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Abstract

The significant role listening plays in SLA is now we#itablished. However,
despitechanges in the perceptiaf L2 listening, it remains an undegsearched
skill. Listening is the most challenging of the four language skills in terms of both
learning and teachingd-his calls formore research to tackle issweith the teaching

and learning of.2 listening.

| conducted a twaphase, quasexperimental study thanhtegratedmetacognitive
instruction and deliberate practice into EFL listerseggons Phase @e focused on
metacognitive instruction whereas Phase wb was on deliberate practice.
Participants were42 female, tertiary level students atCOLT at King Saud
University in Riyadh, Saudi Arabi&tudents were enrolled on a Listening 4 course
The experimental groum (= 21) took part inboth phases of the study, unlikbe
comparisongroup f = 21) who were only used as a comparison group to evaluate
the effectiveness of the interventidrhe impactof the two phasesn EFL listening

was meagred through a TOEFL listening test, whereas changes in metacognitive
knowledge were tracked using the Metacognitive Awareness Listening
Questionnaire (MALQ). | also used guided listening diaries withetterimental
group throughout thetudyto uncovertheir metacognitive knowledge and promote

selfreflection

The two phases led tan increase in the listening ability and metacognitive
knowledge of the experimental grougdthoughto varying degreesThe diaries of

the experimentalgroup revealed a |leV of metacognitive knowledge, particularly
task and strategy knowledge. The experimental group also outperformed the
comparisorgroup on the final MALQ and TOEFL tefResultsof this studysuggest

the usefulness of both metacognitive instruction andbeedie practice for the
development of EFL listeningfhus, thestudy proposes a new deliberate practice
approach to L2 listening, in which metacognitive instruction is an essential element,
but not an end in itselfThis studyis just one step on the jowey towards the

effective application of deliberate practice in the L2 classroom.



Table of Contents

D<o [ To%= 11 0] o PP |
ACKNOWIEAGMENTS.....c oo 1|
Y 013 1 = Lo AP PP PPPRP I
Table Of CONENLS.......cooiieee e \Y,
LISt Of FIQUIES ....ciiiiiiee et VI
LISt Of TaDIES. ...ttt IX
List of ADBDreVviations.........ooovviiieeii e X
Chapter 1 Background to the StU@............eeeeiiiiiiiiiiiiieeeeee e 1
IR [ 01 oo (U Tod 1] o NP PPPPPUPPPPRPRR 1
1.2 Scope of the StUAY.......ccooriiiiiiiieee e 1
1.3 Contextual Bickground to the Study.........cooooeviiiiiiiiiicccn 2
1.3.1EdUcation IN KSA ... ..o 3
1.3.2Teaching English in KSA..........ccooiiiiiceeiieeeeee e B
1.3.3EFL Listening at School Level..............ccoociiiiennie, 5
1.3.4EFL Listening at COLT..........covuuuiiiiiiiiie s i e 6

1.4 Rationale of the Study Based on COMteX............ccccvvvvvrimmmnnininnnnnne 9
1.5 Summary & Thesis OUtiNe..........oooiiiiiiiiiree e 11
Chapter 2 Literature REVIEW ...........cooiiiiiiiiiiiemme e 13
P20 R 1 11 e o 11 o 1o o 1 13
2.2 Listening ComprenensiQn..............uuuvuiiiiiiieemiiiiiiiieeeeeeeee e 13
2.3 Theories of Listening ProCeSSES..........uviiiiiiiiiiceeeiiiiieee e 15
23 1Ander sond.s..Mod.el s 16
2.3.2Interactive TopDown & BottomUp Processing...................... 18

2.4 Learning t0 LISBN.......ccooiiiiiiiiiiiiiiiiceeeeeeit e e 21
2.4.1The SKill AcQUISItION TNEOIY.....cccvviiiiiiiiiiiieiee s 21
2.4.2Controlled & Automatic Processing.........ccccuvvvvveeeieeeeenievnnnne 23

2.5 L2 Listening EXPertIS......cccvviiiiiiiieiiiiiicee et mmme e 25
2.5.1The Comprehension Approach..........ccccoooiiiiiiii s 27
2.5.2The Metacognitive APProach...........cccccevvviiiiiccee s 30
2.5.2.1 Metacognitive INStruction.............cceeveevvviiviccmeiinneennn, 32

2.5.2.2 Studies Related to the Metacognitive Approach......34

2.5.3The Deliberate Practice Approach.........cccccccevvvvvviicccveieennnnns 44



\%

2.6 Rationale of the Study Based on the Literature.................cceevueeee. 51
2.7 Aims and Research QUESHIONS..............uuuuuuumiiccneeeeeeiiiiiiine e 53
2.8 SUMMAIY . cu ittt emme e et e et e e e e e smae s e e e et e e eaa e e eannneeees 54
Chapter 3 Research Methodology............uueeeiiiiiiiiiiieeniiiiiiieeeeeeee e 56
G 200 R [ 11 e o [F o 1o IS 56
3.2 Research Paradigm...........cccooiiiiiiiiiieee e 58
3.3 Ethical ConSIderations.............uuuuuuuumiiiicaeeeeririiiiiase e e e e e e e s seenses 60
3.3.1AccesS and ACCEPLANCE.......cceeereiiiiiiiiiiime e 61
3.3.2Informed CONSENL.......cccoeviiiiiiiiiiiiee e 61
3.3.3Right to Privacy: Anonymity® Confidentality.......................... 63

3.4 RESEAICH DESIGN.....uuiiiiiiiiiiiiiiiiii ettt 64
3. 4. 1PNASE ONE....cooeiiiie e ee e 65

4. 2PNASETWO ....cceevveiiiiiiiiiee et ennen s e e e e e e 66

3.5 SAMPIE...ceeeee s 68
3.6 Data Collection INStTUMENLS..........cccuvvviiiiiiiireeiiiiiiieeeeeeeee e, 70
3.6.1QUESHIONNAIIES......ceeeeeeeeeeeeeeeeeieeee e et e eeennnees 72
3.6.1.1 Closeditem Questionnaire: MALQ..........ccccccvvvvvnnn D

3.6.1.2 Openended Questionnaires............ccceeeeeeeeeeeeeerieenn 48
3.6.2LiIStENING DIANES. ....euviiiiiiiiiiiiiiieiee e 80
3.6.3TOEFL LiStENING TESL.....uuuiiiiiiiiiiiiiiiiee et 87

3.7 Data GeNEIraAtiON........uuuvriiriiiiiiiiiiieasiiiieeeieereereeeeeeeeesamanreeeeaaeeaaaaeens 39
3.7.1Pilot StUAY SEAQE......ueeeiiiieiiiiiiiie e 89
3.7.2Main Study STage......ccooeeeiiiiiiiiieeee e 90
3.7.2.1 Metacognitive Instiction Phase............cccceeeiiiiieicnnn, 91

3.7.2.2 Deliberate Practice Phase........ccccevvviiiiiiiiiceecceeeeee 95

3.8 SUMMAIY ... e 99
Chapter 4 Data AnalysiS & RESUILS.........ccooiiiiiiiiiiiiiieeeee e, 101
72 g R [ 1o To [ [ £ [ o 101
4.2 Quantitative Data ANAlYSIS.........ceviiiiiiiiiiiiiiieeeeeeeeeee e 101
4.2. 1TOEFL Listening TeSL......ccuvuiiiieiiieiie s ceeeie e 102
4.2.1.1 Experimental Group TOEFL Results...................... 103

4.2.1.2 ComparisorGroup TOEFL Results..........cccccceeeeeen. 104

4.2.1.3 TOEFL Results Compared............ccccvviiiiiiieeenennnnns 105

4.2.2The MALQ.....c oottt e 106

4.2.2.1 Experimental Group MALQ Results.........ccc............ 106



VI

4.2.2.2 ComparisorGroup MALQ Results.............cccevvveneee. 109
4.2.2.3 MALQ Results Compad.............ooooeiiiiiiiiiennnnene 110
4.3 Qualitative Data ANalySiS.........coovveveiiiiiiiiimreeeeeiii e 111
4.3.1Preparing Data for Analysis...........ccccooviiiiiiiiccc e 112
4.3.2Phase One Qualitative Data AnalysSiS...........ccccceeeiiiiiicecennnnns 114
4.3.2.1 Phase One Challenges and Decisions................... 115
4.3.2.2 Diary Probeq1) & (2): Did you find the task easy
or difficult? Why2.......oiiii e 120
A Task Knowledge: Probe.2.........cccoovieeeeceieeeeeeeee e, 121
A Person Knowledge: Probe.2.........c.ccccoveuviueveececeeeeeeeeenenes 123
4.3.2.3 Diary Probe (3): What has helped you to
(0] 0T [T 651 ¢= 0 To 17 PP P RRRPRR 125
A Task knowledge: Probe.3..........cccouveueeveeveveemeeeeeeee e, 125
A Strategy Knowledge: Probe.3........c.ccoooveuveieceereeeeeeen. 126
A Person Knowledge: Probe.3........c.coooveeeieeiceeeeeeeeee e 129
4.3.2.4 Diary Probe (4): What will gu do different next
I 2, e 129
4.3.2.5 End of Phase One Questionnaire............ccceeeeeeereenn 132
4.3.2.6 Reliability of Phase One Coding...........ccccuvvvvvreennn. 133
4.3.3Phase Two Qualitative Data AnalySiS...........cccccvviiiiivennnnnn. 133
4.3.3.1 Diary Probe 1: What are the important things you
did to understand the text you juard?........................ 135
4.3.3.2 Diary Probe 2: What did you do to check your
listening comprehension?..........ccccceeeeeeiiveecenviiiceeen, 140
4.3.3.3 Diary Probe 3: What prohtes did you have?2........... 145
4.3.4End of Study QUESHIONNAIIE..........ccoeviiiiiiiiiiie s 149
YU [ 0010 0 = Y PP 150
Chapter 5 Research FINAINGS.........oooiiiiiiiiiiiiieeen e 152
o001 11 o o 13 o 1o ] o 1 152
5.2 Research QUESHION.L........ccuuiiiiiiiiiiiiee e eeeee e 153
5.2.1Metacognitive Instruction & Metacognitive Knowledge....... 153
5.2.1.1 Phase 1 Task Knowledge.............ccoeeviiiiiiiennnnnnnnns 154
5.21.2 Phase 1 Strategy Knowledge..............ccooeevvvvieemennns 156
5.2.1.3 Phase 1 Person Knowledge.........cccccceeviiiiiiiaacnnnnnn. 157
5.2.2Metacognitive Instruction & EFL listening ability................. 157
5.3 Research QUESHION.2..........cuuiiiiiiiiiiiein e emme e 158

5.3.1Deliberate Practice & Metacognitive Knowledge................. 158



VIl

5.3.1.1 Phase 2 Strategy Knowledge...........ccevvrrerriiieennnee. 160

5.3.1.2 Phase 2 Task Knowledge...........cccceeeeiiiiiiicecnnnnnnns 162

5.3.1.3 Phase 2 Person KNOWIgl..................ccooeviiivieeennnn. 163

5.3.1.4 Vocabulary.............uuuuiiiiiiiiiiieeeiiiiiies e 164
5.3.2Deliberate Practice & EFL listening ability.........................c 164

5.4 Research QUESHION.3.........oovuiiiiieiieiimmmreiie et smnme s 164
5.4.1Impact of Intervention on Metacognitive knowledge............ 165
5.4.2Impact of Intevention on EFL listening ability....................... 165

5.5 Research QUESHION.A..........cuuiiiieiiiiiimeeiie e meme s 166
5.6 SUMMAIY ...ttt 177
Chapter 6 Discussion & CONCIUSION...........eeiiiiiiiiiiiiii e 178
6.1 INrOAUCTION. ..ottt e e e e e e e e e e e 178
6.2 L2 Listening Expertise: Discussion of Results...........ccccvvvvvvnneeee. 179
6.2.1Impact of Metacognitive INStrucCtion..............cccccvvvviieennnnnen. 179
6.2.2Successful vs. Less Successful Participants....................... 190
6.2.3Impact of DeliberatePractiCe.............uveveeiieiiiiiiieeeiiiiiieeeeee 194
6.2.4Evaluating the Interventian................cccciiimemn i 196

6.3 Implications of the Study...............ovvmiiiiiiicce e 198
6.4 Contributions of the StUdY............cceeviiiiiiiiiieen e 205
6.5 Limitations of the Study............ccccuuiiiiiiiiieeee e 206
6.6 Suggestions for FUture Work...........ccccceeeiiiiiiicceeiiecee e 208
6.7 Concluding REMAIKS .......ccoviiiiiiiiiiiiiic e 210
] (=] €= o > S 212

APPENICES. ... .ottt e e e e enaaes 223



VI

List of Figures

Figure2.1 The Comprehension Approach (Based on Field, 2008)................ 28
Figure2.2 Elements of Deliberate Practice (Source: Original).......................47
Figure 2.3 Improvement in Expert Performance vs. Everyday Skills /adapted

from (Ericsson, 20060)...........uuuieiiii e 48
Figure3.1 Deliberate Practice Diagram...............euueiiiiieecerriniiiiineneeeeeeeeesenens 95

Figure4 . 1 Participants6é For ms...of.. . En.gl32
Figure6.1 DRbased L2 LiStening COUISE.......ccuuviiiieiiiiiiiieeeeeeeee e 201

Li



IX

List of Tables

Table 2.1 MK in L2 Listening, Based @onh (2008)...........cccovvvviiiiiriiimemnenneeee. 31
Table 3.1 DP Elements & their Applications in the Context of Listening....... 68
Table 3.2 Phase 1 Diary Probes & MK Elicited............cccoeeiiiiiieeciiiiccieeen, 85
Table 3.3 Summary of Phase One SesSIQNS..........cccoiiiiiiieeeiiiiiiiiiiee e 93
Table 3.4 Summary of Phase TWO SESSIONS..........cooveeviviiiiiiiie e 929
Table 4.1 TOEFL Test Descriptive StatiStCS........ccevviiiiiieiiiieeeiciiiec e 103
Table 4.2 EG MALQ Factorstest Result (Time 1 & Time 2).........ceeeeeeeeeeeee. 107
Table 4.3 EG MALQ Factorstest Results (Time 2 & Time 3)........oevvevvvennnnn. 108
Table 4.4 EG MALQ Factorstest Result§Time 1 & Time 3).......ccceeeeeeeennnene. 109
Table 4.5 CG MALQ Factors t test ReSUILS............coovvviiiiiiceeiii e, 110
Table 4.6 Phase 1: Summary of Probe 2 Categaries...........ccccoovvvccceeeeeennn. 121
Table 4.7Task KNowIledgePIObhE 2............vvvviiiiiiiii i eeee 123
Table 4.8Person KnowledgeProbe 2...........ccooiiiiiiiiiiieeeiieeeeeee e 124
Table 4.9 Phase 1: Summary of Probe 3 Categaries............cccoovvvccceeeeeennnn. 125
Table 4.10Task KnowledgeProbe 3., 126
Table 4.11Strategy KnowledgeProbe 3..........ooorieiiiiiiiiiieeeeee s 127
Table 4.12Person KnowledgeProbe 3. 129
Table 4.13 Phase 1: Summary of Probe 4 Categaries...........cccceeeveceeuvvnnnnns 130
Table 4.14Strategy KnowledgeProbe 4............oooeeeeiiiiiiiiieeeeeee s 130
Table 4.19Vietacognitive Strategie®robe 4. 131
Table 5.1Metacognitive KnowledgePhase 1 Diary Probes...........cccccccevvvne 154
Table 5.2 Metacognitive Knowledge : Phase 2 Diary Probes...................... 159
Table 5.3 Correlation RESUILS.............uvuiiiiiiiireeeerre e 167
Table 5.4 TOEFL TSt SCOLES .. ..ttt eeieeeeeeie e eeee e 168
Table 5.5 MALQ SCOIES....cccieiiieeeeieiiiieeeieeee e ee e ee et mmmr e e e eeeeeeenannnnes 169
Table 5.6 Participants' Responses to Phase 1/ Probes.2.& 3.................... 170

Table 5.7 Strategies elicited by Prohe.L..........ccccooiiiiiiieeer i 171



X

List of Abbreviations

CG: Comparisorgroup

CLT: communicative language teaching
COLT : College of Languages & Translation
DP: deliberate practice

EFL: English as a foreign language
EG: experimental group

ELT: English language teaching

ESL: English as a second language
GAT: general aptitude test

IU: idea units

KSA: Kingdom of Saudi Arabia

KSU: King Saud University

L1: first language (in this case Arabic)
L2: second language

MCQs: multiple choice questions

MI : metacognitive instruction

MOE : Ministry of Education

MOHE : Ministry of Higher Education
MS: metacognitive strategies

PK: person knowledge

SK: strategy knowledge

SLA: second language acquisition

TK: task knowledge



Chapter 1 Background to the Study

1.1 Introduction

The purpose of this introductory chapter is to establish the theomatidadontextual
background for the study. | will first begin with highlighting the status of
second/foreign languadgéenceforth L2)istening and the role it plays in language
learning.The second part describes the contexhefdtudythe Kingdom of Sadi
Arabia (KSA), with particular emphasis on the status of teaching listening in the
Saudi context both at secondary and tertiary levdis. chapter is concluddsy the

rationale ofthe study based on the contetdthena summary and thesis outline.

1.2 Scope of the Study

The image as well as approach of L2 listening instruction are chaf\gmmglergrift,

2004). Once labelled the Cinderella of language skMsnan, 2002 the primacy of

listening in L2 learningis now weltestablished(Field, 2002 Morley, 2001
Vandergrift, 200Y. The status of listening comprehension in language learning and
teaching wasctionuep otfo ntehgel (Bgnchd200§.fThist he 1
consequently had a negative effect on the way listening was viewed and the role it
played in language learnind.he common assumption was that both language

| earners and teachers Aknow howo to | is
' istening wil|l (Feyee,1391,p.A750n i ts owno

It was only during the time of communicative language teach®@gT) that
listening finally gained itgrightful place in the language classroo(iwandergrift

and Goh, 200p It was by then that applied linguists started to realize the significant
role listening plays in facilitating access to th2, land that it was listening, rather
than any of the other language skills, which served as the trigger for language
acquisition(Rost, 200 Previously viewed as a passive skill,dising nowadays is
seen as an active and highihtegrative skill; a skill through which the rules of a

language are internalized and other language skills en{¥i@sdergrift, 1997n



Listening is now viewed as a vehicle for learn{@pok, 200). There has also been

a shift in the approach taken to listening comprehension; it tased viewed as a
form of receptionwhich implied the mechanical role the listener plays to arrive at
the message. However, now listening has come to be seen as interpretation, which
signals the active role a listener plays in the listening progsssh, 2009. Yet
listening remains a language skill difficult for learners to improve, for teachers to
assessand for researchers to investiggtéhang and Read, 200&andergrift,
2010. Evidence indicates that listening is the skill language learners feel the least
comfortable with(Graham, 2006f and that it is thene they find mostlifficult to

learn (Vandergrift, 2004 A number of features distinguidistening from other
language skills and might be the reason why L2 learners find it the most difficult of
language skillsThe most salienof these features is the transient nature of listening
(Buck, 2001 Lynch, 2002, which entails absence of the recursive nature found in
reading(Field, 2008

Although developing L2 listening is crucial, a listening lesson seldom teaches
language learners how to listen effeety (Vandergrit, 2007. The comprehensien
approach(see Section 2.5.1yvhich is the norm in most listening classes, tests rather
than teaches L2 listening@rield, 2008p. L2 listening classes tend to focus on the
product, rather than the processlistening, which is a form ofesting rather than
actually teaching learners hotw go about a listening teXtMendelsohn, 2006
Recently, the interest of listening insttion has been directed towds raisingthe

| e ar awarengs®f the process of listeningyandergrift, 2004 This study is an
attempt in the same direction. Yleefore presenting the rationale of the study, | will
first shed light on the context which first inspired me to undertake this research and

in which the intervention was latearried out.

1.3 Contextual Background to the Study

The study in hand was conducted in the Kingdom of Saudi Arabia (KSA),
specifically in the capital, Riyadh. The participants were all female, undergraduate
students at the College of Languages and Transl&tienceforth ©LT), in the

English Departmena t King Saud University (KSU),



and most prestigious government universities. First of all, | will set the scene by
presenting a general overview of the education system in KSA ansitttation of
English language teaching (ELT) at school level. Then, | will direct the focus to the
specific context of the current study, COLT.

1.3.1 Education inKSA

The broad context of this study is KSA, where English is taught and used as a
foreign languge (EFL).The general education systemHKISA encompasses five
levels; the first is praschool for children aged-@. This level is not compulsory, but
many families consider it an i mportant
education, hence theghoose to send their youngsters to-gchool. The next three
levels are primary (age-12), intermediate (age 11%), and secondary (age-18),

which are compulsory particularly if one seeks to go ohigher educationThe

final stage in the educatiofadder is higher education, which includes both
undergraduate studies (normally ages249 depending on the major), as well as
postgraduate studies. Education is available to everyon€Sh free of charge
unless one chooses to attend a private schoohiversity. In KSA, education is
mainly singlesex apart from prechools, lower level primary grades, and some
medical majors in higher education.

The Ministry of Education (MOE) is in charge of the first four levels, whereas the
Ministry of Higher Edication (MOHE) administersuniversities and colleges,

whether they are government or privatees However, even though all universities

are |linked to the Ministry of Hi gher E
independency in both administratve d a c a d e mi(MOHE o.@d).pTéis O

entails that the courses and systems found in one univaraigyiot necessarilype

the samen any other university irKSA. According to MOHE (n.d), KSA has

witnessed a tremendous growth in higher education over the previous five decades.
The higher education system in KSA now includes: 21 Government Univer&Ries,

Primary Teacher's Colleges for me& Primay Teacher's Colleges for womesy/

Colleges ad Institutes for health, 12 Technical Colleges, aPdl Rivate



Universities and Colleges (ibidiiowever, what concerns me here is the teaching of

English in KSA, which will be the focus tiie following part.

1.3.2 Teaching English iiKSA

In KSA, English is taught as a foreign language (EFL) at all levels of education.
Students at public schools are first introduce&nglish at the age of 12vhich is

when they aratgrade 6 The governmenteur i cul um i s wuswually b
book and a workbook. The books are writtgrecificallyfor Saudi studentsby a

group of Saudi and foreign EFL specialisiad tailored to their needs. Studeats
government schoolsavetwo 45minute English lesss per week for grade énd

four 45minute lessonsfor intermediate and secondary levelthe majority of

English teachers at female government schools are Saudi and they are all expected
to hold a bachel or 6 s Thedextboeks cuently udseditg | i s h
secondary level are entitléehglish for Saudi Arabiaand were introduced in 1995
(Al-Seghayer, 2091 Although thecourse book designeesnphasize the principles

of communicative languageachingin the official guidelinesthe actual methods
followed in classroomdollow audiolingual and grammairanslation methods

(ibid). This results in an obvious gap between the guidelines given by officials and
the actual classroom practices (ibidhe focus of English lessons is usually on
vocabulary and grammar across all school levels, even if stated otheAsise.
consequencdit here has been a rapid increase

who have failed to acquire competency | €

At private schools, on the other hand, students are exposed to English as soon as
they start attending school, whethit is kindergarten or primary school. The
government 0s English curriculum is a r
However, private schools are usually at the advantage of providing extra English
classes, in which a special programme is taught. [paghte school sets its own
speci al English curricul um. This resul't
command of English; students who attend private schools tend to be more competent

in Englishthan those who only attend government schoolepafih exceptions do



existAs of 2009, nearly A10% of Saudis enr
form of pr i (AkSeghayern20il,ipt8t i ono

Students are admitted to universities based on their achievementg@émeaal
aptitude test (GAT,))which counts for 70% of the admission scaed final high

school grades (30%). The latter consists of the accumulative scores of both grades
11 and 12 and is made up of exams administered at school level. The GAT, on the
other hand, is administered at national level and is required for admissaih to
higher education institutions. English is tested as a separate course in grades 11 and
12, and part of the GAT aims at testing Engli¥kt, the section on English tests

vocabulary, grammar and reading comprehension only.

This introduction gives adlour of the situation dELT, in general, irKSA. The
following part shed light on the situation of EFL listening, in particular, at both
school and university levels. The aim isg@nta picture of the status EFL listening
has in a Saudi context inder to pave the way for stating the probland rationale

of the study

1.3.3 EFL Listeningat School Level

Although the governmenschool curriculum statesas one of itsmain aims,
developing English listening skills, tr@m does not seem to Halfilled. There is

merely one lesson in each unit dedicated to the practice of listening, in which there
is no explicit teaching of listening skills and strategies; the lessons are simply task
driven Students are introduced to the title, some pictures and a seestians to

think about as a warmp. Thena tape is usually played twice while the students
listen for answers to another set of questions that tests their comprehension.
Consequently, the listening skills developed in such lessons are rather limited. Even
though the teacherds book distributed b
by cassettes for listening to texts, many government schools do not have a language
laboratory. Students in that situation would be lucky if the teadhad a good
cassettelayer attheir service. In cases where neither a lab nor a cassette player is

avail abl e, the teachers would simply re¢



themselves. Even in schools which have labs, students would normailtheisab

once or twicea month as amaximum.

Texts for a listening lesson are especially tailored for teaching purposes, and even
though they are delivered by native speakers, they do not refledifedatening
situations. Listening is tested in mielrm exams, but nonifinals. This may be due

to the difficulty of administering a listeninggst while the exam is running. The
assessment of speaking and listening holds only 5% of the final grade, which
consequently leads students to undervaluing these §klHSeghayer, 20)1 The
internet and TV channels are full of oppaorities for students tpradiselistening in
English outside the classroom, if students are motivated enough to Yetseven

if they do not choose tpractisemuch outside class, they will still not face many
challenges in English lessonghe situation reflects, to some degréee under
estimation of listening skillat school leveln the Saudi context. The result is that
listening is likely to be one of the least developed language skills for Saudi students
and could be a major causkstruggle with listening courses at uersity level.

1.3.4 EFL Listening at COLT

The consequences of undealuing listening as a skill, as indicted above, appear

surface when students choosedtba degree in which English is the main medium

of instruction. Flowerdew and Miller (20)0st at e t hat ias ot h
communication are learned, the focus on listening decreases until students enter
college when once again it becomesaj or f ocus via the | ect

This situation applies to learners in the contexngfstudyquite well.

The core context ahy studyis the English Department #te College of Languages
and Translation (COLT) &SU in Riyadh.COLT hasunder it English anéfrench
departmerg which grant bachelor degrees hetrelevant areas. It also manages the
Language Unit, which delivers English cowde nonspecialist studentscross
KSU; students studying for majother than EnglishThe Languge Unit offers
basic courses in general English and English for Academic Purgdasiee English

Departmentspecifically, students study for five years to earn their first degmee



English Language and Translatiohhe program starts with a focus ondanage

skills during the first four semesters of study. The remaining number of semegsters
dedicated tothe teachingof translation courses, along with a number of other
subjects on culture, semantics, and the like. Hence, listening is taught as aseparat

module during the first four levels only.

All other modules aralelivered in English; hencstudents would be listening to
English throughout the daylhe lecture system, which is the norm in higher
education, relies heavily on listening ski{lBeyten, 1991 Listening is in fact the
basis for both formal education as well as language acquisition (i@).only
courses delivered in Arabigre those on religion, as well as Arabic stylistics and
syntax. To add to that, some tutors at COLT do not speak Artthis, English
would be the only means by which the students can interact with them. Furthermore,
students at COLT are expected to be future translators and they take a number of
interpretationcourses which require advanced levels of listenifigis includces
courses likesight translation, bilateral interpretation, consecutive interpretation,
summary translation and simultaneous interpretiflge picture portrayed above

reflects how essential it is to develop listening for studen@OafT.

Students stairig Level One take a three hour Listening (1) course which basically
focuses on training them in listening to and comprehending interviews,
conversations and other forms of basic speech dealing with various topics. The book
they use, which idnteractionsl1, presents many exercisagose aim is tdelp

them to become better foreign language listeners. Students at this level receive
training on paticular basic skills like taking notes, inferring main ideas, following

instructions and writing an outline.

Level Two students continue with another three hour Listening (2) course which
builds on Listening (1) and aims at equipping students with mstening skills.

Texts presented ih n t e r a are longer stretéhes of speech with more elaborate
grammatical and semantic structures. Students at this level are taught the importance

of the mechanicsf speech, includingntonation, pitch, rhetoric and the effects they



have on meaning. Due to the main aim of the degmbdch is producing future
interpreters, students are trained to pay attention to what they listgnatbise
quick storage of langge and content in memory, and to exhibit speed in message
retrieval. Therefore, the course seeks to naantprevious skills covered in
Listening (1) as well as develop a number of new skills, including the production of

summaries, retention and retrieaélinformation.

Level Three listening course witnesses an advance in terms of difficulty and length
of texts students are exposed to. They start dealing with academic lectures which are
even longer and more complex stretches of speech than those intraduaevel

Two. The exercises iMo s a iaim aturaining students on more or less the same
skills practise previously but this time with longer and more difficult textexts in

Mo s a | whichlis the course book for Listening (4), aim at further improving the
students' listening skills, yet at a madvanced level. By the end of Levebur,
students are supposed to have acquired all the basic skills needed for translation
courses as well as other courses they will be dealing with in the remaining six levels.
This againsuggests how essential it is to devetbp students' listening skd in

general in order to fulfil the major aim of the degree.

A typical listening classt COLT would include between 280 students. The total
number of contact hours usually not taken on the same day and one of them
should be in the language labamngt There are only three language laboratories
serving the whole college, which is the main reason why teachers cannot give all
listening lessonsin the language laboratory. If the lesson is delivered in a normal
classroom, then a tape recorder would bedu Teachers normally follow the order

and exercises in the course book for each level.

There are two istlerms(50%) and one final tesf50%) for each listening course. A
usual LevelFour listening test would include two parts: a lecture and a short
conversation Appendix A shows a listening test | gave to Listening 4 students in the
past. Thefirst part is a short conversation anldetstudents are givea brief

introduction to the context in the heading. The questi@me similar toTOEFL



listening test, in the sense thdhe student has to listen to the questi@ther than

read it,and then provide an answerto it. Level Four course book gives students
practice on this particular technique at the end of each unit. The second part is a
lecture on whib students have to answer comprehension questions and then write a
detailed outline or summary. Both parts reflect to some degree the skills students are
trained on during the cours&he following part presents the rationale of the study

based on the coett and my experience as an EFL lecturer at COLT.

1.4 Rationale of the Study Based on Context

No one can deny that poor listening skills would certainly jeopardize the success of
L2 learners.| was once a tutor of a Listening) courseat COLT and witnessed

some of thestruggle studentgo throughin any listening course. To my surprise,
some students used skip listening classesyet be anxious when sitting for the
listening testMissing out on lectures could be the result of students taking listening
for granted, viewing it as an easy skill not worth spending too much time on. On the
other hand, this could be a result of not finding the listening lessons very helpful to
them.Listeninglessonsvhichfocusmerely onright answers rarely give students the
chance to think about the process of listening itself nor to develop necessary skills
and strategies they need for listen{ihgu and Goh, 206). Further, stude
too anxious when having a listening test indicales they do have a problem with
listening in English Research reports that anxiety is in fact associated with L2
listening and often has an effect on the language le@perf®ormanceVandergrift,

2007). A concern for the situation of teaching listening in my context motivated me
to look for ways to help learners benefit more from listening classes and feel more
confident, and hence less anxious, when listening in English. This wasative m

behind undertaking this research.

A broader aim was to fill in a gap in the field of L2 listening, which remains under
researched. Specificallyg peefreviewed scholarly journalJournal of King Saud
University - Languages and Translation, includeat a single study on listening in
language learningAlthough this is a rather new (2011) official publication of KSU,
the absence of studies on listening reflect some degree of the neglect this skill
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receives in terms of research in the context of mgystThe wider context is no
exception to this, wher e Aresearch on
[ i mi (Wandkrrift, 200, p. 16Q. Lynch (2009f ur t her cohdadings t ha
effective research into listening is also complex, gitle number of factors that
stand in the researchersdé way, such as
|l i stenersd heads and the variety of infl
under stand s pok.dlne covertmgtweaaj ksteng éspwell as the
ephemeral nature of input are other factors that cause the difficulty of research into

this language skifGraham et al., 200&andergrift, 201).

When | first embarked on my research, my aim was to atterspitegy training
program to help develop studentsd EFL |
time reviewing the literature on listening strategy training, | was put off my initial

aim due to mixed views in the literature on the benefits, or natrafegy training

in general. Research indicates that although studies on strategy instruction in second
language learning have been extensive, results remain incondi@kweky, 2011

Macaro (201pexplairst hat At here is some | i mited ev
can be effectiveo (p.296). Tlyncls (2089 s 0 hc
states, Athere is much | ess etwandgince fo
terms of improved I|isteningo (p.82, emp
instruction which aimedatbrn gi ng about | mprovements 1in
hasled to mixed result$Graham and Macaro, 2008-urther,Goh and Hu (2013

state that Athere are even calls to abar

|l i stening practiceodo (p. 15).

| held onto the idea of developing strategstdners but looked for other ways to
promote that. In my endeavour to find ways to develop EFL listening ability, | came
across a ¢ haptCegnitiva Feychalagg2005son expestise. This
caught my attention, as development of any skill is aimed at some form of expertise.
In fact, Field (2008h s t a t e s orteh @ ttrainfiearners more successfully in
second language listaeng, weneed to treat the skill as a form of expert behavu r 0
(p.3). | read the chapteon expertisein which Anderson mentions the term

deliberate practice. This again caught my interfestjt seemed to me a form of



11

practice that may be applicablettee language classroom. Therefdréecided on
integrating this into the listening sessions as an attempt to achieve exjetiise

listening One element related to expertise, and which is apparently lacking in my
context, i s dev e pnaiyeiknmogledget Tinid is a magod arem®It a c 0
the success of L2 listeners, for @eh (2009 statesiia f i ndi ng t hat h
quite consistently is that expert listeners make use of metacogniaegsts more
frequent | y Macarp (200P makes ciedr that it was L2 listening studies

that involved a strong metacognitive element in theruesbn, by encouraging
learners to reflect and evaluate their strategic behaviour in listening, which obtained
more positive results (p. 295). Consequently, | argue in this study that to achieve L2
listening expertise, metacognitive instruction and deditee practice are crucial
elementsThe termfiL2 listening expertisgitself, although coined by Goh in 2005,

seems not to haveeen takeriurtherand, to my knowledge, no studies to date have

been conducted to investigate the conc&hpus, this study isn atempt to revive

the concept of f &nd mdreowertaddnan esgential elpneent toiits e 0
thathas been overlooked by Gabhich isdeliberate practice.

Hence,this study suggests a new way of developing the listening proficiency of
langua@ students, by incorporating both metacognitive instruction and deliberate
practice into L2 listening lesson§he main aim of the study was to explore the

impact of both metacognitiviastructionand del i ber ate practice
EFL listeninglevel and metacognitive knowledgehe main concepts will be further
explained in Chapter Two, where | review the relevant literature and end by posing

the research questions the study aims to answer.

1.5 Summary & Thesis Outline

This study contributes to tigrowing body of research into L2 listening by applying
both metacognitive instruction and deliberate practice to the listening lessons at one
of the leading universities in KSA and hence proposes a new way of developing the
listening proficiency of L2 suents. | presented in the sections above the theoretical
and contextual background of the study. | ended this presentation with the rationale

based on the context of the study and my own experience as an EFL lecturer at
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COLT. The following chaptereviewsthe relevantiteratureand aims at situating

the study within the current research on L2 listening.

The thesis consists of six chapters. Chapter One has dealt with the theoretical and
contextual background of the study, and concluded with stating ibeaigt of the

study based on the context. Chapter Two presents a review of relevant literature,
with a focus on the main concepts that informed the study. The chapter concludes
with a statement of the rationale of the study stemming from the literatuesvrev

and then poses the research questions. Chapter Three deals with the research
methodology of the study, with a focus on the research paradigm, ethical
considerations, the sample, data collection instruments, and data collection stages.
Chapter Four disesses the quantitative and qualitative data analysis procedures.
Chapter Five will be dedicated to presenting the findings of the study. Finally,
Chapter Six will present a discussion of the findings, theoretical and pedagogical
implications, contributios of the study, limitations of the study, suggestions for

future research, and concluding remarks.
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Chapter 2 Literature Review

2.1 Introduction

In the previous chapter, | presented the scope as well as contextual background of
the study. | discussed the significancelisfening in language learning, and then
turned the discussion to the specific context of this study, KSA. The chapter
concluded by presenting a rationale for conducting the study that stemmed from my
own context and experience as an EFL teacher at CDhi$.chapteiis devoted to
reviewing the literatureelevantto my study | aim at situating my study within the
current literature on L2 listeningstruction The review falls intdour major parts,

based on the areas that come into play throughoutetbésarch. The first part of the
review is dedicated to the main topic governing the stwdyich is listening
comprehensionn general The following two parts relate to theories of listening
processes and learning to listen, respectively. The last p#re diterature review
presents the concept of L2 listening expertise. Under this section, | discuss the three
approaches which | argue are central to achieving L2 listening expertise. This
chapter concludes with presenting the rationale of the study bastte literature

followed by the research aims and questions.

2.2 Listening Comprehension

Listening, Vandergrift (2003 st at e s, i's fAan invisible
di fficult (p.B8 Yedwehatchaiadieezes listening, and distinguishes it

from hearing, isunderstandingWright, 2004. Listening involves mental as well as

physical processes, whereas hearing is merely a physical prétesse, Rost
(200Ddefines | istening as fna complex proc
| anguageo (p. 7). This compl ex prtoecess i
processes which consequently fAenabl e tF
s p e e(\Wryldt, 2004, p. & Researchrs argue that listening should not be viewed

as a single process, but r a(Lbyhch,r2002 . fia b

193). A consensus among researchers nowadays isgtetifig is an active process,
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challenging the older view that listening is a passive &Riick, 2001 Lynch, 2002
Vandergrift, 1999. Understanding is not something that happens simply as a result
of what the speaker sayaAnderson and Lynch, 1988Listeners play a significant

role in the process through activating different types of knowledge, Hsasve
applying what they know to what they hear in order to understand what the speaker
means. It is a matter of knowledge construction, rather than recéRtisty 1990, p.

3).

Listening has a number of features that distinguish it from other language skills. One

is that it takes place in real timand henceentails the necessity for automatic
processingBuck, 2001 Lynch, 2002. i Li st eni ng is a highly
Field (2004 says,iso automatic that we p.®O©3).d ¢t o
Listening also depends on information that is transient in nanatevhich unfolds

in real time (Field, 2008x The recursive nature found in reading is absent in
listening. This,Field believes, seems to l@emain sourcef L2 listener anxiety
Listening also witnesses the fipresence ¢
of nat ur a(Lyndha8@, p. $99. Rerurrent terms used in the literature to

refer to the process of L2 listening usually signify lack of clarity, the transient nature

of speech, physical pressure as well as the listener being overwh@lyrezh,
2009. Fort hese reasons, L2 | istening has ov
s k i (Grbham and Macaro, 2008, p. J4In fact, research evidence indicates that
listening is the skill language learners feel the least comfortable (@ithham,

2006b, and that it is the most difficult skill to lea(@andergrift, 2004

Rost (200]) states thatistening is not onlyhe language skilnost widely usedbut

al so fAa <critirciang ne anesc opifd. Howayargthearglee 0 (
listening comprehension plays in language acquisition and communication was one
of neglect for many years. In fact, listenihgs been overlookedr a long timein
language pedagogy and reseafRbst, 2002 Listening appeared to play a critical

role in audielingual methods, yet the role was merely aimed at developing a better
pronunciation for speatkg (Vandergrift,20039. As mentioned previous)yit was

only during the communicative language teaching era that listening finally earned
Ai ts r i g@anbengtift apd Goly, 2009, p. 39During that era, language
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was taught for the purpose of communication, in which listening was an essential
skill. Listening was also viiewpgut cas/( ifilai
Nowadays, the preminence of listening in instructional methods, particularly in the

early stages of language acquisition, is vesliablisheqVandergrift, 2003

This change in the perception of L2 listening comprehension brought about interest
in describing its processes and how listening is taught in the language classroom.
The communicative approach to language teaching also brought about many
discussions on ways to teach and test listening as a communicatioiGskill

1998. The status of listeningpilanguage learning as well as its complex nature calls

for more research in the field. Further, due to L2 learners viewing listening as the
most difficult skildl to i mprove, It S
enhance listening comprehensigGraham and Macaro, 2008, p. 748p until the

present timethe development of listening receivdithe least systematic attention
from teachers and (Mamderdrift and Goh, @012, p).Mimeaet er i a |
is plenty of evidence that indie listening is still undevalued(Field, 2008% My

study is an attempt to fill in a gap in this respect. Howeusgfore turning to
approaches tteaching L2 listening in thianguageclassroom, it would be useful to
understand listening proces and how students learn to listen. These areas will be
the focus of the following two sections.

2.3 Theories oListeningProcesses

To understand listeningyandergrift (2010 states, one should acknowledge the
interaction between physiological and cognitive processes musgalevels, along

with the role contextual factors playuck (200} further explains thatboth

linguistic and noringuistic knowledge are involved in operating the language
comprehension system. The formmainly includes phonology, syntax, semantics

and discourse structur e. The |l atter, on
about the topic, about the context, andegal knowledge about the world and how

i t  wohidk Z.0A ngmber of models have been proposed in the literature to
explain how this knowledge is applied to incoming spe¥eht, when compared to

other language skills, very limited theoretical modéiat texplain listening have
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been proposefiVandergrift, 2019. Advances in cognitive psychology have played a
significant role in gaining a better understanding efghocesses which are involved

in listening comprehensiofLynch, 200§. Graham and Macaro (20P8tate that

t wo theorieschhael peienf ipamti al on rese.
(p. 748) . The two t h-stage mada and the integkactiyee r s 0 |

model, which will be the focus of the next parts.

231 Andersondés Model

From the viewpoint of cognitive psychology, listegqin i s pri mari |l y HAcoa
as an act of i n flmhofm2010i m ®B Apcordirg ecslgnchn g o
(2009, information pocessing is one of the main theories of listening that was

developed during the computer revolution of the 197@s1880s. The driving force

behind this theory, Lynckays was firesearch into artifi
11) . It has been fia dominant t ROt y of
2009, p. 158 Il nf ormati on Processing i s def i
describes the processing, storage, armd ree v a | of knowledge 1in

is performance, rather than behavidiiat functions as the key word in this theory
(Ortega, 2009

The information processing view of I i st
given message only occurred when it W a ¢
mi n @ynch, 2006, p. 38 An d e r s-stayed comptehenseor model comes

under this view ofistening(ibid), which in itself is a model that has influenced the
understanding of learner tening comprehension(Goh, 2002 Language
comprehension, according t#@nderson (201)) involves three stages: perceptual
processing, parsing andilization. It is during the first stage, perception, that the
acousticmessage is originally encodethis stage of listening involves bottenp

processing (see following section), and becomes gradually automatic via practice
(Vandergrift and Goh, 20)2In the parsing stage, the message whictaisied by

words and retained in working memoryg transformed into mental representations

that include the combination of meanings of initial wordlke first two stages,

perception and parsing, Acontinue to in
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until a plas i bl e ment al repr es e nhheafinal stage s me r g €
utilization during which a listener, or reader, uses the mental representations of the
sent enc e 0BuringetiBzationn Igpteners use tafown processes by using
information that isnot part of the linguistic input, and which is stored in lbegn

memory, to interpret the parsed speech (ibAlthough these three stages are
partially ordered irtime, in realitythey do also partially overlaAnderson, 2010

According to O'Malley et al. (1989 the three stagesiover | ap with e
consistent with | istening comppddd.ensi on

One major problentisteners may faca the perception stage is the segraéoh of

the stream of words, since speech is not broken into distinct units the way written
text is. This explains one of the main sources of difficulty for listeners, particularly
those listening to a foreign language. Listeners rarely record meanisgivgha

after having mapped a sentence into a representation of its meaning. Some form of
utilization takes place as the final stage. Making sense of a sentence more often than
not requires making connections and inferences. To understand a particular
senence, the listeners must make quite a few inferences. An inference compels the

listener to go beyond the text to what is implied in the mea@inderson, 2010

According to Lynch (2009, Ander s ostages motleh rofe Emnguage
comprehension has had two major effects on the listening strategy research. One is
that it has provided researchers with the terms they have used to analyze their data,
e.g.(O'Malley et al., 198p and second was the emphasis placed on cognitive and
metacognitive strategies, and the downplgyof socioaffective strategies. One of

the major teaching applications of this model is the emphasis placed on practice as a
key to L2 learningCook, 200). Gradual development occurs through experience
and practice, and hence, A1 nfpmpocasadand on t
|l earners become able to accé¢gbowntandgqui ck
Spada, 2006, p. 39Practice which leads to automatization plays a central role in
Ander s on(®#chelnand Myles, 2004 Thisthreest age model s
gener al cognitive model of skil acqui s
acquisition requing proceduralization and automatization (ibidyhe skill

acquisition theory will be further discussed in Sectior2.4.1 However, since
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Ander somGagteh med el Apresent s Qdrahantardn i n g
Macaro (2008st at e, omancingiodel wauld be a recursive omveth
listeners operating within more than one phase at atimé¢ p . 7oB8e)will Thi s

be the focus of the next part.

2.3.2 InteractiveTop-Down & BottomUp Processing

Bottomrup and topdown refer to the orden which variousforms of knowledge are
applied during comprehensidiBuck, 200). The two terms distinguish between
information derived from perpgual sources and that gained from contextual
sources(Field, 2003. These processes are the usual way that characterise the
manner external and internal resources are used by the ligtsmeh, 200§. An
understanding of the difference between these two processes, the interaction
between them, and the forms of knowledge applied in each process is essential to
understanding comprehension procegs&ndergrift and Goh, 20)2Rost (200§
believes thathese twoprocesse$iave a direct impa on L2 listening instruction.
Hence the significance of making sense of these processes before moving to

teaching L2 listenig becomes evident.

Researchers in the field state that the bottgmmodel of listening was the first to

be developed in the 1940s and 198swn, 1990 Flowerdew and Miller, 2005

This view of comprehension was dominant in the foreign languagsrodom for

decades, and was based on the assumption that comprehension was constructed from
the bottom (ibid).Lynch (2003 explairs thatthis viewi nvol ves dApiecin
the parts of whatisbeingdee d i n a | inear fashipn, on
197).Being seen as a linear process entails that meaning is arrived at as the final
step in the proces@Nunan, 200p This is in fact a mechanical process in which

|l i steners figradually build meaning from
uni t s o f(Vandergrift anad Gah, 2012, p. 18n this model, listeners draw

mainly on linguistic knowledge, including phoogical, syntactic and semantic

knowledge, to arrive at the meaning (ibid).
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Yet, Field (2008a argues that due to it being online, listening cannot be assumed to
progress easily in a botteap way. The bottorup model is in fact only a single
way of approaching listening, which views a listener functioning like a speaker in
reversg(Field, 2004. Further, aeficit of the bottorup approachs that itdoes not
take into account some vital alents in a communication process, particulanky
interlocutors and the contexthis model taken alone entails that communication can
happen without any account of the speaker, hearer or the larger déihbeverdew

and Miller, 2003. Therefore, this model is simply nsafficient on its owrand the
necessity ofanothermodel is inevitablgBrown, 1990. This leads us to the tep

down model, whih is in a way the converse of the bottapmmodel(Lynch, 2002.

The topdown model is viewed as a holistic approach that proceeds from whole to
part with a focus on the meaning rather than on individual parts susbuads,
words or sentences (ibid). The emphasis in this model is on the use of background as
well as contextual knowledge in processing a text. This model was developed at a
point in time when researchers realized that participants are not capable of
identifying abridged sounds without knowledge of the words they are made up of
(Flowerdew and Miller, 2005 The listener here makes use of incoming sounds as
hints while actively reconstructing the original meaning of the fixian, 2002

In this model, thdistener relieson what is already known to help make sense of
what is heardLynch, 200§. The use bbackground knowledge can serve one of
two different purposes: either to make up for any gaps in understanding or to
enhance a message that is already fully dec¢Brdid, 2008a This may explain

why Flowerdew and Miller (2006suggest listening is purposkiven under this
model, since listeners would attend to only what they need to understand the

message.

In reality, however, these two processes seldomabpendependent of each other
(Vandergrift and Goh, 2@). Research as well as daily experiences point to the fact
that the processing of various forms of knowledge does not happen in a definite
order; this may occur simultaneously or in any suitable o(Beck, 200). A
competent listener makes use of both-dogvn and bottorup processes to

construct an adequate understanding of the megkgigeh, 2003. Yet, the extent
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to which one listener may depend on one of these processes more than the other is
due to the purpose for listening, age and level of the learner, as well as the context of
the listening ac{Vandergrift, 201). The distinction between these two processes
encompasses the literature on first and second language comprehension alike, the
consensus being that both exist and are samifi in terms of language
comprehensioriGoh, 1998. Yet, what seems to be lacking is an agreement on the

way the two processes work during comprehension (ibid).

When put together, the interactive model emerges from the two previously
mentioned modelsThis model has been developed in the context of reading, but
since listening involves both botteap and topdown processing, the interactive
model ARappl i es e q(laneldgw andeMillér, 2Q05, p.[26Oset e n i n
of the advantages of this model owdirectionalo n e s i sallowvdhfartthe i i t
possibility of i ndi vi dual (ibM:a27)i Efficienbn 1 n
l' i stening, which is the aim ootfwhaatewr L2 I
top and bottom infor mat i(bynch 200@ p.l¥Bt ener
terms of eaching,Lynch (200§ suggestghat a listening teacher should consider

these two approaches as complementary, rather than muexalusive. Efficient
listening, he says, entails the use of both top and bottom information available to the
listener in an integrative waydence, listening teachers should encourage their

learners to use both approaches in an interactive way.

To conclide the process of L2 listening is a very complex one and is not, as
Vandergrift (2003par gue s, -fosm orhbettorup, bup an interactive,
interpretive process where listeners use both prior knowledge and linguistic
knowl edge i n under pé2)nGahamgandivecar® £008ence (
regard the interactive model as a more convincingond or it i s | i kel
compensatory and confirmatory, o t he f o
probl emshokceuthe Wwatter is Awhemnephd st en
748749).
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2.4 Learning to Listen

Language is comprehended through either reading or listening and, although
listening comprehension is believed to be more basic than reading, many studies
have focused on the latter to the exclusion of the forGA@derson, 2006 While
listening, karners process incoming speech under severe time pressures, hence
processing tha requires less attentional oesces becomes an advantage
(Vandergrift and Goh, 2009This is known as automatic processiBging able to
process information automatically is a desired goal in language learning, since
automaticity is believed to reduce the cognitive load placed on learners. This need is
even more crucial for L2 listeners due to the ephemeral nature of listening. The skill
acquisition theory best explains how automaticity is achieved. This theory will
function as a framework for my study due to two reasons: one is that this theory is
applicable to any cognitive skill, listeningpeing no exception. Second, with
expertise being a major concept in my study, it is useful to draw on the skill
acquisition theory whichelatesto the development of expertiseany skill. In fact,

An der s o nadgsisitienkhielolr vy Al i nks up nicely to
(Bereiter and Scardamalia, 1993, p.).88xamining the nature of expertise in a
variety of fields has influenced the understanding of the mechanisms underlying
skill acquisition (Anderson, 2010 The folowing part sheds light on the skill
acquisition theory, and themurns the discussin to controlled and automatic

processing.

2.4.1 The Skill Acquisition Theory

The skildl acquisition theory i1 s Ada part
whi ch explains AL 2 |l earning as t he pr
performance from controke t o a u(Ortegaa2009¢ @ 106 According to

DeKeyser (2007) this theory explains the way people progress, from novice levels

to proficiency, in a variety of skills including cognitive and psychometric ones.
Anderson (201pargues thathe development of any skill consists of three stages:
cognitive, associative and autonomotibe first stagethe cognitive stages when
learnersicommit to memory a set of facts rel

rehearse these facts as?2.Theaseoffknowledgeinper f c
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this stage is so slodue to it still being in declarative forrifhe second stage is the
associative stage in which errors in thtial understanding are firggradually
noticedanddealt with.T h e n Aithe connections among t
forsuccessfu per f ormance are sfita enwd hexnsefduyldo g
for per f or mibdy Hoiwdver, itsisk notl dlways the case that the
procedural knowledge replaces declarative knowledge. Sometimes, the two forms of
knowledge may exisalongside, such as speaking a foreign language fluently while

still being able to remember many rules of gramméne final stage is the
autonomous stage in which Athe procedur
rapido (ibid).

In the area of secondriguage acquisition, as well, the skill acquisition theory draws
on the distinction between declarative and procedural types of know{&dlge

2008. This entails that, similar to other kinds of skill, language learning is
characterized by a progression from an initial declarative knowledge stage, which
involves controlled processing, to a final pedaral stage, where knowledge
becomes automatic. Skills, Ellis sdg, are learnt as a result of practitbese two

types of knowledge, declarative and procedural, are seen as a dichotomy, with the
former evolving into the latter via practice (ibhidjccording toAnderson (2005 it

is theprocedural knowledge rather than declarative knowledge which characterises

any skilled performance.

One major difference between a novice listener anexpert one, according to

Field (2008, is thatthe latteii c o mmands a set of decoding
a ut o mp.63)cRedu€ing the time needed to execute thlg the percentage of

errors, and the amount of attention required needs a large amouanaadice
(DeKeyser, 2007b This practice is what leads thgr adu al awt omat i
knowl edgeo (i bgraddal trarsfOrination $akes placeaby engaging in

rel evant practice fiover many trialso wt
gradually to be withdrawn during performance and automatic precessake over

t he same dCrtegh,02008,am §4The following part will discuss

controled and automat processing in further detail
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2.4.2 Controlled & Automatic Processing

Controlled processing, according tdandergrift and Goh (20)2 Ai nvol ve
conscious attention to and processing O
limited linguistic knowledge L2 learners have does madibw for automatic
processing of everything they hehr fact, asBadger and Yan (200%tate, students

|l earning to |isten in a secondcontollecci gn |
stageodo (p.73). However, controlled proce
most likely suffer in such a case. Depending on what actions learners take,
comprehension will either break down or the listeners will resort to whatever
strateges at their disposal to compensate for missing informdt@mdergrift and

Goh, 2012

Yet, Johnson (2005explains thathia | ear ner 6s behaviour p
automisedasksi | | devel ops over timeo (p.18). 1
is to fAfree channel capacity so that a
areaso (i bid). Automati zati on i s si mpl

aut o maohnsan,al996,p.89 Aut omaticity, which is A
whi ch we ul ti mat el ye resalr of the elawt prodcesssok s , 0
automatization(DeKeyser, 2001, p. 125 Automatization, or proceduralization,
Aentails the conver sti oknnoowl edecel a(roart i dvken ¢
into procedur al or i mpl i ciCrtegk 20090d. &4d ge ( ¢
This conversion according toJohnson (1996 brings with it the advantages of
procedural knowledg while eliminating the disadvantages of declarative

knowledge.

Anderson (2@0) argues thaby becoming more proficient at a task, people seem to
be using less of their brains when carrying out that particular fagiomaticity
occurs, he says,when practicereducesmost of the need for central cognition
Examples usually usetb illustrate the difference between these two processes
include learning to ride a bicycle or drive a car. When learning to ride a bike for the
first time, for instance, we need to pay conscious attention when getting on the bike,

maintaining balance, steng and moving pedals. When time passes, and through
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practice, all of these processes shift from conscious attemtiooh iscontrolled, to

become automati@vandergrift and Goh, 20)2

The role memory plays in the comprehension process is significant (ibid)- Long

term memory and working are two compots of memory identified in the
literature. The formercomprisesthe prior knowledge and previous experiences

|l i steners hol d. This type of knowl edge,
information that listeners access to interpret whattheyarey i ng t o under s
Ashapes the interpretation of what | ist.
has a very limited capacity. Yet, the amount of information listeners can hold in

their working memories depends largely on their languagdicpncy level.
Automatic processing of information allows for the process of new incoming speech

by the attentional resources of the working memory. In listening, automatization

occurs at both phonological and syntactic leyémsndergrift and Goh, 2009

Both brain imaging and behavioural studies confirm that the way a skill is carried

out can change with practicgdnderson, 2006 The development and role of
automaticity is an aspect of the skill acquisition theory bzt attracted attention

for a long time(Segalowitz, 2008 One characteristic most commonly associated

with automaticity is fast processing. Consistent practice argsine amounts of

repetition are required to promote automaticity (ibid). Fast processing is particularly
desirable in the case of L2 listening due to listening being online and ephemeral in
nature. For L2 listeners to be able to process the input fastdarative knowledge

of the target language, especially phonological knowledge, must be automatised
(Goh, 2005. Research indicates that the compr
result of the inability to astmat i se word recognition sKki
automaticity is the great freer of mental resources, it is achieved at the cost of loss of
conscious accegBereiter and Scardamalia, 1993Vhen losing consciousness, a

learner can no longer introduce changes easily to apnestticel procedure (ibid).

The following section will discuss L2 listening expertise. | will highlight the current

approach to L2 listening instruction followed in most language classrooms today,



25

which is the comprehension approach. Then | will discuss theacoghitive
approach to L2 listening, which will be partly followed in my study. Finally, | will
consider the deliberate practice approach, which is the new element | am introducing
into the L2 listening classroom.

2.5 L2 Listening Expertise

The term expertise as exi sted ever since Athe daw
until recent times that the nature and development of it was looke(Bietteiter and
Scardamalia, 1993, p).2A great deal of research has been conducted since the mid
1970s which aimed anvestigating expertise in various domains such as music,
chess, mathematics and computer programridmglerson, 2010 Research in this

area helped in identifying ways by which problem solving can become more
effective through experience (ibidgxpertise is defined biricsson (2006easfithe
characteristics, skills, and knowledge that digtiish experts from novices atebs

experienced peopte (p. 3)

In the sphere of language learning, it is essential to achieve high levels of listening

due to the fact that this particular skill is the key to acquiring other language skills.

I n fagnj fiiseant devel opment in an L2 rec
(Rost, 2006, p. 49 Further, lisening competence has a critical impact on language

| ear ner s aFieldo200By L2 tisterting expertise, @rm coined recently by

Goh (2009, is developed in part by the growth of systemic knowledge of the L2,
including phonology, syntax, semantics, as well as pragmatic and discourse
knowledge. This dectative knowledge needs to be proceduralized or automatised

for effective language use to happen. Yet, declarative knowledge on its own is not
enough to arrive at L2 listening expertise (ibid). Besides linguistic knowledge,
development of L2 listening expese requires, Goh says, metacognitive knowledge,
strategies, and control. Control, according to Goh, includes both knowledge and
strategies that enable the L2 listener to process the listening input more effectively.
Expertise includesioh (2003s ay s , Anot Jjust what i's kn
and how t o use wthalatteribaing kchievedrihbough pxperiehee)

and training
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Research involving brain imagingnderson (200pst at es, demonstr at
practice means mor e ef f i ckxenmsive pradicet a | €
Anderson says, can facilitate the devel
novel domains that have supported the e\

study of a foreign/second language is no exceptimwever, asricsson (2006
explains Aextensive experience in a dom:
of achi @w&)rremrmjordindifig of research on expert performariga;on

and Henry (201pstate, indicates thdti nnat e t al arafardessacruciab pt it
in attaining unusually high levels of performance than diligent and persistent
application of t he basi c(p®d.iRavewingltres of
literature on expertise points to the significant role practice playsjch larger role

than previously recognized by psychologigkellogg, 1995. Producing experts

who are capable of performirag high levels of proficiency is one aim of education

and training. To attain expertise, however, one must indulge in extensive and

intensive practice (ibid).

The nature of practice aimed at here, however, differs from practice in the audio
lingual methals of language teaching which focused on structures, rather than
behaviour. Mechanical drills in that era wenectise repeatedly and deliberately
aiming at the production of certain target features of the language. To develop
automatization,which entals changingbehaviour, learners must be involved in
practising the actual behaviour, rather tharcdetextualized structures. In regards

to what practice in the area of second language learning ebfiaKgyser (2007a
explainsthatt h i s cremaiosergmiarkably unexamined from a theoretical point
of vi e wofact, the issde)of practice in the pasidolingual time has been
rarely addares s eidmiGdheDe)ysersays, the term practice
refers to fAspecific activities in the
deliberately, with the goal of developing knowledge of and skills insteond

| angua g €lee définition ReKeyser gives for practice does not differ much
from the wayEricsson et al. (1993define the termdeliberate practicewhich
according tothemi s fAact i v ibeanesmcialyhaesignechta wmprove the
current | evelp. 37).Ya, aatHeroDekegsar @ Goh (nention the
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term deliberate practice in their works on practice in SLA and L2 listening expertise,

respectively.

Hence, | argue that in order &@hieve expertise in L2 listening, deliberate practice
along with metacognition are two crucial components. | will first start by explaining
the comprehension approach in L2 listening. | discuss the comprehension approach
due to its prevalence in most larage classrooms around the world, the context of
this study being no exception. Also, features of this approach remain in listening
classrooms even when other approaches may be applied. Then, | will turn the
discussion to two other approaches that égrtted in my studythe metacognitive
approach and the deliberate practice approach. | discuss the metacognitive approach
because | adopt many of its features in my research, especially in phase one of the
study. The two concepts metacognition and delibgedetice informed the study

and | believe are the essential requirements to achieve expertise in any domain.

2.5.1 The Comprehension Approach

As mentioned previously, it was only with the emergence of CLT that listening
gained its place in the language classn@Vandergrift and Goh, 2009During the

era of CLT, the perception of listening changedrfreomething that can be easily

A pi c j @ala camplex communicative skill that has to be taught similar to other
language skillgVandergrift and Goh, 20)2CLT brought with it an emphasis on
practicing core listening skills, such as listening for gist, listening for details,
selective listening and inferencing (ibidAnother key development during the CLT
era was the introduction of a ghei st eni ng phase ai ming
schema knowledg@soh, 2008. All of these elements form what is known today as
the comprehension apprdaavhich is the norm in most listening classes around the
globe(Field, 2008h. The key stages of this approach are summarized in Figure 2.1
below.

a
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1. Pre-listening

Create motivation for
listening

AV

Establish context Pre- teach only critical vocabulary

2. Extensive Listening

General questions on context and attitude of speakers

\‘_,/

3. Intensive Listening

Pre-set questions Intensive listening Checking answers to questions
4. Post listening (optional)

. . Leamersinfer the meanmg of : .- -
l‘tTElglcgonal language in bromn wrords foamm the Final play: learners look
ISIENINZ Passage sentencesin which thev appear at TI’E[IISCIIPT

Figure 2.1 The Comprehension Approach (Based on Field, 2008)

Among the benefits of this approach mentioned-lejd (2008 is that it provides

the learners with exposure to listening texts that present samples tdirgfet
language as well as experiences of how to arrive at the message. Also, it enables the
learners to pass exams. Despite the fact that learners are given more listening
activities in classrooms today, they are still left on their own to find ways for
developing their listening abilities, with minimal direct support from teachers
(Vandergrift and Goh, 20)2Many of the practices of the comprehension approach

will remain in the listening classroom, yet one must be aware of its limitations.

One of the limitations of the comprehension approach is thdlfatit is teacher
centred, with the teacher setting the questions passing judgements on answers, and
deciding which parts of the recording to repld@yeld, 20083 This shortcoming

makes the comprehension approach not in line with CLT. Further, with its emphasis
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on Amet hods associated wi t h testing r a

approach tends to isolatetema er s o (i bi d: 31) . Listeni

the four language skills, hence, is by its nature isolating. Yet, with a focus on the

right answer, rather than on discussing what has been heard, listening teachers are

increasing this isolating eftt (ibid). With this being the case, the atmosphere in a

|l i stening cl ass resembl es t hat of an
communi cati ve practice of t he second
approach does not either provide the learners sitittegies to deal with listening
outside the classroom. This could explain why some listeners achieve pretty high
levels of success in classroom listening but would be unable to achieve the same

success in listening events outside the classroom (ibid).

The basic assumption behind the comprehension approach is that simple exposure to
the Ianguage would enable | earners to
developmerit (Field, 2008a, p. 99, emphasis in orig)ndlhe focus it places on the
product of listening, whileeglecting tle actualprocessi s it he most f
flaw of the comp e hensi on a p p Thosatbihapprogadh baesinot séve ) .
the purpose of teaching L2 listening sufficientis Goh (2008 explainsii wi t h a

n

ac

I

focus on the product of listening, every activity becomes a testfofe | ear ner

Il i st eni ng arThis dorisequently I€ads td farthey anxiety on behalf of the

L2 learnerqVandergrift and Gor2009. For a listening class to be effective, it must

recognize |l istening as fAan activeYet strat

anemphasis onrying to understand the messdgaves no room faothe learners to

step back and learn how thstening input is actually dealt wittvandergrift and

Goh, 2012 Neither do listeners in the comprehension approach receive any
guidance on how they can se#fgulate and evaluate their efforts to improve their
listening level (ibid). AsGoh (2009 says fito help | earners
l i steni ng, some of these practi-ctage wi
lesson of pravhile- and postistening is still helpful, Goh says, yet the emphasis in

a listening lesson must expand to includeowledge about listening processes
(ibid). The lack of focus on the actual process of listening in the comprehension

approacthas given rise to the metacognitive approach.

(
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2.5.2 The Metacognitive Approach

Recent discussions on teaching listening comprehersoa shifted the focus to

the roles of strategy training and metacognitive knowledge in developing listening
(Goh, 2008. Yet, evidence for the effectiveness of listening strategy training is quite
mixed (Lynch, 2002. The metaognitive approach is mercomprehensive than
strategy training as it tackles not onl
| earnersod® metacognitive knowledge of the
soci al pr oc e &sheasd Hu, 2018, p)2 Reseanchmirglioates that it is

the use of metacognitive knowledge that enables proficient listeners to control
comprehension process (Vandergrift and Goh, 20)2 In fact, having a rich
repertoire of metacognitive knowledge characteristic of students with good
listening abilities(Goh, 200%. In the area of listening development, interventions

that were more successful focused largely on the development of metacognitive
strategy(Macaro et al., 2007 Empirical evidence in the field also suggests the
positive impact the metacognitive approach has on listening develof@amtand

Hu, 2013.

At the heart of the metacognitive approach lies the concept of metacognition, which
originated as a theoretical construct from the work eavell (1979. Simply
defined, met acogni ti on i s A ¢ o(lgavell,t 20@On p. #6b o u t
Metacognition,Flavell (1979 argues, includes both metacognitive knowledge and
metacognitive experiences. Theat t e r i's defined as ndany
affective experiences that accompany anrn
(ibid: 906). Metacognitive experiences can activate strategies aimed at cognitive or
metacognitive goals (ibid). Metacognitikeowledge, on the other hand, consists
mainlyofi k nowl edge or beliefs about what f a
what ways to affect the coursep.9fH.d out
Flavell identified three major categories ohetacognitiveknowledge, which are

person, task and strategy knowledgbese three types of metacognitive knowledge

are deiihed in the light of L2 listening in Table 2.1 below:
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Metacognitive o
Definition
Knowledge

the way individuals learn to listen and the factors

1 Person Knowledge | . ~ ,
i nfluence onebd6bs own | is

1 Task Knowledge the nature and the demands of listening tasks

{ Strategy Knowledge effective ways to learn or accomplish a listening task

Table 2.1 MK in L2 Listening, Based onGoh (2009

The term metacognition was later applied to language learninydnden (198)

Wenden (1998 explains that tsategic knowledge may be classified under task
knowledge, butitisconsetdr ed as a separate category
unique role it plays in the pr eéldssing
Research indicates that met acogni ftive Kk
expert | e ar n dibics 52@). oFurthee @ rganerabtgndensus among
researchers in the field is that metacognition enhances both thinking and
comprehensionVandergrift and Goh, 20)2Besides metacognitive experiences

and metacognitive knowledge, strategy use is identified by Vandergrift and Goh as

the third component of metacogoitn (i bi d) . This componen:
knowl edge, 0 yet it al so includes dnawar
strategieso (ibid: 89) . I n regards to
experience i s fian i nv ol udge amdystrategy saggo n' s e
Aamenable to instructiono (ibid: 101).

Met acognition can ©partly <compensate f ol
learning, yet the role it plays in L2 listening has only been looked into re¢&uty

and Hu, 2018 Metacognition is in fact critical to the learning process, aspacts

on the way learners plan, manage and direct their own learning (ibid). One
significant virtue of met acognition S
participants in their own performance rather than passive recipients of instruction

and impos d e x p €Raiisamd Wenagrad, 1990, p.)18 By promot i ng |
awaeness of their own thinking, teachers help in shifting the responsibility of

monitoring learning to the learners themselves, which consequently leads to
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Aposi t-peeceptlifons, af fect and moti vat.
Metacognition has an inggt on the way learners approach tasks and on their beliefs
in their own abilities. Hence, Il ncreasi
a motivational as well as a cognitive consequence. The latter is manifested by
enabling learners to tackle ptelms strategically, while the former is seen by
student empbwerd D n § e i s ubidc4d, £mphasis ia original). The
comprehension approach, as mentioned previously, leads to further anxiety on
behalf of the learner due to its focus on thghtr answer. The metacognitive
approach, however, tackles this issue, as it has shown to decrease language anxiety
and increase confidence when approaching a listening(@sk and Taib, 2006

The following part will demonstrate how metacognitive instruction can be carried

out in the L2 listening clasoom how to raise awareness to metacognitive
knowledge in L2 listening classeBhen | presenexamples of studies whidmave

applied metacognitive instruction in L2 listening lessons, or aimed at uncovering the

metacognitive knowledge of L2 listeners.

2.5.2.1Metacognitive Instruction

Metacognitive instruction is defined Mandergrift and Goh (202 s fApedagogi
procedures that enable learners to increase awareness of the listening process by
developing richer metacognitive knowledge about themselves as listeners, the nature
and demands of listei n g, and strategies for I i st
metacognitive instructiorrefers toit eachi ng t hat explicitl

| earnersodé6 knowl edge a(Bahwnd Talh 2006] p. 8%2eni ng
Learner sd awa r rgrcansos be atbreed directly, g5 weecani still

have access to thiype of knowledge through askg learners to tell us about it

(Goh, 1997.

A variety of methods have been used to implement some form of metacognitive
instruction in L2 listening lessons, includinget use of checklist§Vandergrift,
2002, listening guiekd diaries (Goh, 1997 Goh 1999 Goh and Taib, 2006
Vandergrift, 2003pgroup discussionf.iu and Goh, 2006Cross, 201)land theuse
of questionnaires, such as the metacognitive awareness listening questionnaire
(MALQ) (O'bryan and Hegelmeimer, 200¥andergrift, 2019 All of these
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methods are considered inditeways of developing L2 listening. They allow

|l earner s t o f-8medispeniriy,acexakine tireiolistenmgepaocesses and
devel op their owhn thinking about what
(Vandergrift and Goh, 2009, p. 402Also, a pedagogical cycle suggested by
Vandergrift, and applied in many studies on L2 listening instrucioproves both
top-down and bottoru p di mensi ons of l i stening, a s
metacognitive awareness of processes which underlie successful L2 listening (ibid:
403).

Goh (2008 proposed a metacognitive instruction framework which consists mainly

of metacogitive knowledge and metacognitive strategies. Metacognitive strategies,
when compared to cognitive on&€soh (2009s ay s , Rare |l ess freq
by L1 listeners and should be developed toringpv € ¢ o nt 1Gohl (2008 ( p . 7
explains that although research into metacognitive instruction in listening lessons is
Astil |l relatively new, o0 results of this

level of metacognitive knowledge about the listening process, and ti@mselves

as L2 listenersp( 195).Met acogni tive instruction i n:
performance by altering fAthe manner i n
|l i stening and |l earning to | isteprazesy i bi d:
that takes place in the | istenersod heac

uncover these processes.

According toGoh (2005, having the appropriate task knowledge about listening
enables learners to plan, monitor and evaluate their listening rather than approaching
listening randomly Strategyknowledge further enables the listeners to use the
appropriate strategies to comprehend texts and to generally improve their listening
abilities. Person knowledge helps learners attend to problémsgeneral,
particularlythose they may experience on adividual basis. By a brief review of
previous studies in the field of L2 listening, Goh concludeat metacognitive
instruction helps learners become less anxious and more motivated. It also has a
positive influence on tededndihgs are paeicularly | i s
true for weak listeners, who have been found to benefit more from metacognitive

instruction. In fact, aaumber of studies in the field indicated a casual relationship



34

between metacognitive instruction and statistically sigaift improvement in
listening ability(Vandergrift andsoh, 2012. | review in the following section some
studies that have been conducted particularly in the field of L2 listening instruction

with a focus on metacognitive instruction.

2.5.2.2StudiesRelated tahe Metacognitive Approach

Vandergrift (2002 examined the responses of students of core French in gr&des 2

to three various listening tasks. In his study, 420 students in Canada from 17
different classes completed at least one of the three different listesksydabng

with a reflective exercise and a questionnaire. The instruments used in the study,
Vandergrift says, helped engage the participants in prediction and evaluation as well

as other reflective exercises on the listening process. Qualitative dbtsisanathe
studentsé responses helped reveal the ir
awaeness of the listening proce§irough analysing the answers to thectdiss
guestionnaire, Vandergri ft found evi de
knowledge, particularly the strategies of planning, monitoring and evaluation. An
anal ysis of the checklists provided fur
knowledge, especially the use of directed attention-rsalfagement, selective
attention, advance organization and comprehension monitori@ndergrift

explains that even though the majority of responses were on planning strategies, the
studens é&responses included instances demonstrating their awareness of the

significance of monitoring sttagies.

The participants n V a n d e r ghowell anGawaresessuotltlye purpose, nature,

and demands of the listening tastesk knowledge. However, person knowledge in

this study was not as evident as strategic and task knowledge. Vandergpifits

for this finding as the result of either the participants being too young, or the
methodology of the study. Vandergrift explains that by having students become
aware of how to plan for a listening task, how to monitor their listening and finally
evaluae their performance shifts the learning responsibility from the teacher to the
student . He also states that Astudent s
understand and change | earning behaviou

research be denon examining the implicit assumption that an experimental group
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using instruments and activities covered in his study would show superior gains in
listening comprehension when compared to a control group not exposed to this

treatment during the same petiof time.

Vandergrift (2003aconducted another study which followed a pedagogical cycle.
This time it was a small scale study involving two groups of university, beginner
level students registered in a FSL course. The main & the study was to
experiment with tasks that could teach students how to listen and determine their
effectiveness in terms of facilitating listening comprehension and in raising the
participantsd awareness of trahensipnrTwo e s s e s
tasks were designed and used in the lessons in orteEado students how to listen.

Task A was used once a week and followed a sequence-dbvap activities that

trained the students in prediction, monitoring and evaluation. Afterirstelisten,
students worked in pairs to compare their predictions and any information they have
understood so far. During the second listening, the students were encouraged to
check areas of difficulty and to add any new information they heard. Afterahat
class discussion took place in which the participants had the chance to confirm their
comprehension and to share with peers strategies used to achieve comprehension.
The students were given the chance to listen for a third time to add any piece of
information they missed. The task concluded with an individual personal reflection

on the activity.

Task B, on the other hand, followed a bottaprapproach in which the students
were encouraged to focus on specific details leading them to establish tacgequ

of events. The task revolved around a certain text which was simplified into a
numberof sequential sentences and then randomly ordered. The students first read
the statements individually, anticipated the order of events and entered their
predictions in the appropriate column. Then, in pairs, they compared their
predictions of the sequence of events and were asked to create an alternative version
of predictions if necessary. After that the students listened to the text twice and were
required to very their sequence of events. The second listewas followed by a

class discussion which gave the students the chance to confirm the actual sequence

of events and share strategies used to predict and comprehend the text. The final two
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steps resemble those Task A. The participants were required to complete
reflective journals every two weeks. Towards the end of the study, the participants
were asked to reflect on Task A and Task B separately. The author analysed the data
gualitativel y onattiesradating totaskfutdity and dewelopment of

|l i stening strategieso (p.432). One area
in facilitating |istening comprehension.
B were positive Another area of ocus was the devel opment
awareness of the process of listening, with particular reference to the three types of

metacognitive knowledge.

By analysing the studentsd6 comments, Var
These themesncluded: the significance of predictions, the usefulness of pair
discussions, and how motivating this approach turned out to be. Vandergrift found in
the participantsd responsesofalthredtgpec e of
task, person and stiegic knowledge. However, there was one area that did not
develop in either of the two tasks and
evidence of evaluating in the student reflect@Nandergrift saysfia review of the
completed task sheets forthaasks revealed that students often did not complete
the section where they had to e48).abl i s
Vandergrift concludes by stating that the systematic consciousmiesy) the

students took part in did in fact help théorbe more sensitive to the processes that
underlie listening comprehension, and has also helped develop metacognitive
knowledge about L2 listening. However, an area that needs to be investigated, he
says, is the impact of this systematic approach oeniisg achievementOne
criticismof Vander gri ftoés pedago gngstagé. Nathecih e i s
exams nor in real life do students have the chance to listen to the whole text three
times. This stage was avoided loy and Goh (200gvho followed the same cycle,

as discussed belowV a n d e r pgedagdgitab g/cle was also followewl other
studieg(e.g. Cross, 201Vandergrift & Tafaghoddtari, 2010).

Liu and Goh (200pconducted an intervention study on 19 Chinese ESL students to
raise thei metacognitive awareness about the listening process. The participants

were enrolled in an intensive English language program in Singapore and were at an
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intermediatdevel of English proficiency. The study had two phases and was
conducted over a period more than three months. Phase one of the study aimed at
investigating the listening strategies available to the participants through the use of a
guestionnaire as well as a delayed report about interviews the students carried out as
part of another coues By the end of this phase, a sharing session was held in which
the students benefitted from hearing what their classmates did during listening tasks.
This session also aimed at showing the students how rich their knowledge about
listening comprehension ag and that this knowledge can be applied in many
different situations. The previous procedure took place over three weeks, after that
the students were taught some new strategies and were given the chanactide

using them.

On the basis of the inforation gathered in phase one, the authors devised a number

of intervention lessons which made up the second phase of the study. They
conduct ed -briented legsan®to senstize students to the process of L2
listening and to teach them howtoliste st r at egi cal lyo (p. 95)
guided listening lesson following the framework suggestetdnydergrift (2003n

The authors introduced a few changes toc
was listening twiceather than three times to the text. Also, the focus of the personal
reflection was on the participants©o p e
comprehend the text rather than on things they would do differently next time. The
authors also gave the piaipants some selfirecting listening activities in which

the students were provided with a set of questions to guide their listening. These
guestions, according to the authors, helped the participants manage and regulate
their listening comprehension dheir own. The students were required to answer
guestions before and after listening as an aid tdigtening preparation as well as
planning for future activities. They were also asked to evaluate their listening
performance in the light of strategyeus

By the end of the intervention, the aut/
aim was to uncover any improvements in
and strategy use. Analysis of the data gathered in phase one of this study resulte

a number of findings. The authors found that different tasks led to the use of
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different strategies. However, the four main metacognitive strategies used by
participants were prlstening preparation, directed attention, selective attention and
compehension monitoring. The problems participants reported facing when
listening to texts in the classroom weat lexical and semantic levélhere were

also a number of other factors which affected their comprehension, including: speed,
memory load and attéion spanThe participants reported positive respatsethe
guidedlistening lessons. When comparing strategies reported in phase one to those
reported in phase two of the study, the authors found an increased number
strategies reported. This, acdimg to then, supported the preliminary hypothesis

t hat fAbparsoecde sdsi scussions and | essons woul
awareness and could | ead to al@0).iThecr eas
conclusion they reached was that this forihmm@tacognitive instruction should be

kept a key part of developing | earnersod

In the same veirGoh and Taib (2006&arried outa small scale study which covered
eight especially designed listening lessons involving ten primary school students.
The aim of the study was twlold: one was to elicit the metacognitive knowledge
the participants have about listening in English and second was finding out how
helpful a procesbased approach to ESL listening would be to them. The focus of
the lessons was procesased listening, whichincluded traditional listening
exercises, individual student pédstening reflections, and teachied discussions
focusing on aspects of metacognitive knowledge. The study mainly focused on
examining task knowledge, through asking the learners abeuffaittors that
influenced their listening, as well as strategy knowledge, by asking them to observe
what they have done to understand the listening texts. Avoiding person knowledge

intentionally by the authors here is noteworthy.

The lessons followed a geular threestage sequence: listen and answer, reflect
and finally report and discuss. The first stage was a replica of examination
conditions where students had to listen and answer mudiifggEe questions or

write down short answers. Stage two wasimdividual guided reflection on the
listening tasks they had just completed. The final stage was led by the teacher. The

students took turn to read their reflections while the others listened and at times
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asked some questions. It was the last two stadesh led to the elicitatin of
metacognitive knowledge. Results indicatedre reports of factors that influenced
listening comprehension than that of strategy use. These factors mainly related to
text, task, environment, as well as listener and spedks. most commonly
reported strategies were planning, directed attention, tseleattention and
inferencing, with planning and inferencing beirng tmost frequent two. Affective
strategies were hardly ever me ndtakingn e d .
strategies, such as logical deduction and elimination.

By the end of the lessons, the students were required to reflect individually on their
listening ability after taking part in the study. The researchers also assessed the
impact of the metacagi t i ve i nstruction by | ooking
and after the study.Results indicated incread levels in confidenceand
metacognitive knowledgeparticularly strategy knowledgeThere was also an
improvement in their listening test scot®sthe end of the intervention. Pupils with

lowest grades in the ptests showed the biggest gains in the listening{@ss$t This

is an indication that weaker students benefitted the ifinost the metacognitive
instruction. There were no reports of mitoring and evaluation strategies. Hence,

the authors concluded that #Athese pri ma
comprehension strategi eso (pwB8. The@awdhorp ar e d
suggestthe explicit teaching of the strategies themmils were lacking, such as

prediction, monitoring and evaluation.

Cross (201} also investigated the effect of metacognitive instruction on the
listening comprehension of twenty female, adult, Japanese, advanced level EFL
learners. Rie participants took part in a pedagogical cytlased on Vandergrift
(2007), that engaged them in the sequence of predicting, monitoring, problem
identification and evaluation over five listening lessons. The author also integrated
an element of explicit group discussions and evaluation of strategies by the learners,
as recomranded by Goh and Taib (2006)ross chose four leskilled and four
moreskilled listeners, based on their listening test scores, to compare between and
hence investigate the effect of the intervention on the two ability groups. Results

i ndi c at ed of théfaur lesskillda listeners made noteworthy gains across
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the studyo, whereassbkhinlliyednki sfendres fidwad
posttestthanthepre est 0 (p. 413) . The | atter resu
the skiledlst eners already having fda comparat
and orchestration of bottoop and topdown skills and strategies, so that the impact

of participating in the pedagogical cycle made little difference to their
comprehensiomrewefp. 4hh4de) majow i ty of parti
not i mprove much. The author states t he
necessarily equally beneficial to all I
implementing the pedagogical cycle witther types of listening instruction in order

to help improve the listening of students from different ability grofet, the

sample in Crosso6 study is very small , ar

Likewise, Vandergrift and Tafaghoddtari (20/Ltbllowed the pedagogical cycle of
guided practice in listening with three intact university classes over a period of one
semester. The authors found that the experimental group outperformed the control
group on the final listening comprehension test after receiving metacognitive
instruction. They also found that it was the less skilled listeners in the intervention
group who showed greater improvement in their listening achievement when
compared to their moreskilled peers in the same grouMandergrift and
Tafaghoddtari also used the MALQ at three time points of the study to track changes
in metacognition about L2 |istening. Ch:
the duration of the study along with ddtam stimulateerecall sessions provided
evidence of the development in their L2 metacognitive knowledge following the

guided practice lessons.

In brief, results of their study indicate that the approach they followed which
sensitised language learnecsthe processes underlying listening can develop L2
listening One significant difference between more skilled and less skilled listeners,
the authors say, appears to be related to metacognition and that it is the less skilled
listeners who can benefit timost from such an approach. An explanation posed for
the success of this pedagogical cycle with this group of learners is that these less
skilled participants were guided in the process of uncovering the complex listening

processes with the help of theather and their more successful peers. Also, the
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potential effect of administering the MALQ to the control group three times in
raising their awareness cannot be marginalized. However, one shortcoming
mentioned by the authors was the use of the same primres rather long period of

ti me. This was reflected by some part.
guestionnaire that they were becoming
Although some researchers advocate informed strategy training, such eacpior

listening would focus on merely one or two strategies at a timeontrast the

focus of the approach iNandergrift and Tafaghoddtéis t udy was on i
practice in the |listening process as a
were engaged in processing the language as they wouldihiedl e | i st eni ng
a claim | do not totally agree with. Neverthelesise findings of this study
corroboratethe findings of previous studies which demonstrated that listening
instruction foaising on the process, not only the product, has merit and that it is less

successful listeners who benefit most from this type of instruction.

Vandergrift (1998 also set out to investigate how second language listeners of
French interpret texts throughe use of thinkaloud protocols. The author compared

the listening comprehension protocols of less successful and successful participants

at three different levels of language proficiency. Due to its ephemeral nature,
listening is of necessity a selecev process; hence, whatever is selected to be
processed becomes significant i n succes
selected for processing, o0 Vandergrift e:
of metacognitive strcatefubsdi 6pend8POR) . p
that comprehension monitorimgay be a supesrdinate strateggue to the facthat

it directs other metacognitive strategies, including prediction and selective attention,
along with cognitive strategies like infereémg and elaborationin another study,
Vandergrift (2003p found significant differences between more skilled and less
skilled L2 French listeners. He found that more skilled listeners used more
metacognitive strategies, mainly comprehension monitoasgpposetb their less

skilled peers. This t udy, he says, Aprovides furthe
skilled listener who is in control of the listening process, actively engaged in
planning for the task and monitoring incoming input for congceemwith

expectations to construct a mental representation of the text in memory, that is, to
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comprehendo (p. 4 8nbrghestratboeillustrateetise intetacion wo r d

between cognitive and metacognitive strategies.

Similarly, Goh (1998 attempted to uncover the metacognitive knowledge of 40
Chinese ESL students by examining their listening diaries. She classified the
studentéresponses into task knowledge, person knowledge and strategy knowledge.
She further or gani 2ydevising ber avh subhtegoriesad r e S |
these three types of metacognitive knowledge. Participants in her study reported
largely on all three types of knowledge. This led her to conclude that the students
showed a high degree of metacognitive awarenedatet adopted the coding

scheme she developed in this studyatalysemy parti ci pantsdé di a
another study, howeveGoh (1999 discussed task knowledge particular,in the

|l ight of the factors that i nfl uedatae | ea
generated fromi nt er vi ews and |l earner di ari es
metacognitive awareness about sectamguage listening. Results indicatedtthe
factorswhich influencedthel ear ner s6 | i stening compr eh:¢
frequency of mention were: vocabulary, prior knowledge, speech rate, type of input
and s peak @&lthdugh the docusoh this article was on task knowledge,
according to Goh, she included listener characteristics in the table on the
participants6 task knowledge about t he
comprehension. iktener factorsreveal person knowledge rathethan task
knowledge, as the definitigrof these types of knowledge indicate. This illustrates

how fuzzy the boundaries between the three types of metacognitive knowledge are.

In arelevantyet wider scopeGraham (200y investigated the impact of strategy
training in listening on the t u d e ndffisady, axldrdsding aspects of motivation
which relate to the |l earnersodo beliefs i
three groups, a higbcaffolding group which received strategy training along with
feedback on their strategy uaad on their reflective diaries. The lesgaffolding

group, on the other hand, received only strategy training with no feedback or
reflective diaries. The third group was the control one, which received no strategy
training. The first group made the bigggains in terms of se#fficacy for listening

as well as pre and post listening scores.
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Working beyond metacognitive instruction to include strategy training in general,
Graham et al. (20)linvestigated the devgdnent of the listening proficiency as

well as strategic behaviour of 15 lowiatermediate learners of French in England
over a period of six months. The aim of this study wasd¢oe fortheimportance of
strategy trainingThe researchers gathered twaissof data at two time points. The

first set of data was elicited from a recall protocol which was completed by the
subjects after listening to short passages in French. The second set was verbal
reports produced by the learners while completing a meltpbice listening task.

One of the research questions the study aimed at answering was whether listeners
remain in the same listening proficiency group after six months in the absence of

listening strategy instruction or not.

Results indicated that thmajority of participants remained in the same proficiency

band. The results of this study support previous findings which indicate the

Ai ndi vidual nature of strategy use and s
lack of strategy development ineh absence of strategy i n:¢
study also demonstrated the significance of helping students to become in charge of
the listening process, which can be developed through some form of strategy
instruction. This sense of being in control loé¢ fistening process, the authors argue,

i's characteristic of Ahi ghly achieving
learners from all ability groups through reflection. | bring in this stwhd the

previous onealthoughthey donot relate specifigly to metacognitive instruction,

for a number of reasons; one, to demonstrate the significance of strategy instruction,

in any for m, on the development of | ear
showed that learners remained in the same proigidrland with the absence of

strategy instruction. Second, thistudy demonstrates the individual nature of
strategy use and development, which is an argument against strategy training
programs which focus merely on one or two strategies at a Emally, the two
studiessuggestthe significance of reflection in helping learners gain a sense of

being in control of their learning.

Metacognitive knowledgeGoh (2003 says,is one type of knowledgethat is

necessary to achieve listening expertidgdowever, one limitation of the
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metacognitive approach is that it tends to focus rather exclusively on the use of
strategies and does not go further to help learners with other forms of learning to
listen, either inside or outside the classroof@oh, 2008. Another limitation that
emerges from the results of studies reviewed above is that it iskidles listeners

who benefit more from metacognitive instruction. Hence, Gr®ss (2011
concluded, this form of instruction may not be equally helpful to all learners in a
language classroom. Thisupports my argument that to achieve L2 listening
expertise, metacognitive instruction alone is not sufficieks. | mentioned
previously, and as the definition of expertise illustrates, deliberate practice is what
distinguishes experts from novice peef$e element ofextended practigein
general, let alone deliberate practice, is mainly what is missing from the studies
reviewed above. Hence, my study differs essentially in the integration of deliberate
practice in L2 listening lessonBeliberate practie will be defined in the next part

of the review.

2.5.3 The Deliberate Practice Approach

I n the past, scientists wused to explai:
novi ce t o i nt er me (&icssone 2006 . 688dThe erwgp e r t 0
appr@riate approach, however, to determine how individuals excel in a field is by
studying those who have achieved mastery levels in their geemsson, 2002

When investigating masters in a variety of fields, Ericsson found that these masters
emphasized the role of concentration, motivation and willingness to exert the effort

in order to improve their performance (ibid). Consequengicsson and his
colleagues spelled out a theory which defines what is involved in effective practice

that leads to expertis€Eysenck and Keane, 2010 | n Ericssonds
approach to expertise, deliberate practice is considered the main requirement for the
attainment of expert performance (ibid). ReseamVidence points to the
significance of deliberate practice as opposed to-dediberate practice for
achievement of high levels of expertise (ibid). In fact, research indicatef tndt |
experiences are not equally helpful and there are qualitative diffsebetween

actvi ti es | oosely ried ermeidr t@bialsi téyprtac tii n
(Plant et al., 2005, p. 98Many studies conducted in the fields of sports, music and

chess have found Aa consi stent rel ation
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and amount of d (Ericssdnge 2082t p. 28 Thea metessityeod
engaging in specific, domanelated activities to achieve expertise is, hence, nhow
well-established (ibid)

Ericsson et al. (1993proposed a theoretical framework that explains expert
performance as the end result of being engaged in extended deliberate prhetice.

aim of deliberate practice, in general, is to heippriove some aspects of
performance effectively, on the path to achieve expert performamoeder to gain

further insight into expert performancEricsson et al. (1993asked a group of
musicians to keep retar diaries about their current patterns of practice. The aim
was to evaluate the length of time as well as regularity of the various types of
activities these musicians engaged in, particularly ones that represent deliberate
practice. They also conducteal study that compared a group of young expert
pianists with another group of amateur pianists. Based on the data gathered, the
researchers found large differences between the two groups in regards to the
histories of deliberate practice. The diary dateeaded that the current amount of
practice was 10 times more for the experts than their amateur peers. They also found
that steady improvement of performance occurred when the individuals had the
motivation to improve performance, were provided with wieflned tasks and
subsequently given feedback on their performance and had opportunities for
repeated performance. These practice activities were limited in time and evenly
distributed across the whole week.De | i b er at a phrasecaicet ibyc e 0
Ericsson et al. (1993isthusd ef i ned as fAactivities that
to i mprove the curr @867). Theecegngd notom of tharr f o r n
framework 1s that A e ut pfean éxtenuled process wiskillc e |
acquisition mediated by large, but not excessive daily amounts of deliberate
practiceo (ibid: 389).

Ericsson (2006psays thatvhenindividuals areengagedn deliberate practicaghey

Aconcentrate on acd their edrrent abilitigeiwhiah diffecs g o b
greatly from the effects of mere experienge 7 0 1) . AThe requir
concentration, 0 Ericsson argues, Nsets

routine performance and ) (clicasgnfet &l. (1898gagen
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further explain that the state of diffused attention, such as when being in a state of
Afl owo while i mmersed in an enjoyabl e a

attention requed by deliberate practice to maximize feedback and information

about corrective actiono (p.368). Unl i k
highly structured activity, the explici
(ibid: 368). In line withbhe ment al demands of | earning,
in |l imited periods (Eritsson, 002 p.s38 Experosnic e nt r ¢

various fields reported that their ability to maintain the concentration required for

deliberate practice was basically what limited their hours of practice (ibid).

The basic assumption behind the framework proghdseEricsson et al. (1993is

that Athe amount of time an individual

monotonically related to that individual
Ericssonetal. (199 x pl ai n t hat engagement in del
activityo, which can take place only f ol

Afexhaustiono, and heontdev,atiitn gBemg(epyaged3 6i8n h
in deliberate practice generates no financial rewards, but rather requires costs to
cover for access to teachers and training facilities (iditBnce the most cited
condition for opti mal |l earning and i mp
subjectso motivati on t o attend t o t he
per f or niadn 8@.0Monftoring performance and assessing improvement
seems critical to sustain motivation. That is why the presence of a tutor is a
requirement to set tasks, provide guidance and give adequate feedback to the learner.

In deliberate practiceBransford et al. (2000s t at e, fla student wo
(human or computer based) to rehearse appropriate practices that enhance
per f or manc edcssqnpet al. 116 x pl ai n t hat Al n t|
adequate feedback, ifient learning is impossible and improvement only minimal

even for highly motivated subjectso (p. G

For activities to fall within the domain of deliberate practice, they are supposed to
have RAdafined tasklwith an appropriate level of difficuftyr the particular
individual, informative feedback, and opportunities for repetition and corrections of

e r r ¢ericsson, 1996, p. 21Studies indicate that effective duration of deliberate
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practice is estimated at around one hour per day. Yet, when an individual embarks
on deliberate practice in@ertain domain, the amount of initial duration of weekly
practice is rather limited10-20 minutes per session, especially in the case of
children (ibid: 371)The amount of time spent on tasks is significant, not only at the
highest levels of performancéut also on the way to mastering school subjects
(Anderson, 2010 A study conducted by mderson and his colleagues which
investigated the reasons behind Asian s
out that they spent twice the amount of time on practising maths (ibid). There is
surely some role played by talent in expert performance,irydine with the
del i berate practice approach, HAevidence
10% i nspir at Basedaon tleilitbratude revidvdaBoye.| summarized

the essential elements forlitberate practice in Figure 2.2

Motivation

Concentration

Feedback

Deliberate
Practice

Figure 2.2 Elements of Deliberate Practice (Source: Origingl

In light of the skill acquisition theoryEricsson (2006p explains why most

individuals would develop their performance within months and reach an
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automatizd stage whereas experts would continue to improve their performance for
years and decades. When individuals first engage in learning a certain skill, he says,
they have to concentrate on what they are doing in order to reduce the errnbiigate

refers tothe cognitive stage. Then, by gaining more experience, these individuals
perform at acceptable levels without having to concentrate as hard as they had to in

the first stage and their performance appears smoother and mistakes become
increasingly rarethe associative stage. After some time of experience and training,

the behaviour of these individuals gradually becomes automated, as they lose the
conscious control they started with, and hence the ability to make particular
intentional changes is also lo8then a skill reaches an automated stage, Ericsson
says, Aperformance reaches a stable pl
observedo (p. 687) . On the contrary, the
as a function of more experience that is goirwith deliberate practice. Therefore,

At he chall enge for aspiring expert perf
associated with automaticity and to acquire cognitive skills to support their

continued | earning and i mprovemento (i bi

Expert
Performance

Arrested
l':lrt'uln::-l:mu-.rll

Performance

EATLIC T

Evervday
Skills

o

Experience

Figure 2.3 Improvement in Expert Performance vs. Everyday Skills /adapted
from (Ericsson, 2006k

Figure 2.3 above clarifies that for experts to be able to continue improving their
level of performancethey should remain within the cognitive amdsodative
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stages. For that to happen, they should seek out training opportunities that are above
their current level of performance. ThiEricsson (2006b explains, helps them
Afcounteract automaticity by developing i
to attainhi gher |l evel s of control opfincipalh e i r
challenge on the road to expertise is inducing changes that are stable and specific,

allowing for performance to be gradually improved (ibid).

Reality indicates that expertise relteot just to the amount of knowledge experts

have, but also to the way they organize that knowledge and the ability to search
efficiently through their knowledge and ski{lanVelzen,201g I n f act , @AtfF
of metacognitive control can be seen perhaps nowhere bedterirt the skill of

e x p e(Kdlag@ 1995, p. 21 Hence, metacognition has been showddweelop

as expertise increas€Shreve, 2006 By dewloping metacognitive knowledge,
students are expected to be in control of their own learning, since this knowledge
provides learners with a tool that helps thanalysenew information, evaluate key
aspects, and search for ways to improve (ibid). Thezefoetacognitive knowledge

i s regarded as fa gener al t ool t hat <can
366). Metacognitive training helps students understand the cognitive processes that
are necessary during school learning and how these procemsesupport the
development of expertigganVelzen, 201 Deliberate practice also involves self
reflection after the completion of practice; sedflection being a key characteristic

of metacognitior(Baron and Henry, 20)0Hence, deliberate practice is believed t
fienhance[skognitive resources with respect etacognition ibi¢l: 56, italics in

original). These illustrations seem to indicate that the two entitieaetacognition

and expertisgo handin-hand, with one increasing as the other develops.

The first phase irthe framework proposed byEricsson et al. (1993bvegins with
introducing the individual to activities in the field and ends with the start of
instruction and deliberate practicCehe second phasmmprisesa lengthy period of
preparation and ends with Athe i nh&i vidu
domain on a fulk i me (p.a369). sTlke final phase continues with ftithe
commitment for improving performance and ends with either makipgpfessional

career in that domain or terminatiddowever,Ericsson et al. (1993dentify three
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constraints inherent in the attainment of exceptional performance: resource, effort
and motivational constraisit In regards to the resource constraint, time, energy and
access to a tutor and training facilities are all resource requirements that are essential
for deliberate practice. Further, being engaged in deliberate practice is not inherently
motivating, yet notivation is critical to achieve improvements in performance. This

poses a motivation constraint on learners. The effort constraint has to do with
del i berate practice being fAdan effortful
limited time each day durin ext ended periods without I
369) . The effort constraint can be addr

of practice that allow for adaptation tc

Eysenck and Keane (20lention some of the limitations of the deliberate practice
approach which | see important to state before moving on to the research
methodology chapter. Among the limitations is that some evidence indicates that
practice is not the only significant factor for the development of expertise. Another
limitation is the notiorthat the role of innate ability in the development of expertise

is insignificant, which is unconvincing, they say. Further, a methodological
limitation relates to the amount of deliberate practice required. Also, the deliberate
practice theory has not fyltackled the issue of motivational factors. It may hold
true, however that people with high innate ability are the ones willing to dedicate
long hours of deliberate practice. Deliberate practice is essential to the development
of expertise, yet is seldo sufficient (p.497). Therefore | attempted to integrate both
metacognitive instruction and deliberate practice to gain benefits and overcome
weaknesses in each of the two approaches.

The principles established by research on expert performance andadelitractice

are applicable to a wide range of fields, including music, chess, sports and medicine.
Hence, there is empirical evidence to suggest that they may also be applicable to
SLA. Del i ber at e practice i s assumedo to f
(Anderson, 2005, p. 303The cognitive load igather high in the case of L2

listening, hence, applying deliberate pracikexpected to lead to a positive effect

on L2 | earnersd | istening |l evel. I n del
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are motivated t o | e,avhichjsamortconjpanent misgimgr f or r

in the comprehension approach

2.6 Rationale of the Study Based on the Literature

Based on the literature reviewed, | argue that to achieve L2 listening expertise, the
three approaches mentioned above should be integrated in arstdriinig course.

The comprehension approach is necessary to provide structure to L2 listening
instruction by following the three stages of prehile, and poslistening. It also
provides learners with practice in listening to the target language. In térir®
listening, Graham (2006ps t at e s, Aipr act iddress thenissue thate | f
learners need to feel a sense of control over their listening, that improvement is
possibleo (p.178). With its focus on th
not provide learners with guidance on how to deal with the L2 lisgemput.

Hence, the metacognitive approach is necessary for a number of reasons. One is that
having a high degree of natognitive knowledges believed to have a positive
impact on motivation and setbnfidence(Goh, 2003. Further, research carried out

over the past two decades has come to show that the use of metacognitive strategies
is what distinguishes the good language leaf@aham, 2006a Metacognitive
knowledge, according t&oh (2009, is essential to the development of listening
expertise in two ways: one is that it helps in the ways learners approach the listening
task, and second is that it can help decrease anxiety which is brought about by L2

listening andgonsequentlyincrease motivgon and confidence

L2 listening expertise,according to Goh (2009, is achieved through the
accumulation of systemic knowledge, the development of metédn@gknowledg

and strategy applicatioryet one major limitation that emerges from the results of
studies reviewed abovedeSection2.5.2.2.)is that it is lesskilled listeners who
benefit more from metacognitive instruction. Therefore, this foringifuction may

not be equally helpful to all learners in a language classr@noss, 2011 As
previously stated, this provides support to my argument that to achieve L2 listening
expertise, metacognitive instruction is not sufficient. Deliberate practice, although a

major element on the path to expertise, has beenooked by Goh in her
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discussion on L2 listening expertise. Hendéewould arguethat L2 listening
expertise is achieved, not only via the elements mentioned by Goh above, but also
through the applation of deliberate practiceMany researchersbelieve that
reaching high levels inrg field is, by andarge, the outcome of deliberate practice
(Baron and Henry, 201&ricsson, 2006p To spend the required time on deliberate
practice and to exert the mental effort to achieve improvements, one must be highly
motivated(Kellogg, 1995.

Recently, researchers seem to generally accept that a relationship between
metacognition and developing expertise does in fact éxstVelzen, 201R This
indicates that botldeliberate practicand metacognitive knowledge are significant

to the development of expertise. By integrating the two elementd.ihtstening
instruction, I aimed to challenge thecurrent comprehensioapproachin which
learners listen to the tape and give answers to qusstvithout learning how to go
aboutthe listeninginput Metacognitive instruction provides the L2 listeners with
guidance on planning, monitoring and evaluation. It also helps the learners be in
control of their learning, and hence increase motivatiom aonfidence.
Metacognitive instructiorconsequently leads students to have more control over
their l earning and will b &oh,A1998r e4d/ capab
Deliberate practice, on the other hand, motivates learoeraove beyond their

current level of performance, by exerting the required mental effort.

Developing L2 listening expertise paves the way to language development in
general, as-ield (2008ae x pl ai ns @Al i stening competenc
|l earner motivati ono (lipteniddexpertise@oh 008 ev el o
argues fAi s a gr a7/m@uTds, thpsrstadgras slesigned tgconsist wio

phases in order to achieve an element of gradual movement. The firstwdsase
concerned with metacognitivenstruction whereas the secorahe dealtwith

deliberate practice in EFL listeningattempted to integrate these two phases into

the listening sessions of EFL learners and, hence, investigate the impact of each
phase on the participantsd met t&clThegeni t i v .
is, Goh (200%s a y s, fa modest but growing body
of I i st eni(p{) Howepee, rmost sfethe studies to date have been



53

descriptive in natureii t h dogument characteristics of listening expertise of

|l earners from different | e ae prasentgtud@g nd C
differs from previous ones in the field in that it aimedfinding a way to develop

listening expertise, rather than deksmg what distinguishes L2 expert listeners

from their novice peers.

Deliberate practice is a learregntred approach, since it is in the hands of the
learners themselves to aim at improving their current level of performance and exert

the required efirt, motivation and concentration. The diligence, concentration and

effort required for deliberate practice yields many significant cognitive bergfies.

teacher under this approach acts merely as a coach, providing suitable tasks,
monitoring performancegiving feedback and allowing for repeated performance.

To my knowledge, the application of deliberate practice in EFL listening sessions is

the first of its kind.To concludeOrtega (200Pst at es t hat del i ber ¢
concept that is very much relevant to Lz
(p. 108). This studyook the initiative to explore thempact of deliberate practice on

L2 listening, which is at the core of second language acquisition.

2.7 Aims and Research Questions

| adopted the basic principles of deliberate practice suggested in the literature and
aimed at investigatingthether being engad in this kind of practice has an impact

on the participant s & Futhetmork,ithsststedy aimegl ata b i |
investigating t he I mpact of del i berate
metacognitive knowledge. The study, as explainddrier detail in Chapter 3, was
designedn two phases: a metacognitive instruction phase and a deliberate practice
phase. The aim of phase one wa®-fold. One was to investigate the effect
metacognitive instructiorh a s on the par thilitg aspwel bss 6 | i
metacognitive knowledge. Secondwias planned to senas a lead in to the second

phase of the studyAs explained in the literature review on deliberate practice, the

most cited condition for mpr ov e me nt i smotivdtiento practise Asc i p an i

the literature reviewed above indicated, metacognitive instruction has shown to have
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a positive influence on studentsd motiywv

place before the deliberate practice.one

Thestudy aimed aspecificdly answering the following research questions:
1. What impact did the metacognitivestructionphase have on the experimental
groupbés |l evel of
a. Metacognitive knowledge
b. EFL listening ability?

2. What impact did the deliberate practice phase have on themerit al gr o uf
level of:

a. Metacognitive knowledge
b. EFL listening ability?

3. How did the participants in the experimental group develop over the course of
the study compared to students in ¢benparisorgroup in terms of:

a. Metacognitive knowledge
b. EFL listeningability?

4. Is there a relationship betwetre metacognitive knowledge arieFL listening
ability of the participant3

The approach to L2 listening instruction | propose in this study is definitely not the
solution for all language learners, especially onbe lack the required motivation.

Yet, it seems promising for second/foreign language major students, similar to the
sample in this study, and to students doing a language course who are expected to be
motivated to undertake the pains of deliberate gractThe term listening used in

this study refers to orway listening, as it is the norm in most listening instruction
classegVandergrift and Goh, 20)2Also, the terms L2 and EFL listening are used

interchangeably.

2.8 Summary

In this chapter, | reviewed the literature relevant to my study. The reviewtel|
four sections: one on listening comprehension in general, the following on theories
of listening processes, and then a section on theories about learning to listen. The

final part of the review presented the term L2 listening expertise and dis¢hssed
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three approaches which | argued should be kept part of L2 listening instruction
classes. The aim of this chapter was to situate my study within the current research
on L2 listening. | concluded the chapter with the rationale of the study based on the
literature review, followed by aims and research questions. In the following chapter,

| present the research methodology for my research.
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Chapter 3 Research Methodology

3.1 Introduction

In the previous chapter, | presented a review of relevant literature and situated m
study within the current research on L2 listening. The previous chapter ended with
the rationale of the study as well as the research questions the study aims to answer.
This study, as stated previously, suggests a new way of developing the listening
proficiency of L2 students by incorporating both metacognitive instruction and
deliberate practice into listening lessofke main aim of the study was to explore
the impact of both metacognitiveastruction and deliberate practice on the
parti ci pstening lével Erfd Lmetdcognitive knowleddée study aimed
specificallyat answering the following research questions:
1. What impact did the metacognitivestructionphase have on the experimental
groupdés |l evel of
a. Metacognitive knowledge
b. EFL listening &ility?

2. What impact did the deliberate practic
level of:

a. Metacognitive knowledge
b. EFL listening ability?

3. How did the participants in the experimental group develop over the course of
the study compared to studentghe comparisorgroup in terms of:

a. Metacognitive knowledge
b. EFL listening ability?

4. s there a relationship betwethre metacognitive knowledge arkFL listening
ability of the participant3

The present chapter, however, gives a detailed account of tlaecresesign of this
study. | started with a recap of the research aims and questions above. In the
following sections, | discuss the major elements of the research methodology,
including the research paradigm, ethical considerations, research diesgample,

data collection instruments afidally data generatioprocedures
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Two rather discouraging realities regarding L2 listening research are worthy of

notice at the start of this chapter. On
listeningin@ pl i ed | inguistics is |imited, 0 an
the area of L 2 I(Vasdergrift,i2010@, p1®G it is, Vandergeftma i n o
says, Athe | east understood and the mos

basic language skills (ibid). L2 listening is in fact a complex, yet uressarched

skill (Graham, 2008 The difficulty of researching listening, given its ephemeral
nature, is a major reasonrfthis lack of research intere@lowerdew and Miller,

2010. Further, asynch (2002 e x p | a it the least ibfrthe problems facing the

|l i stening researcher i's the fact t hat
researching a construct as complex and implicit as listening is promising to be full of
uncertainties. Conducting effective researclo in2 listening is in itself a complex

issue (Lynch, 2009. Yet, research in this area is an attempt to resolve such

uncertaintiesand to find answers to questions that remain.

The complexity underlying the process of listening comprehensiaisswell-
established in the I|iterature, and has |
skill t o | ear nlLymch, 2006, i 89 Af a eomseqaekdd, lis lthe 0

task of teachers and researcladiise to find out ways to help LEarners overcome

these difficulties.My study, therefore attempted to investigate the effects of a

proposed method for developing leari@dr2 listening abilities.

To my knowledge, no research to date has attempted to investigate the impact
deliberatepr acti ce has on EFL |l earnerso |iste
was of an exploratory nature; it attempted to explore whether deliberate practice
hel ps in improving the participants®é | i ¢
to investigate the impact of metacognitive instruction on both metacognitive
knowledge and listening ability of tertiary level Saudi students. This has been
previously investigated in other research contexts, but, as far as | am aware, for the

first time in a Saudi@ntext.
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3.2 Research Paradigm

One of the problems that confront researchers in the field of language learning is
that the efforts learnersaketo learn and use a language are mainly unseen, taking
place in the learners' mingslunan, 1992 The difficulty of investigating listening

and the complexity of this construct is weftablished, calling for a mix of methods

to deal with these major issues. In fact, many researchers argue that mixing methods
is indispensable in classroom research, due to its highly complex i(@tireyei,

2000. A mi xed met hods approach helps, to
boneso (i bid: 45) . The bones in the <cas
from the quantitative phase of the study, wherbe flesh is data resulting from the
gualitative part of it. Based on the aforementioned reasons, along with the type of
data required to answer the research questiopsstudyfollowed a mixed methods

design.

The term mixeemethods research is used refer to the combination of both
gualitative and quantitative methods within one single s{itynyei, 2007. It is

defined as a type of research that combines the elements of qualitative and
guantitative approaches in a single stydghnson et al., 2007 , p. )23Jixed
methods research is considered as the third meggarch paradigm whidhelps

bridge the division between qualitative and quantitative approgdeésison and
Christensen, 20Q4ohnson et al., 2007 The main philosophy that supports mixed
methods research is pragmatism (ibid), which suggests that the most useful approach
toany i nvesti gawhatovorkeitosanswar the eeseth yquediions
(Cohen et al., 2031 In other words, the bottwl i ne i s t hat Ar eseas
should be mixed in ways that offer the best opportunities for answering important

resear ch (Jghosersahd Christengen, 2004, p. Mixed methods research

is in fact Afan attempt t o cheeg ig iartswenmgt e t
research questions, rather than restricit
17).

The fundamental principle behind mixed methods resedotimson and Christensen

(2009 say, is that multiple datasets are collected through the use of different
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strateges, methods and approaches in a certain way that the combination would
result i n Acompl e meorvtearlyappti mgn guehask n@ s & €
many instances, the goal of mixed research is expanding understanding, rather than
searching for corrobation (ibid). For a study to be regarded a mixadthod
design Athe findings must be miJehasbn or i
and Gristensen (2004compare the act of mixing methods in research to the use of
Aseveral flawed fishing netsodo together ¢
net which functions well in spite of the problems existing in each net individually
(p.162).This analogy entails that the use of more than one instrument to collect data

for a single study helps overcome the shortcomings present in each single method.
However, even though mixing methods is
high-quality res e ar ¢ h 0, it has to be done skildf
complement the strengths of one another and that their weaknesses do not overlap
(ibid).

Researchers justify the use of various |
alone cannotprodie a d e g u a(Mackeyg angspss, 2G0% p. 181Evidence,

Johnson and Christensen (2D&4a vy , i's Aoften greater whe
mi xing strategyo (p. -mMeth@3 apprdachristhblgu in  u s i
understanding complex construct s, such |
scopeof the investigation and enrich the
(Dérnyei, D07, p. 185 A mixedmethods approach also leads to a rvaltel
analysis (ibid). D°rnyei justifies this
meaning to numbers and numbers can be U
hence the methods cotement one another. Once the findings support and confirm

one another, the validity of the research results is improved (fBiadlly, studies

that are based on mixedmaentehdhaodasst adi eoP,p
likely to appeal to a larger awmhce, including second language teachers, who are

not researchers themselves but could still benefit from the qualitative side of the
study (ibid).

The design of this study wasQUAN + qual, mixeemethod ongthe quantitative

data was given mordominance andthe two were conducted concurrently, rather
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than sequentially. This design is useful for embedding a qualitative element within a
primarily quantitative studyDornyei, 2007. In my study, the qualitative data was

used touncover themetacognitive knowledge of participarits the experimental

groupin more detail an@valuatethe interventiorfrom their viewpoint Quantitative

data was given more dominance because it was used to track the development of the
experimental group, and to compare the results of the two groups. In a concurrent
design the quantitative and qualitative methods are used separately and ite& paral
way, one method does not influence the operationalization of the other, and the
results are integrated in the interpretation stage (idide major purpose of the
concurrent design is broadening the research perspective and consequently reaching
a more general picture of the issue investigated or finding out how vdéinousys

support or complement each other (ibidjollected quantitative and qualitative data

sets concurrently and analysed them separately. Then | mixed the two databases
during the interpretation stage.o concl ude, resear aguster s i
as i mplicit aV¥andergrdt{2619 sugggsts, asemput to lusdk a mixed

met hods approach to gather [piesentmy the gent
research design, | establish the ethical considerations | took into account when

designing the study. This is the focus of the next section.

3.3 Ethical Considerations

Ethical issues arise from all forms of research, whether it is qualitatixatitative

or mixed methods due to the fact that research dealing with human participants is an
intrusion into their livegCohen et al., 201Punch, 2008 The initial step | took to
ensure following ethical standards was obtaining ethicaloapprto conduct my
research from th&REA Faculty Research Ethics Comregtat the University of
Leeds(seeAppendixB). As part of the process of applying for ethical approval, the
significance of a number of ethical issues, in particular, became appaneret |

discuss these issues below.
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3.3.1 Access and Acceptance

Access and acceptanoee ans faccess to the institut
research is to be conductezhd acceptance by those whose permission one needs
bef ore embar k (Cohgn eb a., 2011,ep. BlAaceds tssues usually
involve different levels of approval, the first stage of which is gaining official
permission to conduct the research on the target site. Being a member of staff at
COLT, | considered this as the target site due to the likelihood wingaaccess and
acceptance easily. | wrote a formal letter to my sponsor§dhdi Cultural Bureau

in the UK explaining the purpose of the study, along with details on the nature, data
collection methodsthe possible benefits of this reseaashwell & the number of
sessions and procedures followed in each. | also had to attach a letter from my
supervisors which stated that they approved the study and outlined the aims of the
research. My sponsors contacted KSU on my behalf, who gave me the official

permission to conduct the study at COLT (see Appendix C for letter).

On a lower level, | contacted the Listening 4 course teacher, via one of my
colleagues on site, who agreed to cooperate in recruiting participants for the study.
Cohen et al. (20)1st at e fachieving goodwilll and
i mportant where the proposed research ex
was the case in my study. Hence, | had to ensure the cooperation of the course
teacher in the first place. Being a member of staff at COLT facilitated access and
accepance issues. Howevdrentered the field as an overt researchad this was

made clear to students in the recruitment and informed consent letters. Although |
was a member of staff at COLT, the participants did not know me previously as |

have been awagoingmy graduate studies as a ftithe student in the UK.

3.3.2 Informed Consent

Informed consent is regarded as the most fundamental ethical principle involved
(Burns, 200, t he basic principle behind it be
selfd et e r mi(@obhen etaln, @011, p. Y.7Seltdetermination entails that the
participants are the ones who have the right to decide forstiees whether to be

involved in the research or not, by weighing up the benefits and potential risks
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(ibid). According toCohen et al. (20)1the concept of informed consent involves

four main elements: competence, voluntarism, full information, and comprehension

(p. 78). Competence means that induals who are responsible and mature will be

able to take the right decisions based on receiving relevant information about the
research. Voluntarism entails that participants are given the right to freely choose
whether to be involved in the research ast.nFull information means that
participants are fully informed about the consequences of taking part in the research.
Finally, comprehension entails that the participants understand the nature of the
research fully, including potential risks. The presentdhese four elements, in
particul ar, ensures t hat t he Asubject s,

considerationo (ibid).

The participants | approached were all mature and responsible enough to decide for
themselves whether to be involved in ttesearch or not. The informed consent
letter 1 gave them to sign before commencing the study contained full information,
including the length of the study and made clear that the sessions would be taking
place in their free time during university hours.eTlktter explained the nature and
purpose of the study and the consequences of taking part in it. They were also
provided with my contact details for further inquiries. The participants were
reassured of anonymity, confidentiality, right to withdraw at pawt in the study

and that the data will be only used for research purpasss Appendix D for
informed consent letter). Thaformed consent letter was translated into the
participantsd native | arMpckayqmred Gass, 2002 dvi s ¢
and purposefully avoided jargon to make it as evident ssilgle to the participants

and, hence, ensure comprehension. | also debriefed the students in the first session |
met with them. Participants were also informed of their right to inquire about their
grades on the TOEFL tests by the end of the study.

Infoomed consent Iimplies fAvoluntary agr eeme
the potential subject has enough information and understands enough to make an

i nf or med (Mhekeyiarsdi Gass, 2005, p.)28®ne problem with voluntary
participation, however, is that it leads to mamdm samples(Burns, 200).

Nevertheless, voluntary participation was an advantage in my study since taking par
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in the listening sessions required commitment on behalf of the students. Further, the
most cited condition for deliberate practice, as mentioned previously, is motivation,
which is likely to happen when students volunteer to be involméokrmed consent
ensures, alongside voluntary participat
as well as their privacy, and not being deceived about the nature of th¢Ralidy

and Rossman, 2009

3.3.3 Right to Privacy: Aionymity& Confidentiality

Anonymity means that participants remain unidentjfie@imelesgBerg, 2007. In
essence, anonymity entails that Ai nform
way reveal (Cohen et al.j 20ELnd. RIUNgt dusing the names of
participantsor any other personal identification means are fhacipal way to

ensure anonymity (ibid). In my case, the data was analysed anonymously. | used
numbers to identify test and questionnaire results, rather than names, which gives no
indication of the studdgs. The use of numbers guarantees privacy to the participant,
regardless of the sensitivity of the information provided (ibid). As for the qualitative

data, | used pseudonyms to ensure anonymity.

Anot her way to protect tihee wiaaticheampt s
conf i de(@dheéneet al.,t2914, p. 82 Conf i denti al ity mear
information from a participant in any way that might identify that individual or that

mi ght enabl e the individual to be trace
researches can identify the individuals who provided the information, they avoid
discussing this with others and do not make the information public. The researchers

are expected to make this position clear to the participants at the data collection
stage. There isome overlap between anonymity and confidentiality, particularly in

the means to ensure each. For example, deleting names or any other means of

identification can be applied to ensure both confidentiality and anonymity.
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3.4 Research Design

| followed in this study a quasxperimental, prest postest, norequivalent

group design. This is considered as one of the most commonly used quasi
experimental designs in educational reseaiCbhen et al.,, 2031 It was not
possible to randomly assign participants to control and treatment groups mainly
because of ethicadsues, since, as mentioned above, participation in the intervention
had to be done on a voluntary basis. As a result, the study is not a true experiment.
However, random assignment of students by researchers is seldom, if ever, possible
in most educatiorlasettings (Dornyei, 2007. Although there was no random
assignment, the two groups were comparable in many respectentStud both
groups were from the same cohort, shared the same L1, were all females and of
similar ages. Statistical measures were also used to ensure that, prior to the
intervention, the two groups were at similar levels in terms of listening ability and
metacognitive knowledges¢e Sectiort.2). Hence, even though it was not a true
experiment, the study had the features of a typical guxgmriment, in that | tried to

make the two groups as comparable as possible.

DevelopingL2 listening expertiseas mentioned previouslyis reached gradually

(see Sectiorz.5). Due to the limited scope of this studygwever,| wasnot able to

fully adopt the framework put forward tgricsson et al. (1993see &ction2.53). |

was still ableto follow some of the phases suggested which tehrhieve the aim

of I mproving the participant-saBingbpkate | i st
introduced in my study play the role of instruction and activities in the domain.

This was hypothesized tequip the participants with the motivation required for
commitment to deliberate practice. Another area of divergéoce the deliberate

practice theoretical frameworas the amount of time dedicated to deliberate
practice. The Q-yearspanof engaging in deliberate practice wolleimpossible to

achieve in a studwimilar to mine, with limited time and resourcddowever,
engaging student swiashoped tadpatitherb @ rtha tight tratkt@a c t 1 «
excellence in perfornmce.Segalowitz (200Bstates that even short periods of time

spent on wetbrganized practice can in fact lead to improvements in an L2 skill.



65

Thus, thisstudywas designed to consist tf/o phases to achieve an element of
gradual movement. The first phasas concerned with metacognitiviastruction
whereas the second omas ondeliberate practice in EFL listeningrior to the start
of the sessions, thEOEFL test and MALQ were administered as-f@sts to both
comparisorand experimental group¥he experimental group then took part in the
two phases of the intervention; themparisongroup, on the other hand, were not
involved in any of the sessiomser and above the normal Listening 4 clasges
was the case foBoh and Taib (2006 due to administrative constraints, effects of

normal classroom instruction could not be eliminated.

The comparison group have exactly the same material inLtiségning 4 classeas

the experimentagroup. No data were collectedbout their listening experiences
outside the classroom but based on my experience as a teacher in this context and
informal discussions with both teachers and the students, it appears that their out of

the class listening paltel that of the experimental group as described in Figure 4.1.

The fact that the experimental group received additional listening experiences was

not an ideal feature of the research design. However, theisssamparabldo other

studies. Forexample Goh and Tai b0 snistdrvendion involzisg b as e
one group of learners but without a comparison group. Additionally, there is a
theoretical issue related to the importance of motivation in deliberate prdatice.
deliberate practice, the expeental group have to be well motivated and it would

be ethically problematito deny the opportunities of DP to all studentowanted

the extra practiceSo it is often difficult to avoid the experimental group in

deliberate practice research receivingre attention than the comparison group.

3.4.1 Phase One

| based the design of phase one, the metacognitive instruction phasenemfthe
studies reviewed ifection 2.5.2.2Phase on&ok place over a periodf three one
hour session®details of each ofhese sessions are given in SectionZ3 Aowever,
| will shed light in this part on the purpose of this phdd$e use of the MALQ@s a

pretest serveds the first step in thmetacognitiveawarenessaising processsoh
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(2008st at es t hat @besiutens thdoMALQ qan adso beeisead ar c f
as a teaching tool for rai si ngp.206.ar ner
Although used in this study mainly as a research instrument to track development in
metacognitive knowledge, the effect the MALQ had on theigggants cannot be

overlooked. Further details on this phase are given under Secti@arl.3.7

The aim of phaseone wastwo-fold. One was to investigate the effecof
metacognitive instructiono n t he participants?©o l i ste
metacognitre knowledge. Second, Wwas expected t®erve as a leamh to the

secand phase of the studyhe deliberate practice phase. Metacognitive instruction

has a motivational consequence i n t hat
empoweredo be successfulnal thereby invest effort in relevant and challenging

t a s Paris and Winograd, 1990, p. 43, italics in origin&ls explained in the

literature review on deliberate practice, the most cited condition for improvement is

t he parti ci p grattigeIhesametacagaitive poosses;taocording to

Goh (2009, Anot only raise | earnerso6 awaren

much needed scaffolding whil e Ipel®@).ner

2]

That is why this phaseasplamed to prepare the participarits the second phase.

According to results of other studies in the field, | expectad phase to have a

(@}

positive i mpact on t he par t Developiggnt s
metacognitive knowledgeonsequently leads students to have more control over
their learning and willbé& mor e |l ea p & b r e(Gah) 1898,ip.Mg By the t
end of this phase, both the TOEFL listening test and the M@ administered
for the second time to evaluate any imp#us phase had n t he parti ci

listening dility and their metacognitive knowledge respectively.

3.4.2 Phaselwo

Having a high degree of nastognitive knowledge, which igrucial for the
development ofL2 listening expertiseis believed to have a positive impact on
motivation and seftonfidence(Goh, 200%. Johnson (2005suggests a common
instructional paradigm for developing expertise. According to him, to develop

expertise one has to idéy two comparable groups of relative novices. One group,



67

which is the experimental group, is trained using a chosen method to be
investigated, while the second group acts as a control. After some time, the two
groups are tested to determine whether #peemental group has gained from the
training or not. Howevera lot of work remains to be done to decide whether and
how expertise can actually be taught (ibithe application of deliberate practice in

an L2 listening class, though it is crucial tadising development, may not be very
apparent to the outside observer because many of the procedures in class are the
same as they would be in a conventional listening class. The difference largely

relates to the | istenersoé internal psyctl

As an attempt in this regard, | based the training in this phase on the elements of
deliberate practice identified in the literatu(eee Figure 2.2.)In phase two,
participantslistered to the text firstand took notes They listened again and then
were asked to give a summary of the text. If the text was a conversation or a short
discussion, then they had to complete the task rather than write a summary. By the
end of each task, however, they had to write in their guided listening diaries. Table
3.1. elow illustrates the elements of deliberate practice and how | attempted to

achieve them in the training sessions of phase two.
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DP Elements Applications

1. Concentration A Reinforcing the significance of concentrati
atthestart ofeachsession

2. Motivation A Voluntary participation itthe study

A Increase in metacognitive knowledge (due
1% phase)

A Reinforcing significancef motivationat the

start ofeachsession

3. Tutor | was present in all sessions
4. Task Tasks from published material
5. Feedback Diaries

Group discussions

Feedback on summaries

6. Repeated performance Listening to a text twicéor lectures)

> > D>y D>y D D>y D>

2-3 listening texts per session

Table 3.1 DP Elements &their Applications in the Context of Listening

More details of each of the two phases are giv&euntion 3.72.

3.5 Sample

The students who participated in this study were from the institution | work at, and

they all met thecriterion of being enrolled on a Listening 4 course. Hence, the
sampling procede was a convenience sampling one, which accordigotoyei

(20079, i s At he most c o mneosne ag ammpl ¢ pt. VB . i
sample is fione that is simply avail abl e
(Bryman, 2012, p. 201 One maj or exampl e of conven
audiences such as student s(Dornyei andhCsizér, e s e a |
2012, p. 8L Yet, convenience samples are seldom, if ever, completely based on
convenience, as theyre expected to meet a certain criteria besides being relatively

easy to access (ibidyhis form of sampling is apparently used in many other studies

in the field, e.g(Goh, 1998.



69

In my study, participants from both groups were enrolled on a Listeningrde;ou
hence they were from the same cohort. The number of students registered on the
Listening 4 course was 124, therefore thmple made up approximately%4of the
cohort. | purposefully askedor volunteers from students enrollet Listening4
course lkcausel expeced studentswho reached this course, which was the last
listening course on the prograng be at a better position in terms$ lstening
ability. As previously mentionedzoh (200% argues that L2 listening expertise is
developed through both systemic knowledg®a;luding phonology, semantics,
grammar, pragmatics and discourse, as well as metacognitive knowledge. The
principle belnd asking for volunteers from Levelokr was that they would be

better thanlower levels n terms of systemic knowledg&hat way the basic
grounds forL2 listeningpracticewould be established in order to reap trenéfits

of deliberate practice.

The students who took part in this study werefd®ale undegraduate students

from the English department &OLT at KSU in Riyadh. Participants shacethe

same L1Arabic. Thiswasan advantage for me as a researdimre | wasable to

makeuse ofit, especially in terms of translating the instrumefitse parttipants
werearound 1920 years old andith an average of yearslearning EnglishThere

were 21 students in the experimental group, initially, and 21 indb@parison

group. The use of small samples is not uncommon in the fieldGely.and Taib

(2006 10 studentsCross (201)1 20 studentsLiu and Goh (200619 students,

O'bryan and Hegelmeimer (2009 students, an@ross (2009 15 studentsThis is

also similar to studies reviewed Berne (200% in which researchers followed
procedures that obliged them to uBmwer than 25 participast (p.525). The
realizationnowi s t hat Al arge sample sizes are
research projectso, as there seems to b
of smallscale studies in fields like educati¢funch, 2009, p. 42However, even

with the small sample in this study, data analysis revealed that the results were
normally distributed, andhe sample presented more than 10% of the population,
which according t®ornyei and Csizér (20)2 i s fAt he magic sampl
82).
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In regards to how large the sample should Dérnyei (200f suggest s A i
experiment al procedures at | east 15 part
the target population is relatively homogendosing allfemale, Saudi students in

the English department at COLT, variationespected to be less and hence the
sample may be small¢Bryman, 2012 Random assignment was not possible, as
previously mentioned. Students who volunteered to take part in the intervention
sessions made up the experimental group. After gaining official permission to
conduct the study at COLT, I recruited for participation in the study through one of

my colleagueghere who approached Listening 4 students with a letter explaining

the study and the consequences of taking part in it. The lest®rwritten in the

st ude nArabi@ toLatoid any misunderstandings. The recruitment letter was

also doublechecked by mother colleague who was doing a PhD in the UK and was
competent in both English and Arabic. | had 26 volunteers initially, but since it had
been decided to meet in smal/| groups du
fit in the available free slot$ arranged with the volunteers to meet in small groups

during their free contact hours. The groups ranged frdid &udents, which was an
advantage especially for phase two of the study due to the emphasis deliberate

practice places on providing feedkao students.

3.6 Data Collection Instruments

Among the problems related to researchi
undertaking resear ch whteeh e talfFHbwerdewf amd mat i
Miller, 2010, p. 16{. As statedpreviously the complexities of learning to listen as

well as researching L2 listening necessitate usingiixed methods approach to
generatedata.As a matter of fact, this is in line with other studies in the field of L2
listening. For exampleLiu and Goh (206) used a questionnaire followed by
delayed reports to investigate the listening strategies used by their participants. Also,
Goh and Taib (2006used individual student reflections as well as listening test
scores to assess the impact of metacognitive instruction. In another Galdgnd

Hu (2013 collected data by usg MALQ and a listening test to understand the
relationship between metacognitive awareness and listening performance.

Vandergrift (2019 also condu@d a mixeemethods study to investigate the effects
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of a metacognitive approach to teaching L2 listening. The instruments they used
included a listening test as well as the MALQ. A study conducted on listening
strategy instruction bysraham and Macar(2008 also used thinlaloud protocols

and tests of listening proficiency to gather data.

Vandergrift et al. (2006state that the most common instruments used to elicit

| earnersd6 metacognitive knowledge about
guestionnairesThe main instrument$ usedin this study, howeverincluded a

listening test,questionnaire and guided listeningdiaries. The listening test and

MALQ questiomaire were used to track development of the experimental group

over the course of the intervention. The same instruments were used to compare
results of the experimental group against those ofdhngparisorgroup.The guided
listeningdiaries on the othehand,wereused in both phases of the studyuncover

the metacognitive knowledge of participants in the experimental gralpo used

an operended questionnaire with the experimental group at the end of each of the

two phases for specific purposebhe fact that listening is a complex, -bme

process entails that interviews would not have been a suitable instrument to uncover
the metacognitive knowledge of the participants. The use of interviews would have
also limited the number of participants aived, whereas diaries and questionnaires

were used with the whole sample. Thalkud protocols have also been used in

many studies in the field, e.@'Malley et al. (1989 Yet, the principle of stopping
isteners during a kacadet al. (200&ct uart sei, vsefi dporeasc
validity questionso (p. 167).

Questionnaires and diaries, on the other hand, are considered introspective methods
whi ch ARencour age |l earners t o communi c
perspectives about | aMagkeywyagdkGadsea0b, p.i2®lg e X [
They are,Vandergrift (2010 st at e s ,-o rilipernotceeds smet hodol ogi €
in providing Apotentially wuseful i nsi gh
i stening c¢ompr eResearsherd in dhe field .belietebtba) having
students reflect on the process of listening hétpsaise their awareness of this
processand understand the strategies involved in successful completion of L2

listening tasks(Vandergrift, 2002 Thus, it becomes evident that the use of
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guestionnaires and diaries in the two phases of this stodyin harmony and in

the same vein, raising the paresiBothpant s
guestionnaires and diaries, accordinghtwlerson (2008 ar e pedagogi ca
hel p devel op pmi5).arbecefpre,ithei goestonnafre and diaries
function as bdt research and learning tools at the same firhe.only way | could

measure achievement in listening ability, however, was via a listeningTtesst.

following part discusghe use of each of theweeinstrumentsn further details

3.6.1 Questionnaires

Questionnaires are said to have originated in the fields of philosophy and
psychology as an introspective method
Arefl ections on their o wn (Gass artd dVlackep,r o c e s
2007, p. 50. However Wagner (201pexplains that this type of survey research is a

very powerful tool that has also played an essential role in the field of applied
linguistics for a long time. Questionnaires have been used in theo&rgecond

|l anguage research to measure a wide var
and attitudes, which are not readdyailable from production datalata produced
completely by participants, without the help of researcher profdptznson and
Christensen, 200Mackey and Gass, 200%/agner, 201 Questionnaires can be

used to gain numerical data as well as qualitative insights depending on the way they

are formed. Hence, the use of questionnaires can cater for a wide variety of research

types(Gass and Mackey, 20p7

~

A questionnaireGass and Mackey (20p8 t at e, is a form of 3
whi ch i s dat a resul ting from dAprompt e
guestionnaire, every participant is expected to answer the same set of questions or
statemats. Hence, afBrown (200) says, the data produced from a particular
guestionnai r e arsanddrdzed; wiforim] anc donsistantoacrdse
subjectso (p. 77) . However, t he simpl |
considered to be their main strength and, ironically, at the same time their main
weaknesgDornyei, 2003. Well-constructed questionnaires lead to data that can be

processed quickly andelatively straightforwardly. Yet, it is also very easy to
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generate unreliable and invalid data through the use-cfnistructed questionnaires
(ibid).

Researchers in the field believe that questionnaires are a versatile tool and make an
instrument whih is exceptionally efficient in terms of researcher time, effort and
finances; it is in fact a practical and economical instrurfi@atnyei, 2003 Johnson

and Christensen, 20p0¥ackey and Gass, 20p%Efficiency is demonstrated in the

large number of participants a questionnaire t& easily administered to, the
objectivity of scoring procedures, and the simplicity of data analysis especially with
the use of an appropriate computer softwéd@rnyei, 2007 Wagner, 201
Another advantage is that answers toegjionnaires are valugeutral
guestionnaires do not have good or bad answers, rather they seek to find information
about the participants infan eerv al uat i (DHMy@a2008,epr)OThe use

of questionnaires helps obtain longitudinal information from learners due to the fact
that they can be easily used repeatedly and the outcomes can be directly compared
(Gass and Mackey, 20p7Questionnaires are also a better means of gathering

i nformation on ftsoe ntshiet ifvaec ti stshuaets ofi adnuoen y n
them(Brown, 2001, p. 7}

However, theweaknesses of questionnaires as a data collection instrument are,
Wagner (201ps a y s , Aireadily apparento (p. 26) .
guestionnaires is rather sufieial and that the description of the subject matter is
quite thin(ibid; Ddrnyei, 2007. In fact, they rarely provide a comprehensive view

of the complexities of an individual contefackey and Gass, 20D5The studies
mentioned at the start of Section 3.6. indicate that researchers in the field of L2
listening instruction rarely, if ever, rely on questionnaire data alone; it is often
coupled with anothresource of data. Further, the answers to questionnaire items that
are given by students may suffer from inaccuracy or being incomplete due to the
difficulty that arises from giving an account of internal constructs, such as attitudes
and perceptions (ib)d This may be the situation especially when the questionnaire

is completed in the second language, in which case less proficient L2 learners face a
serious obstacle. Hence, Mackey and Gass suggest that questionnaires be carried out

i n t he parwhaneaver passible.sAdothér broblem with questionnaires is



74

that doublechecking the validity of the answers is rarely, if ever posgbtenyei,

2003. Also, the length of time participants are usually willing to dedicate to

answering a questionnaire is rather sho
t he i nv eBornyeg 2007, p. Ab More questionnaire items are likely to

increase the reliability of the questionnaire, yet this may lead to a decrease in
number of returngWagner, 201 Despite problems with ¢
and creative questionnaire constri i ®@drmyeé (2003 s ay s, it gchaan r e s u
instrument that motivates participants to give relatively truthful and thoughtful

answerso (p.16).

In the field of language learning strategies, in particular, the use of questionnaires as

a research tool is not without problems. One of the probimentioned in the

literature is thatwh e n usi ng rating scal es Al ea
underestimate the fr equé¢&oheyandScottul898, pof c
30,Anot her problem is that the students n
gi ven strategy and even mor e i mportan
Furthermore, when uginselfreport questionnaires, students may claim to use
strategies that they do not in fact use, they may fail to recall strategies they have
used in the past, or they may even misinterpret the strategy descriptosingle

item (White et al., 200y Data resulting from questionnairddacaro (200] states,

is Aan initial entry inpd9.the O6under worl

Although questionnaires have some weaknesses to them, as portrayed above, they
are still considered a useful tool. One way to overcome these weaknesses, which |
followed in this study, is to use them with other tools. In terms of questionnaire
types, there are mainly two types of questionnaire items: open and closed items
(Brown, 2001 Dornyei, 2003 Mackey and Gass, 20D5In the latter, it is the
researcher who decides in advance on theiplesanswers to each questionnaire

item based on the research questions or information resulting from focus groups, for
example. In the former, on the contrary, the participants are given complete freedom

to answer in whatever manner they choose. As meadi previously, questionnaires

are better administered in the (Maekeyr ner s

and Gass, 2005Since | was dealing with a homogenous group of participants in
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terms of L1, | was able to follow this piece of advice. | used an adapted -tiesed
guestionnaire to track changesintleerpt i ci pant sé6 metacogni ti
course of the study.Openended questionnaires were only used with the
experimental group by the end of each phase of the study. | give more details of

each type separately below.

3.6.1.1Closeditem Questionnaire: MLQ

Closeditem questionnaires are fast to complete on behalf of the participants and
rather straightforward in terms of coding, analysing and interpreting the data which

can easily be expressed numericdlyass and Mackey, 20p7They are in fact
Adirectly to the point (Beown 200le(d. BybTais at el vy
consequently |l eads to fAgreater uater f or mi
r el i a(Mackey ang Gas2005, p. 98 The coding and tabulation of closed

item questionnairedornyei (2003st at e s, is fAistraightforw
for rater subjectivityo (p. 35). However
does not give the partici pantifisatohéand f r ee
explanations to the a t e g (@€ohéeneesad, 2011, p. 3R Brown (200) also says

t hat such quesaifoainraliy esammpowvri amrge of
A partial solution to thisotheoolhloemhehet
of the questionnaire in order to give the participants some freedom in terms of

possible answers.

In my study, change in metacognitive knowledge concerning listening were

measured using the metacognitive awareness listening questionnaire (M#de))

Appendix B . The MALQ Ais a | istening quest:.
| anguage (L2) | i st enese amsl Ppercened wse of Gtratedies v e
whil e |1 st eniMaglergrifbet a.r2806, pt 4814 e sy@estionnaire

wasdeveloped and validatddy Vandergriftetal. (200and i s fAa reliab

guestionnaire with strong underlying ps)

they state, i se tdiecsa | g nneodd efil o no feanrhehiszddyo g ni t
researchers as a piestpostt e s t to ANnassess | earnersao
processes under |l yi ng p.s463).dhass quéstiohnairee 8 | i s

designed for researchers and instructors dtikbelp evaluate the degree to which
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language learners are aware and capable of regulating the L2 listening
comprehension process (ibidhe MALQ, according td_ynch (2009, Afappears
represent the most tangible outcome from two decades of research into
met acognitive strpp8283%.y use in |isteningc

The MALQ consists of 21 items which fall under five disti factors: problem

solving, planning and evaluation, mental translation, person knowledge and directed
attention. Initially,Vandergrift et al. (2006explain that the 2items were grouped

logically in sequence in terms of strategies used before, during and after listening to
texts. However, they had to randomly interweave some items with others for the
sake of sustaining the studewetesapatielyt ent i
expressed in order to avoid the students falling into a pattern of answers by selecting

the options on one side of the scale. The draft version was tested on a sample of 966
participants from a variety of countries, learning contextslanguage proficiency

levels. A revised version was later tested on another large sample of 512 participants
from Canada and IraMandergrift et al. (2006advise that th&1ALQ be used after

learners have engaged in a listening task. Combining the questionnaire with a

|l i stening task is fAexpected t-epodtimgohor ali
met acognitive awar ernfGok and Hup 8043, p.)6IAa thd i st en
current study the MALQ was always administered after the students have

completed the TOEFL listening test.

As previously mentionedgesearchers recommend translating questionnaires into the
participantso6 L1 in order {MackeyarwiGass,any
2005 Vandergrift et al., 2006 Although translang questionnaires is common
practice, the issue of how they should be translated from one language to another
has been marginalized in the literature on questionnaire dg3dgnyei and Csizér,

2012. The quality of data obtained is improved, however, when a questionnaire is
presented in the partici plasedasversianaftthev e |
MALQ that was translated into L1, Arabievhich | used in a previous study
(Altuwairesh, 2008 In my previous studpn metacognitive listening strategidise

Arabic version of MALQ was used and participants reported no difficulties or

ambiguities in the questionnaire. That versiaas verified by three colleagues in the
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field whoact ed as f#fAbilingual external revi ew
two versiong(Dornyei and Csizér, 2012, p. )/The translated version was qiiéd

as well before using it as an instrument in the actual sfatlywairesh, 2009 It

was further piloted in the study in hand (see Sec8of). One change | had
originally introduced to the first vsion | used was changing the questionnaire scale
from a 6point likert scale to a-point one. The reason | did this was that the two
points in the original MALQ that | excluded were (slightly disagree and partly
agree) whth to me seemed quite redundahgou partly agree, then you are most
likely to slightly disagree. Partial agreement and disagreement is relative and would
cause confusion on behalf of the respondents, hence | avoided these two points. In
line with Vandergrift et al. (2006 however, | did not opt for apoint scale in order

not to give the participants a chance to hedge. The result was that | ugexna 4
likert scale, with strongly agree on one earitl strongly disagree on the other end.
There were no reported problems with the scale when | piloted it in both the

previous study as well as the study in hand.

Vandergrift (2010 explains that questionnaires can be used repedtedly fidny a c k
changes in awareness of the | isteming p
165-166). A very recent study byandergrift (2010 investigated the effects of a
metacognitive procedsased approach to teaching L2 listening over a semester. The
researchers used the MALQ at the beginning, middle and lesskp of the study to

track development of metacognition about L2 listenifige MALQ was also used

for the same purpose in other studies includi@gh and Hu, 20130'bryan ad
Hegelmeimer, 2009 Likewise, | usedthe MALQ to identify the metacognitive
knowledge of thearticipants when listening to texts in English before conducting

the study. The MALQwvas also uselly the end of the two phases of the study and,

hence, anyltanges in the parti ci pwoold beban an s we
indication ofchanges in their metacognitive knowledge. Furthermore, this will be an
indication of changes in their proficiency level, for research claims that
Ametacognitive stwiatlegleasme ilLyqehr 28082s @i e n
p. 42. The internal consistency for the overall MALQ scale was 0.75, which is

a good indication and very close to that reportedGoh and Hu (2013 This
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indicates thathe MALQ scale had acceptable reliability for the participants who

took part in the study.

However,as previously statedj uest i onnaires provide a r_
t he t ar ge t(Domyeie 20@/ npeld)=Qaestionnaires, though a very useful
research tooltend to have alimited scope whereas other introspective methods

swch as diaries, thinkloudprotocok and interviews do not limit what students can

report (Goh and Hu, 2013 That is why | used them mainly totrack the

devel opment of parti ciapaendsstiiougheuttimestady ni t i
and, hencetherewasa pressing need for another instruméritis was the listening

diary. However, | will first discuss opeanded questionnaires before turning to
listening diaries.

3.6.1.20penendedQuestionnaires

Openended questionnaires consist of items in which the question is not followed by
any responses to choosenfrdout rather by a blank space to be filled in by the
respondent{Dornyei, 2007. This type of questionnaineorks very wel especially

in the case when they are not completely open but have some degree of guidance,
such as: being of specific nature, including clarification questions, requiring some
sentence completion or being a form of question which leads to a succinct shor
answer (ibid). | used opeended questionnaires with the experimental group at the

end of each phase of this study which aimed mainly at evaluating the effectiveness
of the intervention from the participan
Vandergrift (2003nin which students had to reflect by the end of the study on the
usefulness of each of the two tasks he u&mh and Taib (2006also asked their
participants to reflect on the procdsased lessons by writing a response to the
foll owi nWhatg thimk aboutiimy listening ability at the end of the 8

s es s i 0n sGrahgmp(20@rald had students complete a questionnaire at the

end of the project they were involved in. Among the amhsGr ahamdés f i r
guestionnaire was to have students comment on how mucHelbhéyeir listening
hadimproved by the end of the project and how helpful strategy training had been to

them. The two opernded questionnaires | used in my study are discussed below.
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a. End of Phas®©neQuestionnaire
By the end of the metacognitive instruction phamed before embarking on the
deliberate practice phase, | wanted to know what listening practice the participants
in the experimental group engage in outside the classroom and if they deliberately
practiselistening in English at all on their own or nétalso aimed, as mentioned
above, to investigate the impact of phase one from their point of view (in response to
research question 1). To find out answers to these queries, | gave out a brief survey
of four questions and asked the participants to reptiigaquestions in writing and
hand them back to me the next session. For thigguhgot a response rate of%80
(19 out of 21 participants). The questions were in Arabic and the students were
given the freedom to answer @ither of the two languges hey felt comfortable

with: Arabic or English. The four questions were as follows:
1. What forms of English listening practice do you do outside the class?

2. How many times per week do you deliberately sit dowprextise

listening in English? And for how long?
3. How much have you benefitted from taking part in this study so far?

4. Did you find in this study what you were hoping to achieve in

improving your listening skill or not? And why?

| have in fact made use of some of the suggestions they made in response to
guestions 3 and 4, particularly comments they made on the level of the texts used
and the type of tasks they were required to do. As a result of these two comments, |
introduced texts at a higher level than those used in the first phase of the study. The
lecture tasks were also changed from MCQs to either summarizing the lecture or
writing an outline of it. Answers to questions 1 and 2 helpeghswering research
guestion 4 comparing between successful and less successful participants in terms
of listening practice. A translated version of the student responses can beiriound

Appendix F.

b. End of Phas@wo Questionnaire

By the end of the study, | wanted to know from the participants themselves how

much they benefited from the intervention sessions andhwbifiche two phases



80

they thought was more beneficial to them. Hence, | typed the following questions

for the participants to answer and give back to me when completed:

1) The study has witnesseivo phases:strategy phase anddeliberate
practicephase:

U What ae the advantages and disadvantages ddttagegyphase?

U What are the advantages and disadvantages afeliirate practice

phase?

2) Comparing between the two phases of the stutiych one did you find

more beneficial and why?

3) By the end of the study,odyou notice any change in your listening
ability in English?

These guestions were also typed in Arabic and the students were again given the
freedom tochoosethe language they prefer to respond in. | used the word strategy in

this questionnaire to reféo phase one, though it was not particularly a strategy
training phase, for reasons of simplif
guestions helped in answering research questions 1:ande2tigating the impact

of the two phases of the study. Tods the end of the study, three participants
withdrew from the sessions. Hence, the number of participants in the experimental
group decreased to 18 by the end of the study. | got a response rate of 14 out of 18
students on this final questionnai® % Eee Appendix G foa translatedummary

of responses). The participants®d answer .

following chapter.

3.6.2 Listening Diaries

Diaries, according t@drnyei (2007, have been used by researchers in the field of

social sciences since the 1970s, while the use of them as a research tool in applied
linguistics did not appearuntihe begi nning of the 1980s.
secured for themsel ves an i(Habach OO P. pl ac
85). Diaries are defined a$elfreport instruments used repeatedly to examine on

going experienceés(Bolger et al., 2003, p. 580In the field of language learning, a
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diary study i spersbredcicoumeoda language karning or sedching
experience, documented through regular, candid entries in a personal journal and
then analysed forrecurrn g pat t er ns (Bailey, 80| p. XmAtdiarg vent s
presents a form of sefompletion questionnaire which remainsatelely underused
(Bryman, 2012 For the purpose of research, a diary usually gives a retrospective
account ofthings that have already happened, and since they are a form of

documentary data, diaries can be analysed in various (@ayscombe, 2030

The earliest and still the most common approach in dairy studies is the paper and
pencil diaries(Bolger et al., 2008 The purpose of a diary study may be either to
investigate a certaiphenomenon as it unfolds over time, or to examine closely a
certain, and usually rare, phenomena (ibid). The main intent of diary studies in the
area of second language research, however, is to make sense of the phenomenon of
language learning and whateveariables contribute to it from the learner's
perspectivgBailey, 1990. The use of diaries in research allows access to the target
phenomena f r o mwpbit, eather thandhatrot tte desearchdackey

and Gass, 2@), i n other wor-geneéhEEashendamdeScofi,| ear r
1998, p. 4D Yet, although diare may be used in experimental as well as survey
research, they are usually not the main source of (dddgzewgi, 2006. The use

of diaries as a dat aananpdrthnecompiemmant tomoéghéerh o d
resear c(Halbdclo, @10G, ¢. §5This is also the case my study as the

diaries of the experimental group provided data on metacognitivel&dge/which

complemented data generated via the MALQ.

Studies that use diaries as a form of data collection can be grouped into three broad
categories: interval signat, and eventcontingent protocol¢Bolger et al., 2008

The most distinct design strategy is the exantingent one in which participants

are asked to give a sekport every time the event in question takes place (ibid).
This is the diary design followed in this study as participants were asked to write in
the structured diaries after eachdising text, vinich acted as the triggering evemt

this study. This entails that in a single listening session, students may end up writing
two to three diaries, depending on the number of listening texts plajatiedare

amongthe various procedures used to eliaind assess learners’ metacognitive
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knowledge about listening and have been used as instruments in many studies on L2
listening e.g (Anderson and Vandergrift, 1996&0h, 1997 Goh and Taib, 2006

Kemp, 2010 Vandergrift, 20033 Diaries are used in the area of second/foreign

| anguage | earning to give an i(bomgei, der a
2007, Bailey, 199), to help learners become more aware of the learning process
(Rubin, 2003,t o pr o mot €KempnaDif,tareflacgom listening strategy

use (Graham and Macaro, 200& nd t o gain insight I nto
i mprove | i st e (Vandaygrifp 2060f poI§Bna nc e O

Diaries are considered asform of introspective methpd a means of o
information about | e(@assnand lgldckey, 2007e p. 7 | pr
information that 1argebgwlinadbeddehl @ t
(Bailey, 1990, p. 60 They arealso useful learning tools which help language
learrers reflect on the experiences they have had when learning the language
(Vandergrift, 2019. While the researcher uses them to gather data for a study under
investication, diary writing helps learners become more aware of the learning
process(Rubin, 2003. Keeping a learning diarBailey (199) believes, can also
serve as a fAsaf ety v adanyfeustrations theyvabeiwhile | e a
learning a language instead of giving up (p.85). ABnderson and Vandergrift
(1999st ate that nkeeping a | anguage | ear nj
awareness of strategy use and fostering active, personalattentit o st r at egi
34).A further advant age the dramatib eeduatienen treef di
likelihood of retrospectionachieved by minimizing the amount of time elapsed
between an experience atitbkac count of t(Boliges et al.x20@rp. enc e
580). Dornyei (2007 states that the merits of diaries in the study of second language

| earning are hard or even Iimpossible to
data collection (p.157). If properly donBailey (1991) says, diary studies can
Aprovide wus with i mportant mi ssing piec
pieces which may not be fully accessib
produced by diaries are a mixture of both records of language lgaenvents

learners undertake as well as the learners' interpretation of such events (ibid).
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However,the scarcity of diary studies in applied linguistics, accordindmyei

(200ni s due to two main reasons. One i s t
method and hence has not been dealt with in many methodology course books.
Second is that diariggesent a number of potentially seriowgaknesse$ne such

weakness is thatfliaries require commitment on behalf of the participant, who is
obliged to write a diary entry regularly, which is not the case in other types of
research instrumeni{8olger et al., 2008 Another issuds the substantial burden

repeated diary completion poses on the participant. However, this issue can be
addressed by designing diary questions that are short and require only a couple of
minutes to complete (ibid). Diary studies are dlsme-consumingjn terms of both
participants, who are required to write the diary entries, as well as the researcher,
who thenhasto analyse these entries. Thidackey and Gass (20P%xplain,
represents fAa significant expenditure o
the study (p. 204)Another serious disadntage is the process of attritidnp e o p | e
decide they have had enough of the tas
Adi arists to be [(Byman 201R,Ipi 29dFDiaties may @lso t i me
suffer from memory recall problems, when the diarist fails to record details quickly

as they occur (ibid).

The lack of objectivig in diaries,Graham (199yexplains, may pose a serious threat

to the validity of the information obtained from them. Also, the quality of the data
produced from diaries cannot be anticipated, for they can vary from thick, detailed
descriptions to s Badey (189§ clarifetivatatlct ofth¢ i bi d
' imitations of diary studies are relate
External validity, which also refers to the cept of generalizability, according to
Bailey is fAthe extent to which the finc
cont ext of the original i nvestigationo
involved in a diary study limits the possibility of geakzing the findings to all

language learner&ohen and Scott, 1988Yet, though most problems with diary
studies Ahingei@amoahdgeheralizability, o
purpose nor the p(Baley,199nP.8)t he di ary study
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In the area of L2 listeningyandergrift (201 states that diaries are particularly
useful for Againing i nsi gning procasses [and]l e ar
strategy develRoapnseinntgd t(hpe. 1660dent so me t
through guided listening diaries is an indirect way of improving L2 listening
performance. Inthis technique, learners take a backward step from-tireal

listening, look into their listening processes and work on developing their own views
about what makes an effective lister{fandergriftand Goh, 2000 The use of

diaries in a listening lesson, especially if coupled with teacher feedback, encourages

|l earners to see |istening as fdAan activi
action t aken (Gayam,t2008, p.l92Y=tt teenue of @aries inmy
studyplayedfurtherroles besideshat ofraising awarenes®©ne of these roles was

as a motivational tool, fasVandergrift (2002 stateshaving learners reflect on the
successful completion of Bstening taskfican build student motivation for L2

| i st eni ng p B7D).Guided reftectiong on ligtening;oh (2008 says,
fengage | earners in not only t hbutalkoi ng b
to plan ahead as a way (p.200).nmaefactdigrieshedp t hei r
|l earners Astep back and refl ect i n or
b e h a v(Vandegyrift, 2002, p. 571 Consequently, the use of diaries facilitates

the participantsodo reflection on the proc
about the content of listenintie latter beinghe common case wheloinglistening

tasks.

The suggestion in the literature is to use diaries with selected promgptseans of
developing metacognitive knowled@&andergrift and Goh, 2009 This kind can
Adirect | ear ner s 6 teniegfeleats soithatntreey camevatugtee c i f
their performance and take positive ste
402). The use of guided diaries, in particular, is quite common in the area of L2
listening instruction. For instancé&raham ad Macaro (2008 Goh and Taib

(2006), Graham (200), Goh (1998 andVandergrift (2002 have all used prompts to

guide their participants when mmpleting the listening diariedn line with these

studies| useal a guided diary to collect data fory study Besides recomendations

in the literaturethe reason opted fora guided rather than an opeatiary wastwo-

fold. First, | assunethat some participangse not used to diary writings it is not
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common practice in our culturand hence they should beren guidace as to how

thisis done. Second, due to the limited time of the study, a guidedwlarg help

me gather the data crucial for the study and avoid studentsigiaiivay from the

main purpose of thdiaries | used a set of diary probes adapted fidandergrift

(20033, translated intoEnglish from French by a French colleague. The diary
probes were further transl ated into the
the freedom to respond in either L1 or Oe aim of tlese questions was to have

the students reflect on the success of their listening efforts as well as try to identify
the factors that facilitated or interfered with their listening (Vandergrift, personal
communication). HoweverYandergrift did not attemptt o anal yse t he
responses to these guided reflection questiondis study Table 3.2 below
summarizes the diary probes used in phase one of the study and the types of

metacognitive knowledge elicited by each.

Diary Probe Metacognitive Knowledge

1 & 2/ Did you find the task easy or difficy Person Knowledge

and why? Task Knowledge

3/ What has helped you to understand? Strategic Knowledge

Task Knowledge

4/ What will you do different next time? Strategic Knowledge

Table 3.2 Phase 1 Diary Probes &K Elicited

The listening diaries were based on guidefliection questions, which focused on

certain aspects of metacognitive knowledge, including person, task and strategy
knowledge.The ultimate ambf t he set of probes was un
metacognitive knowledge. The students were asked to write in their diaries
immediately after listening to a te&and completing the accompanyitagk. This is
considered a form of immediate retrospeactizvhich allowed participants to reflect

on their mental processes before they were forg¢@emh and Taib, 2006 Doing it

this way has two advantages: one is increasing the reliability and comprehensiveness

of the diaries, a n-defirece cordemt dor ipdividuels td baseg a
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theirret ect i on o n @his (helped ehsure that 8he students based their
answers to the reflection probes on #fAc

statements or abstractiomR?). about the | i s

The participantsn my studywrote on loose A4 sheets on which the diprgbes

were typed for themin phase two of the study, | introduced some changes to the
diary probes, so that the participants would not get bored with answering the same
guestions repeatedly. However, theskary probes also aimedtarevealing
metacognitive knowledge of the participantfie diary probes used in this phase

were adaptefrom Liu and Goh (2006, p. 94and were as follows:

1. What are the important things you did to understand the text you just

heard?
2. What did you do to check your listening comprehension?

3. What problems did you have?

This set of diary probes was used in the first four sessions of the deliberate practice
phase. Then, when | felt that the participants were getting bored with the routine, |
tried to introduce some sliglshangego the probesl used a different font to type

the diary probes and | started the diaries with the probe: What did you listen to? This
was done in an attempt to regain the pa
diaries, and was used in the final two sessufrthe deliberate practice phas&oh

(2008st at es that fAas reflection tasks <can
boring and tedious to learners after a while, a challenge for teachers is in designing
new formats, identifying areas of focus and determiningtpiyaoints in a language

cour se wher e t hese activities t ake pl &
participants in my context is something rather new and may have had its
shortcomings in terms of familiarity; the consequence was that they wrote Jery litt

in their diaries. The use of the diaries for a long time was also boring for some
participants. Yet, problems with the use of diaries as a research tool have been
reported in the literature. For instanGraham and Macaro (20pBdicate that the

diary was not well kept with participants in their study.
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3.6.3 TOEFL Listening Test

One issue worthy of notice here is that assessment of listening has received the least
attention (Alderson and Banerjee, 200and thatfithe problems in finding a
completely valid and reliable way of assessing listemimge wi del y ackno
(Graham et al., 2008, p. b@he use of preand postests to measure development

in L2 listening ability by the end of an intervention is quite common in the field, e.g
(Cross, 2009 Goh and Taib, 20Q6/andergrift, 201). This was in fact posed as a

suggestion for future research Byandergrift (20033, who followed a systematic

approach t o devel op t he | earner so met &
investigate the impact of this approach
Vandergrift (2010sayst hat | i stening test scores Apt

to measure growth in listening ability over time and/or consequent to a pedagogical

i nt er v p.AG2). This pedf an instrument, however, does not ensure pure
measurement of listening ability (ibid). Furthéynch (200 says t hat At
easy to design listening comprehension tests that reflect the purposssidé

|l i steningo ( p. -choke questibesinoripreducinghsummarigs lare
reflections of real i fe | i stening tasks, nyet bot h
tests of I|isteningo (ibid: 4 3y)still beinpe di f

unresolved, | followed the standard pracficendin most listening tests.

In my study, EFL listening ability was measured using a sample TOEFL listening
test(Phillips, 2008. The rationale for using a TOEFL test in this study, rather than
any other standardized test, is that toeirse bookthe participantsuse in their
Listening 4 courseMo s a i, bas a brief section at the end of each chapter
dedicated to TOEFL practicélence, they are somewhat familiar with the general
technique of the test. Further, the tesised is based solely on conversations and
lectures, which are similar to the types of listening the studematstisein their
actual listening class. The test also minimized the amount of reading reloyitesl
students by having them listen to theesgtionsafter the text, rather than reading
them. It also minimized the amount of writing required, as it was based mainly on

multiple-choice questions The writing they did was merely copying; no



88

composition whatsoever wasquired(see Appendix Hor TOEFL tes). Subsets of

the test included two separately timed sections. Each section had one conversation
and two lectures. The students heard everything, including texts and questions, only
once. The test took approximately 50 minutes to complete. Thetedpimternal
consistency of this test ia= .8, suggesting that the items have relatively high
internal consistencyThe nature of the test left no room for rater subjectivity.

However, to eliminate any errors, | did the marking twice for each participant.

Similar toVandergrift (2010, and in order to track a real change, | needed everyone
to do the same test. Participants in the treatment group tested on listening
ability at Time 1, before the start of the study, Time 2, by the end of the first phase,
and Time 3y the end of the second phase which also marked the end of the study.
The comparisongroup, on the contrgr did the test two timesnty: prior to and
subsequent to the intervention. It was not feasible to haveothearisorgroup do

the test in the middle of the study, as the test took 50 minutes to complete and this
would have been taken off their listening course time, unlike therarental group
whom | wasmeeting during their free tim&he first time the testvasadministered
before conmencingthe studywast o i denti fy the participal
Then the testvas administeredat the end of phase one for the secdimde to
measure any impact this phase loadthee x p e r i me n listarling apilitypy Byp 0 s
the end of the second phase of the study, the listeningrésstdministered for the

last time to measure the influence Helate practice hadn the participants
listening level.The posttest also aimed at comparing the listening test results of the

two groups.

There was at least one month between one test and another, and the students had no
feedback on any of their tests until the end of the intervenTio@.use of the same
listening testcould possiblyhave had an effect on the end resuttswever,since

the comparisongroup did not improvemuch on the posgest we can probably
assumehat testeffects were minimal. AVandergrift and Goh (20Q%®xplain, the

complexity of SL/FL listening leads to compromises in assessment.
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3.7 Data Generation

The following part highlightshe two stages of the studgilot and main stages.
Then details of the actual study and what took place during the intervention sessions

will be given below.

3.7.1 Pilot Study Stage

A pilot study is conductelt o uncover any probl ethss and
main study (Mackey and Gasg, @005 p.Y3@or the pilot stage, |

looked forfemale Saudi volunteers based in Leefisa similar age tdhe target

sample. | managed to find two volunteers who were willing to cooperate with me in
the pilot study. | had some very helpfieedback from them particularly on the
instruments. They commented on the difficulty of the TOEFL test and suggested
using two letters, one for recruitment and one with details as an informed consent
letter, which | did follow in the actual study. Thelsg@ made a comment on how

boring it was to answer the same diary questions every time. | addressed this issue in
the actual study by using two different sets of diary questions in each phase, and

slightly changing the wording in the last two sessions akpliwo.

Piloting the questionnaire, however, entails using it with a sample that is very much
similar to the target participants for whom it is intended to be (Bédnyei and
Csizér, 2012 Since | adapted a questionnaire that has been validated and rigorously
tested, | needed only to ensure the translation was free of ambigliltisswas
actually done in the original study when | first used the translated version of the
MALQ, which was also conducted at COLT and with participants from a Listening
4 coursdqAltuwairesh, 2009 | also asked the two volunteers in the pilot stage of the
current study to comment on the translated version of the MALQ. There were no

reported difficulties.

However, due to the very low proficiency level of these two volunteers, which | was
not aware of bfore starting the pilot, |1 could not carry out the whole study with

them. | had to stop after two sessions, as | ended up explaining basic vocabulary
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items to them. The aim of piloting the instruments was achieved, however, since
they were all translateidto Arabic, and there were no reported language issues that

faced the volunteers.

3.7.2 Main Study Stage

The main data collection stage took place during the period from the end of March
2011 to the end of May 201the best part of the second semester ofatteglemic

year 2010/2011. The study, as mentioned previously, involved two groups (N= 42);
the experimental groupn(= 21) and thecomparisongroup @ = 21). The
intervention had two main objectivespne was to raise the paipants'
metacognitive awaress, and then measure the impact of this form of metacognitive
instruction on the participant§Second was to explore the impact of deliberate
practice on the students' metacognitive knowledge and listening abhigyefore,

the study was designed to st of two phases: a metacognitive instruction phase
and a deliberate practice one. Ultimately, both phases aimed at improving the EFL
listening ability as well as metacognitive knowledge of the participdis. chief
principle behind the two phase was ¢éncourage students to take a more active role

in developing their L2 listening, as suggestedamh and Taib (2006

The first time | met the volunteers, | gave them the informed consent letter to read
and sign. They were also asked to provide me with their emails to arrange for future
sessionsThe fact that the students were volunteers and were prepared to make
arrangement for the future | essons provi
SO0 was an important part of the research design as deliberate practice assumes that
the paticipants are motivatedds stated previously, Anderson (2005) explains that
under the deli berate practice approach,

Aperformo tasks.

During that session, | also administered the TOEFL test and the MALQddirs$t
time. The students seemed to be frustrated by the high level of the test. However, |
tried to reassure them by explaining that the sessions they will take part in will

hopefully lead them to finding it less difficullhe use of the MALQwhich wa



91

administered right after the preest,servel as the first step in the awareneassing
process.The texts participantistenedto throughout the intervention werhosen

from published materialsjncluding Contemporary Topics ,1and Longman
Preparation Course for the TOEFL Test: iBT Listenifipese books arespecially

designed for teaching and training purposes] asBuck (200} argues, teaching

materials are a source of suitable-pgeorded texts. Halsosayst h a t Apubl i s
listening materials are often very well made; they are at appropriate difficulty levels
and on sui ibid:d36k Further pletadssob the(topics andsks used in

each session will be given below.

The first phase of the study took place over a period of threbauresessions. The

second phase, on the other hand, was held over sikanesessions he reason for

the difference in the amourtdf time dedicated to each phase is that, as stated
previously phase ongvas supposed to serve@gparatiorand lead in tdhe second

phase, which is the main part of the stud@lgis aspect of the research design was
associated with the need for participamisieliberate practice being motivdtand,

as discussed in the literature review (See Section 2.@Jf)jncreasein the
participantsé met acognitive amcivatemess

More details on each of the two phases of the studyiasa gelow.

3.7.2.1Metacognitive Instruction Phase

The metacognitive instruction phase took place over a period of threbeoane
sessions. Following the suggestions madeViapdergrift (1999 for developing
stident s6 metacognitive athastudywidh adiscusdion st ar t
of the concept of strategy in gener@ince the same word is used in Arabic, and all
participants shared the same L1, | tried to make use of that by asking them to think
about the use of the word in Arabic, and then give eXxesm strategies in English.

To make the concept more vivid, and since one meaning of stratptan,i$ asked

the students to think about the act of cooking. | told them that to end up with-a well
presented dish, one must have a recipe in mind and etpgired ingredients
available. Likewise, if you listen, especially in a foreign language, with a plan in
mind and being welequipped with strategies to help you cope with difficulties, you

will be better off than listening unprepared and unaware of Hedphitegies.
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To further clarify the concept, | asked the students to draw a comparison between
reading and listening in a foreign languatacaro (200Lb el i eves t hat
starting point in raising awareness of listening strategies is to identify with the class
the differences between reading pthed | i st
different strategies the students use when reading a text in English. | then told them
that listening does not differ much from reading in terms of the necessity of
strategies to help in accomplishing tasks and coping with difficulties. The two
analaies of cooking and readingvere used to convince the participants that
listening is a skill, just like reading and cooking, and that there are certain strategies

to be used whenever practicing any of these skills.

The following step was to drawhe partc i pant s6 attention to
sequence of prlistening, Isteningand podt i st eni ngo YWandergriitg ge st
(1999, p. 172 The three stages were written on the white board; thegrpap
discussion on the steggies used in each stagasheld. This sequence, according to
Vandergri ft, Apromote(s) t he acqui siti
categories: pl anning, mo n i Thie rthreestage a n d
pedagogical sequence is not new, as déagrift explains; however, if used
consistentl vy, it can | ead students thr
| i st eni ng ¢ o mpQlasshoemn discugsnsoare @lsobrecammended by

Goh (1997who st ates that Aby finding out wh
can evaluate and improve their own learning pracc p. 863). Gfoup discussions

were also used bgraham and Macaro (2008 their intervention study.

The listening texts used in the metacognitive awarerassg phase were all taken

from Contemporary ®pics 1, which is dedicated to academlistening and note

taking. The lecture topics in this book, according to the series editor, draw from a
wide range of academic disciplines, feature lecturers engaging with a live student
audience and also take place in real lecture hall sefit@st, 2009. The book also
provides support through the @ABefore Yo
students activate concepts and vodatyudirectly related to the lecture they are

about to listen to. This helps students bring to conscious level the knowledge they
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possess about the topic, knowledge they have of how information is organized in
various types of listening texts and any othretevant cultural information
(Vandergrift, 1999, p. 192 The sessions we had in this pbaf the study focused

on Lhetén to the Lect uCaet@mpprary Togcs.BHis t hr e
section allowed for two listening cycle®ne to focus on tegown listening
strategies, where students were asked to listen for main ideas and had a task to
complete which served that particular purpose. The second listening cycle focused

on bottomup listening strategies, where students wergiired to listen for details

and were given a task to serve that purpose. Students were asked to take notes each
time they Istened to the lectures. Table &&low presents a summary of topics and

tasks used in each of the three sessions in phase one.

Session Topic Length Before you | Listen for | Listen for
Listen Main Ideas Details
1 Second 5 minutes| Select mos| 5 MCQs Read
Language 21 secondg important statements
Acquisition factor for and put V)
learning L2 in  correct
column
2 Public Health:) 5 minutes, Consider Circle 5/ 9 MCQs
Sleep 54 secondg consequence| effects  of
Deprivation of not having| sleep
enough sleep deprivation
and group
into
immediate
& long-
term effects
3 Business: 6 minutes, Indicate mos{ Read 5| Match
Different 14 seconds important statements | actions with
Approaches tc goal of al & correct|results of
Negotiation successful errors in| different
negotiation | underlined | approaches
phrases to
negotiation

Table 3.3 Summary of Phase One Sessions

One tod | used in this phase was tlierbrmance Checklist for Listeninf{see

Appendix ), developed byVandergrift (1999. Since | was working with a
homogenous group, | translated the listening performance checklist into the

participant s O ddvised (ilbicc 173).aTimel @m behindf using this
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checklist was to guide the participants to focus consciously on planning, monitoring
and evaluation prior to and after the listening tasks. The use of an instrument like
this, as Vandergrift states, can pravistudents with guidance on how to prepare for

a particular listening task, and how to evaluate their performance after
accomplishing the task (ibid). It is in faatpractical application of the pedagogical
sequencementioned aboveA strategy tick list vas also used bysraham and

Macaro (2008 who expl ai n tchrginuallyt rise sawarteresslof h e |
strategiesavailable without suggesting that there was any one strategy that was
superiort o ot herso (p. 761) . T tyeas ectask, cathéri s t

than a data collection instrument. Hence, the data was not analysed.

Metacognitive awareness, as mentioned previously, is not observed directly. Hence,
the only way to gain access to it is by asking learners themselves to dblbust.

For this reason, the Guided Diamas another instrument used in this phasae (
Section3.6.2. The diary probes used ihi$ phase are shown in Table 33hcethe
participants had finished the listening tasks, they were asked to reflect individual

on their listening experience. Writing in the guided diaries was the last step in each
listening session in this phase and the participants were given the freedom to choose
between answerghthe prompts either in Arabar in English.Hence, the threena

hour sessions that formed the metacognitive instruction phase were ordered in the
foll owing sequence: first students did
they completed the fABefore Listeningo s
that trey listened to the lecture twice, each time completingoaired task (shen

in Table 3.3above), and then they completed tF
performance checklist. Finally participants had to write in their guided listening

diaries indivdually.

The discussion, checklist and diaries had students think about the peicesked

in listening, as opposed tsuallistening tasksvhich merely focus on the product of
listening Listening tasks\Vandergrift (2003ast at e s, do weryldtle toy A
develop metacognitive knowledge through raising learners' oussess of

I i st eni n g(p. $26)0rhesessessiond gave students the chanpeatdise

listening to texts without the threat of being evaluated khiaccording to
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Vandergrift (2007, is a way of helping the partic
the metacognitive processes underlying successful listening and learn to control
these processes Byhhe ersl ef thisephase, I(hpld epsta®e8 ) .
session in which the TOEFL test and MALQ were administered for the second time

to investigate the i mpact of this phase
ability and metacognitive knowledge. A brief opemded questionnaire (s8ectin

3.6.1.2a above) was given out to the students by the end of this phase.

3.7.2.2Deliberate PracticPhase

The deliberate practice phase took place over a period of sthamesessions. |

started the deliberate practice phase by briefly explaining to tklerggiwhat is

meant by the term and the elements necessary for practice to be considered
6del i berate practiced as opposed to ot he

idea about the concept, | drew the deliberate practice diaagaiown below.

Motivation

Feedback Concentration

Deliberate
Practice

Figure 3.1 Deliberate Practice Diagram
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The diagram is based on elements of deliberate practice as mentioned in th
literature (see Section 2.5.3These elements can be categorized into internal
factors,such asconcentration andhotivation, as opposed to external oras;h as
teacher, task and feedback. Each session in phase two opened up with a brief recap
on the elements of deliberate practice, with particular emphasis on the internal
factors of motivation and concentratiowhich were under the control of the
participants The external factors, on the contrary, were under my control and did
not need to be emphasised each time as they wereodaket place as planned.

was playing the role of the tutor in each single sessiooviging feedback to
students and allowing for repeated performance. | also had prepared for each session
2-3 listening texts and gave the participants an accompanying task to perform after

listening.

S i n extensifie experience of activisie i n a ard chanacteristic of deliberate
practice (Ericsson, 2006b, p. 635! decided this time to give the participants as
many listening texts as the one hour session permits. Instead of having only one
listening text, as in the metacognitive instio phase, this time the students were
given more listening input, with either two lectures in one session or one lecture and
a conversation or two, depending on the length and difficulty of the texts. As far as
the three constraints identified IBricsson et al. (1993which are inherent in the
attainment of exceptiongderformance (see Section 2).Botivation was tackled

by voluntary participation as well as reinforcing the importance of it at the start of
each DP session; resource was in my hands as | was available in all sessions, and |
had CDs and a laptop, plus enough photocopies of tasks for each session; finally, the
effort constraint was tackled by limiting each training session to just under an hour

of deliberate practice.

Aside from emphasising the importance of motivation and concentration at the start
of each DP session, my role as a teacher followed the conventions of teaching
listening in this context, which resembles most features of the rebwpsion
approach to teaching listeninBuring the deliberate practice phase, the students
were only asked to give a summary or an outline for the lectures they listened to,

rather than having various tasks as in phase one. Students were given theéahance



97

listen to each lecture twice. The conversations and short discussions, on the other
hand, were followed with multiple choice questions and were played only once due
to them being short and rather simple as compared to lectures. As mentioned
previously, | introduced some changes to the diary probes in phase T®.
guestions this time were given only in English, though participants were still given
the freedom to choose the language they would like to answ&hénparticiparg
usedmore Englishin the deliberate practice phase when answering the listening
diary probes, even though this was not an aim in itseyalsotenced to be more
organized in their responses to the diary probes by breaking the response into idea
units by eithemumbering thedeaunits, breakinghemup by using a dash or slash,

or writing each ideainit on a separate linelhis made the analysis of phase two

diaries easier for me.

| was meeting students in small groups, similar to what took place in the first phase,
based ortheir free hours which was an advantage and disadvantage at the same
time; an advantage because it gave me the chance to be closer to the participants and
provide them with the support they needed. However, it was a disadvantage because
sometimes | had tmtroduce changes based on the experience | had with a group of
them, and this sometimes affected the number of texts they had the chance to listen
to. As mentioned above, | aimed to give the participants as much practice as possible
in the deliberate préice phase. Hence, | gatiee tenparticipants in the first class

two lectures to listen to. They were required to write an outline for each lecture and
then fill in the listening diary. | was surprised to find out that the participants were
not used to wting an outline from scratclgg it took them a long time to produce

an outline for each lecture and they had to rush through the listening diaries. Based
on that, | had to take a couple of decisions and introduce some changes in the
structure of the ddderate practice phase sessions. First, | decided to give the other
group of participants, whom | had not seen at this point, just one lecture in their first
session in the deliberate practice phase. This decision enabled me to have more time
to introducethe concept of deliberate practice to them. Also, it gave me more time
to provide participants with informative feedback on the tasks they have carried out,
which is an essential element in deliberate practice. Second, since | aimed for as

much listening pactice as possible, and one hour sessions were not enough for two
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lectures, | decided to include one or two short discussions or dialogues, time
permitting, along with a lecture in the following sessions. | also decided to ask
participants to write summas rather than outlines. The only time | asked for an
outline after session one, they were given some prompts and were required to fill in
the missing information. | reviewed with them the main ideas in a lecture and
supporting details as a form of infoative feedback. | also provided written
feedback t o each i ndividual 0s summary.
discussions, the tasks were mainly multiple choice questions. Once the students
completed the task, we answered the questions together andédhe required to
correct their mistakes and give themselves a mark. This helped them recognize their
mistakes instantly. Tabl&.4 below presents details of the texts and tasks covered in
each of the six sessions in this phasethe table illustrateshe students were given

2-3 listening texts per session, which allowed for repeated performance. Further,

feedback was given on each single task the students had completed.
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Session Topic Text Task

1) Pros & cons of video games on Lecture Outline from
children scratch

1(b) Genetically modified food Lecture Outline

2 (a) Student consulting with professor | Conversation 5 MCQs

2(b) How different animals hear Lecture Summary

3(a) Student consulting with lab assistar] Conversation 5 MCQs

3(b) Student consulting with professor | Conversation 5 MCQs

3(c) Historical fiction Lecture summary

4(a) Student consulting with a university Conversation 5 MCQs

worker on applying for scholarship
4(b) | Student consulting with her advisor ¢ Conwersation 5 MCQs
her schedule plan
4(c) Opportunity cost (Economics) Lecture Outline with
some missing
lines
5(@) Student consulting with a university Conversation 5 MCQs
worker on student newspaper

5(b) Discussion in a physiology class or Discussion 2 MCQs
fractures & 2 matching

5(c) Zoology class on hibernation Lecture Summary

6(a) Chemistry class on carbon atoms| Discussion 6 MCQs

6(b) Internet addiction disorder Lecture Summary

Table 3.4 Summary of Phase TwoSessiors

3.8 Summary

In the presenthapter, | gave a detailed account of the research design of this study

and outlined the principles behind the research methodology Asedable 3.1




100

above llustrates, | designed the research to take account of the gsnapl
deliberate practice and ensured | applied each of these principles in the listening
training sessions.l presentedin this chapterthe research design, ethical
considerations, sampling procedures, data collection instruments and data generation
stage. The study, as mentioned at the beginning of this chapter, is a-metadds,
guastexperimental one in which | generated both QUAL and QUAN datasets.
Hence, | will present the analysis procedures for each of these two datasets in the

following chapteralong with the results
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Chapter 4 Data Analysis& Results
4.1 Introduction

In the previous chapter, | presented a detailed account of the research methodology
of the study, including the design, ethical issues, sampling procedures, data
collection instruments and dageneration stages. This chapfesents the data
analysis procedureass well as resultsThe design of this mixethethods study, as
mentioned previously, is a concurrent one. Hence, data analysis occurred after the
qualitativeand quantitativedatasetdiad been collected. This particular design also
entails that the two datasets are analysed separately.

The data analysis stage is basically abdatia reductionBryman, 2012 Data
reduction here means fAreducing the | arg
has gathered so that he or she can make
procedures followetb reduce the data into manageable sets of information in order

to make sense of it. Having gathered two different sets of dath,QUAN and

QUAL, entailed using different techniques to analyse each of them. | used statistical
analysis for the quantitat data data generated through the TOEFL test and the
MALQ. Content analysis, on the other hand, was useahéiysethe qualitative data
generated through the listening diaries as well as the-epéed questionnaires. |

present below details regarditige analysis of each dataset. Due to its dominance in
answering the research questions, | begin the discussion with quantitative data

analysis.

4.2 Quantitative Data Analysis

As stated in the previous chapter, the participants in the experimental gre@i

took the listening test and the MALQ three times: before the start of the study, after
the first phase and finally by the end of the second phase, which also marked the end
of the studyAlthough there were initially 21 participants in the experimegtalp,

some participants did not complete the pre questionnaire and some others did not
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attend the final administration of the test and questionnaire. This, consequently,
resulted in some missing data. Participants who had anyiofsteees missing had

to be excluded from th&tatisticalanalysis.

| discuss in this part the statistical procedures followezhtdysethe data generated
from the TOEFL listening test and the MALQ. SPSS statistical package (version 15)
was used tanalysethese datasets. lilvdiscuss the analysis of the test and the

guestionnaire separately below.

4.2.1 TOEFL Listening Test

As mentioned in the previous chapter, the experimental group took the test before
the study and at the end of each of the two phasescdmearisongroup, m the

other hand, did the test prior to and subsequent to the study. | gave each participant
from the two groups a unique identification numbbem 1 to 42. Then, in order to
differentiate between the testpre, end of phase one, and piestis, | used, y, and

z before the numbers to refer to each of the tests respectively. So, for example, x1
would refer to the pr¢est of the participant who holds number 1, z1, would refer to

t he same pa-testi ci pantdés post

In order to decide on whether to usegmaetric or norparametric tests to analyse

the TOEFL | istening test scores, a test
significant result (Sig. v a(Pallamt, 20d®rpe t h a
63). This was conducted for each of the two groups separately. Resligtted that

the pretest scores for theomparisongroup were normally distributed, @as= .50.

This was also true for the ptest scores for the experimental group, wiere.43.

Posttest results were also normally distributed émmparisonand exgrimental

groups, withgg-val ue of .72, and .45 respectivel
first phase results were also normally distributed,.46. Hence, since all the results

were normally distributed, a parametric test was used to analysedites ©f both

pre and post tests for each of the two groups. Accordindgrdaibant (201
parametric measures imply a number of assumptions about the population from

which the data has been generated such as having normally distributed scores and
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also the nature of the data itself (interval levdlisg) (p. 204). Tablet.1 below

presents the descriptive statistics of the pred postest TOEFL scores for the two

groups of the studylhis table aims at describing the characteristics of the sample
(ibid). However, when running thetests given ladr, | took account of any missing

data through a techniqgue in SPSS call ed
anal ysis allows SPSS to exclude fithe ca:

required for the specific analysiso (ibi

Pre-test (N = 42) Posttest (N = 39)

Group Mean | SD | Mini. | Max. n | Mean| SD | Mini. | Max.| n

EG 2245 7.02| 12 355 | 21 | 28.03] 7.4 14 | 39.5| 18

CG 2571 488 | 13 35 21 | 27.4 |1 4.09| 20 35 | 21

Table 4.1 TOEFL T estDescriptive Satistics

A ttest was used in this case because it is the test used when having two groups or
two sets of data, the aim of which is to compare the mean scores on some
continuous variabléPallant, 201D Paired samplest e st s ar e used dfAw
interested in changes in scores for participants tested atltirand then again at
time 206 (ibid: 1 O btegsts, on thedother dandl are atsedsvhemp | e
having two different groups and the aim is to compare their scores. The former was
used to measure the achievement of each group ddttldy indiviclally. The latter

was used to compare the two groups, once in terms of theegirscores, and

another time for the posest scores.

4.2.1.1Experimental Group TOEFL Results

To evalwuate the I mpact of phase one of
listening ability level, a pairecsamplest test was conducted. There was a
statistically significant difference 1in
1 (M =22.45SD=7.02) to Time 2N = 24.4,SD= 8.7),t =-2.67,p i value = .02.
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This indicated tat theEFL listening ability of the participants in the experimental
group measured through the TOEFL listening téstd in fact developed after the

metacognitivanstructionphase.

To further measure the impact of the second phase of the study exptranental
groupds | i st eni ngamaldsttdstiwas/alsd doneeThere waas ap a i r
statistically significant difference in
2, before the start of the second phabk=(24.4,SD = 8.7) to Time3, after the

second phase of the stud\ & 28.03,SD = 7.4), t =-3.2, p -value= .01. This
suggestst h a 't the participantsé | istening ab

deliberate practice phase.

A pairedsamplest test was further conducted to &wate the impact of the
intervention as a whole on the experi mel
a statistically significant difference i
prior to the intervention,M = 22.45,SD = 7.02) to Time3, by the end of the
intervention, W = 28.03,SD = 7.4),t (17) =-5.07,p = .00. Thissuggestghat the

listening ability of participants in the experimental group has significantly developed

over the course of the study.

4.2.1.2ComparisonGroup TOEFL Results

In regards to theomparisongr oupds | i st eni ngamplegtedt r es u
was conducted to compare their TOEFL scores before and after the study was
carried out. Although their mean scores slightly increased, there was no statistically
significa n t di fference in the studentM® |i st
25.71,SD= 4.88) and after the studiyi(= 27.4,SD= 4.09),t =-1.7, p-value= .10

This indicates that the listening level of tbemparisongroup participants has not
developéd much over the course of the study.
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4.2.1.3TOEFL Results Compared

To compare the listening preest scores for theomparisonand experimental
groups an independerdampled test was done. There was no significant difference
in listening ability level, asneasured by the listening tebgtweenthe comparison
group M = 25.71,SD= 4.88) and the experimental groly € 22.45,SD=7.029, t

= 1.74,p -value= .09before the start of the study. Thigsult indicatedthat the
participants in the two groups wees similar levels, in terms OEFL listening
ability, prior to the intervention.

An independensampled test was also conducted to compare the listeningtpest
scores for the two groups of the study. There was no statistically significant
differencein listening test scores for tremparisongroup M = 27.4,SD = 4.09)

and the experimental groum (= 28.03,SD= 7.4;t = -.33,p 1 value = .74) after the
intervention had taken place. It is not clear that there is a significant difference here

becausé am looking at things separately.

When having a tw@roup pretest/posttest design, scores on the {pest may be
taken as a covariteatiestfithg dadortfresglentes p
(Pallant, 2010, p. 298 ANCOVA tests are useful when having a rather small

sampe as well asvhen it is not possibleo randomly assign students to two groups

(ibid). Dérnyei (200 alsost at es t hat At here is a growi
of fers more precise resultsodo due to two
Aclaim that gain scores are not suf fici

reduce initial group differencesagicularly in quasexperimental studies (p. 118).

Whenthe resultsof the TOEFL testvere combined in an analysis of covariance
(ANCOVA), some difference between the two groups ostpest listening scores
emerged. The ANCOVA explains whether the pest scores vary by group
comparisonor experimental, having accounted for qeet scores. After adjusting

for the pretest scores, there was a significant difference in the listening test results
between theomparisonM = 26.31) and the experimentioup (M = 29.45) on the
listening posttest,F = 4.25,p1value = .05, adjusted R squared = .41. Hence, in this
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case, 41.1% of variance in the ptestt is explained by group. This result indicates
that if | comparisonfor baseline scores, the pdest scores are higher for the

experimental groupy three marks, ashown bythe means

4.2.2 TheMALQ

The MALQ results were also entered into SPSS for statistical analysis, as mentioned
above.Similar to what has been mentioned in Section 4.2.1 abowag, & ites of
normality on the MALQ results. As the results were normally distributed for both
groups, | used a parametric tdgest, to compare the results of the two groups. The

t test was also used to compare results of each of the two groups at diffenésit poi

in time. In regards to using a parametric test for analysing ordinal llaiigs (2017

st at es t hadhersthava usgdests éoisoedinal variables . . . and the test is

reasonably robust in these circumstances” (p. 119).

| was provided with the MALQ scoring guide by Vandergrift (personal
communication). This scoring guide helped to identify the stamésnin the

guestionnaire which had to be revecsgled befre entering the data into SPSS
becausdower scores are desirable ftireseitems. | present below the results of
analysing the MALQ first for each group separately, and then the results farahe t

groups combined.

4.2.2.1Experimental Group MALQ Results

A pairedsamplest test was conducted to assess the effect of the metacognitive
instruction phase on the participantsd |
statistically significant differenceni t he st udent sé metacogni
Time 1, before the studyM(= 2.72,SD=.19), to Time 2, after the first phase of the

study, M = 2.91,SD = .22, t = -3.68 p -value= .00 This is an indication that the

first phase of the study had a posig effect on t he part
metacognitive knowledge. In terms of the five factors of the MALQ, Tdh?e

below indicates that there was a statistically significant difference in Fagctor 1

planning/evaluation, from before the metacognitive ution phase to after it. This



result indicates that phase one had a positive effect particularly on planning and

evaluation strategies.
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Factor Questionnaire| Mean Standard tvalue | p-value
Deviation
Factor 1 Pre 2.73 45
Planning /
l(Evaluatiogn) End of £'phase 2.96 .35 -2.19 04*
Factor 2 Pre 3.10 24
(Problem :
Solving) | Endoffphase | 3.07 33 53 .60
Factor 3 Pre 2.02 53
Person
Kn(owledge) End of £'phase 217 71 -1.23 23
Factor 4 Pre 3.07 39
Directed
g\ttention) End of £'phase 3.29 41 -1.55 14
Factor 5 Pre 2.66 57
Mental
Trf’:mslation) Endof f'phase | 2.5 54 1.19 25

Table 4.2 EG MALQ Factors t test Results Time 1 & Time 2)

A pairedsamplest test was also caed out to measure the impact of the second

phase of the study on the participantso

no statistically di fference
Time 2 M = 2.91,SD=.2]) to Time 3, ly the end of this phase, which is also the
end of the study,M = 2.99,SD = .33, t = -1.44 p -value= .17 As for the five

factors of the MALQ, there was no significant difference in any of the factors from

significant

Time 2 to Time 3. Tabld.3 below indicates tlhdhe mean scoresf Factors 2, 3,
and 4 have increased, yet the difference was not statistically significant in any of

them.
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Factor Questionnaire| Mean Standard t value p-value
Deviation
Factor 1 | Endof I'phase 2.96 .35
Planning /
(Planning Post 2.96 45 08 93
Evaluation)
Factor 2 End of £'phase 3.07 .33
Problem
( : Post 3.21 .33 -2.09 .53
Solving)
Factor 3 End of £'phase 2.17 71
Person
( Post 2.33 .63 -1.31 21
Knowledge)
Factor 4 End of £'phase 3.29 41
(Directed
: : . -1. A
Attention) Post 3.42 48 36 9
Factor 5 End of £'phase 2.5 54
Mental
( : Post 2.56 51 -.56 .58
Translation)

Table 4.3 EG MALQ Factors t test Results Time 2& Time 3)

A pairedsampled test was also condted to evaluate the impact of the intervention

i n

measured

gener al

on

t h

t hrough

e experiment al
MAL Q.

t he

Ther e
metacognitive knowledge from Time 1, before thedg, M = 2.72,SD = .19), to
Time 3, by the end of the studyl & 2.99,SD= .33),t = -3.35,p-value= .00 This

wa s

a

suggests that the metacognitive knowledge of the participants in the experimental

group has developed over the course of the study.

Regarihg the five factors of the MALQ individually, as presented in Tahi

below, there was a statistically significant difference in two factors: Factor 3 (Person

Knowledge) and Factor 4 (Directed Attention) have significantly increased from

Time 1 to Time3. The mean scores for Factor(fiental translation) indicate a

decr ease,

rat her

t han

an

nNcrease,

n

this factor, but the difference was not statistically significant. The mean scores also

groupo6s

t

C
<
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indicate an incrase in Factors 1 and 2, yet the difference in these two factors did not

reach statistical significance.

Factor Questionnaire Mean Standard t value p-value
Deviation
Factor 1 Pre 2.73 .45
(Planning /
Evaluation) Post 2.96 45 -1.56 13
Factor 2 Pre 3.10 24
(Problem:
Solving) Post 3.21 .33 -1.21 24
Factor 3 Pre 2.02 .53
(Person .
Knowledge) Post 2.33 .63 -2.21 .04
Factor 4 Pre 3.07 .39
(Directed .
Attention) Post 3.42 A48 -2.58 .02
Factor 5 Pre 2.66 57 1.00 33
(Mental
Translation) Post 2.56 51

Table 4.4 EG MALQ Factors t test Results Time 1 & Time 3)

4.2.2.2ComparisonGroup MALQ Results

A pairedsamplest test was conducted to compare the MALQ results of the
comparisorgroup @ = 20) before and after the study took place. As one student in

the comparisongroup did not complete the piguestionnaire, she had to be
excluded from the MALQ pairedamples test. There was a significant difference

in the student s 6 elndoredlcR.NSDt i2Q and dter thev| e d ¢
study M = 2.73,SD = .3]), t = 2.2], p-value= .03 However, as the mean values

indicate, this was a decrease, rather than an increase in their MALQ results.
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Regarding the five factors of the MALQ, as Tablé below demonstrates, all of the

Factors, except for Factor 1, withessed a decrease from Time 1 to Time 3.

Factor Questionnaire Mean Standard t p-value
Deviation
Factor 1 Pre 2.77 .39
(Planning /
Evaluation) Post 2.71 .38 1.03 31
Factor 2 Pre 3.27 .38
(Problem
Solving) Post 3.10 .39 2.03 .06
Factor 3 Pre 2.35 71
(Person
Knowledge) Post 2.21 68 1.32 20
Factor 4 Pre 3.00 .29
(Directed
Attention) Post 2.97 32 30 76
Factor 5 Pre 2.75 .62
(Mental
Translation) Post 2.65 .65 .82 A1

Table 4.5 CG MALQ Factors t test Results

4.2.2.3MALQ Results Compared

An independensamplest test was conducted to compare the-guestionnaire
results for the two groups. There was no statisticaignificant difference in
metacognitive knowledge, as measured by the MALQ, focdmeparisorgroup M
= 2.83,SD = .21) and the experimental groud € 2.72,SD= .19),t = 1.58 p i
value = .12 This is an indication that students in the two groups \aergimilar

metacognitive knowledge level before the start of the study.

An independensamplest test was also conducted to compare the metacognitive
knowledge level of the participants in the two groups after the study was carried out.
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There was a statisally significant difference in metacognitive knowledge, as
reflected in the pod¥IALQ scores, between theomparisorgroup M = 2.73,SD=

.31) and the experimental groud € 2.99,SD = .34),t = -2.43,p-value= .02. This
result suggests that the exipgental group have outperformed tt@mparisorgroup

on the final MALQ. Further, having controlled for pgeestionnaire scores for the
two groups, there was a statistically significant difference in metacognitive
knowledge, as measured by the MALQ, betwehecomparisongroup (M = 2.6)

and the experimental groupl(= 2.9) on the final MALQ result$; = 10.96,p-value

= .00, adjusted R squared = .38. This indicates that 38.4% of the variance in the
postquestionnaire results is explained by group. Resalt® signify that by
controlling for baseline MALQ results, the pagiestionnaire results for the
experimental group are higher.

4.3 Qualitative Data Analysis

The qualitative data was generated in this study through the listening guided diaries
used in bth phases of the intervention. As mentioned previously, | gave the
participants the freedom to write in their diaries in either language they felt more
comfortable with (see Sectid16.2. As a result, the data generated from the diaries

were a mixture oboth Arabic and English. The issue of having data that is in a
language other than English is largely overlooked in the literature on qualitative
methods (Nikander, 2008 To deal with this issue, however, | followed the
suggestion made in the |literature whicl
translated datasi al ways done (Nbkamdert 20@8, po 229 Thusnla | 0
analysed the data as they occurred in t

and had the coding verified by a colleague competent in both languages.

A key element of qualitative data analysis is data reductidnich is commonly

achieved through content analygidohen et b, 2011). Content analysis is defined

a s a siystematic, replicable technique for compressirany words of text into

fewer content categories based on explicit rules of cadiggemler, P01). Content

analysis according tbenscombe (201pi s a means of dAquantify

any text (p.281)Silverman (200 explains that when applying content analysis, a
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researcher starts by establishing fa set
number of i nstances that Thé @dcedurd fmwed e ac h
when applying content analysis,Bsnscombe (20)Gtates, includes:

A selecting a suitable sample of texts,
breaking down the data into smaller units,

developing relevant categories for the analysis of the data,

A

A

A coding the identified units in line with the categories,
A counting the frqguency of occurrence of these units,
A

and finally analysing the text in the light of the frequency of the units and

their relationship with other units that occur in the text (p.282).

The texts selected for anal ysi sdiaryn my
responses generated from the two phases of the study. | decided to do the analysis
manually, rather than using computer software. | chose to-dwaalgize the data for

a number of reasons; one is that the database analyzed is relatively smalhand he

I can fNeasily keep tr ac k(Crestell, 2005, p.234and |
Furthermore, according to Creswell, one of the reasons for deciding to do the
anal ysis by hand is At o b-enfeelfa & withouto t he
the intrusion of a machide (i bi d) . I wi || first presen
the data for analysis. Then, the following part will shed lghthe coding schemes

used to codéhe data and how the actual data analysis was carried out.

4.3.1 Preparing Data for Analysis

Thestdent sé6 | istening diaries were a col |l
mentioned in the previous chapter, completed on average two diaries per session,
apart from phase one in which only one diary per session was completed. Based on
the number oftexts played in each session (see Sectior?2)3.¥ had around 378

diaries by the end of the intervention. | decided to analyse the diaries for the two
phases separately. Hence, to prepare the data for anbbtsided with transcribing

the diaries othe first phase, the metacognitive instruction phasetheyoccurred

by typing the diary entries for all three sessions for each participant together in one
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section before moving to the other studditesefiles included the session number,
topic, and aswers to the four diary probd3y transcribing | meanhtransferred data

in the studentso diari es f-procassed fileghatl o0 0 s ¢
contained the diary responses for all the participants. After transcribing the data, |
had a readhrough itforep | or at i on, wh ipreliminaryexploratay way
a n a | ,yosuseshe term given kyreswell (2005, p. 2371 realized, as a result of

this step, that the format in which the data were presented was not fit for analysis.
As a result, | trasformed the diaries into table format, with the following -sub
headings: session/ topic, question, answer, theme and reftawing Bernard and

Ryan (2010, | developed a codebook based on three types of codes: first, structural
codes, which included information on the topic of the text, and the numblee of t
diary probe being answered. Second were the theme codes which show where the
themes identified actually occurredinatexti n t hi s case it was
to the diary probesFinally, the memos include notes and commentaries about the

codeswritten as | read through the texts.

| read through the codebook, and then | realized | had to change the order of the
diary responses in the tables. This time, | grouped responses to each probe together,
so the order was according to probe rather tlemsien now. This was done so |
coulddo the analysis probeise, rather than sessiovise. The first time | attempted

the analysis was in a botteap method, in a sense that | moved from-sub
categories, using the coding scheme Ggh (1997 (see AppendixJ), up to
categories. This approach was to a certain extent a straigglewas left with quite

a number of responses unclassified. Therefore, | had to change the way | did the
analysis. The second time | attempted the analysis, | reversed the approach,
following a topdown method in which | moved from category to ®abegoy.
Creswell 6s advice to Astart broad to na
analysis. To achieve this broad to narrow approach, | had to change the sub
headings in the codeboo& includecategoryand sub-category rather thartheme

which was tle subheading used in the first draft of the codebook (see Appdndix

for the final version of the codebook format). The same codebook format was used

for analysing diaries of the two phases.
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I n the next stage, I at t ewers byepdtting eachu ni t i
unit | identified on a separate line. | addpe definition given byKrippendorff

(2009 o f uni t s, which according to him are
treat as i ndependent el ementso (p. 97) .
indicates that Ait i s ofrawmdnalysisiar ath particuldri v i d .

stage of an analysiso (ibid).

4.3.2 Phase One Qualitative Data Analysis

The three tges of metacognitive knowledgperson, task and strategy knowledge
weret he gui ding framework for a nistédnpngs i n g
diary probes in phase one (see Tablg for definitions). FollowingVandergrift

(2002, the student diaries were analysed for evidence of the three types of
metacognitive knowledge. To further analyse f{isening diaries, | used the
inventory of metacognitive knowledge about L2 listening developed in a study by

Goh (1998, and summarized in another article by {@oh, 1997. Goh has further

classified these three types of metacognitive knowledge into categories and sub
categories; hence | followed her coding scheme to ideimsiances of these types

of metacognitive knowledgesée AppendixJ). However, in line withVandergrift

(2002, exampl es of =strategic knowledge had
metacognitive strategidgsor second | anguage | istening:¢
used the taxonomy elaborated Y¥gndergrift (1997 which according to him is
grounded in cognitive psychology and builds on the language learning strategy
classification scheme @6 Mal | ey and <LdAppendiK).( 1990) (

First, | classified the units of analysis under one of the three types of metacognitive
knowledge. | did this step for the second guidedstjon in the listening diargwhy

did you find the task easy or ddtilt? ,Gacross the three sessions. Then | went back

to the responses under probe two in order to furthercatdgorize them using
Gohés coding scheme. These two steps we
the third guieéd probe in the listening dia dwvhat has helped you to understa@ad?

and later fo the fourth guided questiomhich wasdvhat will you do different next

tme? 6 For the fourth probe, as mentioned
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listening strategies which was developed Ygndergrift (1997a 1 relied on
abbreviations when doing the categorization andcstibgorization. For example, |
used TK to refer to task knowledge, PK for person knowledge, and SK for strategy
knowledge. As for the subtategories, | used nuars and letters, like 1/e to refer to

(1) factors that affect listening and (e) for types of input, which are all based on the
coding scheme given by Gdbee AppendiXx. as a sample for the analysis). Ials
used coloured pens to differentiate between waeious categories and sub
categoriesWhen it came to counting the instances, | used a pencil to cross out the
answers that have been counted. This would make it easier for me to identify in a
glance the codes that remained to be quantifititen useda highlighter tofurther
markanyunits that remained unclassified. | gathettease unitghat did not seem to

fall under any of the codes for further investigatidmen, | created tables to
summarize each type of metacognitive knowledge elicited bylitlvg probes. This

table included the subat egori es i dentified in the

tables are presented in sections below.

One of the most challengiraspectof analysing the qualitative data, however, was
identifying and categorizinthe data in the guided listening diaries. Even though |
decided to use a paefined coding scheme, still boundaries between categories
were not always easy to identifyandergrift (2002 also acknowledges the enap

that exists between these types of metacognitive knowledge as reflected in his
participants® responses. Before turning
challenges | faced when categorizing the data and the decisions | had to take in

regards to each one of these challenges.

4.3.2.1Phase One Challenges and Decisions

While doing the analysis, | faced many challenges which required me to take
informed decisions as to how some of the responses may be classified. The
boundaries in some of the smutht s®6 responses were not

had to decide on how to classify such units and justify each decision. Hence, each
time | faced a response that did not lend itself easily to the coding schemes, or had

any obscurity in it, | had to dealith it on the spot. The decision taken was written
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on a posit-note and put on an A4 blank sheet to keep all decisions visible in front

of me for further reference as an attempt to achieve consistency.

Similar toGoh (1998, coding the data ometacognitive knowledge was one of the
most challenging stages in my research. There were instances where items that had
been placed within a particular group seemed to easily fit into another group. The
criteria | used when taking decisions may appearbéo subjective at times,
particularly when the distinction betweémo subcategoriedepended on mgwn
interpretation of thep a r t | aaesporsasHamvéver, asGoh (1998 explains, by
applying the same criteria consistently throughout the aisalyattemptedo ensure

that there was some uniformity in the way my interpretation ofiskening diaries

had been categorde ( p . 167) . degdrisatomofaguakiative ddtaast A ¢
by nature a subjective procesxl researchemo notmakeclaims for the objectivity

and completenesgenerally associatedwith scientific inquing (i bi d: 170) .
now present the challenges | faced and the decisions taken with some extracts from

studentsd6 responses.

1. Linking two idea units in a cause adfflect form, through the use of words
such asso, that, whichetc. | decided thathbughthe responsadtwo idea
units, lwould treatthem as oneThe reason for dealing with such a challenge
this way is that sincer® happens as a result of anotlaadthat the two are
directly related, it would be more logical not to separate them. All instances
of cause and effect responses were indications of person knowledge, because
the students related the demands or nature of the task to themselves as
learners. TIs can be seen in the following extracts:

Because the speaker was talking slowly so we had time to
understand what he was saying

Also, he was talking slowly which gave me enough time to
take notes

Informing us of the divisions of the lecture before givimg
details helps us to concentrate more

The speaker was giving way too [many] information that |
had a bit of difficulty [of] writing down my notes
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2. Thethreesulc at egori es i n Gohoés coding sche
and obstacles to listening comepension, both under person knowledge, and
factors that affect listening comprehension, under task knowledge, all shared
one common f enadt the sehjectd thoaght wenéndraficego
their listening comprehensio 0(Goh, 1998, p. 166 Goh provides the
following definitions for the two subcategories of problems and factors.
Probl ems duri ng Wwduld reeemrta anyg difficidtibsethes ay s ,
subjects had experienced and that related directly to one of thedtigragve
phases of comprehension, namely perceptual processing, parsing and
utilisationd. Factors that affect listening comprehension, on the other hand,
fwould refer to anything that the subjects perceived could eitin@edeor
enhance their comprehensi®@ (i bi d: 167) . I found i
defines factors that affect listening comprehension to include those that could
Ai mpedeo or Afenhanceo | istening comp
Aunfamiliar vocabul aryodo tuarytwhieh lexcl u
believe is also a factor playing a significant role in enhancing listening
comprehension. The challenge was that participants would many times refer
to the same idea but use words ldasy difficult, familiar, new clear, rather
than unfamiiar vocabulary. Therefore, since all of these comments on
vocabulary are, in my point of view, among the factors that affect listening
comprehension, and are a comment on the familiarity, or not, of the
vocabulary to the learners, hence | decided ta tteam # under the same
sub-category: (un)familiar vocabulary. The following are examples from
studentsd responses:

Because it did not include any new words

Clear vocabulary

There was not any hard words

Words used in the text are clear and understandable
Without difficult vocabulary

3. The participants used many ways to comment on types of input, stica as
use of exampledeingan easy topicusingan easy/ clear styleghe lecture

being wellorganized etc. Since these, in my point of view, all indictte
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same idea, | decided to treat them all as a comment on types of input.
Examples from participantsdé responses
the topic was easy
the |l ecturerdos style was easy
the lecturer gave some examples to aid understanding
the lecture was organized

4. | had aproblem in classifying the responbecause théalk was very clear
since it did not seem to lend itself clearly to any of the-gatbgories. |
decided finally to group it under speech rate, as the sentence seemed to

suggest reference to the speed ofsiheaker.

5. There was another comment that was not easily classified, whizdtaise
of t he speaker 06s asdhere awvas n alearnreferende dot i 0 n
pronunciation in the coding scheme. However, since pronunciation falls under
accent, | decided tgroup this response under the code: different varieties and

local accents.

6. Another unclear response wiisvas clear which occurred as an answer to
why did you find the text easy? | found this somehow problematic, since |
was unsure whether clear hereans clear ideas or clear voice. However,
since the sentence O6the text was cl ea

voice, hence | decided to group this response under types of input.

7. Some responses statedrity of voice and tonas one of theeasons why the
text was found easy, or difficult. This appeared at first to be one unit, but then
| came to realize thatlear voicewas used by participants to refer to the
quality of the recording. Hence, | decided to break this response down into
two units, clear voicefell under physical factors, whereakar toneunder
prosodic features. Bot h, however, f al

|l i stening comprehensiond, which comes
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8. Another issue | faced was that there wasaadce gory i n Gohds cc
that related the listening text to the required task, although this is a common
factor which affects listening comprehensiaiifficulty of the task. In other
words, many times have participants indicated that one of thgsthivat has
helped them to understand or to find the text easy wasitmgicity of the
taskor simple questionsThis did not seem to belong anywhere in the coding
scheme!However, since task knowledge refers to the demands of a task, |
decided to includ it under task knowledge. Therefore, | decided to create a
new category under factors that affect listening comprehension, with the code

6di fficulty of the tasko.

9. Comments on familiar vocabulary caused me some confusion as well since
this element appeate under task knowledge and p:
coding scheme. Hence, | needed to make the boundaries more vivid between
these two codes. The decision was that if the participant aédbiti to
herself, e.g. sayingome of the words | kngwhen itwould be considered
under person knowledge. On the other hand, if it was written as a general
comment on vocabulary, thendrsidered it as task knowledge.

10.1 had a major issue with classifying responses related to previous knowledge
and having some bacikgund knowledge related to the topic of the listening
text . Gohds coding scheme cl assifies
factors that affect listening comprehension. Yet, from my point of view, it
may be better grouped under person knowledge bedaus a characteristic
of the person, having information related to the text rather than the task itself.
This leads to another relevant issue, which is distinguishing between common
topics and having background knowledge related to the topic. Not every
common topic do students have some information about, hence | decided to
treat them as two separate units. The latter falls under person knowledge
whereas the former belongs under task knowledge. Goh in fact in the original
study(Goh, 1998i dent i ficeenfii ps u odson&causevdf e d g e G
problems during listening, as part of her discussion on person knowledge of



120

her participantgp. 346. This again indicates how fuzzy the boundaries are

between thaifferenttypes of metacognitive knowledge.

These vere the main challenges which occurred when analysing phase one diaries
and decisions in regards to them had to be established before presenting the results
of the analysis. The following part will present the results of the analysis and will be
divided ino three major sections according to the three probethe guided
listening diary:probes 2, 3, and 4Since the first proe in the diaries was an
eitherbr questiondid you find the task easy, difficult or neither of the Bwéand

this probe was dictly related to the second probe, | decided to merge these two
guestiongnto one section and do the analysis for them simultaneoustytypes of
metacognitive knowledge elicited by each diary probe will be presemiger each

major section This will first be summarized in table format and tmeajor themes

will be presented separatglyaccompanied by illustrative examples from the

participantsdé diari es.

4.3.2.2Diary Probes (1) & (2): Digoufind the task easy or difficult? Why?

As stated previously in TabR2 the first two diary probes helped elicit tw@és

of metacognitiveknowledge: person and task knowledge. Hence, the following
section of the results will be divided into two main parts, one for each of these two
types of metacognitive knowledge. Axding to Goh (1998, task knowledge
fincludes the ability to recognise that some tasks are more demandingttieas

and to discern whether a particular task is easy orohard p . 347) . Thus
number one in the guided listening diariescigdid task knowledge, by having
students decide on whether they found the listening text easy or difficult.dRegar
session one, which was oBecond Languag Acquisition the majority of
participants thought the text was ea%y out of 19 responses, osaid itwas easy

but not very easyone said it wasomehow easyvhile two others thought it was of
medium difficulty The second session, 8heep @privation was also thought to be
easy ly the majority of participantsl6 out of 19 responses. One papant said the

text wasneither hard nor easyone said it was ahedium difficultyand one said it
waseasy to some extenthe third sessiomgn Businesswas thought to be easy by
nearly half of the participantd0 out of 18 responses. Three studehtaight the
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text was ofmedium difficulty one said it wagind of easypne said it waslifficult,
and one wrotd&ind ofwith no clear indication of whether it was kind of easy or kind
of difficult. This final session witnessed a decrease in the nunfbparticipants
who thought the text was easy compared to the two previous sessions.

Even though the initial number of participants in the experimental group was 21,
there were some absentees in some sessions, hence the difference in numbers
throughout tle three sessions. The following part will summarize the results of the
participants?®o responses t o t he second
knowledge, as previously stated. Tallé below summarizes the idea units, and

types of metacognitive knowdge elicited from student responses to probe 2 in each

session.
Session Idea Not Task Person
units relevant | Knowledge| Knowledge
1 31 1 28 3
2 34 -- 31 3
3 31 1 27 4
Total 96 2 86 (90%) 10 (10%)

Table 4.6 Phase 1. Summary of Probe 2 Categories

| will now present the information in Table 4.6 above in more details. Due to its

prevalence, | will start by presenting results relevant to task knowledge.

A Task Knowledge: Probe 2

The key words that | basedy categorization on in regards to task knowledge were
purpose, demands, nature and procedures of tasks, which all stem from the
definition of task knowledge given b§oh (1998. Focusing on these four key

words helped in identifying the responsésch belonged under task knowledge and

those which did not. Tabld.7 below indicates that 10 swategories of task
knowl edge have been found in the partic
three sessions of phase one. The table also illustteesll of these instances fall
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under the broad category of factors that affect listening comprehension, according to
Gohdés <codi ng s c hleThe totédl suenberseigalphe sedsionx that
witnessed the most instances of task knowledge, in #¥e session two. It also
clarifies the most frequent sbat egori es i dentified in t
These included comments on the familiarity of the vocabulary in the listening text,

(* indicates the extract was originally in Arabic and hasnbtanslated for the

purpose of illustration)such as:

Because it does not include any new wdrds

And there was not any hard words

Because the lecturer used easy to understand terms
Without difficult vocabulary

Simple word

Also, statements on types afput and the role they play as a factor affecting

listening comprehension was a major theme here. Instances included:

The topic was easy

The style of the lecturer was e&asy
Examples

The lecture was organized

Another theme that emergédiere was the impat of existing knowledge and
experience on viewing the listening text as easy or difficult. Some of the

participants6 responses included:

The text was familiaf
Because sleep issue most (of) people have it
It talks about a common topic

Speechratewaanot her theme identified by part.|
have led them to finding the text easy or difficult. The following are samples from

studentsoé diari es:

And the speed of the speaker
Because the speed of the speaker was normal
Not fast paed
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Pl us he wasnot f ast

Sub-category session 1| session 2] session 3 Total
1. (un)familiar vocabulary [ 7 6 20
2. Types of input 6 8 S 19
3. Existing knowledge & experience 7 9 2 18
4. Speech rate 4 3 2 9
5. Different varieties & local accents 1 3 2 6
6. Physical fators 1 - 3 4
7. Difficulty of the task - 1 3 4
8. Length & structure of sentences - - 2 2
9. Emotional states 1 - - 1
10. Interest in a topic 1 - - 1
Total 28 31 25 84

Table 4.7 Task Knowledge Probe 2

Table4.7above shows therestofthestitat egor i es t hat emer ged
responses to this diary probe. However, due to their low frequencynbtiggard

them as major themes and thus do not expand on them here.

A Person KnowledgeProbe 2

The definition of p e rgeneral kn&whedge lleaeds have 1 n c |
acquired about humaiactors that facilitate or inhibit learnindWenden, 1998, p.

518, yet Goh in her coding scheme only identifies obstacles and problems to
listening comprehension. Based on this definitioperdson knowledge, | decided to
expand the categories in Gohds coding sc

aids to listening comprehension. | also included under obstacles and aids to listening
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comprehension, the swutategory background knowledgeéhich did not appear in
Go h 6 s scherd (maged on decision 10, see Sedtid2.).

Sub-category session 1| session 2| session 3| Total
1. Obstacleg aidsto listening comprehension
a) Background knowledge - - 3 3
b) (un)limited vocabulary & 1 1 1 3
academic tens
c) Fast speech 2 - i 2
d) Inefficient memory h 1 i 1
2. Cognitive Processes during listening
a) Reconstruct meaning from word - 1 i 1
heard
Total 3 3 4 10

Table 4.8 PersonKnowledge Probe 2

Table 4.8 above illustrates the instances of person knowledge that appeared in the
participantso6 diaries
knowledge, as an aid to listening comprehension, was the major category elicited

from thestudents. Instances from the actual diary entries include:

Because it talked about something that | know

n

response to

| had previously listened and read a lot about it

Because the
have much knowledge about

However, as Talkl 4.6 above indicates, probe two elicited a lot more instances of
task knowledge than those of person knowledge.

speaker

wa s

t

al

King

pr

ab
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4.3.2.3Diary Probe (3): What has helped you to understand?

Di ary pwhatbhas h8lped you to understaiyded to the elicitation of
strategicknowledge, which did not emerge previously in reply to probes one and
two. This probe elicited instances of task knowledge and person knowledge as well.
Table 4.9 summarizes these three types of metacognitive knowledge as they

occurred across phase onesthsessions.

Session Idea Not Task Person Strategy
units relevant | Knowledge| Knowledge| Knowledge
1 32 1 20 5 7
2 36 3 17 7 12
3 26 3 15 1 10
Total 94 7 52 13 29

Table 4.9 Phase 1: Summary of Robe 3 Categories

The following part will illustrate these three types of metacognitive knowledge as

they appeared in the part ifrequeptametwisiohisdi ar i

task knowledge.

A Task knowledgeProbe 3

All instances of task knledge that were elicited by the third probe in the listening
diaries were sulsategories of factors that affect listening comprehension, according
Gohos

responses to probe two. [dla 4.10 below indicates that the most frequent

t o coding scheme. This is similar

occurrences of task knowledge emerged in the first session. The most prominent

ng
under task knowledge. The fact that so mesponses related to types of input as a

t heme occurri here was oOtypes of inpu

factor affecting their comprehension indicates it was a common perception among

the participants. Some of the students?o
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The examples that the lecturer give
Clear examples

The definitionsexample that they given
And the kind of topic

The organization of the lecture

Sub-category session 1] session 2| session 3 Total
. Types of input 10 7 9 26
. (Un)familiar vocabulary 3 1 3 7
. Different varieties and local accent 2 3 2 7
. Speech rate 3 1 -- 4
. Prosodic features 1 1 1 3
. Physical features 1 1 - 2
o . - 2 - 2
. Difficulty/ simplicity of task or
guestions
. Emotional states - 1 - 1
Total 20 17 15 52

Table 4.10 Task Knowledge Probe 3

Therewere also instances that commented on the vocabulary of the text, as well as
the accent of the speaker. These two themes occurred as the second most frequent
responses, with 13% for each stdtegory. Tabld.10above presents the other sub
categories ofask knowledge that emerged in response to diary probe 3, but these

sub-categories were not so frequent across the sessions.

A Strategy Khowledge Probe 3

Most instances of strategy knowl edge el
under st ande Strategfeethat assist comprehension and recall, according to
Gohdés codi ng4.ldeloveillnsgrates Thautategoriegshat have been
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identified in the diary entries and the number of occurrences for each per session. |
treated the studemtd r esponse Oto read the questic
activating knowledge from context. Some instances of this theme are found in the

following extracts:

Reading questions before *
Also the chance to read the questions beforehand

Sub-category session 1 | session 2| session 3 Total
1. Selective attention 2 3 4 9
2. Activate knowledge of contexi 1 4 2 7
from title, questions, etc
3. Directed Attention 2 2 2 6
4. Guess or infer meanings - 2 1 3
5. Take notes 2 1 -- 3
6. Pay attention to repetitions o . 1 1
Total 7 12 10 29

Table 4.11 Strategy Knowledge Probe 3

Selective attention and directed attention were among the most frequent strategies
used in response to this diary probe. Yet, they did not feamhselves easily to
Gohds codi ng steub eategorizedaundér metacogaitive strategies.
Metacognitive strategiesare defined by Goh (1998 a s mafiifestationsof the
executive dimension of metacognition (p. 225) . Medsaareo g ni t
divided into three categories according to the role they play in managing cognition:
planning, monitoring and evaluation (ibid). The literature on language learning
strategies identifies a number of metacognitive strategies, which inclpoes:
listening preparation, selective attention, directed attention, comprehension
monitoring andcomprehension evaluatiorfGoh, 1998, p. 226 The first two fall

under planning strategies, the following two under monitoring, and Hteofes

under evaluation. As mentioned previously, the taxonomy develop¥drergrift
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(19973 formed the framework for identifying and categorizing metacognitive

strategies ( see Appendfy.

Most of the responses that fell under metadogn strategies were examples of
selective attentianwhich relates taoticing specific parts of inputhat isin itself
grouped under pl anning strategi es, acec
foll owing are extract singthisstnategyt udent sd r €

Started (of) the main ideas first time, and second time (took)

details

Focus on what is required from the questions

Following my strategies and understanding the questions
and focus on what is necessary to answer them

Focusing on the ma ideas or details

Reading and understanding the questions in the paper first,
so | know the things that | need to concentrate on

Key words

Instances of directed attention were all manifested in responses that mention the

wor focushi i n g e n eanather response whick did not belong under any
of Gohdés categories was an illustratior
Vandergrifasseiimnanagement . The foll owing is the

Getting prepared before listening*

There was ne no responseo probe three in session one. There was also another
problematic response which was not easily classified, as it seemed to be a reply to
probe four rather than this probe. The following is the problematic response:

Nothing, | would do betteif | could read the questions

before listening to the lecture, that will make me prepared
better

The studentds response is quite awkward
to read the questions before listening to the text. Hence, | decidesrégatd this

response.
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A Person owledge Probe 3

Table 4.12 below indicates that background knowledge, as an aid or obstacle to
listening comprehension, emerged as the most frequent response by participants
when asked about what has helped them to undersite text. Some extracts from

the participant@3diaries which illustrate this major theme included:

The information | have from before *

| have some previous information *

Previous readings on the subject *

Some of the words and information that | know

Sub-category session 1| session 2| session 3| Total

1. Obstacles/ aids to listening comprehension

a) Background knowledge 4 6 1 11

b) (un)limited vocabulary & 1 1 - 2
academic terms

Total 5 7 1 13

Table 4.12 PersonKnowledge Probe 3

4.3.2.4Diary Probe (4): What will you do different next time?

Diary probe 4 helped ensure that the pa
i mprove performance in fut ur eVahdergriftbeni ng
2002, p. 570 Table4.13below summarizes the idea units and student responses to

this diary probeHowever, comparing the number of idea units reported to this diary
probe with those that occurred iasponse tdhe previoustwo diary prdes (see

Table 4.6 and Table 4.¢hdicates a decrease in what students had to report.
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Session| ldea Not Nothing/ No Strategy | Metacognitive
units | relevant | d o n § Response| Knowledge| Strategies
know
1 23 2 - - 5 18
2 16 3 3 1 5 11
3 20 2 2 - 6 14
Total 59 7 5 1 16 43

Table 4.13 Phase 1: Summary of Probe Categories

Hence, this probe mainly elicited strategic knowledge and metacognitive strategies.

Table4.14 below summarizes the strategy knowledge elicited by probe 4.

Sub-category session 1| session 2| session 3|  Total
1. Take notes 3 S 6 14
- . 1 - - 1
2. Guess or infer meanings
1 -- - 1
3. Improve vocabulary
Total 5 5 6 16

Table 4.14 Strategy Knowledge Probe 4

Taking notes, including the use of abbreviations, occurred as the most frequent
response in the studentsd diary probes.

rely on notetaking. Examples fromthéasudent sé extracts inclu

Try to write down all the information both main ideas and
details after listening for the first time only

Taking more notes
Try to take notes just for main ideas

Inferencing and improving vocabulary also occurred in the stedent r e sponses

infrequently.
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In terms of metacognitive strategies, Tabl&5below indicates that the instances of
metacognitive strategies which emerged in response to this probe fall under planning
strategies. The four planning strategies identifogdVandergrift in his listening
strategies taxonomy have all occurred throughout phase one three sessions. The
most frequent responses, however, were instances of selective attention, for

example:

Focusing more on the text to understand difficult wbrds
| will focus more on the wordglid not understanti
| will focus on the main ideas in the text

Sub-category session 1 | session 2| session 3 Total
1. Selective attention 9 6 8 23
2. Directed attention 5 1 3 9
3. Selfi management 2 4 1 7
4. Advance organization 2 - 2 4
Total 18 11 14 43

Table 4.15 M etacognitive Strategies Probe 4

Directed attention emerged as the second most frequetdcognitive strategy

students think of using in future listening. Exampleth strategy included:

| will try to focus more*
Focusinghard*

Seltmanagement strategies also emerged in response to this diary probe, for

example:

| will try to improve myself more*
| will improve my listening skill more and more*
Try to be faster wh abbreviation



132

This marked the final stage in the analysis of phase one guided diaries. | will now
present an analysis of the opemded questionnaire given to the participants by the

end of this phase.

4.3.2.5End of Phase One Questionnaire

As mentioned prewusly (see Section 3.6.1.2), | gave the students an-ened
guestionnaire by the end of phase one for a number of purposes. One of these
purposes was to find out the forms of English listening practice the participants do

outside the class. Figu#elbe | ow summari zes the student s

Outside Class L2 Listening Practice
Lectures & Conversations H
songs N
internet |
. B Qutside Class L2 Listening
Movies & TV Series Practice
Programs [ EE——

News
T T T T T
0 10 20 30 40 50

Figure4lParti ci pants6é6 Forms of English List

The studentsd responses to this questio
translated version of their responses @&ppendix F).When asked whether they sit
anddeliberatelypractiselistening to English52% ofthepa t i ci pant sé ans
no. Three of them said thgyactiseonce a week, but did not mention for how long;

one of them wrote:
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once a week | listen to BBC until | get bored
One answered twice foralf an hour, another participant saiB2imes for an hour.
Three participants stated that thenactisefor three hours or more per week. The
participantsdé replies to this question i
more or less absentoim the way tRy engage in listening practic&@hey are
unaware of the significance of regular practice that aims at improving level of
performance, as opposed to listening for pleasure, as their answers suggest.

4.3.2.6Reliability of Phase One Coding

To checkreliability of the coding, one can measure the percent of agreement
between two independenbders This involves simply adding up the number of
cases that were coded the same way bytileraters and dividing by the total
number of caseéqStemler, 2001 Via one of my supervisors, | got a PhD colleague

to check the coding of phase one diaries. | provided him with the two coding
schemes and the diary responses in table format. | alsohgava sample of the

way | haveanalyseddiary probe 2 of session one for the purpose of illustration.
There was agreement of 67% of the codes. The main points of divergence were
relevant to the challenges and decisiorise points of disagreement werealed
through reconsidering as well as matchthgm according tahe decisions | have

taken when analyzing phase one diaries (see Section 4.3.2.1 above)

Similar toGoh (1998, | also attempted an int@der reliability check. Intraoder

reliabl i ty 1 s defi nedr ébcyo dGo ha garse efiriehnet  cboyd et h
171). | completed the first coding by July 2012 and left it aside for three months.
Then, in October, lAnalysedthe dairies again. | compared the two versions of
categorizationsWhen the categorization in the two versions matched, | accepted the
coding as final. When there were any differences, | reconsidered the categorizations

and decided on the more suitable one.

4.3.3 Phase Two Qualitative Data Analysis

The main intent behind usindiaries in the deliberate practice phase was, as

mentioned previousl vy, to uncover t he |<
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However, when analysing the diary responses of phase two, | was also trying to find
instances that indicate deliberate practice &etually taken place. | aimed to do this
through investigating responses related to the main elements of deliberate practice
(see Figure2.2) . To analyse the participantso r
light of deliberate practice, | wrote the digorobes and the elements of deliberate
practice on one sheet of paper in order to sketch out which elements relate to each
diary probe. As | was stepping into fresh territory, and there was no previous work

in the literature to base my analysis on, thiss a challenging task. However, at

times this appeared to some extent easier than having to restrict my analysis to a pre

coding scheme.

The simple task | did of writing both deliberate practice elements and diary probes
on one sheet of paper gave meeanly idea of the themes | would expect to emerge
from each dary probe. Diary probe onéyvhat are the important things you did to
understand the text you just heardapparently would lead to eliciting instances of
motivation, concentration and listegistrategies. The second digmpbe,dvhat did

you do to check your listening comprehen&igiwould lead to responses related to

the role of the teacher, feedback, and repetitions, as well as the use of listening
strategies.The last diary probedvhat poblems did you hawe,éwould lead to
reflections on the task the participahtsse justcarried out.

| first stabilized the answers to each diary probe for all six sessions together and
started reading through t hereagpptherrésponsesp ant
many times, | became aware of the major themes that were recurring under each
diary probe. One general note was that the woeedg wellandcarefully reoccurred

guite frequently in the parti csephtmet sé r
study. Nearly 4.4% of the total idea unasalysedin phase 2 diaries included
instances like those. The use of such words, in my point of view, is in a way an
indication of deli berate practice taki ng

replies include:

Read all the answers very carefully
concentrate carefully
focus very well
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had to listen to the speaker carefully

The following part will discuss the major themes that have emerged from the
listening diaries of the deliberate practjgease. This will be done according to the

t hree mai n di ary probes used in the d
responses will be examined in the light of both deliberate practice elements as well

as metacognitive knowledge.

4.3.3.1Diary Probe 1: What arthe important things you did to understand the text

you just heard?

First, | focused on instances of motivation and concentration, which are the two
essential elements for deliberate practice to take place. Although these two themes
were the main focusfoanalysis initially, other themes also emerged from the
participantsod repl i es analysihgalliresportsésaortys pr ok
diary probe, | was able to identify six major themes. Ordered in terms of frequency
of occurrence, the themeadentified included: selective attention, concentration,
advance organization, netaking, the use of background knowledge and motivation
(see AppendiM for summary of Probe 2 analykid considered selective attention

and concentration as two separtitemes since deciding to attend to a particular
aspect of the language input, selective attention, does not necessarily entail
concentrating on the whole text and task. Hence, when the word focus or
concentration was used generally, | regarded it as d@anes of concentration,
whereas when focus was restricted to certain aspects of the text or task, | considered

it an instance of selective attention.

The following parts present results in the light of these six major themes, and are
supported by extrast f r om t he studentsd fAhedomonses
number of responsds this diary probe across the six DP sesswas347. Idea

units entered for analysis made up%Ilof responseswhereas irrelevant responses

that were gcluded from analysiwere 8.%%6.
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a. Theme 1: Selective Attention

Selective attention was the most recurring theme, with 34% of the total responses to
diary probe 1 falling under this category. Some participants decided to focus their

concentration on both main ideas and eplmst

focusing on the main ideas and examples

While others chose to focus only on main ideas:

listen carefully to main ideas
concentrate on the main point

Other students decided to focus on key words in the texts:

concentrate on the key words of thetlee
underlined the key words that are in the questions

Certain parts or aspects of the input were the focus of some students:

focus on the introduction and conclusion

focusing on main ideas on the first listening, focusing on
details on the secondstening

focusing in the tone of the speaker

Further, some students focused on questions in the accompanying tasks:

analyze the Qs and their possible meaning to determine
where should my focus be

focus on the questions
depending on the choices have in the questions
focus on what needs to be completed

b. Theme 2DirectedAttention (Concentration)

Concentration in general was the second major theme that emerged from this part of
the data, with 16% of responses to this probe falling underctitegory. This was

expressed by participants in a number of ways, including:

focus and listen carefully
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focusing on their conversation

| tried my best to get all information

| concentrated as much as | can

|l i sten carefull y,inglelsedi dnét think ab
listened carefully to the lecture

concentrated very well
/MF 9 BboFM SHKFTTIOF]Jey 2 wXhbrjriOF nAK d9bp bBYT

| only concentrated on the conversation between the student
and tutof

Listen good

| just focus on everything they said because most of the
words are familiar and nothing new. So, | think the easy
words help me to understand it

[WoYFrjr A poylades tasdireck allmy attentigneto
the lecture*

c. Theme 3:AdvanceOrganization

The third theme emerging from the data was advancenaation,which means
setting objectives for the task in hand and thinking of ways to handle it. 16% of the
instances throughout the sessions fell under this category. Examples from the

participantsod6 diaries included:

prepare the main ideas of the textdre | read

try to answer the questions before | listen and think about
what | will listen to

read the question first

some questions and answers when | read it before
conversation began

read the question before listening so that | can get some
ideas alout the information that | will hear

As the previous extracts illustrate, most instances of advance organization relied on

reading comprehension questions before attending to the listening.
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d. Theme 4: Notdaking

Taking notes while listening was theufth theme which emerged from the data,
with 12% of instances indicating that participants relied on the notes they had taken

to understand the | istening texts. Ex amg

try to write details as much as possible
take rotes, write main idea and important details
write down the important info that | need

Writing down notes and some information to help me write
the summary

e. Theme 5: Making Use of Background Knowledge

The following theme that appeared in the data wasimgakse of background
knowledge in order to understand the listening text. This made up 9% of responses
to this particular diary probe. Examples included:

| made a connection between what | heard and the

background information that | have

try to remembeany information about the topic

my general information

maybe because | had like this experience

[/b3 IOF UHYHB eK p Clbydeptddinguonhadpb tOF 1 AK pF
background knowledge | have on the topic of the text

remembering info that | had abounet topic

using my information because itos
experience from our life

f. Theme 6: Motivation
The final major theme emerging from diary responses to this particular probe was
motivation, with 6% of responses across the sessions. Extrattr om t he part

diaries included:

[c FYx v} ried to emepurage myself
| motivate myself
| motivated myself to do the good

Actually the 2 main things are the motivation and
concentration
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There were other instances of strategies that some individuals mentioned using in
their atempt to understand the listening texts. However, these did not occur
frequently in the diary responses, hence | did not regard them as major themes.

These include:
A Guessing

guessinghe answers
guess something about the conversation

Before decide whichrswer is correct, guess the one you
think ités true

A Deduction

use the word | know to guess the meaning of unknown words
Reading the question to understand new words

A Predictions

| made predictions about what | édm g

A Recall

to recall al the things | have listen

A Outline

write a simple outline to understand and organize the points
| heard

by make the text that we listen as outline

A Activating schema from topic

because | read the topic of the lecture which is opportunity
cost and theiéld of the lecture (economic) so that help me to
understand the main idea
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A Visualization

Imagine the facts related to animals
[MFr o B F _ Wisuakzing thye evrentpnvhiferlistening

A Translation

Tried to translate some difficult words

Some participants apparently misunderstood this diary probe; hence | had to
disregard their answers. When reading through the resparseseply that did not
answer the probe was labelladt 9% of the student responses to this dairy probe
were not relevant, and hence were excluded from the analysis. Some examples

included:

The great effect that video game have on children
| understad it all

Student confused about her assignment

There are easy details

Also, some participants mentionésten againas one of the important things they
did to understand the text. However, this response had to be disregarded since it was
notintherhands whether to |isten to the te>

decision whether to play the CD once or twice.

4.3.3.2Diary Probe 2: What did you do to check your listening comprehension?

The answers given by participants to this diary probe can befiddsmainly into

two groups; one is replies associated with elements of deliberate pradtieethe

other relates to replies reflecting some use of strategies to verify comprehension.
The former includes the following categories: concentration, teatchsk, and
repetitions. The latter, on the other hand, includes categories such atkntge

use of background knowledge, comparing and connecting information, recalling,
logic and evaluation, and finally visualization. There are obviously some pserla
between the two groups. Therefore, | will present the results according to frequency

of occurrence regardless of group, starting with the category that had the highest
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number of instances across the six deliberate practice sessions, regardless of whethe

it was an instance of DP element or listening strategy.

The total number of responsesthis diary probe across the six DP sessio2b%

Idea units entered for analysisadeup 77.26 of the responses, while irrelevant
responsethat had to be excladl from analysisvere 22.%. Appendix N presenta
summary of all the categories that emer ¢
probe 2, the total number of occurrences for each category and the sessions they

occurred in.

a. Theme 1: Rol®f Teacher

The role the teacher pl ayed was a maj or
diary responses in regards to what they did to check their listening comprehension.
This occurred in 20% of responses to thi

respnses, the role the teacher played can be seen in a number of ways:

A Teacher as source addback& evaluation

Many responses indicated that the participants relied on revising their answers to the
listening tasks with the teacher as a way of verifyingr tieening comprehension.
This class of responses is an indication of twements of deliberate practicthe

presence of a tutor and receiving feedback. Examples included:

Revise my notes with my teacher
Check them with teacher

By checking my answewath my lecturer
| check my answers with teacher

Check the answers with the teacher after i strive to choose
the best and the correct answer

When the teacher correct my outline
My teacher will correct our summaries

A The teacher as souroéguidance

There were instances when participants referred to the teacher as a source of

guidance, such as:
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| will ask my teacher
| did what my teacher said

A Giving a scoreimplicit reference to teacher

Sometimes participants referred to giving themselves a scoitbeasway of
checking listening comprehension. Since this was done along with the teacher as a
group, | considered it as an implicit reference to the role of the teacher. Examples

include:

Evaluate the answer out of 10

Just count my markstoseemymark d see i f i1 tds goo
not after | listen

b. Theme 2ComprehensioMonitoring (Comparing & Connecting)

Compare and connect were also words that have occurred frequently in the diaries.
Also, the participants frequently evaluated their responses to theitig tasks and
checked whether their answers made sense or not, which was another recurrent
theme in the diaries linked to comparing and connecting ideas. This theme occurred
in 18% of the responses to diary probe 2. Examples included:

Concentrating veryvell in the second time and compare the

answers to see if they make sense

Read all the answers after choosing an answer to check if |
chose the right one

Listen to the lecture again and compare the first notes with
second time hearing

Compare the infanation and think logically

| asked myself questions to logically find connection between
the several ideas

Compare the answers to my comprehension

c. Theme 3Notetaking

The third theme occurring here was the use of notes to verify listening
comprehension This theme emerged from 17% of
probe 2. The use of notes appeared in a number of ways; one was throegthng

the notes:
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| re-read my notes

Going back to my note

Check the outline or the notes
Check my note afteesond listening

Another instance was revising what they wrote:

By revising all the thing that | wrote

Or writing everything:

Write everything

d. Theme 4: Directedttention(Concentration)

There were many instances in which participants said that dlepgnded on
concentratingnore to check their comprehension, especially when given a chance to
listen again. This appeared in 10% of the responses to diary probe 2. Examples

included:

Focusing harder on what the speaker said

By focusing and concentratimgore

[6 78 H«fF B]F@ERESING DN everythingadRat is important
Listening carefully to the conversation

| just listen and focus on what | am listening to

Listening carefully is all I can do

e. Theme 5: SelectivAttention

Deciding to attend to specifigarts of the listening input was one of the ways the
participants verified their comprehension. This occurred in 10% of the responses to

diary probe 2. Examples included:

| focused on the conclusion

Focusing on the questions first

concentrating on the maikleas

focus on introduction and | got the main point from it
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f. Theme 6BackgroundKnowledge

Some students relied drackground knowledg® verify their understanding. This

accounted for 9% of the responses. Examples included:

| used my background inforriian about this field

[wHr POF ¢ bF B H ADependmg part@byrawmy pwn o K b F
informatiort

Recalling background information

wy 3F roF  d9f B H ANyl0g toracall some preious wiom r j B
information*

' f I 6m not s uruwsenmyrownimfotmat®enta ns wer |, I
answer

Remembering some conversation about the same topic

g. Theme 7: Repetitions

Some other responses entailed that verifying comprehension was done through
repetitions facilitated through the teacher when the listening textpleged for a

second time. This occurred in 8% of the responses. Examples included:

Correct my mistakes from listening to the lecture for the

second time
Go over what |l 6ve written in the s
and fill what |l 6ve mi ssed

Filling the bHanks from the second time listening
To hear it twice and check my answer

h. Theme 8: Task

Some participan{6% of responses, indicated that performing the tasks was their

way of checking their understanding:

Answering the Q
Write the summary by order
Real the questions again

Responses indicating a strategy used before listening had to be disregarded since

they do not represent a proper answer to this probe, which aimed at eliciting what
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participants had done to check their listening comprehensioneaitgging in the

listening act, for example:

| read the questions
Read the passage before started

4.3.3.3Diary Probe 3: What problems did you have?

By analysingthe responses to dairy probe 3, | was able to identify a number of
categories mentioned by the paigants as sources of problems. These include:
vocabulary, lack of concentration, missing information, confusion,
misunderstanding, learner problems, task problemstakieg, difficult text and

the need to listen agaifhe total number of responseghés diary probes across the

six DP sessions is 256. Idea units entered for analysis, which inahadpbblems

as well, made up 98.4 % of the entries, of which 18.6 % wergroblems
responses. Irrelevant responses that had to be excluded from thesawelge only

1.5 % of diary responses to probeT8ie major themes which emerged from data
collected in response to this diary probe will be presented here, ordered in terms of

frequency of occurrence and supmpmorted by

a. Task Problems

A

I regarded studentsd responses on task
they relate to comments on the nature and demands of tasks. There were 17% of
instances in total relating to task knowledge. | further grouped the sEsporio the

following subcategories:

A Problems with performing the task

How can | divide my outline
Not sure what to write and what to leave

The last question was kind of tricky the speaker talked about
a lot of details and the options were kind of $amiand
tricky

Multiple choices with choose meaning can be tricky

It was easy, but the problem come when | understand the
guestion
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Multiple choice questions can be tricky and it was this time

A Problems in covering all points

Not sure if | covered all theain points

A Problems in linking &arrangingnformation

I canot l ink the information of t he

Organizing information in a summary

A Problems in deducing feeling from tone of voice

To know the feeling from the speake

A Problems with speechtea

He talk very quickly
He talk fast(ly) and | cannot write everything he mentioned
Fast voice cané6t help to write all/l

A Not understanding a concept or task

| didndédt get what the prof wanted h
Didndét understand the concept

b. Learner Problem

The participants were able to identify some weaknesses of themselves as learners
which caused some problems. There were 15% of instances that | considered as
learner problems. However, these learner problems were further classified into the

following subcategories:

A Problems with handwriting

| canodot write quickly

o
—_
s

I am slow(ly) in writing, I can

A Problemswith Spelling

When | wrote quickly | had a lot of mistakes in spelling. And
i candédt complete with the summary

My problem is selling
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A Problems with certain types of input

Long lecture make me feel bored and lost on it

A Lack ofbackgroundknowledge

Getting all the examples and the names in it because | am
not familiar with such a topic about literature

|l dondt know about =zool ogy

A Not being capable of performimgrtaintypes of tasks

I have a problem with conversation
ideas and how they feel just by listening

|l 6m not well with expressions

Listen again to part of the passage, | have a problem in these
guegion

[ w2F 9B c Toulliad/l always have a probigm with
writing an outling

A Rushing to select thenswers

Rushing on choosing the answers

A Beingslow

Take me time to process the info

Time! | take a lot of time to write the summary because |
want it to be complete

Summarizing the information took me some time

c. VocabularyProblems

As mentioned when discussing the challenges | faced in analysing phase one diaries
(see Section 4.3.2.1), vocabulary falls under both person and task knowledge
accordinggt o Gohdés scheme. The boundaries are
familiar vocabulary, thus | considered it a separate theme in this pheseand

difficult vocabulary represents a great challenge students had to face when listening

in English, accating to their responses when asked about listening comprehension
problems. There were 13% of instances throughout phase two diaries mentioning

vocabulary as a problem:

Hard words make me lost in the lecture
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| lost one mark in the first question becauseé i d n 0 t know
what the word 6turn ind means

Words that I di dnot under st and
There were new wds | never heard about before

d. Lack of Concentration

There were 10% of instances across the sessions that stated lack of focus as a

problem:

Donét focgus on feelin

|l didndét focus on details
| candédt focus very well
[c TF b/tOF | Bot Baneeoratingreneudh

| didndot focus well because | thoug
[9FpF Yo5 b F |Ndtrbeing ablestoreoAcentrateAecause
of exam$

| t 6 s ikenyou can call it a problem, my mind was
elsewhere

e. General Comprehension Problems

Some of the problems mentioned by students were general comprehension

problems. Sulzategories included the following:

A Confusion & misunderstanding

Confusion and misundgtanding was also a recurrent theme, with 10% of responses

across the sessions:

Confuse and misunderstand some examples
My problem is confusion between some details

The | ast part about widgets was <con
which definition to use

It was confusing lecture

| feel confused when the speaker moves from point to
another

No problem, just misunderstand the first question



149

A Missing information
There were also 8% of instances that stated missing some information as a problem

participants faed when listening. For example:

Missing some words
Not catch some ideas very well
Miss specific details that the lecturer said

Missing part of the lecture which is important for the
guestions

A Difficult text

There were 6% of instances that stated aliffy of the listening text as a problem
they had:

| t was so difficult, I di dnot under
| t was di fficult I canot focus wel |
The lecture was hard

It a little bit hard and confused the topic that you cannot get
all the information that isequired

Appendix O presenta summary of the themes that emerged from analysing the
diary responses to this final probe. The boundaries between these themes were not

always clear, and there were many chances of overlap among the themes above.

4.3.4 End of Sudy Questionnaire

As explained in Section 3.62 | used an opernded questionnaire by the end of
phase two to evalwuate the intervention
Appendix G for a translated version of student responsés)erms of comaring

between the two phases of the study, 71% of the respondents favoured the deliberate

practice phase. Some of their responses in this respect included:

DP as it helps in listening practice
DP I realized what | had to do

DP because it helps in conceating and not losing
attention
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DP because it includes more training

In terms of the metacognitive instruction phase, 57% of the respondents reported no
problems with this phase. However, two participants stated that it took longer than
needed.Two othersrelated their experience to exams by explaining that the
strategies may not be applicable in exam conditions due to being too anxious or to
the absence of a plistening phase in an exam setting. Some of the positive

responses to phase one included:

| learnt to encourage myself before listening

Getting to know new ways that help in ntaking &
answering Qs

Help in pre, while & postistening

| became aware of what | used to do before and after
listening

The students expressed a positive response tdantbBevention in general. For
example, when asked about if they noticed any change in their listening level by the
end of the study, they said:

Yes, | started to like listening & want to improve it more,

before listening classes were boring for me

Yes, throgh practice everything becomes easier

Yes, added lots of strategies to me & effective ways plus
intensive training

Yes, the study has changed my perspective about listening &
developed my confidence

Yes, | started to like listening, it improved my listgni
ability

4.4 Summary

In this chapter, | presented the data analysis procedures used for each dataset
gathered from the intervention study. Statistical analysis was used for both the
listening test as well as MALQ. Content analysis, on the other hand, wdstais
analyse the part i Ghepralgsts adéo emtailem presenting she o n s

results. In the following chapter, however, | attempt to provide answers to the
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research questions. As mentioned previously, a mmethods study entails
analysingthe qualitative and quantitativedatased separately, but the two datasets

are integrated when answering the research questions.
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Chapter 5 ResearchFindings
5.1 Introduction

The previouschapterpresented the analysis of the quantitative and the qualitative
data gatheed during the course of the study separately. The following chapter,
however, brings these two sets of data together and hence answers the research
guestions through mixing qualitative and quantitative data when appropriate. The
results are presented ihet light of the four research questioi® recap, lte main

intent of the study was to explore the impact of both metacognitisteuctionand

del i berate practice on the participant
knowledge. The study aimed apeifically answering the following research

guestions:

1. What impact did the metacognitivestructionphase have on the experimental
groupobés |l evel of

a. Metacognitive knowledge
b. EFL listening ability?

2. What impact did the deliberate practice phase have omthe@ er i ment all g
level of:

a. Metacognitive knowledge
b. EFL listening ability?

3. How did the participants in the experimental group develop over the course of
the study compared to students in ¢benparisorgroup in terms of:

a. Metacognitive knowledge
b. EFL listening ability?

4. Is there a relationship betwetre metacognitive knowledge arieFL listening
ability of the participant3
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5.2 ResearclQuestionl

The first research question attempted to investigate the impact of the first phase of

the study metacognitivei nstructi on, on t he experin
metacognitive knowledge and EFL listening ability. The results of this phase will be
presented below in terms of metacognitive knowledge first and then EFL listening

ability.

5.2.1 Metacognitive Instruction &letacognitive Knowledge

To assess the effect of the metacogniinstructonp has e on t he part.i
of metacognitive knowledge, a pairsdmplest test was conducted. There was a
statistically significant tive knbwledge édranc e i n
Time 1to Time 2 p ivalue = .00.This resultindicatesthat formal metacognitive
instructonl ed t o an increase in the participa
In terms ofthe five factors of the MALQ, there was a statisticadignificart

difference in Factor 1, Planning &vBRluation, by the end ofthe metacognitive
instructionphase p i value =.04*. This result indicateshat the instruments used in

the metacognitivenstructonphase hel ped i mproveandthe pa
evaluation strategies in particuldrhere was also a slight decrease in the Person
Knowledge, ProblerSolving and Mental Translation factors, yet the decrease did

not reach statistical significance in any of them.

In regards tdhe listening diariesollected throughout this phase of the study, Table
5.1 below summarizes the metacognitive knowledge that emerged from the
participants® r esponsaderedimnterrasaotfiequenty oft h e  «

occurrence.
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Diary Probe Most Frequent Frequency Category
Respongs Across IUs
Diary Probe 2: Why did | (un)familiar vocabulary 21 % o
. ©
you find the task easy or Types of inpw 50 % %
difficult? 2
Existing knowledge & 19 % <
0
experience S
Diary Probe 3: What has Types of input 28 % Task
helped you to understan( knowledge
i 2
the text you just heard? Background knowledge 12 % Person
knowledge
Selective attention 10 % Strategy
knowledge
Diary Probe 4: What will Selective attention 39 % o
> O
, . P
you do different next time Notetaking 54 % % %
5 o
Directed attention 15 % £

Table 5.1 M etacognitiveK nowledge: Phasel Diary Probes

Table5.1 illustrates that the three types of metacognitive knowledge emerged from

t he parti cimses Hevéverdtheanosy prevadest pypes irsthteude nt s 6
responsesluring this phasevere task and strategy knowledge,irdicatedin the

table. In the following part, | elaborate more on each of the three types of
metacognitive knowledge elieil duringthis phase, provided witkxtracts from the

participantsd actual responses.

5.2.1.1Phase TraskKnowledge

Taskknowledge was elicited by diary probes 2 and 3, as shown in dbébove.

All instances of task knowledge mentioned by the participants in thiepdfathe
study fall under the broad category of factors that affect listening comprehension,
according t sche@dsesdrpperndx djihe fgllowing part sheds light
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on and providegjuotationsf o r t he most frequent respec

diaries in relation to task knowledge particularly.

The fact that (21%) of the responses to diary probe 2 were comments on vocabulary
affecting how easy or difficult the participants perceived the text is an indication that

this was a common view amongetm . Examples from the
responses are as such (* indicates the extract was originally in Arabic and has been
translated to English for the purpose of illustration):

And there was not any hard words
Without difficult vocabulary
Becauséhe lecturer used easy to understand térms

Also, comments on types of input as a factor affecting listening comprehension were
a major theme here. In fact, (20%) of the responses to diary probe 2 were comments

on the input itself. Instances included:

The lecture was organized
The topic was easy

Also, comments on types of input occurred as the most salient theme in the
participants®é responses to diary probe

included:

The organization of the lecture
The examplethat the lecturer give
And the kind of topic

Another theme related to task knowledge which emefgegdom t he st uden
responses wake use of existing knowledge and experience. This factor occurred in
(19 %) of the particirmpadret s20. rSeosnpeo nsfe st h &

responses included:

It talks about a common topic
Because sleep issue most (of) people have it
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Hence, the participants showed a considerable amount of task knowledge in
response to diary probes 2 and 3 in particular. magr themes mainly related to

familiar vocabulary, types of input and existing knowledge and experience.

5.2.1.2Phase SStrategyKnowledge

The subcategory of strategy knowledge most frequently mentioned by participants
was selective attention. This appeaesithe third most frequent response in the
participants6 answers to diary probe 3
|l i stening comprehensi on. The foll owing

diary probe 3 which illustratine use of thistrategy:

Focus on what is required from the questions

Reading and understanding the questions in the paper first,
so | know the things that | need to concentrate on

Focusing on the main ideas or details

Furthermore, selective attention was the most frequesponse occurring in the
participants®é responses to diary ©probe

undertake a |istening task in English. E

Focus on what is required in the question *
Focusing more on the maideas and detail$
Focus on the tone of voice

Another strategy mentioned frequently by participants in response to diary probe 4
was notetaking (24%). Students aimed to better their notes next time they

undertook a listening task. Examples from stuglelt a ct u a | responses

Use abbreviations to save my time
Taki ng mnodbirgstin a diffedert way *

The third most frequent response occurr.i
4 was directed attention (15%), whics the tem used in strateghyterature to refer

to concentration. Examples included:
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I didndét pay attention to some s mal
be more focused

| will try to focus more *

Thus, thestrategy knowledgeeportedby participants, either as a way facilitate
their listening or as plans for future listeninglatedmainly to selective attention,

notetaking and directed attention.

5.2.1.3 Phase Person Knowledge

Table 5.1 above indicates thdahe use ofbackground knowledge was mentioned
frequently by participants (12%) when asked about what has helped them to
understand the text. Some extracts fror

major theme include:

The information | have from before *

| have some previous information *

Previous readingsmothe subject *

Some of the words and information that | know

While there is definitely a degree of overlap among the types of knowledge reflected
in thequotationsgiven above, taken together these qualitative data reflect a level of
metacognitive knowlgge among participants. During phase one of the study, the
participants showed a highdegree of both task and strategy knowledge, and some

degree of person knowledge.

5.2.2 Metacognitive Instruction &FL listening ability

To measurethe impact of the metagaitive instructionphase of the study on the
experiment al groupo6s |-samptes test wag coadocied.i t y
There was a statistically stenopgtest Scares nt d
from Time 1to Time 2,p i value = .02 This showsthat theEFL listening ability of

the participants in the experimental grou@ad developedby the end of

metacognitivanstruction
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In a nutshell, the results presented above suggest thatthite@session
metacognitivenstructionphaseled o an i ncrease in the par

knowledge as well as EFL listening ability.

5.3 Research Question 2

The secondasearch question attempted to investigate the effect of phase two of the
study, the deliberate practice phase, on the expetiraeh groupos | e
metacognitive knowledge and EFL listening ability. Tutcomef phasewo will

be presented below in terms of metacognitive knowledge first and then EFL
listening ability

5.3.1 Deliberate Practice & etacognitive Kiowledge

A pairedsanplest test was carried out to measure the impact of the second phase of

the studyonthe ar t i devepod metasognitive knowledge. Although there was

a slight increase in the mean scores of
end of this pase, the difference was not statistically significpritvalue = .17 As

for the five factors of the MALQ, there was no significant difference in any of the
factors from Time 2 to Time 3. Although the means of fac&yr8, and 4have
increased, yet thalifference was not statistically significant in any of them.
Comparingtheseresuls with the result of phaseonein terms oft he parti ci p
metacognitive knowledgéndicatesthat phase one had a larger impact on the
studentsod | evebwedde. met acognitive kn

An anal ysi s o phase twaiargsarevealed ampla evidende of their
metacognitive knowledge, particularly the behaviours underlying the metacognitive
strategies of planning, monitoring and evaluatidime responses also revealed
elementsrelevant toDP, as the analysis indicated. Table Betow summarizes the
major findings that emerged from an analysis of phase 2 diaries. The summary
indicates that strategic knowledge was elicited by both diary probes 1 and 2. In
response to digrprobe 1, the most frequent replies were instances of planning

strategies, including selective attention, directed attention and advance organization.
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These responses relate to two DP elemevtig;h areconcentration and motivation.

As for diary probe 2the most frequent responses were of monitoring and evaluation
strategies. Notéaking was also mentioned as the third most frequent response to
diary probe 2.The role of the teacher in providing feedback also relates to DP

elements.Finally, diary probe3 brought about instances of both task and person

knowledge.
Diary Probe Most Frequent | Frequency | Category Sub-
Responses | Across IUs category
Diary Probe 1: What are Selective 34% o
(%)
the important things you di attention %’ -%
= QO
. = =
to understand the text y: Directed 16 % 5 5
. 5 = v
just heard Attention Q 2
5 I
Advance 16 % © ks
- N o
organization
Diary Probe 2: What did Teacher/ 20 % A E
° (@]
you do to check you feedback % o3 %
. . . 5 - ) O =
listening comprehension? Comprehension 18 % g % 2
Q = 2
monitoring = 5 G
g s 3
Notetaking 17 % N P
Diary Probe 3: What| Task problems 17 % -
o
problems did you have~ Learner 15 % ] 'q8:
problems f §
(7]
4
Vocabulary 13 % A

Table 5.2 M etacognitiveKnowledge: Phase2 Diary Probes

Table5.2 above demonstrates that the diary probes in ghasef the studyelicited
more strategic knowledge than any of the other two types of metacognitive
knowledge task and person knowledge. This could be an imphthe deliberate

practice on participants. When investigating the relationship betweenwihe
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concepts ofmetacognitive knowledge and deliberate practice, | noticed that the
elements of deliberate practice reside mainly under strategic knowlesk&etion

6.3). The following part, however, will shed more light on the results in Tal2lel

will start with strategy knowledge since it was the most prevalentipthe t i ci pant
diary responses throughahe deliberate practigehase of the study.

5.3.1.1Phae 2Strategy Knowledge

In response to diary probethg participants mainly referred to selective attention as

one of themajor things they did to comprehend the listening text. This theme was
the most recurring i n t heoftpeaotatrésgonspsaant s 6
diary probel falling under this categoryEx ampl es from studen
included

focusing on the main ideas and examples
concentrate on the main point

concentrate on the key words of the lecture
focus on the introductioand conclusion
focus on the questions

The next theme in order of frequency vdaiected attentionor concentrationn DP
terms,with (16%) ofresponses to diary proldefalling under this categoryf§5ome

examples from the studentsd responses ir

focusing on their conversation

| concentrated as much as | can

|l i sten carefully, I didndét think ab
concentrated very well

| only concentrated on the conversation between the student
and tutor

| tried to direct all my attention to tHecture

The third theme that emergedfremt udent s6 r es powasawnce o di
organization setting objectives for the task in hand and thinking of ways to handle

it. Of the total responses throughout the sessions, (%gsponses to pbe 1
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were instances of advance organization.
included:

prepare the main ideas of the text before | read

try to answer the questions before | listen and think about
what | will listen to

read the question before teing so that | can get some
ideas about the information that | will hear

As the previous extracts illustrate, most instances of advance organization relied on
reading comprehension questions before attending to the listeibgSelective
attention,directed attention and advance organization are all classified as planning
strategies. Hence, the extracts above indicate that the participants used planning

strategieguite frequently in ordetio understanthelistening texts.

Strategic knowledge wadsa elicited by diary probe 2 as indicated in Tabl2

above. This time it was mainly monitoring and evaluation strategies that emerged
from the partiThée plathe teagherrpyeg was a maor theme

(20%) that occurred in the participaits di ary responses in recgc
to check their listening comprehensioMany responses indicated that the
participants relied on revising their answers to the listening tasks with their teacher

as a way of verifying their listening comprehiems This set of responses is an
indication of two elements of deliberate practitke presence of a tutor and
receiving feedback. Examplésr om st ud e mtlgléd: r esponses

Revisemy notes with my teacher

Check the answers with the teacher aftestrive to choose
the best and the correct answer

When the tedeer correct my outline
My teacher will correct our summaries

Just count my mar ks to ore my mark
not afterl listen

| will ask my teacher

The second most frequent thentatt emerged from responses to diary pr@be

embodied instances of comprehension monitoring (18%). Compare and connect
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were words that occurred frequently in the diaries. Also, the participants frequently
monitoredtheir responses to the listening tasks ahdcked whether their answers
made sense or not, which was another recurrent theme in the diaries linked to
comparing and connectingideas Ex ampl es from studentsodo r
Concentrating very well in the second time and compare the
answers tesee if they make sense
Compare the answers to my comprehension
Compare the informatin and think logically

| asked myself questions to logically find connectiowbeh
the several ideas

Listen to the lecture again and compare the first notes with
secondime hearing

The third themehat occurred in response to diary probed s t he parti ci f
of notes to verify their listening comprehension (17%). The use of notes appeared in
a number of ways; one was througkreading the notes:

| re-read my nags
Check my notafter second listening
By revising allthe thing that | wrote

The use of notes can be seen as a monitoring as well as an evaluation strategy,
depending on whether the notes were consulted while listening or when the listening
was completé. Hence, th@uotationsaboveindicatethat the participants showed a
good deal of strategy knowledge throughout phase two of the study in response to
the first two diary probes.

5.3.1.2 Phase Z'ask Knowledge

There were (17%) of instances in totakponses tdiary probe 3relaing to task
knowledge. | havegrouped them into the following swdategories, based on the

definition of task knowledge:
1 Nature of the listening task

Toknowthefeelinfr om t he speaker 6s tone
He talk very quickly
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He talk fast(ly) and cannot writeeverything he mentioned
Fast v o ielpte writealhsteps h

1 Demands of the listening task

How can | dvide my outline

The last question was kind of tricky the speaker talked about
a lot of details and the options were dif simibr and
tricky

Multiple choices with choose meaning can bekiric
Not sure if | coverd all the main points
Organizing irformation in a summary

1 Purpose of the listening task
I di dndt egmdf wawtbdatier tda tdin the
conversation]
Di d undersand the concept

5.3.1.3Phase Person Knowledge

The participants were able to identilynumber ofweaknesses of themselves as
learners which causetiem some problemsAmongt he studentsé rep
probe 3, (15%) were instances | considered as learmeblems, anchence reflect

person knowledgee x ampl es from studentsd response

| candt write quickly
My problem is spelling
Long lecture make me fdabred and lost on it

Getting all the examples and the names in it because | am
not familiar with such a topic abduiterature

ldon6t know about zool ogy

I have a problem with conversation
ideas and how thégel just by listening

|l 6m not well with expressions

Listen again to part of the passage, | have ajem in these
guestion

Rushing on choosing the answers
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Time! | take a lot of time to write the summary because |
want it to be complete

Summarizing the infornti@n took me some time

5.3.1.4Vocabulary

Vocabularywas another major theme emerging from the participaatporses to
diary probe 3. This themean be classified undeitherpersonor task knowledge,
as the boundaries between the two are not always-alkégsee Section 4.3.2.1)
Across phase two diaries, 13% of the responses to diary @rotere instances
mentoning vocabulary as a problethe students faced when listening. Examples

from the studentsd responses included

Hard words ma& me lost in the lecture
Wordsh a t I di dnot under st and
There were new wds | never heard about before

5.3.2 Deliberate Practice &FL listening ability

To evaluate the impact of the second phe
listening ability level, a pairedamplest test was conducted. There was a
statistically significant di freeomd@imee i n
2 to Time 3,p -value= .01. This signifiethat thep a r t 1 distepiagrabilyhas

developed by the end of the deliberate practice phase.

From thefindings presented above, | conclude that the deliberate practice phase
the studyhada more positive impact on thea r t i dEFLplistenihgsability than
on their metacognitive knowledge level. However, both phases of the study had a

positive effect on increasing the partioc

5.4 Research Question 3

The thid research question aimed at evaluating the intervention in general by
comparing the results of the experimental group against those a@bthparison

group. This research question specifically looked into the development of
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metacognitive knowledge and EHIlstening ability of the two groups over the

course of the study.

5.4.1 Impact of Intervention oMetacognitive knowledge

When the pre-questionnaire scores for both groups were compared imn
independensampled test,results indicated thahére was no stistically significant
difference in metacognitive knowledbetween the two groupg,i value = .12. This
indicated that students ibhoth groups were at similar metacognitive knowledge
levels prior to the interventionHowever, b measure any changes meacognitive
knowledge by the end of the stugdyan independergamplest test wasalso
conducted. There was a statistically significant difference in metacognitive
knowledge, as reflected in the pddALQ scores, between thavo grougs, p i value

= .02. Thisresult confirmghat the experimental group outperformeddbmparison

group on the final MALQ.

Having controlled for preuestionnaire scores for the two groups, there was a
statistically significant difference in metacognitive knowledugtween the wo
groupson the final MALQ resultsF = 10.96,p i value = .00, adjusted R squared =
.38. This indicates that (38%) of the variance in the-gasstionnaire results was
explained by group. Results also signalled that by controlling for baseline MALQ

resuts, the postjuestionnaire results for the experimental group were higher.

5.4.2 Impact of Intervention o&FL listening ability

When the prdest scores for both groups were compared in an indepesai@pies
t test, results indicated that there was no diedilty significant difference in
listening ability between the two groupsi value= .09 prior tothe study. Thisesult
meansthat the tvo groups were at similar leveis terms ofEFL listening ability

before the study took place

To trace any changes EFL listening ability level between the two groups by the

end of the studyan independerdamples test was also conducted. There was no
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statistically significant difference in listening test scores for ti® groups p -
value= .74 However,by contolling for the pretest scores, there was a significant
difference in the listening test results between the groups p -value= .05
adjusted R squared = .4This entails tha{41%) of variance in the pogestwas
explainedby group. The implicationf this isthat if | control for baseline scores, the
posttest scoresverehigher for the experimental group by three markshesvn by

the means.

Based on the results presented above, | conclude that thishge intervention
had a positive impact oh he partici pants®é metacogni:

listening ability.

5.5 Research Questich

The final research question attempted to investigatedlaionship betweeithe
metacognitive knowledge arteFL listening abilityof the participantsl attempted

to answer this question in two ways: one by statistical measures, via correlation. The
other method was by comparing the data of two high ability participants with those
of two low ability ones from the experimental groufhe aim wado reveal any
differences in metacognitive knowledge between these two ability groups.

In order to look into the relationship between listening ability and metacognitive
knowledge, first results from the MALQ were correlated wittorresponding

listening test scoreat the thee different points of the studyrable 5.3 below

indicates that there was a significant, large positive correlation between the
experiment al groupbs results on the end
MALQ results for the same pointhe resuts relate only to the experimental group

and the number of participants showing decreased due to missingAdaéarson
correlation coefficient of = .66,p = .01 (n = 16) was found between scores on the
listening test and MALQ for thexperimental grouparticipantdy the end of phase

one. This means that (43%) of variance is held in common between the two

variables, which is a very large effect size. There was also a medium positive
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correlation between the two groups ptss$t listening scores and poBtALQ
results.However, this was lower than the previous result because it includes the

scores for both groups of the study.

Variable 1 Variable 2 r p-value | Coefficient of N
Variance
Pretest Pre MALQ .25 .15 6% 36
End of 'Phase | End of f'Phase | .66 .01 43% 16
test MALQ
Post-test PostMALQ 45 .01 20% 36

Table 5.3 Correlation Results

To further investigate the relationship between listening ability and metacognitive
knowledge, | drew a compaos between two different ability pairs. chose two
participants who achieveainongthe highest scores on the listening testepresent

the siccessful participants. The lesaccessful ones, on the other hand, werdvtbe
participants whaot the lowest scoreson the pretest. Thesefour participantsvere
present inall sessionghroughout the study and completed theee listening tests

and MALQs.One of thesuccessful participan&chieved the highest marks in the
three listeningests the pre, endf first phase and the poststs. The less successful
oneshad thelowestscores in the first two tests, but not on the final test. Taldle
below presents a summary of the listening test scores for these four participants (all

names given here are psemnyms).
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Participant Pre-test End of 1% phase Posttest
Eman 35.5 38 39.5
Lulu 27 34 36.5
Badriyah 12 10.5 20
Adeem 12 12 19

Table 5.4 TOEFL Test Scores
*TOEFL test out of 40

Table5.4aboveindics t hat the participantso | st
of them by the end of the study. Howeuey,the end of phase one, tlisening test

scores for the lessuccessful participants witnessed either a decrease, as in
Badriyahdos wpnade,ther sameai as i n Adeemo:
participants, on the contrary, continued to achieve higher marks each timdichey

the listening test. This suggests that the metacognitsteuctionphase did not hav

a positive effect on the lessiccs s f u | participantsd | ister
the deliberate practice phase did in fact help improve their listening level. This result

may be an indication that the short span of the first pivasenot sufficient for the
lesssuccessful group arttence did not lead to any improvements in their listening

ability.

In regards to differences in metacognitive knowledgshle 5.5 below presents the
MALQ scores for these four participants. Theoresindicate that the successful
participants had highescores in regards to metacognitive knowledge prior to the
intervention. Both ability groups scored higher tve tMALQ by the end of the
study.
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Participant Pre Questionnaire| In Questionnaire Post

Questionnaire

Eman 15 15.5 16.7
Lulu 13.6 14.5 16.5
Badiyah 12.4 12.5 12.7
Adeem 13.2 13.4 15.1

Table 5.5 MALQ Scores

In the end of phase one surveyfdund that the lessuccessful participants,
Badriyah and Adeem, both stated that they do not definite time to deliberately
practiselistening to English; instead, practice is done according to their fres.time
On the other handhe most successful participaiman had another response to
this query.She said she sits teractisethree times a weeklhe other successful

participant, Lulu, said she does not deliberately practice listening.

On the final operended questionnairethe participants were asked about the
positive and negative sides of each of the two phases of the Emslyrprisingly,

the nost successful participant, Emastated that the metacognitivastruction
phase lasted longer thareeded even though irtruth this phase was much shorter
than the deliberate practice one. Thistails thatsuccessful participants already
possess a wideepertoire of metacognitive knowledge, as their scores on the pre
MALQ above show Shefurther stated inher responses to the final questionnaire
that the metacognitivenstructionphase was helpful tberin terms of bringingo
consciousneshe strategpsshealready uss

| became aware of what | do before and after listehing
(Eman)

By contrast, one of the less successful participants, Badriyah, stated tetarsdat
applying some of the strategies as a result of taking part in the first ph#se of
study. However, both groups found the deliberate practice phase more useful to

them. Eman stated that she benefitted more from the second phase, as she said:
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Practice makes perfect

Lulu also shared a similar point of view:

The deliberate practice phasas it helps in concentrating
and not losing attention

In terms of phase one diary responseahle 5.6 below presents a summary of the

categories that emerged from their responses to diary probes 2 and 3 throughout

phase one.
Category Eman Lulu Badriyah | Adeem
1. Familiar topic \% -- \Y, \%
2. Types of input \% Vv Vv \%
3. (un)familiar vocabulary \% Vv Vv \%
4. Speech rate \% Vv -- -
5. Different varietes & local - Vv Vv Vv
accents
6. Background knowledge -- -- Vv Vv
7. Physical factors - -- -- -
8. Reading Qs (advang V -- -- -
organizaton)
9. Selt-management - -- Vv -
10. concentration -- -- Vv Vv
11.notetaking -- -- -- \%

Table 5.6 Participants' Responses to Phase 1/ Probes 2 & 3

Table5.6 above indicates the similarities and diffezes between the two groups of
students. Both ability pairs conveyed that familiarity of the topic, the type of, input
accentsand vocabulary were factors that helped them understand the listening text.
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However the lesssuccessfupair appeared to be modependent on background
knowledge to comprehend the text. Speech rate as a source of simplicity or difficulty
of the text was mentioned by the successful participbotsnot by the less

successful ones.

In regards to what they will do different next @mihe successful participants
sometimes answered witdothing or left the space blanlOne of the successful
participants said that she intends to guess the answers to the questions before
listening, as well as focusing more on what is stated in theigungsBoth groups
reported selective attention and ntda&ing among their strategies to be used in
future listening tasksThe lesssuccessful participants stated that they will improve
their listening, which was not mentioned by their successful p@ersmes, the

responses of the less successful group were too general, for example:

| will do my best, improve my listening skill more.

In terms of phase two diary responséabple 5.7 below gives a summary of the

strategies that emerged fromthe partcant sé responses to di

Category Eman Lulu Badriyah | Adeem
1. notetaking \% Vv V Vv
2. selective attention \% Vv Vv Vv
3. directed attention \% Vv Vv --
4. comprehension monitorin \% \% -- --
(paying attention to repetitions
5. advance organization \% Vv V --
6. badkground knowledge \% \% - -
7. visualization \% -- - -
8. selfmanagement -- -- Vv --

Table 5.7 Strategies elicited by Probe 1

a
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Table 5.7 indicates that the two ability groups agreed on the importance of note
taking as well as selective attention in facilitating listening. Directed attention was
also used bymost of them. When asked about the important things they did to
understand the text, participants in the successful group showed an ability to plan
ahead. Bhan stated that:

for the £'time, | listen to get an overall info, while taking
notes, ' time | focused on what | missed

Eman also said in another response:

analyze the Qs and their possible meaning to determine
where should my focus be

She further sd:

| read the Qs thoroughly and underline the important words
to recall background knowledge. During listening |
focused on key words to grab the answers

Lulu alsosaid:

Read the questions before listening then underlining the key
words

Both succedsl participants also showed an ability monitor their comprehension.

For instance, Lulu said:

| made a connection between what | heard and the
background information that | have

On the other handddeemdid not show much use strategiesThe strategis she
used in helping her to understand the text were mainly two:-takieg and

selective attention, particularly focusing on main ideas.

As for diary probe 2l.ulu depended mainly on noetaking, and directed attention to

verify her comprehensiorsone of her responses included:
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Tried to concentrate more

Read all the answers after choosing an answer to check if |
chose the right one

Eman, on the other hand, depended mainly on recall and logic to verify
comprehension. She also made use of backgrouowl&dge, visualization and

notes to verify her comprehension, for example:

| asked myself Qs to logically find connection between the
several ideas

Badriyah seemed to view carrying out the required task as her single means for
verifying comprehension (Bt 3 sessions). She was undoubtedly lacking in

monitoring strategies. At times she answered:

| di dnodt (dimesanyt hi ng

At other times, she simply decided not to answer this diary probe (2 times). And

when she did, she provided an answer that was letehpirrelevant, for instance:

| understand the type of characters in the lecture laing to
understand some words

Adeem on the other handtlearly relied on repetition as well as notes that she had
taken while listening to verify her comprehensi@he also mentioned focus as a
way of monitoring her comprehension. At times her answer to this response was

entirely irrelevant, like:

read the passage before we start.
And | put line under the key word

This evidently showshat participants irthe lesssuccessfugroup were lacking in

monitoring strategies.

As for diary probe 3what problems did you ha&ieLulu mentioned vocabulary,
handwriting andaskhaving tricky choices as some of her problems. Sometimes she
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answered witiNone indicating no diffculties in her listeningShe also mentioned

lack of focus as a problem for her at some times, for instance:

The options of these questions was confusing, they were
qguite similar and | didnot focus
the right answer

Eman, whowas the other successfphrticipant also mentioned in some of the
sessions that she facad problemsand at other times she chose not to respond to
this probe However,similar to Luly one of the problems she stated related to the

task, particularly naltiple choice questions:

multiple choices Qs can be tricendit was this time

Other problems she stated included the following:

organizing information in a summary
names are a problem for me

takes me time to process the information
rushing on chodag the answers

W €

I di dnot focus enough since quest.

the answers

Evidently, the problems she mentioned related mainly to task and person

knowledge; only the last response was relevant to strategy knowledge. This indicates

that sheis capable of identifying her weaknesses as a learner and the types of tasks

she mayface a problem with.

The lesssuccessful participants, on the contrary, gave many points regarding the
problems they had when listening. Some of the problems Badriyattiomed

included:
I canot l ink the information of t he
Hard vocabul ary, I donodt have any
topic

Lecture confused a little bit
| have to listen once again to organize my information
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It was confusing lecture
It was easy, but therpblem come when | understand the Q

I didnot understand some of the ter
bit difficult*

Maybe if | listened to it a third time | would have been able
to fill in missing information*

It was easy, some question confused a little bit

Adeem alsaeporteda variety of problems she faced:

When | wrote quickly, | had a lot of mistakes in spelling and
| candt complete with the summary

It was so difficult. I di dnot unde
had many words | di dndtwrkntcew ai t .
summary

I donot know some of these vocabul a

| think | wrote supporting details with main ideas. Also, the
text isndt in order

The specific details was not clear

Listen again to part of the passage, | have a problem in these
guestion

| think the lecture was very difficult, maybe because you
selected the answer

| candét only focus on the main idea
details and this makes me feel this will make me err*

I heard to new words. And | donot k

What does the say? These questions make me mistake a lot
of time

| made a mistake on the main idea of all the passage

It was only in the final session that this participant started to feel more comfortable

with listening and stated that she faced no problems:

Todaybm so happy | did well |l didnot
| thank God today there is no problem

The examples giverabove from the diaries of the lessiccessful participants
suggestheir low-efficacy, as they tended to attribute the problems to themselves as

listenas rather than to the task or the use of strategies.
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The findings presented above brought about some interesting differences between
successful and lesaiccessful participants. However, one striking finding was the

low volume of metacognitive knowledgeeported by Ameerahwho was one
successful participawho chose to take part in the interventidimeerah always
answer ed wi t h o6not hi ngo when asked ab

comprehension. It was only once that she explained by saying:

|  d dom@thing. I just listen and focus on what | am
listening to

Ameerah apparentlgid not face many problenwhile listeningand answered with
Nothing most of the timesvhen asked to report on her problerifis particular
response may be an indicatidmatthe texts were not challenging enough for her,
given that(50%) of her answers werdo problemsHowever,oneof the very few
problens she stated was missing information:

Missed some points in the first time listening and had to fill it
in when hearindor the second time

Another problem for her was time:

Time! | take a lot of time to write the summary because |
want it to be complete

Confusion was also mentioned by her:
The last part abouvidgetswas conf using and | di di
which definition to ge

Knowing how was it organized, it wa
not hard. It was a little bit fast for me

Towards the end of the studylearntfrom Ameerah herself that her mother was a
native speaker of English. Hence, English was more or less a nanigee for her.

It was interesting that she volunteered to take part in this study in the first place.
This may be an explanation why her diary responses did not reflect much
metacognitive knowledge, even though she was a high ability participant and faced

no problems with listening as a skill. The listening texts were not challenging
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enough for her, as she stated in one of the questiondaimree e r ahds case

discussed as an example of automaticity in the following chapter.

5.6 Summary

The present chapterovided answers to the four research questions of the study.
The findings from both QUAL and QUAN datasets were integrated in this chapter
The findings indicate the positive effect of the intervention on the listening ability
and metacognitive knowledgf the experimental group. Further, findings indicated
that metacognitive knowledge developed most for the experimental group by the end
of formal metacognitive instruction. Both phases of the study had a positive impact
on the parti ciltplevel.Tisedindihgs alto eenealedgiffaaences in
terms ofmetacogitive knowledge between successful and 4&sscessful listeners.

The findings of my study will be discussed and relatecesuilts ofother studies in

the field of L2 listening instretion in the following chapter.
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Chapter 6 Discussion& Conclusion

6.1 Introduction

The previous chapter attempted to provéaswers to the research questions of this
study. In the present chapter, however, | discuss the resultg @searctand relate
them to findigs of other studies in the field. To reiteratee fpresent twphase
interventionstudy attempted to integrate the concepts of metacognitive instruction
and deliberate practice into the listening training sessions of tertiary level Saudi,
female partigpants. This study is uniquein combining the two notions of
metacognitive instruction and deliberate practid® one study It was these two
concepts that informed the study, and hence discussion of the results will revolve
around them. The focuwill be more on the results of the participants in the
experimental group, as they were the omé® took partin the intervention and
three of the esearch questions relate to their resdlte esults of thecomparison
group on the other handvill be usedfor comparison purposes to reveal the impact
of the intervention as a wholés far as | am awareapplying the concept of
deliberate practice th2 listening training sessions is quite novel. Hence, the results
of using deliberate practice in the L2 listmg classroomcannot be compared
againstany other studyn the field of language learning, as there is nanthe best

of my knowledge However, by discussing the results of this study, | attempt to

demonstrate that deliberate practice has a placeilatiyuage classroom.

Discussion of the results wibe based omhe research questions. Hendee first

part of the discussion will be about the impact of metacognitive instruction on the
part i devgissohmetadognitive knowledge and EFL listenaiglity. Then |

will discuss results related comparing successful with lessccessful participants

in the experimental group. The followingart will be on the effect of deliberate
practice, in particular, on the x per i me nt lavels off metacaujtive
knowledge and EFL listening abilitfzinally, 1 will discuss the results that relate to
evaluating the interventiom general After discussing the major findings of the

study, | presentheoretical and pedagogical implicatiobased onmy research
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After that, | state the main contributions of the study. Next, | acknowledge the
limitations of the study, and theyut forward someuggestions for future research

in the field of L2 listening instruction. | conclude this chapter with a personal
reflecion on my PhD journey.

6.2 L2 Listening Expertise: Discussion of Results

The results presented in the previous chapter indicatahtbig@ wasan increase in

the participantsd metacognitive knowl edc¢
as their EFL listeimg ability by the end othe threemetacognitive instruction
sessions.The fesults also showed a slight, nomsignificant increase in the
experiment al groupbébs metacognitive knowl
phase. ThdFL listening ability ofthis group,however significantly improved by

the end of this phase of the interventidhe experimental group also outperformed

their counterparts in theomparisongroup on the final MALQas wellas TOEFL

listening test, indicating a positive impadttbe study as a whole on their levels of
metacognitive knowledge and listening abiliffhus, | argue that.2 listening
expertiseis achieved throughdeliberate practice, besiddbe development of
linguistic knowledge, metacognitive knowledge, and sgiatas identified byGoh

(2009 (see Section 2.5.)n line with studies on expertise in other fields, deliberate
practice is an essential element on the path to excellence in L2 listening als well.
discuss below the results of integrating this concept with metacognitive instruction

into L2 listening sessions.

6.2.1 Impact ofMetacognitive Instruction

In terms of metacognitive instruction, specifically, the results demonstizéthe

form of metacognite instruction held in phasmeof the study led to an increase in

theex per i ment alof rgetacogngive knowlezlgeeds measured by the
MALQ. Thi s i ndicates t hat t he i nstrument ¢
metacognitive awareness had asipve effect ontheir metacognitive knowledge.

The study in hand produced results that corroborate the findings of a great deal of

previous work in the area of metacognitive instructiom.2 listening The positive
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impact of various forms of metacogngiv. i nstructi on on stu
metacognitive knowledge as well as L2 listening abifis beenreported in the
literature, e.g. (Goh and Taib, 20Q6Vandergrift, 2002 Vandergrift, 2003a
Vandergrift and Tafaghoddtari, 2010 This finding confirms that formal
metacognitive instructiom L2 listening sessiondoes in fact lead tan increase in
metacognitive kawledge according to MALQ resultg-urthermore, the qualitative

and quantitative data results refltoe level of metacognitive kmwledge among the
participantsin the experimental grouplhe metacognitive knowledge reported by

these Saudi female, tertiary level students is similahabreported by learners of
different ages, language backgrounds and levels of language proficiaacy

demonstrated below.

Met acognitive instruction, as mentioned
awareness of the listening process through developing person, task and strategy
knowledge(Vandergrift and Goh, 20)2Similar to otherstudiesin the field, this
researchattempted to raise the par ci pant s6 metacognitive
use of checklistgguided listening diariegroup discussionas well as the MALQ

Goh (2008 explains that mt acogni ti ve instruction i nf
performance by altering it hoach tha tagk efr i n

' i stening and(pll3%}aGiventhaglisténing id ai hisldere prodess that
takes place in the |istenersdé heads, me t
these processéibid). The positive influence of the instnents used in phase one is
manifested in allowing the learners to take a step back fromifieedistening,

reflect on their listening processes and figure out for themselves how to be more
effective listenergVvVandergrift and Goh, 2009By allowing the learners to uncover

the hidden listening processes, the metacognitive approach challenges the current
comprehension approach to L2tdéeing instruction with its mere focus on the

listening product the right answerHe n c e , i mpr ovement I n
listening performance by the end of phase miag be an indicatiothat the wayhe

participantsapproackdthe listening texdhas undergone some changes.

Regardingthe five factors represented in the MALQ, it was the factor of planning

and evaluation which witnessed the most significant increase by the end of
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metacognitive instructiorlThis finding indicates that the instruments ugeghase

one the checklist guided listening diaries and group discussions, facilitated the
development of planning and evaluation strategiéss is alsopartially supported

by phase one diary responses which indictiedprevalence of planningrategies

i n t he st ude nt.sThis finding tisesimilan ¢o Vaddergrift iamds
Tafaghoddtari (2000wh o f ound i n the -eecal tepodsiapant s ¢
increase in their awareness of planning and uasan strategies following an
approach that aimed at sensitizing the students to processes underlying listening.
Vandergrift (2002al so found that the majority of
on planning sttegies. Planning strategies were also among the most frequent
strategies reported by participants in the studyGmh and Taib (2006 The

pl anning and evaluation factor, I n part
to prepare themselves for listening, and to evaluate thetgesiutheir listening

e f f o(Vahdergrift et al., 2006, p. 450The items this factor represents include
strategies that relate to setting a planobeflistening, recalling texts similar to the

one in hand, keeping a goal I n mind dur
amount of satisfaction with level of understanding while listening, and finally after

l i steni ng, r e f | geeffdrts amdythinking ofomayes to snakk listerting n i n

better next time (ibid).

The factors of person knowledge, and directed attention also increased by the end of
phase one, although the increase did not reach statistical significance. Person
knowledgerepeent s | i stenersd perceptions rega
listening as well as their sedfificacy in terms of L2 listeningln fact, person
knowledge emerged as the least frequentiyentioned type of metacognitive
knowl edge i n atyhresponsds wdriagn ghasée Tdis result, in

particular, has also beemeportedby Vandergrift (2002 who found that person
knowledge was not as evident as the two other types of metacognitive knowledge
hisst udent s 6Persoakhqwiedgs emrted by participants in my study
however,related mainly to the use of background knowledge in response to what
facilitated their listening comprehension. Having emerged as a major theme from a
mixed-ability groups upports the finding in the |i
regardless of their level of listening competence regularly draw on background
knowl edge to fill i n (Gehp 2005, pn 78 tYdt,ether und
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dividing factor seems to be the effective use of this background knowledge, which

relates to comprehension monitoring, as mentioned later in this section.

Directed attention, on the other hand, includes four sfiegewhich represent
actions undertaken by listeners to concentrate and stay on task. In terms of diary
responsesstrategy knowledge, in general, occurred frequently in response to future
listening plans. Specifically, the three most commonly reportedesfies in this
regard were selective attention, nta&ing and directed attention. This indicates
that the participants are aware of the significance of these strategies and the role they
play in effective listening, hence they intend to apply them taréulistening. The
emergence of selective attention and directed attention corroborates findings from
MALQ regarding the planning and evaluation factor, as selective attention and
directed attention both relate to planning strategies. These two stratagies
collectively referred to byGraham (199y as attentional teategies. Although they

are applied prior to I|istening, they ar
strategies for monitoringo (ibid: 50).

Directed attention emergddom the listening diaries in response to future plans,
which distinguished#t from the wayVandergrift et al. (2006use the term directed
attention. According to the MALQdirected attention refers to strategies which
represent At plaedbygitention anc doncentatiorthe process of
listening comprehensian ( p . 45, my emphasi s) . On
attention which emergedirom diary responsesorresponds to the waraham

(1997 defines it:deciding to concentrate on a task to the maximum before tackling

it, and is considered a plaing strategy. A possible explanation for this finding
would be the design of the tasks used in this phase which emphasised focusing on
main ideas of the text in the first listening and on specific details during the second
time, which helped participants direct their attention before each listéiso, the

use of the checklist encouraged the use of planning strategies, by giving students a
number of beforgouwlisten strategies in preparation for listening. Niatiking,

which is a cognitive strategypgpear ed frequently in the s
one type of strategy knowledg&his is not a surprising result for me since the

course book used in the Listening 4 course focuses ortadotey skills, and as a
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consequence, students are always eraged to take notes and make use of them

when fulfilling tasks.

However, the factor of mental translationthe MALQ witnessed a decrease by the

end of the metacognitive instruction phase, which is a good sign. This factor
includes strategies that mulsé avoidedby learnersin order to become skilled
listeners, thus, a lower mean score is desirable. The three items this factor represents
inal l tap the online mental transl ation
Il i st eni ng c(dandergrit btaln 2006p0pn4%R0The use of online mental
translation did not emerge as a theme
indicates that th students do not use this strategy to facilitate their listening, which
provides further support to the result of mental translation factor according to
MALQ. The ©participants6 gener al l evel of
major students, may b&n explanation why online translation did not occur as a

common strategy for them.

The factor of problersolving has also undergone a slight decrease by the end of the
metacognitive instruction phase, according to MALQ results. This factor includes
stratgyies listeners use to make inferences when listening and to monitor their
inferences(Vandergrift et al., 2006 The results reached by analysing phase one
listening diaries partially saport this finding since monitoring did not emerge as a

major theme inthes t u d dianytrespdnses, although there were some instances of
making inferences. Monitoring strategies are desirable for effective L2 listening, yet

it is planning and evaluatiostrategies,Goh (2003 says, which are particularly

useful to L2 listeners because they are applied outside efimealistening. Unlike
monitoring strategies, planning and evaluation do not harmgening and they
consequently have a significant impact on overall listening (ibid). Further, the
presence of pl anning and evaluation str
for l earning shifts f r(damdergrifi,e2002, @.a5¢1h e r t
Stepping back from redime listening to reflect on the listening process helps

| earners fAunderstand and Adsndesen (206Bar ni n
explains fAmetacognition results in crit

thinking that may result in making specific changes in how learning is managed, and
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in the strategies chosen foiitts pur poseo (p. 99) . He furt
strategies by sayintpatit a ki ng ti me to prepare for |
be accomplished makes a maj dherefdre,fthE er e n c
slight decrease in problem solving stgies, as mentioned above, is not worrying

since it is the planning and evaluation strategiegch have an ultimate effect on

overall listening performance, according@Goh (2003. Problemsolving strategies,

on the contrary, may hamper listening due to them being applied while listening and
consequently cause some interference withtresd listening.

One way of planning for effective learningnderson (2008 points out, is the
activation of prior knowledgeThis is also reflected in one of the items under the
planning and evaluation factoin the MALQ: recalling similar texts.The
participant sd pr atedrdurikgnpbasdnesin tgi®estudgareugha ct i v
the use of a beforgou-listen question thas relevanto the topic.The checklist also

included one specific iteran activating prior knowledgé& | h a v e toadcdlle mpt e
al |l t hat I k n dhe significance of pribr &knowlenlgEsoenderged

as a factor in the participadtesponses towo diary probespwhy did you find the

task easy or difficult? ndadwvhat has helped you to understand the textfie role

prior knowledge plays in listening cqmehension is welgstablished in the
literature(Buck, 2001 Macaro et al., 20Q*andergrift and Goh, 201%/andergrift,

20117). Activating prior knowledge is particularly essential when teaching adults due

to their rich life experiences as oppogedchildren(Vandergrift and Goh, 20)2
However,teeher s must be aware that dAlistener
as well as s up p(oynch, 2009 m oA TEhis & rastireveald the
significance of comprehension monitoring, whiistinguishessuccessful listeners

from their lesssuccessful peers.

Thelistening diarieof phaseoné ur t her demonstrate the pa
a relatively high degree of metacognitive knowledge about L2 listening. This
knowledge, asconfirmed by MALQ results, develops as a result of classroom
instruction. The possession of metacognitive knowledgecording toGoh (2003,

is Aifound to be generally true of al/l I

backgroundd ( p Tablg 21n the previous chaptdfustrates that all three types
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of metacognitive knowledge emerged in thedseunt s 6 di ary respon:
task and strategy knowledge particular,that were most promineln phase one

diaries In response to the factors that influenced their listening comprehension,
students6é reports all/l r eémande ahd guiposecad mme n
listening task knowledge. The most frequent responses in this respect were
comments on vocabulary, types of input and existing knowledge and experiences.

As mentioned previously, the boundaries between the three types of metaeognit
knowledge are quite fuzzy; hence backgrokundwledge was classified under both

person knowledge as well as task knowledge.

The student s 0, thdsishowed ahigeesdegree sfestsategy and task
knowledge, and some degree of person knovdedgording to phase one diaries
However, the low volume of person knowledge did not impact negatively on the

|l earnersd devel opment of both metacogni
task and strategy knowledge in particul&oh (200% says, which can improve
comprehension performance. The resul ts
comment.The study conducted byandergrift (2002 produced simar results to

mine in terms othe forms of metacognitive knowledghat emerged from student
responses | n Vandergrhdt @ar tsitawidpy/gntts éclasa ns wer
questionnaireprovided evidence oftheir metacognitive knowledgemainly the

strateges of planning, monitoring and evaluatohh e st udent sé <chec|
revealed hear strategic knowledgeprimarily the use of directed attention, self
management, selective attention, advance organization and comprehension
monitoring. The majorityof responses were gulanning strategiesjet there were
instances which demonstratbeir awareness of the importance of monitoring
strategiesThe participants in Vandergriftoés s
purpose, nature, and demands of théetimg taskswhich is task knowledge.
However, similar to my study, person knowledge was not as evident as strategic and
task knowledge. Vandergrificcounts fothis finding as being the result of either the
participants being too young, or the methodglof the studyHe is quite unsure of

the reason for this. Yehiregards to my study, | would attribute this finding to the
listening diary probes being contesqtecific, hence leading the students to reflect on

the text they heard and the stratediesy used to comprehend it, without having
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them think much about themselves la3 listenersand their sekefficacy in L2

listening

A decrease in theumber of idea units that emergddm sttd ent s0 r espon:
diary probe4 (see Sectiot.3.2.4 may indiatet h e p ar telativeilapkaoh t s 0
evaluation strategies. Althouglesults of the MALQ indicated an increase in the
planning and evaluation factor, as discussed above, | would not consider this
contradictory to what emerged from the diary responseglation to evaluation
strategies. The reason why | say this is that the planning and evaluation factor in the
MALQ <consi sts of five it ems, of whi ch
performance after listeningAfter listening, | think back to how lidtened, and

about what | migt do differently next tim@ as opposed to four items on planning
strategies. Likewise, Vandergrift (2003a tracked the development of his
parti ci peaassd f dhe lssterang process afmind n t he parti ci
responses ample evidence of metacognitive knowledge in all three types. However,
the only area that did not develop in either of the two tasksigistudy was
evaluation. Although there was slight evidence of evaluatiorhignstudenté
reflections,Vandergrift states thahey often did not complete the part on which

they had to set goals for next time.

However, the strategy knowledge elicited in phase dragiesvia probe 4was
mainly on notetaking, selective attention, directettemtion and selffnanagement.

This is partly similar to thstudyby Liu and Goh (2008 who found that the four
main metacogtive strategies used byheir participants were prstening
preparation, directed attention, selective attention and comprehension monitoring.
The problemstheir participants reported facing when listening to texts in the
classroommainly had to do withvocabulary and sentence structufiéis also
corresponds to my findings in which vocabulary and types of input were the most
frequently reported by participants as factors affecting their listerirg.the
contrary,other factorr e por t ed i n study includedspeed; mémbry
load and attention spamvhich did not emergeas factors affecting the listening

comprehension of participantsmy study
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The smalscale study conducted b§oh and Taib (2006mainly focused on
examining task knowledge, through asking the learners altwmutfactors that
influenced their listening, as well as strategy knowledge, by asking them to observe
what they have done to understand the listening texts. Avoiding person knowledge
intentionally by the authors here is noteworthy, since, as mentioned, dbisviype

of knowledge does not lend itself easily to reflection probes used for specific
listening tasks.In contrast to findings of my study, there were more reports of
factors that influenced listening comprehension here than that of strategy use. The
factors mainly related to text, task, environment, as well as listener and speaker. The
most commonly reported strategiestheir study however, were planning, directed
attention, seletive attention and inferencing, withferencing and planningeing

the two most frequent strategieSimilar to my study, fective strategies were
hardly ever mentioned n Go h a n d, whiehil bebiese issnot & duyprising
finding given that this set of strategies usualyergesn interactive listening rather

than oneway listening.

The types of task knowledge which emer
phase one diary probes chiefly related to comments on vocabulary, types of input
and prior knowledge (see Tal@el). Similarly, Goh (1999 in her discussion afask
knowledgein the light of nterviews and learner diariésdicatedthat the factors

whichi nf | ue n c e d ningeomprehensic@erdd in setms of frequency of
mention were: vocabul ary, prior knowl edc¢
accentHowever, ®ither accent nor speech rate appd&r be a major issue for the
participants in my study. A possélexplanation for thisnay bethat | used
publishedtextbooks that had very good quality recordiagsl standardpeechrate

and accents, hence the participants did not report any problems with speech and
accent of the listening textsy effect,Lynch (2009st at es t hat At here
evidence that specific accents of Englistative or nomativei are inhereny more

di fficult than others for secohatk of angua
research evidence, however, does not mean that all accents are easily comprehended
by L2 listenersFurther,the fact thavocabularyappearedo bea key factor plging

a role in facilitating or hampering the listening comprehmmsif participants in my

study presents a finding thas consistent with other listeneis other studies



188

regardless of the context, given that i
attribute their |l i stening probel whas t o
compared to the amount of research done on the relationship between vocabulary
knowl edge and reading ability in second

intothelirk s bet ween vocabul ary and | istening

As stated abovahe EFL listening ability of participants in this study significantly
increased by the end of the thisession metacognitive instructigpghase This

finding corroborates other research dmnce which demonstrateshat listening

practice with a focus on th@ocess, not just the produttasmerit (Goh and Taib,

2006 Vandergrift, 2002 Vandergrift, 2003aVandergrift and Tafaghoddtari, 2010

In the study byVandergrift and Tafaghoddtari (2010the experimental group
outperformed theomparisongroup on the final listening comprehension test after
receiving metacognitive instruction. In brief, results of their study indicate that the
apprach they followed which sensitised language learners to the processes
underlying listeningcan develop L2 listeningsoh and Taib (2006also assessed

the i mpact of metacognitive instruction
test scores before and after the study. There alss an improvement inthe

s t u d ksterting fiest scores by the end of the intervenfidre general consensus
among researchers in the field is that metacognition enhances both thinking and
comprehension(Vandergrift and Goh, 20)2 Lynch (2009 also statesthat a
relationship between second | anguage | i
and listening performance is wastablished in the literature. Nonethslethere is

less evidence in the literature for the positive impact of strategy training on
improved listening Yet, the results of the previously mentioned studies as well as
results ofmy study all seem to confirm the positive impact of metacognitive

instruction, in particular, on L2 listening performance.

The results discussed above collectively demonstitéie positive impact
metacognitive instruction had on participants in this study. The students reported
more advantages than disadvantages of th&aauognitive instruction from their
perspectives (see Append®). This is another indication of how beneficial this

phase was to the students despite its short dpageneral,Paris and Winograd
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(1990 indicate that by becoming aware of their thinkisyidentscan enhance their
learning.Among the benefits of metacognitive instruction reportethe literature

and refleotd in the results of this studg the shift ofthe responsibility for
monitoring learning from the teacher to the leariéid; Vandergrift, 2002
Further, metacognite instruction develops positive sglérceptions, increases
confidence and motivation, and lowers anxiety among leaf@ok, 2008 Paris

and Winograd, 1990 This type of instruction has also shownirtgprove listening
performance, as confirmed by results mentioned above. Finally, research illustrates
that itis the less successful students who potentially benefit thefroas this form

of instruction

Although my findings corroborate those of oth&rdses in the field, unlike other
studies, | do believe that this phase should be used as an introductory one and has to
be complemented with other forms of practice. The metacognitive instruction phase
in my study took place over a short period of threefwour sessions, yet the results
reached are comparable to other studies which applied metacognitive instruction that
spanned longer periods of time, such #ee studies byVandergrift and
Tafaghoddtari (201)0over a semesteGoh and Taib (2006ight lessons, an@ross

(2019 five, 90-minute long lessons.Paris and Winograd (199Qlso state that
metacognition should not be viewed as thd goal for learning instruction. Rather,

it is part of ongoing thinking as well as problem solving and functionsaas
transitional stage to proficiency. The aim of any education, they say, is not to
produce dArefl ective t hi-corks@oussabowtlitheir ovm e ¢ a
thinkingo (p.22). That woul d, i n fact,
Therefore, the goal of metacognitive instruction, Paris and Winogard believe, is to
equip learners with the knowledge and confidence they needragadheir own
learning and to give them the power to be curiand passionate enough in their
learning journeysThis signals the necessity of not restricting L2 listening teaching

to metacognitive instruction, but using it as a means to an end, tadinear end in

itself. Consequently, this study did not stop at the point of metacognitive instruction

but went a step beyond by incorporating deliberate practic2 listening sessions.
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6.2.2 Successful vs. Less Successful Participants

In terms of comparinguccessful to less successful participatite MALQ results
indicate thatthe former group had higher scores on the MALQ prior to the
intervention. Thisconfirms that successful students possess a midpertoire of
metacognitive knowledge even beforeinge involved in formal metacognitive
instruction. Two of the successfulstudents made a similar comment tliae
metacognitive instrction phasetook longer than needed, whiak yet another
indication thatthey already have aatherhigh degree of metacadive knowledge

and that this phase did not add much to th&pparently, successful students tend

to figure out metacognitive knowledge and strategies on their own, whereas other
learners have to be taught thegees of knowledge and strateg{gtartman, 2001a

Il n fact, research evidence indicates fa
strategi Mabaeoh2810,po200r 0

In terms of listening ability, however, the test scores of the two less successful
students either underwent a dewe by the end of metacognitive instruction, as in
Badriyahds <case, or remained the same,
indication that the short span of phase one was not sufficient for the Yie¢nheir

listening ability developed by the end oktlstudy indicating that they benefitted

from the deliberate practice training. This finding does not support ®Whags

(2011 found in his study where three of the four lessskilled listenersmade
significant gains throughout the stud@onverselyonly one of thdour moreskilled

listenesi n Cr o sashieved a higdey mark in the posst. The latter result is
justified by Cross as due to the skille
solid level of understanding and orchestration of bottgmand topdown skills and
strategies, so that the jpact of participating in the pedagogical cycle made little

di fference to t hei Vandemyrifi@mderafaghnoddtan (2@L0 ( p . 4
also found that it was the less skilled listeners in the interventiarpgrbo showed

greater improvement in their listening achievement when compared to their more
skilled peers in the same groudso, the study byGoh and Taib (2006found that

pupils with lowest grades in the ptests showed the biggest gains in the listening
posttest. This is an indicetn that weaker students benefitted the most form the

metacognitive instructian
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In terms of quantitative differences between the two ability groups, there was little
differencein types of metacognitive knowledge reportagishown inTables 5.6 and

5.7 in the previous chapter. This finding further supports the vieBanitos et al.

(2008, who state that Aithere was Ilittle ¢
groups of subjects, suggiesy that we needed to look &bw they were using

strategies and in what ¢ o mMacarceetal. @008 0 ( p.
asoconfirm the belief that Aithe more str

rej ect e dénce, githodgh e two ability groups used more or less the same
number of strategies, it shaulhot be regarded as having the same amount of
metacognitive knowledge. Quantitative differences between ability groups in terms

of strategy use poses a challenge to i
counting the presence or absence of certaitegfies, and then trying to establish a
causee f f ect rel ationship between (Gmhamt egy
et al., 2008, p. 66

To further explain the point made in the previous paragraph, selective attention
notetaking, and use of prior knowledge were among the repertoires of the two
ability groups, yethis would not be taken as an indication of the two groups being

at comparable levels in ternas their metacognitive knowledgérhe similariy in
strategiesused by the twoability groups discussed in my study corroborates
previous results and confirms the view
use very similar strategi ésahamandMaca, | e s s
2008,p.75L I n an investigation into the rel a:
listening proficiency level on one hand and their strategic behaviour on the other
hand, Graham et al. (20Q8ound that the strategy repertoire of tleever scorer

consisted mainly of prediction of vocabulangtetaking and selective attention

The higher scorer, on the other handeda number of metacognitive strategies,

mainly doublechecking ad monitoring his comprehension, as well as selective
attention. The fact that the lower scorer used selective attention and prediction
strategies, although being characteristic of effective listeners, does not entail in any
way that these strategies are helpful in themselves. Rutimedicatesii t h a t any
stat egy used needs to be used well and arg

findings of this study relate to my study in a number of ways; one is that it was
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comprehension monitoring that was apparently lacking in the less successful
par t i capgrtainstsecénd is thastudents from different ability groups may

use similar strategies but in less effective wayse use of selective attention was
reported by both ability groups in my study. Although the two groups may be using
selective attembn as a strategy, what they select to attend to is what leads to
differences in their success as EFL listeneemdergrift (1998 explains that due to

its ephemeral nature, listening is by necessity a selective process; hence, whatever is
selected to & processed becomes significant in successfully comprehending the text.

He further <clarifies that whatever i s s
|l i stenerds use of met acognitive strateg
Vandergrifffomd t hat comprehension monitoring
due to the fact that it directs other metacognitive strategies, including prediction and

selective attention, along with cognitive strategies like inferencing and elaboration.

However, een amonghe same ability groygifferences in strategy use exist. This
confirms the viewt hat the wuse of strategies 1 s 0
one prof i c (Geahammyet d.a 20080 p. p3The effective useof
comprehension monitoring was evident in the diary responses of one of the
successful participants, Eman, who used monitoring strategies quite frequently. She
used to compare and contrast what she understands from the listening texts with her
existing kowledge. One word that occurred frequently in her responses was

A | o gThecconsensus appears to be that comprehension monitoring is the strategy
that distinguishes successful listeners from less successful (@ws 2005

Halbach, 2000 Vandergrift, 2003h The studyVandergrift (2003b conducted
Aprovides further evidence f or atrolofodel C
the listening process, actively engaged in planning for the task and monitoring
incoming input for congruence with expectations to construct a mental
representation of the text in memory, t
word florchestad to illustrate the interaction between cognitive and metacognitive
strategiesMeaning, Buck (200} also explainsis not & entity found in the text
which the |listener has to find; It i's r
process of inferencing and hypothesis b

what seems to be lacking in less successful listererther, Goh (2009 clarifies
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that fneffective |isteners make use of Vv
evaluating comprehension and are not Ot
priork n o wl e d g 4. It (s pthe effeciv8 use of background knowledge which
distinguishes expert listeng(ibid).

A surprising finding nonethelesswas that the diary responses of angcessful
participant Ameerah, did not reflect much metacognitikmowledge,despite her

very high ability level.lt was only towards the end of the study | knew from
Ameerah that her mother was a native speaker of English. Hence, English was more
or less a mother tongue for her. This may be an explanation why hereippnses

did not reflet much metacognitive knowledgdt was interesting that she
volunteered to take part in this study in the first place. The listeningsesmtsedot
challenging enough for her, as she stated in one of the questionnaires. Tdgs, in
poses a major challenge for the teacher when dealingamittixed ability group

She was one of the only two participants to state that she did not notice any change
in her listening level in response to the final questionn#&reEricsson (2006p

e x p | ahenthe b8haviours are automatized, mere additional experience will not

l ead to increased | e vitestems tiaf for peg krfowladgea n c e
of listening as a skill was automatized, hence she was not able to reflect on it in her
listening daries.Neither was she able to observe any further improvements in her

performance as it seemed to reach fAa ste

Automatization in the broadest sense, accordinDeKeyser (200) refers to
whole process of knowledge change from initial presentation of the rule in

declarative format to the final stage of fully spontaneous, effortless, fast, and

efrd |l ess use of that rul e, of t e Mhewhief hou't
idea in thisquotationi s fAnot being aware of it anynm
case I n Ame eAnmedrah seprasents auomaticity, farskill improves

in this stage, cognitive involvement decreases, and the learnerla$esthe ability
to verbally descri be (Jolhmson et &.e2008,rpp.-B does
To counteract automaticity, the training should have exceeded her current level of

performance, whictwould have consequently lgd further improvemestin her
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listening ability level As Ericssa (20060 e x pl ai ns Afurther I

performance requires increased chall enge

To reiteratethe results of my studgorroboratehe studies revieweit the previous

two sectionsin terms of the positive impact of metacognitive insiarcton
student so me t a c augdnli2tlisteniag akiliyoaw Iwelld ag ethe
preval ence of strategy and task knowl ed
also supports the findings reached in regards to differences in metacognitive
knowledge beateen successful and less successful listerraever,the results of

the studies mentioned above indicate that it was the less skilled listeners who
favouredthe metacognitive instruction, all the more reason for incorporating other
forms of instructionin the L2 listening classrooniThe following section will

discuss the impact aleliberate practcen t he partici pamdt soé |

metacognitive knowledge

6.2.3 Impact ofDeliberate Practice

By the end of the deliberate practice phase, there avaight increase in the
participants®o met acognitive knowl edge,
statistical significance. When comparing this resulth®results of phase one, it

seems that unsurprisingly, the metacognitive instruction phase hadlaager
influence on the part.i ciThiademendtratieet ac o g |
significance of formal metacognitive instruction for the development of
metacognitive knowledgeas previously statedOn the other hand, there was a
statistically signifcant increasent he exper i ment al groupo6s
end of the deliberate practice phaBeliberate practiceAnderson (200bexplains,

is assumed to Areduce the central cogni't
high in the case of L2 listening, hence, applying deliberate practice was expected to
leadtogposi ti ve effect on ThraugH eacaghpractice,dhe | i st
reliance on general strategies as well as declarative knowledge would decrease,

pavingtheway for proceduralization to take ovgellogg, 1995.
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As for the MALQ factorsproblemsolvingwasone of the factors that increased by

the end of this phase, along with directed attention and person knowledge
Metacognition is essential to understand how the task was perfofSotdaw,

2001). However, it is likely that helping learners improve one aspact
metacognition, such as planning, may lead to imipgwthers, e.g. monitoring

(ibid: 4). Studies indicate that monitoring can be improved through practice and
training. This seems to be confirmed te MALQ factor results, as planning
strategiessignficantly increased by the end gshase one, and gave rise to
monitoring strategies whicimcreased by the end phase two of my studylhis

particular finding supports the positive impact of deliberate practice on the
participant s o6 pisngexpertiseaimacdescipline brings with it thea
ability to monitor compr ehe(dloggp h995@d. i nf c
212). In fact, vanVelzen (201p clarifies that the link between metacognitive
knowl edge and expertise relates to prob

become better problem solverso (p. 366).

However, the pr t i ci pant s o met acognitive knowl
evident from their diary responses during phase. When asked abouivhat
facilitated their | istening, the studen
attention, directed attentionné advance organization, which are all instances of
planning strategieslo verify their comprehension, howevengtstudentselied on

the teacher, comprehension monitoring and the notes they have taken while
listening. As for the difficulties they facedh i | e | i stening, stude
to do with task problems, learner problems, and vocabulary. Hence, strategy
knowledge was the most prevalent type of metacognitive knowledge during this
phase of the study. Students made use of this form of nggtiéive knowledge both

to facilitate and to verifgheir comprehensionAs Table5.2 in the previous chapter

shows the diary probes irthe deliberate practicphase elicited more strategic
knowledge than any of the other twgpés of metacognitive knowlgd: task and

person knowledge. A possible explanation for this wouldhee positiveimpact

deliberate practice had on the participéntss t r at egi ¢ kn.owl edge i
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When t he dary nespanses aréxaminedin the light of DP elements,
evidence indicates thatthese elementdiave taken place (see Table 5.2h

particular, the role the teacher played in facilitating the tasks and providing feedback

to the participants emerged as a major theme in response tcstwtantsdid to

check their lisening comprehensioi.he presence of a teacher the purpose of
guidance and providing feedbarska major requement for deliberate practice. As
Ericsson et al. (1993 t a tn¢hd absence of adequatedback, efficient learning

i's Iimpossible and i pB67hin thereeea L2 cesebrgh mi n i
however, DeKeyser (2007asaysii e mpi r i c al research on opr
Il imited in recent decadeso (p. 8). Yet ,
significant positive impact it has on learners, even though issues regarding when and
how to providefeedback to students remain unresolved. Feedback is indeed an
essenti al el ement i n deliberate practic
decide how often to provide feedback on
this study, | attempted tgive feedback to the students by commenting on their
summaries, for lecture texts, and doing the task as a whole class, in the case of
multiple-choice questionsThis appeared to be sufficient, given that listening takes

place in the minds of the learneasd howwell they perform the task is so far the

only means to determine the success or failure of their comprehension. Breaking
down tasks into manageable components and the frequency of providing feedback

on performance in complex tasks are both issugashwemain hardor the teacher

to decide on (ibid: 4).

6.2.4 Evaluating the Intervention

The results presented in the previous chapter indicatedhihatxperimental group
outperformed thecomparisongroup on the final MALQ. Controlling for baseline

results postMALQ results for the experimental group weraso higher.
Furthermore, &ving controlled for listening baseline scores, fiestTOEFL scores

for the experimental group were high€his demonstrates the positive impact of the
intervention with itst wo phases on t he participant
knowledge and L2 listeningandergrift and Tafaghoddtari (20Lthake the claim

that the pedagogical cycle they followed in their study (see Se2toRr.d fHof f er s

| anguage | earners a promising avenue fc
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They neglect the fact that it was the less skilled participants who benefited most
from this process approach. This entails that, contrary to their claims, thesgproce
based approach they followed in their study is not necessarily helpful tc more
skilled listeners, who seemed not to benefit as much from this approach. The
sessions became boring for the participants in the studydndergrift and
Tafaghoddtari (2000who commented on the final questionnaire that tfstgrted

to get rather bored with the routimerThis is another shortcoming, which poses a
threat to the validity of this approadhis alsoa trap we as eduaat need to avoid,

because if the lesson becomes tedious, then the benefit is miaithallearners

This supports myargumenthat metacognitive instruction should be kept short and

aim mainly a t raising the | earnersog anghortac ogn
metacognitive instruction phasiows the less skilled learners to acquire new ways

to aid them in coping with the listening input. This short phase would also reinforce

the good practices more successful listeners already do, and by keegiuyt,it

avoid this group of learners responding negatively to instruction. Although
metacognitive instruction was short in my study, the more successful students still
thought it was longer than what they needBésearch indicates that successful
learnersipossess more metacogniti veegdaweyr enes
behaviour t han | o wHarananh 2091aj p. @33 Heweved e nt s O

Amt acognition is necessary, bbwt3dnot suf i

The final questionnaire provided a lot of insight into the pasitesponse of the
participantgo this two phae study. The majority of respondents notia@thange in

their listening level by the end of the study. Further, most participants seemed to
favour the deliberate practice phase over the metacognitive instruction one. The
positive response to DP sessioemss peci al | y thowh BMicears | i k
understand more @ DP, as | realized what | had to da n ®P lielps in focusing
attenti on jovide$ eveldnedorithe gflectivmess of directing the

s t u d attention o the importance of motii@t and concentration at the start of
each training sessi onstartéduorliketistening @ o mme mte <
al |l the more evidence for the positive |

self-efficacy.
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Besides the integration ofatacognitive instruction and deliberate practice, another
possiblee x pl anati on for the studentsd positi
focus placed on feedback and reflectidhe study carried out b§raham (200)

which aimed at examining the effect of L2 listening strategjnitig on the

s t u d selidffisady, found that the high scaffolding group made the biggest gains

in terms of seHefficacy for listening as well as pre and post listening scores. It was

this group whiclreceived strategy training along with feedback legirtstrategy use

and on their reflective diarieShe results of this study shed light on the significance

of both feedback and reflection in L2 listening clas3éuis, thetwo elementsof

feedback and reflectioshould be kept standard practicelLi listening lessondue

to their positive impact on both listening ability and s=fficacy in listening.

6.3 Implicationsof the Study

Although the term deliberate practice has been mentioned in the area of second
language acquisitio(Ortega, 2008 few if anyattempts have been made to take this

a step furtheby applying it into the language classroo®ne reasommay be that
researchex are uncertaiabouthow this may differ from drill@nd practice methods

of the audidlingual era In many language classroongwever listeningremains

ia mysterious Oblack box©6, for which th
pr ac t(RosteZd@l, p. )3 Based on the positive outcomes of my study, |
propose a theory of learning that combines the use of both metacognitive instruction
and delilerate practice in thé.2 classroom.The metacognitive approach put
forward by Vandergrift and Goh (20)2does not appear to be sufficient for
producing proficient L2 listenerd’he results presented in my study and in other
studies discussed above indicated that the metacognitive approach aguadly

helpful to all learners. In facBternberg (2001 indicates that metagnition
represents fdpart of the abionlty eapp.tpatt
247). Further, as previously mentionedHartman (2001a believes that
metacognition is essential, however not enofmhacademic succegp.34). This

calls for the importance of integrating deliberate practice with metacognitive
instruction and provides suppdd this claim.The theory | propose a theory of

learning through practice rather than learning through instruction and is perforce
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learnercentred. The role of the teacher in this approach is similar to that of a coach
in sports practice. The teachertssan achievable, yet challenging task, provides
feedback, opportunities for repetition, and reinforces the significance of
concentration and motivation at the start of each session. The approach | used in my
study which aimed at reinforcing the significanof these two entities forfettive
practice seemed to work, as the comments made by the students on the final

guestionnaire suggest.

Further, he results of my study suggest that the form of metacognitive instruction |
followed in the sessions, whiche | i ed merely on raising tl
awareness, is satisfactory. It has led to significant gains in both metacognitive
knowledge and listening abilityHowever, onepoint that emerged concerned the
participantsd®d o pp etaognitye imsteustipnophasee Succeseful t h e
participants believed it lasted longer than required, yet it was helpful to them in
becoming conscious of strategies they had unconsciously been applgss).
successful participants, on the other hand, valuedphase more and said they

started using some strategies as a result of taking partStemberg (2001says

A & expert typist who starts thinking about where the keys are will type much more

s | o wp. 2489). Hencealthough metacognitive activities may Qeite useful in

many aspects of language learning, they are not netgsslarays called for.In

f a c tudentsiineed to learn to automatize, which means, in practice, learning to
bypass certain consci ouFBushiteduldiedhgpiuitd i ve
conduct metacognitive instruction in ability groups due toe thdifferent
metacognitive knowledge students have before being invoivethis form of
instruction Further for this type of instruction to bear fruit, it should be made an

integral part of any listening curriculu¢@oh, 2008.

In regards tdhe deliberate practice component in my @sgd theory, arssue that
is recognised in the literature is whether and how expertise may be taught. The
instructional paradigm used in this study followed the common research paradigm
mentioned bylohnson (2005 as previously statedlthough expert performance in
fields like music, chess, and sports can be relatively easy to define, the

characteristics of superior performance L listening have yet to be clearly
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defined. Further, he positive influence of deliberate practice in the previously
mentioned fields is welkstablished, yetof some reason people do not seem to
accept that what is required for gaining proficiency in most mental functions is
similar to that required for aaqing proficiency in physical or motor skills
deliberatepractice.Derry (1990 e x pl ai ns t hat fas every s
most powerful pdagogical technique for building this expertise is practice: practice

is equally essential for developing expertise in cognitive domains . . . becoming an
expert at anything me aHowevey, ®P ig nohlikea ashy wo r k
other learning task #t is given tahe students tgerform The students themselves

have to be willing tgpractiseand fully engagedn the practice in ordefor DP to

have a positive effect on their les@f performance. The key word in this approach

is deliberate and thiss what distinguishes it from other mindless or joyful forms of
practice. The students must be fully focused on working to move beyond their
current |l evels of performance. To i mpro

should revolve around théiti and nothing else.

Another theoretical contribution | attempt to put forward is the relationship between
the two governing concepts of this studyetacognitive knowledge and deliberate
practice. Apart from the role the teacher plays by settimgtask, facilitating
repeated performance and providing feedback to the studengntlagningtwo vital
components of deliberate practioghich are motivation and concentratiorgre
closely relatel to metacognitive knowledge. Motivation and concentrataoe
referred to in theliterature onmetacognition as sethanagement and directed
attention respectively. Thedeo are examples of planning strategies which fall
under strategic knowledge. Hence, this suggests that by developing strategic
knowledge, andavith the presence of the teacher as a coach, deliberate praititice
most likely takeplace. The results of the deliberate practice phase, which witnessed
an increase in listening ability as well as the emergence of strategy knowledge as the
most frequentype of metacognitive knowdige, further support this clairm brief,

| attempted in the previous part to suggest a theory of learning that combines the use
of both metacognitive instruction and deliberate practice in.thelassroom. | also

attemptedto examine the relationship that holds between these two essential
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conceptsBased on what has been discussed abodesdribewhat a DP-based L2

listening course looks like, summarized in Figure 6.1 below.

Figure 6.1 DP-based L2 Listening Course





































































