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The objectives of this study were 1) to examine the effect of different listening
supports on the students’ listening performance, 2) to investigate the effect of different
levels of English ability on the students’ listening performance, 3) to investigate the
interaction effect between listening supports and English ability and 4) to examine the
listening strategies used by the students in performing listening test. The population was
first-year undergraduate students from three faculties at King Mongkut’s University of
Technology Thonburi and the samples were 180 students. They were grouped and labeled
as high ability students and low ability students based on the grades they obtained from
their previous English Fundamental Course.

The research instruments included an English Listening Proficiency Test, a
questionnaire, and a semi-structured retrospective interview. The English Listening
Proficiency Test was developed to examine the effect of listening supports on the
listening performance. The questionnaire, along with the semi-structured retrospective
interview, was designed to obtain in depth data about the listening strategies that high and
low ability students used when taking the listening test. Quantitative data were analyzed
through descriptive statistics including mean, standard deviation statistics, and Two-way
ANOVA as well as effect size. Content analyses were employed to analyze qualitative
data.

The findings revealed that 1) listening supports significantly affected the listening
performance of Thai first year students with the repeated input being the most effective
listening support. However, the statistical analysis indicated that the effect size of the
listening support was small. In other words, in-this study listening performance may not
be influenced by the selected listening supports, 2) the levels of English ability
significantly affected the listening performance and its effect size was small, 3) the
statistical analysis indicated that even though both main effects were significant, the
interaction effect between English ability levels and listening supports was not
significant, and 4) the students used a variety of listening strategies when taking a
listening test with the three most frequently used strategies being directed attention,
selective attention, and prediction, respectively and the least frequently used listening
strategies being repetition, note-taking and positive talk, respectively. Moreover, it was
found that high ability students and low ability students used listening strategies in the
same pattern, but high ability students used them more frequently.

The findings provided more insights into the effects on the listening performance
of Thai first-year students. Moreover, they also gave more information to enable teachers
to see the importance of listening strategies.
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

There is no doubt that listening comprehension is essential for language
learning. As suggested by Vandergrift (2007), “Listening comprehension lies at
the heart of language learning, but it is the least understood and least researched
skill” (Vandergrift, 2007:191). As to why it is the least studied, Buck (2001)
claimed that it may be due to the incredible complexity of the listening process,
which may be why listening is the least researched. Vandergrift (2007:191) also
stated that “listening is the least researched skill among the four language skills
because of its “implicit nature, the ephemeral nature of acoustic input and the
difficulty in accessing the processes.” However, the attention on listening has
increased in the past decades with the emphasis on various aspects of listening
skills such as listening comprehension process, factors affecting listening
comprehension, and listening strategies (Vandergrift, 1997, 2002; Goh, 1998,
2002).

According to Buck (2001), listeners usually rely on two sources of
information in processing listening input. First, they have to rely on their
linguistic knowledge, which includes knowledge of phonology, lexicon,
semantics, syntax, pragmatics and so forth. The second type of knowledge is
schematic knowledge, i.e. “the knowledge about the topic, about the context, and
general knowledge about the world and how it works™ (2001:2). This knowledge
goes through different processes: a bottom-up process, a top-down process, or an
interactive process in the listeners’ heads in order to comprehend the listening
input. However, completing this process may be interrupted and comprehension
might not occur. The factors affecting listening comprehension, therefore, have

become the interest of many researchers.



Brindley

and Slatyer (2002) identified three factors that affect the listening

ability of students:

The nature of the input: speech rate, length of the passage,
syntactic complexity, vocabulary, discourse structure, noise
level, accent, register, propositional density, amount of

redundancy, etc.;

The nature of assessment tasks: the amount of context provided,
clarity of instructions, response format, availability of question

preview, etc.; and

The individual listener’s factors: memory, interest, background

knowledge, motivation, etc.

These factors influence the listening comprehension of the listeners. In a

testing situation, these factors influence the test performance of students.

Therefore, several studies have focused on the factors affecting listening

comprehension or performance of listeners and one of these factors is defined as

listening supports. In other words, providing listening supports is a way to

investigate how the performance of students may be affected by different factors.

Table 1.1 shows previous studies of the effects of listening supports and the

findings, as they relate to this study. The first three studies focused only on one

factor, while the last two focused on the relative effects of different listening

supports.

Table 1.1: Previous Studies of the Effects of Listening Supports and the Findings

Researchers | Listening supports Findings
Sherman Question preview The results from the questionnaire
(1997) indicated that the subjects had

strong affective attachment to

previewed questions.




Table 1.1 (continued): Previous Studies of the Effects of Listening Supports and

the Findings

Teng (1999)

Question preview

The results indicated that providing
questions in advance facilitated the

listening performance of the

Read (2006)

questions, repetition
of input, providing
background
knowledge, and

vocabulary

subjects.
Elkhafaifi Vocabulary preview | The findings indicated that the
(2005) and question subjects from the question preview
preview group scored significantly higher.
Chang and Previewing test The results showed that the most

effective type of listening support
was to provide the subjects with
the information about the topic,
followed by repetition of the

listening input.

instruction

As seen from Table 1.1, even though the factors that affect listening
comprehension or performance of students have been explored and well-defined,
the studies on the relative effect of listening supports are still limited, especially in
Thai context. Therefore, this study has examined the aspects of factors affecting
listening performance of students, particularly Thai first year, non-English major
students. Therefore, the purpose of this present study is to investigate the main
and interaction effects of listening supports on the listening test performance of
Thai undergraduate students across different levels of English ability as well as to
examine the use of listening strategies of these undergraduate students across
different levels of English ability. This study may reveal information whether

listening supports affect the listening performance of the students and if so to



what extent the supports have an effect on the listening performance of the

students.

Another aspect of listening skill that is investigated in this study is
listening strategies. Even though language learning strategies have been around
for several decades and has been proven to be useful for language learners,
listening strategies are still not at their peak. O’Malley and Chamot together with
Kupper (1989) observed the use of listening strategies at different phases of
listening comprehension between effective listeners and ineffective listeners. The
study reveals that effective listeners tended to use both top-down and bottom-up
strategies while ineffective listeners seemed to employ only bottom-up strategies.
Vandergrift (1997) also studied listening strategies and his study showed that
cognitive strategies were the most frequently used among L2 French students.
And among the listening cognitive strategies, Teng’s (1998)’s study indicated that
‘translation’ was the most used strategy among his subjects. As evidence of the
growing attention to listening strategies in Thailand, a study by Suwaphap in 1998
showed that that the listening ability of Thai students could be enhanced by the

use of cognitive and metacognitive strategies.

Furthermore, in relation to proficiency or ability levels, Goh’s study in
1998 indicated that high-ability listeners used more strategies and tactics than the
low-ability ones. Also in 2002, Goh investigated the use of listening strategies
among Taiwanese EFL students; the finding indicated that the participants with
the higher level of ability used both cognitive and metacognitive strategies more

effectively.

In Thailand, Piamsai (2005) studied the use of cognitive and metacognitive
strategies across two levels of the ability variable: high-listening ability and low-
listening ability among students at Chulalongkorn University. The study revealed
that the high-listening ability group employed more cognitive and metacognitive
strategies than their low-listening ability counterparts. Also, this study showed



that the high-listening ability group emphasized more placed more emphasis on
the appropriate use of strategies than their low-listening-ability counterparts.

Table 1.2 shows previous studies on listening strategies.

Table 1.2: Previous Studies of Listening Strategies

Researchers Findings
O’Malley et al. The result indicated that effective and ineffective listeners
(1989) employed the studied strategies differently at each stage of

cognitive processing.

Vandergrift The results showed that the most frequently used strategies
(1997) among high proficiency learners were cognitive strategies,

followed by metacognitive and socio-affective strategies.

Goh (1998) The results indicated that high-ability listeners used more

strategies and tactics than the low-ability ones.

Teng (1998) The findings showed that compensation strategies were the
most frequently used and translation strategy was the most
used strategy.

Goh (2002) The results indicated that the participants with the higher
level of ability used both cognitive and metacognitive
strategies more effectively.

Suwaphap (1998) | The result from the study indicated that the listening
ability of Thai students could be enhanced by the use of

cognitive and metacognitive strategies.

Piamsai (2005) The result indicated that the high-listening ability group
employed more cognitive and metacognitive strategies

than their low-listening ability counterparts.




Even though listening strategies have been explored for some time, in the

case of Thailand, investigation on this aspect of listening is still needed in order to

contribute to the body of knowledge on listening strategies and sub-strategies

among Thai students, especially in testing situations in order to give insightful

information on listening strategies which exist among students of different

English abilities.

In brief, this study aimed to investigate the effects of listening supports on

listening performance of Thai university students as well as to examine the use of

listening strategies and sub-strategies of the students in a listening testing

situation.

1.2 Objectives of the Study

1.

To examine the effect of different listening supports on students’ listening
performance.

To investigate the effect of different levels of English ability on students’
listening performance.

To investigate the interaction effect between listening supports and
English ability.

To examine the listening strategies used by students in performing a

listening test.

1.3 Research Questions

This study is aimed to find answers to the following questions:

Do different types of listening supports have a significant effect on
students’ listening performance? If yes, to what extent is the effect size?
Do different levels of English ability have an effect on students’ listening
performance? If yes, what is the effect size?

Is there an interaction effect between listening supports and English
ability?

What listening strategies do the students use when they do a listening test?



1.4 Definition of Terms

The English Listening Proficiency Test (ELP-Test) used in this study
is a proficiency test to assess the general listening ability of the participants.
The test focused on two types of comprehension based on the listening sub-

skills framework of Weir (1993) as follows:

1. Direct meaning comprehension refers to the comprehension of

surface information and facts that are explicitly stated in the input text.

- Listening for gist: ability to understand the listening message.

- Listening for main ideas: ability to distinguish main ideas or
important information from supporting details or examples.

- Listening for specific information: This construct measures test
takers’ ability to listen for specific information, including the
recall of important details.

- Determining speakers’ attitudes and intentions: ability to
determine the attitudes and intentions of speakers from the

input.

2. Inferred meaning comprehension: ability to implicitly understand
and draw inferences from input texts, i.e. the information is not clearly

stated and the answer, therefore, requires more careful listening.

University Students refers to first year students who are studying at a
Bachelor’s degree level at King Mongkut’s University of Technology Thonburi in
the academic year 2010. They come from three faculties, namely the Faculty of
Engineering, the Faculty of Science, and the Faculty of Industrial Education and

Technology.

High Ability Students (HAS) were 15 first-year students for the pilot study
and 90 for the main study from King Mongkut’s University of Technology
Thonburi. They obtained grade A or B+ from their previous English fundamental
course (LNG 101 General English).



Low Ability Students (LAS) were 15 first-year students for the pilot study
and 90 for the main study from King Mongkut’s University of Technology
Thonburi. They obtained grade C+ or below from their previous English

fundamental course (LNG 101 General English).

Listening Supports in this study were three forms of listening supports in
the listening test which was administered to help test takers perform the listening
test. The three types of supports which will be explored in this study are: (a)

Question Preview, (b) Vocabulary Preview, and (c) Repeated Input.

a) “Question Preview (QP)” refers to the opportunity for test
takers to be prepared about the topic of the listening test in
advance, by previewing the questions in advance. The students
in this group could read about the topic they would listen to

immediately before the listening test.

b) “Vocabulary Preview (VP)” refers to the provision of the key
vocabulary in the listening text for the test takers to learn
before taking the ELP-Test.

C) “Repeated Input (RI)” refers to the opportunity to listen to
listening text that the test takers listened to in each listening test

situation. In this study, the listening text was play twice.

Unlike previous studies on listening supports, this study was conducted
strictly in a testing situation. That is, the listening supports were provided in the
form of paper-based materials. There was no explanation or discussion of the

‘question preview condition’ and the ‘vocabulary preview condition’.

Listening Performance was based on the scores of the test takers
obtained from taking the ELP-Test. The test was developed to assess general

listening ability of Thai first year university students.



Listening Strategies and Sub-strategies employed in this study refer to
the strategies and sub-strategies that the test takers used to solve the ELP-Test.
This study focused on the following cognitive, metacognitive, and affective

listening strategies:

a. “Cognitive strategies” refers to the actual action process that the
listeners followed in order to complete the listening test.

b. “Metacognitive strategies” includes the strategies that the test takers
used to organize, plan, monitor and evaluate their listening
performance.

c. “Affective strategies” refers to the strategies that test takers used to

deal with their affective factors.

It should be noted that the listening strategies and sub-strategies in the
questionnaire to tap out the listening strategies of the students were designed
based on the descriptions of listening strategies suggested by Vandergrift (1997)
and Goh (2002). The listening strategies were specifically selected for the

listening test situation set in this study.

1.5 Scope of the Study

1. The English Listening Proficiency Test only covered two listening constructs,
namely “Direct meaning comprehension”, including listening for gist,
listening for main idea(s) or important information and listening for specific

information, and “Inferred meaning comprehension”.

2. The participants were first year students at King Mongkut’s University of
Technology Thonburi and the levels of English ability were categorized by the
grades from their previous English fundamental course.

3. The listening supports were limited to (a) Question Preview, ((b) Vocabulary
Preview, and (c) Repeated Input.

4. The English ability variables comprised two levels: high-ability group and
low-ability group. The students in the high-ability group were those who
obtained grades A or B+ from their previous English fundamental course
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(LNG 101). The students in the low ability group were those who obtained
grades C+ or below from their previous English fundamental course (LNG
101).
5. Moreover, because of the nature of the test, listening strategies only covered
listening strategies and sub-strategies that were used in the test taking
situation, not listening strategies in other situations such as classroom
situation. Therefore, the selected listening strategies included were as follows:
- Listening strategies and sub-strategies used before the listening test:
cognitive and metacognitive listening strategies

- Listening strategies and sub-strategies used during the listening test:
cognitive, metacognitive, and affective listening strategies

- Listening strategies and sub-strategies used after the listening test:

metacognitive, and affective listening strategies

Due to the scope mentioned above, the results found in this study cannot

be generalized to other contexts.

1.6 Assumptions of the Study
The assumptions to conduct this study were:

The study would give some insightful information on the use of listening
supports to minimize the effects of factors affecting the listening test performance,
especially in the formative assessment aspect. Moreover, it was assumed that
useful information of listening strategies and students’ cognitive process would be
obtained through a retrospective interview, which was beneficial for test

developers and teachers.

1.7 Significance of the Study

The results from this present study could contribute to language

assessment in the following aspects:
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a) For practical significance:

It could provide some evidence on the effects of providing supports to test takers
and this evidence would be useful for future test developments. Also, the results
of listening strategies might be useful for students and teachers. Students could
consider what strategies would be effective for them and the teacher could use the
results concerning strategies, if it could be applicable, as information for their
instructional purposes. In other words, the results might give some insights about

process assessment, particularly in classroom assessment.

b) For theoretical significance:

- This research study could provide information for educational
practitioners to develop more reliable and valid constructs in
listening tests for test takers.

- The findings obtained might help in bridging the gap between the
theory and practice in the field of language assessment, particularly

in listening skills.

1.8 Overview

Chapter 1 presents an overall background and rationale on which this study is
based. Then, the objectives and research questions are stated. In addition,
definitions of terms, scope of the studies, assumptions, and the significance of the

study are described.

Chapter 2 reviews literature relevant to issues and research approaches this
study is concerned with. The related literature includes listening comprehension
process, listening assessment, listening supports, factors affecting listening

performance, listening strategies.

Chapter 3 focuses on the research methodology of this study, covering the
research design, stages of the research, samples, research instruments, data

collection, and data analysis.
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Chapter 4 presents the results of the study. With the data quantitatively and
qualitatively analyzed, the four research questions in this study are answered. The
first research question is answered by dealing with the descriptive statistics of the
effects of listening supports on the two groups of students’ listening performances
and their effective sizes. The second research question is answered with the
descriptive statistics of the effects of English ability on the two groups of
students’ listening performances and its effective size. The third research question
is answered with two-way ANOVA about the interaction effect of the two
variables. The fourth question is answered through the descriptive statistics and

the content analyses of the students’ listening strategies used.

Chapter 5 summarizes and discusses the findings, describes some
implications for English assessment particularly for listening skills as well as

offers some recommendations for further research.



CHAPTER 2
LITERATURE REVIEW

This chapter discusses the theory and research into the area that forms the
underpinning for this study. The first section provides an overview of listening
comprehension, its processes and the models to describe these processes. The
second section deals with factors that have been identified to affect listening
performance. The third section concerns listening assessment with related issues,
including listening constructs, how to design a listening test, and the validation
process of the listening test. The chapter concludes with the review of listening
strategies, their effect and the relationship between listening strategies and the

level of language proficiency.

2.1 Listening Comprehension and Listening Process

There are many different approaches to describe the notion of listening
comprehension. However, most researchers seem to agree that all listening
comprehension involves the use of both linguistic and non-linguistic knowledge.
Linguistic knowledge includes phonology, lexis, syntax, semantics and discourse
structure as well as the ability to interact with the input in real time (Buck,
2001:3). Non-linguistic knowledge is concerned with such aspects as contextual
knowledge (Buck, 2001:2;). This knowledge is processed in the listeners’ head to
produce a meaningful understanding of the listening input that they have heard.
Scholars in the field, such as Byrnes (1984), Anderson (1985), Buck (19911), and
Rost (2002) to name a few, have all defined and contributed to the research on

listening comprehension.

Byrnes (1984:318) suggests that listening comprehension is a “highly
complex problem-solving activity” where information is used to solve problems.
From a cognitive perspective, Anderson (1985) viewed listening as a mental
process. He differentiated listening comprehension into three processes:
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perceptual processing, parsing and utilization. In the first phase, perception,
listeners’ attention is focused on the sounds and they try to decode the acoustic
message. In the next step, parsing, words are transformed into a meaningful
mental representation. Finally, listeners utilize the input which “consists of
relating a mental representation of the message to the existing knowledge”
(O’Malley et al., 1989, p. 421). Anderson also indicates that these three phases of
listening comprehension is recursive and overlapping rather than occurring in
distinct stages. In addition, O’Malley and Chamot (1990:133) define listening
comprehension as an “active and conscious process in which the listener
constructs meaning by using cues from contextual information and from existing
knowledge...”.

According to Buck (1991:67), listening comprehension goes far beyond
the mere application of language knowledge in order to interpret a text. It is a
process whereby listeners extract meaning based on their own knowledge and
experience. He believes that since comprehension takes place in the listener’s
mind, the setting or context for 'interpretation is the cognitive environment of the
listener'. Because of the lack of visible signs of comprehension, task performance
has to form the basis of inferences about the extent of understanding (Buck,
2001:99). Buck's (2001:31) definition of listening comprehension is that it is ‘an
active process of constructing meaning ... by applying knowledge to the incoming
sound'. Vogely (1995:41) defined listening comprehension as a “process of
constructing meaningful information based on a multidimensional relationship
between the learners and all of the internal and external influences, and intrinsic

and extrinsic elements involved in that learner’s reality.”

Like Buck, Rost (2002:59) believes that listening comprehension is a
process whereby language is linked to previously stored notions and associations
in real life. In other words, it is the understanding of what the language is referring
to, based on one's past experience or knowledge. Rost elaborates on this point by
saying that the merging of new information received by the listener with what he
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or she already knows is central to the comprehension process. One needs to
retrieve stored information from one's memory in order to understand and process
the new data. When this background knowledge is activated, the listener
undergoes an affective response which influences his/her reaction to what is being
said (Rost, 2002:63).

In addition, Vandergrift (1997:168) suggested listening is “a complex and
active process in which listeners must discriminate between sounds, understand
vocabulary and grammatical structures, interpret stress and intonation, retain the
data collected in the above processes, and interpret it within the immediate as well
as the larger sociocultural context of the utterance.” Schwartz (1998) defined
listening comprehension as the time when listeners actively operate the received
aural input and interpret the message by using background and linguistic
knowledge. As can be seen, defining listening comprehension is not easy, but all
scholars seem to share the notion that listening comprehension is a complex,
active, and multidimensional process, requires various types of knowledge i.e.
linguistics and non-linguistics as well as the interpretation of the input in a

particular context.

2.2 Listening Comprehension Processes

As mentioned in the previous section, listening comprehension is a

complex process, but still there are theories that attempt to explain this process.

Rubin (1994:199) explained that the “listening process refers to how listeners
interpret input in terms of what they know, or identify what they don’t know.”
Anderson (1985) classifies listening processes into three processes, namely
perception, parsing, and utilization. Each process represents different phases of
the listening processes. Perception, being the lowest level, is when the listeners
focus on the acoustic sounds of the language. During this phase in listening, an
individual attends closely to input and the sounds are retained in echoic memory.
At the parsing phase, words are transformed into a mental representation of the
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combined meaning of these words. During the third phase, the mental
representation above is related to existing knowledge and stored in long-term
memory as propositions or schemata. At this stage, the listener may draw different
types of inferences to complete the interpretation and make it more personally
meaningful, or use the mental representation to respond to the speaker. These
three phases of listening processes are interrelated and each represents different

levels of processing, with perception being the lowest.

All three phases are interrelated and recursive and can happen
concurrently during a single listening event. They are by necessity partially
ordered in time; however, they also partly overlap. Listeners can be making

inferences from the first part of a sentence while they already perceive a later part.

Brown (1995) identified listening comprehension into four stages. The first stage
is to identify the information. The new information is integrated with what the
listeners have already stored in their memory. Next, the new information is filed
and finally used when it is appropriate. Brown’s model seems to point to a

sequence which is followed in order to understand spoken text.

Additionally, the listening process can also be viewed from the listeners’
aspect, that is, how learners process the input. Three accepted models of listening
comprehension processes are the bottom-up model, the top-down model, and

recently the interactive model.

2.2.1 The Bottom-up and Top-down Models

Based on the studies of researchers in the 1940s and 1950s, the bottom-up
model refers to the process where listeners rely more on their linguistic
knowledge to comprehend the input. This model can be viewed as a context-
independent model i.e. the listeners make use of their knowledge of words, syntax,
and grammar to work on form (Rubin, 1994). However, bottom-up processing

has its weak points. In understanding a listening text, relying solely on one’s
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linguistic knowledge might not be adequate; the listener’s background knowledge
also plays an important role. That is to say, efficient comprehension that
associates the listening text with listeners does not only depend on one’s linguistic
knowledge. In the bottom-up process, listeners depend on their comprehension on
their linguistic knowledge, while the top-down process works in an opposite
direction. This process is explained as employing background knowledge to
understand the meaning of a message. The listeners employ prior knowledge of
the context and situation within which their listening occurs to understand what
they have heard. The background knowledge involves knowledge of the listening
topic. We must realize that if the incoming information the listeners hear is
unfamiliar to them, it cannot evoke their schemata and they can only depend on
their linguistic knowledge. Besides, although the listeners can activate their
schematic knowledge, they might not match it with the listening text they have
heard. Thus, only relying on top-down processing may result in the failure of

comprehension (Flowerdew and Miller, 2005).

Brindley (1997) and Buck (2001) shared the same view to explain two
approaches that listeners use in order to understand the listening input. When
listeners begin their process of understanding from the decoding of the acoustic
sounds of the input, then they identify and decode the sentences until they
understand the message. This approach is known as the bottom-up process. On the
other hand, if the listeners begin their understanding processes from the top or the
holistic view of the listening input, this is known as the top-down process.

The distinction between the bottom-up and top-down processes can be also
based on different types of knowledge that is used to understand the listening
input. That is, when listeners rely on linguistic knowledge, they use the bottom-up
process whereas when they rely on non-linguistic knowledge, they use the top-
down process to comprehend the listening input (Yi’an, 1998). Vandergrift
(2002) described the top-down process occurs when listeners use their background
knowledge to understand the meaning of what they are listening to. The
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background knowledge of listeners covers not just the background about the topic
but all kinds of information in the memory storage of the listeners such as
knowledge about the context or the text type. However, not all listeners behave in
such manner. Listeners may rely on their linguistic knowledge such as lexical or
grammatical knowledge in order to comprehend the listening message. This type
of listening process is known as the “bottom-up process”.

2.2.2 Interactive Model

A recent proposed model is the interactive model (Rumelhart, cited in
Flowerdew and Miller, 2005). This model suggests that the process of listening is
not hierarchical as viewed by the bottom-up or top-down process model; rather, it
is a parallel processing—the interaction of linguistic information such as
phonological, semantic— hence one type of processing might take over the other
in order to fulfill the task given. According to Vandergrift (2002, 2007), listeners
use either the bottom-up or the top-down process in a parallel manner, and which
process is used depends on the purpose of the listening, the characteristics of the
listeners such as the level of proficiency and the context of listening. It is believed
that low proficient listeners rely on the bottom-up process more than high
proficient listeners. Moreover, when the context changes, the listening process
also changes; for example, in listening for gist, the top-down process is in use

while in listening for specific information, the bottom-up process will be at work.

In short, the listening process is an active and complex process.
Traditionally, two approaches to look at the listening process are bottom-up and
top-down, but it might not be a linear process. Indeed, it is an interactional
process. The listeners will use whichever type of processes largely depends on the
nature of the task they have to complete. Additionally, the understanding of the
listening comprehension process is essential in assessing listening because in
order to assess something, one must to be able to define the ability (construct) to

be measured and in order to do that one has to know how it works (Buck, 2001).
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2.3 Listening Assessment

Listening testing has evolved over the past years, and there has been a
major shift from being able to distinguish between phoneme and sound to the

emphasis on the understanding of the overall meaning of the listening text.

2.3.1 Approaches to listening assessment

Listening abilities involve invisible and inaudible processes of internalizing
the meaning of the auditory signals (Brown, 2004:118); therefore, it is not easy to
assess. A listening test aims to obtain the result of listening in order to assess
one’s listening ability. Despite its difficulty in assessing, listening skills need to
be assessed. There were three major approaches to assess listening in the past,
namely, the discrete-point, integrative, and communicative approaches. One of
the well-known scholars in assessing listening is Gary Buck (2001) who
comprehensively summarized these three approaches. The details of each

approach are as follows.

Discrete-point Approach
The discrete-point approach was a common method of assessing listening

during the reign of behaviorism in language teaching. It was derived from the
notion of structuralism and behaviorism. It was believed that the whole
knowledge of a language could be derived from testing separate units of linguistic
knowledge. That is, test developers had to select important units of linguistic
knowledge to assess the whole knowledge of the learners. Generally, the discrete-
point approach uses the selective response format in designing a test task. Some
common test types of the discrete-point approach are phonemic discrimination
tasks and multiple choices.
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Integrative Approach

Oller (1979:37), quoted in Buck (2001:66) suggested, “whereas discrete
items attempt to test knowledge of language one bit at a time, integrative tests
attempt to assess a learner’s capacity to use many bits all at the same time.” The
test types that can be categorized under the integrative approach include gap-
filling exercises, dictation, sentence repetition, statement evaluation and
translation. Integrative testing has been accused of relating more to the first phase
of listening, namely the literal meaning of an utterance. There is little call for
inferencing and although the skills that are tested are fundamental to listening
comprehension, the movement has been criticized for assessing a range of
language abilities that are too narrow. This is because the communicative function
of language seems secondary to testing 'isolated events' where the listener is not

required to integrate the information into a context (Buck, 2001:82).

Communicative Approach

The shift towards communicative testing, undoubtedly, corresponds with
the rise of the Communicative Language Teaching approach. The focus of this
approach is on the communicative aspect of using a language. Ideally, the
communicative approach emphasizes authenticity. That is, listeners should listen
to authentic listening texts, which are related to real-world use. Another major
feature of the communicative approach is that the test should be purposeful. In
other words, the listener should know the purpose before listening to tasks.
According to Buck (1991), communicative tests of listening ability should include
tasks that evaluate ‘higher-level cognitive skills’ (Buck, 1991:69). Bachman
(1990:356-7) identified two types of communicative tasks: the first are situational
tasks that are similar to those in the TLU domain and the second are interactional,
where test-takers interact with tasks by using the same or similar competencies

that they would in the real world.

However, some problematic issues of communicative tests are it is

difficult to cover all communicative situations, contexts and topics in one domain
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of language use and the second issue concerns pragmatic inferences, i.e. one text
can be interpreted differently and any interpretation is possible. Therefore, it is
difficult to have complete communicative test, i.e. a test that can assess all

communicative aspects of a language.

2.3.2 Listening Constructs

Prior to designing a test, the most important consideration is what to test.
That is, what ability, trait or construct should be measured by a particular test.
Many researchers have defined listening constructs. However, one of the most
widely accepted listening constructs defined is by Buck (2001). Buck (2001)
created the term “default listening construct.” This defined default listening

construct is based on the task-based model which is the ability:

e “To process extended samples of realistic spoken language,

automatically and in real time.

e To understand the linguistic information that is unequivocally

included in the text, and

e To make whatever inferences are unambiguously implicated by the

content of the passage.”

(Buck, 2001: 114)

Many scholars have proposed the taxonomies of listening abilities that can
be used as a basis to operationally define “listening constructs”. Aiken (1978,
cited in Buck 2001) identified seven abilities to comprehend speech, as follows:

e Understanding the vocabulary and being able to guess the meanings of

unfamiliar or unclear words from their context.
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e Understanding the syntactic patterns, the morphological form and the
characteristics of spoken language, and following the discourse pattern

of spoken language.

e Understanding the flow of stressed and unstressed sounds, as well as

intonation cues of oral punctuation.
e |dentifying the speaker’s purpose.

e Drawing a correct conclusion and valid inferences about the social

situation, the speaker’s intent or the general context.

e Recognizing the speaker’s attitude to the listener and the subjects or

their discussion.

¢ ldentifying the techniques and rhetorical devices the speaker uses to

convey the message.

Later, in 1993, Weir (1993:98-99) proposed what he called a checklist of
operation that is essential for a listening test. This checklist includes four main
groups of listening abilities (operations) that can be used in assessing listening

abilities as follows:

1. Direct meaning comprehension refers to the comprehension of surface
information and facts that are explicitly stated in the input text. It does
not require the test takers to understand every detail, but implies a

focus on those parts of information that are relevant for the task.

e Listening for gist: This construct measures test takers’ ability to

understand the listening message.

e Listening for main ideas: This construct measures test takers’
ability to distinguish main ideas or important information from
supporting details or examples. This includes distinguishing facts

from opinions.
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Listening for specific information: This construct measures test
takers’ ability to listen for specific information, including the recall

of important details.

Determining speakers’ attitudes and intentions: This construct
measures test takers’ ability to determine the attitudes and

intentions of speakers from the input.

Inferred meaning comprehension:  This includes implicit

understanding and drawing inferences from input texts, i.e. the

information is not clearly stated and to get the answer, therefore,

requires more careful listening. Inferring means going beyond the

surface information to see other meanings which are not explicitly

stated in the text.

Making inferences and deductions: This construct measures test
takers’ ability to infer or make a generalization of the input.

Relating utterances to their social and situational context: This
construct measures test takers’ ability to understand the social and

situational context of the input.

Recognizing the communicative function of utterances: This
construct measures test takers’ ability to recognize the
communicative function of utterances and requires the test takers to

infer the communicative function of the input text.

Deducing meaning of unfamiliar lexical items from context: This
construct measures test takers’ ability to guess the meaning of

unfamiliar vocabulary by using the context.

3. Contributory meaning comprehension (micro-linguistics)

Understanding phonological features: This construct measures test
takers’ ability to understand and distinguish all phonological

features.
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e Understanding grammatical notions such as comparison, cause,
result, degree, etc.: This construct measures test takers’ ability to

understand listening using their grammatical knowledge.

e Understanding discourse markers: This construct measures test
takers’ ability to understand discourse makers such as transition

and conjunctions.

e Understanding the main syntactic structure of clauses or idea
units: This construct measures test takers’ ability to understand

how sentence structures or clauses are formed.

e Understanding cohesion, especially references: This construct
measures test takers’ ability to understand the lexical semantic

relations that are formed.

e Understanding lexis: This construct measures test takers’ ability to

understand vocabulary.

4. Listening and writing (note taking from lectures, telephone

conversations, etc.)

e Ability to extract salient points to summarize the text, reducing
what is heard to an outline of the main points, etc.: This construct
measures test takers’ ability to extract important points from the

input and make a summary.

e Ability to select relevant key points: This construct measures test

takers’ ability to select main points from the input.

As seen from the discussion above, listening abilities are analyzed and
classified by several scholars (Aiken, 1978; Rost, 1990; Weir, 1993; Buck, 2001),
Weir’s listening skill and sub-skills framework seems to be more comprehensive
than others’. As claims by (2001), Weir’s framework can distinguish between
different types of listening tasks that students have to perform in order to complete

the listening test tasks. Weir’s framework includes necessary listening abilities for
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EFL students. Moreover, it is not a comprehensive framework, but Weir’s

framework of listening abilities can be found in several standardized proficiency

tests. The following section discusses the listening abilities that can be found in

five standardized proficiency tests in relation to the framework proposed by Weir

(1993).

2.3.3 Listening Constructs in Standardized Proficiency Tests

1. Listening Constructs of TOEFL

According to Gear and Gear, 2002 (cited in Piamsai, 2005), the listening

constructs in TOEFL are as follows:

1. Direct meaning comprehension:

listening for gist: identify the restatement of what the speakers have

said

listening for main idea(s): identify topics, suggestions, planning,

problems, etc.
listening for specific information: identifying specific details

determining speakers’ attitudes and intentions: identifying

attitudes, opinions, and purposes of the speakers.

2. Inferred meaning comprehension

Making inferences and deductions: drawing conclusions, making

inferences, making predictions and making assumptions.

3. Contributory meaning comprehension (micro-linguistics)

Understanding phonological features: minimal pairs and

homophones

Understanding grammatical notions: comparison, cause, effect,

and conditions

Understanding lexis: idiomatic expression and phrasal verbs
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2. Listening Constructs of TOEIC

According to Gilfert, 1996 (cited in Piamsai, 2005) TOEIC is designed to
assess English proficiency in everyday work activities of test takers. The

following constructs are included in this test:

1. Direct meaning comprehension:
e listening for gist
¢ listening for main idea(s)
¢ listening for specific information
e determining speakers’ attitudes and intentions

2. Inferred meaning comprehension
e Making inferences and deductions

3. Contributory meaning comprehension (micro-linguistics)

e Understanding phonological features: minimal pairs and
homophones

e Understanding grammatical notions

3. Listening Constructs of IELTS

According to Jakeman and McDowell (2003), the listening constructs in

the listening section of IELTS are as follows:
1. Direct meaning comprehension:
e listening for main idea(s)

e listening for specific information and details: identify times,

dates, names, and keywords

e determining speakers’ attitudes and intentions
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2. Inferred meaning comprehension

e Making inferences and deductions: making predictions, making
inferences about where the speakers are, what they are
speaking about, and who they are.

e Relating utterances to their social and situational context
e Deducing meaning of unfamiliar lexical items from context
3. Contributory meaning comprehension (micro-linguistics)
e Understanding phonological features: intonation and stress
e Understanding lexis

4. Listening and writing (note-taking from lectures, telephone
conversations, etc.)

e Ability to extract salient points to complete the note

e Ability to select relevant key points

4. Listening Constructs of FCE

The First Certificate in English (FCE) includes the following listening
constructs in its listening section. (University of Cambridge, ESOL Examination,
2008)

1. Direct meaning comprehension:

e Listening for gist

e Listening for main ideas

e Listening for specific information
2. Inferred meaning comprehension

e Deducing the meaning
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5. Listening Constructs of ECCE

According to Irvine, (2002) the listening section of the Examination for
the Certificate of Competency in English (ECCE) of Michigan University aims to

assess the following sub-skills of listening:
1. Direct meaning comprehension:
e Listening for gist
e Listening for main ideas
e Listening for specific information
2. Inferred meaning comprehension
e Making inferences and deductions
3. Contributory meaning comprehension (micro-linguistics)
¢ Understanding phonological features: sound discrimination
4. Listening and writing (note-taking from lectures, telephone,
conversations, etc.)

e Ability to extract salient points to summarize the text, reducing

what is heard to an outline of the main points, etc.

From the review of these standardized proficiency tests, the listening
constructs included in these standardized tests can be identified under the
framework of Weir’s listening operations. This indicates the validity of Weir’s
listening ability framework; therefore, it might be possible to say that Weir’s
framework is valid to be used as a framework in designing the English Listening
Proficiency Test (ELP-Test). However, since the subjects were Thai first year
students, the ELP-Test was designed to include only 1) direct meaning
comprehension and 2) inferred meaning comprehension, but not 3) contributory
meaning comprehension and listening and writing (note-taking from lectures,

telephone, conversations, etc.) because another reason to include only these two
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constructs was that these are the constructs that are included in the KMUTT

listening quiz, with which the subjects were familiar.

2.3.4. Designing a Listening Test

After the constructs of a listening test are defined, the test can be

developed. According to Rost (2002:171) before designing a listening test, the

following three textual aspects of the spoken language that relate to the listening

test must be considered.

1. Physical features that are unique to listening

Pause unit
Hesitations
Intonation
Stress

Variable speeds
Variable accents

Background sound

2. Linguistic features

Colloquial vocabulary and expression
Shorter, practically-organized speech units
False starts

Frequent use of ellipsis

More indexical expressions (keyed to visible environmental

features)

More two-party negotiation of meaning (less original clarity)
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3. Psychological features

e Negotiative mode: the possibility for (and sometimes the
necessity of interacting with) speakers to clarify and expand

meaning.

e Constructive mode: the possibility of working out meaning that
fits the context, and is relevant to listeners and to the situation,

incorporating visible contextual features.

e Transformative mode: the possibility of interacting with,

‘connecting’ with, and influencing the speaker’s ideas.

According to Rost (2002), to test listening skills, these features, as many as
possible, must be included in the input; otherwise, the test might face construct
validity threat. Moreover, as for the test formats, several can be used in listening
test tasks. Furthermore, Rost (2002:172-173) suggests several forms of listening

tests as follows:

1. Discrete item tests—Muitiple choice questions, open questions.

2. Integrative tests—Open or cloze summarizing listening texts, complete or
partial dictation.

3. Communicative tests—Written, oral or non-verbal tasks involving
listening such as writing a letter, following directions, etc.

4. Interview tests.

5. Self-assessment—Learners rating themselves on the given criteria, or
holistic assessment of their own ability.

6. Portfolio assessment—Learners evaluating periodically on their behaviors

in tasks or from observations done by audio or videotapes.

In summary, in order to design an effective listening test several factors
must be put in consideration. First, the listening construct must be defined to fit

with each specific context. Then, textual aspects of spoken text must be carefully
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planned and an appropriate test format must be considered to ensure the reliability
and validity of the listening test.

2.3.5 Listening Test Validation

Test validation is essential to ensure the effectiveness and efficiency of
each test. In validating a listening test, Weir (2005) proposed a socio-cognitive
framework. Weir’s validation framework for listening tests suggests that test
validity should be examined from a number of viewpoints as seen below in Figure
1. This framework includes both a priori (before testing) validation, which covers
context validity and theory-based validity, and a posteriori (after testing)
validation processes, which covers scoring validity, consequential validity and

criterion validity.

TEST TAKERS’
Characteristics

l

Theory-based Validity

/

Response

l

Scoring Validity

l

Score/Grade

>

Consequential Criterion-related
Validity Validity

Context Validity

Figure 2.1: Weir’s socio-cognitive framework (simplified) for validating
listening tests (Weir, 2005:45)
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Weir‘s validation framework (2005) covers five major types of validity.
The first one is context validity referring to the choice of tasks in a test which is a
representation of the large universe of tasks of which the test is assumed to be a
sample. The concept is similar to the authenticity of the test as Bachman and
Palmer (1996) suggest that the test should reflect the characteristics of language
use in real situations. Bachman and Palmer (1996:23) defined the authenticity as
“the degree of correspondence of the characteristics of a given language test task
to the features of a TLU task”. The second is theory-based validity, which is a
validation process which concerns the cognitive process of the test takers. Itis a
method to collect the evidence both before and after the test is administered. a
priori investigation is collected before the test through piloting while a posteriori
investigation concerns the validation of the constructs included in the test after the
administration.  The third type of validity is scoring validity relating to item
analysis whether the item is reliable in terms of its ability to distinguish between
able and less able candidates. The scoring validity in this framework can be

viewed as an equivalent to reliability of the test.

The last two types of validity determine the external validity of the test.
Criterion-related validity refers to the test scores and some external criterion
which is believed to be a measure of the same ability while consequential validity
concerns the impact of the test scores. Weir and Shaw (2005:48) suggest that test

developers must address all of the following questions:

e How are the physical/physiological, psychological and experiential
characteristics of candidates catered for by this test? (Test taker)

e Are the characteristics of the test task(s) and its administration fair to
the candidates who are taking them? (Context validity)

e Are the cognitive processes required to complete the tasks appropriate?
(Theory-based validity)

e How far can we depend on the scores on the test? (Scoring validity)
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e \What effects does the test have on its various stakeholders?
(Consequential validity)
e \What external evidence is there outside of the test scores themselves

that it is doing a good job? (Criterion-related validity)

In conclusion, given the different views and approaches to listening tests

and in spite of the fact that there is some consensus, it is clear that listening
researchers are faced with multiples challenges when trying to master an invisible
process.

2.4 Factors Affecting Listening Performance

Before looking at the factors affecting listening performance, it is useful to
look at factors that affect test scores in general. Bachman (1990) identified three
sets of factors that may affect students’ test scores, namely communicative

language ability, test method facets, and random factors, as shown in Figure 2.

Communicative
language ability

Test method
facets

Random
factors

Personal
attributes

Figure 4.2: Bachman’s factors affecting test scores (Bachman, 1990:165)
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The first set of factors is communicative language ability, which consists
of language competencies, strategic competence and psychophysiological
mechanisms. The language competencies refer to test takers’ knowledge about
grammatical competence, textual competence, illocutionary competence, and
sociolinguistic competence. The second set of factors that might affect the test
scores is the test method facets, which include five components.

First, the environment of the test which includes the familiarity of the
place and the equipment, testing time and the physical conditions must be
considered. The second facet is the test rubrics, which include test organization,
time allocation and the instruction included in the test. The third and fourth sets of
the test facet are the input and the expected response which include the format and
nature of the language that is used in the input. The format covers various aspects,
such as channel of presentation whether aural or visual, the mode of presentation,
and the form of presentation. The last type of the facet is the relationships
between the input and response. The three types of relationships are reciprocal,
nonreciprocal, and adaptive. Reciprocal relationship requires test takers to interact
and feedback is given with the input while nonreciprocal requires no interaction.
The adaptive relationship between the input and response is when the input

influences the response, but without the feedback.

The third set of factors is personal attributes, relating to the characteristics
of the test takers, including cultural background, background knowledge,
cognitive abilities and other demographic characteristics such as sex and age. The
last factor is random factors that may affect test scores. They are those factors
which may be caused by unexpected changes in the test method facets such as the
sudden change in the test environment while test takers are performing on a test.
Bachman’s factors affecting test scores are probably one of the most
comprehensive lists of factors to consider prior to test development. It is also one

of the most used frameworks for the studies of factors affecting test performance.
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However, since the focus of this study is on the listening skill, the following

section will review factors affecting listening performance or listening scores.

The students’ test performance can be affected by several factors.
Bachman (1990) described four major factors that influence students’ scores:
communicative language ability, test method facets, learners’ characteristics, and
random factors. Bachman’s framework gave an overall picture of what the factors
affecting test scores are. However, regarding listening performance, previous
studies have shown that there are also several factors that may affect the listening

performance.

According to Boyle (1984), factors affecting listening comprehension
could be divided into three dimensions: listeners’ factors, speakers’ factors and
factors in the materials and medium. Listeners’ factors can be divided into two
sub-groups; one is the general factor which includes experience/practice, general
intelligence and general background of the world. The other is the more specific
factors about the listeners, i.e. their physical and educational characteristics,
intellectual property and psychological characteristics of the listeners. Speakers’
factors include the language ability of the speakers, speakers’ production, speed of
delivery, and prestige and personality of the speakers. The last group of factors is
the factors concerning the material and the medium. These include the language
used to convey the message, difficulty of the content and the concept, acoustic

environment and the amount of supports.

Later, based on previous studies on factors affecting listening difficulties,
Brindley and Slatyer (2002:375) summarized the factors that affect the difficulty
of listening test tasks, i.e. the factors that affect the listening performance of
listeners. They categorized three major groups of factors that may affect listening
performance: the nature of the input, the nature of assessment tasks and the

individual listener’s factors. Each category includes various aspects as follows:
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e The nature of the input: speech rate, length of the passage,
syntactic complexity, vocabulary, discourse structure, noise
level, accent, register, propositional density, amount of
redundancy, etc.;

e The nature of assessment tasks: the amount of context provided,
clarity of instructions, response format, availability of question

preview, etc.; and

e The individual listener’s factors: memory, interest, background

knowledge, motivation, etc.

The identification of factors affecting listening abilities is crucial and it
will help test designers to create a test task that minimizes their effects. Brindley
and Slatyer’s classification of factors affecting listening difficulty is quite
comprehensive and can be used as a basis to examine the factors that affect the
listening performance of students.

2.5 Previous Studies on Factors Affecting Listening Ability/Proficiency

As seen in the above section, Brindley and Slatyer (2002) have
comprehensively categorized factors that affect listening ability of students.
Therefore, previous studies on the factors affecting listening performance are
discussed based on the three groups identified by Brindley and Slatyer (2002),
namely factors from the nature of the input, the nature of the assessment task and

the individual listener’s factors.

The nature of input

As suggested by Brindley and Slatyer (2002), the nature of the input
includes speech rate, length of the passage, syntactic complexity, vocabulary,
discourse structure, noise level, accent, register, propositional density, amount of

redundancy, etc. Several studies have focused on this aspect of factors. Shohamy
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and Inbar (1991) investigated the effects of text types and question types on
listening comprehension of Hebrew-speaking learners of English. They found that
different text types affected the performance of test takers. Shohamy and Inbar
(1991) compared three different text types: a news broadcast, a lecturette, and a
consultative dialogue. The result indicated that the more orally oriented the text
type (a consultative dialogue) was, the more difficult it was. As a result, the test
takers received lower scores from listening to the consultative dialogue than when
they listened to news broadcasts. Teng (1998) studied the effect of cultural
schemata on listening comprehension. He found that Chinese learners performed
better on the topic of Confucius and the Dragon Boat Festival than on the topics

about Americans such as the Amish and Thanksgiving Day.

Read (2002) investigated the effect of two listening stimuli—monologue
and discussion in English for Academic Purposes (EAP) among overseas students
who studied at New Zealand and Australian universities. The results from his
study were in contrast with those of Shohamy and Inbar (1991). Based on the
orality and literate continuum, participants performed significantly better on the
monologue text type (more literate oriented text type). Major et al. (2002) carried
out a study on the effects of nonnative accents on listening comprehension. The
participants of the study were 400 ESL students from various L1 backgrounds.
After listening to both native and non-native speakers on the listening
comprehension test, the result indicated that the participants’ scores were
significantly lower when nonnative accented listening stimuli were used.
Moreover, there was also an interaction effect of participants’ native language and
the varieties used in the listening test. Spanish students performed significantly
better when they listened to a Spanish accent whereas Chinese students could not
perform well even when they listened to Chinese listening stimuli. The
researchers concluded that including nonnative varieties of English may create

test bias, hence create threat to the construct validity of the test.
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The nature of assessment tasks

The nature of assessment tasks is essentially the heart of language
assessment.  Test developers do not want their assessment tasks to create
undesired effects of testing. Many studies have confirmed that the nature of
assessment does play an important role although the test meets the purpose it is
designed for. Chiang and Dunkel (1992) studied the effect of speech modification,
prior knowledge, and listening proficiency on listening comprehension of EFL
Chinese students. The study revealed that for both passage-dependent and
passage-independent items the participants’ scores were higher on familiar topics

than on the topics that they were not familiar with.

Buck and Tatsuoka (1998) specifically investigated the effect of test
format, i.e. short-answer comprehension questions. They suggested three
listening components that may cause difficulty for test takers.

e The necessary information (NI): If test takers can locate the
necessary- information, they are likely to perform well on that
test. The location of NI may affect the item difficulty and test

takers’ response.

e The surrounding text: This refers to the immediate text
surrounding the necessary information. It should be noted that
the surrounding text has more effect on item difficulty than on

the whole text.

e The stem: This refers to the information written on the answer

sheet that test takers have while performing listening tests.

Regarding the effect of visual condition, Ginther (2002) studied the
present and absent conditions of three types of listening stimuli: dialogues,
academic discussions and mini-talks, on the listening performance of high and

low language proficiency students on a computer-based listening test in order to
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find out the interaction effects among the three variables. The study revealed the
significant interactions among the three variables. Ginther (2002) also suggested
that among the three, the interaction between types of stimuli and visual condition
might be the most interesting. That is, the presence of visual stimuli would be

beneficial only when the visual supports the aural portion of the stimuli.

Hale and Courtney (1994) were interested in the effect of note-taking on
the listening comprehension section TOEFL. The focus of their study was on the
effect of note-taking on the mini-talks section of the TOEFL test. The results
revealed no significant effect on test takers’ performance because of note-taking.
In fact, supporting test takers to take notes actually weakened their performance.
Unlike the results obtained from the study of Hale and Courtney (1994), Carrel et
al. (2004) investigated the interaction effect of note-taking, lecture length and
topics on listening performance of ESL students. The results indicated that test
takers performed better when note-taking was allowed on the topic of arts and
humanities but not on physical science. Regarding the length of the lecture, note-
taking was useful in a short lecture but no significant result was reported on the

longer lecture.

The individual listener’s factors

In relation to the individual listener’s factors, several studies have been
conducted to find out how the characteristics of listeners affect their listening
performances. Schmidt-Rinehart (1994) paid attention to topic familiarity and its
effect on second language listening comprehension among Spanish university
students. The participants listened to familiar topics and novel topics. The scores
obtained showed that the participants performed better on the familiar topics than
on the novel ones. She concluded that topic familiarity played an important role
in facilitating listening comprehension. In’nami (2006) focused on the listener’s
factor that may affect the listening ability of Japanese ESL students. The study
focused on the effect of test anxiety on the listening test performance of the test
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takers. The study showed that test anxiety evidently did not have any effects on
the listening performance of the test takers.

However, Arnold (2000) assumed that test anxiety was a problem of test
takers; she then conducted a study to find a way to reduce test anxiety, hence
improve the test scores of test takers. She implemented visualization-relaxation
training in order to reduce test anxiety of test takers. The scores from the post-test
indicated that the experimental group performed better than the control group.
Therefore, the visualization-relaxation training reduced the anxiety that test takers
had, resulting in the improved scores of the students.

In 2005, Othman and Vanathas studied the impact of topic familiarity on
listening comprehension of Malaysian ESL students. After the treatment,
teaching lessons to familiarize students with topics, the comparison of pretest and
post-test was made and the result indicated that the participants scored higher in
the post-test. This result indicated that listening comprehension can be affected
by the degree of topic familiarity. The more students are familiar with the topic,
the better comprehension they will have. Sadighi and Zare (2006) investigated
the effect of background knowledge on a TOEFL preparation course on ESL
students. Two groups of ESL students taking a TOEFL preparation course
participated in the study. After the treatment to activate and give background
knowledge for the participants, the result indicated that the participants in the
experimental group outperformed those in the control group. This indicated the

benefits of background knowledge on listening comprehension.

In conclusion, the literature seems to highlight the highly complex nature
of the listening process as well as the difficulties in attempting to measure
listening abilities. However, according to Bradley (1998), there is still a lot of
research to be done that might lead to better empirical basis in the field of
listening skills. Therefore, this study narrowed down the range of possible factors

and explored if three types of listening support, including question preview,
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vocabulary preview, and repeated input, will reduce the negative influence from
the factors that are claimed to affect listening performance. This study focused on
the effect of listening supports in listening testing situations of Thai first-year

students. The following sections are literature related to these three different

types.

2.5 Listening Supports

According to Nation and Newton (2009:46), in teaching listening, it is
beneficial to provide supports to students and they listed four ways that listening
supports can be provided:

- By providing prior experience with aspects of the text (i.e. with the

language, ideas, skills or text types)
- By guiding the learners through the text

- By setting up a cooperative learning arrangement (like the shared

reading approach)

- By providing the means in which learners can achieve comprehension

by themselves

However, in a testing situation, the way to support listening is slightly
different. Underwood (1989) mentioned that it is not fair for foreign language
learners to suddenly listen to a listening text, even in a testing situation; they
should be adequately “tuned in” through a variety of pre-listening activities such
as previewing questions or pre-discussion about the topic, etc. These pre-activities
can help students to draw on their linguistic and non-linguistic knowledge and
provide a context for interpretation and can activate background knowledge (Buck
(1995) cited in Chang and Read, 2006). Similarly Mendelsohn (1995) suggests

that the pre-listening activities are “to activate the students’ existing knowledge of
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the topic in order to link what they comprehend and to use this as a basis of their
hypothesis-information, prediction, and inferencing” (Mendelsohn, 1995:12).

According to Chang and Read (2006), listening supports can be divided
into two types. The first type concerns pre-activities such as vocabulary
preparation, providing background knowledge about the topic, etc. These pre-
activities can help students to draw on their linguistic and non-linguistic
knowledge and provide a context for interpretation and can activate background
knowledge (Buck, 1995 cited in Chang and Read, 2006). The second type of
supports includes those incorporated in the listening test design such as repeated

listening or contextual visual, etc.

In this study, three types of supports are included, namely question
preview, vocabulary preview, and repeated input. The first type of support is topic
preparation. There is limited information in this type of support. That is, the
ability to preview the questions of the listening text. According to Chang and
Read (2006), this is the most effective type of support. That is, their study on the
effects of listening supports showed that students in the topic preparation group
performed better than other groups of listening supports in the experiment.
Moreover, students reported that knowing the topic of the listening test helped
them to pay attention to the details in the listening texts. With a limited number of
studies on this aspect, however, it is worth investigating further as a form of

listening support.

The second type of listening support is vocabulary preview; according to
Goh (1998), vocabulary was reported to be the most difficult in listening.
Therefore, providing vocabulary preparation might reduce the difficulty of
listening comprehension. Berne (1992) investigated the effect of vocabulary
preview. The results indicated that vocabulary previewing itself had no salient
effect on the students’ listening comprehension. Also, Elkhafaifi (2005)
examined the effect of pre-listening activities (question preview or vocabulary
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preview) and repeated exposure on listening comprehension scores of Arabic
students. The findings showed that all forms of supports have certain positive
effects on listening comprehension, but repeated exposure had greater effects than

the others. However, not all studies support this finding.

In 2000, Chaing examined the effect of various ways to present vocabulary
on the listening comprehension of Taiwanese university students. The results
showed that giving vocabulary clues in advance could help listeners to have a
better understanding of the text. Hsu (2005) studied the effect of lexical
instruction among Taiwanese EFL students. The condition was that participants
were divided into three groups. Each received a different type of vocabulary
instruction: single-item vocabulary, lexical collocation or no instruction. The
study revealed that participants in lexical collocation instruction groups got the
highest scores. Tsai (2005) investigated the relationship between receptive
English vocabulary sizes and listening comprehension competence of EFL
students and the results showed that there was a significant positive correlation
between a listening vocabulary level test and a listening comprehension test.
However, in 2006, Chang and Read studied the effect of four listening supports,
which included vocabulary instruction. The result indicated that the students in the
vocabulary instruction group obtained the lowest scores. The studies on the effect
of vocabulary preview or preparation seem to reveal that vocabulary preparation
solely does not facilitate listening comprehension. As can be seen, findings
concerning the effect of vocabulary preparation are still varied; in fact, if we focus
on the effect of vocabulary preparation incorporated in the test, the finding is still

limited. Therefore, this type of support needs further investigation.

Another form of listening support that has been studied is the effect of
repetition or repeated input. Cervantes and Gainer (1992) investigated the effect
of repetition on listening comprehension; the study showed that repetition
facilitated the listening comprehension of students. In 2002, Chung investigated
the effect of repetition on the listening comprehension of Taiwanese college
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students. The study revealed that there was no concrete evidence to show the
relationship between repetition and the enhancement of listening comprehension.
In fact, there was even a negative relationship between listening proficiency and

listening frequency.

With the findings of previous studies, the researcher obtained background
information in the field of listening comprehension. The answer to the effect of
different forms of listening support is still inconclusive and further study in the
field is needed. The researcher has chosen only three forms of listening supports,
namely repeated input, vocabulary preparation and topic preparation. The reason
for the selection of repeated input and vocabulary preparation is based on the
contradictory results from previous studies as mentioned above. The reason for
selecting topic preparation is that there are limited studies on this aspect even
though it is believed that background knowledge is one source of knowledge that
students need to use in order to perform well in the listening test (Buck, 2001).
Therefore, it is beneficial to see whether these three types of listening supports
affect students’ listening performance and which support is the most helpful for

students.

2.7 Listening Strategies

Listening strategies are ways to make listeners listen more effectively and
efficiently. Rubin (1994) suggested that despite a large number of researchers in
learning strategies, the number of studies specifically focusing on listening
strategies is relatively small. However, similar to the concept of learning
strategies, listening strategies can be mainly classified into cognitive,

metacognitive and socio-affective listening strategies.

Cognitive Listening Strategies

Cognitive strategies are direct strategies that listeners use to tackle

problems (Oxford, 1990). They refer to the actual action process that listeners
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follow in order to complete listening test tasks. Several researchers (Rubin, 1994;

Vandergrift, 1997; Goh, 2002) have come up with their own groups and sub-

groups of cognitive listening strategies. Vandergrift (1997:392-395) identified

seven cognitive listening strategy categories and sub-categories as follows:

1.

Inferencing: using information within the text or conversational

context to guess the meaning of unfamiliar language items associated

with a listening task, or to fill in missing information. Four sub-

strategies are included in this:

Linguistic inferencing is when listeners use known words in an
utterance to guess the meaning of unknown words.

Voice inferencing: using tone of voice and/or paralinguistics to
guess the meaning of unknown words in an utterance.
Extralinguistics inferencing: this is when listeners use their
background sounds and relationships between speakers in an oral
text, material in the response sheet, or concrete situational referents
to guess the meaning of unknown words.

Between-parts inferencing: using information beyond the local

level to guess at meaning.

Elaboration: using prior knowledge from outside the text or

conversational context and relating it to knowledge gained from the

text or conversation in order to fill in missing information. This

strategy includes five types of elaboration, namely

Personal elaboration, which is the referring to prior experience
personally

World elaboration, which is the use of knowledge gained from
experience in the world

Academic elaboration: This is when listeners use their knowledge

gained in academic situations
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e Questioning elaboration: This is the use of a combination of
questions and world knowledge to brainstorm logical possibilities.
e Creative elaboration making up a storyline or adopting a clever

perspective

3. Imagery: This is the use of mental or actual pictures or visuals to

represent what is heard.

4. Summarization: This strategy is making a mental or written summary

of language and information presented in a listening task.

5. Translation: This strategy is to translate ideas from one language to

another in a relatively verbatim manner.

6. Transfer: This is the use of knowledge of one language (e.g., cognates)

to facilitate listening in another language.

7. Repetition: This is when listeners repeat a chunk of language (a word

or phrase) in the course of performing a listening task.

Similarly, Goh (2002:192) identified eight categories of cognitive

strategies with 16 tactics for listening that Chinese ESL learners used.

1.

Inferencing covers the tactics to fill in missing information and guessing
meaning of words. This includes the use of context clues, the use of
information from familiar content words, the use of knowledge of the
world, the application of knowledge about the target language, and the use
of visual clues.

Elaboration covers the tactics to embellish an interpretation to make it
meaningful and complete. This includes the use of knowledge of the
world and knowledge about the target language to interpret the input.
Prediction refers to the anticipating of contents before and during listening.
This includes the tactics to anticipate general (global) content and details
(local) while listening.

Translation refers to the changing of words, phrases or sentences into L1

before interpretation.
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5. Fixation is when the listeners focus attention on understanding a small part
of a text.

6. Contextualization refers to the tactics to relate new information to a wider
familiar context. The tactics included in this type of strategy are placing
input in a meaningful context, finding related information on hearing a key
word and relating one part of the text to another.

7. Visualization refers to strategy to form a mental picture of what is heard.

8. Reconstruction refers to the use of words heard to create meaning.
Students use words to reconstruct the meaning from words heard or from

notes taken.

Goh’s listening cognitive categories are similar to those of Vandergrift
(1997). Both strategy lists include inferencing, elaboration, imagery or
visualization, and translation, but there are also differences. For example, in
Vandergrift’s list, there are summarization, transfer and repetition while Goh’s
classification includes prediction, fixation, contextualization and reconstruction.
Goh’s classification is additional to what Vandergrift and other scholars
(O’Malley et al., 1989, Rubin, 1994) have suggested. Therefore, with more
details of the descriptions of listening strategies, Goh’s classification will be used
as a framework in developing a questionnaire and questions of a retrospective
interview to find out about the listening strategies that Thai EFL learners use in

this study.

Metacognitive Listening Strategies

Oxford (1990) defined metacognitive strategies as strategies that are used
indirectly in performing tasks. This group of strategies normally includes the
strategies that the test takers use to organize, plan, monitor and evaluate their
listening performance. Vandergrift (1997: 392-39) identified four metacognitive

listening strategies.

e Planning: Developing an awareness of what needs to be done to

accomplish a listening task, developing an appropriate action plan and/or
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appropriate contingency plans to overcome difficulties that may interfere
with successful completion of a task.

e Advance organization: To clarify the objectives of an anticipated
listening task and/or purpose

e Directed attention: To decide in advance to attend in general to the
listening task and to ignore irrelevant distracters; maintaining
attention while listening.

e Selective attention: A decision made to attend to specific aspects of
language input or situational details that assist in understanding and
/or task completion.

e Self-management is the understanding of the conditions that help
one successfully accomplish listening tasks and arranging for the
presence of those conditions.

1. Monitoring which -includes checking, verifying, or correcting one’s
comprehension or performance in the course of a listening task. Two types
of monitoring are included.

e Comprehension monitoring, i.e. checking, verifying, or correcting
one’s understanding at the local (details) level.

e Double-check monitoring is checking, verifying, or correcting
one’s understanding across the task or during the second time
through an oral text.

2. Evaluation refers to the checking of the outcomes of one’s listening
comprehension against an internal measure of completeness and accuracy.

3. Problem identification is when listeners explicitly identify the central point
needing resolution in a task or identifying an aspect of the task that hinders

its successful completion.

Among metacognitive listening strategies, planning is used before listening
monitoring and problem identification and, after listening to the test tasks,

evaluation is performed. Goh (2002) also classified her own categories of
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metacognitive listening strategies and tactics. She divided them into six strategy

groups as follows:

1. Pre-listening preparation: The listeners mentally prepare for listening
tasks by previewing the content and rehearsing sounds of potential

content words.

2. Selective Attention: This is when the listeners notice the specific
aspect of input.
¢ listen to words in groups
e listen for gist or general information
o listen for familiar content words
e notice how information is structured (e.g. discourse
markers)
e pay attention to repetitions
e notice intonation features (e.g. fall and rise tones)
¢ listen to specific parts of the input
e pay attention to visual and body language

3. Direct Attention: The monitoring attention and avoiding distractions,
i.e. listeners must 3.1) concentrate hard and 3.2) listen in spite of
difficulty.

4. Comprehension Monitoring: The checking and confirming of the
understanding while listening, i.e. listeners 4.1) confirm the
comprehension took place, 4.2) identify words or ideas not understood,
4.3) check current interpretation and context of the message, and 4.4)
check current interpretation and prior knowledge.

5. Real-time Assessment Input: To determine the value of specific parts

of the input by 5.1) assessing the importance of problematic parts and

5.2) determining the potential value of the subsequent part of the input.

6. Comprehension Evaluation: To interpretation checking for accuracy,

completeness and acceptability after listening, i.e. when listeners 6.1)
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check interpretation against some external sources, 6.2) check
interpretation by drawing on prior knowledge and 6.3) match

interpretation with the context of the message.

Goh'’s categories of metacognitive strategies may not be totally different
from what Vandergrift has proposed; but rather, she classified them in more
detailed descriptions and the tactics identified give a more clarified picture of
listening strategies and tactics. As Berne (2004) suggested, despite its limitations,
Goh’s classification of cognitive and metacognitive tactics are useful. It takes
listening strategy research to the next level and the distinction between strategies
and tactics is essential as it may give a researcher a more accurate description of
what students do when they listen (Berne, 2004). Berne (2004:528) cited that
“Goh was able to describe not only the particular approaches that learners take
when listening, but also the actual steps taken to assist or enhance
comprehension” However, Goh (2002:3) suggested that “although individual
tactics were useful, successful comprehension also depended on whether the
listeners were able to combine various mental tactics in a way that could truly

enhance comprehension”.

In conclusion, many scholars have proposed the framework to understand
listening strategies (O’Malley et al. (1989), Rubin (1994), Vandergrift, (1997),
Goh (2002); however, the researcher decided to adapt Goh’s framework to
examine listening strategies. The strategies and tactics before listening, while
listening and after listening can be observed. Therefore, the researcher believes
that this framework is useful and can be used as the basis for this study. In
addition, this study concentrates on cognitive, metacognitive, and affective
strategies that the students use when they take a listening test. Table 2.1 shows

listening strategies and sub-strategies used in this study.
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Table 2.1: Listening Strategies Used in this Study

I: Metacognitive Strategies
Sub-strategies and description
Planning: Clarifying the objectives; make sure of what to do

Directed attention : Deciding in advance to attend to listening task and ignore

irrelevant distracters; maintaining attention
Selected attention: Deciding to attend to specific parts of the listening input

Comprehension monitoring: Checking, verifying and confirming one’s

comprehension

Evaluation: Checking the outcomes of one’s comprehension/interpretation

against an internal measure of completeness and accuracy

Problem identification: Identifying one’s problems

I1: Cognitive Strategies

Prediction: Anticipating the content of the listening test

Inferencing: Using information within the listening text or conversational
context to guess the meaning of unfamiliar words associated with the listening

test, to predict the outcomes, or to fill in missing information
World Inferencing: Drawing on knowledge of the world

Linguistics Inferencing: Using known words in the listening to guess the

meaning of unknown words.

Elaboration: Using prior knowledge from outside the text and relating to
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knowledge gained from the text to fill in missing information

Personal elaboration: Referring to prior personal experience

Table 2.1 (continued): Listening Strategies Used in this Study

Contextualization: Relating new information to a wider familiar context

Translation: Changing words, phrases, or sentences to L1(Thai), mentally and

verbally

Repetition: Repeating a chunk of words or a phrase while performing a listening
task

Note-taking: Writing down keywords to assist performance of the listening task

Visualization: Forming a mental picture of what is heard

I11: Affective Strategies:

Lower Anxiety: Reducing anxiety to make one feel more competent to perform
the test

Using positive talk: Providing personal motivation through positive talk

2.8 Previous Studies on Listening Strategies

In the past two decades, the number of studies on listening comprehension
strategies has been continually increased. Based on the three stages of the
listening process—perceptual processing, parsing and utilization, O’Malley et al.
(1989) investigated the strategies used among ineffective and effective listeners.
They found that effective and ineffective listeners employed the following

strategies differently at each stage of cognitive processing:

e Perceptual processing: At this stage effective listeners tended to

use monitoring strategies to control their attention in their listening
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whereas ineffective listeners might not be able to retain their
attention.

e Parsing: At this stage, inferencing strategies were employed.
Effective listeners focused on a large chunk of the information
whereas ineffective listeners tried to understand the information

word-by word.

e Utilization: At this stage, the focus strategies are on elaboration.
Effective listeners also used these strategies more than ineffective

listeners.

Moreover, the study claimed that effective listeners tended to use the top-
down strategies more, but when it was necessary they could also use the bottom-
up process strategies in order to complete the task. On the contrary, ineffective
listeners tended to heavily rely on the bottom-up strategies.

Shohamy and Inbar (1991) investigated question types (global, local, and
trivial questions) on listening comprehension of Hebrew-speaking learners of
English. The results indicated that the test takers performed better on the local
question type than on the items of the global question type. Moreover, less
skillful listeners tended to rely on the data from the listening stimuli to come up
with the answer for the task (bottom-up strategies) whereas more skillful listeners
tended to begin the process of solving the test task by hypothesizing the answer

based on their knowledge (top-down strategies).

In 1997, Vandergrift examined listening strategies among L2 French
learners. The results showed that the most frequently used strategies among high
proficient learners were cognitive strategies, followed by metacognitive and
socio-affective strategies. Goh (1998) investigated the differences in the use of
cognitive and metacognitive strategies of Chinese ESL listeners at different

listening abilities. The results indicated that high-ability listeners used more
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strategies and tactics than the low ability ones. Moreover, based on Oxford’s
Strategy Inventory for Language Learning, Teng (1998) investigated listening
comprehension strategies among Taiwanese college students. The results showed
that compensation strategies were the most frequently used and when looking at
each strategy, translation was the most used strategy. Moreover, the study
revealed that effective listeners employed more strategies than ineffective

listeners.

Concerning the strategies used by different levels of ability, Purpura
(1999) studied the strategies used by high and low ability test takers. The results
indicated that listening strategies were employed differently across different levels
of ability. Purpura’s (1999) taxonomy of listening strategies includes
metacognitive and cognitive strategies. The metacognitive strategies identified by
Purpura are goal-setting processes, assessment processes and planning processes,
while the cognitive strategies used in performing listening tasks are

comprehending processes, storing processes, and retrieval processes.

Instead of looking at a broad view of metacognitive and cognitive listening
strategies, Goh (2002:192) focused her study on a narrow scope by using the term
“tactics” to identify how students process listening input through metacognitive
and cognitive listening strategies. In her 2002 study on listening strategies, the
finding indicated that the participants with the higher level of ability used both
cognitive and metacognitive strategies more effectively. She concluded that even
though each tactic might be useful in comprehension, the interactions between

mental processes are also important.

Using a metacognitive questionnaire, Vandergrift (2003) investigated
listening strategies used by L2 (French) students and the differences in strategy
use between the less- and more-skillful students. Based on his metacognitive
questionnaire, the results indicated that the participants across different abilities
employed strategies differently. More-skillful listeners tended to use more
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metacognitive strategies than the less-skillful participants. Moreover, there were
also differences in the use of strategies under metacognitive strategies:
monitoring, elaborating, and translating. In addition, Chang (2003) examined the
difference of strategy use between high and low proficiency college students. The
study indicated that the difference of strategy use between high and low
proficiency students was statistically significant.

In Thailand, Piamsai (2005) studied the use of cognitive and
metacognitive strategies across two levels of ability: high-listening ability and
low-listening ability of Thai university students at Chulalongkorn University. The
study revealed that the high-listening ability participant group employed more
cognitive and metacognitive strategies than their low-listening ability

counterparts.

Based on the work of O’Malley et al. in 1989 and Vandergrift in 1997, Lui
(2008) studied the relationship between listening strategies and levels of
proficiency of Taiwanese EFL students. The result indicated that the levels of
proficiency had a significant effect on listening strategies. In brief, it was found
that previous studies in listening strategies can facilitate the performance of
students. Moreover, strategies are employed differently depending on several
factors such as the levels of proficiency and the tasks that students are doing. It
should also be noted that strategies are usually used in specific situations. One
may change his/her strategies according to a particular task. This study will focus
on the listening strategies the test takers will employ to help them come up with

the answers while performing the listening test tasks.

2.9 Listening Strategies and Factors Affecting Listening Performance

One of the major groups of factors affecting listening task difficulty is the
individual listener’s factors which include memory, interest, background

knowledge, motivation, etc. In other words, this group of factors concerns the
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characteristics of test takers. In this study, the use of listening strategies is
included in this group of factors. As supported from previous studies, the students
who can employ listening strategies effectively are normally more proficient
listeners. That is, students who effectively use strategies perform better than those
who do not use them or could not use them effectively. O’Malley et al. (1989)
investigated the strategies used among ineffective and effective listeners. They
found that effective and ineffective listeners employed strategies differently at
each stage of cognitive processing. Vandergrift’s study in 1997 also showed that
students who had a high level of proficiency tended to use more strategies than
their low-level proficiency counterparts.

Also, Purpura (1999) studied the strategies used by high and low ability
test takers. The results indicated that listening strategies were employed
differently across different levels of ability. In her 2002 study on listening
strategies, the finding indicated that the participants with the higher level of ability
used both cognitive and metacognitive strategies more effectively. Vandergrift
(2003) investigated listening strategies used by L2 (French) students and the
differences in strategy use between the less and more skillful students. We can
link the notion of listening strategies to learners’ factors in the framework of

Brindley and Slatyer (2002).

In summary, even though the relationships among factors can affect
listening performance, listening supports and listening strategies are not well
explicitly stated but can be concluded from previous studies. Therefore, it can be
summarized that the relationships among the three aspects are: First, “repeated
input can be related to both the nature of input and the nature of assessment tasks,
but it is not conclusive whether this type of support is related to the nature of the
input.” That is, whether the frequency of listening can affect the performance
differently. As for vocabulary preview and question preview, they are clearly
related to the nature of assessment tasks; as, in this study, these two forms of

supports will especially be incorporated within the test design. In other words, the
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key vocabulary and the background of the topic content will be written in the test
paper. In addition, the researcher also acknowledges the relationships among the

three types of listening supports and the individual learners’ factors.

2.10 Review of Research Design

Two-way ANOVA design or two-way factorial design is a research design
that is used when the study includes two or more independent variables (factors).
This type of design allows the researcher to test the effectiveness of two
independent variables or more and the researcher is able to simultaneously assess
the effect of two independent variables on a single dependent variable within the
same analysis. Two-way ANOVA produces F-ratios which represent the amount
of variance accounted for by the factors relative to the amount of random error
variance. There are F-ratios for the main effects as well as one for the interaction
effect. Moreover, in using Two-way ANOVA, Plonsky (2002:1) stated eight

possible outcomes of the analyses as follows:

- Nothing is significant. Here is one possible representation of this

outcome.

- The main effect of factor A is significant. Here is one possible

representation of this outcome.

- The main effect of factor B is significant. Here is one possible

representation of this outcome.

- Both main effects are significant. Here is one possible representation

of this outcome.

- The interaction is significant. Here is one possible representation of

this outcome.

- The interaction and the main effect of factor A are significant. Here is

one possible representation of this outcome.
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- The interaction and main effect of factor B are significant. Here is one
possible representation of this outcome.

- The interaction and both main effects are significant. Here is one

possible representation of this outcome.

In short, Two-way ANOVA design is a research design used when the
study includes two or more independent variables with different levels. It allows
the researcher to observe simultaneous effects of independent variables that

occurs on the dependent variable.

Advantages of Two-way ANOVA

Two-way ANOVA design possesses many strengths or advantages that
make it useful for researchers to use as a design for their study. First of all, this
type of design allows the researcher to include more than one variable and also
the effects of each independent variable on the dependent variable are separately
assessed. For example, in this study the researcher examined the effect of each
form of listening support on the listening abilities of the participants. This type of
effect is known as the main effect. Moreover, it is not just the main effect that
Two-way ANOVA gives but it also shows that one can study the “interaction
effect”. The interaction effect “occurs whenever one factor modifies the effects of
a second factor” (Gravetter and Forzano, 2006: 280), or another definition of
interaction effect is that interaction occurs thus: “when the effects of one factor
depend on the different levels of the second factor, then there is an interaction
between factors” (Gravetter and Forzano, 2006:282). The notion of main effect
and interaction effect is probably one of the major strengths of Two-way ANOVA
as one cannot see these joint effects by using One-way analyses (Stevens, 2002).
In addition, Gravetter and Forzano (2006) suggest that another good point of
Two-way ANOVA is that the design realizes there is a tendency that the
behaviour of a certain thing is changed due to more than one factor; therefore,
using the factorial design will give a realistic picture to the realistic situation

rather than just investigating one factor in isolation.
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Moreover, according to Plonsky (2009), there are three important
advantages to the factorial design; first, it is economical because the design
provides more information from the same amount of work. As suggested by
Fraenkel and Wallen (2006), the factorial designs “are efficient ways to look at
several relationships in one set of data” (2006:280). Secondly, it provides
experimental control and increases the generality of the results, and the third
advantage is that the factorial design is the only way that we can investigate the

interactions among independent variables.

In addition, it is proposed in Wikibooks (cited in Jaturapitakkul, 2007:155)
that using a two-variable design ANOVA is an increase in statistical power. The
power is the ability to confidently reject a false NULL hypothesis. This type of
research design increases statistical power because the within-group variance
tends to be smaller than that of a comparable one-variable study (one-way
ANOVA). The smaller the variance, the less fluctuation in measure there is.
Therefore, the smaller the F-ratio; therefore, the smaller the confidence interval
which means that we are more likely to have chosen a smaller range of possible
values which, in turn, restricts the range of possible values for statistical
significance; thus, greater statistical power in correctly rejecting a false NULL
hypothesis. Additionally, Stevens (1999:149) stated that another advantage of the
Two-way Design is that “it will lead to a more powerful test by reducing error
(within a cell)”.

Limitations of Two-way ANOVA

Even though a two-way factorial design is useful, it is important to keep in
mind that there are some limitations. The limitations here will be discussed in
terms of the assumptions before using the Two-way ANOVA. First, what are the
assumptions? The assumptions are the conditions under which a statistical
procedure was designed to give valid results. Plonsky (2009:1) listed six

assumptions that are essential to the Two-way ANOVA:
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e The groups are randomly sampled: The researcher must ensure that the
participants in the study must be selected using the random sample

technique.

e The groups are independent: Independence assumes that the observations

are unrelated to one another.

e Homogeneity: The researcher must ensure that the population variances in
the study are homogenous. If the samples are not homogenous, it might

violate the assumption; hence, make the study insignificant.

e Normal distribution: The population distribution of the dependent variable

is normal in shape. Also, the data must be interval scale.
e Numbers are equal and greater than 1 (typically at least 5).

e Factors are fixed, that is, the experimenter purposely chooses the levels of

the independent variables.

These are the assumptions that the researcher needs to be cautious before
conducting a study using the Two-way ANOVA design. Also, there are other
important things to keep in mind after the result is obtained. According to
Bordens and Abbott (2006), if both main effect and interaction effect are
significant, careful interpretation must be in order. They suggested that if the
interaction effect is present, avoiding interpreting the main effect is suggested.
They stated that “certain kinds of interactions can cancel out main effects”
(Bordens and Abbott, 2006:434). In addition, researchers should keep in mind that
the Two-way ANOVA is non-directional. That is, it does not answer details about
the direction of the effect, or of specific differences among levels of the factor.
ANOVA only tells us that the mean of each group of sample is not equal. That is,
it only tells us that there is an effect but it does not give the details of what the
effect is (Field, 2005). However, further tests are available for the researchers to

find that specific effect by using post hoc tests.
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In conclusion, the Two-way ANOVA design is useful and appropriate to
the present study as it includes two independent variables. However, the
researcher must be aware of the assumptions and avoid any violations to these
assumptions as they might lead to invalid results of the study. In this study, the

above assumptions have been met.

Summary of the Chapter

In summary, this chapter discussed the literature related to this present
study, including several theories and related studies on the basis of these research
areas, listening comprehension and its process, and the factors affecting listening
performance; listening assessment and listening strategies and its effects, which
are essential for the background and context of this study. Also the review of the
research design used in this study was presented. These studies show that
researchers have become aware of the importance of listening performance and
listening strategies. However, the issues focused on in this study remained limited
in the Thai EFL context and in need of more empirical studies. The results of this
study may give more useful information to better understanding English

instruction and assessment particularly listening testing and listening strategies.



CHAPTER3

RESEARCH METHODOLOGY

This chapter describes the methodology of the study and provides the
rationale behind the selected instruments and procedures for data collection. This
chapter includes the following sections: research questions and design,

participants, instruments, data collection and procedures, and data analysis.

3.1 Research Design

In conducting a research study, it is important to think about the research
design that is appropriate to the set hypotheses. There are several types of
research designs such as descriptive research, experimental research, etc. What
type of research design the researchers want to use depends on the research
questions they have set and the number of variables included in the study.
For example, if the researchers want to investigate students’ attitudes towards the
new Self-Access Learning Centre, the researcher can just simply survey the
attitudes by giving a questionnaire. Therefore, choosing an appropriate design is
very important as it will lead to a valid and reliable result of the study. As for
this study, the two-way Analysis of Variance (ANOVA) design or two-way
factorial design will be used. The researcher chose to use this type of research
design because this study involves two variables (listening abilities and listening
supports) with two and three levels respectively as given in the table below.
The use of ANOVA allows the researcher to investigate the following effects:

- The effect of Question Preview (QP) on listening performance
- The effect of Vocabulary Preview (VP) on listening performance

- The effect of Repeated Input (RI) on listening performance (ELP-Test)
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Table 3.1: Research Design

Listening Question | Vocabulary Repeated
supports Preview Preview Input
Levels of QP(AL) VP (A2) RI(A3)
English Ability
High Ability (B1) N=30 N=30 N=30
Low Ability (B2) N=30 N=30 N=30

3.2 Population and Sample

The population of this study was 1,629 first-year undergraduate students

who enrolled in LNG 102 Fundamental English Course in semester 2 of the

academic year 2010. Their demographic variables are as follows:

They have completed LNG 101 in the first semester of academic
year 2010.

Their ages range from 17-19 years.

They have taken English for at least 12 years.

They are all native Thai.

The participants were selected using the stratified random sampling

technique and they were divided into three groups for each ability level, i.e. the

students were divided into two levels of language ability based on their grades

from the previous fundamental English course (LNG 101 General English), in

which listening accounted for 10% of their total marks. The high English ability

group was the students who received grades A or B+, and the low ability group

was those who received C+ or lower. Figure 3.1 illustrates how the sample of the

study was obtained. Finally, the participants in this study were 180 students from

three faculties, namely the Faculty of Engineering, the Faculty of Science and the
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Faculty of Industrial Education and Technology, at King Mongkut’s University of
Technology in semester 2 of the academic year 2010.

Population
1,629 students who completed LNG 101

-

LNG 101 Grade High Ability (A or B) and Low Ability (C or below) ]

|

[ Sample Size = 180/6 groups = 3 gr. (High-ability) & 3 gr. (Low-ability) ]

{ { {

Question Vocabulary Repeated
Preview/60 Preview/60 Input/60
H=30/ L=30 H=30/ L=30 H=30/ L=30
[ Take English Listening Proficiency Test ]
[ Answer the English Listening Strategies Questionnaire ]
Interview Interview Interview
H=3/L=3 H=3/L=3 H=3/L=3

Figure 3.1: Population and sample of the study
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3.3 Research Instruments

The three research instruments used in this study are: the English
Language Proficiency Test (See Appendix A for test specifications), a
questionnaire, and a retrospective interview.  This section includes the

development of each instrument and the validation process of each instrument.

3.3.1 ELP-Test

The ELP-Test was designed as an instrument for this study, i.e. it was
designed by including the listening supports (independent variables). However,
systematic test development was still essential. Therefore, in order to first develop
the test, the listening constructs needed to be identified and selected to be included

in the test.

The development of the English Listening Proficiency Test

In this study, the listening constructs proposed by Weir (1993) as well as
the constructs of the listening section of four standardized tests, namely TOEFL,
TOEIC, IELTS, and FCE, were examined. As a result, the listening constructs of
the ELP-Test consisted of two major areas: 1) direct meaning comprehension and
2) inferred meaning comprehension; these are the most common listening abilities

to be assessed and are found in standardized tests.

Test Validation and Item Analysis
After the ELP-Test was developed, it was validated to find the Item-

Objective Congruency Index (IOC) by three experts in the field of language
testing. They were English instructors who had experience in designing English
tests for more than 10 years (See Appendix B for a validation form and the first
draft version of the ELP-Test). Apart from validating the listening constructs and

topics that the test measured, the experts also gave valuable comments for further
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revision. The mean score of each item was calculated and the test items were

revised accordingly.

Item Analysis

After the pilot study with 30 students drawn from the population in the
academic year 2010, the test was analyzed to find Item Difficulty Index and Item

discrimination Index.

Item Difficulty Index

The item difficulty index is a statistical analysis to discriminate between
the test takers who could correctly answer test items. The result ranges from 0.0 to
1.0. A higher level indicates that the number of test takers who could answer the
question correctly is more than those who could not, which means that the item is
an easy item. The recommended score of item difficulty index is between 0.30-
0.70 (Brown, 2005). Therefore, some of the items that were not within this range
were discarded and some items that had the IF valued between .80-.90 were
revised to maintain the acceptable number of test items (30 items) for the final
ELP-Test.

Item Discrimination Index

The item discrimination index was analyzed to see how well an item is
able to separate more proficient students from the less proficient. The
recommended discrimination index value is .20 or more (Brown, 2005).
Therefore, the items that had the Item Discrimination value below .20 were

discarded.

Item Revision

After the pilot study and item analysis was computed, the revision of the

items was carried out. The test used in the pilot study consisted of 40 items,
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allowing 10 items to be deleted to arrive at the final 30 items in the main study.

The criteria used in considering which item was to be discarded are:

1. Items which are too easy or too difficult; as a result, items 2, 7, 8, 9,
10, 11, 15, 34 and 35 were deleted.

2. Items with no or a negative discriminating index were to be discarded;
therefore, items 7, 15, 34, and 35 were deleted.

Table 3.2 summarized the constructs of the ELP-Test as included in the

final version of the ELP-Test.

Table 3.2: The Listening Constructs and the items in the ELP-Test

Listening Constructs No. of items

1. Direct Meaning comprehension

1.1 Listening for gist and main ideas 1,7,15, 20, 25

1.2 Listening for specific information 2.3,9, 10, 13, 14, 16,
18, 22, 23, 24, 26, 27,
28, 29

1.3 Determining speakers’ attitudes 4,10,17,19, 21, 30

towards the topic obvious from the

text

2. Inferred meaning comprehension
2.1 Making inferences and 5,6,8,12
deductions based on information

in the text

The questions for the ELP-Test were created by the researcher and the test
contains 30 items and is divided into three parts. There are 12 items in the first

part, 7 items in the second part and 11 items in the third part. The test format is
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multiple choices with a fixed time allotment (See Appendix C for the ELP-Test
and Appendix D for the tape script).

Moreover, from the informal interview with 10 participants in the pilot
study, it was also found that the speed of the listening test was quite slow,
especially for the high ability group. Therefore, the speed of the listening test was
modified to be faster in the main study. In addition, since the majority of the
deleted items were in Part I, conversation 2 of the test, therefore, there were only
two conversations in part one, instead of three conversations as in the pilot study.
After the revision of the test items, the final version of the ELP-test was obtained.

Listening Supports

The listening supports in this study are operationalized as a way the
listening test was administered, i.e. the ELP-Test was administered in three

different conditions:

A. Question Preview

The question preview in this study refers to as a treatment that the
researcher provided the test questions (See Appendix E) before the actual test
taking time. They are in a sheet separated from the actual test paper. Regarding
these supports, even though all three groups could see the questions, the
difference lies in the time given. The students in this group were given 15 minutes
to read the questions and they were allowed to write anything on the paper. This is
to allow the students to familiarize themselves with and understand the test

content.

B. Vocabulary Preview

In order to get a list of the vocabulary, 30 students from the pilot study (15

from the lower group and 15 from the upper group) with the same demographic
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information were asked to read scripts and circle the vocabulary that they did not
know or they were not sure what the meanings were. Then, the researcher selected
the words that appeared most frequently as words to be included in the vocabulary
list provided to the test takers (See Appendix F). The vocabulary list is in a sheet
separated from the actual test paper. The subjects were given 15 minutes to read
the vocabulary and they were allowed to write anything on the paper. In providing
vocabulary support, difficult words listed by 20 students from both ability groups
(10 from the high ability group and 10 students from the low ability one) were
simplified before being given to the students in the main study. In this study,
translation of vocabulary in the listening text was not employed because it was set

as a testing situation.

C. Repeated Input

Unlike the previous two types of supports, this support was defined as the
opportunity for the test takers to listen to the listening test twice. In the previous
two types of listening supports, the test takers only listened to the test once in
order to see the effect of repetition between listening once and twice. The intent is
to see the effect of repetition between listening once and twice. Bern’s study in
1995 showed that repetition had positive influence on learners. However,
repetition might not be too much in number as suggested by Chung’s (2002)
study that even though repetition is important, students got higher scores when
they listened to the listening text twice, rather than three times. Therefore, in this
study the opportunity to listen to the listening text was employed.

3.3.2 English Listening Strategies Questionnaire

The English Listening Strategies Questionnaire (ELSQ) was developed to
examine the listening strategies the students used before, during and after taking
the listening test. The questions in the questionnaire were created from the
descriptions of listening strategies and tactics proposed by Vandergrift (1997) and
Goh (2002), which overlapped in many categories. The proposed frameworks of

these two scholars were combined to produce the listening strategies questionnaire
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in this study (See Appendix G). The questionnaire is divided into three parts: the
“before listening” strategies, the “during listening” strategies and the “after
listening”™ strategies. Each part includes statements to see how students rate their
listening strategy use. Each statement was written by the researcher based on the
description of each strategy and validated by three experts. The “before” listening
part is composed of 5 items, the “during listening” consists of 20 items, and the
“after listening” has 3 items. Table 3.3 shows the categories of the observed

strategies.

Table 3.3: Categories of English Listening Strategies Questionnaire

English Listening Sub-strategies Questions

Strategies

Before taking the test: ///// .

Metacognitive Advanced o
] A Question item 1
strategies organization

Selective attention Question item 2

Directed attention Question item 3
Cognitive strategies | pregjction Question item 4
Affective strategies | | oyer anxiety Question item 5
During the test taking:

Directed attention Question item 21

Metacognitive

strategies Selective attention | Question items 6, 7, 8, 9

Comprehension o
L Question items 23, 24, 25
monitoring

Inferencing Question items 10, 11, 12
Cognitive strategies

Elaboration Question items 13, 14, 15, 16
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Table 3.3 (continued) Categories of English Listening Strategies Questionnaire

Cognitive strategies Translation Question item 17
Repetition Question item 18
Note-taking Question item 19
Visualization Question item 20
Affective strategies | positive talk Question item 22
After taking the test:
Metacognitive ) o
) Evaluation Question item 26
strategies
Problem o
) g7/ Question item 27
Affective strategies identification
Positive talk Question item 28

Validation of English Listening Strategies Questionnaire (ELSQ)

The ELSQ was written in both Thai and English and was validated by
three experts to find their consensus (See Appendix H). They were English
instructors who had experience in teaching learning strategies for more than 10
years. The mean scores from the experts were calculated and the items which did
not score between 0.50 and 1.00 were revised according to the experts’
suggestions. The result from the experts’ validation indicated that items no. 3, 9
and 23 should be revised. Consequently, the English listening strategy
questionnaire was revised according to these comments. See Appendix | (English

version) and Appendix J (Thai version).
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Pilot study

The Thai version of the ELSQ was pilot tested with thirty first year
students from the Faculty of Science and the Faculty of Industrial Education and
Technology who had similar characteristics to the samples in the main study. The
Cronbach’s alpha internal consistency was used to estimate itS reliability and the

value of Cronbach’s alpha from the pilot was .875 which is in the recommended

range of reliability level of the questionnaire (?raﬂmg, 2551). Consequently, this

English Listening Strategies Questionnaire could be used in the main study.

3.3.3 Semi-structured Retrospective Interview

The semi-structured interview was conducted after the participants had
taken the English Listening Proficiency Test in order to triangulate with the
findings obtained from the English Listening Strategies Questionnaire. The results
from the analyses of the English Listening Strategies Questionnaire and the semi-
structured interview were used for the triangulation purpose. The questions for the
retrospective interview were validated by three experts to find their consensus
(See Appendix K). They were English instructors who had experience in teaching

learning strategies for more than 10 years.

Similarly to the questionnaire, the mean scores from the experts were
calculated and the items which did not score between 0.50 and 1.00 were revised
according to the experts’ suggestions. The result from the analysis indicated that
none of the items needed to be revised (See Appendix L (English version) and
Appendix M (Thai version). The data from the interviews were recorded, coded,
quantified and presented in the form of frequency. Table 3.4 shows examples of

interviews’ response analysis



Table 3.4: Examples of Interviews’ Response Analysis

Question Descriptions

Example of Interview Responses

Frequency

Before listening test: | Metacognitive: Selective

attention: Deciding to attend

1. Do you plan how | specific aspects of the listening
you are going to Input
do the listening
test? If yes, what
do you usually do
before listening?

| read the questions {MSa}, so | can relate to when |
listen to the recording.

Subject 10

“I don’t usually plan. I justread the questions
{ MSa}and focus on the words I don’t know”

Subject 18:

I normally read the test first {MSa}, and then try to
summarize what the test about?

During test taking: Cognitive: Note-taking :
writing down keywords to
assist performance of the

7. Do you take notes | assISt
listening task

while listening?
Why and, how? In
Thai or in
English?

Subject 7:

“I don’t take notes. | may highlight, or circle
keywords. That’s all. {No}

Subject 12:

| sometimes take note {CNt} in Thai, words level.

€L



Table 3.4 (continued) : Examples of Interviews’ Response Analysis

After test taking:

12. What do you do
after you’ve finished

the test

Affective Strategies: Using
Positive Talk:

Providing personal motivation

through positive talk

Subject 18:

“I just think I can do it or not that’s it.” {A-Pt}

CODE: MSa= Metacognitive strategies: selective attention

CNt = Cognitive strategies: note-taking

ATt = Affective Strategies: using positive Talk

VL
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3.4 Data Collection

According to the research design, there were three conditions that each
ability group would undergo in a different sequence: Condition 1: Question
Preview (QP), Condition 2: Vocabulary Preview (VP) and Condition 3: Repeated
Input (RI). Each condition took about 30-40 minutes, including test taking and
questionnaire completion. Each condition was conducted in a computer room at
KMUTT and the participants listened to the test using headphones. The test

administration was conducted in February 2011.

3.4.1 Procedure of Condition 1: (Question Preview)

In this condition, first, students were given questions of the listening test in
advance before the test taking. They were given 10 minutes and were allowed to
write any information that they thought would be the answers to the questions.
These questions were aimed to activate the topical knowledge of the students.
Then, they were given the ELP-Test paper. Time allotment was based on the time
of the listening text. Immediately after they completed the ELP-Test, students
completed the questionnaire. The last procedure in collecting the data was that
three students from each ability group were randomly selected for a retrospective

interview. The interviews were recorded and transcribed later for content analysis.

3.4.2 Procedure of Condition 2: (Vocabulary Preview)

In this condition, first, students were given a list of vocabulary of the
listening test, as a vocabulary preparation for them. They were given 10 minutes
and were allowed to write any information such as Thai meaning of words. These
vocabulary items were given in order to provide key vocabulary items for
students. Then, they were given the ELP-test paper. Time allotment was based on
the time of the listening text (12 minutes plus pause time). Immediately after they
completed the ELP-Test, the students completed the questionnaire. The last

procedure in collecting the data was that three students from each ability group
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were randomly selected for a retrospective interview. The interviews were

recorded and transcribed later for content analysis.

3.4.3 Procedure of condition 3: (Repeated Input)

Unlike the two previous conditions, the listening support was the
frequency of listening input, i.e. in the previous two conditions students were
allowed to listen to the listening test only once, but in this condition the students
listened to the listening texts twice. Immediately after they completed the ELP-
Test, they completed the questionnaire. The last procedure in collecting the data
was that three students from each ability group were randomly selected for a
retrospective interview. The interviews were recorded and transcribed later for

content analysis. Table 3.5 illustrates the research procedures of this study.

Table 3.4: Research Procedures

Question Preview Vocabulary Preview Repeated input
Question Preview Vocabulary Preview
(15 mins given to read (15 mins given to read

the provided information) the provided information)

Listen to the test Listen to the test Listen to the test

Answer the test questions Answer the test Answer the test questions

ﬂ questions ﬂ

Listen to the test(2™

time)
Complete the Complete the Complete the
guestionnaire questionnaire questionnaire
The participants were The participants were The participants were

interviewed interviewed interviewed
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3.5 Data Analysis

Data in this study were analyzed both quantitatively and qualitatively.
Quantitative data analyses were computed on the Statistical Package for the Social
Sciences (SPSS) version 17 for Windows. To answer the research questions, the

following analyses were employed

1. The first research question is, “Do different types of listening supports
have a significant effect on students’ listening performance? If yes, to
what extent is the effect size?”

In response to Research Question 1, a two-way ANOVA was
carried out concerning the main effect of listening supports. Also,

partial Eta was computed to measure the effect size.

2. The second question is, “Do different levels of English ability have an
effect on students’ listening performance? If yes, what is the effect
size?”

To answer this research question, a two-way ANOVA was carried
out concerning the main effect of language ability. Also, partial Eta

was computed to measure the effect size.

3. The third question asks, “Is there an interaction effect between
listening supports and English ability?

In response to this research question, a two-way ANOVA was
carried out concerning the interaction effect of listening supports and
English ability level. Also, partial Eta was computed to measure the
effect size.

4. The last question is, “What listening strategies do the students use

when they do a listening test?

Two research instruments were used to collect data to answer this

research question. The data from the questionnaire were analyzed
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using descriptive statistics i.e. mean scores and standard deviations.
The data from the interview were coded by the researcher. The two

sets of data were triangulated to yield valid and reliable conclusions.

Summary of the Chapter

This chapter shows the methodology of the study, research instrument,
procedures for data collection, the pilot study, and data analysis. The findings of

the study will be presented in the subsequent chapter.



CHAPTER 4

RESULTS

This chapter presents the findings of this study. With the data quantitatively and
qualitative analyzed, the four research questions posed in this study are answered.

Data are presented based on the four main research questions as follows:

1. With regard to the first research question “Do different types of listening
supports have a significant effect on students’ listening performance? If

yes, to what extent is the effect size?

In response to research question 1, a two-way ANOVA was carried
out concerning the main effect of listening supports and the post hoc
Scheffe test was used to see which listening support was more effective.
Also, Partial Eta was computed to measure effect size of the listening

supports.

2. The second question was “Do different levels of English ability have an

effect on students’ listening performance? If yes, what is the effect size?

To answer this research question, a two-way ANOVA was carried
out concerning the main effect of language ability. Also, partial Eta was
computed to measure effect size.

3. Is there any interaction effect between listening supports and English
ability?

In response to this research question, a two-way ANOVA was
carried out concerning the main effect of listening supports. Also, partial

Eta was computed to measure effect size.
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4. What listening strategies do the students use when they do a listening test?

In response to this research question, data from the questionnaire
were analyzed using descriptive statistics i.e. mean score and the data from
the interview were analyzed using content analysis in the form of

frequency. The two sets of data were triangulated.

4.1 Results of Research Question 1

Research question 1—Do different types of listening supports have a
significant effect on students’ listening performance? If yes, to what extent is

the effect size?

Hypothesis 1: Different types of listening supports significantly affect students’

listening performance. (¥op = Xyp™ Xri)
QP = Question Preview
VP = Vocabulary Preview

RI = Repeated Input

This research question explores the effect of listening supports by
examining the scores obtained from the English Listening Proficiency Test (ELP-
Test). Both factorial ANOVA and one-way ANOVA were employed in the
quantitative analysis. This study is a 2x3 design, with two levels of English ability,
namely High Ability Student (HAS) and Low Ability Student (LAS) on the ELP-
Test, and three different forms of listening supports, namely Question Preview
(QP), Vocabulary Preview (VP), and Repeated Input (RI). Based on the Statistical
Package for the Social Sciences (SPSS) version 17, the statistical analysis of the
effects of listening supports was carried out. Table 4.1 shows the descriptive
statistics, the mean score and the standard deviation of ELP-Test scores performed
by the three groups of students.
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Table 4.1: Descriptive Statistics of the Scores of Different Listening Supports

Listening Supports Level of English
. N Mean SD.
ability

High Ability Student 30 15.13 3.58

Question Preview (QP) Low Ability Student 30 13.67 3.35

All 60 14.40 3.51

High Ability Student 30 14.77 3.20

Vocabulary Preview (VP) | Low Ability Student 30 12.03 3.20

All 60 13.40 3.46

High Ability Student 30 17.63 241

Repeated Input (RI) Low Ability Student 30 14.03 3.86

All 60 15.83 3.67

Total 180 14.54 3.66
*p=0.05

As shown in Table 4.1, the mean of all subjects is 14.54, which is just
slightly below half of the full score. With regards to the score of each listening
support, the descriptive statistics are as follows: The students’ score with the
Repeated Input setting is the highest (mean=15.83), which is higher than 50% of
the total score and is higher than the mean of all subjects, followed by the score of
the group of subjects from the Question Preview group (mean =14.40), and the
lowest score comes from the students in the Vocabulary Preview group

(mean=13.40). The result shows that in a testing situation, Repeated Input is the
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most effective listening test support for both groups of students and Vocabulary
Preview is the least helpful for all students.

Moreover, to examine the effect of listening supports on the performance
of these students, a Two-way ANOVA was performed as shown in Table 4.2. The

listening supports significantly affected the listening performance of the students

(F=7.120, p=0.05). After the main effect was determined, it is also important to
consider the magnitude of that effect. Based on the Partial Eta® statistical analysis,
the results reveal that even though there is a significant effect of listening supports
on the listening performance of students, the effect size of the listening supports
was .087, which suggests that the magnitude was small (Cohen, 1988). This
indicates that the listening performance of the university students is influenced by
the listening supports, but only in a small magnitude. In other words, the three
types of listening supports might not be helpful and reflect each student’s listening

performance.

Table 4.2 Main and Interaction Effects between Listening Supports and English

Ability Levels
Variable SS df MS F Sig. Partial
Eta square
(A) Listening 82.178 |2 41.09 |3.525] .032 .087
supports
(B) English 168.20 |1 168.20 | 14.43 | .000 138
Ability
A*B 66.53 2 33.27 | 2.85 |.060 .018
Error 2028.40 | 174 11.66

*p<0.05
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Furthermore, to examine which of the listening supports was helpful to the
students, the post hoc test (Scheffe) was performed as shown in Table 4.3; the
results indicate that there was a significant difference between the performances
of the students from the Vocabulary Preview (VP) and Repeated Input (RI) groups
(p< .05) with a mean difference of -.2.4333. Therefore, Repeated Input is more

helpful for the students than VVocabulary Preview.

However, there is no significant difference between the students from
Question Preview (QP) and Vocabulary Preview (VP) groups, and between the
students from Question Preview (QP) and Repeated Input (RI) groups. Therefore,
since the mean is not significant, it cannot be concluded which type among these
listening supports is more helpful than the others. In other words, we cannot say
that Question Preview is better than VVocabulary Preview or Question Preview is

better than Repeated Input.

Table 4.3: Post hoc Comparison on the Effects of Listening Supports

) ()

Listening Listening]l Mean Difference
support  support (1-J) Std. Error Sig.
Scheffe QP VP 1.0000 .60210 .255
RI -1.4333 .60210 .062
VP QP -1.0000 .60210 .255
RI -2.4333" 60210 .000
RI QP 1.4333 .60210 .062
VP 2.4333" 60210 .000

*. The mean difference is significant at the 0.05 level.
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4.2 Results of Research Question 2
Research question 2—Do different levels of English ability have an effect
on students’ listening performance? If yes, what is

the effect size?

Hypothesis 2: Different levels of English ability have an effect on the

Students’ listening performance. (Xy ¥ X.)

H = High Ability Students; L = Low Ability Students

This research question aimed to examine whether the level of English
ability, based on their academic results from their previous English course,
affected the listening performance of Thai first year university students at King
Mongkut’s University of Technology Thonburi. Due to the difficulties occurred
during the main study, the subjects’ English ability was categorized based on their
grades from the previous English Fundamental Course (LNG 101) in the first

semester, in which listening accounted for 10% of their total marks.

Table 4.2 shows the statistical analysis of the ELP-Test scores obtained by
the two groups of English ability levels. As expected, the result indicated that
levels of English ability significantly affected the listening performance of the

students (F= 25.706, p==0.05). Despite the fact that the levels of English ability
significantly affected the listening performance of the subjects, the effect size was
only .138, which suggests that it effect size was small (Cohen, 1988), but it is
larger than the effect of listening supports. In other words, the overall English
ability level of the students might not reflect the level of listening proficiency of

each individual.



Table 4.4: Post hoc Comparison on the Effects of English Ability Levels
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Mean

(h LS J LS Difference (1-J) Std. Error Sig.

HAS QP VP 36667 80124 901
RI -2.50000" 80124 .010

VP QP -.36667 80124 901

RI -2.86667" 80124 .003

RI QP 2.50000" 80124 .010

VP 2.86667" 80124 .003

LAS QP VP 1.63333 .89896 198
RI -.36667 .89896 920

VP QP -1.63333 .89896 198

RI -2.00000 .89896 .090

RI QP 36667 .89896 920

VP 2.00000 .89896 .090

Furthermore, to examine which of the listening supports was more helpful

in relation to the level of English ability, the Post hoc Scheffe test was performed

as shown in Table 4.4. Firstly, in the high ability group, the result shows that there

is a significant difference of test scores between the students from the Question
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Preview (QP) and from the Repeated Input (RI) (p <.05) with the mean
difference being -.2.50000. Therefore, Repeated Input is more helpful for the
students than Question Preview. Also, a significant difference was found between
the students from Vocabulary Preview (VP) and Repeated Input (RI); therefore, it
can be concluded that for high ability students Repeated Input is more helpful than
Vocabulary Preview. In short, among high ability students Repeated Input is the
most helpful form of listening support during listening test taking.

As for the low ability students, the Post hoc test indicated that there is no
significant difference between any of the pairs tested. Therefore, it can be
concluded that there is no listening support which is more helpful than the others.
In other words, the three listening supports tested in this study equally affected the

performance of the students.

4.3 Results of Research Question 3

Research question 3: Is there any interaction effect between listening
supports-and English-ability?

Hypothesis 3: There is a significant interaction effect between listening

supports and English ability at 0.05 level.

To respond to this research question, a two-way ANOVA was employed to
see whether there was any significant difference in listening performance for the
listening supports and language ability level, and to determine if an interaction
existed. As shown, Figure 4.1 reveals that there were significant main effects for
listening supports and English ability  (F= 3.525, p=<.05) and just English
ability (F = 14.442, P= <0.005). Therefore, even though reported earlier that the
main effect indicated that listening supports and the level of English ability
significantly affected the students’ listening performance, the interaction effect

between these two main effects was not significant (F= 2.85, P=>.05).
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Figure 4.1: The Interaction effect between listening supports and English ability

levels

In short, the effects of the level of English ability and the three types of
listening supports on the listening performance of the students are parallel, but no
interaction effect was found. Figure 4.1 illustrates no significant interaction effect

between the two variables. Therefore, the third research hypothesis was rejected.

4.4 Results of Research Question 4

Research Question 4: What listening strategies do the students use when they
do a listening test?

Research question 4 explores the use of listening strategies of the subjects.
Two research instruments were used to collect data both quantitatively and
qualitatively, namely the English Listening Strategies Questionnaire (ELSQ) and

the retrospective interview to triangulate with the data obtained from the
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questionnaire. The English Listening Strategies Questionnaire (ELSQ) includes
28 strategies with a self-reported 5-point Likert scale: 1= 1 never or almost never
do this, 2= I seldom do this, 3= | sometimes do this, 4 = | usually do this, and 5=
I always do this. It is designed to identify the students’ English listening strategies
specifically in a testing situation.

Semi-structured retrospective interviews were conducted to elicit information
about the subjects’ listening strategy use at each stage of test taking for
triangulating with the quantitative data. Three volunteer students from each group
were interviewed after they took the ELP-Test. Hence, there were 18 participants
in the interviews. Based on the research questions, the participants for the
interview were categorized as high ability students (HAS,) named S1-S9 and low
ability students (LAS), named S10-18. The interviews were conducted in Thai to
ensure that the students could express their strategy use thoroughly. The
interviews lasted between 10-12 minutes, depending on each student’s responses
and follow-up questions. However, most are quite short; this may be the results of

the nature of the question posed and students’ nature. The researcher used guided

- - - . =2 YA Y A " o
Interview questions such as ‘Llﬂﬂ’ﬂy7Yﬂﬂﬂﬁ’JNMWHUN‘Hi@71/ﬂ@1!1’l7!!1]1]7/lﬂﬁ’f)1]

msia 8191 vee 157 (Do you plan how you are going to do the listening test? If

yes, what do you usually do before listening?”’)

The interview was conducted based on the interview questions prepared by
the researcher and with follow-up questions in case further explanation was
required. The interview was conducted in a prepared room using an MP3 player to

record the responses. The data from the interview were transcribed.

Table 4.5 outlines the questions in the questionnaire items that were
intended to elicit information about English listening strategies and sub-strategies

in relation to each phase of listening test taking.
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Table 4.5: English Listening Strategies and Sub-strategies as well as the Question

and Interview Items Grouped according to Specific English Listening

Strategies.

English Listening Sub-strategies

Strategies

Questions

Metacognitive Advance organization

Question item 1

strategies
Selective attention

Question item 2

Directed attention

Question item 3

Cognitive strategies | Prediction

Question item 4

Affective strategies | Lower anxiety

Directed attention

Question item 5

Question item 21

Metacognitive Selective attention

Question items 6, 7, 8, 9

strategies
Comprehension

Question items 23, 24, 25

Monitoring
Inferencing Question items 10, 11, 12
Elaboration Question items 13, 14, 15, 16

Cognitive strategies | Translation

Question item 17

Repetition

Question item 18

Note-taking

Question item 19
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Table 4.5 (continued): English Listening Strategies and Sub-strategies as well as
the Question and Interview Items Grouped according to
Specific English Listening Strategies

Visualization Question item 20
Affective strategies Positive talk Question item 22
After taking a test:
Metacognitive _ o

) Evaluation Question item 26

strategies

Problem o

. = Q Question item 27
Affective strategies deriBranan

Positive talk Question item 28

It can be seen from Table 4.5 that this study investigated English listening
strategies and sub-strategies that students used before, during and after listening to
the test. The results for this research question are presented in three aspects as
follows: frequency of listening strategies use, listening strategies use in three
stages of test taking, and comparison between high ability and low ability
students. The data obtained from the questionnaire were presented first, and then
the qualitative data from the interview were used to give additional data regarding

the used strategies.

4.5.1 Analysis of English Listening Strategies Frequently Used

The data from the questionnaire were analyzed using descriptive statistics
in order to show the frequency of listening strategies the students used in the
process of listening test taking. The subjects’ questionnaires of 28 listening

strategic items were analyzed, and the results are given in Table 4.6 which
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provides the mean score of each listening strategic item. According to Oxford
(1990), the strategies holding the mean over 3.5 were considered as strategies with
high frequency use whereas the strategies with the mean lower than 2.4 were
regarded as strategies with low frequency use. As for this study, the mean score
of the five-point scale for each question item in the questionnaire was interpreted
as follows:

= 3.50-5.00 means high frequently used strategies
= 2.50-3.49 means medium frequently used strategies
= 1.00-2.49 means low frequently used strategies

Table 4.6 below shows the means and the standard deviations of listening

strategies from the questionnaire that the students reported. .

Table 4.6: Means and Standard Deviation of English Listening Strategies Used

Item Listening Strategies Mean | SD

| clarify the objectives of the listening task and
make sure of what | have to do e.g. read the 3.56 .26

instructions of the test.

| scan the questions, and then listen to the specific
2. ] ] 3.82 27
information to answer them.

3. | concentrate my mind on the listening text. 3.93 .30
{ 1 predict the content of the test from the test
_ 3.77 .20
4, questions.
5. Before taking the test I tell myself to relax. 3.42 .29

6 I listen to words in a group or sentences. 3.37 | 0.25




Table 4.6 (continued): Means and Standard Deviation of English Listening

Strategies Used
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| listen to the general idea to understand the

7 o 3.82 | 0.33
listening test.

8 | listen to every detail | hear. 3.67 | 0.20

9 | pay attention to repeated words. 3.67 | 0.23
I think of what I’ve already known about the

10 o _ 3.25 | 0.45
listening topic.
I guess the meaning of new words using known

11 o 3.33 | 0.19
words from the listening text.
| relate new words to the known words and use them

12 . 3.13 | 0.12
to understand the listening text.
| use my knowledge of English to understand the

13 o 298 | 0.29
listening text.
| use my knowledge about English grammar to

14 Y 3.43 | 0.25
understand the listening text.
| relate new information to my own experience or

15 3.40 | 0.32
knowledge.
I use my background knowledge about the topic to

16 3.43 | 0.28
help me understand the text.

17 | try to translate words or sentences into Thai. 3.49 | 0.30
| repeat words or phrases softly to help me

18 2.74 | 0.12
understand the words or phrases.

19 | write down some ideas or keywords as | listen. 2.78 | 0.23
| use mental pictures to understand the listening

20 3.23 | 0.23
text.

21 | continue to listen despite listening difficulty. 3.47 | 0.18
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Table 4.6 (continued): Means and Standard Deviation of English Listening

Strategies Used

I reassure myself by telling myself “I’'m right” or “I

22 _ 285 | 0.11
know this”.

23 | | ask myself what | have understood. 3.19 | 0.07
| always check whether the information is making

24 3.21 | 0.13
sense to me.

| check my comprehension to see whether it is right

25 3.32 0.29
or wrong.

26 | evaluate how much | could understand. 3.31 0.20

27 | think about my problems and difficulties. 3.60 | 0.22

28 | I tell myself I did the best I could. “Don’t worry

about the results.” 3.70 | 0.25

The results in Table 4.6 indicated that the students used a variety of
listening strategies at high and medium level. Moreover, it can be seen that the
five most employed listening strategies were “l concentrate my mind on the
listening text” (item 3: Metacognitive strategies: directed attention); “I scan the
questions, and then listen to the specific information to answer them” (item 2:
Metacognitive strategies: selective attention); “I listen to the general idea to
understand the listening test.” (Item 7: Metacognitive: selective attention) and |
predict the content of the test from the test questions (item 4: Cognitive strategies:

prediction). All the means are more than 3.77.

On the other hand, the least frequently used strategies are “I write down
some ideas or keywords as I listen.” (item 19: Cognitive strategies: note-taking);
“I repeat words or phrases softly to help me understand the words or phrases”.

(item 18: Cognitive strategies: repetition); and “I reassure myself by telling myself
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I'm right” or “I know this”. (Item 22: Affective strategies: positive talk). The

means are below 2.85.

To further investigate the listening strategies the students used when
taking a listening test, and to minimize the drawbacks that might be caused by
using the questionnaire only, a semi-structured interview was conducted. The
interview in this study consists of 12 items to elicit the listening strategies the
students used in three stages of test taking as previously shown in Table 4.6. The
samples from the interview questions to triangulate with the data from the
questionnaire are provided below. The data are presented according to each stage

of listening test taking: before, during and after.

4.5.1.1 Strategies used before doing the ELP-Test

The listening strategies included in this part cover metacognitive strategies,
cognitive strategies and affective strategies. Metacognitive listening strategies
focused on planning, selective attention, and directed attention while cognitive
strategies focused on prediction. The affective strategies focused on lower anxiety.
Table 4.7 shows that the three most frequently used strategies by the students
before taking the test are “l concentrate my mind on the listening text.”
(Metacognitive strategies: directed attention), followed by “I scan the questions,
and then listen to the specific information to answer them.” (Metacognitive
strategies: directed attention) and “I predict the content of the test from the test

questions. ” (Cognitive strategies: prediction).



95

Table 4.7: Means and Standard Deviations of Listening Strategies Used before

Test Taking

Listening Strategies Mean SD.

Metacognitive strategies—Advanced organization

| clarify the objectives of the listening task and make sure of | 3.56 | 0.26

what I have to do e.g. read the instructions of the test.

Metacognitive strategies—S elective attention

| scan the questions, and then listen to the specific 382 | 0.27

information to answer them.

Metacognitive strategies—Directed attention

3.93 0.30
| concentrate my mind on the listening text.
Cognitive strategies—Prediction
3.77 0.20
| predict the content of the test from the test questions.
Affective strategies—Lower anxiety
3.42 0.29

Before taking the test I tell myself to relax.

A further investigation through the retrospective interview shows a similar
trend, but it is not in the exact manner. The retrospective interview was conducted
to examine the use of listening strategies of the subjects. Three students were from
each group were randomly selected to take part in the interview. The interview
was conducted in Thai and recorded. After that, it was transcribed, coded and

analyzed.

The results indicate that all 18 participants (100 %) from the interviews
when asked, “Do you plan how you are going to do the listening test? If yes, what

do you usually do before listening?” (Interview question 1), indicated that they
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looked at and read the questions before the listening recording was played. That is
to say, the most frequently used listening strategy was “Selective attention”,
which is the second most frequently used listening strategy reported from the
questionnaire. Examples of some students’ responses from the subjects are given
below to show that the subjects used the “selective attention” strategy the most
before they took the listening test. Please note that the responses presented in the
quotations are the original version that the students answered in Thai, the
translated versions in the square brackets were translated by the researcher and the
English language was grammatically corrected by a native speaker who is an
experienced English teacher.

“auAnnnn udandnavideniuRangesinglenauily wiafiindndunseiuain

a = 1 y A Yy & & 29
A3UTAIAT DNNNAAIRaL LAINLTARNAAURN

[I read the questions, so | can relate them to what | hear when | listen to
the recording and guess how it relates to my real life. I might guess those
answers and check my guesses when | listen.]

(Subject 1)

€€ 1 [ Y @A 1o d’ o Y & o =3 2
ATUATNIN LLﬂQﬂﬂﬁ)’J’]ﬂ’m’)NLﬂEI’JﬂL/@Z/’Z? UAINWENENNALLTLIA UMD UA

[I read the questions, and think of what kinds of questions they are. | try to

get the main idea when | listen.]

(Subject 3)

€€ 1 o a U o d‘ o o b o d‘ I3 Y o f: )
ATUAININ ﬁ)ﬁ)?’?ﬂ’)ﬂ’?&lmﬁl?ﬂll@;”li‘ Nﬂ@$LUHW7WZNL%72@ waariwna ;e

[I read the questions and think of what they are about and I always

highlight words that I don’t understand, and I will focus on those.]

(Subject 5)
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)

. o a 1 o 5 o & oo )
A1UAINTNN ﬂﬁm'?ﬂ']ﬂ'?l/lﬂﬂ/?ﬂl/@gzg‘ WOHBUN @ NEIABN

[I read the questions, and think of what the questions are about, so when |

listen I will look at the options.]

(Subject 7)

(X3 ac 4 1 Y & U % d’ o 1 dy
UnEABIUAININNDY LL@QﬂWE/’?E/’)J\Iﬂg“JJ 0’)1/@2&7@7./4%/%7./@57? LU INAEOIN

d’ o o =3 o »
INEANY AFUAY NNARNIBNIZEHAAY

[I normally read the test first, and then try to summarize what the test is
about. For example, the test | just took asked about carbon, so | focused on

the number.]

(Subject 14)

b2

“wyfiemAININ wAanAUssALAIATY

[I read the questions and try to get the main important points.]

(Subject 16)

v
o o b3

“gruminin lnganwizd ey duing  AndiaududAyga

[I read the questions, especially the beginning and the end of sentences. |

think that is the most important thing.]

(Subject 17)
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Moreover, two interviewees reported that they also planned what to listen

for the first time and what to listen for the second time.

€6 o

BUT A9 2 791 FIALAAIINIATILTA AZWININTIN WATALADY ASHITILAD

,  alo o 3
0N ﬂ@u%ﬂ’lﬂzy

[This one I will listen to twice, so | plan that the first time | will listen for
general information, and the second time I will listen for the specific

things that are asked, the main important information.]

(Subject 15)

€ v v 3? 3 g o d’ o 3 d’ »
ﬂ’)ZﬁWV\?ﬂ@\?ﬁ‘@‘U ﬂﬁ\?LL?ﬂﬂVVﬂQ’]?JHLﬂHQﬂU@:ﬁZ? NATALADY ANNINDALADLI

[If I can listen twice, the first time | normally listen just to know what

it is about, and the second time I will listen to find the answers.]

(Subject 16—the subject was allowed to listen only once)

Therefore, it appears that metacognitive strategies are the dominant
strategies that the students used before the stage of test taking. In addition, from
the interviews, it also shows that the form of listening support such as repeated

input may influence the planning of the students in doing the test.

4.5.1.2 Strategies used during the ELP-Test

The interview questions asked for the strategies the students used during
the test and included five cognitive categories: inferences, elaboration, note-taking,
translation, and imagery. The results from the questionnaire reveal that the
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strategies the students normally used during taking the listening test were listening
“I listen to the general idea of the listening test” (Metacognitive: selective
attention), followed by “I listen to every detail | hear” (Metacognitive: selective
attention), and “I pay attention to repeated word” (Cognitive: repetition). It is
rather unusual to see that listening for general information and listening for details
receive the same level. This may be caused by the fact that the test contains both
the constructs of listening for gist and details. Therefore, the students reported to
use them equally. Effectively, it could be said that the objectives of the test may
dictate the use of the strategies. The following table illustrates the means and
standard deviations of the listening strategies used when the students took the test.

Table 4.8: Means and Standard Deviations of Listening Strategies Used

During Taking the test

Listening Strategies Mean SD.
Cognitive strategies:
I listen to the general idea to understand the listening 3.82 0.33
test.
| listen to every detail | hear. 3.67 0.20
| pay attention to repeated words. 3.67 0.23
| repeat words or phrases softly to help me understand
the words or phrases. «14 012
I write down some ideas or keywords as | listen. 2.78 0.23
I reassure myself by telling myself “I’m right” or “I 285 011

know this”.

Table 4.8 shows that the least frequently used strategy was “l repeat
words or phrases softly to help me understand the words or phrases closely”
(Cognitive strategies: repetition) followed by “I write down some ideas or
keywords as | listen” (Cognitive strategies: note-taking). The results from the

questionnaire are similar to those from the interviews. The students hardly took
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notes while listening to the test especially when they were allowed to listen only
once as they stated that they had no time to do so. The results from the interviews
are similar to those of the questionnaire. In fact, no interviewee reported that they
used “repetition strategies” while listening. Similarly, 12 students (67%) reported
they never took notes while listening. The reason was due to time constraints as
they had no time to take notes; their focus was on completing the test. Below are
some examples from the interviews showing the reasons why note-taking was the

least frequently used strategy.

€ 1 o =l 3
lanasy ludnan

[I don’t take notes; there is no time.]

(Subject 1)
“luannsy uasuaaninauAInIn
[I don’t take notes; I just listen to answer the questions.]
(Subject 2)
¢ 1 s »
lainazan udnan
[T don’t take notes; there’s no time.]
(Subject 7)

However, there are three interviewees that reported they sometimes take

notes and their reasons are shown below.

€ zj |3 [4 dl’ v A )
U?\iﬂﬁ‘\?ﬂ@ﬁ)ﬂ?ﬂ’)i}ﬂIZ‘VIEILW@L@’)ZQLL"IEIUL?Z\?’)ﬁl@ll
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[I sometimes write words in Thai to remind me when answering
questions.]

(Subject 12)

“UnfAfiannAndnd Aty uwaaianlunimdange imszdnannim ngenaas
IS a »
a0

[I normally take notes on the points that I think are important. | normally
write in English because | am afraid that if I write in Thai | might make

mistakes.]

(Subject 15)

‘e @ Y @ ~ ., o ”»
7./'7\7?7?\777@@@971/‘”1/75/ﬂ77£f’]27]ﬂ LL@Qﬂ@@nZ]BLW@"HQE/LT@@@’W?@?J

[I sometimes take notes both in Thai (meaning) and in English to remind
me of the answers.]

(Subject 16)

4.5.1.3 Strategies used after doing the ELP-Test

The last stage was to investigate what the students actually did after they
completed the test. The strategies in this part focused only on metacognitive
strategies — evaluation and problem identification, and affective strategies. Table
4.9 shows the mean of each strategy. The results show that after completing the
test the students used affective strategies more to evaluate themselves or to think
about the problem. This may imply that the students thought they could do
nothing else; therefore, they comforted themselves by telling that they did try their
best and this is the most frequent strategy used. The table below shows the means
and standard deviations of the listening strategies that the students used after

taking the test.
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Table 4.9: Means and Standard Deviation of Listening Strategies Used after

Taking the Test

Listening Strategies Mean SD.

Metacognitive strategies: evaluation

3.31 0.20
| evaluate how much I could understand.
Metacognitive strategies: problem identification

3.60 0.22
I think about my problems and difficulties.
Affective strategies: positive talk
I tell myself I did the best I could. Don’t worry about 3.70 0.25
the results.

Based on the means, both metacognitive and affective strategies
were considered highly frequently used strategies. In fact, they actually used
metacognitive strategies more than affective strategies. Based on the means, both
metacognitive and affective strategies were considered highly frequently used
strategies. However, further interviews show different information. The data from
all 18 interviews pointed out that normally what they did the most was checking
whether they have completed all items in the test, rather than checking if their
answers were right or wrong. The results from the interviews indicate the
students used metacognitive strategies the most. Below are some examples of
interviews ‘responses to the question, “What do you do after you’ve finished the

test?”

€€ 1 v = a = 1 Y & A 3
@Q?W@HLL??’IW@U@&‘ZZ? UAITAUADNADLIUNAUIANYTAILIAY UAITIABN

[I compare the first time and the second time to see if my answers should

stay the same or not; if not, | will reconsider and make a final decision.]

(Subject 3)
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13 1 I v = ! Y A o v @ & I 1=
LLF)@Q’?W@L/‘I/Y?J@KH’I?/@V’J‘@UJ@’? m;um?;u?mm@ummnmﬂ LWﬁ")&‘fQ’)Z?JJ\ILQﬂ’)

< o I
IAAIBIBLILA]

[I just check whether | have completed all the items. If there are items | am
not sure of, I just make a quick decision, because I don’t have the listening

text to verify my answer.]

(Subject 7)

€€ 1 1 4 U [ v U 2 1 13
doulugjipimeunsivirailan luAeelaandiazldazuuuwinlg

[I usually check whether | have completed every item or not, and guess

how many marks | will get.]

(Subject 14)

€¢ ¥ J =3 1@ 1 = U Y & 1 = 1)
UAUEIIAT NUAITAINARLATLNTAILAT AN AAIUYTRILIAD

It depends on time. Usually I just check to see if | have completed all the

items, and guess whether I’11 pass or not.]

(Subject 12)

The following table compares the three most frequently used listening
strategies that were reported by the high ability students and their lower and low

ability counterparts
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Table 4.10: Comparison between High and Low Ability Students’ Use of the

Three Most Frequent Listening Strategies

High Ability Students (90)

Strategies

Metacognitive strategies:
Directed attention

I concentrate my mind on the 3.93
listening text.

Metacognitive strategies:
selective attention

I scan the questions, and then 3.82
listen to the specific

information to answer them.

I listen to the general idea to 3.82

understand the listening test.

Means

Low Ability Students (90)

Strategies Means

Metacognitive strategies:

Directed attention

I concentrate my mind on the 3.72
listening text.

Metacognitive strategies:
selective attention

I pay attention to repeated 3.63
words.
Cognitive strategies: 3.60

prediction
| predict the content of the
test from the test question to

answer questions.

Table 4.10 indicates that the three most frequently used listening strategies

of both groups are almost identical in order. For the high proficient group, the

most frequently used listening strategy is “I concentrate my mind on the listening

text” (Metacognitive: directed attention); the second and the third most frequently

used also reveal similar results. The second most frequently used for the high

ability students is “I scan the questions, and then listen to the specific information

to answer them.” (Metacognitive: selective attention) and the third one is “I listen

to the general idea to understand the listening test.” (Metacognitive: selective

attention). The last strategy is followed by “I predict the content of the test from

the test questions. ”” with the same mean of 3.82.
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For the low ability students, the most frequently used listening strategy is

“I concentrate my mind on the listening text. ” (Metacognitive: directed attention).

The second most frequently used for LPL is “I pay attention to repeated words”

(cognitive strategies: repetition). The following table illustrates the comparison of

the three least frequently used strategies used by the two groups.

Table 4.11: Comparison between High and Low Ability Students’ Use of the

Three Least Frequent Listening Strategies

High Ability Students (90)
Strategies
Cognitive Strategies: 2.81
repetition
| repeat words or phrases softly

to help me understand the words

or phrases.

Affective strategies: 2.86
| reassure myself by telling

myself “I’m right” or “I know

this”.

Cognitive Strategies: note- 2.88

taking
| write down some ideas or

keywords as | listen.

Means

Low Ability Students (90)

Strategies
Cognitive Strategies:
repetition:

I repeat words or phrases
softly to help me understand
the words or phrases.
Cognitive Strategies: note-
taking

I write down some ideas or
keywords as | listen.
Cognitive Strategies:
elaboration

I use my knowledge of English
to understand the listening text
Affective strategies: positive
talk

I reassure myself by telling
myself “I’m right” or “I know
this".

Means
2.67

2.67

2.80

2.84
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Regarding the least frequently used listening strategies, the results yield
similar results were obtained. The least frequently used strategy for both groups of
students is the same, i.e. “I repeat words or phrases softly to help me understand
the words or phrases ”. (Cognitive strategies: repetition.) The low ability students
also used two more least listening strategies; “I write down some ideas or
keywords as I listen.” (Cognitive strategies: note-taking) and “I reassure myself
by telling myself “I'm right” or “I know this.” (Affective strategies: positive talk),
and “l write down some ideas or keywords as | listen.” (Cognitive strategies:

note-taking).

The reported least frequently used listening strategies of the low ability
students are similar to those of the high proficient students, except for no. 2, “I use
my knowledge of English to understand the listening text.” (ltem13:
metacognitive strategies: linguistic elaboration). Though the two groups were
very similar in their use of strategies (both the most and least frequently used), it
can be seen that the low ability students try to get both general ideas and every
detail. This indicates that the high ability and low ability students shared certain
similarities in their use of strategies, but the differences lie in the frequency of use.
In other words, the high ability students appeared to use strategies more frequently

than the low ability ones.

4.6 Summary of the Results

4.6.1 Based on Research Question 1, listening supports significantly
affected the listening performance of Thai first year students at King Mongkut’s
University of Technology Thonburi with the repeated input as the most effective
listening support. However, statistical analysis indicates that the effect size of the
listening support is small. In other words, in this study the listening performance

of the students may not be influenced by the three selected listening supports.
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4.6.2 In response to Research Question 2, the levels of English ability
significantly affect the listening performance of Thai first year students at King

Mongkut’s University of Technology Thonburi and its effective size was small.

4.6.3 In response to Research Question 3, the statistical analysis indicates
even though both main effects are significant, the interaction effect between

English ability levels and listening supports is not significant.

4.6.4 Based on Research Question 4, Thai first year students at King
Mongkut’s University of Technology Thonburi used a variety of listening
strategies when taking a listening test, based on comparing among the three stages
of test taking. There is also a difference in the frequency of strategies used

between the high and low ability students.

The next chapter will discuss the results, theoretical and pedagogical

implications and recommendations for future research.



CHAPTERS

DISCUSSIONS, IMPLICATIONS AND RECOMENDATIONS

This chapter describes the research summary and the findings of this study
and discusses these findings in the context of relevant research. In addition, this
chapter presents pedagogical implications for EFL programs and states the
limitations that were raised based on these. Finally, this chapter presents

recommendations for further research and conclusion.

5.1 Summary of the Findings

The experimental research aims to examine the effects of listening
supports on the listening performance of Thai first year university students. This
study was comprised of two aspects, first to explore the effects of listening
supports on the listening performance of first year Thai university students,
strictly speaking, in a listening testing setting. Also, the listening test taking
strategies were examined to see the frequency of listening strategies that the
students used at each stage of test taking: before, during and after taking the
listening test. The study took place in the second semester of the academic year
2010. The participants (N=180) were first year, undergraduate students from
various departments from the Faculty of Engineering and the Faculty of Science.
All of them were Thai between 18-19 years old and they all completed the first
fundamental course of the university. They were assigned into three different
groups of listening supports (Question Preview, Vocabulary Preview, and
Repeated Input) and each group was divided into two levels of English ability.
There were thirty high English ability and thirty low English ability students in

each group.

Initially, the criteria for the English ability levels were based on the
KMUTT placement test, but due to the lack of a substantial number of
participants, the students were later divided into two levels of language ability

based on their grades from the previous English fundamental course (LNG 101).
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The high language ability group was the students who received grades A or B+,
and the low ability group was those who received C+ or lower from LNG 101

general English.

Three research instruments were employed: 1) English Listening
Proficiency Test (ELP-Test), 2) English Listening Strategies Questionnaire, and
3) Semi-structured Retrospective Interview. In order to investigate the effect of
the listening supports on the listening performance of Thai first year university
students as well as the listening strategies used by the students, the study attempts

to answer four research questions which are reiterated below.

1. Do different types of listening supports have a significant effect on
students’ listening performance? If yes, to what extent is the effect

size?

2. Do different levels of English ability have an effect on students’

listening performance? If yes, what is the effect size?

3. Is there an interaction effect between listening supports and English
ability?

4. What listening test taking strategies do the students use when they do a

listening test?

The researcher used a two-way ANOVA factorial design to examine the
effect of listening supports on the listening performance of Thai first year
students. Content analysis was employed to analyze the qualitative data. In brief,

the major findings of this study are summarized as follows:

1. There is a significant effect of listening supports on the listening

performance of the students. Repeated input appears to be the most
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effective listening support for Thai first year students. However, the
estimated effect size was at a small level.

2. The levels of language ability also significantly affected the students’
listening performance, and its effect size was considered to be at a
small scale.

3. Despite the fact that both main effects, listening supports and levels of
proficiency, significantly affected the listening performance, there was
no significant interaction effect between the two main variables.

4. The students used a variety of strategies when they do a listening test.
The high ability students and the low ability used similar listening

strategies, but the high ability used more frequently.

The findings of the study revealed that listening supports have some
effects on the listening performance of Thai first year university students. This
study showed that for Thai first year university students, repeated input was the
most effective form of listening support. The finding also indicated that high
proficient learners employed strategies more frequently than low proficient ones.
It was found that the more strategies the students could employ, the more likely
they would be effective listeners, hence improving their listening performance.

The findings of this study clarify some inconclusive results of previous
studies on the effects of listening support. This study also adds some contributions
to the understanding of the potential benefits and limitations of strategies used in
doing listening tests by comparing the effects of three forms of listening supports,
strictly speaking, in a test situation as well as the listening strategies that the
students use when they perform a listening test. Both quantitative and qualitative
results provided some information in the area of English listening comprehension

and listening strategies of EFL students.
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Despite the attempt to systematically carry out the investigation in an
objective manner, there are some imitations in this study which are presented

below.

First of all, the categorization of students into high and low language
ability students from the grades they obtained from the previous English course
might not be an ideal criterion. Second, the given listening supports in the testing
situation might not be a practical procedure, although the result can be applied to
the classroom setting in that repeated exposure can enhance students’ listening
performance. Furthermore, in the process of conducting the stimulated ELP-Test,
the researcher had informed the participants that the results of the ELP-Test
would not be a part of their assessment of the course they were taking. Because of
this reason, it appeared that many participants were not fully concentrated on the
test or the questionnaire. Last but not least, it is important to note that the
findings reported here cannot be generalized to all Thai first year students with

different proficiency levels.

5.2 Discussions

The findings yield discussion into three aspects: the listening supports on
listening performance, levels of English ability and listening performance and ,
frequency of listening strategies used and listening strategies and levels of English

ability.

5.2.1 Listening supports and Listening Performance

The results from this study revealed that listening supports significantly
affected the listening performance of Thai first-year students at King Mongkut’s
University of Technology Thonburi who enrolled in the academic year 2010.
Furthermore, it can be seen that different forms of listening supports have
different effects on the performance of these first year students. In this study,
Repeated Input is the most effective listening support for these students regardless
of what level of language ability they have. The finding of this study is similar to
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that of Chang and Read (2006) who conducted a study on the effect of four
listening supports, previewing the test questions, repetition of the input, providing
background knowledge about the topic, and vocabulary instruction, on the
listening performance of EFL college students in Taiwan. The results showed that
the most effective types of listening support were to provide background
knowledge about the topic followed by repetition of input, which was the most

effective listening support in this study.

As for the least helpful listening support, the finding from this study was
also consistent with the result of Chang and Read (2006). That is, vocabulary
instruction was the least effective listening support. Therefore, vocabulary
preview does not seem to be effective for Thai first year university students
despite the fact that not knowing vocabulary was claimed to be the factor that
affects their listening performance. Osuka (2007) studied the effect of providing
questions related to the main ideas in advance, slowing speech rates, supplying the
meaning of important vocabulary words in advance, and providing background
information about the topic in advance on 64 Japanese college students majoring
in business administration at a private university in Tokyo. The results revealed
that supplying the meaning of important vocabulary words in advance had no

effect on the performance of the students.

Moreover, the result from the present study was consistent with the study
of Elkakhafi (2005), which examined the effect of pre-listening activities and
repeated listening exposure on listening comprehension of Arabic learners. The
result showed that the subjects who received the question preview performed
better than those who received vocabulary preview. Therefore, it can be seen that
regarding the effect of listening supports of listening performance of students, the
result was quite similar to previous studies, especially on the effect of vocabulary
preview. The result may imply that knowing vocabulary as a written form might
not be an adequate source to facilitate the listening ability. However, many
aspects regarding what could affect the listening performance of students need
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further investigation and more empirical studies on listening skills should be
conducted.

Possible explanations for these results are as follows. Repeated Input is
the most helpful listening support because it enables the students to check whether
their answers are correct or not. As suggested by Hatch (1993 cited in Chang and
Read 2006: 378), “repetition provides more processing time and clarifies the
relationship of syntactic forms”. As for the least helpful form of support,
Vocabulary Review, this may be due to the fact that the students need more time
to remember the words and meaning of the key words. Also, the vocabulary
provided may be out of context; hence, the students could not process
meaningfully when they listened. As suggested by Buck (2001 cited in Chang and
Read, 2006:393), a ... listening test situation requires them to process the spoken
form and meaning of the words very rapidly, if not automatically”. Last but not
least, another important explanation may stem from the fact that knowing the
word itself is one thing, but its pronunciation in a listening text may be another

issue.

Regarding the interaction effect, the result indicated that there was no
interaction effect between the listening supports and the level of English ability.
This means that whether or not the listening support is included, the performance
of the students is not affected. This may be due to the fact that the criteria of
categorizing the students were quite broad; therefore, if the selected criteria have
more details like using listening scores or the scores from the auditory mode, the

interaction effect might be accounted for.

Unlike several previous studies, these students strictly set the supports as a
part of the test paper because the research did not explain in detail except for the
clarification on the instructions of the test. Based on the first research question,

there is a significant effect of listening supports on listening performance of the
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students with listening input as the most effective listening support. The findings
can be discussed addressing some key aspects as follows:

The findings of this present study share similar directions of those in
previous studies. Concerning the three listening supports, the repetition group
performed the best, followed by the question preview group, and the least
effective support was the vocabulary preview group, but their differences were

not significant.

The most effective listening support of this study was “repeated input”,
which is the listening support concerning the factors of the nature of input
(Brindley and Slatyer, 2002). This result was consistent with the study of
Elkhafaifi (2005) who compared the effects of vocabulary preview, question
preview and repeated exposure of the listening performance of EFL Arabic
students. His study also showed that repetition of listening text is a better
predictor of improved performance of the students. Moreover, repeated listening
increased the exposure of the listening and it allowed the students to use this
repetition to verify and confirm their answers. The result also was similar to
Chang and Read (2006) who examined the effect of four types of listening
supports—previewing the test’s questions, repetition of the listening input,
providing background knowledge about the topic, and vocabulary instruction—on
listening performance of EFL college students in Taiwan. The results showed that
the most effective type of listening support was providing background

information of the topic, followed by repetition of the listening input.

In relation to the second most effective listening support, question
preview, the result of this study partially supported some findings of previous
studies but also contradicted some. In fact, the findings concerning the effects of
question preview remain inconclusive. On the effective side, question preview is a
good listening prompt for students to make use of listening strategies. It can give

the students directions to what to listen for as well as some clues and allows
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students to grasp important information to answer a question. Although the result
showed that preview questions are beneficial to some students, their benefit is
limited. The questions in the ELP-Test are not only on “direct comprehension”;
therefore, if the students rely on the questions to answer each item, they might not

be prepared to process the information in order to answer every item in the test.

As for the insignificant effect of vocabulary preview, this finding seems to
coincide with previous studies. Despite empirical data that vocabulary is one of
the major factors affecting listening comprehension, providing vocabulary does
not necessarily facilitate English listening performance. Students may even be
able to guess the content of the test from the vocabulary. However, it takes more
than just knowing the meaning of words to understand the listening text. As
Berne (1995) pointed out, it is not conventional for listeners to study vocabulary
prior to listening in order to grasp the meaning of spoken messages in daily life.
This result is consistent with the study of Chang and Read (2006) in that the
vocabulary instruction was the least effective form of listening support for any

proficiency levels.

It should be noted that in conducting this study, the researcher only
elicited unfamiliar vocabulary from 20 representative students from the two levels
of proficiency. Therefore, the results could be more valid if representative

vocabulary is obtained from larger samples.

5.2.2 Levels of Language Ability and Listening Performance

In response to the second research question, the result indicates that there
is a significant difference between the listening performances of the high and low
groups; the finding is not surprising. However, the analysis shows that no
significant interaction effect was found between the listening supports and
proficiency levels. This shows that the listening performance of the students does

not change due to each listening support. In other words, different types of
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listening supports do not significantly affect the degree of listening performance
of the high proficiency group or the low proficiency one. That is, high proficiency
students perform equally well in all experimental groups, and the low proficiency

students perform equally poorly in all listening support groups.

5.2.3 Frequency of Listening Strategies Used

This study defined listening strategies according to the descriptions by
Vandergrift (1997) and Goh (2002) with the realization of listening sub-skills by
Weir (1993) to focus on the listening strategies used during a test situation rather
than in a classroom situation. Therefore, the term “listening strategies” refers to
the listening strategies that the students use before, during and after taking a
listening test. The results indicate that the students used a variety of listening test

taking strategies at high and medium levels.

5.2.4 Listening Strategies and Levels of Language Ability

In relation to listening strategies and levels of language ability, this study
shows that the students from both groups used similar strategies, but the high
ability students used strategies more frequently than their lower ability
counterparts. The results are consistent with several previous studies. For
example, Murphy (1985) used an introspective technique to investigate 12
students from both more and less proficient groups. The study showed that both
groups used the same seventeen strategies while listening to a listening text; but
the more proficient students tended to be more flexible in their use of strategies.
Vandergrift (2003) investigated listening strategies used by L2 (French) students
and the differences in strategy use among the less and more skillful students. The
study revealed that participants across different abilities employed strategies
differently. More skillful listeners tended to use more metacognitive strategies
than the less skillful participants. Moreover, there were also differences in the use
of strategies classified under metacognitive strategies: monitoring, elaborating,
and translation. Goh (1998) investigated the differences in the use of cognitive

and metacognitive strategies of Chinese ESL listeners at different listening
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abilities. The results indicated that high ability listeners used more strategies and
tactics than the low ability ones.

Moreover, Chang (2003) examined the differences of strategies used
between high and low proficiency college students. The study indicated that the
difference of strategy uses between high and low proficiency students was
statistically significant. Piamsai (2005) studied the use of cognitive and
metacognitive strategies across two levels of ability: high-listening ability and
low-listening ability of Thai students at Chulalongkorn University. Her study
revealed that the high-listening ability participant group employed more cognitive

and metacognitive strategies than the low-listening ability one.

Apart from looking at the relationship between listening strategies used,
several studies also focused on the relationship between listening proficiency and
strategies. Lui (2008) studied the relationship between listening proficiency levels
and strategies used by 101 Taiwanese university EFL (English as a Foreign
Language) students using questionnaires of listening strategy use (O’Malley et al.
1985; Vandergrift1997). The results showed that there was a relationship between
listening proficiency levels and strategies used. Also, Wang (2002) examined
senior high EFL students to see the relationship between strategy use and listening
proficiency of . The result showed a significant relationship between the strategy
use and listening proficiency. This study also showed that more effective listeners
applied more strategy use than less effective listeners.

In addition, Bidabadi and Yamat (2011) studied the relationship between
listening strategies used by Iranian first year students and their listening
proficiency levels. Their study indicated that there was a significant positive
correlation between the listening strategies employed and their listening

proficiency levels.
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In conclusion, the results found in this study correspond with most of the
studies reported above in terms of language ability and strategies used among
students with different levels of proficiency. The difference lies in the degree of
frequency where high ability students seem to employ listening strategies more

frequently than their lower ability student counterparts.

5.3 Implications of the Study
The findings of this study have contributed to the following aspects:
1. This study has shown that listening performances of EFL students can

be affected by the forms of listening supports provided. The students performed
better in the twice-heard condition listening test. This part of the finding
reinforces the importance of repetition in a listening test. This repetition might not
be applicable in a standardized test or summative assessment, but it might be
useful in the formative assessment as a part of instructional procedure. As Ross
(2005, cited in Vandergrift 2007) suggests, a process-oriented assessment may
lead to more engagement of learners and can be a positive impact on L2 listening

SUCCESS.

2. Although vocabulary preview was considered the least effective form

of listening support in this study, it is still an important issue for students. As
suggested by Tsai (2005), the more vocabulary the students know the better
listening comprehension the students have. Also, as shown in the study of
Mehrpour and Rahimi (2010), providing students with vocabulary glossary
significantly affected the performance of Iranian students. Their scores were much
higher than the group that had no vocabulary glossary provided. Moreover,
students need to be preview vocabulary not just by the meaning of the words, but
they need to be informed about how to pronounce the words, and how they are

pronounced in real sentences with the natural pauses and paces of speakers.
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3. As for listening strategies, the study focused on the frequency of

listening strategies that students used. The findings indicate that overall students
used listening strategies at medium and high levels. However, there are
differences between the frequency of listening strategies used between high
ability students and low ability students. Even though this study did not concern
the effectiveness of these strategies, it can be seen that high ability students used
listening strategies more frequently than their lower ability counterparts.
Therefore, if not directly, to encourage low ability students to use strategies more
frequently might be a way to improve their listening performance and this might
need formal instructions. In other words, strategy-based instruction can be
introduced in the classroom. As stated by Flowerdew and Miller (2005), the ...
way in which teachers can introduce students to listening strategies is by a
specific learning training program or by integrating learning skills objectives into
their regular teaching program”. Also, Anderson (1990) suggests that a teacher
explanation should provide information about the strategy: what, when, where,
why, and how it should be used as well as how to evaluate the strategies used.
Wenden (1987:15) also suggests that it is important for the teacher to help the
students “acquire the attitudes that enable them to use the strategies or skills more

confidently, flexibly, appropriately and independently of a teacher.

5.4 Recommendations for Further Research

1. The finding of this study indicated that the listening performance of the
students may be affected by different forms of listening supports. This study has
investigated the effect of three types of listening supports: question preview,
vocabulary preview, and repeated input. It is recommended that further research
investigate other types of listening supports, or other factors that may influence
the performance of listeners such as speech rate. Therefore, it is worthwhile to
examine different types of listening supports. Moreover, as it was found that
there have been only a limited number of studies of the listening skills of Thai
EFL learners in a classroom setting, testing setting as well as listening strategies,

further studies on listening skills in these aspects is recommended.
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2. Listening strategies can be related to the affective domain which might
not be revealed clearly by using a questionnaire or an interview. Also, covert
behaviors need time and appropriate context to observe. It is recommended that a
longitudinal, in-depth qualitative study be carried out to study in-depth
information about English listening strategies in English language learning and

assessment.

3. As the students who participated in this study came from various study
programs, this diversity became an uncontrollable variable in this study. Despite
the verification of homogeneity of the students, differences among students could
be found in terms of their background knowledge, learning experiences, academic
language exposure and specific knowledge of their disciplines. Further research
should focus on homogeneous groups of students to participate in the study so that

the results could be comparable.

5. This study focused on listening strategies, but learning strategies can

be applied to different language skills. Further studies should focus on the
similarities and differences in the uses of learning strategies between listening
skills to other skills especially its receptive counterpart, reading skills, and how
strategies transfer from one language skill to another.

6. From this study, the result indicated that listening supports affected

the listening performance of first year university students. However, apart from
listening supports, there are other factors that may affect the performance of the
students. Therefore, studies on the effect of different characteristics of input might

be needed for further investigation.

7. The listening assessment is well-established in all standardized tests

as summative listening proficiency tests. However, listening skills can be assessed

through different forms of assessment i.e. formative testing especially in
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classroom situations where listening skills are limited. Therefore, further studies
may focus on formative tests and how they differ from typical summative tests.

8. The focus of this study was on first year university students. However,

it may be interesting to probe more on the differences between listening strategies
used between first year students and other levels of students especially fourth year
students as they are about to graduate and will be using their English skills in real

life situations.

9. Last but not least, as listening skills are very important, further study

should focus on the relationship between listening ability and other variables such
as the relationship between listening ability and vocabulary knowledge of
students. Moreover, the relationship of listening strategies and other variables like

learning styles may be in need of further study.
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