CHAPTER 1

INTRODUCTION

¥
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1.1 Introduction -\
This chapter presents an overview of the present study, Wncludes the
background of study, problem statement, research objective arch questions,
significance of study, scope of study, and the conceptu \Y.orr of this study.

Besides that, this chapter provides the operational definitiens of y.\'eqndsed in this

@

study. é | _\C}
b 4 \/Y“

\ &
1.2 Background of Study (}Y' 0\> ,é\
ng ¢

~
Malaysia, as a rapidly developi ountry within the AS|an region, has
o v
= - N o 4
adopted a system of bilingual education in order to achieve a balance of national and
N Ty

international needs and interests (Gill and Klrkpatrlck 2013) Moreover, the

aOaN NJ

Malaysian educational institutions have become increasingly aware of the significance

- ¥ I ¥ =

of the English language as the mainstream language of the global community and its

P AR 4 A Y
significant impact on the academlc and socioeconomic progress of learners (Razak
AN ' ) <
and Babikkoi, 2014). Nevertheless, as a multilingual country, problems in learning

N e DU Y
English language as second language (ESL), especially the mastery of listening skill,

Q= | ]) &

are inevitable in Malaysia, especially when most learners are from vernacular medium

WV e Y

background during their formative period and early education phase.
g, \J

a
Listening, in general, is a challenging language skill that causes frustration to

p——
most learners (Arnold, 2000; Goh, 2000). In a study conducted by Graham (2006),
\mastery of listening skills among learners was identified as the area with the least

success rate compared to the mastery of other language skills. In particular, the study

1


http://sgo.sagepub.com/content/5/2/2158244015590609#ref-2
http://sgo.sagepub.com/content/5/2/2158244015590609#ref-12
http://sgo.sagepub.com/content/5/2/2158244015590609#ref-16

revealed that the learners encountered difficulties when it comes to perception in
relation to the speed of delivery due to mishearing or missing essential words
AN
(Graham, 2006). Hiew (2012) elaborated that the pace of speech and the ‘r_nlganing of
words in the English language frustrate most learners in their attempt to covmprehend
their teacher’s words. T
Furthermore, there also exists lack of meaningful IeMin the current
teaching practices on listening skill for the English langua m (If the Malaysian
educational institutions. While it has been a common™pkactice fownls to be

@
and [repetitiod, @Yt:]en

ome\df' Iays@r English

013)@7@ to that,
cult@*and educational

qémong instructors and
N

taught using surface-level method such as memor

recommended that in-depth approach to b

classrooms for learners to master the listening

different learning strategies of ESLW with div
backgrounds in Malaysia have remﬁ% as a ﬁa& i
educational experts for decad%i '1'he develop of an approach that is

accustomed to the diverse cultur anl i gualﬁégrounds, such as Malaysia,
has yet to be found. T?%e, it was deem }i*ne@o examine the strategies used in
’

&
teaching and learnin@,of Iistem mongy_ learners in Malaysia by exploring

alternative metwd< t w lutes(‘t-éa,"*‘ELS learners’ success in the listening
¢
skills, b) 4 (j’
NN
% a Sec ?ngua epends on the enhancement of four equally

Y-
important skills (Robbins, 1@?’Li5tening and reading skills are receptive skills,

%\eaking and writing skills are productive skills. In order to learn a language,
oth r

eceptive and productive skills are equally significant. However, teachers
emonstrate the propensity to emphasise certain skills and overlook other skills in

language learning (Roberts and Gous, 2014). In this case, listening skill tends to be
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overlooked by most teachers despite its significance in learning a second language.
Hence, despite its importance, listening skill has been characterised as the fowm
skill and art for more than 50 years as it is rarely taught in the elementaryi.c oms
(Tompkins, 2002, as cited in Swain, 2004). -\
Likewise, in Malaysia, ESL learners do not receive adequate exposure in
mastering listening skill. In the present study (based on the r: SM’S knowledge),
the researcher who is a language practitioner also believe Y;t eachers tend to
focus on speaking, reading, and writing skills due to ack of W%e on the
hapa) afid _&S%Yr:ara
ive@lthough,
i \I as aégi.ficant skill,
(@0 highlighted the

crucial need of effective strategies %uidance\f{gL a@rs to learn and apply

N,
the listening skill. Thus, whe%learrﬂers plang to @Je their study at local
&
ersities,

international universities Mni e gas in the U.S., UK., or
Australia, taking on th@;nal gli 'I'_bng@e Testing System (IELTS) test,

especially at the tertiary level. Furth re, Abbas an

8]

'3

Y
which is a mand wntrf; i emegf.ar most of these universities, is a
challenge for thé (5'9

‘ '

The estigan.in n&io ally accredited measurement used for different
o)

\ - - - - -
levels glish lang ‘gmpem&e in terms of speaking, reading, listening, and
wrigﬁﬁills. There are two t@é of IELTS test—the IELTS candidates can either
N
c &o sit for IELTS Academic or IELTS General Training, which assesses these
ouwr language skills. Every IELTS candidate would take the same listening and

eaking tests. The IELTS Academic is for those who plan to pursue their study at an

undergraduate or a postgraduate level or for those who seek professional registration.
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Meanwhile, the IELTS General Training is for those who plan to migrate to English-
speaking countries, such as Australia, Canada, New Zealand, and U.K. or fovse
who pursue their study below the undergraduate level. Given the scope o@udy,
this study exclusively focused on the IELTS listening test paper S Org.
However, for the purpose of investigation on the listening skills of L2 student &
IELTS Academic will be the focus for this study. \)

The IELTS candidates sitting for the IELTS Ac Ktest 'are required to
answer 40 questions in the IELTS listening test p wit w types of
ing, plan, 'or ﬂ%ram

pletioﬁ, hart_completion,
h gn |
wer q@tons, in 30

sfe@ir answers to the

provided answer script. A variety o es and n\V& e P,Ka ents are used for all

questions, such as multiple-choice questions, ma

labelling, form completion, note completion, t

summary completion, sentence completi

minutes. Additional 10 minutes are p &)Jr them t

sections. The audio for each s Ia)%d 0 mnce e test assesses different

aspects of listening skill, s*\ial) ing h‘%nam ideas of the dialogues,
i

(2) understanding of c fac aI i (3) recognising the opinions,

attitudes, and pu [%&Wl conw or lec l{r.e' and (4) following the development

of an argumen Th and one mark for every correct answer
E ‘ ‘a

provided. The scor (out 46) n converted to the IELTS nine-band scale

(to a to of 25 pleaé?‘the IELTS listening test paper are provided in

appm&, the IELTS Llsten@ést papers which were used as research instruments

fgg resent study. There are four sections in total; each section consists of 10
tions:

6 Section 1 focuses on a conversation between two people in an everyday

social context, such as a conversation in an accommodation agency;
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o Section 2 focuses on a monologue set in an everyday social context, such as a
speech about local facilities or a talk about the arrangement for mealsw
a conference; (,}

J Section 3 focuses on a conversation that involves two to foﬂ&ple in an
educational or training context, such as a discussion betm university

tutor and student on an assignment or a group of Iearﬁ\aﬂﬂning a research

project; '
o Section 4 involves a monologue on an academi ject; suc u‘niversity
&
lecture. Ko

As stated in the early section of this ch arni% eqriziaentified
ten (Li

as b
_ o \Y _
as one of the key skills that is different to rn“%Ol , M.Rez 1) Learning

nu@s strategies and
methods to make this task streseﬁ and e\ngf @}ners. According to
9 c.)

a second language is a complicate k, dut there

—+

. _ 4] : : :
Littlewood (1999), learning tonomeusly @essentlal, which can be

achieved using numerous%giesl uch las “ Aacognitive strategies”. The
effectiveness of the a;%) of m‘g ;Jy\gehétegies in language learning was

demonstrated in n us stufie\.g, Ox@ 1990; Victori and Lockhart, 1995;

White, 1995; W no,

in the asp %F} i tiﬁ'e @ning skills in L2, metacognitive strategies
% NN

facilital% ge I€ 'Jo aY_ ve autonomous learning with respect to the

foIImAtwo objectives: (1) cognitive strategies create the readiness to learn the

1097 Pleming and Walls, 1998). Additionally,

la X; (2) metacognitive strategies boost the listening ability of the language
arners. Essentially, metacognitive knowledge involves cognitive knowledge,
ffective states, activities, and control over the understanding gained based on the
acquired knowledge to achieve a specific goal. Besides that, metacognitive strategies
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include different mechanisms that are useful for language acquisition; for example,
the enquiry form, practical knowledge, and provisional knowledge. FlavW)
described that metacognitive experiences and metacognitive knowledge ar@s the
mechanisms of metacognition. Flavell (2007) further identified differm&gories of

metacognitive knowledge in terms of enquiry form: Q

i) What is the information?

i) Why should the information be knowledge z '

iii)  How to use the information? .\d
oy
iv)  When to use the information? ' _\‘—}
v)  Where to use the information? ' 4 \Y
g. Vg 4
ft mfmina ?
9

1.2.1 Listening Skill and Metacognitive Strateglesx A

B AN
Essentially, listening ski% heart'of L earnir(:g?s the development of L2
listening plays an importan chther 0 ent@her language skills (Dunkel,
K 2

vi)  How to assess the practicali

1991; Rost, 2006; Va

regarded as a gr:z{\ﬁ@lengel
re i i@!erformance and inadequate attention to

language Iearneg\

listening ins &@ in the clas oﬁ. '@5 omplexity of listening may be attributed to
NN

externa% (e.g.4the s ?(er, @and even the content) or other factors, such as

the ﬂp&eral nature of the I@ﬂng input, the inherent nature of listening, and the

‘@y in accessing the listening process (Vandergrift, 2007). However, the
r

007).iDes t'g litsubportance, listening skill is often

urcgé}/rustration for second and foreign

& ised practice of L2 listening with the emphasis on the listening process, rather
an the listening product, have gained little attention (Mendelsohn, 2001; Berne,

2004; Vandergrift, 2007). Despite all efforts to adequately support the mastery of
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listening skill among learners in the classroom, teachers tend to focus on the listening

product instead. Yv

Fundamentally, these learning strategies operate through the ir@}n of
four processes, specifically planning, monitoring, problem-solving, aluation.

Specifically, the comprehension in L1 and L2 was empirically démonstrated to

involve similar strategies, in enhancing learners listening skilli:Wr to other mode
ilap st

of language skills using the metacognitive strategies. rafegies, such as

infere e;,\sl@yation, and
23
Yw
ms in/bot 1'ar@eign

ers a{p stingﬁ'owledge

ta d gra@g:in order to
S te@&) have difficulty

translation, summarising, self-evaluation, self-monitori

deduction, can be used to overcome listening skill

language (FL). In order to listen to L1 and

about the world, situation, human interacti

comprehend what they listen. Howe\\ El)nd L2 1
with phonological processing due%he abs \OKI 'c\"rveness of cognitive
N,

processing in listening. Thi%ed t@) th, identi(i%a ion of “metacognitive
instruction” as a method- (hppro a ddr(g%th complexity of listening
skill by facilitating th%i)?; IistIing c')'rlla@age learners (Goh, 2008) which
was the focus of thiw. l \: %C/Q

b a I

There nee almost two decades in the use of

@D

!
iliatt:t@ development and outcome of listening.
NN

metacogniti e%ucti t'O

Vander 1&1 Golt' (20 ) dese%ed metacognitive instruction as “pedagogical

pro s that enable Iearn@té increase awareness of the listening process by

ing better-off metacognitive knowledge about themselves as listeners, the

& e and requirement of listening, and strategies for listening”. The pedagogical
i

dence supported the notion that metacognitive instruction not only assists learners

in what they choose to learn, but also to improve useful language learning through
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metacognitive strategies. In the same vein, Goh (2008) propounded that metacognitive
instruction can inherently strengthen the learners’ awareness and their listeninw,
which assist the use of appropriate strategies. With respect to the (e%ﬂ for
metacognitive instruction, Pressley (2002) asserted the need for a Iﬂ;grm direct
explanation and modelling strategies with guided practice to use appWe strategies
in different contexts for learners. Metacognitive instructi nNstening can be
presented to language learners in different forms, such X;

(]f activities that

promote the use of planning, monitoring, and evaluating,strategies given text
8

(Mendelsohn, 1998). Accordingly, metacogniti\/@wuctio an m'et@itive
awareness play significant roles in enhancirvng Iea@ ess Q/RTanguage
learners. \, o\ é‘?

In metacognitive strategies, th\% of meta tiv@rucial. There are

various definitions of metacognitio% term ° \'oognit as first coined in the

N,
late 1970s, which indicated “cogmiti aboﬁt coghitwve §mmena” or more simply

6). cognition was described as

“thinking about thinking” %, 1j7
t

"knowledge and cogniti t cognitive heho@ﬂa" (Flavell, 1979). Meanwhile,
4 $ &
Brown (1980) defi wmetaio \ﬂ‘m as é_ihdividual’s ability to control their
&w

cognitive actiou\

language le g tasks and in ke"thiQk}i g about the learning process” (Vandergrift,

2002, p% etacaguliti
e

how, ers arrange, observe,{h}’amend their comprehension.

icallymit™ 'e abi&tJ&”to administer, control, and “direct the

N
)'s wideE known in surveys on learning because it shows

\Iartman (1998) highlighted the significance of metacognition in terms of its
:: ct on the execution of learning and critical thinking. Metacognitive learning
cuses on the techniques used and the assignments that the learners have to take on

(Garner, 1987). On a similar note, Shimamura (2000) and Niemi (2002) highlighted
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that metacognition can be viewed as the information on cognitive methods from the
efficient utilisation of this awareness to self-regulating these cognitive techV!!.

Basically, the metacognitive structure describes the learning process m e\bisely

given its dependence on the ability (beyond cognitive). According tO'A@w (2009),

teaching metacognition significantly affects the learning proc% of learners.

Metacognition in terms of one’s capacity to reflect upo Mg and control
[ IC

reasoning facilitates learners in their attempt to recognis i ant'parts of a task,

ic de is‘lb\diitionally,
"AX
ity to stree e'r&ﬁey tion
over «disCi ary\rgfges and
\ %\‘T
).
@\ified as follows

N,
1) Metacognitive a of Qogni' 4} orc@acognitive knowledge,

&
alluding to th a}scj ou ess$ ir learning, the undertaking,
and their%Zor lear ;E;}th'odsﬁnd

g ¢ &

2) Metacognitiv rei:? allucgjo how learners use metacognitive

mipdfulness to dco their particular thinking and learning.

which affect their capability to settle on specific str

metacognition is a fundamental part of learners' ca
and adequately control their learning in cr
learning in the circumstances (Azevedo an

In essence, the characteristic wzaognitive,

(e.g., Serra and Metcalfe, 2009) identified charac '?of

¢ J (.I?
Met ition involve twg rhtig anisms, namely metacognitive knowledge
% "
and me% ive regulati (Flavél\, 1979; Cross and Paris, 1988). Metacognitive

kno e includes knowled@lfout oneself as a learner and about the factors that

Xect the performance (declarative), knowledge about strategies (procedural),

G knowledge about when and why to use the strategies (conditional) (Cross and

aris, 1988; Kuhn and Dean, 2004). On the other hand, metacognitive regulation

refers to how an individual regulates one’s cognition or how one controls his or her

9



thinking to facilitate learning. Nevertheless, numerous studies emphasised the
inclusion of activities of planning, monitoring, and evaluating as partYm
metacognitive knowledge (Cross and Paris, 1988; Schraw et al., 2006; \/\@bﬁd et
al., 2009).

Metacognitive strategies on the other hand, compel Iearnemonder their

particular thinking as they take part in academic learning aWubukcu, 2008),
ngln

which include regulating their cognitive techniques i i g'information to

successfully execute the tasks (Phakiti, 2003). Learne etac gn\l«'n@dt})rmation
envelops learning about and control over thc—@ular thinki ‘ngi-e;z:ent
preparing (Walczyk, 2000). Metacognition in thi nei\nfl e co{&'iousness
niqué\g-esides that,

he éﬁlem of interest,

of cognitive methods and the regulatiomsof cOgniti

metacognition itself involves gaugiw cessities

making an answer arrangement, se%g a s%&ut' ry\'c\hecking advancement

towards the established objecti djusting t resuiiiai\necessary) (Mayer and

Wittrock, 1996). Hence, metacognitive™in mat@n this way eludes to the
o[niti

conscious cognition c% the ¢
parts, specificalb;@dge ®
strategies).

ounter di ‘gultiea%anguage learning. Metacognitive strategies are

n, monitor, and eval{%e’ learning process, arrange the condition for learners
t \a%, set long- and short-term goals, and check their comprehension during the
istening task (Oxford, 1990). Students without metacognitive learning strategies are

asically learners without opportunity to review their progress, accomplishment, and

future learning direction (O’Malley, 1985). According to Chamot et al. (1985),
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language learning strategies and strategies for learning content are similar. These
strategies are selective attention, self-monitoring, and self-evaluation, which?be
used for every type of learning task. Chamot et al. (1999) subsequently i ated
these strategies and metacognition components in the Metacognleodel of
Strategic Learning, which is applicable for effective and autonoWs'Iearning of

language and content. In the case of employing metacognitive tegies listening
ez, co

skills in language learning, studies found that proficient 'npared to those
who are less proficient, often use metacognitive strategies (A dé?sq&d)‘%). The
metacognitive knowledge and metacognitive a ess refle tl’s ‘é‘n::rs’
awareness of controlling, managing, and regulati se strategi And@n 2002).

ectiveéh:g ng. Hence,

erl <<<ing performance,

effective use of necessary strateﬁ%in I%@ar ing_ asks, and effective
N

application of these strategiesyi ir I@tenin d(il%g.?rrell 1989), which are

learners who benefit from effective learging demonstrat

associated to better acad Mrfo Aln \n% of the above, the use of
metacognitive strateg%cs IS Iiévecbo enable language learners to

nin
4 F &
overcome the pro hqthegzﬁu ng %Jistening process, which ultimately

te

results in achieving effectiv

S
s
Cs

13 0 igsmm e e $
X

is evident that listening”is one of the fundamental skills for independent
Ny Y

I x;e learning, especially for ESL learners in Malaysia. Listening is an essential
S

t of communicative competence and the most frequently used language skill.
istening is not only the first language skill developed, but also the most frequently

used skill in the classroom. Additionally, the listening skill of language learners in the
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classroom plays a significant role in the development of other language skills. Most
students receive essential language input aurally and subsequently, develop the?m
proficiency skills and strategies to support the process and managem@helr
listening skill. -\

The increasingly interesting topic of listening skill has c Wted to the
growing number of studies on metacognitive strategies fo Ilst g. Among the
language learning strategies, metacognitive strategies are E:s

I,igh-order skills

that make use of knowledge on cognitive processes an titut arWo regulate
A
In thi§ case m}eta}ég itive

-regu\l&ti ivitigsl%at focus
i incl@sﬁe listeners'

the@ility to judge the

cognitive demands of listening task their kn % @n and how to employ

N,
a specific cognitive listening %thnresp t?z@.&t difficulty, situational
constraints, and individual \t’eall rown, 1984).

The use of met tte strat r I'is
’
problems in liste ﬁ\an u‘t \tely to ééhmve listening skill. Metacognitive
strategies for listen

conclusions ihuwe bout

Ande ) develo the @&Tne Survey of Listening Strategies based on

one's learning using planning, monitoring, and evalu

strategies for listening include self-monitoring

g enables listeners to overcome

Iearr@*’to learn as they foresee and build

efor*(j? Mokhtari and Sheorey (2002), as cited in

diff UbleISIOﬂS (spemf@y listening, academic texts, and items used in the
to measure the use of metacognitive strategies for listening among learners.
instance, Boulware-Gooden (2007) found that different metacognitive strategies
t focused on vocabulary obtaining process did enhance the third-grade learners’

comprehension throughout the listening process.
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Adding to that, the use of metacognitive strategies for listening is widely
supported as a valuable aid with cognitive, social, and linguistic benefits. Nu
studies (e.g., Carrell, 1995; Wenden, 2001; Chamot, 2005) had demo@ the
positive impact of utilising metacognitive strategies in the I|s process.
Metacognitive strategies also assist learners in becoming more effmlearners by

allowing them to individualise their language learning rienCe. Despite the
i f

extensive research on the impact of using metacognitive o' listening skill,
the questions on the frequent use of metacognitive s ies ffor g, WhICh

include different subcategories and certain types of ognitive r rﬁ; &@gles

re cl@hed into three
rt s@‘gles The global

@*the text or having a

remain.

Accordingly, the metacognitive str |es r Ileﬁenl

subcategories, namely global, probl o|vag, and s

strategies are when listeners plan |sten%r vi

purpose in mind. Meanwhile soR/mg rategle@fer to the actions that

essi “}ie meaning of words. On the

listeners do when they Iisteq E%!xt, r
other hand, support st% re the ﬁtlj tIﬂa@eners do in order to assist their
listening process, S\M{s refeir e di

ﬂwary Accordingly, Anderson (2003)

compared the u of taco rategi r listening among ESL learners, which
revealed n nce etwg:e?)&h QJO ps in using global and support strategies.
Howev tudy” that learners employed more problem-solving
strategi Slmllarly, in a st dg%ﬁy Jaengsaengthong (2007) found that problem-

s%\bstrategles were also used more often than global and support strategies among
T

6 hai students (Jaengsaengthong, 2007). Besides that, Pookcharoen (2007) also
btained similar results where problem-solving strategies were used more often than

global and support strategies.
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The current technological advancement may have provided learners the
opportunities to access English language with ease, which has transformed twm
and learning methods from traditional methods to methods that offer practic s to
make use of resources beyond the classroom. However, teachers Q&searchers
continue to struggle to determine effective strategies to teach SWS to locate
information and critically evaluate and comprehend texts. In_fact,™istening text has
become a much-needed activity for learners these days nx;n]pts to promote
learning autonomy may be satisfactory in Malaysia, ala si!h\]gde‘rs at the
listen critically (_Z&Q%z‘m et

e ev‘l t ofithé learners’

undergraduate level are perceived to be unable to thi
al., 2014). This highlighted the significance to
ability to listen in English, especially in Mw as li skill r%bs s the ability

of learners to comprehend language |Kms>

metacognitive strategies appear to neral fo gin

ing sk@%onsidering that

ESL learners in Malaysia to a

&
presumably achievable. \ J §
Prior studies, i Cere ostly; cdndtbed in foreign countries (e.g.,
4 $ &

Vandergrift, 199&% 2002|;:\?de: griﬁgoz; Vandergrift, 2007; Farinaz and
!

Hamidah, 2011), revealed ssfubﬁt’ening comprehension can be achieved

¢
through exp 'g@truct n of gﬂ'iti@etacognitive, and affective strategies. The
NN
obtained/Ti s of these diest}? further discussed in Chapter 2. These studies
_ _ o y
established the underlying @ of the current study where the metacognitive
i \on was expected to facilitate the learners’ ability to cope with listening skill
roblems, particularly in the IELTS listening test. This notion promptly highlighted

e significant need to introduce and teach effective listening strategies that can help

language learners to improve their listening skill—in the case of IELTS test, not only

14



these learners can perform better in the IELTS listening test, they can also become
skilful listeners. With that, this study attempted to unravel the effectiveness

metacognitive instruction in improving the listening skill of Malaysian @ners
in the context of IELTS listening, while raising the awareness of s on the
importance of metacognitive strategies in language learning, especi In enhancing

their listening skill. The use of metacognitive strategies was explorethin this study as a

solution for language learners to acquire effective listenin

14  Research Objectives ' _\b}
In general, this study aimed to evaluat impact of'r gnit%‘ﬁrategies

on the listening performance of Malaysian ELS le

the@'.s listening
preparatory course. The specific obje S oaﬂs study res@ as follows:

1) To examine the Ieve@jwarenes\n%ta anl ive strategies among
a S
N

Malaysian ESL q
\ &
2) To assess the IEL Iist] i sco@ Malaysian ESL learners
3) To expl erspectives of N/Ia@ian ESL learners on the use of
4 2
met nitive st[ \'esd thegf% listening preparatory course
K N
N O §
15 Rese estigns 4 (_/

S
% pectjto_e ,speci%objective, this study addressed the following
i& t N
rese uestions:
S

\') What is the level of awareness on metacognitive strategies between the

QE participants in the experimental group and control group?



i) How do the IELTS listening test scores of the participants in the
experiment group differ from the IELTS listening scoresw
participants in the control group? (0\

i)  What do the participants think about the use of metacogﬁk;trategies

in the IELTS listening preparatory course? Y'
1.6  Significance of Study z '

This study provided valuable insights on t isteni g.\pqdnance of
L ]

Malaysian ESL learners in the IELTS listening p tory course Tﬁe_{%ﬁined

findings of this study were deemed potentially in identifying/the @gths and

t of t@rgiTS test for

y @nded the current

weaknesses of the learning approach in thew gc
Malaysian learners. Besides that, théafindings of this

perspectives on the use of the@ﬁacognitl ?{ e,(%onsidering that the
% N,

quantitative results in this %/ere %btai .,.fr%@ diverse demographic

environment, which can bi Nﬁelyluﬁg@ulation of similar settings

beyond the Malaysian t. [ 0’
4 ¢ &
Additionall N& ado;it \me cogni theory in this study is closely

D

associated withgthe aetive 'f th \éﬁ@nitive processes that are involved in
¢
learning. Th r% the @btain fﬁdi@cs%f this study can be used as an example for
@ NN
teacher 0 Seek tQrapply/the sam&)rinciple in language learning or other similar

AN L o R
disciplines. Similarly, these fln@ﬁgs would benefit educational institutions and other
N

r \&organisations as a reference to formulate pedagogical guidelines for English

6 age instructors to teach listening skill.
Last but not least, the obtained data and the provided recommendations would
benefit researchers as reference to acquire statistical information for future studies on
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similar courses. Additionally, policymakers can also make use of the provided data in
the formulation of comprehensive guidelines on adapting and implementing s
learning strategies for ESL learners at different educational levels. The ined

findings were also expected to guide syllabus designers in providing &Mehensible

input on teaching listening skill. Q
1.7 Scope of Study z

This study exclusively focused on the impact etacogniti tegles on
the listening performance of Malaysian ESL le 'I’ ﬁ%énlng
preparatory course. This study identified the et c tra s among

the ESL learners in answering the IELTS istening tesi during the,@z:(perlmental

stage and the post-experimental stage. F thermore @ compared the

'I%hrners between both
N,
experimental stages. Adding to IS stuﬁy explored t((/ rspectives of Malaysian

ESL learners on the use of metac |t|,e

N

5

e WGLD

1.8 Conceptlﬁémewor \tuy é./

uss ncep@‘framework of this study. The listening
¢

This sew\ '
skill amon@rner is pl d‘m&j he context of second language acquisition.
This st% d to £

perf ce of Malaysian E@éarners in the IELTS listening preparatory course.

difference in the IELTS listeninglt scores

the n@lct of metacognitive strategies on the listening

acognitive strategies used, specifically planning, monitoring, evaluating, and
lem-solving (refer to table 3.6: Metacognitive Instruction In L2 Listening Skill
sson Plan), were assessed in this study as the independent variables whereas the

dependent variable of this study was the listening performance of Malaysian ELS
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learners in the IELTS listening test. Figure 1.1 presents the conceptual framework of
this study.
In particular, this study employed both quantitative approach an@ative

approach with respect to the objectives of this study. The conceptual frargework of

e
this study, which was developed based on the metacognition theory, and was

a Y
proposed by Flavell (1979) and further developed by Goh (1997; 1998; 2006),

A
incorporated one of the metacognitive strategies to acquire the listening skKill.

l
i y
According to Goh (1997; 1998; 2006), learners should be taught on how to apply
Y1l T XY
metacognitive strategies to enhance their listening skill. The developed framework

-\
encompassed the strategies of planning, moniteki aluatin prob@%—solving
isitior)é:{s.tening skill
for@lELTS listening

where the resultant outcomes of this study éstablished

required by the ESL learners to achiN perform

test. In this study, upon completi%the IE 's%n' g(é'reparatory course, 10
students were selected from t%ﬁmerﬂal group fo(ré?%grview to gain in-depth
insights on the usage and o}& of Mi WE strategies. Furthermore, this
study performed a pr Dﬁost-tl;j@s&e@eir performance on the IELTS
listening test, speciﬁg@/ p@q afte
strategies in thei @r@ p

N
/, 'C—)(-’

r%@ae implementation of metacognitive

\
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Post-experimental stage:
MALQ, IELTS listening test,
and interview

Goh (1997;
1998; 2006)
Metacognitive

Strategies

t

Flavell (1979)
Metacognition
Theory

Pre-experimental
stage:
MALQ and IELTS
listening test

Experimental
Group

Wl: Cé'nt@pﬁ;l fra{%&work of study to evaluate the impact of

n&gnitive strategies ord;re listening performance of ESL learners in the

;\ IELT%stening preparatory course.
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1.9  Operational Definitions of Key Terms

1.9.1 Listening skill \q
Listening skill refers to the cognitive processes of learners fl‘@ case,

Malaysian ESL learners) that include attending to, receiving, and interpreting the

language. Listening is a vital aspect of communicative comp{m, and the most

frequently used language skill (Richards, 2008). Y'

1.9.2 Metacognition theory

\.d,
N4
Metacognition is the process of thinki ut” thinking. eérs&t@ one's
0 4

knowledge on one's own cognitive processes owy‘mng ate them;“such as the

learning-relevant properties of informatiocM (Fla\%ll, 9). ‘«gé
\ A
1.9.3 Metacognitive strategies A
o y S
Metacognitive strategi&er to x‘@ies otﬁwacognition that involves
planning, monitoring, evaluatien; and pro -sol,@g. According to Vandergrift
[ Q
(2002), metacognitive %es are relate O‘Q)TQ’/S bility to administer, control, and

direct the Iangue@uing tasﬁd inziée'j one’s thinking about the learning

process. % ‘?:, C—)O
@
1.9.4 %nkg' ’ é\

Y—v

- N - - - -
\ nning refers to the‘scé'ﬂermlnatlon of comprehension or learning goals and

-9

A\

‘@caﬂon of the means to achieve the established goals. According to Goh (1997,
8; 2006), learners determine their own listening (i.e., preview of main ideas,
rehearse language needed for the task, or identify important parts of input) and

learning goals (i.e., set personal goals for listening development or seek appropriate

20



opportunities for listening practice) as well as the means by which the goals can be

X
Q0

Monitoring refers to the checking of the progress of unfoldingg€omprehension

achieved.
1.9.5 Monitoring

or overall listening development plan. According to Goh (199 -}90,'2007), learners
check the progress of one’s own comprehension while vi ., check one’s
understanding of the message by drawing on appropria urces o gge, such
as context, factual, and linguistic knowledge, or k the fapp riﬁtg@ and
accuracy of one’s understanding against old a!v inforntati nd ggng;al effort

’S pro&)f listening
ces é%hieving learning

at developing one’s own listening ability 44,e., consi

development in light of what is plannw ss one’s

goals) Cny o>\7$

“« Q-
N RN

1.9.6 Evaluating ‘l N
Evaluating re%zleame ’ i

comprehension for %steningi

According to Geh (1997; 1

L

one’s understanding and/inte
&

1.9. oblem-solving N
S
roblem-solving refers to the learners’ ability to check the appropriateness and
cCuracy of their understanding against old and new information. According to Goh
997; 1998; 2006), learners are able to assess the effectiveness of strategies for

learning and practice.
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1.9.8 International English Language Testing System (IELTS) test

This present study focused on the IELTS listening test. According tow
and Falvey (2006), the IELTS test focuses on testing four language skill s\tely
Taylor and Falvey (2006) further elaborated that there is undoubtedl!‘%ement of

incorporation for each component in the same way that language sMR are integrated

1.10 Chapter Summary \.d
@

Y
With the current changes in the knowledge sfer, lgarning, kn&‘-&neral

to d@mlne the

into the real world.

demands of contemporary society, it was dee ly im!e

Malaysia ESL learners in terms o nlng Skl\h‘l‘_l:l st q;k tmed to evaluate the

impact of metacognitive strat the ﬂstenl cperf nce of Malaysian ELS

learners in the IELTS listeni arar |cular this study focused on

the incorporation of% nitive Strat |§, ifically planning, monitoring,
4

evaluation, and pr m-solwi] e Ie g process as an alternative to the

existing strategies in

study quant!:h/ an qual' tlfeI)(J essed the effectiveness of metacognitive

yers tc%quwe effective listening skill.
N
S

%\
S
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