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Abstract

The object of this thesis was to investigate the effects of a strategy-based listening instruction
(SBI1) model on the listening proficiency, strategies usage, motivation, anxiety and beliefs of the
EFL learners at Samara University. A pre-post quasi-experimental research design was adopted
with 39 first-year undergraduate Biology major students in the experimental group (EG) and 40
in the control group (CG). Learners in the EG were taught a combination of listening skills and
listening strategies through the SBI model for 12 weeks starting from the first of October to the
end of February. Learners in the CG were taught only listening skills through the traditional
teaching method.

The study used a combination of quantitative and qualitative approach, while prioritizing the
former. The quantitative data were collected by using three instruments: a listening proficiency
test, a listening strategy use questionnaire and an affective side of listening comprehension
questionnaire. Whereas, the qualitative data were collected by using group discussion, learner
diary and open ended questions. While the qualitative data were analyzed verbatim, All the pre-
post quantitative data were analyzed with descriptive and inferential (parametric t-tests)
statistics. Effect sizes were calculated to see the relative magnitudes of the treatment conditions
implemented in the two classes.

In order to answer the first, second and third research questions, all the pre/post data were
analyzed with descriptive and inferential (parametric t-tests) statistics. The results showed
significant positive changes in the learners’ listening abilities, strategies, motivation and anxiety
after treatment. However, there was no significant difference in the two groups’ post mean scores
on the memory strategy category and the belief scales.

The results obtained from the qualitative data showed positive changes in listening abilities,
strategies use, motivation, anxiety and beliefs of learners in the EG. Comments made by many
learners in the group discussion, in the diary entries and in the open ended questions indicated
that they enjoyed learning listening skill through the SBI model since it helped them aware and
use of various listening strategies necessary for developing their listening abilities and decreasing
their anxiety levels. Based on the findings, pedagogical implications for EFL learners,
teachers/instructors, curriculum planners and ELT text writers are made. Directions for future
research are also provided.
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Chapter One: Introduction

This introductory chapter first presents the general introduction of the study. It then explains the
background, the problem statement, the research objective, the research questions, the research
site, the significance, operational definitions, the scope and conceptual framework of the study.

The last section outlines the reminding chapters.
1.1 General Introduction

The goal of learning a language is to develop learner's ability to use the target language (TL). By
extension, the goal of learning English a second or foreign language (ESL/EFL) is to enhance
learners' communication skills. Success in the current business, education, research and other
fields depends largely on the good command of English. Ethiopian students learn English
starting from primary to tertiary level to improve their communication skills. It is noteworthy
that most human communication takes place using aural/oral (listening and speaking) as well as

written (reading and writing) mediums.

In terms of use, however, listening is the most frequently used skill in academic and real-life
areas. It is also a crucial skill in higher education classes where instruction is dominated by
lecture methods (Feyten, 1991). These statements support the claim that “listening competence is
universally larger than speaking competence” (Brown, 2001:247). But material designers and
teachers have given little attention to the listening comprehension (LC) lessons in Ethiopia
(Alemu, 2004; Mekasha, 2005; Girma, 2005).

Documents show that listening holds the least credit hours compared with other skills in the
curriculum of English Language and Literature at Samara University. Experience also showed
that the methods used in most English classes focused more on grammar, vocabulary and reading
than listening skill. This skill was rarely taught in most English classes at Samara University. It
is assumed, however, that if learners are not taught a variety of LC activities using effective
teaching methods, their listening abilities might remain poor. The question is thus how to help

learners increase their listening abilities

Learning strategy-based instruction (SBI) is considered one of the best ways to help learners
solve many learning problems and thereby develop their abilities in all basic skills and other

components (Oxford, 1990). However, little research has examined whether SBI makes LC

1



lessons easier, faster, more enjoyable and more effective for EFL learners. Hence, many scholars
(e.g., Hassen et al., 2005; Field, 2008; Rost; 2011) call for more classroom-based intervention to
examine EFL learners’ strategies use, LC abilities and major affective factors that may hinder the
learning processes and outcomes of listening skills. This study took place in the EFL context at
Samara University to examine learners’ LC abilities or proficiencies, strategies use and certain

affective factors.

The main reasons for focusing on listening skill were that it (a) is the most often used skill in our
daily communication; (b) is vital to attend academic courses offered in the class; (c) has been a
neglected skill in the classrooms, (d) had received little attention in research and thus the least
understood skill in the FL contexts. It was thus hoped that the study would fill the missing gap in

the literature of second and foreign listening skill.

1.1.1 Background of the Study

Learning English as SL/FL has become the most important business for the current society.
English has also become a necessary window to the world of research and store of information.
Crystal (2003) explains that 50% of international organizations make use of English; at least
85% of the world film, 90% of published academic articles and 85% of the electronically-stored
information in the world are written in English. Similarly, Cook (2008:200) reports that "English
is a requirement for scientific writing and reading ... 86 per cent of research papers in biology
are written in English and 97 per cent of those on cross-cultural psychology". These data indicate
that learning English is not a choice but a must to access to the knowledge and information

needed for development.

English was introduced in the Ethiopian education system during the period of Menilik which
lasted over 100 years now (Heugh et al., 2007). Since then, English has been used in education,
media and other areas. It has also been taught as a compulsory subject starting from primary to
university classes. Moreover, English is used as a medium of instruction starting from secondary
to university classes. It is thus assumed that learners’ exposure to English as a subject and as a
medium of instruction enables them to communicate in academic settings, at work place and in
the society whenever English is necessary. But studies done before the 1990s show that the
students’ English ability had been poor (Stoddart, 1986 as cited in Heugh et al., 2007; Tekeste,
1990).



Quoting Stoddart (1986), Heugh et al. (2007:53) write that “students do not possess sufficient
English even to understand what they hear from their teachers or read in their textbooks, let
alone to participate actively through their own speaking and writing”. Major factors contributing
to learners' poor English skills in previous curricula had been the grammar-based, exam-led
instruction, inappropriate teaching materials and so on (Kifle, 1990; Berhanu, 1999; Awel,
1999). All the above indicate that English language teaching (ELT) before and during the Derg
periods had different shortcomings.

When the ‘Derg’ government ended in 1991, the Ethiopian People’s Revolutionary Democratic
Front formed a new Ministry of Education (MOE). The MOE has taken several steps to develop
learners’ communication skills in English. Some of the steps taken by the MOE were (a) the
preparation of new curriculum for English along with teaching materials more or less in line with
the principles of CLT approaches, (b) the provision of awareness-raising seminars to teachers in
line with the CLT approaches and (c) the implementation of CLT approaches in English classes
in the country. However, there has been a significant change in the aims of ELT in Ethiopia until

these days.

Many studies done since the 1994 have shown that most of the students had poor abilities in
English (Berhanu, 1999; Awel, 1999; Alemu, 2004; Haregewoin, 2008). For example,
Haregewoin (2003:3) says that “when most Ethiopian students come to colleges and universities,
their abilities to listen to lectures and take meaningful notes seem to be inadequate™. A teacher at
Samara University reported that “almost all of my students are unable to understand even short
and clear instructions | often tell them to do certain activities in English classes” (May 29, 2014).
Similarly, this researcher’s experience has shown that many students at Samara University had

low listening abilities in English.
1.1.2 Statement of the Problem

A number of factors contribute to learners’ low listening abilities in English. Some of the most
common ones are the use of (1) traditional teaching methods, (2) inappropriate teaching
materials, (3) shortage of teaching time, (5) lack of learners’ motivation towards learning
listening skill (6) difficulty of learning listening skill, (7) wrong beliefs about the
teachability/learnability of listening skill and (8) many other individual difference variables.

Experience also shows that many students at Samara University did not have the habit of
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practicing listening activities. Hence, the majority failed to attend lessons delivered through

lecture methods and to respond oral questions.

Research shows that the SBI model is one of the best ways to help learners solve many problems
inherent in L2 learning and to enhance their listening skills (Goh, 2008). Effective SBI can have
positive effects on learners’ motivation, anxiety and beliefs (Oxford, 1990; Young, 1999).
Researchers have proposed two major SBI models. One of these is the direct training model
which involves an explanation, modeling, practice, and transfer of strategies to other learning
tasks. The other is integrated model which focuses on applying strategies into every day regular
lessons (Oxford & Crookall, 1989).

However, little research has examined the effects of SBI on the learners' strategies use and L2
proficiency. Besides, most previous studies were done in the Western society where the context
is different from other contexts; therefore, the results may not be applied to EFL contexts
(Lessard-Clouston, 1997). That is why Stern (1983:412) has already called for more studies "in
different social contexts, under different language learning conditions, at different age levels and
at different levels of proficiency”. But little experimental research has been done to examine the
effects of SBI on EFL learners' strategies use and LC abilities, meaning that "strategy instruction

in the skill of listening is still very much in its infancy" (Macaro et al., 2007:182).

Some local studies (e.g., Gebremedihin, 1993; Birhanu, 1993; Girma, 1994) have begun to
explore the Ethiopian learners’ awareness of learning strategies since the early 1990s. Findings
of these studies showed that most of their participant students had deficiency in strategies use for
learning English and recommended strategy training to help EFL learners improve their abilities
in English language skills. The above-mentioned local and abroad researchers have also call for
more empirical studies into the effects of SBI programs on EFL learners’ strategies use, English
proficiency and other variables associated with language learning and learning strategies. This
provides a good justification for the current researcher to conduct this study on listening

strategies.

This study is quite similar to many other previous studies in terms of the research framework and
procedures used to examine the different variables. But it differs from the previous studies in
several aspects. This study (a) focused on learners’ LC abilities, strategies use and some affective

factors associated with learning LC simultaneously; (b) targeted to the EFL listening which is the
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most neglected skill in research and instruction; (c) employed a long-term SBI model which is
scarce in the previous research and (d) used a mixed methods research that many of the previous

studies in these areas lacked.

1.1.3 Objectives of the Study

The next sections provide the main and specific objectives of the study

1.1.3.1 Main Objective

The main objective of this study was to examine whether a 12-week SBI program would enhance

the listening comprehension abilities of EFL learners at Samara University.
1.1.3.2 Specific Objectives
The specific objectives of the study were to:

1. Investigate whether strategy instruction improves EFL learners' listening proficiency;
2. Examine whether strategy instruction increases learners' use of listening strategies;
3. Investigate if strategy instruction enhances learners’ affects in learning listening skill;

4. Explore learners' views about the uses of learning listening skill through SBI model.
1.1.4 Research Questions
To achieve the research objectives, the following research questions were designed:

1. s there a statistically significant difference in the post mean scores of the EG and that of

the CG on the listening proficiency test?

2. s there a statistically significant difference in the post mean scores of the EG and that of

the CG on the listening strategies use questionnaire?

3. Is there a statistically significant difference in the post mean scores of the EG and that of

the CG on the affective sides of listening comprehension questionnaire?
4. What are learners’ views about the benefits of learning listening skills using SBI? 5.
1.1.5 Significance of the Study

Findings of the study may provide the following theoretical and practical significances:



1. Results of the study may provide its readers with some useful information about the
values of SBI so that they can support or reject the claim that this approach can make
language learning more effective, easier, faster, and more enjoyable, or more motivating.

2. Research on the effects of the SBI models into EFL listening proficiency is scarce in the
literature. This study may add some theoretical knowledge to this area.

3. Teachers and/or instructors may also use information inferred from the study as a
springboard to further examine the effects of the SBI models on other skills in English.

4. Since Samara University is a newly established higher learning institution, no research
has yet been done on listening skill. Thus, interested researchers may use the result of the
study as a guidance and source of information for their future academic research work.

5. Finally, the results may provide some information to the MOE so that they may use the
insights obtained from the study to train the pre- or in-service English teachers.

1.1.6 Scope of the Study
This study has the following three major delimitation areas.

The first delimitation relates to the choice of participants for the study. Participants of the study
were first year regular students enrolled at Samara University. Since the study set out to examine
the effects of SBI program on learners’ listening abilities, strategies use and certain affective
factors, only first year students from one university participated in the study. This might reduce

the amount of generalization and conclusive evidence.

The second scope area lies in the choice of a single skill in English. As noted earlier, most of the
first year students had poor abilities in listening, speaking, reading and writing skills. However, it
could be impractical to investigate all these skills in a single study. This study focused only on
listening skill since it has received the least attention by researchers. Thus, findings may not
provide sufficient evidence for other skills.

Finally, the third scope area relates to the choice of specific variables. Learning strategy and LC
involve a range of complex variables. This study focused on learners’ strategies use, listening
abilities and certain affective factors associated with LC. Thus, results may not provide

conclusive evidence for variables other than the aforementioned ones.



1.1.7 Definition of Key Terms and Acronyms

Research on learning strategy uses many technical terms which may convey different meanings

for different people. Thus, definitions of key terms were presented as follow:

1.

Listening comprehension (LC) in this study regards listeners' ability to listen to oral texts
such as live speech, recorded materials or both, and extract information from these
resources to complete listening activities during the pre-, while- and post-listening stages.
Language learning strategy in this study refers to the conscious behaviors or thought
processes performing learning actions, whether they are observable or unobservable
process that learners reported using to enhance their listening proficiency in English.
Strategy-based instruction (SBI) or training refers to an approach to raising learners’
awareness of listening strategies and providing them with systematic practice,
reinforcement and monitoring of their strategy use in learning listening lessons.

Listening strategies here refer to the steps, actions or procedures that are used by learners
to (a) grasp or understand the main and specific ideas of listening texts (b) improve their
LC abilities successfully and confidently, with little effort and short time as well as in a
relaxed mood during and/or after listening to spoken English.

Listening proficiency in this study refers to the learners' scores on the IELTS tests before
and after the study. IELTS stand for the ‘International English Language Testing System’
which is designed to measure the proficiency of non-English speaking students.

Affective factors in this study refer to learners’ emotional or psychological states such as
motivation, anxiety and beliefs. Motivation deals with: (a) how much learners in the EG
are interested in the SBI processes and LC activities, (b) how long they are doing various
LC tasks and (c) how good they are in using strategies to improve their LC performances
or abilities. The term ‘anxiety’ refers to learners’ feeling of tension, nervousness and
worry about performing LC activities in the classrooms and ‘beliefs’ refers to learners’
judgments, motivation, perceptions and attitudes towards the ease or difficulty of learning
listening skills, the teachability or learnability of listening skills, the importance of

learning listening skills and the benefits of SBI for developing LC abilities.



1.1.8 Theoretical Frameworks of the Study

Research is often conducted within a theoretical framework. Chamot et al. (1996:176) note that a
"theoretical model in SLA is important as a base for explaining how a language is learned and
how SL/FL can best be taught”. Since the 1950s, cognitive psychologists, applied linguists and
others have proposed many different theories for instruction purpose (Celce-Murcia, 1991).
Behaviorist theory, cognitive theory, constructivist theory, CLT approaches and socio-cultural

theory are to name only a few, which have been developed and used over the past decades.

Nevertheless, cognitive theorists stress that any complete theory of human cognition must
include an analysis of the strategies learners use for thinking, remembering, understanding and
producing language (Williams & Burden, 1997). Information processing model helps “better
understand the mental processes involved in learning by analyzing constructs such as attention,
perception and memory” (Us6-Juan & Martinez-Flor, 2006:9). This study used the information
processing model cognitive theory as one of the theoretical frameworks. The rationale for the

choice is presented below.
1.1.8.1 Information Processing Model of Cognitive Theory

The main reason for using cognitive theory was that most of the L2 learning processes are
situated in this theory (Anderson, 2010; Rost, 2011). This theory considers human learning as a
course of information processing which involves human being's limited capacity and the
multistory of memory categories, namely short-term and long-term memory (O'Malley &
Chamot, 1990; Anderson, 2005; Imhof, 2010). O'Malley & Chamot (1990:217) state that
“Learning is an active and dynamic process in which individuals make use various information
processing models”. Learners can develop listening skills using declarative and procedural

knowledge stored in their minds (Rost, 2011).

Declarative knowledge refers to any "information that consists of consciously known facts,
concepts or ideas that can be stored as propositions. For example, an account of the tense system
in English can be presented as a set of statements, rules, or facts, i.e. it can be learned as
declarative knowledge” (Richards & Schmidt, 2010:156). Procedural knowledge deals with what

learners know how to do something or how to solve learning problems using different



techniques. From the above angle, cognitive theory can be a useful theoretical framework of this

study.

However, cognitive theory gives more attention to the internal processes than to the external
factors and thus insufficient for research and instruction purposes. Brown (2000) argues that if
researchers were to devise theories on SLA or teaching methods that are based only on cognitive
processes, they would be omitting the most fundamental side of human external factors. Hence,
the current study used learning strategy theory as a framework to compensate the missing
elements in the cognitive theory.

1.1.8.2 Language Learning Strategy Theory and Research

The rationale for using learning strategy research as a theoretical framework was based on the
claim that learning strategies are teachable and strategy instruction helps learners use a variety of
strategies and improve their proficiency in the TL (Oxford, 1990; Cohen, 2001; Chamot, 2004).
Language skills and strategies share conceptual commonalities (O'Malley & Chamot, 1990).
Ellis (1994:712) notes that “They [strategies] are also used to refer to how they [learners]
develop specific skills. It is possible, therefore, to talk of both ‘learning strategies’ and ‘skill-
learning strategies’”. Learning strategies are made up of various invaluable activities drawing

from different theories/approaches.

Some of the most common theories/approaches building learning strategy are schema theory
(Young, 1999), social interactionist theory and humanistic approach (Williams & Burden, 1997),
cognitive theory (Chamot & O‘Malley, 1990), behaviorist theory (Griffiths & Parr, 2001) and
CLT approaches (Richards, 2006). Success in an L2 is the cumulative effects of the (1) language
aspects (basic skills and knowledge), (2) cognitive skills (mental activities), (3) affective factors
(emotion and motivation), (4) social interaction (cooperating with others), (4) schema theory
(activating background knowledge) and (5) CLT approaches (enhancing real-life
communication). Each of these theories can contribute valuable insights into the teaching and

learning of listening skills.

The general learning strategies involve various specific strategies and each has different
functions in L2 learning process (Macintyre & Noels, 1996). Cognitive, metacognitive,

compensation and social strategies help develop L2 proficiency (Oxford, 1990). Learning



strategies are seen worthy of teaching and possibly teachable (Chamot, 2004); this might hold
true for listening strategies. However, learning listening is a challenging task which may lead
learners to be passive, unmotivated and anxious (Goh, 2008). These problems can be overcome
by training learners with learning strategies. However, little research has examined the benefits

of "learning strategies to other ID factors, most notably to motivation™ (Dornyei, 2005:172).

Oxford et al. (1990) suggest researchers/teachers to include affective states such as motivation,
beliefs, anxiety attitudes whenever they implement SBI programs in the learners’ regular
classroom lessons and examine the effects of the trainings on these variables. Hence, specific
listening strategies were selected from Oxford’s (1990) six strategy categories since it is the most
comprehensive taxonomy to date. It is worth noting that this study used a quasi-experimental
research design involving the pre/post data collection procedure. Details of the research design
are described in chapter Four.

1.1.9 Organization of the Whole Study

The reminder of the study is organized into eight chapters. Chapter two and three will provide
the reviews of literature on ESL/EFL listening skill and language learning strategies respectively.
Chapter four describes the research design and methodology of the study. Chapter five deals with
the pilot study. Chapter six explains the instructional materials, the treatment conditions, the data
collection procedures, data validation techniques and other issues related to the main study.
Chapter seven focuses on analyzing the data gathered in chapter six. The last chapter discusses
findings of the study in line with the research questions, and presents the implications,
limitations, recommendations and conclusion of the study. The next chapter deals with the

review of literature on the ESL/EFL listening comprehension or skill.
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Chapter Two: Review of Literature on ESL/EFL Listening Skills

Review of the literature is a precondition for doing empirical research. It helps synthesize and
criticize previous research so that it can show the necessity of a proposed research (Creswell,
2009). In order to advance the collective knowledge of the present research topic, the researcher
had to understand the strengths, weaknesses and meaning of existing literature in the field. The
review of relevant literature included the definition of listening skill, models of listening
comprehension, roles of listening, difficulty of listening skills, methods of teaching listening,
affective sides of listening skill and chapter summary.

2.1 Definition of Listening Skill/Comprehension

Research on listening began in the 1920s when some scholars found listening to be the most
frequently used skill in human communication (Wolvin, 2010). Feyten (1991:3) states that the
"groundwork for the recognition of listening as a field of inquiry has been laid primarily in the
late 1940s by the pioneering works of the ‘fathers of listening', Brown, Nichols, and Weaver".
The aforementioned and some other scholars began to recognize the importance of listening skill
for academic and daily communication purposes. Since the 1970s, “there has been a steady
increase in attention to the role of listening in language learning theory and pedagogy" (Morley,
1984:13). Scholars in cognitive theory, applied linguistics, communication theory and SLA areas
have studied various features and processes of listening skills (Feyten, 1991; Field, 2008).

By looking at the definitions proposed by various L2 scholars, Rost (2011:1-2) mentions many
definitions including: "Listening means catching what the speaker said. Listening is to get the
speaker’s ideas. Listening is decoding the speaker’s messages. Listening means unpacking the
speaker’s content. Listening is harvesting what is in the speaker’s mind". These definitions led
Rost to conclude that although LC is recognized an essential part of L2 communication and a
necessary part of acquiring an L2; it lacks a sound conceptualization in the SLA field.

Likewise, Cubilo & Winke (2013:372) note that “researchers have never agreed how the
construct of L2 listening should be defined”. Even some recent teachers including this researcher
used to define listening as hearing sounds by assuming that the two terms are the same things. In
the case above, Rost (2011) notes that a lot of people think that terms listening and hearing have

the same meaning and can be interchangeable but people can hear something without thinking
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about that and with thinking and understanding of information. But LC needs listeners not only
to pay attention to the speaker's words or accents but also the intended messages and body
language (e.g., gestures and facial expressions) simultaneously indicating that listening is more
than simply hearing sounds (Brown, 1990). Whereas hearing is a unidirectional process of
receiving audible sounds in a passive way. Rost (2011) explains hearing as

the primary physiological system that allows for reception and conversion of sound
waves. The normal threshold for human hearing is about 20 micropascals -
equivalent to the sound of a mosquito flying about 3 m away from the ear. These
converted electrical pulses are transmitted from the outer ear through the inner ear
to the auditory cortex of the brain. While hearing provides a basis for listening, it is
only a precursor for it (11-12).

Hearing is a rapid, automatic, effortless physiological process of receiving sounds through the
ear and the sound waves strike the ear drum and cause vibrations that are transmitted to the brain
(Brown, 2001). But listening is :an intentional and controlled process which requires attentional
capacity, expends energy, depletes self-regulatory strength and requires information processing
across several modalities” (Imhof, 2010:98). Listening involves three basic stages: hearing,
interpreting and constructing meanings based on physiological, psychological, contextual and
other factors (Rost, 2011).

Anderson & Lynch (1988:11) mention “traditional and alternative views" about listening and
listeners. The traditional view sees a listener as a tape-recorder who takes in and stores data in
the same way as a tape-recorder but does not interpret and use the stored data. A listener as an
active 'mental model' takes aural inputs, coherently interprets and combine new information with
the prior knowledge to reach full comprehension of what had been heard. A listener as a 'mental
model' emphasizes active interpretation and integration of the new with the prior knowledge.
Many of the current definitions are based on the listener as a 'model builder'. For example, Rubin
(1995:7) defines listening as “an active process in which listeners select and interpret
information which comes from auditory and visual cues in order to define what is going on and
what the speakers are trying to express”. LC is also viewed as an interaction between the
decoded language and the listener’s prior knowledge (Lund, 1991). Vandergrift (1999) LC as:

anything but a passive activity. It is a complex, active process in which the listener
must discriminate between sounds, understand vocabulary and grammatical
structures, interpret stress and intonation, retain what was gathered in all of the
above, and interpret it within the immediate as well as the larger socio-cultural
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context of the utterance. Coordinating all of this involves a great deal of mental
activity on the part of the listener (168).

Similarly, Buck (2001) describes listening as an active process in which listeners construct
meanings based on their purpose for listening, attend to and process aural and relevant visual
input, automatically in real time so as to understand what is stated and implied in the input. Rost
(2005:503) also defines listening as “a complex cognitive process that involves receptive,
constructive and interpretive aspects of cognition which are utilized in both L1 and L2 listening".
Most of the terms used in these definitions indicate that listening is not a passive but an active,

complex cognitive process.
2.2 Cognitive Theory and Language Learning

It is known that learning is more of a function of a cognitive process in which learners are
actively involved in constructing meanings throughout the learning process. Cognitive theory
assumes that language learning involves active mental processes, rather than mere habit
formation (Celce-Murcia, 1991). The theory focuses on internal processes since learning happens
inside people’s heads and is the product of processing input and output (Ellis, 2003). It deals
with accessing mental processes that were seen as “inaccessible to proper scientific
investigation” by behaviorists (Williams & burden, 1997:8). Unlike the behaviorists’ theory,
cognitive theories view L2 learning as the acquisition of a complex cognitive skill, to learn a

language is to learn a skill (Ellis, 1994).

Information processing is a core concept in cognitive theory as it describes how information is
processed in human memory (Williams & Burden, 1997). Most psychologists view learning as
"an active and dynamic process in which individuals use a variety of information and strategic
modes of processing” (O'Malley & Chamot, 1990:217). Language learning processes are "mental
activities related to comprehending and storing input in working memory or long-term memory
for later retrieval™ (Buck, 2001:104). Cognitive theory emphasizes values of informing learners
the basic aspects of learning to help them build up their strategies (Williams & Burden, 1997).

Researchers claim that cognition and metacognition are essential for learning things (O'Malley &
Chamot, 1990). While cognition deals entirely with the act of knowing, metacognition entails
thinking about thinking, or “an awareness of one's thought processes that evaluate the

effectiveness of choices made in the present as well as the long range outcomes” (Curwen et al.,
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2010:128). Flavell (1979) defines metacognition as people’s understanding of the different
factors (both internal and external) act and interact to affect the course, learning outcomes and
cognition. The prefix 'Meta' means 'above' or 'beyond’, so "'metacognitive’ is used in information
processing to indicate an 'executive' function, strategies that involve planning for learning,

thinking about the learning process as it is taking place, ..." (Tavakoli, 2012:208).

It is noteworthy that the term ‘metacognition’ is not a single entity but an umbrella term covering
different constructs such as metacognitive knowledge, prior experience, belief, affect and
cognition. Each of these constructs, in turn, holds different specific constructs and each interacts
during the learning process (Wenden, 1998). For example, metacognitive knowledge alone has
three specific constructs: person, task and strategic knowledge (Flavell, 1979). Metacognition
also interacts with other constructs like personality, affect and cognition. Williams & Burden
(1997) explain the interrelationship of metacognition, affect and cognition as:

Metacognition...includes not only a knowledge of mental processes, as these are
necessarily linked to and affected by emotions and feelings. It must also encompass a
knowledge of factors relating to the self, and the way in which these affect the use of
cognitive processes. Thus, an awareness of one’s personality, feelings, motivation,
attitudes and learning style at any particular moment would be included within a concept
of metacognitive awareness (155).

It is noteworthy that the term ‘metacognitive knowledge’ is also named as ‘metacognitive
strategy’ which means once knowledge about how language is learned and about the learning
process. With regard to the importance of metacognition for learning processes and
achievements, “Recent research suggests that the further development of cognitive to
metacognitive thinking enhances both retention and comprehension for the learner, and that the
ability to think metacognitively is the critical distinction between low and high achieving
students” (Curwen et al., 2010:128-9). Similarly, many L2 scholars have advocated using
metacognition to teach learners the TL (Vandergrift & Goh, 2012).

Learners’ metacognitive knowledge about listening can be developed in several ways. One
method that is easy for both teachers and learners is a listening diary (Goh, 1997). Diaries can
direct learners’ reflections on specific listening events so that they can evaluate their
performance and take positive steps to improve their listening skills. Teachers can also plan
process-oriented activities as part of their listening lessons (Vandergrift, 2002). In short,

development in cognitive and metacognitive theories has helped researchers and teachers
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approach LC using information processing model. This model has also led researchers to study

LC within the three cognitive processing phases.

2.3 Three-Phase of Listening Process in Cognitive Theory

Listening is a process of understanding oral/visual inputs through perception, parsing and

utilization routes. Major concepts of each cognitive process are described below.

Perceptual Process. This is the first phase of listening which listeners "encode incoming speech
"by (1) attending to the text over against to the exclusion other sounds in the environment; (2)
noting similarities, pauses and acoustic emphases in the sound stream relevant to a particular
language; and then (3) grouping these according to the categories of the identified language”
(Vandergrift, 2011:454). Listeners attend to these speech sounds for retaining them in short-term
memory. The term short-term memory refers to a part of the memory where information which is
received is stored for short periods of time while it is being analyzed and interpreted (Call,
1985).

Short-term memory has a limited capacity; it can only retain information for about seven or so
seconds; the "memory span for target language input is shorter than for native language input"”
(Call, 1985:769). This limitation "prevents specific word sequences from being retained longer
than a few seconds, as new information to which the person replaces the old one in short-term
memory"(O'Malley & Chamot, 1990:34). That is why we quickly forget information we hear.
But Vandergrift & Goh (2012:41) suggest that L2 listeners make more rapid progress once they
overcome the natural compulsion to listen using the sound categories of their L1 and when they
acquire greater phonological knowledge of the sounds in their L2". The perceptual process of
listening becomes automatic with practice (O'Malley & Chamot, 1990).

Parsing Process. Parsing is the second phase of listening comprehension which establishes the
relationship between the meaning of individual words and the meaning of whole utterances
during listening (Buck, 2001). Vandergrift & Goh, 2012:42) note that "the product of parsing is
typically monitored in the conceptualizer for congruency with the listener’s prior knowledge
stored in long-term memory and/or current understanding of the whole text". The parsing process
important for reorganizing the messages derived from the meaningful words that could be stored

in short-term memory.
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Utilization. This is the third phase of listening process which involves creating a mental
representation of what is retained by the perception and parsing processes and linking this to
existing knowledge stored in long-term memory (O’Malley & Chamot, 1990). In this phase, the
listener's prior knowledge interacts with textual information to enhance his/her understanding of
meanings (Goh, 2000). It should be noted that these three conitive processes take place in a
recursive manner "in that uninterrupted shifts may occur from one process to the next and then
back to the previous process, and they overlap with and are consistent with listening
comprehension processes” (O’Malley & Chamot, 1990:34).

Each cognitive process contributes to the larger knowledge construction and language
acquisition. This has led researchers to conduct studies on listening skill within the three
processing phases (perception, parsing and utilization). Goh (2000) identifies several problems
which effective and ineffective listeners face during the perception, parsing and utilization
phases. Data were elicited using diaries, group interviews and immediate retrospective
verbalizations. Results revealed that both better and weaker listeners faced difficulties in the
perceptual and parsing stages. Based on these findings, Goh suggests that activating these stages
can help listeners analyze what they hear and interpret it using their linguistic and background
knowledge and thereby increase their listening abilities. Some of the useful ways to activate
ESL/EFL learners' cognitive and metacognitive processes are bottom-up, top-down and

interactive models, which are described below.

2.4 Three Basic Models of Listening Comprehension

The bottom-up, top-down and interactive models are respectively explained below.
2.4.1 Bottom-Up Listening Processing Model

The bottom-up model of listening comprehension is viewed as a text-driven decoding process.
Peterson (1991:88) defines this model as a unidirectional, lower level process "triggered by the
sounds, words, and phrases which the listener hears as he or she attempts to decode speech and
assign meaning". It is considered to be heavily data-driven and dominated by the use of local
strategies such as identifying word meanings, sentence structure and the correspondence of
letters and pronunciation (Hinkel, 2006). Listening begins with the received data that is analyzed

as successive levels of organization (Richards, 2008). Listening involves bottom-up processing

16



as meaning is derived from comprehension of the sum of all sounds, syllables, words and phrases
(Nunan, 2002).

Hinkel (2006) points out that listening is a process, in which learners have to recognize words,
and understand, connect and evaluate ideas. The process is used when practicing minimal pairs,
pronunciation, listening for specific details, recognizing cognates and word-order pattern
(Anderson, 2010). However, even when learners report having no difficulty understanding both
the words and sentence structures of a given text, they often still have trouble reaching a
satisfactory interpretation of the text (Underwood, 1989). Rost (2005:503) states that "listening
involves bottom-up processing, in which the listener attends to data in the incoming speech
signals as well as top-down processing model™. The implication is that both models are vital to

learn listening skills effectively.
2.4.2 Top-Down Listening Processing Model

Top-down models take the opposite position and have become popular because of the rise of the
importance of the learner in SLA research. This is a higher order process involving topic-related
knowledge, cultural, linguistic and world knowledge. Peterson (1991:88) defines the top-down
model as a higher processing level "driven by listeners' expectations and understandings of the
context, the topic, the nature of text, and the nature of the world". Top-down process includes
"life experiences, educational experiences, cultural experiences, knowledge of how the first
language works as well as how the SL works, and knowledge of how a text can be organized
rhetorically” (Anderson, 2008:100). Background knowledge can be divided into world
knowledge, which is generally shared with others, and personal knowledge, which is more
restricted (O’Malley et al., 1989).

Background knowledge helps learners reflect on the listening process (Goh, 2008). Learners can
benefit from activating their prior knowledge about schematic knowledge which refers to mental
structures for organizing different aspects of the world. Schematic knowledge can include formal
and content schemata; the former refers to knowledge of the organizational structures of different
texts while the latter refer to knowledge of the content of a text (Ellis, 2003). Both the formal and
content schemata are used for storing information in the mind and helping obtain new knowledge
(Wolvin, 2010). Schema theorists claim that the mind organizes thought and imposes structures

on knowledge by using cognitive devices such as advanced organizers (Rost, 2011).
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Advance organizers are activities which are crucial to help learners “organize their thoughts and
ideas as a preparation for learning or studying something. For example, a discussion which takes
place before learners listen to a lecture and which is intended to help them follow the lecture
more easily” (Richards & Schmidt, 2010:14).They are important strategies for teachers to
activate learners’ prior knowledge, to make learners ready for the subsequent lessons and to
arouse their motivation (Hedge, 2000; Macaro et al., 2007). Materials such as titles of books,
newspapers and pictures can help activate listeners’ prior knowledge and prepare them to acquire

new information (Young, 1999).

Learners with good prior knowledge about the topic of the listening text and the context can
understand more about what they hear than learners with poor prior knowledge about these
issues (Goh, 2000). However, some scholars argue that the main skill is the ability to treat the
linguistic details as fast and as efficient as possible (Hedge, 2000). But Vandergrift (2004:5)
argues that "an awareness of both top-down and bottom-up processes and their relative
contribution to comprehension in different contexts and at different levels of language
proficiency is fundamental to a theoretically grounded pedagogy of L2 listening
comprehension™. Yet more research is needed to better understand which model is more effective

in developing EFL learners' listening abilities.
2.4.3 Interactive Processing Model

The third type of processing model is the interactive category. It is a mixture of bottom-up and
top-down models in the listening comprehension process. Interactive processing model was
developed based on an assumption that "language is processed simultaneously at different levels"
(Flowerdew & Miller, 2010:167-8). In interactive models, top-down and bottom-up processes
complement one another and function interdependently. Listening needs the interactive
orchestration between bottom up and top down processing to increase listening ability. The
combination of bottom-up and top-down process is stated by Richards (2008) as follows:

In real-world listening, both bottom-up and top-down processing generally occur
together. The extent to which one or the other dominates depends on the listener’s
familiarity with the topic and content of a text, the density of information in a text,
the text type, and the listener’s purpose in listening (10).

Effective listeners arrive at an anticipated meaning through the interaction of the text and their

previously acquired background knowledge or schema (Hedge, 2000). Field (2008: 132) says

18



that since "listening is online, we cannot assume that there is an easy ‘bottom-up’ progression
from sounds to syllables to words to phrases. And the ‘top-down’ uses of context can serve two
very different purposes: to compensate for gaps in understanding or to enrich a fully decoded
message". Besides, learners’ abilities in the TL and purposes of listening determine the use of
both approaches in a given situation (Morley, 1991). While effective listeners use both the top-
down and bottom-up processes during listening to spoken texts, poor listeners tend to rely on
either top-down or bottom-up process and spend a great amount of conscious effort on perceptual
activity (Peterson, 1991).

However, studies show that the two models together facilitate LC because listeners use both
prior knowledge and linguistic knowledge to understand spoken texts (Hedge, 2000; Carrier,
2003; Vandergrift, 2004). Hedge (2000) explains that effective listeners arrive at an anticipated
meaning through the interaction of the text and their previously acquired background knowledge.
Carrier (2003:390) reports that ‘“neither instruction in bottom-up nor top-down listening
processing was effective when used alone”. Listeners need to learn how to use both processes to
their advantage, depending on their purposes for listening (Vandergrift, 2004). The above
suggests that teachers have to dedicate to developing their students bottom-up and top-down
abilities (Chen, 2009).

Despite the support in the literature for teaching learners both the bottom-up and top-down
listening activities, this researcher observed that most teachers used traditional methods that
focused more on the linguistic aspects than on the top-down listening activities. The researcher
also noticed that when learners were asked whether their teachers helped them understand the
top-down aspects using the pre-LC activities, the majority reported that they had little experience
of learning pre-LC activities. Many local studies have also reported similar problems, suggesting
that the students were unaware of the values of a various top-down strategies and activities for
developing their LC abilities. It is thus vital to find ways to help them develop their listening

abilities.

2.5 Importance of Listening Skills in Academic and Real-life Communication Areas

The next sections describe the roles of listening in academic and real life contexts

2.5.1 Importance of Listening in Real Life Communication
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The ultimate aim of learning and teaching English revolves around effective and meaningful
communication. By extension, the major aim of teaching/learning listening skill is to develop
learners' abilities to receive and convey messages successfully in academic and real life contexts.
Listening is one of the most important skills for human daily communication (White, 2008; Goh,
2008). The benefits of listening have been described in the literature. Earlier studies showed that
"time spent in communicating divides into approximately 50 percent listening, 25 percent
speaking, 15 percent reading, and 10 percent writing" (Morley, 1984:9). This supports the claims
that "listening competence is universally larger than speaking competence™ (Brown, 2001: 247).

Listening is also one of the most important skills in the digital world where people’s interest in
obtaining and sharing up-to-date information transferred through digital devices is rapidly
increasing. In this respect, Vandergrift (2007:191) notes that the current day people “want to be
able to access the rich variety of aural and visual L2 texts available today via network-based
multimedia, such as on-line audio and video, YouTube, podcasts and blogs”. All the above data

indicate that listening is the most important skill for successful real-life communication purpose.

2.5.2 Importance of Listening Skill in Academic Contexts

Listening is one of the most important skills for achieving the goals of learning languages and
other content subjects (Rost, 1990; Feyten, 1991; Flowerdew & Miller, 1992). Field (2008:334)
says that "listening is the principal means by which learners expand their knowledge of the
spoken forms of the TL. It opens up access to language used in natural contexts”. It plays a life-
long role in the process of learning an L2 (White, 2008). Listening is the core of SLA (Feyten,
1991) since it provides the auditory input that is necessary for learning the TL (Rost, 2011).
Feyten (1991:5) states that "Listening ability lies at the very heart of all growth, from birth

through the years of formal education™.

The skill of listening is listed first among the four sister skills not only because it appears first in
the first language but because it is used the most in their daily lives (Rost, 1990). One
justification for this claim is that children first listen to sounds or words given by their families,
and then after they have internalized numerous sounds and words they begin to speak or write.
Hasan (2000:138) states that listening "provides the right conditions for SLA and development of
other language skills". Similarly, Celce-Murcia (1991) considers listening one of the most
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important skills for developing learners’ speaking, reading, writing, grammar, vocabulary and

pronunciation.

Research shows that learners from kindergarten to university educational levels obtain much of
their knowledge and skills through listening than any other skills in the TL (Gilbert, 1988; Rost,
1990; Green, 2004). For example, an earlier study by Gilbert (1988) indicated that learners from
kindergarten through high school were expected to listen 65-90% of the time. It has also been
reported that “An estimated 80% of what we know is acquired through listening” (Swain et al.,
2004: 48), and that “over 50% of the time that students spend functioning in a FL will be devoted
to listening” Nunan, 1998:1).

Studies also show that high school, college and university learners spend most of their time in
listening to lectures, taking notes and interacting with teachers and peers (Feyten, 1991). Taylor
(1964) cited in Feng (2007:58) says that “nearly 90 percent of class time in high school and
university is spent listening to discussions and lectures”. Good listeners can attend academic
courses more effectively than poor listeners can do (Plowerdew, 1994). It is also stated that good
learners’ “success ... is dependent on their being able to decipher, decode, understand, store and
recall the information provided by teachers and peers in direct teaching and in discussion”

(Green, 2004:59).

The above-mentioned verbal and numerical data suggest the necessity of giving priority and high
attention to promote learners’ LC; otherwise, their LC abilities might remain poor; this leads
EFL learners to be anxious and unmotivated in the LC classrooms (Goh, 2008). Besides,
listening can be the most challenging skill to language learners as many factors affect the process

of learning listening skills (Vandergrift, 2004).
2.6 Major Barriers to the Development of Learners' LC Abilities

The next sections discuss some major barriers namely: (1) difficulty of listening, (2) poor
teaching methods and materials, (3) lack of learner motivation and (4) listening anxiety and (5)

learners' wrong beliefs about learning listening.
2.6.1 Difficulty of Learning Listening Skills in the ESL/EFL Contexts

Learning is generally a complex and laborious activity that demands consistent attention,

concentration and practice. Listening is considered by many people as the most difficult activity
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particularly for SL/FL learners. For instance, Chen (2005) declares that listening is a complex,
active, multistep and multifaceted process by which spoken language is converted into meaning
in the listener’s mind. Rost (2006:29) states that listening “has been considered the most difficult
skill to learn out of the four skills”. It is a complex process in which learners have to manage a

variety of knowledge and skills happening simultaneously (Anderson & Lynch, 1988).

Research has identified many factors that make LC difficult. For example, Brown & Yule (1983)
list four factors affecting listening skill: (1) speaker factor, (2) listener factor, (3) content, and (4)
support. The speaker factors indicate speech rates, accent, and the use of discourse markers. The
listener factors include learners’ attentiveness, motivation, interest, strategy use, and topic
familiarity. Anderson & Lynch (1988) mention three main factors that make listening difficult:
the type of input, the support provided by context and the type of task involved. These scholars
also explain that lack of socio-cultural, factual and contextual knowledge of the TL can also

present an obstacle to comprehension because language is used to express culture.

Underwood (1989) organizes the major listening problems as follows: lack of control over the
speed at which speakers speak, not being able to get things repeated, the listener's limited
vocabulary, inability to concentrate, and learning habits. Rubin (1994) lists five major factors
affecting SL/FL listeners’ comprehension: (1) text characteristics, (2) interlocutor characteristics,
(3) task characteristics, (4) listener characteristics and (5) process characteristics. Listener
characteristics include language proficiency level, memory, attention, and background
knowledge. Process characteristics include bottom-up and top-down which are related to

different strategy patterns and proficiency level.

Several studies have asked ESL/EFL learners about their problems in listening using
questionnaires and interviews. Their problems relate to the speaker’s delivery speed and
individual style (hesitation behavior, accent) as troublesome; they also identify vocabulary,
including breaking up the speech stream into recognizable words, as a major issue (Goh, 2000;
Hasan, 2000; Chen, 2005; Graham, 2006). Chen’s (2005) study indicated that a large number of
learners’ accounts were devoted to the challenges imposed by the spoken features in the
materials. The three most frequently mentioned features were: (1) rate of speech, (2) clarity of

voice, and (3) accents.
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It has also been claimed that EFL learners suffer from understanding spoken texts at typical
conversational rates by native speakers even though they may understand individual words when
heard separately (Buck, 2001). After all, listening is different from the other skills such as
reading and writing in English and this represents a serious barrier to learners’ performance on
listening activities. Vogely (1999:107) note that "students have time to stop and consider what
they are trying to write or read; however, with listening, they can be presented with information
delivered swiftly, just once, and then can be asked to quickly respond”. Readers and writers can
go back and forward to check the information that is not clear for them, but listeners cannot do

the same thing since they have little control over the speakers' speed (Underwood, 1989).

Many scholars claim that fast speech declines LC process. For example, Buck (2001:40) notes
that speech rate is "clearly an important variable in LC" and "comprehension declines as the
speaker talks faster”. Similarly, Rost (2005:506) states that speech rate is "a major factor in the
comprehensibility of speech for L2 listeners". Listening has also a unique characteristic, that is,
"it exists in time, rather than space - it is ephemeral in nature” and that "the sound system of the
SL poses a significant problem” (Lund, 1991:201). But Hassan (2000) argues that FL learners
fail to comprehend natural spoken texts whether delivered as normal rate, or when speech is too

fast or with varied accents.

A range of cognitive factors such as attention, concentration and memorization can also affect
the process of learning listening lessons. Many learners encounter difficulties in concentrating,
attending and memorizing FL spoken texts (Lynch, 1998; Chen, 2005). In addition to the
cognitive factors, various noncognitive attributes such as self-efficacy, immediate social
contexts, individual behavior and effort “play an important role in reversing or limiting delays or
deficiencies in cognitive development and academic achievement” (Rosen et al., 2010:11). Since
listening is mostly a function of mind (Rost, 2011), it is likely that the noncognitive factors can

affect the learners’ listening learning processes and their listening skill development.

In summary, most of the factors cited in the previous sections are believed to affect the process
of learning listening skill and the listening abilities of learners. These factors can also make
listening difficult particularly for FL learners. However, the majority of the aforementioned

factors and attributes can be improved by training learners with modern teaching methods than
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with traditional teaching methods (Underwood, 1989; Ellis, 2003; Vandergrift & Goh, 2012). An

overview of the teaching methods is given below.
2.6.2 An Overview of the Language Teaching Methods

Teaching methods play decisive roles in L2 learning processes and achievements (Oxford, 1990;
Ellis, 1994; Kumaravadivelu; 2003; Griffiths, 2004). Kumaravadivelu (2003:47) says that
“without effective methodological mediation, a syllabus remains a lifeless list of linguistic
labels". Although there is no a single best method, effective teaching methods enable language
learners to develop performances and achievements (Griffiths, 2003). But ineffective ones may
have negative impacts on learners’ performances or achievements (Richards, 1990; Ellis, 1994).
Methods can be grouped into traditional and modern types. The next sections offer the

description of each.

2.6.2.1 Traditional Teaching Methods

This class of methods involves the grammar-translation, audio-lingual method, direct methods.
In fact, many other approaches and methods had also come and gone in and out of fashion as a
result of the demand for finding effective language pedagogies (Griffiths & Parr, 2001). The
grammar translation and audio-lingual methods are described below.

Grammar Translation Method. This was dominant method in most educational settings until
the middle of the 20™ century (Adamson, 2004). It was derived from the learning of Latin and
Greek, which were the classical languages taught in Europe. Grammar as a discipline had its
roots in Greek and Roman scholarship and was revived during the Renaissance (Adamson,
2004). This method placed more emphasis on reading, writing and translating Latin and Greek
literature in order to "instill intellectual rigor and to transmit the cultural values embodied in the
literary canons to a new generation” (Adamson, 2004). Language was viewed as an academic

subject rather than as a means of communication (Celce-Murcia, 1991).

The focus of instruction was on reading and writing with little attention paid to speaking and
listening (Griffiths & Parr, 2001). As Harmer (2007:63) points out, "Students were given
explanations of individual points of grammar, and then they were given sentences ... These
sentences had to be translated from the target language (L2) back to the students' first language
(Li) and vice versa". These feature can help learners develop the knowledge of grammar and
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translation but inadequate to develop their listening and speaking skills in the TL (Celce-Murcia,
1991; Harmer, 2007).

Language learning is a complex process which involves not only acquiring the linguistic aspects
and translation but also the acquiring many different nonlinguistic elements (Stern, 1983; Ellis,
1994). Regarding the limitations of grammar-translation method, Oxford et al. (2007:123) say
that "One of this method’s major drawbacks is that many learners, after years of instruction, do
not feel competent to say more than a few sentences in the L2". Thus, such "limited practicality
of the grammar-translation method for communicating in everyday situations created
dissatisfaction toward the end of the nineteenth century among language teachers in Europe
(Adamson, 2004:606:607).

Audio-Lingual Method. This was an influential method in the 1940s and 1960s which is “the
pedagogical and practical implications of behaviorism” (Tavakoli, 2012:41). Language was
taught using the 'parts-to-whole' approach which refers to the teaching of language in a linear
way by means of a series of phonemes, morphemes, words, sentences and rules in isolation
(Rixon, 1986). The goal was to develop grammatical competence, which refers to the
"knowledge of the building blocks of sentences (e.g., parts of speech, tenses, phrases, clauses)
and how sentences are formed" (Richards, 2006:3). Errors should be avoided through controlled

opportunities for production (Rixon, 1986).

Behaviorist also claimed that "language is basically aural-oral” (Kumaravadivelu, 2003: 226) but
instruction was "heavily influenced by reading and writing pedagogy” (Goh, 2008:189).
Listening was seen as a receptive skill where learners listened to repeat and develop better
pronunciation (Rixon, 1986; Morley, 1984). Listening lessons followed a consistent format
involving examination of vocabulary and grammar; use of play and repeat or play and recall
words (Field, 1998). Describing how LC was taught until the 1970s, Rixon (1986:30) says that
"There was little attempt to help students understand the overall message of an extended piece of
spoken English". Moreover, behaviorists underestimated the emotional, psychological and social

factors that learners would bring in the classrooms until the 1970s (Vandergrift, 2007).
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Specifically speaking, learners’ motivation, beliefs, anxiety and self-confidence were not
considered in audio-lingual teaching/learning processes (Stern, 1983; Vandergrift, 2007).
Anderson (2010:8) notes that "behaviorism ... rejected the analysis of the workings of the mind
to explain behavior". It placed emphasis on the role of the environment and belittled the
importance of mental processes assuming that they are "inaccessible to proper scientific
investigation” (Williams & Burden, 1997:8). As a result, scholars in applied linguistics and
cognitive psychology began to criticize audio-lingual method for ignoring the basic skills in the
teaching/learning processes (Morley, 1991).

Kumaravadivelu (2003:29) says that "based on theoretical, experimental, and experiential
knowledge, teachers and teacher educators have expressed their dissatisfaction with method in
different ways". At the same time, researchers began to conducted studies to see the effects of
this method and most findings showed its ineffectiveness in developing learners’ communication
abilities in the TL (Griffiths & Parr, 2001). Other studies examined the interrelationships of
psychological, affective, sociocultural factors and communication skills (Griffiths, 2003).
Findings of such studies led researchers to search for other better methods that can promote

learners’ communication skills.

In short, the above-mentioned traditional methods failed to equip learners with sufficient
communication skills in the TL. The widespread dissatisfaction with this limitation and the then
theoretical and empirical studies paved the way for the emergence of different modern or
innovative methods that help develop learners’ interaction and communication skills in the TL
(Elis, 1994; Brown, 2000; Richards, 2006). The next section discusses some of the most

dominant methods of teaching a second or foreign language.

2.6.2.2 Modern or Innovative Language Teaching Methods

This category involves CLT approach, task-based teaching, cooperative learning method, SBI
and others. Currently, CLT and SBI are the two most dominant approaches to teaching languages
in the formal classrooms. Research has shown that these approaches have challenged the
traditional methods in terms of promoting learners’ positive attitudes, interests and confidences
in achieving the goal of L2 learning. Advantages of the CLT and SBI approaches over the
traditional ones are that learners are likely to be more motivated if they see an activity as

meaningful and as having some relevance to authentic activities which they are called to perform
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them. Leaving the SBI for chapter three, this section presents the core concepts and benefits of
the CLT approach.

To begin, CLT builds on the premise that language learning takes place through language use in
real communicative contexts (Celce-Murcia, 1991). Richards (2006:2) defines CLT as "a set of
principles about the goals of language teaching, how learners learn a language, the kinds of
classroom activities that best facilitate learning, and the roles of teachers and learners in the
classroom”. Its major principle is that “learners must learn not only to make grammatically
correct, propositional statements about experiential world, but must also develop the ability to
use language to get things done” (Nunan, 1988:25). CLT aims to develop communicative

competence involving grammatical, sociolinguistic, discourse and strategic competences.

The term ‘competence’ refers to “one’s...knowledge of a system, event, or fact. In reference to
language, competence is one’s underlying knowledge of the system of a language-its rules of
grammar, its vocabulary, all the pieces of a language and how those pieces fit together”
(Tavakoli, 2012:71). Grammatical competence refers to the degree to which the language user
has mastered linguistic codes such as vocabulary, grammar and word formation. Sociolinguistic
competence concerns with the extent to which utterances can be used or understood in various
social contexts (Canale & Swain, 1980). Strategic competence refers to the ability to use
strategies like gestures or "talking around™ an unknown word to overcome limitations in the TL
knowledge (Oxford, 1990:7).

Unlike the traditional methods, CLT stresses on the development of the learners’ ability to use
the language properly and accurately for effective interaction (Brown, 2001). CLT helps develop
procedures for teaching basic skills that acknowledge the interdependence of language and
communication (Richards & Rogers, 1986). These authors mention three key elements
characterizing CLT in the classroom practices. The first is communication principle: activities
that promote real communication promote learning. The second is task principle: activities that
help promote learning. The third is the meaningfulness principle: language that is meaningful to

learners supports the learning process.

CLT supports that idea that learners should learn the SL/FL in a natural setting and errors are
inevitable but whenever errors occur, teachers are discouraged to give excessive correction for

fear of inhibiting the learners’ progress in language comprehension and production (Krashen
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1983). Krashen goes on to suggest that teachers need to concentrate on oral-audio
communication in the language classrooms. Thus, CLT moved the intensity of ELT from a
passive listening to an active and a complex listening process (Vandergrift, 1999). The role of
listeners' has changed from merely paying attention to the formal structures to listening for

meaning (Martinez-Flor & Us6-Juan, 2006).

However, the limitations of CLT have become increasingly clear over the past decade of
research done in different EFL contexts worldwide. Specifically “the emphasis on fluency versus
accuracy in the CLT approach has shown to fall short of the desired competency among non-
native speakers of English” (Siddiqui. undated:1). The lack of emphasis on explicit grammar
instruction, its primary focus on basic interpersonal communication, and the limited relevance of
its pedagogy for learners’ academic and professional goals are among the main objections to the
CLT approach. Despite that, CLT has remained an important approach in the SL/FL curricula
and classroom instruction. Consequently, numerous countries in the world have adopted CLT in

their national curricula and implemented it in the SL/FL classes (Richards, 2006).

2.6.2.3 Teaching Methods Used in EFL Classes at Samara University and Others

For similar reasons mentioned above, the government of Ethiopia through its MOE officially
declared the implementation of CLT in 1997. Since then, the MOE has designed and published
English curricula and textbooks underlying the principles and practices of CLT. Despite such
attempts, the CLT approaches have not yet been fully implemented in English classes. Research
conducted in Ethiopia since the late 1990s has shown that the grammar-based and teacher-
centered methods have been used in most EFL classes (Seime (1989; Birhanu, 1999; Alemu,
2004; Mekasha, 2005; Girma, 2005).

Birhanu (1999:83) reports that “the methodology which most teachers use was the already
rejected traditional type”. Similarly, Haregewoin (2008:24) says that “although the current CLT
textbooks have been implemented since 1997, there seems to be a general feeling that the
language problems of students have grown worse from time to time”. Sieme (1999:23) notes that
"Lecturing is a method of instruction widely used in higher learning institutions in Ethiopia”.
Alemu (2004:256) also states that “Teaching listening skills have been introduced in secondary
classes in the new series. Evidence reveals that different ways of teaching listening skills have

not been properly designed".
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Alem’s research findings suggest that textbook designers have given little or no attention to LC
activities. As a result, teachers spend most time in teaching vocabulary items and grammar rules
using traditional methods (e.g., teacher-fronted, grammar-based). It is not to say that grammar-
based instruction is bad and should not be used in L2 classes since it helps develop linguistic
competence. Learners have to learn linguistic elements such as "spelling, pronunciation,
vocabulary, word formation, grammatical structure, sentence structure and linguistic semantics”
(Hedge. 2000:46-47). In fact, one rarely speaks, listens, reads or writes in a FL with little
knowledge of vocabulary and grammar parts. This suggests that grammar-based teaching is vital

to develop linguistic competence.

However, research shows that linguistic-focused instruction is inefficient to develop FL listening
and speaking skills (Griffiths, 2003; Oxford & Lee, 2007). It is clear that the main goal of ELT
is to develop learner’s communicative competence (Richards, 2006). Communicative
competence is a cumulative effect of learning or acquiring all basic skills, grammar rules and
vocabulary items as well as non-linguistic aspects or processes (Stern, 1983; Richards, 2006). In
the same vein, O'Malley et al. (1987:295) argue that "knowing about language as a grammar
system is not a sufficient condition for knowing how to use a language functionally”. Learners

need to spend much time in understanding and conveying meanings (Stern, 1983; Brown, 2001).

Most L2 theories and approaches (SLA, CLT, learning strategy, constructivist or interactionist)
stress on the importance of communication as people use language in various contexts to send
and receive information successfully (Hedge, 2000). Using the SL/FL as a medium of instruction
to conduct meaningful communication manifests the constructivist rationale that language and
thoughts are developed through meaningful communication and social interaction. A great deal
of empirical research indicates that interactive and communicative activities are the key to
achieve communicative competence. This competence can be developed if learners are “engaged
in interaction and meaningful communication” processes (Richards, 2006:22). The benefits of
interaction activities are highlighted by Rivers (1987) as follows:

Through interaction, students can increase their language store as they listen to or

read authentic linguistic material, or even output of their fellow students in

discussions, skits, joint problem-solving tasks, or dialogue journals. In interaction,

students can use all they possess of the language — all they have learned or casually
absorbed — in real life exchanges (4-5).
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Interaction and communication are crucial particularly in learning English as a FL because FL
learners lack much exposure to the TL outside formal classrooms (Oxford, 1990). It is known
that “English is more of a FL than a SL in Ethiopia” (Heugh et al., 2007:53) meaning that our
students do not have much exposure to English outside the classrooms. Hence, teachers have to
facilitate collaborative (pair/group) activities in English classes (Hedge, 2000; Harmer, 2007).
Collaborative learning refers to “an approach to teaching and learning which makes use of
learners working together in small groups” (Richards & Schmidt, 2010:94). This approach can
make a difference to learners’ abilities in the TL if organized and implemented effectively

(Harmer, 2007).

Research has shown that learners have better chances of practicing language activities if they
work in groups/pairs rather than work individually since groups/pairs provide them with more
opportunities to send and receive messages in the TL. Interactive activities can also be the most
important techniques for developing listening skills (Guan & Yan, 2010). Interactive listening
involves “an active interplay between a listener and a text or between a listener and a speaker”
(Richards & Schmidt, 2010:91). It is the speaker’s and listener’s abilities to clarify utterances
through interaction. Guan & Yan (2010) define interactive listening more elaborately as:

Interactive listening is a two-way process between the listener and the speaker. The

two basic sub-processes can be described as: 1) The listener receives messages from

the speaker, comprehends/interprets/evaluates, and gives a certain response; 2) The

speaker receives the listener response, comprehends/interprets/evaluates, and gives
response to the listener (22).

Vandergrift (1997:494) says that "interactive listening plays an active role in cooperation with
the interlocutor to fulfill the goals of interaction”. Interactive LC activities can increase learners’
motivation to actively engage in the learning process to negotiate meaning and form (Harmer,
2007). However, local studies reveal the lack of interactive learning (pair/group) activities in
most of the observed classes (Awol, 1999; Alemu, 2004; Girma, 2005). For example, Awol's
(1999:233) study showed that "most of the class time is used up by the teacher talking all by
himself or herself trying to explain things for students. Students’ contribution to the class
discussion ... has been limited to one or two-word responses most of which are barely audible,

are incorrect or both".
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It has been claimed that most of the speaking problems emerged from poor listening ability
(Heaton, 1990; Harmer, 2007). Although many factors contribute to learners’ poor
listening/speaking abilities, teaching methods may take the lion’s share (Kumaravadivelu, 2003).
Oxford & Lee (2007:123) also state that “One of this method’s [grammar-based] major
drawbacks is that many learners, after years of instruction, do not feel competent to say more
than a few sentences in the L2”. By the same token, teacher-centered and grammar-based
approaches can inhibit the development of listening skills (White, 2008). The aforementioned
teaching methods and learners’ listening/speaking problems have also been observed in English

classes at Samara University.

The current researcher's informal discussions with two English instructors at Samara University
showed that many instructors followed the modules scheduled for each academic semester and
discussed the topics using lecture methods. The two instructors also told the researcher that most
of their colleagues did not apply the principles and practices of the current teaching methods
(e.g., CLT, cooperative learning technique and SBI models). Most of the instructors did not use
pair/group formats at the pre-, while- or post-listening stages. For example, one of the instructors
said that “most of us do not give attention to the pre-listening activities; rather, we focus on the
post-listening exercises by using filling in blanks, multiple-choice and Wh-questions. We give

responses to these exercises in the form of 'yes/right' or ‘no/wrong’ formats” (May 29, 2014).

The aforementioned teaching methods are consistent with White (2008:215) who says that "the
methodology for teaching listening skills and strategies still seems somewhat undeveloped and
old-fashioned". Listening is narrowed down to answering a set of post-LC questions but such “a
narrow focus on the right answer to LC questions (product) does little help students understand
and control the process leading to comprehension” (Vandergrift, 2007:191). Besides, making
learners answer LC questions using 'right' or ‘wrong’ formats increases their demotivation
(Berne, 2004; Goh, 2008; Rost, 2011). As will be described in other sections later, anxious and
demotivated learners give little or no attention to the lessons, and eventually, remain poor in
listening skills (Goh, 2008).

2.6.3 The Neglect of Listening Skill in the Syllabus and Classroom Instruction

The neglect of listening skill in the syllabus and classroom instruction might have been another

barrier to the development of learners’ listening abilities at Samara University. In fact, the
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neglect of listening skills has not been exception to the Ethiopian ELT context, evidence shows
that listening skill was overlooked in the past (Morely, 1984). Even more recent studies have
shown that listening comprehension has still received little attention by language experts and
teachers worldwide (Goh, 2008; Rost, 2011; Goh & Vandergrift, 2012). This reflects the
traditional belief that listening is a passive skill and that exposing learners to the speech could be

enough for its development.

According to Vogely (1999:107), "too many teachers assume, erroneously ... and treat listening
as a 'passive’ skill that will 'happen' magically during or as a result of regular classroom activities
and routine™. They viewed listening as a passive skill and exposing learners to spoken texts could
be enough for its development (Nunan, 2002). Instruction was on language aspects such reading,
vocabulary and grammar. Although “there has been a growing interest in and concern for the
teaching of listening in the last 40 years” (Goh, 2008:189), the belief has still persisted in the
world; this makes listening remain a neglected skill in the L2 classrooms. As Nunan (2002)
states that:

Listening is the Cinderella skill in second language learning. All too often, it has

been overlooked by its elder sister — speaking. For most people, being able to claim

knowledge of a second language means being able to speak and write in that

language. Listening and reading are therefore secondary skills — means to other ends,
rather than ends in themselves (238).

In the same vein, listening has little place in the Ethiopian English classes (Awol, 1999; Alemu,
2004; Mekasha, 2005). Alemu (2004:256) states that although the official textbooks contain
some listening activities, “teachers usually, ignore the listening activities in the textbooks as they
do the writing activities”. But success in listening skill depends on the amount of time spend on
practicing various comprehension activities (Ridgway, 2000). Although not focusing on listening
skill, Magno (2010:40) argues that “The time spent in studying formal English is a very
important factor”. By the same token, a learner cannot develop good listening ability through
learning within two or three sessions per week since it is a very complex and last-longing process
(Goh, 2008).

A learner needs to spend much time on practicing a variety of inputs to develop his/her listening
skill (Underwood, 1989). Vandergrift & Goh (2012:200-1) suggest that "Learners should listen

to as many different types of authentic listening texts including narratives, recounts, reports,
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instructional texts and conversations”. But LC has received little time in English syllabus at

Samara University as shown in Figure 2.1

No |Course Title Course Code |Credit Hour
1 Listening Skills EnLa 303 3
2 Reading Skills EnLa 208 3
3 Spoken English 1 EnLa 205 3
4 Spoken English 11 EnLa 206 3
5  |Advanced Speech EnLa 304 3
6 Basic Writing Skills EnLa 202 3
7 Creative Writing EnLa 408 3
8  |Advanced Writing Skills EnLa 403 3
9 Research Methods & Report Writing EnLa 306 3
10 |Business Communication & Technical Writing |EnLa 405 3

Figure 2.1 English Language Skills Courses Along With Their Respective Credit Hours. Taken
from ‘Curriculum for Degree in English Language (2010).

As shown in Figure 2.1, the credit hours given to listening skill is the least (three credit hours)
when compared to other skills. Even if we believe that the three credit hours per week is
adequate, classroom- and non-classroom routines affect the use of all the allocated time for
teaching the listening lessons. Classroom-related routines include activities such as taking
attendance, giving feedbacks to the learners' questions and preparing quizzes/tests can reduce the
actual teaching periods. Thus, learners may remain untrained in listening skills, and this affects

the improvement of their listening abilities.

Non-classroom routines concern with instructors' engagement in various administrative tasks.
Experience shows that most instructors at Samara University were assigned to different office
works besides teaching English. It is not to say that instructors should not do other tasks but the

problem is that the office works reduce their time covering the course contents within the
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timeframe. It was observed that when teachers lacked time to cover the course contents, they
ignored listening and focused on other items in the modules. This is in line with Field’s
(2008:334) observation that "instructors tend to seriously underestimate the importance of
listening practice. When they find themselves short of time, it is quite often the listening session
that gets cut”. But unless learners are given ample opportunities for practice various listening
comprehension activities, they cannot develop high ability in FL listening skill (Hedge, 2000;
Green, 2004).

The above statement is echoed in Field’s (2008:335) suggestion that teachers need "to give
prominence to listening in L2 programs as the skill that will be of most use to learners in the
world beyond the classroom™. It has also been stated that the "goal of any language instruction is
not only to teach the L2 for the moment, but to instill within the learner a sense of what it is like
to be a lifelong language learner” (Cohen & Macaro, 2007:284). Learners should be given the
opportunity to understand not only what to learn inside and/or outside the classroom, but also
learn how to learn by themselves (Wenden, 1998). Similarly, Dornyei (2005:178) says that if
“learners are more aware of how they learn best and take more responsibility for their learning,
they may have lifelong-learning rather than having the more typical learned-but-forgotten

language experience”.

Ellis (2003:1) warns that “unless learners are given the opportunity to experience such samples
[communicative activities], they may not succeed in developing the kind of L2 proficiency
needed to communicate fluently and effectively”. It has been claimed that implementing SBI in
regular classes helps learners improve their listening abilities and make them lifelong learner
(Carrier, 2003; Berne, 2004; Field, 2008; Chen, 2009). Underpinned by the assumption that the
SBI model provides learners with opportunities necessary for overcoming many learning
problems, raising effective learning processes and developing listening ability, the study was
designed to examine the effects of the SBI on the listening abilities and strategies utilization of

learners at Samara University.

2.6.4 Examination-Oriented Teaching/Learning Methods

Exam-focused instructions can be taken another barrier to the progress of our learners’ listening
skills. The definition of washback, its impact on the teaching and learning processes and its

effects on learners’ LC abilities are discussed below.
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2.6.4.1 Definition of Washback in the Field of SLA

The term ‘washback’ is defined in different ways and there is lack of consensus on the definition
and conceptualization of this term. For example, Alderson & Wall (1993:117) define it as “the
way that tests are ... perceived to influence classroom practices, syllabus and curriculum
planning”. Missick (1996:243) defines the term as "the extent to which the test influences
language teachers and learners to do things that they would not necessarily otherwise do".
Washback is the outcome or influence of testing on teaching or learning (Cheng, 1997). These
definitions imply that exams can change the teachers’ and learners’ attitudes, attentions and

actions in the teaching/learning processes.
2.6.4.2 Washback Effects of Our National Exams on the Teaching/Learning of LC

As noted in sections 2.6.2.3, the MOE has declared the use of CLT approaches in English classes
so as to develop learners’ communication skills. It has also been briefed earlier that the aim of
CLT is to develop each learner’s communicative competence through learning all basic skills
and the knowledge aspects of English. Despite the advocacy of using CLT in English classes,
local studies have shown that CLT has not been fully implemented in most of the observed
English classes. One of the main reason is that the purposes that the national and school-based
tests or examinations serve. It is worth noting that the exam scores serve different purposes:
policy making, work position, placement, documentation, research, social functions, political

status and so forth.

The other reason is related to the formats and contents of our examinations. Both the nature and
purposes of test scores serve in the society can have a negative or positive effect on the
teaching/learning processes (Huges, 1989; Cheng, 1997; Hedge, 2000). Biggs (1995) argues that
whether it can be negative or positive, strong or weak, the influence of tests on teaching and
learning is inevitable. The negative effect of tests appears when the scores affect learners’ future
academic careers (Huges, 1989). In Ethiopia, the scores of the national examinations are "used to
screen those who will go on to universities and colleges” (Awol, 1999:4-5). A learner who does

poorly in the entrance examinations will never be allowed to join any university in the country.

For that reason, both teachers and learners need to spend much time practicing the TL parts that

will appear in the future exams. This shows that "language tests are seen to have a more direct
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washback effect on teaching content rather than teaching methodology” (Cheng, 2004:147-8).
Test contents can change teachers’ instructions (Alderson & Wall, 1993). They can shift
teachers’ attention from helping learners learn how to listen FL texts to helping them pass exams
since "A pass in English...determines a student’s chance of joining a university (Awol, 1999:18).
Alemu (2004:266) notes that “If students are not assessed for what they do in the classroom, they
do not give credit to the activities they do, as they usually measure their success in what they

score in tests”.

Learners, on the other hand, may give more attention to the language items that they will be
tested later on; otherwise, they will lose the chance to join higher institutions (Awol, 1999). This
may lead them to a heavy reliance on rote learning as opposed to the current SLA theories which
stress that instruction should focus on helping learners achieve success in an L2. Learners rely on
teachers’ instruction and seldom realize that they themselves must be active in their learning to
listen (Vandergrift, 2003). It needs to be recognized that "listening instruction is no longer
simply testing listening content. Integrated Sl holds promise for effective listening pedagogy”
(Chen, 2009:74).

The impacts of tests and test formats are also observed in the classrooms of pre-university and
higher learning institutions in Ethiopia.