and post-intervention surveys and a
teaching journal. The findings suggest that mock conferences contributed to a significant increase in
students’ academic motivation.
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NANG CAO PONG LUC HQC TAP CUA SINH VIEN
TRONG MON HQC PHIEN DICH THONG QUA HOQI THAO
MO PHONG: MOT NGHIEN CUU HANH PONG

Nguyén Hai Yén

Khoa Ngbn ngiz va Vin héa Anh, Trieong Pai hoc Ngogi ngiz, Pai hoc Quac gia Ha Ngi,
S6 2 Pham Van Pong, Cau Gidy, Ha Ngi, Viét Nam

Nhan bai ngay 13 thang 5 nam 2025
Chinh sira ngay 13 thang 6 nam 2025; Chép nhan ding ngay 19 thang 6 nam 2025

Tom tit: Pong luc hoc tap dong vai trd quan trong trong dao tao phién dich nhung cac nghién
ctru chuyén sau vé& dong luc cua sinh vién trong 16p hoc phién dich van con han ché. Phuong phap hoc
tap theo ngir canh, dac biét thong qua hoi thao mé phong, duoc danh gia 1a hiéu qua trong viéc thic day
dong luc hoc tap. Tuy nhién, ing dung phuong phap nay trong dao tao phién dich tai Viét Nam chua
dugc nghién ciru diy du. Nghién ciu ndy ap dung phuong phap nghién ctru hanh dong nhim danh gia
tac dong cua hoi thao md phong ddi véi dong luc hoc tap cua sinh vién. Vi sy tham gia ciia 26 sinh
vién nam tht tu, nghién cau str dung phuong phap hdn hop, thu thap dir liéu qua khao sat va nhat ky
giang day. Két qua cho thay hoi thao md phong co tac dong tich cue dén dong luc hoc tap cua sinh vién,
va mic do anh huong kha 16n.

Tur khoa: dong luc hoc tap, phién dich, dao tao phién dich, hoi thao mé phong, hoc tap theo ngir
canh

1. Introduction

In interpreter education, a persistent challenge that requires attention is maintaining and
enhancing students' motivation throughout their training. Student interpreters often face a
demanding academic curriculum that requires them to develop both linguistic proficiency and
the complex cognitive skills necessary for effective interpretation. Sustaining high levels of
motivation is essential for success in this rigorous process. Dornyei (1998) argues that having
the right level of motivation is fundamental to students' success in training, as it plays a crucial
role in the learning process. However, as an instructor in interpreter training, | have observed a
decline in motivation among my students, which can hinder their progress and ultimately affect
their future careers.

Research suggests that employing a situated learning approach positively influences
students' motivation, particularly when they engage in real-world scenarios (Bos & Shami,
2006; Wishart et al., 2007). Additionally, Jerez (2006, as cited in Li, 2015) and Prieto et al.
(2010) agree that exposure to professional experiences in a relevant setting leads to improved
learning outcomes and heightened motivation, especially given that interpreting is a highly
situated profession.

Mock conferences serve as an example of a situated learning approach and provide
benefits that go beyond traditional teaching methods in interpreter training. Kurz (1989) notes
that standard educational programs often rely on multimedia resources, which may limit
students' opportunities to engage in oral communication and experience diverse linguistic
settings. By contrast, mock conferences offer a structured environment where students gain
hands-on experience, fostering both enthusiasm and autonomy (Lin, Davis, & Liao, 2004). Lim
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(2003) further highlights that this method supports skill development, boosts motivation, and
enhances students’ readiness for the job market by reducing linguistic barriers often present in
conventional classroom settings. Overall, mock conferences provide a more authentic and
effective learning experience for interpreter students, potentially increasing their motivation.

This study focuses on examining the effectiveness of mock conferences as a situated
learning method in improving the academic motivation of student interpreters. The situated
learning theory suggests that learning is most effective when it takes place in a relevant context,
making it a promising approach to addressing this issue.

2. Overarching Aim of the Study

Interpreter education programs have conventionally depended on instructional methods
and practical training conducted within a classroom setting. However, these approaches
sometimes fall short in accurately simulating the intricate nature of actual interpreting
scenarios. The absence of genuineness might result in less involvement and diminishing
motivation among students. Using mock conferences as a situated learning activity aims to
address this gap and provide students with a more immersive and relevant learning experience.

The overarching aim of this research is to investigate the effect of mock conferences as
a means of situated learning on the learning motivation of student interpreters.

3. Literature Review

3.1. Motivation
3.1.1. Definition of Motivation

Academic motivation (hereafter referred to as motivation) is a widely used overarching
concept that helps explain the success or failure of various complex tasks. It is often argued that
an individual’s level of motivation is a key determinant of their success in any given endeavor.
Dornyei (1998) emphasizes that students’ academic achievement can be enhanced by
appropriate motivation, as it plays a vital role in the learning process. Over the years, extensive
research has proposed multiple conceptualizations of motivation.

The behaviorist, cognitive, and constructivist perspectives on motivation offer distinct
yet overlapping insights into human drive and action. Behaviorism frames motivation as a
pragmatic response to external reinforcement, emphasizing how past rewards condition future
behaviors through cognitive expectations of positive outcomes. In contrast, the cognitive
approach centers on internal decision-making processes, where motivation arises from
conscious choices to fulfill intrinsic needs such as exploration, knowledge acquisition, or ego
enhancement (Ausubel, 1968; Keller, 1993). Constructivism bridges external and internal
factors, positing that motivation operates within sociocultural contexts, where hierarchical
needs, from physiological to self-actualization (Maslow, 1970), guide behavior, yet remain
inseparable from communal and societal influences (Williams & Burden, 1997). While all three
theories acknowledge "needs" as central to motivation, behaviorism prioritizes external
reinforcement, cognitive theory focuses on individual agency in need satisfaction, and
constructivism integrates social frameworks into the motivational hierarchy. This synthesis
highlights motivation as a multifaceted phenomenon shaped by reinforcement history, cognitive
choice, and sociocultural context, offering a comprehensive foundation for research into how
these dynamics interact in diverse settings.
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3.1.2. Classification of Motivation

The instrumental-integrative and intrinsic-extrinsic frameworks offer complementary yet
distinct lenses for understanding motivation in academic and language-learning contexts. Gardner
& Lambert (1972) distinguish instrumental motivation, which is driven by pragmatic goals such
as career advancement or technical skill acquisition, from integrative motivation, which reflects
a desire for cultural assimilation and social engagement within a target community. Concurrently,
Deci’s (1975) intrinsic-extrinsic dichotomy emphasizes internal versus external drivers: intrinsic
motivation arises from inherent satisfaction (e.g., competence, self-determination), while
extrinsic motivation involves external rewards or punishment avoidance, though extrinsic actions
may paradoxically foster intrinsic rewards if perceived as challenges enhancing autonomy.
Crucially, these frameworks are not mutually exclusive but address different dimensions. While
intrinsic motivation may overlap with integrative goals (e.g., learning a language for personal
enrichment), it can also align with instrumental aims (e.g., mastering interpreting skills for self-
fulfillment). Conversely, extrinsic factors (e.g., parental praise) might superficially resemble
integrative or instrumental drivers but remain rooted in external validation. This differentiation
underscores the complexity of motivation as a multifaceted construct, where goals
(instrumental/integrative) and reward sources (intrinsic/extrinsic) interact dynamically within
sociocultural and individual contexts. For research, this highlights the need to disentangle these
dimensions to better predict how diverse motivational profiles influence learning outcomes,
persistence, and engagement in educational settings.

Classification of Motivation as Proposed by Deci and Ryan (1992)

This study adheres to Deci and Ryan’s (1992) classification of motivation because
building on earlier self-determination theory (Deci, 1975), it offers a nuanced framework for
analyzing motivation in situated learning contexts. According to this theory, motivation
includes intrinsic motivation, extrinsic motivation and amotivation.

Intrinsic motivation is divided into three subtypes: intrinsic motivation to know (IMK),
driven by curiosity and the inherent satisfaction of learning (e.g., students exploring new
vocabulary for intellectual enjoyment); intrinsic motivation to accomplish (IMA), centered on
the pleasure of mastery and achievement (e.g., exceeding academic requirements for personal
challenge); and intrinsic motivation to experience stimulation (IMS), which emphasizes sensory
or cognitive engagement (e.g., participating in dynamic discussions for exhilaration).

Extrinsic motivation, framed as a continuum of self-determination, progresses from
external regulation (EME) (behavior driven by rewards/punishments, e.g., parental pressure to
study), through introjected regulation (EMIN) (internalized but externally rooted norms, e.g.,
conforming to "ideal student” expectations), to identification (EMID) (personally valued goals,
e.g., studying for self-aligned aspirations).

Amotivation (AM), the absence of motivation, reflects a disconnection between actions
and outcomes, often leading to disengagement due to perceived incompetence or
uncontrollability (e.g., abandoning studies from futility).

This tripartite model, encompassing intrinsic, extrinsic, and amotivation, provides a
comprehensive lens for understanding how diverse motivational drivers interact within
educational settings, particularly in situated learning where autonomy, competence, and social
context shape engagement. By delineating motivational subtypes and their behavioral
implications, the framework aids in predicting persistence, performance, and adaptive learning
strategies in research contexts.
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3.1.3. Established Scales to Measure the Level of Motivation

The selection of the Academic Motivation Scale (AMS) (Vallerand et al., 1992) for this
study reflects a deliberate effort to address the limitations of existing psychometric tools while
aligning with the theoretical framework of self-determination theory (Deci & Ryan, 1992).
While the Situated Motivation Scale (Guay et al., 2000) focuses narrowly on intrinsic
motivation, identified regulation, and external regulation, it omits critical subtypes of intrinsic
motivation (e.g., stimulation-seeking) and broader extrinsic dimensions. Similarly, the
Attitudes and Motivation Test Battery (Gardner et al., 1979), though robust for assessing
integrative/ instrumental orientations in second language acquisition, lacks specificity for
interpreting courses and fails to integrate Deci & Ryan’s hierarchical model. The Motivation
and Engagement Scale (Martin, 2007) conflates motivation and engagement, complicating
independent assessment of these constructs. In contrast, the AMS comprehensively
operationalizes Deci & Ryan’s taxonomy, measuring intrinsic motivation (to know,
accomplish, and experience stimulation), extrinsic motivation (external regulation, introjection,
identification), and amotivation across 28 items. This granularity not only aligns with the
study’s focus on situated learning in interpreting courses but also ensures fidelity to the tripartite
intrinsic-extrinsic-amotivation framework.

3.2. Mock Conference as a Situated Learning Activity in Interpreter Training

The situated approach to interpreter training, as advocated by scholars such as Hatim
and Mason (1997), and Roy (2000), aligns closely with the inherently contextual nature of
interpreting as a profession. By integrating mock conferences, a key situated teaching method,
this approach addresses critical limitations of traditional pedagogy, which often relies on
artificial scenarios (e.g., audiovisual materials or same-language role-plays) that lack the
pragmatic complexity and linguistic diversity of real-world settings (Kurz, 1989; Lee, 2005).
Mock conferences simulate authentic interlinguistic communication, requiring interpreter
students to navigate varied speech acts, cultural nuances, and unscripted interactions, thereby
bridging the classroom-reality gap (Ardito, 1999; Sergio, 1998). This method fosters non-
linguistic competencies (e.g., problem-solving, adaptability) and enhances motivation by
immersing students in dynamic, autonomous practice (Prieto & Linares, 2010; Li, 2015). While
initial anxiety may arise, the experiential nature of mock conferences cultivates excitement,
self-efficacy, and market readiness (Lin et al., 2004; Lee, 2005). By contextualizing learning,
this approach resonates with self-determination theory (Deci & Ryan, 1992), as it supports
intrinsic motivation (e.g., stimulation-seeking, accomplishment) and mitigates amotivation
through meaningful, competence-building tasks. Such alignment makes the situated method
particularly suitable for studies employing the AMS, which measures nuanced motivational
drivers (e.g., intrinsic motivation subtypes) critical to interpreting trainees’ engagement and
skill mastery.

This structured approach to mock conferences in interpreting training, as outlined by Li
(2015), consists of six key stages:

a) Briefing: Participants receive essential information regarding the purpose of the
event, relevant background details, speaker biographies, the schedule (including
date, time, and location), available resources, and preparation strategies.

b) Preparation: Students conduct background research, compare relevant documents,
compile a glossary, share and discuss information, and allocate roles (e.g.,
interpreters, speakers, audience members, organizing committee).



VNU JOURNAL OF FOREIGN STUDIES, VOL. 41, NO. 3 (2025) 190

¢) Instruction for Participants: This stage offers a final opportunity for students to ask
questions before the event. It also includes checklists of evaluation rubrics (jointly
developed by students and instructors) and guidelines for self- and peer-assessment.

d) Mock Conference Day: Participants take turns interpreting in a simulated
professional setting.

e) Debriefing: Instructors or experts provide feedback, and students engage in self-
and peer-evaluations. Feedback from the client and audience is also considered.

f) Integration of Assessment Results: The evaluation outcomes are used to refine
teaching and learning practices, enhancing future training.

During the mock conference, students take on various roles, including chairman,
speakers, interpreters, and participants.

3.3. Related Studies

The existing body of research underscores the efficacy of mock conferences as a situated
learning method in interpreter training, demonstrating their capacity to enhance both linguistic
and non-linguistic competencies (Duong, 2021; Li, 2015; Mirzoyeva, 2023). Internationally,
studies highlight their role in bridging classroom-reality gaps and fostering skills such as
strategic competence, professionalism, and adaptability, with trainees reporting increased
engagement and confidence despite initial anxiety (Lin et al., 2004; Lee, 2005). In Vietnam,
Duong’s (2021) case study further validates these benefits, showing that graduate interpreting
trainees associate repeated participation in mock conferences with improved psychological
readiness, concentration, and professionalism.

3.4. Research Gap

While these studies emphasize competence development, there remains a critical gap in
understanding how mock conferences influence motivational dynamics, particularly in
Vietnamese contexts, where research on their impact on intrinsic/extrinsic motivation subtypes
(e.g., stimulation-seeking, accomplishment, or identified regulation) and trainee perceptions is
sparse. This study addresses this gap by employing the Academic Motivation Scale (AMS)
(Vallerand et al., 1992), which operationalizes Deci and Ryan’s (1992) self-determination
framework to measure how mock conferences, as situated learning activities, may enhance
specific motivational drivers (e.g., intrinsic motivation to experience stimulation,
accomplishment) or mitigate amotivation through authentic, competence-building practice. By
investigating both skill development and motivational outcomes, this research aims to provide
a holistic understanding of mock conferences’ pedagogical value, contributing empirical
insights to interpreter education in understudied contexts like Vietnam.

4. Research Methodology

4.1. Research Question

This study aims to collect data to address the following research question:

How does the integration of Mock Conferences as a situated learning activity affect the
motivation of student interpreters?

4.2. Research Design

This study employs a mixed-method action research approach to systematically examine
the impact of mock conferences on students' learning motivation in an interpreting class.
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The action research study spanned 15 weeks, aligning with the typical duration of an
academic semester, with research commencing after the first week to allow for initial
acclimatization. Two well-known models of action research are employed. The first is Kemmis
and McTaggart’s (1988) cyclical model, which consists of four phases: planning, action,
observation, and reflection. This model emphasizes repeating these cycles until the desired
results are achieved. The second is Nunan’s (1992) seven-step model, which takes a more
detailed approach with the stages of initiation, preliminary investigation, hypothesis,
intervention, evaluation, dissemination, and follow-up. Although some critics find Kemmis and
McTaggart’s model somewhat rigid, it remains a fundamental framework in the field of action
research. This study adopted Nunan’s model for its comprehensiveness and structured
progression, while still maintaining the iterative nature emphasized by Kemmis and McTaggart,
ensuring that multiple cycles could be conducted to refine and improve outcomes.

To mitigate potential limitations associated with action research, several strategies were
systematically implemented. First, to address the inherent subjectivity and enhance the
reliability of the findings, method triangulation was prioritized. This involved the integration
of different data collection instruments to capture diverse perspectives and ensure a more
comprehensive understanding of the research phenomena. Specifically, a combination of pre-
and post-intervention surveys alongside teaching journals was employed to gather multi-faceted
data.

Second, to compensate for the initial absence of a theoretical framework, the researcher
undertook an extensive and critical review of relevant literature. This review encompassed key
aspects of mock conferences (particularly their nature as situated learning activities and
established principles for their design) as well as various dimensions of motivation (including
definitions from multiple perspectives, orientations and classifications of motivation), and
validated scales for measuring academic motivation. In addition, empirical studies examining
mock conferences and the motivation of student interpreters were also consulted to inform the
conceptual foundation of the study.

Third, in response to concerns regarding limited generalizability, careful attention was
given to the selection criteria for participants, and a detailed account of the specific educational
context was provided. The participants in this study were representative of students majoring
in English Language with a specialization in Translation and Interpreting at the university under
investigation. Consequently, while the findings may not be universally generalizable, they hold
potential applicability to similar student populations in comparable educational settings.

4.3. Research Site

This research was carried out at a public university in Hanoi, and the course in question
is a core component of the Bachelor of Arts program in English Language, with a specialization
in English Translation and Interpretation. Specifically, it is designed to provide students with
an in-depth understanding of interpreting, including the nature of the profession and the
dynamics of the interpretation market. Additionally, it aims to equip students with essential
non-linguistic competencies crucial for professional interpreting practice. The instructional
approach integrates practical case studies supported by audio-visual materials. Students also
participate in real-world simulations and observe practicing interpreters in action. Given the
course’s focus, the incorporation of mock conferences as a situated learning activity is highly
appropriate. It complements the curriculum’s emphasis on experiential learning by offering
authentic interpreting experiences, which are considered fundamental to achieving the intended
learning outcomes.
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4.4. Research Participants

The study was conducted with a cohort of 26 senior students from a university in Hanoi,
who were pursuing a bachelor's degree in English Language with a specialization in English
Translation and Interpreting. Prior to the study, they had completed a training program in
interpreting practice, which provided them with essential skills for performing various
interpreting tasks. During the designated academic semester, the participants were enrolled in
an advanced course that aimed to effectively foster the cultivation of refined abilities and a
heightened level of professionalism within the field of interpreting.

4.5. Research Instruments

The primary instruments employed for data collection encompassed pre-intervention
surveys, post-intervention surveys and teaching journals.

The surveys utilized in this study were adapted from the Academic Motivation Scale
developed by Vallerand et al. (1992), a well-established instrument designed to assess
motivation within academic settings. The original scale consists of 28 items distributed across
seven subscales, reflecting three types of intrinsic motivation, three types of extrinsic
motivation, and amotivation. Centered around the core question of why individuals pursue
higher education, the original items aim to capture a broad spectrum of motivational
orientations by representing possible responses to this inquiry. For the purposes of the present
study, the researcher modified the original items to specifically investigate the underlying
motivations behind participants’ engagement with both the course and the mock conferences.
This adaptation was necessary to ensure alignment with the study’s specific research aims. The
revised questionnaires retained the original structure, comprising 28 items measured on a 4-
point Likert scale, and assessed the following key dimensions of student motivation: intrinsic
motivation to know, intrinsic motivation to accomplish tasks, intrinsic motivation to experience
stimulation, external regulation, introjected regulation, identified regulation, and amotivation.

In addition, teaching journals were employed as the principal tool for recording
instructional practices and the teacher’s ongoing reflections throughout the research process.
Burns (2010) highlights the value of journals as a vital mechanism for consistently capturing
significant reflections and events over time. This instrument is widely recognized as a core
element in action research, as it allows educators to document not only observable occurrences
within the teaching context but also their introspective analyses, beliefs, and perceptions related
to their pedagogical approaches. Similarly, Wallace (2001) emphasizes the role of journals in
promoting reflective teaching and supporting the development of reflective practice. Among
the various journal formats proposed by Burns (2010), this study adopted both descriptive and
reflective teaching journals. These formats were selected for their dual capacity to record
objective accounts of classroom events and to convey subjective dimensions, including
personal reflections, insights, emotional responses, and reactions to instructional content.

4.6. Data Collection

The surveys were administered online through Google Forms. To enhance the validity
of the responses, students were not required to disclose their names or provide handwritten
answers. This approach aimed to ensure anonymity and reduce potential discomfort or bias,
thereby encouraging more honest and accurate responses. With regard to the teaching journals,
the researcher made ongoing entries throughout the research process to document classroom
events, personal perceptions and attitudes toward those events, as well as reflective responses
to what had occurred. This approach allowed for a comprehensive record that captured both
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objective observations and subjective interpretations.
4.7. Data Analysis
4.7.1. Surveys

The study employed online surveys via Google Forms, followed by data cleaning to
manage outliers before re-coding the responses. Specifically, one outlier was identified where
a respondent rated all items as "1." As a result, this response was excluded from the dataset to
avoid potential distortion of the statistical analysis.

After the completion of the data cleaning process, motivational states were quantified
into scores according to predefined guidelines, and the data was imported into SPSS 20 for
statistical analysis.

Figure 1

Example of Pre-and Post-Intervention Data Pertaining to Students’ Motivational Level
Imported Into the SPSS 20 Software
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Cronbach’s alpha was used to assess internal consistency across the seven motivational
subscales, while descriptive statistics (mean and standard deviation) provided an overview of
each subscale’s distribution. Additionally, a paired sample t-test was conducted to compare
subscale means before and after the intervention, determining whether significant changes
occurred. The test’s p-value (sig.) was critical in assessing statistical significance, aligning with
established methodologies for comparing paired data across different time points (Ross &
Willson, 2017).
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Figure 2

Example of Paired T-Test Outcomes From the SPSS 20 Software
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4.7.2. Teaching Journal

1BM SPSS Staistics Processor is ready

During the analysis of qualitative data derived from the teaching journals, the researcher
adopted an approach known as end-use strategizing, which involved aligning the analytical
process with the overarching aims of the study from the outset. Initially, the researcher
conducted a thorough reading of the journals to gain a holistic understanding of the data. This
preliminary step enabled the construction of a coherent narrative that reflected the central
interpretations and evaluations emerging from the dataset. Subsequently, a coding scheme was
developed to categorize the data. Example codes included “student uncertainty”, “student
ignorance” and “cheating on the mock conference day”. Color coding was primarily used to
manage these emergent codes, with each code assigned a specific color to visually organize
related information. These codes were then clustered into broader thematic categories such as
“ambiguity in instructional delivery”, “low level of motivation”.

5. Findings

5.1. Surveys
Table 1

Descriptive Statistics for the Students’ Motivational Subscales

Pre-intervention

Post-intervention

Min | Max | Mean | Std. Deviation | Min | Max | Mean | Std. Deviation
IMK | 2.00 | 4.00 | 2.90 0.57282 2.50 | 4.00 | 3.5577 0.45447
IMA | 2.00 | 400 | 276 0.51781 2.25 | 4.00 | 3.2981 0.51971
IMS | 175 | 400 | 273 0.53968 2.50 | 4.00 | 3.5385 0.56432
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EMID | 1.75 | 400 | 2.77 0.59477 2.00 | 4.00 | 2.9327 0.56814
EMIN | 1.75 | 400 | 3.06 0.57409 3.00 | 4.00 | 3.5192 0.33108
EME | 1.50 | 4.00 | 2.56 0.62617 2.75 | 4.00 | 3.5000 0.44721
AM 1.00 | 3.75 | 211 0.77755 1.00 | 3.50 | 1.3942 0.70772

The descriptive statistics of the Academic Motivation Scale (AMS) revealed a shift in
student motivation levels before and after the intervention. Initially, students exhibited low to
moderate motivation, with mean values ranging from 2.11 to 3.06 and standard deviations
between 0.51781 and 0.77755. Extrinsic - introjected recorded the highest motivation (M =
3.06), followed by Intrinsic - to know (M = 2.90). After the intervention, motivation levels
increased to moderate-high, with mean values spanning from 1.3942 to 3.5577. Intrinsic - to
know (M = 3.5577) and Intrinsic - to experience stimulation (M = 3.5385) emerged as the
highest motivators, surpassing Extrinsic - introjected. Notably, Amotivation had the lowest
post-intervention mean (M = 1.3942), indicating a substantial reduction in lack of motivation.
The results suggest a positive impact of the intervention, with a shift toward intrinsic motivation
over extrinsic forms.

Table 2
Paired T-Test for Pre- and Post-Intervention Results

Paired Differences
t | Sig. (2-tailed)
Mean |Std. Deviation| Std. Error Mean

Pairl1 | IMK Pre - | -0.66000 0.63278 0.12656 -5.215 0.000
IMK_Post

Pair2 | IMA Pre - | -0.54000 0.70961 0.14192 -3.805 0.001
IMA_Post

Pair3 | IMS Pre - | -0.79000 0.75581 0.15116 -5.226 0.000
IMS_Post

Pair4 | EME Pre - | -0.15000 0.96285 0.19257 -0.779 0.444
EME_Post

Pair5 | EMID Pre - | -0.45000 0.72887 0.14577 -3.087 0.005
EMID_Post

Pair6 | EMIN Pre - | -0.93000 0.81496 0.16299 -5.706 0.000
EMIN_Post

Pair 7 | AM_Pre - 0.70000 1.00260 0.20052 3.491 0.002
AM_Post

The analysis of pre- and post-intervention data revealed statistically significant
improvements (p < 0.05) across most motivation subscales following mock conference
interventions.

Intrinsic motivation to know (mean paired difference: -0.66, p = 0.000), intrinsic
motivation toward accomplishment (-0.54, p = 0.001), and intrinsic motivation to experience
stimulation (-0.79, p < 0.05) showed considerable increases, with the latter demonstrating the
largest intrinsic improvement.

Extrinsic motivation subscales also improved, particularly extrinsic-introjected

regulation (-0.93, p = 0.000), the most pronounced change overall, and extrinsic-identified
regulation (-0.45, p = 0.005). Conversely, extrinsic-external regulation showed only a minor
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increase (-0.15, p = 0.444). However, the p= 0.444, which was higher than 0.05, suggests that
the mean difference between the mean values of pre-intervention Extrinsic - external regulation
and post-intervention Extrinsic - external regulation was not statistically significant. This
suggests that the observed increase may have occurred by chance and cannot be confidently
attributed to the mock conference intervention.

Amotivation decreased significantly (+0.70, p = 0.002), indicating a significant increase
in motivation level.

5.2. Teaching Journal

The findings derived from the pre- and post-intervention surveys were validated through
insights recorded in the teaching journal. Prior to the intervention, students demonstrated a low
to moderate level of motivation, which experienced a considerable improvement following the
intervention.

During the initial three weeks of the course, students exhibited limited motivation, as
evidenced by frequent engagement in private conversations and the use of smartphones during
lectures. Their lack of enthusiasm persisted even during practice sessions, with two students
falling asleep in class.

In step 5 of the first cycle of the intervention (Observation), students exerted minimal
effort in organizing the mock conference. Among the four students assuming the role of
speakers, two demonstrated a high level of enthusiasm and delivered well-prepared speeches
supported by visual aids, while the remaining two relied primarily on their scripts. Regarding
the nine students assigned as interpreters, six depended on pre-prepared scripts, which may
have been provided by the speakers. The audience also displayed limited engagement, with
seven out of twelve students engaging in private conversations and three using their
smartphones during the event. The first mock conference, therefore, failed to enhance student
motivation. A key issue identified was the absence of a structured protocol for organizing the
conference, compounded by the teacher’s ambiguous guidance.

In the second cycle of the intervention, a significant improvement in motivation was
observed. To address previous challenges, | adopted the role of a facilitator to support students
in organizing the event, granting them greater autonomy and enhancing their preparedness for
the second mock conference. Additionally, a Question & Answer session was introduced after
the Presentation session to promote more dynamic interactions among audience members,
speakers, and interpreters. As a result, the number of students participating in interpreting tasks
during the Q&A session increased by four. Furthermore, the guest speaker and three student
speakers demonstrated heightened enthusiasm, delivering well-prepared speeches with
effective use of visual aids, without relying on their scripts.

With regard to the interpreters, all students assigned this role exhibited a higher level of
preparedness, as evidenced by their submission of glossaries prior to the mock conference. They
also improved their note-taking skills, maintained strong eye contact throughout the task, and
refrained from relying on written scripts or prompts. Among the nine audience members, five
engaged in private conversations, yet none used their smartphones during the event.

6. Discussions

The present study’s findings align with and extend prior research on the role of mock
conferences as a situated learning tool in interpreter education. While earlier international
studies, such as those by Li (2015) and Mirzoyeva (2023), emphasized the pedagogical value



VNU JOURNAL OF FOREIGN STUDIES, VOL. 41, NO. 3 (2025) 197

of mock conferences in fostering non-linguistic competences (e.g., strategic skills,
professionalism) and language proficiency, this research contributes novel insights into their
impact on motivation - a dimension less explored in existing literature. The notable
improvement in students’ extrinsic motivation - introjected aligns with situated learning theory,
which posits that authentic, contextually embedded activities enhance learners’ internalization
of goals and self-imposed standards (Lave & Wenger, 1991). This outcome mirrors Duong’s
(2021) observations in a Vietnamese context, where trainees associated frequent participation
in mock conferences with heightened engagement and perceived competence, though her study
focused on skill development rather than motivational dynamics.

The absence of statistically significant improvements in extrinsic motivation - external
regulation (e.g., reliance on rewards or external validation) may reflect the inherent nature of
situated learning. Unlike traditional classroom activities that often emphasize grades or
instructor feedback, mock conferences prioritize experiential, collaborative learning, which
may reduce students’ dependency on external incentives. This distinction underscores the
unique motivational profile of situated learning environments, where internal drivers (e.g., self-
efficacy, relevance to professional goals) take precedence. This finding also resonates with
Duong’s (2021) emphasis on mock conferences fostering psychological competence, a non-
linguistic skill tied to intrinsic resilience rather than external validation.

7. Conclusion and Recommendations

7.1. Implications
7.1.1. Theoretical Implications

The study addresses a critical gap highlighted in related works: the limited exploration
of mock conferences’ impact on motivation, particularly within Vietnamese interpreter training.
By validating mock conferences as a tool for enhancing both intrinsic and extrinsic motivational
sub-types (with introjected regulation showing the most growth), the research bridges situated
learning theory with motivational frameworks such as Self-Determination Theory (Deci &
Ryan, 1985). This integration enriches theoretical discourse by demonstrating how contextually
authentic activities can nurture multifaceted motivation, supporting Li’s (2015) assertion that
situated learning fosters “diverse dimensions of competence.”

7.1.2. Practical Implications

The findings reinforce the practical utility of mock conferences, as advocated by
Mirzoyeva (2023) and Duong (2021), while offering actionable strategies for interpreter
trainers. The documented procedure for organizing mock conferences, a key output of this
study, provides a replicable model for educators aiming to balance skill acquisition with
motivational engagement. For instance, the emphasis on role-playing real-world scenarios may
amplify introjected motivation by aligning classroom tasks with students’ professional
aspirations. Additionally, the lack of improvement in external regulation suggests that
instructors should consciously design mock conferences to minimize over-reliance on extrinsic
rewards, instead fostering reflection on personal growth and skill mastery

7.2. Limitations of the Study

As the researcher, | acknowledge several limitations impacting the study's scope and
outcomes:

o Limited Generalizability: As an action research study within a specific 26-student
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classroom, findings are context-specific and not broadly applicable, serving instead
as preliminary insights for similar educational settings.

e Time Constraints: A tight 15-week schedule allowed only 11 weeks for mock
conferences, restricting students to two interpreting opportunities, which limited
motivation improvements.

e Lack of Standardized Instructions: Despite clear procedures, inconsistent guidance
during mock conferences may have hindered student comprehension and
performance.

e Insufficient Reflection: Optional post-conference reflection (vs. mandatory
assignments) reduced student diligence, potentially curbing motivation growth.

e Narrow Focus: The study prioritized consecutive interpreting via mock conferences,
excluding simultaneous interpreting due to resource and time limitations.

These constraints highlight challenges in generalizability, implementation, and
methodological design while underscoring the exploratory nature of the research.

7.3. Recommendations for Future Research

This study has highlighted several areas that necessitate additional inquiry. First,
subsequent studies could employ a larger sample size to evaluate the influence of mock
conferences on student motivation. Furthermore, longitudinal research could be conducted,
enabling participants to engage in repeated mock conferences while assuming diverse roles,
thereby offering deeper insights into their sustained effects. Finally, further investigation might
examine the effects of mock conferences on motivation within the context of simultaneous
interpreting courses, broadening the scope of current findings. These avenues would enhance
the empirical understanding of how such pedagogical tools shape learner motivation over time
and across disciplines.
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APPENDIX 1: POST-INTERVENTION SURVEY
The motivation state of student interpreters after the mock conferences

Dear students,

I am conducting a research study on the motivation of student interpreters. | would like to hear
from you about your responses to the mock conferences. This will help me gain deeper insights on
students' motivation, contributing to more effective classes in the future. There is no good or bad answer,
and | would be truly grateful if you answer ALL the questions HONESTLY and ACCURATELY. The
survey should only take 7 minutes, and your responses are completely anonymous. If you have any
questions about the survey, please contact me via email: ................

What are your responses to the mock conferences?


mailto:haiyennguyen.chn@gmail.com
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Using the scale below, please tick the option that best describes the reason why you are

currently engaged in this course.
1: Definitely NOT true
2: NOT true
3. True
4. Definitely true

ltem

1. Without the experience in the mock conference, | think | would not
find a high-paying job later on.

2. | experienced more pleasure and satisfaction while learning new
things in the mock conference.

3. I think the mock conference helped me better prepare for the career
I have chosen.

4. | enjoyed more intense feelings when | could communicate my
own ideas to others.

5. Honestly, | don't know; | really feel that | did waste my time in that
activity.

6. | enjoyed more pleasure while surpassing myself in my studies
during the mock conference.

7. Participating in the mock conference helped me to prove to myself
that | was capable of completing this assignment.

8. The mock conference might help me find a more prestigious job
later on.

9. | enjoyed the pleasure when | discovered new things never seen
before the mock conference.

10. Eventually the mock conference will enable me to enter the job
market in a field that | like.

11. The mock conference brought me the pleasure that | experienced
when | read and listened to interesting ideas.

12. 1 once had good reasons for participating in the mock conference;
however, now | wonder what the point of this activity is.

13. During the mock conference, | experienced the pleasure while 1
was surpassing myself in one of my personal accomplishments.

14. 1 enjoyed this activity because when | succeeded in this
assignment, | felt important.
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15. Experience in the mock conference will help me have "the good
life" later on.

16. Thanks to the mock conference, | enjoyed the pleasure in
broadening my knowledge about the knowledge and skills which did
appeal to me.

17. The mock conference will help me make a better choice regarding
my career orientation.

18. I experienced the pleasure when | felt completely absorbed by the
new knowledge and skills.

19. T couldn’t see why I participated in this activity and frankly, |
couldn't care less.

20. | enjoyed the mock conference because of the satisfaction | felt
when | was in the process of accomplishing difficult academic
activities.

21. | enjoyed participating in the mock conference because | could
show myself that | was a competent and professional interpreter.

22. The mock conference might help me have a better salary later on.

23. | engaged in this activity and it allowed me to continue to learn
about many things that interested me.

24. | believe that this activity improved my competence as a
professional.

25. | enjoyed the "high" feeling that I experienced while reading or
listening to various interesting subjects.

26. | don't know; | can't understand what is going on in the mock
conference.

27. This activity allowed me to experience personal satisfaction in
my quest for excellence in my studies.

28. | enjoyed the mock conference because | wanted to show myself
that I could succeed in my studies.

#2,9, 16, 23: Intrinsic motivation - to know

#6, 13, 20, 27: Intrinsic motivation - toward accomplishment
#4, 11, 18, 25: Intrinsic motivation - to experience stimulation

# 3,10, 17, 24: Extrinsic motivation - identified

#7, 14, 21, 28: Extrinsic motivation - introjected

#1, 8, 15, 22: Extrinsic motivation - external regulation
#5,12, 19, 26: Amotivation
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APPENDIX 2: AN EXTRACT OF THE TEACHING JOURNAL
- adopted from Burns (2010)
Week What is happening? What are my perceptions/ What are my
attitudes about what is responses/

happening? interpretations of what

has happened?
4 Lecture 4 in the course | The students had a low level | | decided to conduct an
syllabus of motivation based on the | action research study
Cycle 1 - Step 2 (Preliminary | AMS framework. with the hope to motivate
investigation): | surveyed the | They had had insignificant | my students in the

students for their current level
of motivation using the
Academic Motivation Scale
by Vallerand et al. (1992). |

conducted an  additional
survey to gather further
insights into students'
evaluation  of  practical

activities in their previous
interpreting class(es).

Cycle 1 - Step 3 (Hypothesis):
I had two hypotheses
Hypothesis 1. Mock
conferences might be
perceived by the students as
an effective situated activity.
Hypothesis 2: Mock
conferences in interpreting
training might improve the
students’ motivation.

exposure to situated learning
activities in the previous
interpreting course.

interpreting course.




