CHAPTER 2

LITERATURE REVIEW YV

Effective listening skill requires the listeners to interpret, evaluate, manage,

2.1 Introduction

and react as intended according to the aural texts. Many te hwve placed great
emphasis on speaking skill in the second half of the 20th gwitll the notion that
having this particular skill constitutes the most im nt | ngwpects for

"X
communication (Field, 2008). However, it is rath@dent a : ui‘jeictg\hink
ua i

that it is adequate to master speaking skill alonegi Kllﬁa and.%\%?look the

importance of other language skills, such asdistening sh‘ll. ough Jé’;;ng, one has

a direct link to the language. Hence, Iiw ill'isa tan@‘gpeaking skill.
As listening skill is establi@js a vita\kﬂlsst i §\On listening skill and

N
ver tl@ears. Effective teaching
pedagogy has become incr@v im n the I@'ﬂng of active listening and
the monitoring of Iiste% prehenfon. urin @@?6) stressed that teachers need to
facilitate listening sﬁisitlon|

learners to engage tev ear v@*’their own experiences. Based on that

!

¢

notion, lan a&'@rner areb 'e\éd e?)ssess the capacity to learn and teachers are
in the p% 0 suppart J;n to d&lop listening skill in order to become creative

and 4 endent listeners. Th@ﬂowing subsections present the relevant theoretical

>
QD
(2]
D

effective listening comprehensi inc

F &y
ing | G.mers to gain listening encouraging

f \ewrk that identify cognitive processes as the centre of acquiring effective

@ ing skills.
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2.2  Cognitive Framework of Listening

There have been numerous attempts to describe the listening process fn?ﬂe
birth of behaviourism to the cognitivism and constructivism theories. It is@ging
to define the nature of the listening process since the process is mble. The
listening process is basically a conscious biological process, whieh involves the

ocused on the

auditory system that subsequently generates within the_mi In particular,
cognitivism was deemed as a major branch of educationa oz that'f

capacity of the mind to learn in this study. The theoky which e es in the
“ax

teaching of listening comprehension is known @N’ivism. Co iv'sg{%hys a
ear

dominant role in processing an aural input % e th{ﬁgelves in

listening strategies to monitor their compreh ionq{eve S th@ of mental

progression is rather active. \: , 64
Fundamentally, the presery is \aﬁl%he ,@nhin the theoretical
S
framework of metacognition (FIaOeII, ) Qx}i recommended specific
metacognitive strategies Goh ( sed Athe idea of incorporating

metacognitive strategi% e IearnI!;Jc:eésobistening, which was expected to
teni

’ L
facilitate the adapt'OQ{f apprf
@97

m ill strategies among ESL learners.
Accordingly, F

ed cognition” as learners’ knowledge of

!
¢
their cognitif%esse and odﬁctbg?any related learning-relevant properties of
\
t

informa% ac [\ ?rateg% are sequential processes that learners use to
con[n&gnltive activities and(@v‘ensure that a cognitive goal (e.g., understanding a
N
t met. These processes help to regulate and oversee the learning process,
::'n ding planning and monitoring cognitive activities, and to check the outcomes of
e

se activities. Relevant to this theory, Goh (2008) emphasised the constructive

nature of learning and the important role of L2 learners in the learning process,
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specifically listening skill. Goh (2008) considered the learners’ development process
as they gain listening skill. In the initial stage, L2 learners devote extensive re?us
to process words in streams of speech, but the process of perceiving aur@ and

interpreting meaning gradually becomes more automatized as the lop their

competence over time. q

2.2.1 Cognitive theory and language learning z '
Behaviourism, as the dominant psychological “@kientati nw early as
X
h the alidio- nqj@hod.

\iez\ isteners \3~ passive
whe@*«:omes to the

1930 (until 1970), influenced the listening process t

Behaviourists assess observable behaviour

respondents to their environment and ignore,the

learning process. Listening skill is r ed_as passive ptlo@‘mformatlon and
knowledge of the language even h the an a,l()hethod has a certain
amount of impact until tod 11'1’1sm as th@eplaced by ‘“cognitive

orientation” during the e &O d” viewed as the central of
rift (52

learning process. Accx% Vande
Asher, Postovsky, itz, and ‘ en mpha3|sed the role of listening as a
tool or key fac &r faC|I Ianguage learning. Thus, listening has
emerged as orta nt r‘r%e process of second or foreign language

acquisu% F g V) Yé\\

cordlngly, cogmtm@éals with the internal mental processes of the mind,

ce the early 1970s, the work of

S IIy how these processes can be used to support effective learning. These
Q sses involve memory, thinking, reflection, abstraction, motivation, and
etacognition (Ally, 2004). The proposed learning model is similar to the working
memory of a computer and cognitivists often use terms such as “short-term memory”,
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“long-term memory”, and “stimuli”. The role of the mind is given importance in the
classroom and the instructor or teacher plays an important duty to actlvate
learner’s mind to accentuate the teaching and learning process. From 1t1ve
learning perspective, learning involves the transformation of inf n in the
environment into knowledge that is stored in the mind. Effective learging takes place
when existing knowledge is modified by new experience. The Mas proposed by
the cognitive theory include (1) a positive view of de k

n 'hat emphasises

conscious thinking; (2) one’s active construction of kn dge; 3)\@@&5 on the

*a
hildrer's. thi ki‘lg_;ié) the
rip% nItI@' 0CESSES.

essmqé’teory, schema
i cus@and reviewed as

importance of examining developmental changes

information-processing theory that offers detai
Among the major ideas in cognitivism, t

theory, and metacognition theory sela

significant parts of this study glve ir close

\
processing oral texts. % é <£?
\ N\’w
Y_ 1 \
2.2.2 Cognitivelnfo% Processing de

As discuss cognltlr \g Ives und the processes of collecting,

adapting, and i gra in Th ﬁﬁd has the ability to synthesise, analyse,

¢
formulate, a ctt recei ed‘nfe_j tion and stimuli in order to produce things

NN
that ca rect}y tt yted tc&\e given input (Gredler, 1997). With respect to

the @lve theory, Iearnin@éurs when the acquired information is processed

%E e mind. The information-processing theory identifies the internal process of
i

:! ng and addresses how learners perceive information and knowledge. Basically,
instructor or teacher remains as the manager of providing input, but the learner has

to actively plan, organise, and carry out his or her own learning, instead of being a
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passive recipient of information (as in behaviourism). The learners use a host of
processing strategies, such as cognitive and metacognitive strategies, which fw
their learning and get the information across communication. (’}
With respect to the cognitive theory, the following important M&ertaining
to human memory and information-processing were highlighted (Clark and Mayer,
2003, p. 35): (1) the human memory has two channels for processing information,
namely auditory channel and visual channel; (2) the h tm')ry has limited
capacity for processing information; (3) learning occurs*through acw‘essing in
e retrieved frof @T‘;rm
e,% S of\ll‘gfening is

mire biolq@:Tprocess of

hearing. The learners process the inp cei@d orally cord@%nd then retrieve

the needed information to answer t)’%ning co\reh?nsi r)@estions.

N
The Cognitive Informati essirfb mo gac%g.:%ﬁg to Gagne (1984), is a
powerful problem-solving k&iis] ng and COé@ting gaps in the instructional
ng

the memory system; (4) new knowledge and skills

memory which will be transferred into acti

—

viewed as an active process of the mindsand

process, providing a d erstan
P 4 <Q
the model address N@SSUGS] \he rsal, éﬁdﬁory and visual channels, attention,

:Db ac@s well as the science of teaching
elaboration, mental els, , andcﬁérécognitive skills, including motivation.
¢
The workin (\‘@ory IS resp siﬁle@ rocess and transfer information from the
NN

short-te% ory to the 'pg-temhhemory for later retrieval (from the long-term
Y-
erm& Learners adapt th@éarning styles and employ relevant strategies to

3

a N&their learning goals. With that, through effective listening skill, learners
roeess the input received via auditory channels and process it in the mind. They
tain the relevant information in their short-term memory to comprehend the oral

input using certain strategies and later retrieve the information. Important elements of
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the oral input and the strategies used are kept in the long-term memory for later
retrieval. Thus, teachers can devise their instruction methods according to thisv&l

and bridge the instructional gaps. \
\

| Mativation |
Auditary | Metacognition Elaboration
& Yisual Attention Coding
Channels | Rehearsal Mental Models

Short-Term
Memory
MAarking

— Sensory
Stireamh Memory Tran=ferred
memar)
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(Behador)

Figure 2.1: Cognitive Infor, atmr @el.@aqne 1984)
Source: 2003 m}ve tlo
In this study, the inf IQN-processin heoﬁs believed to be closely

linked to how learners proc oraI'npu tenlng) using strategies—just
like a computer. A computer can be.tj ea‘m@ a better information-processor by
upgrading its har %ﬂd soILtwar S|m| Iearners can become better learners

through cert Nge in, th ean(éahd sensory systems (hardware) and by
implemen essfu rules and s ~él‘éeﬁ;les (software). The listening skill strategies,

in th1:c ct as so thﬁz‘help learners to adjust their learning process of

BN
3

.3 Schema theory

and reproducing th\:zquwed information during listening comprehension.

Another learning theory that is relevant to understanding how learners can

acquire effective listening skills is the schema theory. The schema theory was deemed
28



as another vital theory (among the main course of the cognitive theory) in this study
based on the notion that learners engage prior knowledge and experien

effectively comprehend the given oral (or written) texts. This theory wa med
relevant in the first section of the instruction in listening comprehenslﬁ%ecifically
the pre-listening stage, which involved the activation of backgroumwledge (on
the listening materials) using the planning strategy. Basically, schemata or schema is
related to the background knowledge of the learner, dat m ('f general ideas
stored in memory, and the previously acquired knowl stru UWL( 2011).
According to Adams and Bruce (1982), there are thr ential types of s'cf&ﬁn}‘g(to

varying degrees) in the case of children, nam nowled he @a and its

conventions, (2) knowledge about the way“differ, ttyﬁes ofstexts a.;éb?g;anised, and
(3) knowledge of subject matter conte\ &

The implementation of relat%gnitive \ﬁegin e r'ﬁ*ng advocates the use
&

of schema or mental maps

significance of schematic mger, ee wid@cknowledged in the foreign
t

language teaching and% dies inithe he‘ma@iented area of ESL were carried

&
out given its clos %to t \fners’ regng and listening comprehension (in
,d%w

acquiring a sec 3 ZOti-éf’r he schema theory is typically used by

cognitive ologists to i (J(tﬁa psychological processes involved in

understandi nd knowi :Thiswﬁory has been adapted to facilitate language

learpi including enhancin@s‘tening comprehension through the activation of
leamners’ background knowledge prior to the listening tasks.

: Zeng (2007) posited that the teaching process of listening is related to the

formation-processing and storage processes, which require the learners to apply

their knowledge of the language, background knowledge, and listening material. The
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ability to comprehend a listening text is derived through the interaction between the
learners and the knowledge they use to understand the content using both to

and bottom-up processing strategies. Hence, the learners’ prior kn or
schemata have to be activated in order to get them engaged in effectivﬁ;@ing using
certain strategies, such as metacognitive strategies for Iistenimsides that,
schemata enable the learners to recognise information (Selcuk, 201%)" The familiarity
with the passage content facilitates effective L2 listening ¢ Y

nsi?n (Berne, 2004

r
In short, a text, either spoken or written, does carryjan ing on its
L ]

own. The comprehension of the text by understa@e words, s nteicaﬁv the
entire text is an interactive process between th rs’ back kn%xgdge and
the text. In this case, the learners retriewﬂgz thanin@gg their own
previously acquired knowledge (Se@ﬂ). The
contributes to efficient listening %reheny\ng

o >

material (Rumelhart, 1997). ‘% “ Qe
\ N\’w
I N
2.2.4 Metacognitio l Q’
s &
i e metacognition theory, a theory which was

The prese&jy empr
used to form tw ogniti gies(iﬁ'(e current section will discuss the prior

¢

studies pertéimme etacognitiontheory and the metacognitive strategies.

"
% vell, f er o@e metacognition theory, was influenced by the
_ L 9
wor ean Piaget (1977). Fl{@ﬂ (1979) recommended the term “metamemory” to

\lbo the processes involved in managing input, storage, search, and retrieval of

4

-('D

ofitents in one’s memory. The existence of monitoring and regulation of one’s
inking process was heavily emphasised. Flavell (1979) defined “metacognition” as a

variety of information-processing activities during the cognitive transaction with the
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human or non-human environment. Metacognition is related to the active monitoring
and consequent regulation and orchestration of the related processes in ac

cognitive goals or objectives. The regulation of cognition refers to the |t|ve
process or activities that help to control one’s thinking or Iearm%\raw and
Moshman, 1995). Therefore, metacognition is the deliberate or conw onitoring
and regulating one’s cognitive and affective processes. Shra oshman (1995)
further elaborated that although metacognitive knowled \Yr:)t 'be stable to be
useful, the conscious access to such information may Iy f ilw\-){dnking and
self-regulation. J _\C}

Accordingly, Flavell (1979) propose mw r@ cognitive

monitoring that incorporated four classes h omena a thelr@;nshlps (1)

metacognitive knowledge; (2) metawa experien

strategies or activities. As shown in 2. 1, the € vari F}é (refers to one’s own

knowledge about the performan%learn@r) ta uarla@deals with the ability or

knowledge on performing f%mi}l , and s@y variable (deals with the
at to

(3)@3(5 or goals; (4)

knowledge of using di egle ‘y\e@requwed task) were identified as
three key variables eta r' \w é knowledge (Flavell, 1992).
Ie Z‘i'\ of ret_ej%éognltlve variables
Variables % = Attributes
um

Person a p@ss information
V|d lear ro
Task aI WI aﬂre task

rocessmg demandgato complete it
St Knowledge of cognitive and metacognitive strategies
Knowledge of when and where to use these strategies

(Source: Flavell, 1992)
Flavell (1992) acknowledged the significance of metacognition in a wide
range of applications, which included reading, oral skills, writing, language

acquisition, memory, attention, social interactions, self-instruction, personality
31



development, and education. The metacognition components can be activated either
intentionally by a memory search to retrieve specific information or unintent

by cues in a task situation (Flavell, 1979). Basically, the metacognitive p@% can
operate consciously or unconsciously and can be accurate or inaccurate: itionally,
the processes may not be activated, when needed, which result i the failure to
possess an adaptive or beneficial effect. \)

The cognitive psychologists often use metacog Yiie,;cribe learners’
ability to assess their own skills, knowledge, or learning-"Metacognit e‘cts one’s
awareness of his or her own thought process and kn ge. It lead t'e@?on,
evaluation, revision, or deletion of cogniti , godls; str@fes. The

d dis@s-behavioural

ds, @ﬁcognition can be

metacognitive processes also help Iearnersw mea\]in

implications of their metacognitive ewza In othe
viewed as a built-in monitoring d% that %To

N
helps one to gear mental mec owards go attalnqgat. This “device” can be

used to assist learners thro@t of, egies to @ their learning.
me niti

Closely relatec% taco :tﬁee@is the metacognitive strategies
Z:" o

essentially, metacw stratf \0\( see, ﬁu ate, or direct the language learning

process. Chamg\( 5) ded C}%&ral language learning strategies for

‘ '

listening co %nsio , suc ad retrieval strategies, rehearsal strategies, covert
strategi%&e

es These strategies {e}generally divided into cognitive, metacognitive,
affective, or social strategies. The learners are able to monitor their listening
omprehension effectively when they employ these self-regulated strategies,

specially metacognitive strategies, which was further assessed in this study,

g g(&rought processes and

\ - - - -
rt ¢ontrol), ‘,and e:&munlcatlon strategies (to convey or receive a

3
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specifically on the impact of metacognitive strategies on the listening performance of

Malaysian ESL learners in the IELTS listening preparatory course. Yv
Meanwhile, Marrapodi (2006) identified specific strategies on m@ition
in the case of reading comprehension: (1) action control process ower the

learners to manage cognitive and metacognitive resources for ganttainment; 2

goal-related cognitions form the basis for the adaptive use of l(iawtrategies, well-

timed application of deep processing, self-monitoring, S -evalluation of how

strategies are used and regulated. Basically, learners monitor and d.j”flsl\tdr progress
23

(their capability and incapability of learning) dur heir learni a]1d_\®|eval

processes through the use of metacognitive a v\% to @ learning
goals. Metacognitive strategies act as a w Ieanﬂers moni@x\-eir learning
towards attaining the required succe@e of app ate @%egies to monitor

listening comprehension enables (e%ers to \hsa$ g{\)wn comprehension
':E Ly N,

critically based on the input [ forhreten n an retrieval of necessary
N \{o
information from the raw input. J %\
According to %;8), the! use I' hetb)gnitive strategies for listening
4
\«Le ge @ective listening and strategies to

elicits and enhanc earners’l

manage and mogitor their li

¢
also stresse hnport nce
"
s who fa iiifficuﬁ?s in comprehending aural texts despite having
Y-
m;Mriate listening skill in-their native language (L1). The transfer of listening
er \(gﬁ
y

mpr sion and development. Cubbilos (2008)

!
ang@%f%ctive strategies as a guide to help second

language’l
LI to L2 is not automatic and fully depends on the learners’ ability to

the
S
e specific coping and compensatory strategies. Learners are able to manipulate

e learning materials or apply a specific strategy for a listening task.
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The awareness of metacognitive strategies creates a basis for learners to plan
and monitor their listening in order to achieve their listening comprehension
The teachers must include explicit instruction of using metacognitive str S in
their daily listening lessons to allow the learners to practice effectiﬂ!% creative
listening. Therefore, metacognitive awareness, as an essential tool'that enhances
learning, should be taught explicitly by teachers, especially oMrs who are not

aware of this strategy. However, Reder and Schunn d 'Kentridge and

Heywood (2000) argued that metacognitive processes not pwwn one’s
on f@gies,
i gt% gnition theory.
ersoYvh mpIo@ggtacognitive
knowledge are said to demonstrate su@istening reh@%n when they are

able to (1) analyse the requiremen%a Iistenl\ts.s?, ,{c\ivate the appropriate
N,

listening processes required, %e arf'propr' tey pna(ﬁiaons, (4) monitor their
comprehension, and (5) %te success s‘(\their approach. Teaching
metacognitive knowle@es Ii1eni 6m~pb%ension and minimises learning
anxiety among L2 ﬁ@ers (

instruction potentiallysheig ners’cﬁt/areness of listening and their learning

¢
processes th onWe develo nl"of(r_lje bility to use strategies appropriately. After
%v NN
all, the % ionalzbase rateg'ié\have been advocated since the 1990s where
e

lear flect, organise, and @'meir own listening process.

conscious awareness following the proposed use of ious i

(=2

which have raised certain controversial issues

According to Vandergrift (2002

12). (2008) stated that metacognitive

\iost (2006) contributed significant impact on the formulation of principles in
hewinstruction of listening skill, which involves the metacognition in processing
stening skill—the use of listening skill strategies was introduced as part of a

cognitive approach to learning that emphasised metacognition or thinking on the ways
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of processing language. Several recent studies also concluded that classroom
instruction improves the learners’ metacognitive knowledge (e.g., Vandergrift, 4
Goh & Taib, 2006; Mareshal, 2007). Goh (2008) conjectured that mét itive
knowledge may influence how learners approach a listening task, speﬁ&/ through
planning, monitoring, and evaluating, compared to those who appromening in an
incidental manner. Besides that, Lovett (2008) conjectured aNcognitive skills
and beliefs about learning affect the learners’ learning \kzrmrnce. Thus, the
delivery of explicit instructions and adequate practic n im rw‘legling
experience. J _\‘—}

Vandergrift et al. (2006) suggested t in%' f Iis@ﬁng skill

strategies has to be performed explicitly h tm\ op tuniti@‘er learners to
identify and explore various strategiN evaluate

used throughout a language cour% fact, le Tha
S
challenging listening tasks an tivaﬂe to niinueQa find ways to listen and
' \abt aﬁ}ﬂ

henti Meapwhile, listening skill strategies

comprehend more challeng%'
that are associated wit ul learfing ¢an be&bﬂonstrated and modelled for less

ot
successful learners Q{Iearne]r ter gﬁtulties in comprehending listening
&n effe@f"

strategies enables them to solve their

texts, the instrugtion™en th '
¢
problems a otivate he:?ligtew ectively. These learners, if given explicit

- - - - \ - . - - -
mstruct% training_i ng mé?cognltlve strategies, can further improve their

ffec@ﬁess of strategies

e@e capacity to handle

65 Metacognitive Strategies for Language Learning
Fuller (1996) provided effective learning strategies for learners to use for

FL/SL learning. The identified learning strategies were mainly categorised as
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cognitive, metacognitive, resource management, or social-affective strategies. The
cognitive strategies involve the retrieving, encoding, understanding, and sto

information (Fuller, 1996). Meanwhile, the metacognitive, self-manag@}self-
regulation, or self-direction strategies involve learners to “oversee a age their
own learning”, such as planning, regulating, monitoring, and mow cognitive
processes. The resource management strategies involve the _control of resources in
terms of time, effort, and support. Accordingly, Chamot 1.%1999) included that
metacognitive strategies in a “Metacognitive Model o tegic Lw‘which is
del was deemed %}‘gme

t % ge. \I/%ﬁce, the

aluati%\?r:d problem-

val <<how well these

further described in the later part of this section. T

for effective and independent learning of

metacognitive strategies, specifically planrw
resent

solving, were deemed relevant to 90
strategies would assist Malaysian E%arners \qu?e ]‘Kﬁ\lng skill in improving
& >
-

study

their listening performance.

] ((,
Learners, without Mitir rategies, @asically learners without a

proper direction or op ity to review t ir'pm&ess, accomplishment, and future
4

rougl:Cm‘etacognitive strategies, learners are

allowed to in et 'uage(‘l-jééfning experience to become effective
learners. T f metacog itive rf';tggies in the listening process is generally

NN
i Iang&]e learners given its cognitive, social, linguistic

sup;:rt&?, =

benefits-yMoreover, the use of\c@e‘tacognitive strategies to facilitate the process and
oé\b of learning has gained a growing interest in various studies for almost two
ecades. Numerous studies (e.g., Carrell, 1995; Wenden, 2001; Chamot, 2005) had
emonstrated the positive impact of utilising metacognitive strategies in the listening

process.
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Metacognitive strategies are regarded as high-order executive skills that make
use of knowledge on the cognitive processes and regulate one’s own learning t
planning, monitoring, and evaluating. In the context of listening, mgt itive
strategies are self-monitoring and self-regulating activities that focus GN’\ process

and product of listening, including the listeners’ perception on ther they can

comprehend what they listen, their ability to judge the cognit%eMnds of listening

task, and their knowledge of when and how to employ a coTnitive listening

ints, a dWe abilities
T

(Baker and Brown, 1984). ' _\C}

strategy according to the text difficulty, situational con

There are various terms and component aco% ces@ithin the

as “e@ ive control”

nd <<fens, 1994), or

educational context. Metacognitive controfacan be d

(Kluwe, 1987), “metacognitive m 'oria” (Nelso

“encoding” (Davidson and Stern(e% 1998), Wes @tesses have similar

N
functions. Metacognitive moni%ientiﬁes th aatu(r;eé?f an on-going cognitive
and affective state or activi% XE;FI Il, ; Kluwe, @; Nelson and Narens, 1994).

In other words, the ovidestkno I;dg@ the present state of cognitive

rgarnce or termination) of one’s own

endeavour and the wformzit

cognitive state.{/&tivi' . des E’_@" Cooper and Boyd (1996) described
: R R

monitoring exgcutive mo orig”(-j ich specifically involves the processes of
ing r

(1) rec%

anal and synthesising (b@king questions that help to analyse and synthesise

NN
easgn ',patten%\(to explain designs, data, and problems), (2)

i ﬁhion or to probe, map, think, and research if the acquired information is new),
d aking connections (by comparing and contrasting to consider different points of
iew; systematically evaluating different aspects; observing interdependence;

generalising, personalising, and integrating new data into current understanding or

37



practice), and (4) articulating learning (by articulating one’s learning in a precise and
often concise way, including summarising, paraphrasing, grasping the essenc?m
issue, illustrating and mapping ideas, putting a complex idea in lay ter@eing
conscious of one’s actions and how they reflect one’s thinking at any gﬂ%oment).
Monitoring is basically divided into “meta-level” (Wh$ncoding is
controlled) and “object level” (where retrieval is controll Mand Schwartz,
2002). The thought processes at the meta-level refine the &::vrl” of cognitive

activities (Narens, 1994). Son and Schwartz (2002, 26) al.sb\Qded where

AR
metacognitive control can be exercised to toggl%wactics n o'f @iting
may be done to i oxtfn in @Ognitive

t leve@h focuses on
ing t@x features in the

. adapt the conditions, o

working memory. Similar to monitaring, evalua \ls rgs a-common function in

N,
receiving information retrieved%remoﬂ/ an ﬁerrzf}%Bnditions (Flavell, 1979;
Kluwe, 1987; Hacker, 1998&:\Pkiw h j € forr@ on the possible options for
refinement of cogniti ffective states. l'I'I*vb’nonitoring process informs the
4 $ &
person of what iw, wh;l\t \tmk owr@hﬁ demand of the assigned task, and
knowledge abo% orl luati <<<§tandard, and strategies relative to the
. S

current goal whilg, the vaﬁa@ process relies on the “retrospection” and
applica%klecteﬁ

199@)&assess quality. Acco@ﬂg to Kluwe (1987) and Cooper and Boyd (1996),
N

t cognitive processes act as synthesisers, analysers, and connectors. These prior

NN
‘5 (Klu% 1987) or the standards for evaluation (Hacker,

tudies emphasised both high- and low-level thought processing at the metacognitive
vel. High-level processes analyse, synthesise, generalise, and integrate the internal

cognitive and affective state and/or the external information and experience whereas
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low-level processes search the cognitive and affective states and the external
situations. The information gained from both monitoring and evaluation is a?!e
for the regulation processes. (’}

Metacognitive control involves conscious and non-conscim&&laﬂon or
decision that one makes in response to the outcomes of monitoring processes. Reder
and Schuun (1996) claimed that metacognition directs the strategies used to solve
problems or answer questions. However, Kluwe (1987) R;

1 decision made

merely determines how to solve a problem without actuahly solvi gw\ may not
23

. (1990), Dlav‘ifg;md

pr@ p o.@-qo make

iate smi\teg to ta,@;g task or a
problem. According to Kluwe (1987\ 6), there fou@es of regulatory

decisions, namely (1) “processing %‘[y” (inv\&%te i ﬁ,\effort, and capacity),

N\
(2) “what is processed” (refev% selgction nd a(;n@is of a procedure), (3)
“processing intensity” (con s\he

lead to regulatory activity. Kluwe (1987), Borkowsk

Sternberg (1998) further elaborated that re

decision based on the knowledge and a

mplete a task).

=
o
@D
=

!

¢

Num Sﬂ@studi S ac s"diﬁe(f?nt content areas supported the use of

- - \ -

metacognitive “eontrgf igulat processes. There are various terms proposed,

such,,as“self-directed skills @ff-regulatory skills in cognitive psychology, with
XM categories. For instance, Zimmerman (1998) advocated a cyclical self-
egulatory process that involves self-evaluation and monitoring; goal setting and

rategic planning; strategy implementation and monitoring; and strategic outcome

and monitoring. Meanwhile, Hacker (1998) categorised metacognitive processes into
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executive monitoring and executive regulation processes where the former involve
decisions that help to identify a task, to check on and evaluate the current pro

the task, and to predict the outcome of that progress whereas the la @ct a
regulation of the course of one’s own thinking that involves spec1ﬁ€'&10ns that
help to allocate resources to the current task, to determine the orderya}uired steps
to complete the task, and to set the intensity or the speed to Wﬁn. e task.

After a decade of continuing research, Chamot 99' advocated the

“Metacognitive Model of Strategic Learning”, which devel pe an earher
conception of three metacognitive processes, speci planning, orﬁt@ and
evaluation (O'Malley and Chamot, 1990; C et al.d Cha@f 1993).

el, wkérg:]corporated

Ivn@hd evaluation, as

Following that, Chamot et al. (1999) furthw dedq?e

four processes, specifically planning, W%g, proble

well as effective learning strate i.e., m thv ,égnltlve and social-
affective strategies) in many Ie sks, ﬂ']clud gEL/(%C.I%arnmg

The individual str. lahning pro c enable one to “organise a
concept or principle o task i | adv el r|ng strategies for an upcoming

task, and makmgﬁ)rt |p uenc |n ideas, or language function to be

used” (Chamo or examples, goal setting, choosing
strategies fo sk, akln reﬁlcejg directing attention selectively, making a
plan % bat kn&ledge pre-reviewing concepts, and self-
ma e nt (Chamot et al. ,{@99). As for the monitoring process, it involves
% g, verifying, or correcting one’s comprehension or performance” (Chamot
upper, 1989, p. 15), such as comprehension checking, relating to the

Q;kground knowledge, checking progress, checking attention, checking strategy use

(Chamot et al., 1999), and detecting mistakes (Chamot et al., 1992). Meanwhile, the
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strategies in the problem-solving process include inference or elaboration, asking for

clarification, trying out alternatives, accessing various resources, and WOT

problem out in a group, and self-encouragement (Chamot et al., 1999). Th(%&ation

process involves considering the outcomes or success of the Iearningﬁ&formance

and determining how successfully a plan is being executed (Cham al., 1999)

“against an internal measure of completeness and accuracy’’ Mt and Kupper,
X

1989, p. 15). The involved strategies include checking wh oal has been met,

judging the correctness of predictions or guesses, judgi ow Ilw has been

3
accomplished, judging how much has been le , assessi SItaK\ use,
summarising, and self-assessment (Chamot et : f Y‘

Although the use of cognitive st g| Wasﬁrep

studies, the metacognitive strategies Naldely rec

and in differentiating successful I S from

d méhmerous prior
iSed @%e key to success

f;qfrearners (O'Malley et

al., 1985; Chamot and Kupper harﬁbt et ,u199 hamot 1993; Hallbach,
2000; Intaraprasert, 2004). t et 992) reported extraordinary

i; anj
results in training the ary an vs% 5r L Iearners with metacognitive
he st

awareness to facili Ianguag revealed that learners demonstrated
a significantly greate b|||t flect e|r own learning in a classroom. On a
similar note &Wson nd St ntﬁrg(&(@& claimed the following: (1) less skilled
problen@'d Mthe @lred knowledge and processing resources for
ext edyglobal planning; (Z@Med problem-solvers spend more time on planning

a C|se more control over the planning process; (3) those with less expertise
G d more time in attempting to implement a solution. Although metacognitive
nowledge, metacognitive control, and regulation processes are the key to effective
learning, these aspects remain overlooked. The absence or ineffectiveness of these
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processes results in poor learning performance or unsatisfactory improvement among
learners. Assessing these different aspects, specifically the learners’ ability to Wm
their own cognitive and affective states and situations, to synthesise n\lyse

information, and to connect and refine knowledge or expenencAs; deemed

worthwhile. ?

Adding to that, the pedagogical evidence was found_to n line with the

notion that metacognitive instruction assists language lea ha] they choose to

process their learning and improve successful uag W‘through
described ‘t)ei@‘zg:cal
es{' ing\@a’)’cess by
as Iis]égs., the nature

der Q\and Goh, 2012),
L&)

metacognitive strategies. Metacognitive instruction
procedures that enable learners to increas
developing richer metacognitive knowled

and demands of listening, and strat%@fmng
which was regarded as the approprl te interventi %gy q:}hls study. In the same

N
vein, Goh (2008) highlightedt ogn ive i twctlo@herentlystrengthens the

learners’ awareness and thel lls g’ ces hi 51st them in their choice of
learning strategies. F zon thelde n ' etacognitive instruction, it is
important that a lo rm |rerit tlon, ellmg strategies, and strategies with

guided practlc re ua@\ arners for them to apply appropriate

-

learning strE:e SJacros dlve c‘nt xts (Pressley, 2002). Metacognitive instruction

in Imer%

r ctlvmesthatencour \the use of planning, monitoring, and evaluating for a
K p g g, g

e present Iangc&;e learners in different forms, such as through a

tenlng text (Mendelsohn, 1998). By comparing the outcomes of the pre-
rimental stage and post-experimental stage, this study assessed the level of
areness on the use of metacognitive strategies and monitored the development of

ESL learners in acquiring listening skill through metacognitive strategies. Unlike most
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of the previous studies that only focused on the outcomes of the pre-experimental
stage and post-experimental stage, this study also assessed the outcomesw
intervention stage in the forms of learners’ checklist and learners’ group %\ons

To date, these metacognitive strategies were not assessed in the f IELTS

preparatory listening course among Malaysian ESL learners. ?

2.3.1 Prior studies on the use of metacognitive stratégi c a uire listening

skill .\d

Bozorgian (2014) examined the influence etacognitiv m‘tri&fy on

h-% nergﬁe study
I'ﬁl\*ng uage,gr:ers on the

listening instruction and improving \izalng com nsi@‘n the classroom.

listening comprehension among low-skilled

highlighted the difficulties of the teachew

This may frustrate the Iearners, |ng |n fg\ nce or insufficient
attention to listening mstruc to tf‘ne C Ilca@. procedure of listening
comprehension. The com fl in com S|on may involve several

Ilt ltIVG instruction” was used to

external issues, such %t r con
manipulate the pro of Ilster
of the Iistenlng omprehensi

¢
h1gh11ghted “meta ognl ve”

:elta
rehﬁn&éﬂ(ﬁ/ n order to reduce the complexity
e Ie§( led learner. Bozorgian (2014) further
lﬂ'gh r-order thinking that enables understanding,

analysis{ a ntrq" 'S co@we processes, especially during the time of
Iear@mce metacognition@%:ewed as a key function to coordinate the learning
c enS|on the study considered it as a valuable part of classroom instruction.
6 mentioned study, the IELTS listening test was used to examine the listening

omprehension of participants in the pre-test and post-test. The participants were

prompted to apply metacognitive strategies for listening, namely planning,
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monitoring, and evaluation. It is notable that the mentioned study did investigate the
performance from the participants in between the pre-test and post-test. The w
study however investigated the experimental groups’ performance in for @)n of
6 lessons. -\

The experimental group in this study comprised of 59 Iramdents who
were prompted to apply metacognitive strategies for listenin s}ﬂxally predicting,
planning, monitoring, assessing, and problem-solving. gi.t

ether trained 47

Iranian students in the control group to listen to the stmilar te tsWumber of

"X
playback) without any guidance on processing. I@, the study O'DO& eda
survey that involved a group of 32 Iranian fe betwee 25@3) in the

English course where three respondents W: ou

fromsthe s (refused to
that the low-skilled learners who parti patedﬁgv @thodology benefitted
N,
more than high-skilled Iearnaére e ibi

st a@bost-test revealed
former exu(@ﬂed greater motivation,
&
confidence, and knowledge_on st[ I€s. Furt@yre, one of the high-skilled
t

learners even failed to% in thisistud }'I‘ues@'of metacognitive strategies was
4
proved to support

*KIOW-Skli ners 'éﬁjﬁ'is small-scale study where these
strategies suppt@em the@nction memory capability in terms of
¢
embracing Esg@inin mor anﬁu e Chunks and to address their listening skill
\
problen% ms Of_th 'gausee@id significance of the problems. This study
mapsh

de ted the significance af,}fetacognitive instruction (i.e., planning, monitoring,
N

a \&iluation) in supporting and enhancing the listening comprehension of low-

dk d learners. The use of these strategies also creates exciting learning environment
r

the learners. However, Bozorgian (2014) was not able to determine whether the

learners reflect on the applied strategies to acquire listening skill due to the exclusion
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of problem-solving, which propelled the current study to influence the influence of
planning, monitoring, evaluation, and problem-solving on the listening perfow
of ESL learners within the Malaysian context. (’}

In addition, Fahim and Fakhri Alamdari (2014) compared the Oﬂéqes of two

different models of metacognitive instruction on the listening perR ance, which

involved 90 intermediary EFL learners (in three groups; bet and 26 years of
age) in Iran. Following the intervention, the study also d actual test of
language proficiency and a listening comprehension 0 ev Iuw Ilstenlng
performance. The participants in the experimental one (EGL; }: @\\Nent

through a 10-week intervention programme th

mst%%n of 10

; and,év‘aﬁatlon The

metacognitive plans, with its focus on

participants in experimental group t\ 0 \@ trained through
Metacognitive Pedagogical Arrang t for 1 \ekswwe t@ough an intervention

N
programme that engaged them%ran &nent dask@elp them enhance their

. &
metacognitive awareness on,_the ocl rlylg listening through dialogic
the

interactions. The parti% P trol du ; n = 30) who went through a

conventional Ilsten struct| \reg amm (:Le(r/e taught by the same teacher and

attended to the 'r&mterl \Zélt an{éﬁ'écted attention to process. In particular,

the CG particl wer tau h reﬁl@n listening—they were allowed to listen to
%

NN
the sam 0 ts the sa umbeé?f times and were not given the opportunities to

v

|sc tlmate and monltor{%ﬁ‘ comprehension or negotiate plans with their peers

|% lassroom. In short, there was no conversation of strategy use among CG
a

6 cipants.
The study proceeded to perform a one-way between-group investigation of

variance (one-way ANOVA) to compare the listening comprehension scores of the
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three groups in this pre-test. Considering the fact that all participants initially
demonstrated similar listening performance, the outcomes of the post-test we

to compare the mean scores of the three groups in terms of their listening @ance
and to calculate the effect of behaviours on each group after the im tation of

intervention. The obtained results showed that metacognitive instrdction led to a

significant variance in the whole listening performance amon tMicipants, which
e Zrate

was due to the opportunity they had to learn one metacog ?y at a time: (1)

initi WCognitive

. "X
actical se tifo‘tg@ ome

plan and tried to define it in terms of its purpose i
related examples; (2) the subsequent stage f on_relati e m@gognitive
strategy to the topic of listening activities iw SSr \re the@\?;ipants were
theirlis
port

the initial stage focused on offering and simplifying the

prompted to apply the metacogniti\/\ Lan)uring te@activities in the
classroom; (3) the third stage @ighted %\l%

@e of each specific
N
iland c')participants were given

metacognitive strategy in develepi isten%

(=]
w

the same time to rehearse itin th Iaslr ; (4) the F@I stage included a record for
blems

metacognitive instruct%e any p :ﬂwe@icipams encountered during the
’ &

intervention of e,\@ssmn l 3 ed. gwever, Fahim and Fakhri Alamdari
ly

(2014) exclusi use nnin ,(ﬁ'honitoring, and evaluation (excluded

!
¢
problem-sol Md did not tab'lisbjt'r?e level of metacognitive awareness on the
NN
use of % itivesstrat Lgs ams& the participants. Addressing that, this present
k3

stu prompted to evalua@é impact of metacognitive strategies on the listening
p%\hance of Malaysian ESL learners in the IELTS preparatory listening course
hreugh intervention in order to determine the extent of the influence of these

Qategies on the listening performance.
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Meanwhile, Rahimirad and Zare-ee (2015) explored the effect of
metacognitive strategy instruction on the listening self-efficacy performance
EFL learners, which initially involved 60 female undergraduates of Engliﬁg\ture.
They were junior and senior students at the University of Qom in centmk. In order
to standardise the level of proficiency in the English language amon&?participants,
this study employed a sample section of British Counci Mtional English
Language Testing System—40 participants of betwee 'mirte and upper-
intermediate level of English proficiency (scored be n six a t‘in four

modules of International English Language Testing ) werg sel ec’ '@Nere
between 22 and 29 years of age and had pas as% S ir@L at the
institutes with one or two years of Englishyliterature t the @sity. These
rouléhe participants in
the treatment group received meta@ive stra 'Tcr tj@\nd an instrument (a
N,
'Effe i

participants were divided into treatm ro:D and con

survey approach was selecte its simple administrative

o
g
@
7]

& questions were in different

process) through an additi hﬁs at ity.
formats of table co ion, classlicat' :l’l h§completion, multiple-choice,
composition writin dintervli \: %C/Q

The firs nt \Q'Eiredi g or planning) involved the teaching of

¢
the definitio g‘lﬂ)ontetualis 'on"(tttoJu h samples) of the strategies in the listening

NN
tasks. FQI{, that, .th cond«&atment session focused on a subcategory of

Y-
preﬁﬁghor planning, specifi@directed attention and selective attention. The third

t t session involved the strategy of self-management, which is another
G ategory of predicting or planning. The next treatment session (monitoring
rategy) involved the teacher (after giving the definition of checking to the students)

to assist the participants to verify and correct the information they learned.
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Meanwhile, the fifth treatment session focused on reflection and evaluation
where the participants were prompted to practice performance evaluation, s?gy
evaluation, and problem identification after the teacher described the ce%hn of
evaluation and strategy. Finally, the participants of both groups uired to
undergo the same listening self-efficacy questionnaire (post-test). obtained data
of both pre-test and post-test were analysed using descriptive tm and inferential
statistics (independent t-test) to assess the level of listenin zza'y between both
groups. The results of the analysis demonstrated th em taw strategy

A
instruction exhibited strong influence on several f s of Engli a} E@d or

foreign language instruction. The key gro metach iti str@fes (i.e.,
re fou@&g assist the
Ied@ﬁd self-regulation

predicting, monitoring, problem-solving,

participants on how to make use of th etaognitive
y@hance the perception

into consciousness. Conclusively, ﬁﬁstrategle\me?t'
N,

and awareness of language Iearnéut th&nsel scduri;'ﬁe process of listening.

Using the qualitati }oac’ antit approach, Rahimirad and
Moini (2015) assess galleng s fa ed'b@anian students in listening to
\;;\ F &
f“ ui

academic lectures whe e q 'vgm! metacognitive strategies on their

listening comp@m 'ade ie.lectures in an English for academic
¢

purposes ( horks op. is"stL@J/ nvolved 15 female academic staff (i.e.,

"
technici% instruetors }the cs&uter sites and physics and chemistry labs at the
X

Uni@ of Qom, Iran. Itt?;-‘ participants were irregularly allocated to an
N
e \ental group (n = 8) and a control group (n = 7). The qualitative approach,

ifically the interview approach, was employed to triangulate the obtained
uantitative results (using the sample of IELTS test) on the challenges faced in
listening to academic lectures and to assess the use of planning, directed attention,
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monitoring, problem-solving, selective attention, and evaluation in this case among
EAP learners. The results of descriptive statistics and inferential st

(independent t-test) revealed no statistically significant variances betwee@oups
(t=-0.932, p >.05) in the level of listening conception at the outset ol’?&d but a
significant difference between the groups by the end of the metacognitive strategy

'chercelved their

in omprehendlng

aint w academlc

of the lecture. Acc gto

a& i issu\g'replying
S, and,@:{;ng of what

ified %ﬂother challenge.

instruction period (t = -2.431, p < .05). Besides that, 12 pa

lack of general listening proficiency as the main ch

academic lectures. As they encountered the first few un

lectures, they lose focus and cannot catch up with th
six participants, they were required to multi-t

to questlons taklng notes, assessmg or |nt et

to respond during academic lectures, N re also i
inv

Overall, the discussed challenges o%ﬁoo I@uage proficiency and
listening skill of students. ‘% 0 c.)

Q—

Likewise, Moham I ( hllghw\ listening skill as the most
difficult and obscure I% kill, [I h he study to conduct a survey to
assess the impact etacogn‘ egles e academic listening performance
among 22 Lin |st| post stud (of between 22 and 33 years of age;

native Arab e ers) n Ya oa'k %j\?ersny, Jordan given the limited number of
studles ng sKi terta&? level, especially among postgraduate students
and nlflcance of asswh@ education providers in their effort to improve the
I% understanding on academic listening activities. These respondents who were
& in their first three academic semesters were in the same education course and
udied the English language for at least eight years prior to the completion of

Bachelor’s degree. These respondents had completed listening tasks as part of a
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language proficiency test prior to their enrolment as postgraduate students. The survey
was conducted in a regular classroom at Yarmouk University where the s?l!d
respondents were believed to provide more reliable and experimental a‘%& The
respondents were fully aware of the purpose of the study and en hat their

participation was not mandatory and their answers were kept stnctly&f?ential.
Five potential subscales of initial expectations wer ed. Firstly, the
wﬂ h was deemed

mental translation recorded the lowest average score o

moderately favourable because, in order for language “learners tow effective

@

minimum p(’ssb@‘ghis
d\ Q@/erbatlm

d an @age of 3.88,
t w@i’le findings of the

listening skill, they should practice mental translati
may be due to the way they were used to whe

in middle school. Secondly, planning an vaI

which indicated that the participant’s w))’ is incons
questionnaire. On the contrary, th%ndence | v y()hportant scale cannot

have a negative effect on stude%acogﬂitive avu&i?hus affecting the actual
eaae of respondents recorded an

performance of the Ilstenma{isk he l n %

average of 4.10, whic a normal r 'gé o@ademic listening tasks and good
" &

consistency amon e resp The %ﬂurth repeated strategy group was

D
3
2

associated W|th irec h an a%*age score of 4.37. Under the action of

¢
the factors, the"s ateg s th et' trgjarected attention when someone is going

through%kl tlmag_g%ot glvéhp Lastly, the most important strategy was the

bllm&olve the listening s@roblems with an average score of 4.84, which may

b \ttlve indicator of metacognitive behaviour among the respondents.

Q On the contrary, both teacher instruction and teacher feedback were found to
e

strongly connected to the reliance on background knowledge, which implied that

the more a teacher offers feedback and background knowledge after the students’
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listening practice, the more likely these students would re-apply knowledge. Besides
that, there was also an important connection between teacher feedback al

strategies of recall, guessing, and after-class communication. Teacher@ction
demonstrated a relatively higher degree of connection with recall, ing, self-
encouragement, and after-class interaction, which indicated that the e Instructional
actions from the teacher that motivate students, the more li eI\Nstudents would
apply the strategies of recall, self-encouragement, and afte mr ctions into use.

Since the listening task is typically a one-off practice, liste in&sn@dal used is
X
not caring muchl a&é&their

ud% d th{t‘ﬁcademic
er Waé’;z;tudents are

g @ﬁce because they

completely different each time, which results in stu

learning experience in the listening process.

listening strategies were inverse with low %elf-e cacy\

likely to maximise their control over@anding li

may be pressured by the mid-term ﬁ%inal lis I@’ce, even the question

N
is beyond their listening skill déﬁe fiﬁt play; the it(/ ts would slowly find a
solution to manage the pr 'cﬁter‘l ingyfor t e*\écond or third time. Finally,
Zr

researchers found that% e no theor igdl o@pirical foundations it will lead
’ &
\mﬂs ip b&&en task significance and listening

to the prediction close l'
strategies, such as guessing S int S.
¢
e

!
s on Engli ﬂ’st@iﬁa skill strategies demonstrated outstanding
NN

Th s:
results % ings based :samp%\of different age, grade, profession, and cultural

bacm&ds, but the identified¥ gaps in these studies should be appropriately
ey

a d. The low-score group demonstrated the propensity to misjudge the use of
- ée .

Q in strategies and materials. Besides that, most of the prior studies did not employ
ndom sampling strategy or a small sample was gathered. There was also a lack of

pre-test scores in the experimental stage. The reported results and findings were

51



inadequate to address the listening strategy instruction as most studies focused on the
comparison of two low-level strategies, specifically memorisation and cow
strategies; in other words, the depth of these studies was inadequate. The @aﬂve
studies of Interlingua listening strategies remain scarce. Furthermﬂ'&qudles on
strategy training involved a relatively short training time even tho the complete

grasping and flexible application of these strategies is relativel long-term and
zlts

systematic project. The continuous validation of long-t ’and findings is

r
highly necessary. \d
@

Basically, listening strategies are related to t oughtsfor 'vi’ie&‘t&t the

language learners often practice in the proce en% i an@ 2017).
Listening skill strategies are the dynamlw eS!ﬁf ing gles, as the

studies on listening skill strategies haw)ae a specl
of metacognitive strategies, cogni trategles\mﬁg'

strategy-training, strategy-guidi teg '|nstr 1an, zagﬁ?/arlous other strategies.
In recent years, with the c mffo t S olars ome and abroad, studies of

listening strategies be%t extral;g:J in and length, which reveals on
research matters, r rc are;f ap hes research questions, and more.

eld @%udy to the extent

,a@} effective strategies,

Listening skill K thlnklng activity, which is difficult to
measure thr G@ect serv o udles within the Western context engaged
with th ¢ self S |on soral reports, diaries, surveys, and computer

autqmﬁtrackmg, to explor@enmg skill strategies. Oral reports in the form of

s% rt allow learners to conduct observation and report on the procedure of
ing and the use of listening skill strategies whereas oral reports in the form of
udio thinking require the learners to dictate their thoughts during the process of

completing the assigned listening tasks. The latter form exposes the thinking process
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in listening comprehension and the learners’ feeling and inspiration. Meanwhile,
diaries (or logs) record learners’ personal experience, which prov1de
information on the development of listening skill and metacognitive a@
relation to the listening skill strategies. The most commonly used ch is the
survey approach. For example, the “Strategy Inventory for Languéige Learning”,
which involves a total of 50 questions, measures Ssi M
connectiveness, compensation, metacognitive, emotiona >Y(,~ar'd socialisation.
, inc udWrJing skill

le (i.e.; “negver 'ruS me”,

al% e”, .{/ “always

kingy, with phcatlon of

of memory,

The survey can be used to test language learning strat

strategies, using a standardised measure of five-poi

29 ¢

“usually not true of me”, “somewhat true of

true of me”). On the other hand, computer @uto

computer technology in language stu@ﬂarily us r théﬁ’vwe of learners’
Ysi qz@r language learning
N,

processes, and the strategies u%her fé levant reso . This approach has the

advantages of having little | % ] ¢ arner&rsonal data and the records

collecting procedure. % , the

carried out in the coAdition whi 3

language processing programme the m

a@e more balanced which can be

&

ot know what they are really doing.

“Q—

Secondly, the approa duceé’oé effect of artificial factors and making

the mformat!i%e pr |sea c‘ns@

2.3 A&lrners evaluation a{a)ﬁﬁerceptlon of self-metacognitive strategies

everal prior studies had demonstrated that language learners are able to self-
s accurately. Munoz and Alvarez (2007) reported moderate to high correlation
etween teachers’ and learners’ self-evaluation and the positive attitude on self-

assessment in the use of metacognitive strategies. On a similar note, Chang and Chang
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(2014) demonstrated the effectiveness of self-metacognitive strategies in engaging
learners to reflect on their perception on specific problems encountered as wel

use of listening strategies and strategic knowledge in the metacognitive i \ional
process. The development of metacognitive listening knowledge in Q&;ing ESL
listening strategy instruction was deemed worthy of consideration ((W and Chang,
2014). Likewise, Oxford (1990) elaborated that the more mativatedvthe learners are,
the more frequently they make use of learning strategies QY’c:v’srsa. Following
the completion of a task, metacognitive engagement assists le rrwecide the

X
appropriateness of the acquired information, knowl or learnin d'tr@d to

d{ re U%Yﬁffective

high-level metacognitive engagement 0% quir&wledge is
retained, which enhances the possibili& ;trasfer of learning ac@‘content domains

(Dole and Sinatra, 1998). Hov\% studie_é\_\\wh
r% skl

discard or link them with the existing or stor

specifically within the contex ning
listening preparatory cour %in l
evaluate the impact o gnitive

P 4 <Q
learners in the IEL %&nmg’) \raL ry coﬁywithin the Malaysian context.

Previou&t les i
‘ e

metacognitive Strategies com d{o @ who are less proficient (Anderson, 2003).

NN
This er% etterfund nding\% texts allows learners to be more successful

Y-
acanﬁ&lly. In addition, th@e‘d to comprehend listening texts has also become

\Qnificant among language learners. Moreover, listening has gained a growing
::'n est among researchers. For instance, Anderson (2003) assessed the use of
etacognitive strategies for listening among ESL learners with the use of Online

Survey of Listening Strategies (OSLS), which revealed no difference between the

rategies onb'e listening performance of ESL

ltha{ﬁ;froficient listeners often use more
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group that used global listening strategies and the other group that used support
listening strategies and the higher use of problem-solving strategies amonv
learners. Similarly, the study by Jaengsaengthong (2007), which also r@e of
OSLS as means of data collection, demonstrated that ESL Tha ers used
problem-solving more often than global and support strategies. PoWoen (2007)
also reported similar findings on the use of problem-solving. eMat, O'Malley et
al. (1985) had documented promising findings of tr '&;rrlers to employ
metacognitive strategies in academic listening and speaking p cw addition,

“Ax
Kasper (1997) reported a significant relationsh@wén metaco ti\'e iﬁaegies
e

and ESL writing performance, particularly the neﬁ ay k@ﬁledge in

. . , . X
improving the learners’ language proﬁmenN 0\ %
\3 ®)
2.4  Listening Skill Problems a@ﬂ Englis\angia ,t\e rners
N

The ultimate goal of te%nd Ic!grnin the((/ ary level in Malaysia is

to equip learners with the abilit ndl Cityjto t@arge of their own learning.

The English Ianguage% ed as t;ﬁ 'n@ant foreign language within the
4 F &
Malaysian academi“@cul@e er, sg.ies on the level of English language
skills among M /y%stu gh sc@éﬁis and the tertiary level revealed that the
desired lev (UT)waste ng‘ Iis'h @%auage skills was not met. The focus on
memori %repﬁr d e th@use of this unsatisfactory achievement at the
tertijﬁ/el. The convention@ger-controlIed curriculum approach still overrides
thesteaehing and learning process in schools and universities. Teachers and lecturers
ransfer knowledge and experiences to their students with the aim of helping them to

ass examinations. The core roles of students are merely listening and taking notes

where the information gained during lectures are perceived solely to answer
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examination questions. For instance, Mohana and Shamara (2012) found that both
MUET candidates and teachers perceived listening skill as the least mportant?l'm
the preparation for the language examination in Malaysia—as a result, t sxents
did not feel the need to practice their listening skill since the total scd‘*llstenlng
comprehension is lower than the total score for other Ianguagew'omponents
Consequently, the vital skill of listening is often overlooked % to reading and

l

ESL learners express the need to be an effectiveylistener Wto attend
23

o i o
tiations. T Ilftei@sklll

nt and’ equ@'for most

tlng\ curri ulum,@ﬂhe English
language at the tertiary level does \i’fy the requireme Qét the workplace

(Wiriyachitra and Keyuravong, 20 adu on W ‘(\l-ack of listening skill

writing skills.

lectures or meetings, make presentations, and handl

plays a vital role in such situations; it is highl

careers (Richards, 2008). Despite that, e

IS not surprising given the I|m ber un a|I |n the language—where
only a few of the units arg_co Is or the Ian e learners in other content

domains for most uni\% |nclud| g regio Ha ersmes Moreover, inadequate
practice of the Is&wg Skll
contemporary ﬂj\&eral

focusing on s!)aster o‘f

\e\ esu poor listening skill where the

WO nta|I of conventional lesson formats,

feénbi(t?ns of the language and practice through

controll tles . ories&?n of dialogues and drills, the use of pair work
actl role play, group ac@és and project work) (Richards, 2008). Hence, the

E to change the teaching and learning of the English language at the tertiary
6 was demonstrated in numerous studies.
Listening skill—treated as a minor skill—has taken many years to be

established as what it deserves in the second and foreign language learning today in
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the teaching profession (Segunda, 2012). It is either embedded in teaching
conversation skills or included as an introduction to teach other language skillvm
as reading or writing. Furthermore, most teachers tend to focus on th@t of
listening in terms of listening test scores, rather than the process oﬁ;sging (e.g.,
how to mentally process the oral text) (Mohana and Shamara, 2012). According to
Vandergrift and Goh (2012), teaching the listening skill is dri ewds listening for
details, listening for gist, predicting, listening selectively, \Yg.i ferences, which
reflect the emphasis on the product of listening—ever ivity ew t‘est score
for the evaluation of listening skill, rather than tea these learpers ’o ‘fa}‘g‘ the
social and cognitive nature of developing and usi listening,skill. \/Y‘
Renukadevi (2014) described the ”W kil

developed in the consciousness of th me. Th

rhythm, intonation, and stress of th(Lﬂuage Ca\i&p
": y N,
are able to comprehend the %encehof t dan%gé? and gain the skill to

communicate effectively ou\theli e ent &pronunciation, word stress,

vocabulary, and synta% understandi :o‘f mbnessages conveyed based on the
4
. e hi

t percentage of participation in an

\ lis g is a language forerunner. However,
listening ca elatively chal giﬁg (ojr?anguage learners because the listening skill
%f N

is relate{t{,
evalyﬁ

, and responding. T\rte\)e‘nallenge to gain effective listening skill frustrates

COrtgspo ?g sub%hlls of receiving, understanding, remembering,

a sures language learners, as it engages the interpersonal style and informative
{ 0

f communication in which they have to keenly partake. When it comes to

aching the listening skill, the language learners are aided in getting themselves
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familiar with listening behaviour in various situations, diverse input, and listening

objectives. Yv

However, most of the recent conventional and mainstrea% hing
approaches do not exclusively focus on teaching a particular skillﬂ&L. These
approaches often include the listening skill as part of an integrated” approach that

progresses to other language skills. For instance, Communic ioMuage Teaching
(CLT) is related to linking different language skills (e amn'; reading, and
listening skills) in a connected syllabus that reinforces com 'n;}qld ikill with
other skills in communication and self-autonomy@q with toler efo[\é&zr; to
build communication competence and opportunities to Q guagvmccuracy
Ki imult@;{gly occur in

and fluency based on the principle that these languag

actual circumstances (Richards, ZOONF]D' case, i eni@ll component is

described as a micro skill where re@ﬂon of \kgx ,?d:)hd non-verbal signals
N
during communication. On theénd, fic “n ral @ach” by Krashen (1985)

was also introduced based on the otiT a sub cious process of acquisition

is perceived more iory to direct as§ro&b' instruction (Krashen, 1985).
4 ’ &
iti

Accordingly, the method nurtu[ gmtéﬁate of learners through conditioning

through the ex é&w e |ts€13fdnd a conducive learning environment.

This appro % ho
%V "
product% e where_li ?ﬂng 1ETI is emphasised to learn, develop, and gain
X
con]msion of the Ianguage\'c,}/

%\According to Field (2008), there are several reasons as to why teachers prefer
ach other language skills, compared to listening skill, which contribute to the

G
stening skill problems among language learners:
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i) Competence

Effective listening skill is invaluable to language Ile 4
Communication is a two-way dialogue where it would be not pos@?start
a conversation without listening skill. Teaching language Ieam& develop
listening skill equips them to practice autonomous lear in the real

environment (Field, 2008). Most language learner. Mpoor language
Kus

command to communicate in the targeted langu , 'hey eventually

avoid interaction using the language. The in ete yWIanguage
L ]

negatively affects communication and demo s languag a’ne_@ use
N

the targeted language. ' 4
i) Intangibility \} u\ NS {\T
According to Field (2 %aﬂing is se a p@‘%e skill that takes

place in the mind of Iang%leamers. ge tj@\language skills, the
N,

listening skill is not t no to be ana (such as speaking and

-

difficulty to achi nstrable o taﬁgi@'results challenges the language
i
in

learners w@ eﬁeit ing ﬁ.ll The circumstances are made worse
by the @ ient 'tion (s-}%(em, which emphasises on achieving
¢
exce e(@ores beco inJ a{é?pert listener is not the goal. Furthermore,
NN
che

% whof’ 'gged ;é?vn with the task of creating a class of high

&ievers may select t@hg strategies according to the scores awarded for a
\pecific skill or subject. For instance, the listening component in the MUET

QE test carries the least percentage of scores compared to the reading and writing

components. The teachers also encounter difficulties in teaching listening skill

writing skills) or %‘:\kalatj) chers@ch as reading skill). The
0

if they do not have the required expertise to engage with listening skill
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strategies in the classroom. Hence, it is imperative that the teaching and

learning environment should be given appropriate attention. Yv
iii) Learners’ concerns %\

The learners’ perception of their language needs deteﬂ* how the
listening skill should be emphasised since most IanguageWrs perceive
listening skill, compared to other language skills as heNst insecure and
difficult aspect in language learning (Graham, 2 me'more, listening
comprehension is often perceived as unimporta e to hW&ognition
in the overall score of the language test th e accusto b ‘&Gg‘h;m,

2006). Besides that, the authenticity ofki g r%fri i the.gl/géroom is

another problem in language Iearniﬂg\lf; stre

the moment it is heard, it is eWD]ard to

of matching speech to Word%r the pr\]fe ft '}tthe basic level often
N,
leads to a loss of confi%demo‘?ivati ,«and dnsecurity, especially if the

teacher fails to addr h pr s and st@’ concerns (Field, 2008).
Abbas and M%‘ Reza (2011), iéen@ed seven distinct listening skill

problems among !&qu\age Iela

cry,

speaker’s speedﬂ
@

the classroo ut canside
of the liste 1% passége; ,limit vocabulary that distracts the learners’ flow of

ﬁ] of“speech j V?understood
t in@fhory. The failure

4 $ &
\ ) trginability of learners to control the
estri t&’number of recording being replayed in

!
g if tté-l‘f?arners comprehend the individual segments
NN

listepingy(as they stop to thin the meaning of difficult vocabulary, resulting in
oo

‘@out the next segment of the listening passage); (4) the failure to recognise
(0)

Q al and informal discourse markers in the speakers’ speech where formal
iscourse markers are more obvious compared to informal discourse markers in

spontaneous situations that comprise of vague signals (e.g., pauses, gestures,
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increased loudness, a clear change of pitch, or different intonation patterns that can
easily be missed, especially by learners with lower level of proficiency); (5) t?!(
of contextual knowledge (because the sharing of mutual knowledge a@lmon
content makes communication easier; hence, the failure to connect vﬂ% implied

meanings of the aural texts and content may cause confusion and m&e’pretation by

learners with different cultural background); (6) the diQiWof maintaining
ei

concentration to listen and grasp conversations in a seco
requires an enormous amount of effort to interpret the ing);

habits of learners, such as word-by-word translation n learners fail tl) t_&&n\siate a

u
gr] language (as it
7) die- listening

@

certain word, they are discouraged by the failur m% S of%xgping the

conversation). Additionally, Goh (1997 rt e>@\m| specj@g;actors that
influence the language learners’ listexw rehensio ich@%lved 40 Chinese
@\'{hen categorised into

N,
five key characteristics: (1) ten%stene'?; (3) eake(r(/ task; (5) environment.

The text- and Iistener-relatie'%rsr edyvoca y, prior knowledge, speech
rate, type of input, an% ’s accent,
i preﬁa’on.

problems of ESL leargers in Iis‘
On the aqther hand, ] 16) dg%'ftified four types of challenges faced in

)

ing fpracti ,"wrc'_cjh involved international graduate students,

the academ
\
specifically, k listghi preh&:ion, (2) language and culture barriers, (3)

Y-
inaqeg& use of technolo@ﬁ lecturing, and (4) lack of discipline content

\Nge. Firstly, the international graduate students encounter difficulties to grasp
hewaccent of lecturers and students in conversational activities, resulting in
emotivation and embarrassment. Secondly, the language and culture of the local

place adversely affect their attempt to acquire listening skill. Moreover, the lecturers
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who are not proficient in the English language may also affect the international
graduate students’ language comprehension on the information conveyed YM
lecturers. Thirdly, lecturers do not make full use of the technology during@% ture
due to the lack of technological expertise in using e-learning portal petency
in presenting and delivering the information effectively. Lastly, thve discipline

content knowledge affects the international graduate students’ language

comprehension during lecture. Manjet (2016) further ide 0 n’ain factors that

lead to these challenges—improper discipline content wledge rstand the
3
_ N4
meaning of the words and the accent among the lectu I _\‘-')

In short, listening is a complex audi

d @ hro%gfion that

requires critical thinking where the language, learners lﬂust able @z:lslate one’s

speech into their own language and m| anstruct. e s@ rate gets faster,

they have to pay more attention @6&3 Iexica\r&‘ra rp@}*processing and less

N,
attention on the interpretation Déaninﬂ. They are Ii((/ to miss parts of the text
and consequently fail to u %d tT essage (Bﬁé 2001). Although they may
il to

know the individual w may f on{pr@nd the general ideas of the texts.

4 f &

It appears plausiblg®that ESJ‘:? dem&uate good understanding of all the

words in text, 4but Still fai sp t&e}"(nain points (Olsen, 2004). Listening
o !

comprehensig‘@ not been fuéh ei? problem for native speakers and highly

- \ -
learpe }it |s&evnable that learners at the lower level of

S

proficie encounter Iisteni@skill problems. Hence, the use of listening skill

proficie

s% s to comprehend aural communication among ESL learners, especially of
hose w

ith lower proficiency, is clearly essential (Abbas and Mohammad Reza, 2011).
s the listening skill strategies may appear as the “problem-solving tools” in listening

comprehension, ESL learners should also be motivated to listen and monitor their
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listening comprehension via these strategies in order to address their listening skill

problems and improve their listening comprehension even when they may wss

proficient in the English language. (ﬁ\

2.5  Listening Skill Strategies for English Language LearnersY'
Vandergrift (2002) described listening as an invisibl me process where

listeners have to discriminate between sounds, unde he ocabulary and

grammatical structure, interpret stress and intonation, ret nerret the

words within specific socio-cultural context of the ance. The li erﬁr@” in

ESL is generally divided into specmc glcal L §i rk\jﬁ)p-down
strategies are more of a listener-based oa Whe\re Ilstenéz;)s into the
background knowledge of the topic, | uatton or context, the@% of text, and the
language. The background knowl ctlvates f 'e%tations that help the
listener to interpret what |s anticipat vuhat(z}éﬂ come next. Top-down
strategies include (1) lis |n or the"m ) predicting, (3) drawing
inferences, and (4) sur% .On ?L ot Ha ottom -up strategies are more of
a text-based appro where lt er r on the language in the message,
specifically thew atio 'ds, s and grammar that creates meaning.

/t

Bottom-up &e)es i clude 1 Ilat:éang for specific details, (2) recognising
cognate %%3) isi

(20 so categorised the listening skill strategies as top-down strategies and
Ca

r word-order patterns. On a similar note, Renukadevi

b p strategies where top-down strategies focus on the core concept of listening

& expecting, drawing implications, and reviewing, while the bottom-up strategies

cus on particular facts while listening and identifying word-order patterns.
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The study by Azmi (2015) identified the personal purposes of learning English
and assessed language learning strategies for reading, writing, speaking, and IIW
skills as well as grammar within the Malaysian context, which involve s\hESL
teachers and three postgraduate English-major students. The use Awonary in
comprehending the literal meaning of certain English words aWeasmg the

number of vocabulary repertoire was identified as one of t guage learning
hals

strategies among ESL teachers. Reading various types o r'urtures reading

skill. Apart from the natural talent to write effectiv adeq atekaqdontlnuous

writing practice was identified as another language

ing strategy’ tq f&@ry good
ora\fe asis\i/mifferent

icwritl or ef Y; drilling as

cognitive learning strategy. Meanwhiwahing an ng @?s were described

as part of an interactive process f |tch|ng NYor q@h and conveying the

patterns and structures of sentences, such as

genres (e.g., personal experience, poems, ca

N
messages. For instance, stor x rien hgf;jearners can learn the
language in an mnovatlve Th ht questioning technique in
storytelling can stim bora}l e di cu’ssrob'among the language learners.
Another identified Wge Ieia i ateg invthis study was listening to English

songs, which ¢ @nve i rfor e&ét any time without specific timeframe.

The elemen hngu e an mesn‘(j? precisely well-tied together in the brain
process% rms of ? pltc&nd symmetrical phrasing, which stimulate the

gﬂAlearnmg process g{@‘)r/ the strong connection between these two core
% As for learning grammar, interaction in a stimulating “implicit” classroom
i

dentified as another useful language learning strategy since the process of
arning grammar is often perceived as unexciting. The language learners may

recognise their own grammar errors if the utterances appear strange to them. With
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that, they can do the study and figure out the right way of using the intended grammar
form.

Unlike the prior study by Azmi (2015), Cahyono (2015) specifical®lbed
the significance of listening skill, reviewed some of the challenges arch and
teaching of EFL listening skill, and discussed the means of teachinMe'ning skill in

an FL context. The study presented an overview of how teechtening skill is

conducted and how listening skill is nurtured within th 0 siar] context. Apart

from speaking, perusing, and writing skills, the liste skil WWed as an
@

_ < 9
pted this_study ‘t@rther

essential aptitude for the acquisition of FL, which

assess the listening process based on the p

information in the short-dated memory w

(either memorisation or elaborative |ce;>lnten5|ve i

tapes, and hard disk), which cont fferent \3\

nm@\erlals (e.g., CD,

t I{‘(‘eg news, academic

texts, and stories) with dlffer ent 9on t ods@ scripted or prepared
materials and unscripted o dis ﬁz e% accessible in the language

K atu
laboratory or classroo |;en5|ve liste :\'g' N@students generally listen to the

g <Q
materials at the ;Qne |f| ents %&_ﬂot wear headset, the voice quality
would not be the s fo ents Nﬁve factor that promotes the success of

l

listening i |ns o Iles nthe e ueejd 0 present these listening materials.

y re\¢ ere ects of teaching listening skill in EFL: (1) the

mcw&on of teaching ns@rg skill in EFL as a major part of the educational

of instructive foundations; (2) the implementation of listening activities with

: urpose of enhancing learners’ listening skill. Listening skill in EFL can be
structed discretely as a specific course, particularly in the language department of
colleges, with certain course names (e.g., Listening course or Listening
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Comprehension course). In this case, listening skill can be taught in a discrete course
due to the critical needs to listen to different genres of conversation in the wm
language. Listening skill in EFL can also be taught in an incorporated paﬁig\sk;side
other dialect aptitudes in terms of speaking, perusing, and comp(ﬁ&kills. As
requested by the 2006 School-Based Curriculum, the teaching of Ii&i?g skill more
often than not happens in concentrated courses, either in the Eng department of
colleges or in specific projects that are arranged by an Xe.c urses or in an
optional school. The resultant outcomes of the study in soft e.s\g@dbtained in

ird cycles) *s}ét}‘g‘ the

i1, w% ed@eamers’

ing c@gz;nce if they
'cﬁace. Hence, the

ing the\é&i gk@h EFL was to expose
N
sig '{hem IS nir&@éks that are related to the

substance or etymological highli 301\
)

On the other h% jet (2016) id }ified@'ree specific strategies to address
’ &
\?‘Iis eningactices among international graduate

students, whichy, werey (1) 'tion(ﬁé’the graduate study environment, (2)
¢

expectations_oflecturers; and ( tH'e rele Of the international graduate students. Most

\
of the i%knal gradu ';tude&ighlighted that the increase of opportunity to

exp% graduate study envir@nment results in higher success of comprehending
Gk

three different cycles (i.e., primary, secondary, an

enhanced capacity of students to acquire listeni

ability to comprehend the message and ech;

were given the opportunity to listefgepe

3
D
<
=
3

proposed standard methodology of

learners to the listening materi

Ys

ing ials.

the challenges faced%n the aca[i

i mtion and familiarise with the accent and pronunciation of lecturers and other
tutlents. Moreover, the lecturers should also deliver their lecture in proper speaking
nd pronunciation of the English language. Lecturers need to be sensitive towards

international students who are weak in comprehending the language spoken and
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motivate them with tolerance to build a good relationship with these students. Apart
from establishing clear instructional plans prior to accepting international stude

university should provide speech training for the lecturers to en@}their
presentation skill. With that, the university would be able to sustain Itifaceted
nature of the linguistic and cultural backgrounds of students for SUWJI academic
listening practices. Most importantly, these students should al% more effort and

patience to overcome the challenges in the academic listen raetices.

According to Xiaoli Bao (2017), listening skill egies rWIy among

@

the most important factors to promote the process

istening [co h'ni@This

empirical study assessed the use of listenin tr teg?e i suQ/?SI' among

slw Engﬁsh turers@g.the English

randomly sampled 174 non-English majorstand
department in a university, which iea\/arious S tf@‘contribute to the

improvement of listening compreh@is in tkﬂsﬁla uage. The number of the

articles on listening skill strate rather limijted. T<h$d stributed questionnaires

prised o kground questionnaire and

wn

were broadly similar in ¢ Mhi

listening strategy ques ire: { 0‘
Ny o &

jor @.’mgs on the use of listening skill

The survey, %{ealed ‘
strategies. Firsth&h Istent i FStrate I'%ﬁsed by non-English majors were at the

!

¢

itive at@gié;\?ere mostly used, followed by metacognitive
NN

medium Ievig ere co
strategies, stly,SaCi fectivé?rategies. Secondly, the listening skill strategies

Y-
instugby English Iecturer@e also at the medium level where the frequency of

—C

ication of media-cognitive strategies, the frequency of the application of non-
G itive strategy is the highest, while the frequency of the application of cognitive
nd social/effective strategies is equal. Thirdly, the listening skill strategies instructed

by lecturers and the use of listening skill strategies used by students in this study were
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positively correlated. However, lecturers appeared to attach equal importance on the

application of cognitive strategies and social-affective strategies even though s

put less emphasis on the use of social-affective strategies. This study higﬂ% the

significant role of English teachers or lecturers in helping langu rners to

enhance their listening skill strategy consciousness and the freque and range of

application of listening skill strategies, especially social-aﬁec\%es\;égies, as well as
l

Meanwhile, Kazemi and Kiamarsi (2017) explor e lis n.l?rg.gdstrategies

the need to explore productive teaching strategies.

X
used by students in the intermediate group and a ed graup 155&59}d the

relationship between their choice of listeni i strateéi the@ﬁanguage

n TOJ%]S;est whereas

“Fo@bmers”) that was

ﬁs was conducted to
S

the other tasks for intermediate group Were donabo

used in Yasouj language institut(sdhe desé—rg\i\(g
determine the students’ listeni%trate ies, reveat@.f&)through the think-aloud

&
protocol technique and t%}ﬁ Iis[ g mp@ion test. The information
- p |

QD

te ni’qu@]as qualitatively assessed using

obtained from the thi rotoc p
’ &
content analysis. \ l N %(./
The ovesall Its 'that {B‘Q"‘barticipants in both groups often used

¢
their native !me ta hel itH’ E&%stening comprehension. Only two of the
Insth

NN
particip(t{, e advanc :group@ed social-affective strategies, which indicated
that jthe®use of such strategie{@és not notable in this group. The majority of the

p%\chnts in the advanced group employed a wide variety of listening skill
trategies, especially the use of metacognitive strategies in controlling and monitoring
eir listening comprehension. Although both groups demonstrated awareness of

different listening skill strategies, most of the participants in the intermediate group
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employed cognitive strategies (e.g., repetition, resource, note-taking, deduction, and
translation), followed by social-affective strategies. The proficiency level of Ilw
between both groups appeared to be connected to the number of |I@Skl|l
strategies they employed. Besides that, the study also found that hoice of
listening skill strategies were related to their language performance ough the use
of listening skill strategies did not guarantee success in listeningcomprehension.
Instead, the use of listening skill strategies reflected the Y;o participants to

actively solve their listening skill problems. \d
3

Additionally, Sulaiman et al. (2017) qua ively aime to’a_{% the

ec@ .S.A\(Efedicting,
IM @zﬁs in their

foundation year. These selected stude haenrolled L c@es, demonstrated

,(\the English language

different listening skill strategies of ESL lea

inferring, and selective attention), whic

from the elementary level to I yea )uUsiQ/ \e percentage and mean
scores, their responses wer d, ealed @ majority of the respondents
agreed of forecasting % ing |tels from ' %hey previously know (58.0%);
thinking their ow Wu ge| 4 usm owledge and personal experience
(88.4%); using he main i of t t to guess the meaning of the words

(93.4%); m (ﬁ)se 0 each a agEJ the key to grasp the whole conversation
(86. 7%)@{%

(76 0 djusting their expl@on when it is not correct (81.7%). In other words,

a listeqin an( /o) listening to the tone of the important parts
ners are also aware of the use of core ideas in answering listening questions

G he intended meaning of a particular conversation.
The study further highlighted the importance of making the knowledge of the
meaning for each passage as the main element in the teaching of the listening
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component. However, only 6.7% agreed of forecasting what will come next whereas

39.0% indicated that unclear words do not render their understandingv

conversation. Hence, predicting, inferring, and selective attention @ning

comprehension appeared to be pragmatic means among ESL learners i ir listening

test. ESL learners can use their prior knowledge in facilitating their tfiderstanding of

the listening content. However, thinking in their nativ%a.. age potentially
item. '

Through a case study, Shian and Yunus (2017)yassess dWeption of

3

. o9 "X

teachers and students on the use of audio clips to op listénin kl’| in-a‘rural
Chinese National-type primary school (SJKC h % ngs@ Cina) in
ntern@gr:nection are

. a @test on the self-

g'\%ar 3 students on the
N

topic “My Hero” from the te%o ensure 1 ce <$°a%ity. Six audio clips of
between two and four min %colr eni@s were developed based on

the Year 4 SIKC Engli ook using the YevieWw from the subject teacher as a
’ 4 F &
eed

guide, including theﬂ;&cts oi glspeaker tune. The audio clips were
ﬂ&m

influences the ESL learners’ ability to grasp a specific list

recorded usingn\ ile p 'ask E-hj‘ée‘ls were created using Microsoft Word.
¢
Three units '%extb oks eGO\GrJe and the listening tasks comprised of four
%v NN
types 0% ions:A(1) li and-eifrCle the correct answers; (2) listen and fill in the
gaps; listen and sequence stories; (4) listen and indicate “True” or “False”.
B

@wds, 36 Year 4 students participated in the listening tasks over the course of
Q eeks using the audio clips and task sheets. For every listening task, the two
bject teachers provided vocabulary lessons in advance or evoked responses from the

students on the topic to prepare them for the listening tasks. They played the audio
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using a mobile phone and a speaker, while the students were required to complete the
listening tasks. The audios were played two to three times according to the n?vr
students. The teachers then discussed the answer of the listening tasks {%s or

through peer-checking. —\

In addition, semi-structured interview sessions were subsequently conducted

and the responses were recorded, transcribed, and analysed a owo the emerging
tic t

themes. The study revealed that the teachers were highly owards the use of

audio clips during the listening tasks. The teachers eve eale th.HNJ@dio clips,
oy
compared to the teacher’s voice, were better at c ing the st nt" @tion.

Besides that, the perceived ease to use of the audi ps % obilaﬁﬁone was
i f usir@hg;udio clips,

but it may put weaker students at a diwae. Never S, t@achers supported

N
in agreement with the teach%epti&l of Jusing <;tt;é')audio clips to develop

listening skill. The studen§ fu\rmer rI/ ed that th% earning experience become
e

more fun and interesti% y werg mo :fb n the assigned tasks when their
d &

teacher made use udio @m tea%w and students identified the main

challenge in theglistening ta 'e au 'Q{peed. The study found that the students

¢

asked to Iistf&)e audio cli s&e@(?mes before they were able to complete the

N
,',this s«@/ acknowledged the frequent use of audio clips

Y-
in the language classroom. >
e

listening‘tasksConclt

\)n the other hand, Norazean et al. (2017) quantitatively assessed the
ereeption of students on the use of audio clip and video clip for their listening
ssessment using the Visual-Auditory-Kinaesthetic (VAK) questionnaire.The study

involved 150 first-semester university students with equal level of ability. In
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particular, these students were given a set of listening assessment using an audio clip
in the first session. In the second session, a video clip was used for them to co

the same set of listening assessment. The study proceeded to perform(%ﬁptive
statistics and inferential statistics on the obtained data using IBM SPSS™Based on the
obtained results of analysis, the use of video clip in the second ses was deemed
more realistic and functional than the use of audio clip for the listening assessment.
Furthermore, the use of video clip was found to ease 0 pletion of listening
assessment for the participants. The study proved the acegptanc ow‘of video

- . 9
t difficulty, e'st@'ound

COI’](ﬁC uag sessment

St@; are more

Iip)@‘?n the elementary

clip as a new listening strategy. In terms of the level

that some of these participants highlighted th
with respect to their language skills. w ingwtha

acquainted with the conventional meN itﬁause
level to tertiary level, the study higﬂl_'uﬁted the \qu

for listening assessment. ‘% . 4 <§0

Adding to that, Othman a V]v as OIY)é@nined the influence of topic

familiarity on the liste iKprehen on oﬁg@students of middle-level English
4 f &

proficiency (betw,qumd Zil Z::\rs)\ nd v s cultural backgrounds (from Saudi

Arabia, YemenQ , T i otsx@d, Kenya, and Malaysia) in a private

!
tertiary insti nin Malaysia; pe%iféa‘IR/ on how far certain parts of the language

D

Ip{e\the use of video clip
N,

8)

"
are likely't ffectel ‘pic famﬁarity. The listening component of English 0211
coum&s delivered at least q@é per week and tested in both mid-term and final
N
e \htions. The participants were required to sit for the placement test in their first
ish lesson in order to determine their level of proficiency. The listening passage

Qs entitled “The Keys to Advertising”, which was taken from a workbook for this

course. Multiple-choice questions were used where there was only a single correct
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answer for each question. These participants were given another placement test using
the same workbook with three different listening passages, which were modifie i
their level of proficiency. Following that, the same listening passage of “ s to
Advertising” was used in the post-test and the participants had to aﬂAsthe same
questions as in the pre-test. The average score in the pre-test was 13.23 with a
standard deviation of £2.35 where the lowest score was 7, Me highest score

m ith a standard

gained was 16. As for the post-test, the mean score

deviation of £2.03 where the lowest score was 11, whi e hig es‘h@as 19. In
A X
ir listénin c'r@th a

pro@ in"the @-’test was

btaiﬁfd the L@S’Tent lessons.
The participants were not able to detw;\swers to

as they confronted difficulties in t m of ne\mc?

As they tried to overcome thesa%ltie
M

0 rT ISeithe m deas and information in the

affected; thus, they were n%
lecture in order to ansx% mprehensio gdesﬁbrs. In this study, topic familiarity
4
dentif

other words, there was a marked advancement i

significant difference at 0.01 level. This signifi

ascribed to the topic information that the s%
nsion questions
p;c\dnd advertising ideas.

N,
, the process o@derstanding the text was

(2]

&
allowed the partici QKto sucie \I'Is( enti facts and details of the advertising

techniques as well as the detai upp these main ideas.

5

!
¢
Besi e%, Sumarsih O!'?) erformed pre-test and post-test to evaluate the

NN
mpact ({a, wingftechnique o listening performance of students through an
i t

i
expm&

al research design ch involved 60 university students in the control
i

\1d experimental group (30 university students in each group). These randomly

elected participants (from a total of 180 university students), of between 17 and 19

ears of age, were in their first academic semester and had to undertake Listening

course. Among the four language skills, listening skill was deemed as the most
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important language skill in this study as this skill is the first stage of learning a
language before the language learners can speak, read, or write. In other?&,
listening skill is the key to master the other language skills. The study sel% ocus
on IELTS New Edition” book (version 2010) because (1) the Iistﬂkmaterials
presented in this book include different levels of difficulty, (2) thes&ﬂricipants are
expected to be English teachers upon graduation, and (3) the est\lws in the official
IELTS test demonstrated adequate reliability. The obta mts' were analysed
using t-test and ANCOVA, which revealed the significant i pWhadowing

technique on the students’ listening performance.

@
N
mean Scor. b#tvz@ both
ants i t erirqejqal group

ms qif ning ﬁThe study
successfully demonstrated the appr@ss of sh ing thique for EFL

learners to acquire listening skill t%on the \I'NWat y@\eps of obtaining and
N,
learning the language are, in fan%‘natichand xtu@éﬁ

Apart from that, 17) the rts’ theories and research

esse %
evidence on how the listening skill can hbmproved using Youtube videos,
4 ¢ &
which revealed im mqtpoimf \fhe\ rate%s}o address challenges of teaching the

UTUE_/ deos in the classroom, 69 second-year

groups were significantly different where the

outperformed those in the control groupsin

listening skill. Rrior terthe
¢

!

students wh %d English urgesdg ly accessed the internet to learn English
NN

Ianguag@he Jnter !accesahe students often accessed the social media.

Accﬁly, most of these st{agﬂts (78.26%) accessed YouTube for entertainment

pgﬁ with only a minority (4.35%) accessed websites that were related to
a

Q tional materials; 43.48% believed that YouTube was interesting; 46.38% found
at the use of YouTube videos was relevant to the subject learned. The study

revealed that these students perceived the use of YouTube videos helped them to
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improve their level of proficiency in the English language, especially in terms of their
speaking and listening skills. They believed that the use of YouTube videos enw
their knowledge since they can replay the videos. Evidently, the use @Tube
videos potentially improves the learners’ speaking and listening skil& expands
their vocabularies; provides endless information and authentic leawiing resources;
enhances the analytical and other learning skills; incrﬁyﬂcipaﬂon and

motivation of students in the classroom; attracts the stu tten'ion and sparks

enjoyment in learning. The use of YouTube videos, Which ar \Wengaging,
23

Yw

clearly has an advantage of assisting language lea to improv. hgir ‘L@uage
skills, especially listening skill. The use of Y ideos’s be a@(')priately

implemented in the classroom for languag rning. o\ %\Y*
Rafie et al. (2016) assessed t?& Lati}nship

(CQ) and IELTS listening perfor%e amon\m%an Eélearners. These 60
}y N,
advanced learners were betwe%ge 0919 and 24 Zz@ and native speakers of

Persian. Their major was homo noT nature. study involved the IELTS

listening test paper an%’itst ‘E per i't'hl fo»b?actor CQ Scale. There were 40
questions in fou%with |a of ﬁed conversations for the IELTS
listening test p% ich Q Crt-}@ch’s alpha of 0.912. Each correct item
was assigne g@@e of nt?%u&v tle, the test paper of CQ scale involved a five-

N
point L% with 4 t score:&?’between 41 and 101. It took nearly 10 minutes

for mners to complete th@. The Persian version of CQ items, which recorded

o

et the@ﬁural intelligence

a Xbach’s alpha of 0.82, was employed in the study to prevent any
nderstanding on the items. The administration of both instruments was managed
two sessions. In the first session, the test served to standardise the proficiency level

of the respondents in coding their answer sheet, as they would apply the same code in
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the second session. In the second session, the IELTS listening test was administered in
the language laboratory. The respondents had to listen to four recorded conver?nr.
After each conversation, they were required to answer a set of qu{t'%. The
completion of the listening test took nearly 60 minutes. The study deﬂ&rated that
effective listeners were aware of their own and others’ cultural agSumptions and
values, intentionally planned for the multicultural setti sw reflected and
subsequently modified their mental models. Apart from rmti e competence,
motivational CQ was found related to the listening rmance learners.
X
Besides that, learners with high motivational CQ onstrate t p’or@y to
demonstrate interest, confidence, and adaptabiki crosséc . In %K'r words,

Mt

effective listeners are motivated enough to“face chall ficulties,“and welcome

social conflicts and contrasts. In an iwaly multic al v@ﬁ the enrichment

of cultural awareness leads to be%erformawt @Iish classroom. The
N,

cultural intelligence and concepti

f Iis{éning ere 2(/ ly related, which may
benefit and encourage teachers, esc]r rs, yand g}ymakers to integrate these

lessons to increase t earners! culflral i\n@ligence for enhanced listening
' ’ &
\cu.l ral

performance. In &Q woi \ ;&Nareness delivers more effective
communication gkillsWithi i con@éswellas in real life situations.

!
¢
In sh % problems e(!'by(bfa‘r%uage listeners are similar around the globe

NN
when it% listghi con oreign language. It is crucial that teachers help

lan learners to recogr@-‘these listening skill problems before they can

e%t ly help these learners to deal with these problems. Teachers play a significant
oleri

Q n guiding language learners throughout the process of listening in order to
otivate them to gain knowledge on listening and take control of the progress of their

listening skill. Focusing on testing the listening comprehension through listening

76



activities would create anxiousness and adversely affect the development of

metacognitive strategies among learners (Vandergrift, 2002). The listening Vm

ESL needs to be consciously developed without imposing the threat of e@w

the learners. Teachers should change their perception of teaching t ing skill

on
and assisting the learners in using monitoring strategies to deéal with their
incompetence in listening comprehension. The use of me cWe strategies is
believed to guide not only learners to achieve listening ¢ eznsio,w, but also help
the teachers to support their students in listening compr sion, hWirmed the
"y
need for this study to evaluate the impact of met@we strategies on fn(iﬁgening
N

performance of ESL learners. Y_ ' 4
N A S QT
2.6  Chapter Summary \) é

This chapter presented the &ﬁtical eroTk ,t@‘study as well as the

N,

concept of metacognition, whi%ided'?his S trke'o@('ﬁdamental underpinning

aspects of metacognition and m cog[i eqgi he reviewed studies mainly

focused on the areas o%ﬂ skill, but s (}iés s@focused on the listening skill of
'3

Malaysian ESL le %in thf:\,xqz IEL%ﬁ.}gtening preparatory course remain

scarce. Hence, his Study 'pted(:}&’evaluate the impact of metacognitive
¢
strategies o &)teni g ski of"EStj?arners in the IELTS listening preparatory

NN
course within‘the Malaysi ,contexi.\Addressing the gaps and recommendations of

prio@ies, the study em@éd both qualitative and quantitative approaches.

X studies indicated the positive effect for ESL learners who obtain better
:!is ing skill acquisition and also an overall positive feedback. The subsequent
apter describes the methodology used in this study.
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